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Preface

This is a book about teachers, about students, and about the social psychol-
ogy of their life and their interactions in the classroom. The book is intended 
for teachers, for teacher education students (future teachers), for psycholo-
gists, counselors and educators, and for a general readership interested in 
the meeting point of psychology and education and in the application of 
social psychology to the complex and vibrant “society” of the classroom. 
When one sets out to write an academic book and target it for defi ned audi-
ences, one must make decisions about the book’s character and style—what 
it would be like and what it would not, what should be included and what 
should not, how to present and how not to present the materials.

This book was written as “a practical book.” A practical book dif-
fers from “scholarly books” (the latter are conceptually-driven, present-
ing all theory, research and methodological issues on a given domain, and 
intended for a narrow, specialized readership of scholars and researchers). 
It differs from “comprehensive textbooks” in educational psychology or in 
social psychology (that are very long and detailed, covering all knowledge 
in numerous relevant areas, and designed to shift from one area to another 
every week or two in introductory courses). It also differs from “how-to 
books” (that provide popular sets of advice and applied cookbook guidance 
how exactly one should conduct oneself in order to be successful). A practi-
cal book should be concise and focused on a well-defi ned domain. It should 
encapsulate the relevant knowledge and access it to readers so that they can 
process it and draw the applied implications for their own conduct.

Teachers in many institutions complain that their training does not pro-
vide them with suffi cient working knowledge and understanding of underly-
ing social forces and processes in their classrooms (in the student “society” 
and in teacher–student interaction). Most textbooks in educational psychol-
ogy and in social psychology of education are too general and cover many 
domains and areas, and their treatment of the social psychology of the class-
room is very limited. Books on classroom management (CM) are more rel-
evant in their classroom-focus and orientation toward teachers, but most of 
them have two major drawbacks: First, they tend to be too prescriptive and 
preachy in advocating one ideological image of effective CM to a negation 
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of alternative potential styles and a tendentious and exclusive coverage of 
relevant conceptions and research. Second, in their prescriptive focus on 
teacher-student interaction and teacher-student relationships, these books 
neglect to treat (or even mention) numerous issues and phenomena that are 
critical for deep understanding of classroom processes. Topics missing in 
most CM books include: Nonverbal communication and NV behavior of 
teachers and students; effects of teacher expectancies and teachers’ differ-
ential behavior (including the teacher’s pet phenomenon); social structure 
of the “student society” and sociometric measurement; working knowledge 
in behavioral analysis; the literature on classroom environments and class-
room climate (which legitimizes various types of teacher styles); and the 
social psychology of “educating” and “changing” students.

This book has no ideological ax to grind and it presents as many points 
of view as possible. Two additional foci were intentionally excluded—the 
instructional/academic focus and the statistical focus. Having decided to 
focus on the social psychological aspects of classroom life and teacher’s 
work, I did not include any discussion of teaching methods or instruc-
tion, nor did I deal with students’ learning and achievement. A “cognitive” 
view was emphasized whenever it was relevant to a social, affective or 
behavioral aspect (such as students’ motivational goals or the formation 
of teacher expectancies). With regard to statistics and research methodol-
ogy, I tried to avoid the presentation of complex statistical results, assum-
ing that many readers did not have any training in statistics. Empirical 
research was presented in most chapters, but fi ndings were presented in 
the simplest and least “statistical” language. On the other hand, method-
ological issues were discussed quite often, such as the difference between 
“high-inference” and “low-inference” educational research, the differ-
ences between “affective” and “cognitive” sociometric measurement, or 
the nature of thin-slices NV research.

The book is divided into six parts and sixteen chapters: There are two to 
three chapters in each part. Part I is an overall view of the social psychology 
of the classroom, of students and of teachers. It introduces the language, 
the concepts and the frame of reference for the rest of the book.

Chapter 1 deals with the classroom as a social environment and dis-
cusses “classroom society.” Societal characteristics include norms, rules, 
conformity, and complementary social roles of teacher and students. The 
chapter emphasizes the dynamic nature of classroom society and the con-
tinuous social struggles within it, among students and between students 
and teachers.

Chapter 2 is focused on students, their social needs, motivations and 
self-esteem. A discussion of social needs leads to a review of various “self” 
states (from self-esteem and Rogerian self-ideal concepts to competence, 
perceived academic control and self-effi cacy). The role of social comparison 
processes is emphasized as a critical motivator. A second part of the chapter 
presents and evaluates the various developments in the fi eld of achievement 
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goal theory. An attempt is made to integrate the conceptions of mastery 
and performance goals on the one hand, and social motivations and social 
comparison on the other hand.

Chapter 3 is focused on teacher’s various social roles as staff member 
in the school society and as classroom instructor and educator. The chap-
ter emphasizes the variety of school and classroom types and the potential 
alternatives of CM styles. Issues discussed in the chapter include the bases of 
social power, leadership and teacher authority, the dilemma concerning the 
demand for teachers to serve as identifi cation models, and teacher burnout.

Part II centers on social measurement in the classroom and presents two 
methodologies—sociometric measurement of classroom structure and stu-
dent types, and measurement of classroom climate (CC).

Chapter 4 provides comprehensive information about sociometric mea-
surement—although free usage by teachers is not recommended due to 
various drawbacks and ethical constraints. Moreno-type measurement via 
affective attractions and rejections is followed by discussion of sociograms, 
social structure, status and social classes, friendships, and various forms 
of relations among students. The two-dimensional model (of Preference X 
Impact) is presented next, emphasizing defi ned “types” such as rejected, 
neglected and controversial students. Cognitive sociometry and typological 
research are presented last.

Chapter 5 is focused on the measurement of CC as an area of educational 
research that has been historically distinct from CM research and from teacher 
expectancy research. High-inference research is distinguished from the for-
merly-used low-inference research, and the various factors and dimensions of 
CC are explicated and demonstrated (including the short version of the My 
Classroom Inventory which I recommend for teachers’ use). Following discus-
sion of methodological, conceptual and ethical issues in CC measurement, 
potential usages of CC in teachers’ action research are described (including 
the positive characteristics of Hawthorne Effects in school practice).

Part III covers the area of teacher expectancies from its onset in “Pygma-
lion in the Classroom” in 1968 up to its current state. The main emphasis 
is on teachers’ differential emotional behavior in the classroom and the 
effects of teacher differentiality on students’ morale and CC. Current con-
cern about effects of TDB is not connected any more to self-fulfi llment 
of fabricated prophecies, but rather to teachers’ deviation from equitable 
treatment on the basis of real differences among students.

Chapter 6 introduces the notion of self-fulfi lling prophecy (SFP), 
describes the Pygmalion study and the controversy over the SFP issue that 
lasted for several decades. It then delineates the various links in the chain 
of SFP from the formation of an expectancy in a teacher’s mind all the way 
to actual effects in students’ performance. The remainder of the chapter 
discusses stereotypes, prejudice, and phenomena of teachers’ bias, with a 
special emphasis on teachers’ susceptibility to biasing information and the 
effects of biased teachers on their students.
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Chapter 7 deals with teachers’ differential behavior (TDB) in the class-
rooms. Originally, TDB was treated as the behavioral mediator of teacher 
expectancy effects. Today, it is seen as an issue of deviation from fairness 
and equity, with potentially negative effects on students in the social/emo-
tional domain. The dilemma stems from the confl icting notions that, on the 
one hand, identical behavior toward all students is undesirable, but on the 
other hand, some aspects of TDB (especially expressions of teachers’ dif-
ferential affect) are not legitimate and evoke anger. The chapter describes 
lists of investigated TDBs and the efforts to formulate a theory that would 
explain the observed patterns. Several types of research—classroom behav-
ioral observations, students’ perceptions of TDB, and research on teachers’ 
NV behavior—lead to clear conclusions about the psychological price of 
teachers’ emotional differentiality.

Chapter 8 deals with the well-known but minimally-studied teacher’s 
per phenomenon, the case of teachers’ special attachment to particular stu-
dents. A cognitive sociometric method was designed to identify pets and 
teachers who have pets, and the high rate of occurrence of the pet phenom-
enon in elementary school classrooms was recorded. Several studies exam-
ined characteristics of teachers’ pets, classroom seating locations, teachers’ 
preferential behavior, and, most importantly, the psychological price of the 
pet phenomenon—especially when teacher’s love for the pet is not shared 
by the students.

Part IV is dedicated to the discussion of classroom management (CM). 
An attempt is made to transcend beyond the rivalry between the contem-
porary student-centered approach and the behavioral approach and to 
offer readers the widest knowledge base about effective management of all 
aspects in the classroom.

Chapter 9 examines historical trends in the development of CM concep-
tions and the paradigm shifts that led to the contemporary student-centered 
approach. It describes the main types of CM research and the image of 
effective teachers in students’ eyes. The central part of the chapter describes 
in detail the characteristics of effective CM according to this approach. The 
chapter concludes with a critical discussion of the contemporary concep-
tion, emphasizing the dangers of teachers’ free-wheeling emotionality and 
of the demand to avoid punishing students.

Chapter 10 deals with discipline and punishment as necessary compo-
nents of CM in contemporary schools. It delineates the behavioral approach 
to the maintenance of social order and “control” of disruptive behavior. 
The central part of the chapter presents a list of principles and tactics for 
effective punishment (when that is absolutely necessary). The list integrates 
behavioral, affective and cognitive components and gives priority to pre-
vention and to careful and rational planning.

Chapter 11 presents a unique analysis of common pitfalls and typical 
teacher mistakes in CM, intended to “inoculate” teachers and increase their 
awareness. The phenomena are presented in the language of behavioral 
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analysis, which can be helpful for teachers in its explicitness and accuracy 
even if they do not subscribe to behaviorism at all and do not practice 
behavioral methods. The most frequent pitfalls include doing too much 
(satiation), doing too little (deprivation), lack of appropriate contingencies, 
delayed reaction, misuse of teacher’s attention and praise, dependence on 
students’ reinforcement, partial reinforcement, etc.

Part V is focused on nonverbal behavior in the classroom. Emotions 
play a central role in classroom life and in teacher–student interaction. 
Because the NV is considered “the language of emotion,” knowledge 
about NV communication is critical for effective CM. Unfortunately, 
most texts and books in educational psychology do not deal at all with 
NV behavior in the classroom.

Chapter 12 presents basic concepts and issues in NV research and their 
relevance to the classroom. The discussed topics include the defi nition of 
NV behavior and the importance of NV processes; the major types in the 
repertoire of NV behavior; notions of deception, leakage and detection of 
lying; and the three basic NV skills: encoding (emotional expressiveness), 
decoding (emotional sensitivity) and display rules (emotional control).

Chapter 13 deals with students’ NV behavior. NV skills are important 
components of social competence, and problem children are often char-
acterized by defi ciencies in NV skills. Subsequent sections are devoted to 
the discussion of students as encoders (in peer interaction and in student-
teacher interaction) and as decoders of teachers’ NV behavior, demon-
strating students’ expertise and keen sensitivity to very subtle NV cues of 
their teachers.

Chapter 14 deals with teachers’ NV behavior and raises several issues in 
NV communication that carry critical implications for CM. The fi rst sections 
discuss teachers’ NV decoding and encoding behaviors that are parallel and 
complementary to students’ decoding and encoding; describe teachers’ usage 
of all types of behaviors in Ekman and Friesen’s NV repertoire; and empha-
size teachers’ use of display rules and of deception when the need arises. 
Substantial discussion is then devoted to the role of the teacher as lie detector. 
The fi nal two sections center on “positive” and “negative” aspects of teach-
ers’ NV behavior. The positive aspects involve teachers’ expressive style and 
its effects on CC and students’ satisfaction. Parallel research on NV expres-
sivity was reported for overall style in the “teacher immediacy” and “teacher 
enthusiasm” literatures, and complementary NV research analyzed specifi c 
teacher NV behaviors in thin slices research. The negative aspects involve 
TDB toward high- versus low-achieving students in teachers’ NV behavior. 
Clear fi ndings demonstrate the occurrence of NV TDB and the potential 
damage it can cause to students’ morale. The evidence raises grave doubts 
about the advisability of free-wheeling teacher emotionality and teachers’ 
emotional relations with students as advocated by some CM ideologists.

Part VI focuses on teachers’ role in “educating” and “changing” students. 
Teachers are supposed to socialize and to educate students, to infl uence the 
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formation and development of students’ values, attitudes, world perspective 
and good citizenship. But books in educational psychology rarely devote 
focused attention to the psychological processes involved in educating and 
changing students and to the role of the teacher as “change agent.”

Chapter 15 examines processes of educating students from a social psy-
chological point of view. Six major modes of “education” are presented: 
(1) Education through instruction and teaching (via overall intellectual 
development and through the various academic disciplines and different 
subject matter areas); (2) Education by inculcation and preaching (a process 
seldom admitted by “enlightened” educators yet is actually very frequent 
and very important); (3) Education via behavior modifi cation (also an area 
frequently negated by some CM advocates); (4) Education through cul-
tural/social frameworks and normative infl uences (the most salient norma-
tive framework for students is, of course, the school itself); (5) Education 
through experiential learning and action learning; (6) Educative infl uence 
of models and modeling.

Chapter 16 deals with processes of planned psychological change, after 
values and attitudes had already been formed. Change might be necessitated 
by altered environmental conditions, by ineffi ciency and stress caused by the 
existing modes, or as part of normal development. Formation and change 
processes are quite similar to each other, except that psychological change 
almost inevitably involves resistance to change. The discussion of resistance 
to change highlights the different phenomena and their intense impact in 
hindering change. Separate analyses deal with cognitive aspects, emo-
tional aspects and behavioral aspects of resistance to change. Subsequently, 
four generalized strategies for psychological change (adapted from Chin 
and Benne) are presented and applied to the school context and to teach-
ers’ work as change agents: (1) The rational-empirical strategy (changing 
through understanding and choice); (2) The behavioral (“power-coercive”) 
strategy (changing through action and behavioral change); (3) The experi-
ential (“re-educative”) strategy (changing through emotional experiences); 
and (4) The normative strategy (changing through accommodation to the 
social environment).

For me, this book culminates almost forty years of research on various 
aspects of the social psychology of the classroom. A large proportion of my 
research over the years was related, directly or indirectly, to teachers, to stu-
dents, and to what transpires in teacher–student and student–student inter-
action. I was affi liated for many years with the human relations movement, 
but I always tried to keep an open mind and not let ideological preferences 
to infl uence my research, my empirical inferences, and my teaching. I believe 
that professional decisions about personal style and mode of conduct must 
be made in a rational, knowledge-based and data-based manner, and I hope 
that this book can contribute to such decision-making of some readers.

Many people helped me and contributed to my work over the years, and 
I cannot even begin to list all of them, because many others would be left 
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out. They were my undergraduate and graduate students, my research assis-
tants and my degree advisees, colleagues at Hebrew University of Jerusalem 
and in many places worldwide, journal editors and reviewers, research col-
laborators, various audiences, and sometimes even the research participants 
themselves. I feel blessed to have gained from so many people.

One person contributed immensely to my professional career as a 
researcher, and that is Robert Rosenthal. I got excited about teacher expec-
tancies as a young psychology graduate student at Duke University, but I 
met Bob years later when I taught at Wellesley College. We became friends 
and research collaborators, and published joint research articles in the 
1980s, the 1990s and in the present decade. I learned a lot and I owe a lot to 
Bob Rosenthal, and he remains a source of inspiration and advice for me.

In Israel, Yaakov Kareev has been my best friend and close colleague 
ever since our undergraduate days at Hebrew University in the early 1960s. 
With his offi ce never more than three doors away, Yaakov has been my 
lifelong counselor in matters of methodology and substance, the bouncing 
board for new ideas, and the critic when necessary.

In the process of writing this book, Yehonatan Benayoun was extremely 
helpful, especially during my sabbatical in Buenos Aires. His assistance 
truly contributed to the book and I am thankful.

Finally, special thanks are extended to my family. To Dinah, who 
encouraged me to write the book and subsequently needed to enlist tons of 
patience, to son Itai and grandson Ido, who served as “informers” about 
students’ experiences, and to son Gilad, who contributed his name to my 
TDB questionnaire.
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The Social Psychology 
of the Classroom





1 The Classroom as a 
Social Environment

INTRODUCTORY COMMENTS: VIEWING THE 
CLASSROOM, TEACHERS AND STUDENTS FROM 
A SOCIAL PSYCHOLOGICAL PERSPECTIVE

School is a central societal institution. Its major purposes are “to teach” 
and “to educate” the young generation and to prepare students for good 
and effective “citizenship.” Teachers have a dual role as instructors (teach-
ing students, developing their intellectual capacities and leading them to 
academic achievements) and as socializers (developing students’ values and 
social selves, their cultural level and social conduct). This book is focused 
on the social psychology of the classroom. It is intended to help teachers to 
better understand social psychological forces operating in the classroom, 
to be aware of implicit and hidden psychological aspects in teacher–student 
interaction, and to improve their classroom management. For teachers to 
be competent managers and effective agents of socialization, they must 
be attuned to the social forces in the classroom society, to have suffi cient 
knowledge in the relevant domains of social psychology, and to have skills 
for managing the classroom society and for educating and changing stu-
dents. In short, the main purpose of this book is to turn its readers (expe-
rienced teachers, teacher education students, school administrators and 
students of education and the social sciences) into budding social/educa-
tional psychologists.

Going to school is the child’s most central formative experience of living 
in a society and becoming a “citizen.” Beyond the social framework of the 
family, the school and the classroom are the central “societal experiences” 
throughout childhood and adolescence. Children learn to understand soci-
ety and how to live in it, what is required of them as citizens, and what are 
the diffi culties that they must cope with to become effective in the social 
environment. The social self of the individual child is formed through the 
social experiences in the classroom society. In school children acquire the 
basic social insights and modes of social behavior. These experiences infl u-
ence students’ self-concept and self-esteem, motivational patterns and even-
tually the formation of one’s attitudes, values and world perspective. The 
social processes act as moderating factors which infl uence the other pri-
mary objective of schooling; namely learning and achievement.
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The instructional and academic parts of the teacher’s job are often over-
emphasized at the expense of the social aspects. This characterizes numer-
ous teacher education programs, and many teachers complain that their 
knowledge in the psychology of the classroom is too limited, especially 
practical considerations how they could apply psychological knowledge in 
managing their classrooms. When something goes wrong in the classroom 
(problems in maintaining discipline, confl icts among sub-groups, inexplica-
bly low achievement, negative classroom climate and especially disruption 
caused by problematic students) some teachers turn immediately to outside 
experts (e.g., school psychologists, counselors) for help. Quite frequently, 
the advice of the outside expert would concentrate on social psychological 
forces in the classroom and on the teacher’s strategy of classroom man-
agement. The experts would provide consultation how the teacher could 
modify her/his own conduct in the classroom.

THE CLASSROOM AS “SOCIETY”

The classroom is a mini-society. It has a defi ned structure and formal goals, 
it has a “ruler” of legitimate authority and “citizens” who enact their roles 
and interact with each other and who must “work” toward attaining given 
goals. Students’ membership in this society is coercive rather than volun-
tary, and this society is non-democratic. (Some types of collaborative class-
rooms provide students with more decision-making power, but classrooms 
are nevertheless non-democratic by their inherent nature). Students are 
continuously required to invest great efforts in activities that are not neces-
sarily to their liking, to follow a rather strict set of rules and adjust to them. 
Rebellion is not tolerated and might lead to severe punishment. Students 
must accommodate to school, and they would achieve positive products 
only if they work very hard according to the rules. The teacher is the pow-
erful leader who can reward or withhold rewards, and teachers can often 
be quite arbitrary. For many students, their “citizenship” in the classroom 
“society” is not a very pleasant experience.

I know that the above description is blunt, and the social nature of the 
classroom society could have been (and often is) described in a more posi-
tive manner. But I think that it is important to recognize from the onset 
that involuntary participation and continuous coercion are the foundations 
of school culture. From this basic defi nition, teachers and school adminis-
trators can search for means of creating a positive learning atmosphere and 
for making the school experience as enjoyable and satisfactory as possible 
for students.

Beyond the universal pre-determined formal structure, each classroom 
has an informal structure that unfolds and develops through the inter-
actions between students and teachers: Explicit and implicit norms are 
formed; complex processes of social infl uence take place; leadership, social 
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classes and roles emerge; and continuous struggles for popularity, pres-
tige and power take place in every classroom. The group dynamics of the 
classroom infl uences each individual student (in status, expectations, self-
image, social behavior and eventual achievement) as well as the atmosphere 
and social-emotional climate of the entire classroom (cohesion, coopera-
tion and competition, confl ict, tension, social support, etc.).

NORMS, RULES AND EXPECTATIONS

Social norms are behavioral standards, fi xed sets of unwritten rules con-
trolling social behavior of group members in defi ned circumstances. They 
are the specifi c refl ections of the group’s values, goals, and underlying cul-
ture. Norms are formed and maintained through group, rather than indi-
vidual processes, but they determine and control individuals’ behavior, so 
that social behavior in the group becomes predictable. Norms represent 
consensual joint expectations concerning appropriate and inappropriate 
behavior. Although most norms are implicit and hidden, individual mem-
bers are well aware of them and of the potential consequences of violat-
ing them. Psychologically, norms are very functional both for individual 
members and for the group as an entity. For the individual, norms make it 
possible to know what is appropriate, reduce ambiguity and increase self-
confi dence. For the group, norms contribute to the maintenance of group 
uniformity and social order.

Norms are quite amazing as social mechanisms because they are usually 
implicit and hidden, and yet all members know the norms with no need 
to talk about them explicitly at all. An important part of normal social 
adjustment is the ability to quickly infer about norms of appropriate and 
inappropriate behavior in every social situation without focused learning. 
Students with salient social disabilities such as autism and the Asperger 
Syndrome (see Chapter 13) indeed lack the ability to infer underlying 
norms, and therefore they very often act inappropriately. I tell my students 
on their fi rst day in the university that it is amazing how they know exactly 
how to dress, how to behave, what to do and what not to do in their fi rst 
class session, although the university experience is totally new to them. 
Norms differ from rules and procedural directives in that they are implicit 
and undefi ned, whereas rules are delivered in explicit and exact terms, and 
some authority fi gure inspects that the rules are indeed followed. Norms 
prescribe differential behavior in different contexts—in the classroom ver-
sus the yard at break; during school ceremonies versus regular classroom 
discussion; in one instructional situation compared to another, etc.

A known activity in group workshops is “the fi shbowl exercise,” where 
a random group of participants is asked to discuss a given issue and to 
reach a consensual decision. Other participants observe the discussants 
from outside the circle, and the group process is subsequently analyzed by 



6 The Social Psychology of the Classroom

all. It is always amazing to observe how quickly and without any explicit 
negotiation the norms are formulated—the group “decides” without 
words whether it would be cooperative or competitive, whether individu-
als would be allowed to take control, whether the atmosphere would be 
tense or relaxed, how roles would be divided and how the decision would 
be reached. Sometimes an implicit struggle over norm-formation might be 
observed, but it is always amazing how quickly a random group settles on 
its set of norms without really talking about it at all.

Types of Norms

Types of norms and distinctions between them should be recognized. The 
most important distinction is between norms refl ecting values and norms 
intended for the management of the routine life in the group. Of course 
many norms belong concurrently in both categories, such as not to touch 
another child’s property or not to hit another child. The purpose of norms 
for maintenance of routine life in the classroom is to enable effective aca-
demic work and learning. Many of those norms are dictated by the school 
authorities—often in the form of rules and procedural directives which are 
subsequently translated into more specifi c behavioral norms. Other norms 
derive from the children’s group—how to manage interpersonal relations, 
kinds of speech and forms of violence allowed and disallowed, relation-
ships between boys and girls, and also norms on how to interact with teach-
ers and with school authorities.

Behavioral norms refl ecting values are of high educational signifi cance. 
They “translate” a general value—such as cooperation or respect for other 
people—into specifi c behavioral requirements. Examples might include 
norms such as waiting until the other person has fi nished speaking and tak-
ing turns, or not mocking others publicly—all for the value of respect; or 
training children to share toys or solve problems together for the value of 
cooperation. The educational literature on norms emphasizes the importance 
of value-refl ecting norms. However, it must be remembered that the exis-
tence of normative behavior is not necessarily proof that the person holds 
the value and internalized it. For example, many men open doors for women 
and let them pass fi rst, but they do not necessarily respect women inherently. 
Sometimes the behavioral expression—especially if enacted in an exagger-
ated fashion—is a mask hiding the absence of the relevant value!

Beyond these major distinctions: (a) between norms for management of 
routine life and norms refl ecting values, and (b) between norms formed 
(or infl uenced) by external authority and norms formed naturally within 
the group—several other characteristics of norms and distinctions among 
norms should be mentioned:

Some norms are formal and explicit, whereas other norms are more • 
informal, implicit and hidden;
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Some norms are fi xed, static and consensually accepted, whereas • 
other norms are more dynamic and fl exible, often the focus of strug-
gle within the group;
Some norms are “strong” and others are “weak” in terms of the • 
required conformity and expected sanctions for violation.

Normative Change

Chapter 16 presents several strategies for psychological change, and one 
of them is the normative strategy. That strategy is based on the idea that, 
if the normative environment is changed, a deeper change in participants’ 
attitudes and values might follow, because people’s views tend to follow 
their behavior and to be consonant with their conduct. If “our classroom” 
is (normatively) known to be well behaved, or always punctual, or has a 
reputation of hard workers, there is a good chance that these norms would 
be internalized and “owned” by the students. Teachers also know that 
appointing a disruptive student to an offi cially responsible role in the class-
room often changes the child’s conduct and attitude considerably.

Therefore, the educational literature sees norm development and norm 
changing as important components of the teacher’s educational role. An 
Internet search for “classroom norms” yields hundreds of sites that include 
lists of specifi c norms and intervention programs for norm setting and norm 
changing. In this chapter, the initial concern is that teachers would become 
aware of their classrooms’ norms and would be able to analyze these norms 
in order to understand the underlying culture of the classroom. Further 
down the line, teachers might become involved in planned interventions to 
set and modify classroom norms.

CONFORMITY

The social psychological concept that complements norms is “conformity”—
the degree to which norms are kept obediently by group participants. Group 
members usually vary in the extent to which they follow the norms, but in 
order to maintain social order, groups must apply pressure for conformity, 
punishing violators of group norms. Conformity to normative pressure can 
derive from real conviction in their value (through internalization, identi-
fi cation and attitude change), but might also be caused by the individual’s 
need “to fi t” in the group and to avoid social pressure, rejection, punish-
ment and sometimes even excommunication. Thus, to maintain social order 
norms must be kept, and groups (even democratic and voluntary groups) 
must demand conformity.

Readers might have felt uneasy reading the above paragraph about the 
importance of conformity, because conformity is viewed negatively in mod-
ern Western society, and non-conformists are appreciated and viewed more 
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positively than conformists. To be labeled “conformist” is quite an insult! 
To clarify the issue, I must emphasize the conceptual difference between 
two different varieties of non-conformism: One is “independence,” where 
one’s behavior is independent and cannot be predicted at all from the 
existing norms; the other is “counter-formism,” where one’s behavior can 
be predicted from the norms, because one always acts exactly in oppo-
site of the norm! Many people who pride themselves as being independent 
non-conformists are actually quite predictable counter-formists. Many of 
the rebels and hippies of former generations had been counter-formists. 
They strongly conformed to the anti-establishment norms and acted in an 
identical, contrary manner, but they perceived themselves as independent 
non-conformists. Counter-formists are really conformists in disguise, and 
classroom rebels are no exception.

A certain level of conformity is necessary for the maintenance of social 
order. Good citizenship in any society entails some voluntary conformity 
on the part of the citizens, and people should not feel ashamed about it at 
all. The ideal state is one of balance and healthy tension between confor-
mity and independence, where social order is maintained, and yet norms 
can be challenged, tested and changed.

In the classroom, students relate quite differently to norms emerging from 
outside authority and norms emerging from within the student body. In fact, 
most classrooms have special norms that prescribe appropriate rebellious 
behavior against the coercion of norms from above. And yet, it is inherently 
accepted that the teachers and “school” in general have legitimate authority 
to set rules and to prescribe norms for students (see Chapter 3).

SOCIAL ROLES

If norms represent the prerequisites and characteristics of group behavior, 
roles describe the ways in which individuals structure their positions and 
their conduct in social situations. Every person has numerous social roles, 
and roles are enacted in a relevant manner in every situation. “Role” rep-
resents a set of norms, scripts, behavior patterns, expectations, rights and 
obligations that people employ in particular positions. The role is also a 
label, helping people to characterize themselves and others. They know 
how to act according to role expectations, what others would expect of 
them and what they could expect from other role holders.

The number of roles that every person plays over time is very large, 
encompassing all facets of life. For example, a teacher might play in one 
day the following roles: classroom teacher (see later discussion of teacher’s 
role); junior/senior staff member interacting with the principal; colleague 
of other teachers (juniors, peers, or seniors); organizer of activities; helper; 
facilitator; critic. The same teacher has numerous other social roles out-
side of school: husband/wife (newly wed or “old-timer”); parent; sibling 
(younger, older); grandchild; lover; consumer; driver; spectator (of sports, 



The Classroom as a Social Environment 9

of cultural events); neighbor; concerned citizen; and so on and so forth, 
the list is almost endless. Similarly, students perform numerous roles in the 
classroom in their interactions with their teachers and their peers.

We move fl exibly from one role to another, play each role in interaction 
with others, and rightfully expect that others would enact their compatible 
roles. Comedies are built on role confusion, when people demonstrate inap-
propriate role behavior in given situations. Behavior that deviates from role 
expectations can be very funny to spectators of comedy (imagine mistakenly 
playing the “wedding guest” at a funeral, or a teacher playing the “young sib-
ling” role in front of her students), but can be very threatening for those who 
need to play the complementary role in a real-life situation. Indeed, the term 
“abnormal” means that the person fails to follow “normal” expectations.

In Goffman’s (1956) dramaturgical perspective, “the world is a stage 
and we are all actors.” We hold social positions in every social situation, 
and we have clear expectations about our own role-relevant behavior and 
that of the others. The dramaturgical image of “a stage” probably carries 
an implication of phoniness and lack of personal authenticity—if we play 
roles all the time, we cannot be truly ourselves! To worry about authen-
ticity in social behavior is indeed a genuine and important concern, but I 
think that its relevance to role behavior is only marginal. A person cannot 
exist in the social environment without being involved in role behavior. In 
every social situation we must play a role and we must change our behav-
ior according to role expectations and role demands. Our “real self” can 
be expressed in every role we play. A person can be real or hypocritical in 
every role and in every situation, but it is not the role itself that makes the 
person non-authentic. Therefore, the shift from one role to another is not, 
in itself, evidence of lack of authenticity. It is true is that people sometimes 
exaggerate the way the play certain roles, making them unreliable and per-
haps they are perceived by others as fakes.

Roles can range from being very global and generalized to being very 
specifi c and unique. “Teacher,” “student,” or “parent” are global roles, 
and can be divided into a spectrum of specifi c roles that might differ greatly 
from each other. In fact, a role such as “teacher” is relevant only in com-
parison to other global roles (such as lawyer or executive), whereas that 
global label is almost irrelevant within the context of the school staff. A 
teacher can play the roles of a bureaucrat, instructor, therapist, traffi c cop, 
judge or time keeper, and might be a friendly teacher, a lenient teacher, a 
strict teacher, a funny teacher, a perfectionist, etc. Similarly, the student 
role consists of many different specifi c roles: the classroom “queen,” the 
jester, the good student, the ass licker, the bully, the victim, the teacher’s 
pet (Chapter 8), etc.

Role Confl ict

Central concepts used in role theory (Biddle, 1979; Biddle & Thomas, 1966) 
include: Role expectations; Role demands; Norms and sanctions; Skill in 
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role performance; Role evaluation; Role taking; Consensus; Conformity; 
Role confl ict and Role fl exibility. Of these concepts, “Role confl ict” is par-
ticularly interesting. The confl ict can be within a given role, between dif-
ferent roles of the same individual, or role confl ict between individuals. The 
more a given role is global and generalized—such as teacher or parent—the 
more role confl ict (and also greater variance in role performance) can be 
expected. On the other hand, in more specifi c and narrowly-defi ned roles 
(e.g., friendly teacher or stern parent) chances for variance and role confl ict 
are smaller.

Confl ict within a role stems from the fact that the role could be enacted 
in different ways, some of which are incompatible with each other. Differ-
ent goals within the role collide with each other (how to be both demanding 
and friendly as a teacher; how can a parent love a child and be angry at 
him; how can one evoke trust but still frighten with punishment) and one is 
not sure how the role should be played most appropriately.

Confl icts between roles within the same individual are very frequent. 
Because of the complexities of daily life, a given situation often presents 
more than one possibility of an appropriate role. Each possible role has it 
benefi ts and its drawbacks for that situation, and a quick decision-making 
process is required. Frequently we have to decide whether to play a rational 
role or an affective-emotional role in a given situation, and whether we 
should act “positively” or “negatively” toward another person. Should the 
parent be a stern parent or a loving parent when the child was naughty? 
What is the best role to play in dealing with an irrational wish of the old 
grandmother? Role confl icts are resolved cognitively, and people make 
decisions, selecting what seems to be the best alternative for role behavior. 
However, because strong emotions might be tied to the different options, 
individuals often err and choose less effective options (such as losing con-
trol, becoming tremendously offensive or the opposite).

Interpersonal role confl icts are also very common. Under ideal condi-
tions, the roles played by two individuals would be compatible with each 
other, and the interaction would then be harmonious. But frequently the 
interaction is characterized by confl ict; a struggle of who would determine 
which roles would be enacted and how they would be played. The individual 
naturally prefers to select the role expected to bring maximal benefi ts, and 
that would often be at the expense of the other. The other would then wish 
to choose a different role than the one expected by the fi rst actor in order to 
minimize her/his loss or to increase her/his gain. Thus, choosing an incom-
patible role and creating role confl ict can sometimes be a good strategy.

The classroom is the stage for continuous role confl icts between students 
and teachers. Teachers have clear images of the ways they wish to play their 
own teacher role and how they expect the students to play their roles. But 
the students have their own images and expectations, and those are often 
in confl ict with those of their teachers. The two parties struggle to make 
the other side play their roles as “we” wish. As the legitimate authority in 
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the classroom (Chapter 3), the teacher has more social power to control 
students’ role behavior, but students are tremendously resourceful and cre-
ative in fi nding implicit and subtle ways to infl uence teachers’ role behavior. 
Hence the view I present in this book of the classroom as the stage of con-
tinuous struggle between teachers and students for infl uence and control. 
The words “control” and “power” do not necessarily imply aggression or 
violence. Struggles for control can be very amiable and well mannered! Stu-
dents often choose particular role behaviors in order to neutralize and mod-
ify the effects of teachers’ role behavior. Students face another interesting 
type of role confl ict within themselves, between the role they choose to play 
vis-à-vis the teacher and the role they wish to demonstrate to their peers.

Similar to the description of norms, roles are also characterized as being 
implicit rather than explicit. The consensus about role expectations is very 
strong despite the fact that people never talk explicitly about their roles and 
about their role performance. However, unlike norms, roles allow a wider 
range of behavioral variations, because as mentioned previously, roles are 
more personal whereas norms are group-based. Some roles have a more 
fi xed scenario across situations, whereas other roles might be more change-
able from one occurrence to the next. From the personal standpoint of the 
individual, fl exibility in role behavior is preferred: One may love to perform 
certain roles and to avoid other roles; one may be more skilled in playing 
certain roles than playing other roles; and one may wish to play certain 
roles but would not be enabled by the other interacting partners to play 
those roles (the latter is often true for interaction with superiors and with 
authority, where one’s power to choose roles is limited).

Role Play Exercises

One of the most widely-used techniques in training teachers and other 
professional in human relations workshops is the role play activity. Par-
ticipants are asked to playact various classroom and school situations, and 
each participant is assigned a particular role to play. Analysis of the role-
play activity highlights role expectations and role performance, and enables 
participants fi rst to practice how to play certain roles, and further to ana-
lyze the behaviors and reactions of other players to particular forms of role 
enactment. The activity is very illuminating for many teachers, because (in 
their testimonies) “they have taken too many things for granted” in their 
daily conduct in the classroom.

To understand the classroom society and the intricate inter-relationships 
within it, a deep understanding of norms and social roles is required, sup-
plemented by ample observation and interpretation of social behavior in 
the classroom. Particular behaviors by different students attain their mean-
ings through the unique social contexts within which they are enacted, 
considering both the unique sets of norms and the division of social roles 
among all participants in each classroom. 



2 Social Motivation, Students’ 
Needs and Self-Esteem

INTRODUCTION

Motivation is a central domain of psychological theory and research. 
Numerous volumes have been dedicated to the discussion of motivational 
processes, especially as they relate to children and to students in the course 
of their development. For this chapter I chose to discuss succinctly several 
concepts and issues in social motivation that illuminate central aspects in 
the social psychology of the classroom. As a rule, discussions of instruc-
tional issues and students’ academic learning are not included in this book. 
However, this chapter is an exception, because it is not possible to discuss 
students’ achievement motivation without referring to academic goals.

Historically, early formulations of human motivation emerged from a 
psychodynamic perspective—that is, from dealing with deep-seated drives 
and needs and their refl ections in emotional confl icts within the person 
and between persons. Like many other areas of psychology, later formu-
lations of motivation became more “cognitive,” focusing on information 
processing, expectations and decision-making. The concepts discussed in 
this chapter represent both the dynamic perspective and the more contem-
porary cognitive perspective.

MOTIVATION AS A PSYCHOLOGICAL CONSTRUCT

In Chapter 1, I used social psychological terminology to describe the class-
room society. But the more personal perspective of the individual student is 
also important for the analysis of social processes in the classroom. In that 
perspective, the central phenomena to be discussed involve students’ self-
concept and self-esteem and their social needs as they are expressed in the 
classroom society. Classroom interaction would then be evaluated by the 
degree it enables the expression and realization of students’ social needs, 
and by the extent to which the largest proportion of students would enjoy 
high self-esteem in the classroom. The social structure of any specifi c class-
room and its dominant norms would determine whether only a minority of 
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selected students would enjoy high self-esteem and their social needs would 
be satisfi ed, or whether the classroom climate (Chapter 5) would contribute 
to the psychological welfare of many or most students.

“Motivation” is the fuel of our mental system, the force and the energy 
that activates us and leads our behavior to attain particular goals. Motiva-
tion is caused by inner needs and by the necessity to satisfy those needs. 
The “basic needs” of all living organisms are physical (hunger, thirst, sex, 
avoidance of pain, etc.), but more cognitive and social needs include curi-
osity, exploration, manipulation and the need to control the environment 
competently. In animals, the latter needs are most clearly obvious in the 
natural behavior of puppies, and they are far more developed in human 
behavior because of the greater brain and lingual capacities. Thus, human 
motivation is always connected to thought and language.

Any creature (animal or human) without motivation or with very low 
motivation cannot be active in the social environment, and therefore would 
not be able to attain control and competence. Such is, for example, the 
clinical manifestation of depression. The depressed person does not have 
enough motivational fuel to energize her/himself to action. Most people 
do have reserves of mental energy to motivate them, and their action is 
designed to lead to need-satisfaction.

Motivation involves not only the mental fuel but also the direction of 
activity. The needs determine the direction and goals of one’s action, driv-
ing toward need satisfaction. It is not coincidental that the terms “needs” 
and “drives” are used interchangeably in the psychological literature on 
motivation. Although the basic needs are innate, most human needs are 
acquired throughout the developmental processes, following the interac-
tions between the individual and her/his social environment. The task of 
education (for parents, teachers, societal authorities, etc.) means: (a) To 
develop and to enrich children’s motivation so that they would always have 
ample reserves of mental fuel; and (b) To direct this energy toward positive 
goals of competence and achievement that would be satisfying and invigo-
rating for the individual.

SOCIAL NEEDS AND SELF-ESTEEM

In early theorizing about social needs (Schutz, 1958; Schmuck, 1978), vari-
ations of three central social motivations were described:

 1. The need for affection (the need for warmth, to be liked and loved by 
others);

 2. The need for inclusion (the need to be a member of the group and to 
avoid social rejection);

 3. The need for power (the need to have control, power and infl uence in 
one’s social environment).
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Group functioning and the group’s “life” refl ect the needs of the individual 
members. The group’s development and its emerging social structure are 
the product of the continuous struggle for the satisfaction of these needs 
among the members of the group.

Every individual possesses all three needs, although their relative inten-
sities vary. Some children are high on all three needs, some are high on 
one need (say, the need for affection) but low on another (say, the need for 
power), and probably some children are low on all needs. The “self-image” 
of each individual represents the gap between the person’s desired level of 
satisfaction (of which the person is usually not consciously aware) and the 
actual level of satisfaction. The more any or all social needs are subjec-
tively perceived by the person as being satisfi ed, the more the person would 
feel fulfi llment and a sense of competence. “Competence” is the extent of 
achieving what one set out to achieve and the sense of having a suffi cient 
standing in society as being loved, included and/or powerful.

The idea that mental health and psychological adjustment must be 
understood through the magnitude of the gap (incongruity) between the 
“ideal self” and the “actual self” was put forward by Carl Rogers (1951, 
1959, 1961). The contribution of this conception is the idea that it is the 
subjective ideal end-state and its congruity or incongruity with the real 
or actual self that really matters. There is no universal end-state or ideal 
that determines “success.” Instead, the individual sets (with or without 
awareness) the personal ideal state for her/himself, and good adjustment 
is indicated by a small gap (that is, relative congruity) between this ideal 
and the actual attainment in one’s social environment. Goals that are set 
too high might probably lead to disappointment and frustration, and the 
best goal-setting is always for a little more than what one can actually 
achieve. The same actual position in the group might be more satisfying or 
less satisfying to different individuals depending on their imagined ideal 
state. Aspirations that are too high (say, to be the charismatic leader of 
the classroom) are bound to remain unfulfi lled and more likely to hinder 
one’s well-being.

Sometimes loving parents encourage an over-blown and exaggerated 
self-image (or rather, ideal-image) of their child’s abilities and competencies. 
That might cause incongruity between that cultivated image and the actual 
reality of the child’s status in the classroom. Despite the good intentions, 
such infl ated expectations might hinder rather than help the child, and the 
potential tension and frustration might cause a vicious cycle that might fur-
ther reduce actual attainments. Rogers (1951, 1961) argued that growing 
incongruity can cause neurosis, up to the point of psychosis (shattered per-
sonality) in extreme cases. On the other hand, the ideal-self should always 
be above the actual-self in a reasonable measure, because in the absence of 
any gap, one is not motivated to act at all. The distinction between healthy 
ambitions and hindering ambitions is very fi ne, and realistic goal-setting is 
an important part of psychological adjustment.
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Because of the duality of the classroom society, students’ self-esteem 
must be attained in two worlds, one relating to school and its objectives 
of academic achievement, the other relating to the children’s society. The 
two worlds are not always compatible with each other, and sometimes their 
norms are contradictory of each other. Therefore, “self-esteem” is divided in 
the relevant literature into “academic self-esteem” and “social self-esteem,” 
and the two phenomena are measured separately. Some students have high 
(or low) self-esteem in both academic and social domains, but many stu-
dents experience gaps between their self-image in the two domains. For 
some students, attaining high scholastic status and academic success comes 
at the expense of their social status, and quite often the attainment of social 
success might hamper academic success.

COMPETENCE MOTIVATION AND SELF-EFFICACY

The concept “competence motivation” was introduced by Robert White 
(White, 1959) and remained a salient concept in motivation, mostly due 
to Albert Bandura’s decades-long work on self-effi cacy (Bandura, 1982, 
1986). Self-effi cacy is the belief that one is capable of performing at a cer-
tain level in order to attain certain goals. A person with high self-effi cacy 
believes that s/he is capable of achieving certain goals and to manage various 
obstacles. Self-effi cacy must be distinguished from self-esteem. Self-esteem 
is related to a person’s sense of self-worth, whereas self-effi cacy is founded 
on people’s perception that they are capable of achieving their goals.

Students’ sense of competence and effi cacy is derived from their capabili-
ties, traits and self-resources as these are refl ected in their behavior on the 
one hand, and from their perceived status in the classroom society on the 
other hand. “Perceived status” includes self-perception as well as percep-
tions by students’ peers and by their teachers. Various defi nitions of self-
effi cacy emphasize students’ judgments of their own capability for a specifi c 
learning or social outcome and their conscious awareness of their ability to 
be effective in controlling action and outcomes.

PERCEIVED ACADEMIC CONTROL

In attempts to deal with the issue of academic failure in college (and, of 
course, its opposite—academic success), Raymond Perry (1991, 2003; 
Perry, Hall, & Ruthig, 2007) developed the concept of “academic control” 
and studied it for over two decades. The concept is quite similar to cogni-
tive-motivational concepts such as self-effi cacy mentioned above, but it is 
specifi cally focused on students’ motivation and classroom conduct in  an 
attempt to predict academic success or failure. According to Perry, per-
ceived control attracted widespread interest in the social sciences over the 



16 The Social Psychology of the Classroom

fi ve last decades. Alternative terms and concepts in the classroom manage-
ment (hence CM) literature (Chapter 9) involve students’ autonomy, inde-
pendence and self-reliance.

Perceived academic control is a student’s subjective estimate of her/his 
capacity to deal with the demands of the academic environment, to manip-
ulate, infl uence and predict scholastic success. The sense of control includes 
both stable, trait-like attributes and transient, state-like components. Sta-
ble perceived control is more enduring and generalized across academic 
situations, the product of the student’s intellectual abilities and additional 
personality traits such as optimism, self-confi dence and a sense of success-
fulness. In contrast, transient perceived control is less enduring, a product 
of situational aspects in the context of the classroom. These aspects might 
include classroom norms and rules, teachers’ academic and CM style, and 
comparative factors involving the student body (see next discussion of social 
comparison). Perceived control is particularly important in the context of 
academic failure and in cases of low-control students.

An important aspect in this line of research is the fact that Perry and 
his associates also investigated remedies for correcting students’ motiva-
tion and improving their perceived academic control through “attributional 
retraining.” Perry et al. (2007) demonstrated that attributional retraining 
can indeed be effective in raising perceived control. Teachers can infl uence 
students’ sense of academic control through their teaching style and their 
conduct in CM.

A major drawback of Perry’s work for the present book is the fact that 
all theorizing and research work on perceived academic control were con-
ducted in higher education contexts. The ideas are certainly applicable to 
elementary and high school classrooms, but no research on lower levels of 
education has been published. The conception of perceived academic con-
trol views academic achievements as the direct product of students’ high 
sense of control. Although academic aspects are not in the focus of this 
book, the concept of academic control is important as a generalized moti-
vational concept that is related to the ways classrooms are managed and to 
teacher–student relations.

THE MOTIVATING POWER OF SOCIAL COMPARISON

The discussion of social needs, self-esteem, self-effi cacy and perceived 
control is not complete without the introduction of social comparison pro-
cesses. People evaluate themselves and their achievements through their 
subjective perceptions of their status compared to others. Self-evaluation 
is almost never conducted without comparison to others. In the origi-
nal theory of social comparison, Leon Festinger (1954) thought that we 
use other people to fulfi ll our informational needs to evaluate ourselves 
only in the absence of objective standards. Later writers (e.g. Goethals & 
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Darley, 1987; Kruglanski & Mayseless, 1990) thought that social com-
parison processes are so pervasive and powerful that they become habit-
ual–people almost automatically compare themselves to others for any 
kind of self-evaluation.

I ask my students sometimes if they would have been satisfi ed with a 
grade of 93 (out of 100). The automatic answer is always: “it depends.” If 
an individual student compares the potential 93 to her personal average, 
the 93 might cause a sense of competence if her average is lower than 93. 
But that is not suffi cient in itself, and she must know the grades received by 
the other students (or by particular students.) If the class average was 96, 
then 93 would be quite disappointing; but if the class average was below 93, 
then 93 might be satisfying. Even the perfect grade of 100 does not guar-
antee satisfaction in the social comparison process, because if all students 
(including “stupid Joe”) would have received that grade, it would not really 
be such a big deal. Our situation is almost always a relative term, compared 
to the situation of others in the relevant group of reference.

We usually compare ourselves with our peers or with those who are sim-
ilar to us. However, social comparison can take an upward or a downward 
direction. Upward social comparison occurs when we compare ourselves 
to those with higher status and higher standing than us. That is bound to 
lead to frustration and disappointment in many instances. Unfortunately, 
mediocre students conduct upward social comparison quite often. Many 
teachers encourage it (presumably to increase the students’ motivation), 
inadvertently hindering rather than facilitating their students’ progress. 
Downward social comparison occurs when we compare ourselves with 
those who are worse off than ourselves. That comparison is likely to lead 
to a sense of superiority. It seems that people use downward social com-
parison when their self-esteem is threatened. Students can be quite fl exible 
in the choice of reference others for social comparison, and to set goals 
that are realistic and attainable. The conscious awareness of the realistic 
level of goal-setting and the choice of the appropriate social comparison 
are critical components in attaining a sense of self-esteem and competence. 
Thus, in the social psychological view of the classroom, social comparison 
is a powerful motivator, providing both the fuel and the direction that can 
drive students toward achievements and toward attaining a sense of con-
trol, competence and self-effi cacy.

STUDENT MOTIVATIONS IN THE 
ACHIEVEMENT GOALS THEORY

In addition to the theories and conceptualizations described before, a par-
allel line of educational-psychological theorizing and research on achieve-
ment motivation has developed in recent decades. This line of cognitive 
research–known as “achievements goal theory”—has become a strong 
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domain in educational psychology. The main characteristic of achievement 
goals theory is that, unlike the unitary concept of previous theories (such 
as self-effi cacy), this theory presents a typology of motivations: Researchers 
investigate alternative motivations that can characterize students, and each 
alternative is associated with different educational outcomes. Therefore, 
the research on achievement goals seeks to trace differences between (or 
among) various types of motivation. Unfortunately, researchers begin to 
express ideological preferences that accompany their fi ndings, so that one 
type of motivation becomes preferred over other types.

Theorizing on achievement motivation is traced back to the seminal 
work of David McClelland (1953). He distinguished between two indepen-
dent types of achievement motivation, one directed at attaining success, 
the other directed at avoiding failure. Julian Rotter (1966) won acclaim 
for distinguishing between internal and external locus of control. Locus 
of control refers to persons’ perception about the underlying main causes 
of events in their life, beliefs about causes of good or bad results either in 
general or in specifi c areas such as health or academics. People with high 
internal locus of control believe that they control their own fate, that their 
successes and failures are guided by their personal abilities, decisions and 
investment of effort. In contrast, people with high external locus of con-
trol believe that their behavior is guided by fate, luck or other external 
characteristics of the environment, perhaps even by some higher power, 
other people or chance. Rotter’s conception elicited a lot of interest and led 
to decades-long research. Generally, internal control was considered to be 
more desirable than external control because of its numerous psychological 
advantages—more self-determination, more inner-directedness, and ulti-
mately more achievements.

The more general terms that were relevant to subsequent theorizing on 
achievement motivation were “intrinsic- and extrinsic-motivation.” Intrin-
sic motivation is an innate and natural inclination that enables mental 
capacities to develop through learning, which is not driven by external 
reinforcements. The person who is intrinsically motivated does not cling 
to external goals, such as a reward, a good grade, acknowledgement or 
recognition, but is driven by internal incentives like curiosity, excitement, 
enthusiasm and a positive self-image. The goal of the activity is the activity 
itself, and the learning process is more important than its result. (This type 
of motivation is seen in contemporary achievement goals theory as charac-
terizing “mastery goal motivation”).

Extrinsic motivation is infl uenced by external reinforcements and cir-
cumstances, controlled from outside, and the person acts for possible con-
sequences such as a reward, recognition, status, or good grades, or in order 
to avoid punishment. The activity itself is of no interest to the extrinsically 
motivated person.

Achievement goals theory was formulated and published in the 1980s 
(Deci & Ryan, 1985; Dweck & Elliott, 1983; Elliott & Dweck, 1988; 
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Nicholls, 1984), and a lively stream of theorizing and research work has 
been published since then. Achievement goal is the purpose for students’ 
competence-related activities, the motivation that drives them to pursue 
their learning and leads them to academic achievements. Two types of 
achievement goals were initially formulated, parallel to the intrinsic and 
extrinsic motivation discussed above. The intrinsic goal had been labeled 
“learning goal” or “task goal,” and more recently the widely-used term is: 
“mastery goal.” The extrinsic goal had been labeled “ego goal,” but the 
common term used today is “performance goal.”

The description of mastery goals and performance goals must be 
quite familiar to the reader at this point. Mastery goals promote intrin-
sic motivation, foster perceptions of challenge, encourage learning- and 
task-involvement, generate excitement and task-enjoyment, and increase 
self-determination and persistence in the face of failure. Performance goals 
represent extrinsic motivation by focusing on external success and recogni-
tion through ego-involvement and competition. Innate ability, rather than 
effort, is seen as the cornerstone for successful performance, and one is 
more concerned about success than interested in the actual learning task.

Because this book is focused on the social psychology of students, teach-
ers and classrooms, it is interesting to distinguish between mastery and 
performance goals from a social psychological perspective. It seems quite 
clear that performance goals are basically social motivations and are infl u-
enced by social needs and social comparison processes, whereas mastery 
goals seem to be non-social (perhaps “personal” or “individual”) as they 
are intrinsically motivated and not given to the infl uence of social factors 
in the classroom society. Self-effi cacy, then, can have both social and non-
social roots.

In the 1990s (see Elliott & Harackiewicz, 1996) the dichotomy of 
mastery versus performance goals was replaced by a trichotomy. Perfor-
mance goals were divided into independent “performance-approach” and 
“performance-avoidance” goals. The performance-approach goal repre-
sents a success motivation, a striving for respect, recognition and high 
status, and is a demonstration of superior ability. In contrast, performance-
avoidance goals aim at avoiding failure, attempts to hide inferior ability 
and prevent low status. Elliott and Harackiewicz (1996) demonstrated 
the independence of the three achievement goals, and argued that only 
performance-avoidance goals lead to negative results and undermine 
intrinsic motivation, whereas both mastery and performance-approach 
goals yield positive educational outcomes.

A fourth type can be added to the three achievement goals, and that is 
“work-avoidance,” represented by a type student who lacks achievement 
goals altogether. In the absence of any achievement goals that would drive 
this student to action, her/his purpose is simply to pass the day (or the 
week, or the year) in peace. This type was not in the focus of much inves-
tigation, but it stands to reason that s/he can be frequently found in most 
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classrooms. This type presents a particularly nagging problem for teachers, 
because a preferred cognitive mode that might push this student to action 
does not exist at all!

The literature on achievement goals does not give equal value to all 
types of goals, and the ideological preference is quite salient. Mastery goals 
are consensually considered as representing the highest quality of motiva-
tion, and the various authors could unanimously recommend that teachers 
should develop and promote mastery goals in their students. Performance 
goals are seen as inferior to mastery goals, perhaps necessitated by the 
social shortcomings of human beings, but not promoted as educational ide-
als. (The positive views of Harackiewicz and her colleagues about perfor-
mance goals are probably the exception.) At the bottom of the classifi cation 
of achievement goals, the performance-avoidance goal, and certainly the 
work-avoidance situation are perceived as negative motivations.

STUDENTS’ ACHIEVEMENT GOALS AND 
CLASSROOM MANAGEMENT

The relationship between CM (Chapter 9) and students’ achievements is 
directly mediated by students’ achievement motivation. Of course the major 
determinants of any student’s achievements would include her/his innate 
intellectual abilities, home background and early education. But classroom 
atmosphere and the teacher’s CM can have the most signifi cant infl uence 
on students’ learning and educational outcomes (at both the individual level 
and the collective level). Students bring to the classroom the fruits of their 
socialization and of their long history of personal development, but school 
has a central role in continued socialization and education, and it can mod-
ify and change students’ motivational patterns and develop attributes and 
motivations that would lead students to the best educational outcomes.

Individual students can be characterized by their salient achievement 
goal, and researchers distinguished between students with mastery, per-
formance-approach and performance-avoidance orientation (as well as the 
fourth work-avoidance orientation). In the same manner, entire social enti-
ties such as the classroom (or even the school) can be characterized by the 
salience of particular achievement goals, and classrooms can be mastery-
oriented, performance-approach-oriented, etc. The students try to decipher 
what is appreciated in their classroom, what is the teacher’s premier value 
and what the teacher really wants, and they try to accommodate themselves 
to adjust to the system and to fi t well in it. Therefore, the achievement goals 
of the students are infl uenced by the achievement orientation of the teacher 
and of the school. If the drive to understand and make progress (relative to 
yourself, not to others), to develop learning skills and self-reliance, and to 
enjoy the learning process are all appreciated in the classroom—then stu-
dents would indeed intensify their mastery goals. On the other hand, if the 
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atmosphere is more competitive and excellence compared to one’s peers is 
valued—then the performance-approach goal would be intensifi ed.

Students derive the information concerning the relative importance of 
particular achievement goals in their classroom in both direct and indirect 
ways. The direct way is through teachers’ explicit statements and explana-
tions about goals and values, norms and rules, and processes of inculcation 
and preaching that are part of “educating students” (see Chapter 15). The 
indirect (and probably the more signifi cant) way is through the methods of 
instruction, the learning contents and the assignments, through the meth-
ods used for evaluating students, and through various characteristics of 
instruction and CM. Mastery goals would be developed through making 
educational materials more challenging, affording students more choice, 
and promoting creativity, autonomy and self-determination. Performance 
goals would be developed through the encouragement of competitiveness, 
provision of rewards, and in the giving recognition and respect for aca-
demic excellence.

As previously mentioned, most researchers and educators have a strong, 
almost exclusive preference for mastery goals, and therefore the recom-
mended teachers’ conduct and instructional methods are structured to 
promote mastery goals. As will be seen in Chapter 9, the leading contem-
porary ideology of CM is indeed structured to maximize the development 
and maintenance of mastery goals in the classroom. Carol Ames, a leading 
fi gure in the study of achievement motivation in school, wrote in her semi-
nal work in: “Classrooms: Goals, Structures, and Student Motivation” 
(Ames, 1992) that “central to the thesis of this article is a perspective that 
argues for an identifi cation of classroom structures that can contribute to 
a mastery orientation.”

A CRITICAL LOOK AT THE APPLICATION OF 
ACHIEVEMENT GOALS THEORY IN THE CLASSROOM

I must admit that I feel uncomfortable about some dominant assertions in 
the achievement goal theory literature. I feel apprehension when it seems 
that researchers’ ideology gets mixed with their research; when dichoto-
mies (or trichotomies) are presented in a fashion where one option is 
initially considered better than another; and when two psychological lit-
eratures lead to very different, almost contrasting conclusions. And I am 
worried by the thought that perhaps classroom reality concerning students’ 
achievement goals is different than the “reality” of goals as investigated by 
the researchers, a thought that might cast doubt about the applicability of 
research fi ndings to actual classrooms. More specifi cally, I believe that the 
objective of promoting students’ mastery goals and intrinsic motivation is 
wonderful and should be applied in all classrooms—but I feel uneasy about 
the exclusion of social motivations and social comparison processes (in the 
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form of performance goals) from the suggested treatments for improving 
students’ achievement motivation.

Psychological dichotomies are very appealing, because they present two 
options as opposites. I remember how, as a young graduate student, my 
peers and I were excited about Rotter’s (1954, 1966) dichotomy of internal 
versus external locus of control, and about the dichotomy of extraversion 
versus introversion in personality research. The distinction between mas-
tery and performance goals in the present achievement goals theory is intel-
lectually inspiring in the same way. But when I fi lled out the locus of control 
questionnaires (Crandall, Katkovsky, & Crandall, 1965; Rotter, 1966) I 
discovered that I fell smack in the middle of the continuum, which meant 
either that I was neither internal nor external, or that I was both internal 
and external. My experience with an extraversion–introversion scale was 
similar, and I concluded that I am both an extravert and an introvert, prob-
ably depending on the social circumstances involved in given situations.

Decades later, I had a similar experience when I began to read the litera-
ture on mastery and performance goals. I think that I have strong mastery 
goals and intrinsic motivation in my scientifi c work, but I am as strongly 
motivated by performance-approach goals (to prove my intellectual ability 
and to gain status and recognition). I often also experience performance-
avoidance goals, trying to hide my insecurities and my incompetence. Thus, 
I am motivated by all achievement goals, and all of them together drive 
me to work hard and to reach a high level of self-effi cacy. Any one of the 
separate achievement goals would not alone be suffi cient to produce in me 
a high level of motivation. This conclusion is certainly true about the long 
and extended effort involved in writing this book.

I believe that I am not an exception, and that most of us are motivated by 
all three achievement goals. Therefore, it should be possible to increase stu-
dents’ achievement motivation by concurrently promoting all achievement 
goals. In this way the social needs and the driving force of social compari-
son would be integrated with the intellectual power of mastery goals. In the 
research it is necessary to isolate the concepts and to trace the psychological 
correlates and potential outcomes of each achievement goal separately, but 
application should integrate the concepts so as to fi t the psychological reali-
ties of students’ motivation.

These ideas resonate in the (lone) voice of Hidi and Harackiewicz in their 
seminal article (2000) entitled: “Motivating the academically unmotivated: 
A critical issue for the 21st century.” They argued that the polarization of 
extrinsic and intrinsic motivation and of performance and mastery goals 
must be reconsidered. They wrote: “We urge educators and researchers to 
recognize the potential additional benefi ts of externally triggered situational 
interest, extrinsic motivation, and performance goals. Only by dealing with 
the multidimensional nature of motivational forces will we be able to help our 
academically unmotivated children” (Hidi & Harackiewcz, 2000, p. 151). 
This argument complements the claim made by Elliott and Harackiewicz 
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(1996) and by Harackiewicz et al. (2002) that performance-approach goals 
represent a positive success motivation and should not be dismissed as infe-
rior to mastery goals in promoting students’ achievement motivation.

Another problematic issue concerns individual differences in achievement 
goals. All studies show variance among students in their salient achievement 
goal—some students prefer mastery goals, for other students the salient goal 
is either the performance-approach or performance-avoidance goal, and still 
others demonstrate work-avoidance. How should teachers deal with students 
whose salient mode does not consist of mastery goals? Should teachers try 
to increase achievement motivation differentially according to the salience of 
each type for relevant students, or should only mastery goals be promoted for 
all students? Chapters 15 and 16 discuss the differences between strengthen-
ing existing attitudes and modes of action on the one hand, and changing 
attitudes and behavior on the other hand. Change is more diffi cult to attain, 
because of students’ natural resistance to change.

Current research (Butler, 2007) demonstrates that much as the four 
achievement goals are distributed among students, teachers also differ in 
their salient achievement orientations. Some teachers are motivated by 
mastery goals (striving to improve their teaching and to develop them-
selves as effective teachers); other teachers are motivated by performance-
approach goals (to be recognized as better than other teachers); others 
are driven by performance-avoidance goals (to avoid being less successful 
than other teachers and to conceal their ineffi cacy); and still others suffer 
from work-avoidance (just hoping to reach the end of the day peacefully). 
It would seem reasonable that each teacher (especially those salient in mas-
tery goals and performance-approach goals) might be most effective in 
motivating students using the mode that is more salient and more natural 
for her personally.

The last issue concerns the conceptual possibility that achievement goals 
might be hierarchical. In his famous theory of motivation, Maslow (1943, 
1954) posited several levels in a hierarchical model of human motivation, 
where higher-level needs (such as self-actualization or esteem needs) are 
evoked only if lower-level motivations (such as physiological needs, safety 
needs or social needs) are met and satisfi ed. In the same way, it is quite 
conceivable that performance-avoidance, performance-approach and mas-
tery goals also form a hierarchy of achievement motivations. In that case, 
mastery goals could more likely become salient for students whose lower-
level performance needs had been satisfi ed. That would mean that mastery 
goals would be more salient among excellent students, those whose initial 
intellectual abilities and their past academic achievements are high, so that 
they enjoy high academic and social status and do not have reasons to be 
concerned about their status in the social comparison process. On the other 
hand, mediocre students and under-achievers would have more reason to 
be concerned about their academic abilities and status, and would there-
fore show greater salience of performance goals (performance-avoidance, 
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and then performance-approach). I believe that the literature on achieve-
ment goals indeed confi rms the unequal distribution of the types of goals 
among excellent, mediocre and academically weak students. It might be 
justifi ably argued that appropriate mastery goals can be tailored for weak 
students and under-achievers to strengthen their mastery orientation, but 
their social concerns cannot be ignored and must be entered into the equa-
tion for effective motivational training.



3 The Teacher’s Role(s)

INTRODUCTION

This chapter presents a social-psychological perspective of the teacher’s 
role, or rather, teacher’s roles. Teachers experience a duality between their 
role as authority fi gure, leader and manager in their classroom society, 
and their role as a staff member under the management and infl uence of 
others in the school society. In their classrooms, teachers actually play a 
whole spectrum of distinguishable roles, depending upon the nature and 
demands of each situation. In this chapter, central terms and concepts in 
the social-psychological perspective are presented and applied to the role 
of the teacher, such as leadership and its various manifestations, authority 
and the bases of social power, classroom management (CM) and the view of 
the teacher as an executive manager. Concurrently with the presentation of 
basic concepts, issues concerning educational ideology and demands made 
on teachers are raised, and will be discussed at length in subsequent chap-
ters. The last section introduces the phenomenon of teacher burnout.

THE DUAL ROLES OF THE TEACHER

Teachers live and work in a dual world in school. Every day, they continu-
ously alternate between two roles—classroom teacher and member of the 
teaching staff. In the classroom, the teacher works alone with the stu-
dents, carrying a high status of authority and a heavy burden of responsi-
bility. As a member of the teaching staff, the teacher is part of the school 
society with peers, superiors, administrative staff and an assortment of 
specialized professionals. The continuous shifts from the teacher role to 
the staff member role are part of the daily routine, and they really require 
teachers to have mental fl exibility in shifting perspectives. Within the 
classroom, the teacher’s role is further divided into separate roles, most 
notably instructor and educator, and a common view holds classroom 
manager as a third role, distinguished from the roles involving teaching 
and educating.
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TEACHER AS STAFF MEMBER IN THE SCHOOL SOCIETY

All concepts and characteristics discussed earlier with regard to the class-
room society (Chapter 1) are relevant to the discussion of the school staff 
society, including norms, roles, expectations and self-esteem as well as 
struggles for status, leadership and infl uence. Compared to the classroom 
society, the school staff society is more complex and hierarchical, with 
implicit and hidden facets. Teachers’ central professional tasks—teaching 
end educating students—are carried out in the privacy of their classrooms, 
and other staff members have no direct access to that closed context. There-
fore, the evidence for assessing the performance of the teacher is hidden 
and inaccessible. The evidence can be inferred indirectly through students’ 
achievements, rates of absence or gross violations of discipline, but teach-
ers’ professional status among their peers is largely determined by rumors 
and gossip.

Because of the solitude of the teacher’s work in the classroom, the school 
culture is very important, especially the extent to which peers within the 
school society can provide a support system for the individual teacher. The 
literature on the organizational culture of the school indeed emphasizes the 
signifi cance of teamwork and of the collaboration among staff members in 
planning their work and retrospectively refl ecting on it. In-service training 
for teachers is always recommended and often required, with a high pre-
mium given to in-school training, together with teachers’ immediate peers. 
In most schools, disciplinary and/or inter-disciplinary collaborative teams 
work on selected topics to plan together their educational interventions and 
their teaching. Beyond such planned, intentional “institutional” collabora-
tion, the informal support system to help the individual teacher is no less 
important. Some schools formalize the role of big brother to novice teach-
ers, and most individual teachers seek among their peers those who could 
be helpful to them in their work. Therefore, the overall atmosphere of the 
school and its social/emotional climate play a central role in determining 
the effectiveness of each teacher’s work.

Teachers’ trials and tribulations, especially those experienced by novice 
teachers, can be quite stressful. Unlike managers in other types of organiza-
tions, their work is carried out alone in their classroom; they are required 
to carry out many different tasks concurrently, some of them contradictory 
(controlling the classroom and at the same time teaching, educating, and 
“producing” achievements); they must cope with tremendous challenges (dif-
ferences in ability and learning styles among students, individuals with special 
needs and special problems, disruptive students, etc.); they must be capable 
of dealing with discipline problems; and they are constantly inspected from 
above and must demonstrate excellence in divergent directions.

A brand of popular movies and novels about teachers dramatize their 
professional struggles in their classrooms and in their school staff society. 
The heroes of those dramas are usually extremely dedicated, stubborn and 
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driven, and they introduce innovative approaches that run counter to the 
school ethos. Their classrooms are also quite resistant to their style, so that 
they must cope with tremendous cross-pressures (usually all the way to the 
happy end of the drama). The situation of most real teachers is probably not 
as dramatic, but the motives of searching for your way as a teacher; fi tting 
in the school society; coping with diffi culties in the absence of a suffi cient 
support system; and dealing with explicit and/or implicit confl icts are very 
common and frequently experienced in every school.

Schools can be of many kinds in their overall characterization and cul-
ture: Achievement-oriented schools, competitive schools, socially-oriented 
schools, democratic or cooperative schools, exclusive schools, innovative 
schools, schools with a particular or ideological mission (e.g., religious 
practice), and schools fi ghting for survival. The problem is that there is 
often a gap between the declarative level and the actual reality in the self-
characterization of schools, caused by the normative pressure and competi-
tion among schools. Some schools are democratic only by declared title and 
might actually be quite authoritarian; sometimes the stated social goals of 
a school are phony and the pressure for achievements takes premium; and 
often schools are geared toward the high-SES population despite statements 
about deep concern about the underprivileged population.

To navigate themselves most effectively in the school environment, 
teachers (especially novice teachers) must learn to understand the implicit 
scenarios of their school, to distinguish between myth and reality, to know 
the real demands and the unspoken order of priorities, and to be able to 
diagnose the power structure and the informal status hierarchy of the staff. 
Awareness of one’s own strengths and weaknesses in social settings on the 
one hand, and understanding of the hidden scenarios of the school society 
on the other hand, are the keys for effective functioning and success in the 
school society.

TEACHER AS CLASSROOM INSTRUCTOR AND EDUCATOR

In the classroom, the teacher’s work environment is relatively well-defi ned. 
The teacher usually works in the classroom for scheduled sessions of fi xed 
length (in the past, the teacher worked with the same classroom almost all 
hours of the week, and the number of hours is still high today in the lower 
grades). The teacher is usually alone with the students, managing the class-
room and directing the students’ learning in a passive or an active mode. The 
teacher sets the agenda and the timing of activities, controls the classroom, 
assigns tasks and evaluates the students for their performance. The agenda—
particularly in the instructional domain—is explicit and well-defi ned, so that 
learning activities can be carried out according to a structured plan.

On principle, the teacher is responsible for both cognitive processes 
and socio-emotional processes in the classroom—for students’ learning 
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and achievements, but no less for their well-being and satisfaction. How-
ever, over the last decades the scope of teacher’s responsibility to students’ 
learning and education has been diffused by school realities. In the past, 
the classroom was a permanent group with unchanging membership, and 
each classroom had a teacher whose entire teaching time was devoted to 
that classroom. In that situation, teacher’s responsibility to all instructional 
and social aspects in the management of the classroom was immense. But 
today classroom compositions and teacher–classroom combinations keep 
changing in every teaching day.

Today, the only permanent composition is that of the home classroom, 
but the students keep diverging into other compositions for various activi-
ties and class sessions. The most permanent teacher is the home room 
teacher who is responsible for the students in the home classroom in most 
aspects. In high school, the permanent composition is almost nonexistent, 
and classes are specialized by divergent topics, different levels of study 
(“groupings”) and other divisions. In elementary school, where the concept 
of the generalist teacher still exists, teachers continue to spend more hours 
with the same classrooms. When my grandson, Ido, was in second grade, 
he told me that he had sessions with seventeen different teachers in a typical 
week! Thus, we must talk about the teacher and her/his various classrooms, 
and about the classroom and its various teachers. This situation hinders the 
exercise of teachers’ responsibility to students’ development, especially in 
the educational, socio-emotional domain. As far as the pure instructional 
aspects are concerned, teachers are fully responsible to advance students’ 
learning in the particular content domains in their limited hours of expo-
sure to every classroom.

From a social-psychological point of view, the role of the teacher changes 
considerably along the developmental continuum from kindergarten and 
preschool to higher education. New teachers should be aware of the 
expected role demands when they make their professional choice at what 
level they wish to teach. In the pre-elementary school level, the teacher has 
almost total responsibility for the children, for their well-being and for their 
“education” in every respect. At the extreme other end of the continuum, in 
university teaching, the responsibility of the teacher for the students’ devel-
opment is very limited. A university instructor teaches a given subject for a 
limited number of hours and a limited period to a “random” collection of 
students. Except for instruction and academic duties, the instructor has no 
responsibility for the students. Between the preschool and the university, 
teacher responsibility becomes more limited to the instructional domain 
with the growing age of the students. Furthermore, the responsibility is 
divided among more and more teachers who, unfortunately, are not coor-
dinated with each other in many cases.

In a similar fashion, the differences between role demands and expec-
tations for home-room teachers and specialized content discipline teach-
ers in elementary and high-school classrooms must be emphasized. The 
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home-room teachers are the “educators” in charge of their classroom, 
whereas the responsibility of specialized content teachers is limited to the 
instructional domain in their specifi c disciplines. In fact, in Israel the home-
room teachers are called “classroom educators.” Home-room teachers are 
responsible for the well-being of their students, for handling the life of the 
classroom and solving students’ personal problems. They are supposed to 
be coordinated with all other teachers who enter the classroom, and per-
ceived as the referent authorities in eyes of the students in all maters. This 
responsibility is not decreased even if the home-room teacher does not spend 
many hours in the classroom. In short, home-room teacher is a formal role 
in school! Because of this formal role, specialized teachers in the various 
disciplines (math, language, etc.) often take the freedom to absolve them-
selves of any responsibility to the classroom beyond the boundaries of their 
specifi c disciplines, and that might cause severe problems for students.

TEACHER AS CLASSROOM MANAGER

The attainment of the central objectives in the academic and the social 
domains is mediated by the effectiveness of teachers’ CM. The teacher is 
the general manager of the classroom society, and her/his task is to lead the 
entire classroom and all individual students to reach academic success and 
to reach positive levels of satisfaction and self-esteem. Much has been writ-
ten in recent decades about CM. In the educational literature for teachers it 
takes second place only to writings about didactics and teaching technolo-
gies in various content disciplines. In this book, Part IV is dedicated to CM, 
with a chapter about historical developments in CM and the contemporary 
salient approach, a chapter on discipline problems and punishment, and 
a chapter on typical and frequent pitfalls that might hinder effective CM. 
Therefore, the present discussion of CM is only preliminary, intended to 
introduce some elementary terms.

One of the simple and popular old models in organizational psychology 
was The Managerial Grid Model, developed by Blake and Mouton (1964). 
The model identifi ed fi ve different managerial styles based on combinations 
of two dimensions: Concern for people and Concern for production. The 
grid consisted of the graphical representation of the two dimensions on 
a 9 x 9 matrix, and the fi ve styles were identifi ed by the coordinates: 1.1 
(“impoverished style”); 1.9 (“country club style”); 9.1 (“produce or perish 
style”); 5.5 (“middle of the road style”); and 9.9. (“team style”).

In the impoverished style (1.1), these bad managers have low concern for 
both production and people. Like the work avoidance motivation described 
in the previous chapter, they want to avoid trouble, protect themselves, and 
hope to fi nish their work time in peace. The country club style managers 
(1.9) have high concern for people but low concern for production. The 
atmosphere in their work environment is usually warm and friendly, but 
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they are not very productive (say, in the academic achievements of their 
students). The produce or perish style (9.1) is high with concern for produc-
tion but low in concern for people. With production and competition above 
all, these managers often tend to be quite dictatorial, and while production 
(e.g., academic achievements) might be high, their work environment is 
unpleasant and stressful for the participants. In the desirable team style 
(9.9) managers are very high in both their concern for production and con-
cern for people. Success in both domains is achieved through teamwork 
and collaboration, autonomy and self-regulation. However, this ideal com-
bination is often unattainable, because the concern for production and the 
concern for people may clash with each other, leading to different behav-
ioral options. Therefore, the middle of the road style (5,5) is a pale but 
nevertheless more realistic option for effective management.

The Managerial Grid Model cannot be automatically applied to educa-
tion, because, in the organizational perspective, “production” refers to some 
product that workers produce which is external to them. In education, the 
“production” is internal, consisting of students’ own personal development, 
self-esteem, learning gains, etc. But the model is applicable to education in its 
emphasis on the distinction between two basic attitudes that teachers might 
hold in managing their classrooms. Concern for production is expressed by 
an achievement-oriented approach, perhaps in the sense of the performance-
approach goal and extrinsic motivation described in Chapter 2, whereas the 
concern for people might be represented by mastery goals.

Like every good manager in any organizational context, a good teacher 
should be expected to be a 9.9 type, integrating and maximizing the advan-
tages of both approaches. However, emerging situations and problems in 
the classroom might increase the necessity to emphasize one attitude or the 
other. In addition, educational ideologists may well have an initial prefer-
ence for one attitude (see Chapter 9) and they would advocate its advan-
tages over the other attitude.

TEACHER AS AUTHORITY—THE BASES OF SOCIAL POWER

French and Raven (1959) analyzed bases for success in management and 
formulated a theory that identifi es fi ve (actually six) bases of social power. 
The theory is as applicable today as it had been when it was formulated, 
and most bases are relevant for teachers as authority fi gures and as manag-
ers of their classrooms. The bases of social power are:

 1. Reward power. The perceived ability to provide positive consequences 
or to remove negative consequences, the power to reinforce.

 2. Coercive power. The power to punish those who do not conform with 
your ideas or demands.

 3. Legitimate power (organizational authority). The perception that 
someone has the right to prescribe behavior and to control others due 
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to appointment or election to a position of responsibility. (Also called 
normative power).

 4. Referent power. Power attained through the association to those who 
have power.

 5. Expert power. Power resulting from having distinctive knowledge, 
expertness, ability or skills that are needed by others.

 6. Information power (similar to No. 5). Controlling the information 
needed by others in order to reach an important goal.

All (or almost all) of these bases of social power can characterize teach-
ers’ position in the classroom and constitute their potential power base for 
CM. Conversely, lacking one or another of these bases might hinder teach-
ers’ conduct and limit their managerial possibilities. Teachers indeed have 
reward power and coercive power, and can (and must) reward, reinforce 
and sometimes punish students; teachers have legitimate power and are 
recognized by students as the organizational power fi gures with a legiti-
mate right to put on normative pressure; and teachers certainly have expert 
power and information power, and their main task is to develop students 
and to make them learn and grow through their knowledge and informa-
tion. I believe that referent power, through the association with others who 
have power, perhaps is somewhat less relevant to the classroom (unless 
association with the principal might be a source of teacher’s referent power 
in students’ perceptions).

Each of the bases of social power has distinctive and characteristic behav-
iors associated with it, and teachers exercise the different bases as they fi nd 
appropriate and desirable. Each type also has different consequences for 
the students. I think that teachers and students have shared expectations of 
the type of teacher behavior appropriate for particular situations. In addi-
tion, individual teachers have an order of priorities among the different 
bases of power, and they prefer to manage the classroom through particu-
lar bases. For example, some teachers are perfectionists and punitive by 
nature, whereas other teachers prefer to avoid using their coercive power. 
Some teachers might be successful in leading their classrooms through their 
expert power, whereas others may need to use their legitimate organiza-
tional power more frequently. In situations of confl ict, diffi culty, or of a 
problem in CM that requires a solution (say, about truancy or homework 
assignments), it is most interesting to fi nd out which of the power bases (or 
which combination of power bases) a teacher would select to deal with the 
problem (when, as mentioned previously, each choice has different conse-
quences for the students).

TEACHER AS LEADER

By any role defi nition and according to all bases of social power, the 
teacher is the unquestionable leader of the classroom. Teachers’ leadership 
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qualities and their exercise of leadership determine to a large extent the 
educational outcomes and the emotional climate of their classrooms. The 
study of leadership in educational and organizational settings dates back 
to the 1930s. Lewin, Lippitt, and White’s (1939) study of the impact of 
three types of leadership, which was conducted in an educational setting, 
is one of the classical, most-widely quoted experiments in social psychol-
ogy. Decades later, it still carries immensely important implications for the 
classroom teacher.

Lewin and his colleagues arranged for ten- and eleven-year-old boys to 
meet after school to partake in various hobbies. They met in small groups 
and were led by an adult male. Three types of leadership behavior were 
examined:

1. The authoritarian (or autocratic) leader told the boys what to do 
without much explanation; took no input from the members in 
making decisions about group activities; often criticized the boys, 
arbitrarily paired boys with work partners; and emphasized his 
authority.

2. The democratic (or participatory) leader made sure that all activi-
ties were fi rst discussed by the entire group; let the group make 
decisions while he provided advice and guidance; encouraged the 
development of an egalitarian atmosphere; and rarely criticized the 
boys or gave them orders.

3. The laissez-faire (let do) leader allowed the boys to work in which-
ever way they wished and rarely intervened in the group activities; 
the group worked without any supervision and the adult functioned 
primarily as a source of technical information when necessary. The 
leader did not offer information, criticism or guidance.

The effectiveness of leadership styles was measured by two types of out-
comes: Productivity and group’s emotional climate. The laissez-faire leader-
ship was least effective by both counts: The boys spent much time working 
at cross-purposes, their production was very low, and they did not enjoy the 
experience and demonstrated negative emotional reactions. Thus, “let do” 
leadership is considered in the literature as non-effective leadership.

The comparison of democratic and autocratic leadership demonstrated 
greater productivity under the autocratic leader and a more positive emo-
tional climate under the democratic leader. The autocratic-led groups spent 
more time working on the task and were more effi cient than the democratic-
led groups (but spent less time working when the leader was absent). The 
democratic-led boys enjoyed the experience more than the autocratic-led 
boys, liked each other more and showed less aggression and tension.

Over the years, numerous writers (educators, human relations specialists, 
etc.) interpreted the fi ndings—with more than a trace of ideological wish-
ful thinking—as demonstrating the superiority of democratic leadership 
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over autocratic leadership. Subsequently, the democratic leadership style 
is most often advocated and recommended for educational and organiza-
tional management.

In studies of childrearing and parental styles, Baumrind (1971) replaced 
the term democratic by authoritative (as distinct from authoritarian leader-
ship). The shift in terms was justifi ed by the fact that the so-called demo-
cratic leadership is not really democratic at all, because decisions are not 
made by majority vote. Authoritative leaders take responsibility and retain 
decision-making authority, but solicit input, seek consensus and voluntary 
participation, and encourage members’ autonomy. Authoritative leadership 
is the founding cornerstone of the contemporary salient ideology of CM 
(see Chapter 9), and Brophy (2006) argues that it is most effective for devel-
oping in students the desirable cognitive structures and behavioral control 
mechanisms that would lead them toward autonomy, self-determination 
and self-effi cacy.

This trait-approach to leadership (meaning that the style of leadership is 
a fi xed personal attribute of the leader and is systematically enacted by the 
leader in all situations) was dominant for several decades. Eventually it was 
substituted by more situational approaches that sought to determine the 
effectiveness of leadership behavior as a combination of leader’s trait and 
the characteristics of the specifi c situations involved. In his Contingency 
Theory of Leadership, Fiedler (1978, 1981) argued that different leadership 
styles work better in different situations. He tried to predict differential 
effectiveness of styles considering three factors: leader/worker relations; 
degree of task structure; and leader’s power to reward or punish group 
members. According to Fiedler, effectiveness also varies between favor-
able and unfavorable situations. Similar ideas were salient in Hersey and 
Blanchard’s (1982) Situational Model of Leadership.

The implication for teachers’ leadership in their CM is that, different 
styles and combinations of styles of leadership might be effective in particu-
lar classroom situations. Even if one style of leadership (namely, the demo-
cratic/participative/person-oriented style) is thought to be more preferable 
on ideological grounds, an alternative style is more likely to yield the best 
outcomes in certain classroom situations, especially in crises.

Two additional leadership styles must be mentioned—transformational 
leadership and charismatic leadership—although these styles are less likely 
to be frequently demonstrated in classrooms. Transformational leadership 
is a concept that has become a focus of investigation in recent years (Bass, 
1998). It is a supreme leadership style where the leader and the followers 
collaborate and raise one another to higher levels of motivation, morality 
and performance. The group and the leader become fused together and 
elevate themselves.

Charismatic leaders are admirable and most infl uential leaders who 
serve as models and cause followers to identify with them. Charisma is a 
rare combination of attractive personality attributes which appeal to group 
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members on an emotional level, and they would admire and idealize the 
leader and accept her/his convictions and values. The following of char-
ismatic leaders is usually very intense and extremely loyal, and the charis-
matic leader is idolized and becomes a strong identifi cation model.

TEACHER AS MODEL

Most of us carry fond old memories of one or two exemplary teachers who 
became fi xed forever in our memory as those who infl uenced us immensely 
in the course of our early development. Indeed charismatic teachers do 
exist, but charisma is a rare quality that could characterize only very few 
teachers. Of course a charismatic teacher can have a profound educative 
effect on students.

In the educational literature, one can frequently fi nd the demand that the 
teacher should serve as a model and as a personal example for students. As a 
model, the teacher should facilitate students’ imitation, internalization, and 
identifi cation. In my opinion, it would have been wonderful if all teachers 
would be able to become ideal models for their students, but that demand is 
unrealistic and might hinder, rather than facilitate teachers’ conduct. Such 
a demand would probably maximize the ideal-self/actual-self gap for teach-
ers, and cause tension, frustration and anxiety. Teachers are normal human 
beings with strengths and weaknesses, advantages and pitfalls, and it is not 
fair to pose a demand for perfection and ideal example.

Young children view their parents as ideal persons, and identifi cation 
with parents as models is part of normal development. Similarly, preschool-
ers and early elementary school students may hold their teachers as identi-
fi cation models. But as they grow up, children become more realistic and 
skeptic, they realize that their parents and their teachers cannot be perfect 
and that even the best idols have clay feet. In adolescence, the course of 
human development predicts rebelliousness and suspicion of adults, and 
almost no normal adolescent would hold a parent or a teacher as an identi-
fi cation idol. Probably only charismatic leaders are forever idolized by their 
young and old followers, but that is the exception rather than the rule, and 
outsiders are critical of the “stupidity” of the followers’ idolism.

Thus, the notion of teacher as model has some relevance in the class-
room society in early education due to students’ expectations. But as far 
as the teachers themselves and their personality attributes are concerned, 
the demand to serve as identifi cation model is unfair and unrealistic at any 
level of education. Students can, and should appreciate their parents and 
their teachers, but not idolize them. In my opinion, two aspects are impor-
tant with regard to the issue of teacher as model:

 1. That every teacher would possess some special attributes and charac-
teristics that would make the teacher unique and special in students’ 
eyes; and
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 2. That teachers would not have salient weaknesses or attributes that 
would make them “negative models” in students’ eyes.

Students often characterize good teachers and bad teachers. Good teach-
ers are typically perceived as being challenging, fi rm but fair, and knowledge-
able. They encourage student participation, take time to talk to students, give 
constructive criticism, and work to build students up. Bad teachers give no 
feedback, are too strict, unprepared, patronizing and condescending, and 
not open to students’ input. I believe that, in fact, students are quite forgiving 
about the human weaknesses of their teachers. However, one type of failure 
is not acceptable in students’ eyes, and that is lack of fairness and equity in 
teachers’ behavior toward different students. Unfair treatment is perceived 
by students as a basic violation and is unforgivable. Chapters 7 and 8 expand 
the discussion of this issue in the analysis of teacher–student interaction.

TEACHER BURNOUT

This chapter demonstrates the complexity of the teacher’s role (even when 
the discussion was limited to social psychological aspects only, leaving 
out the major challenges of instruction). Teaching is an extremely diffi cult 
and challenging occupation. Teachers do not enjoy suffi ciently high fi nan-
cial and social status, and the pressures on the classroom teacher can be 
immense. Therefore, we must discuss the issue of teacher burnout at the 
completion of this chapter on the teacher’s role(s).

Burnout is a phenomenon of mental and physical exhaustion (Pines & 
Aronson, 1988), defl ation of energies and coping strategies, decrease in 
self-effi cacy (Bandura, 1997) and a diminished sense of accomplishment, 
caused by overwork and by expectations and needs that cannot be met 
(Friedman, 1993, 1995, 2006; Maslach & Leiter, 1999). In recent years, 
teacher burnout has come to occupy center stage in the burnout literature. 
Compared to other occupations, teachers are in very high risk for burnout. 
The huge number of hours they spend in their classrooms and the accu-
mulating daily pressures and stress make teachers prone to burnout, and 
the proportions of teachers demonstrating symptoms of being worn-out 
and burned-out are staggering. (Worn-out is a milder form of burnout). 
Numerous reports (see Friedman, 2000, 2006) show especially high rates 
of burnout in the fi rst few years of new teachers.

Burnout is expressed in reduced self-esteem, external locus of control, 
decrease in self-effi cacy, and symptoms of anxiety, depression, nervous-
ness, apathy and exhaustion. The burnout might be focused on a particu-
lar classroom, a particular school or principal, class level, or more global 
burnout of teaching in general. Many burned-out teachers simply leave the 
teaching profession altogether. That might be better than a situation where 
worn-out or burned-out teachers continue to teach their classrooms in apa-
thy, just waiting eagerly for each day to end ASAP.
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In the extensive literature on teacher burnout, many factors that con-
tribute to burnout are discussed and investigated. On the overall organi-
zational level, the factors discussed in the literature include insuffi cient 
rewards (in terms of both fi nancial status and social status); occupational 
overload; absence of decision-making power; lack of opportunity for pro-
motion within the occupation (teachers can be promoted out of teach-
ing by becoming principals, superintendents, counselors, etc.); and gaps 
between the time pressures and whatever is needed in order to attain edu-
cational objectives.

Most researchers (e.g., Friedman, 2000, 2006; Wood & McCarthy, 
2000) agree that the major predictors of teacher burnout can be found 
in teacher-students relations in the classroom. Classrooms are overloaded 
with students; the curricula are demanding and it is diffi cult to bring het-
erogeneous classrooms to high achievements; teachers must deal with con-
tinuous disturbances, threats and discipline problems; student motivation 
is often very low; and teachers frequently experience failure with many 
of their students. Teachers do not receive enough appreciation from their 
students and from their superiors, and they often become punching bags 
for frustrated parents and/or the entire community (particularly following 
some unpleasant incidents involving their students). Many students learn 
from their parents to disrespect their teachers.

On the conceptual level, a state of a large gap between initial expecta-
tions and ideological goals on the one hand, and the realities of the class-
room on the other hand (an Ideal-Actual Gap, see Chapter 2) creates the 
potential for burnout. This explains why rates of teacher burnout are par-
ticularly high in the fi rst few years of teaching. Other gaps also contribute 
their share: Gaps between teachers’ self-expectations and those of oth-
ers in the social environment; gaps between statements on the declarative 
level and classroom reality; and also wide gaps among the students in the 
classroom.

Unfortunately, I think that much of the literature in teacher training also 
contributes to potential teacher burnout. A very rosy and idyllic picture of 
the teaching profession is often presented (see, for example, Everston & 
Weinstein, 2006a), without giving a proportional (or even minimal) consid-
eration to the severe problems teachers are likely to experience in contem-
porary classrooms. Thus, unrealistic expectations are built up for an ideal 
teacher conduct that very often cannot be implemented in the classroom 
(see Chapter 9).

Despite the bleak picture that has been described, our outlook about 
teacher burnout can be more positive. School systems are keenly aware of 
the burnout issue today, and efforts can be taken to cope with this phe-
nomenon and reduce its intensity. In recent years, an extensive literature 
(in published works such as Wood & McCarthy, 2000, and on the Inter-
net) offers various means, strategies and workshops for reducing teacher 
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burnout. Much depends on the conduct of school principals and how the 
teaching staff is managed. Teamwork and mutual responsibility; job enrich-
ment and the creation of an atmosphere of changeability and innovation; 
encouragement of continuous self-refl ection; and especially the creation 
and maintenance of a support system for the individual teacher—all of 
these can contribute to reduce teacher burnout and increase teachers’ satis-
faction and sense of self-effi cacy.





Part II

Social Measurement 
in the Classroom





4 Social Structure and Sociometric 
Measurement in the Classroom

CHARACTERISTICS OF CLASSROOM SOCIETY

Students’ life in the classroom society is very intensive. Beyond norms and 
roles, every classroom is characterized by social classes and leadership, 
sets of friendships among individuals and relationships among subgroups, 
struggles for status and infl uence, and continuous (open or hidden) compe-
tition side-by-side with patterns of support and cooperation. For the stu-
dents, the classroom society is their central social experience outside the 
protected framework of their family. Students’ satisfactions, achievements, 
rewards and self-esteem are derived from their life in the classroom soci-
ety. For young children, the classroom is their fi rst experience of having to 
navigate oneself in a social/organizational structure. They have to learn 
what to do and how to do in order to become competent and successful. 
Of course children have no abstract understanding of social processes and 
no conscious awareness for analyzing what they experience. Therefore, the 
processes are not explicitly verbalized, and their intensity for the classroom 
participants is very high. For some children the experience is fantastic and 
rewarding, but for many, if not most children, the struggle is diffi cult and 
demanding, and its fruits are not always satisfactory. To understand the 
intensity of these processes, the reader should stop for a moment to imag-
ine the daily classroom experiences of being a mediocre student or being a 
rejected student. For many children, these are their continuous and central 
classroom experiences.

In psychological or sociological analysis, the classroom society is quite 
complex. Above all, it is complex because of the duality of two co-existing 
life systems—the formal and the informal systems. The formal life of the 
classroom in the educational context centers on learning and instruction, 
with well-defi ned student roles. In this context, formal authority fi gures 
(adults) control the events during most hours of the day and dictate most 
students’ activities. Parallel to the formal system, the informal life of the 
classroom fl ows all the time, and numerous events and interactions occur 
all the time. The two systems fl ow concurrently and infl uence each other. 
Students’ academic achievements and status in the eyes of the teachers 
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infl uence their status in the classroom society, and students’ status among 
their peers infl uences teachers’ view of them.

Classroom society is complex because of the great variation among stu-
dents in all factors that might be involved in the attainment of social sta-
tus, power, and prestige. In sociological analysis, classrooms are defi ned as 
homogeneous or heterogeneous through characteristics of family socioeco-
nomic status, parents’ education, occupation, income, and IQ levels. These 
levels of homogeneity or heterogeneity are important for the planning of 
instruction. Greater heterogeneity is more desirable from a societal and 
ideological point of view, but heterogeneous classrooms are harder to teach 
and they pose greater challenges for teachers. But even if a classroom is 
homogeneous from a sociological perspective, it always is extremely hetero-
geneous in personal, personality and social terms. The classroom society 
is founded on the multitude of subtle differences among members in social 
competencies, motivations, and personality attributes.

STATUS AND SOCIAL CLASSES

The central terms for characterizing classroom society are presented next, 
and the explanation is expanded in the subsequent discussion of sociomet-
ric measurement. The classroom society is stratifi ed into social classes and 
characterized by status differences. Hargreaves (1975) defi ned three main 
dimensions of social status:

 1. Popularity. Expressing levels of attraction and rejection among 
members.

 2. Social power. The distribution of leadership and infl uence potential 
among members.

 3. Prestige. Related to special roles or special competencies or attributes.

The upper class consists of a few leaders and prestigious members; every 
classroom has a middle class; and the lower class consists of rejected and 
neglected children and often also low-achievers. The classroom society 
also consists of subgroups and cliques who are often competing with each 
other, and struggles for power and for leadership are quite common. In 
most classrooms, the “boys society” and the “girls society” are segregated 
from each other with boundaries of varying intensity. The picture of the 
inter-gender social relations becomes, of course, more complicated at ado-
lescence! Classrooms differ in their social-emotional climate; in levels of 
cooperation and competition; in cohesiveness; in open or hidden manifes-
tations of tension and confl ict; and in types and levels of violence enacted 
in the classroom. A central issue concerns the level of disengagement of the 
upper class from the lower classes. Educators are always concerned about 
the psychological state of rejected and neglected children in the classroom.
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FRIENDSHIPS

Parallel to the group processes I’ve described, classroom society is also 
characterized by an important interpersonal phenomenon—namely friend-
ship between children (Pellegrini & Blatchford, 2000). It is very important 
for every normal child to have a close friend (almost always of the same 
gender), and pairs of friends are an important part of the classroom society. 
On average, about one half of the students are paired in dyads, where both 
children would consensually identify the other as their best friend. Dyadic 
friendship is a major source of satisfaction and social adjustment, constitut-
ing most often the central support system for the individual child. Again, in 
adolescence interpersonal friendship comes to be infl uenced by glandular 
processes and hormonal development, complicating the social perspective 
of friendships as part of social structure. However, most adolescents try to 
maintain their same-gender friendships even when they become interested 
in members of the other gender.

CLASSROOM NARRATIVE

Every classroom is a unique mini-society and has its particular history, 
scenarios and unique unfolding of social processes. It is very important that 
teachers will know the particular narratives of the classroom and their par-
ticular roles in those narratives. As mentioned in Chapter 3, the teacher’s 
responsibility for the classroom is all-inclusive in the lower grades, and 
therefore a deep understanding of the classroom society and classroom nar-
rative is critical. In higher grades, teachers’ responsibility becomes more 
diffused, because most teachers are responsible only for the limited seg-
ment of teaching their own content discipline. Only the home-room teacher 
is then more involved in the classroom society, and even that can take place 
through a limited presence in the classroom. In higher education, teachers 
are not involved at all in the social life of the classroom, and in many cases 
a true classroom society does not even exist.

Knowing the narrative of the classroom can enable teachers to lead the 
classroom to a more peaceful and productive life and to solve many prob-
lems. Unfortunately, a great effort is required to uncover the narrative, 
because many aspects are implicit and hidden from teachers’ eyes. Students 
are not eager to share social information with teachers, and the viewpoint 
of the teachers is quite limited (see later discussion). The common reality 
is that principals and school administrations are not interested in the hid-
den lives of classrooms, as long as instruction, learning and achievement 
are OK, and as long as no particular issues or problem children are heard 
about. A good classroom is, in a way, an anonymous classroom.

Classroom teachers are, of course, better informed about their class-
rooms, but they perceive the students from their role perspective as teachers. 
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Usually teachers know more about the salient students—the outstanding 
students and, more often, the problem students—whereas the silent major-
ity remains quite invisible to them. When a special event creates a new 
experience and novel teacher-student interactions (such as a 3-day trip or 
intensive preparations for a special end-of-semester event), teachers sud-
denly discover a rich social world and they learn to know many of their 
students in a new and different light.

In my course on the social psychology of the classroom, one assign-
ment requires teachers to investigate and to write up the unique narrative 
of their classroom via observations and interviews with their students. For 
some teachers, this becomes an exciting learning experience, because they 
discover hidden aspects that were out of their knowledge although all the 
information was there to be seen.

SOCIOMETRIC MEASUREMENT AND SOCIOMETRIC 
STRUCTURE OF THE CLASSROOM

Over seventy years ago, Moreno (1934) coined the term “sociometry” and 
developed measurement instruments to probe the implicit social processes 
in groups, especially classrooms. The basic idea was that, in order to know 
about classrooms, you must ask the students themselves and reconstruct 
the social structure from their reports. This idea gained momentum and 
has remained valid in psychological measurement over the years. Moreno 
believed that the single most important index should be children’s emotional 
reactions to each other, as refl ected in attractions and rejections. Various 
indexes of social information could be derived from the distributions of 
attractions and rejections. And indeed sociometric measurement was exclu-
sively based for several decades on the statistical classroom summaries of 
children’s liking and disliking nominations (Moreno, 1943, 1960).

Sociometry had many followers over the years, and generations of teach-
ers used sociometric measurement to deepen their understanding of the 
classroom society. Today, several newer models of sociometric measure-
ment are available, and there is also greater awareness of some of the ethi-
cal problems in Moreno-type measurement of students’ emotional reactions 
toward each other.

In the conventional sociometric questionnaire, students are asked to write 
the names of three students in the classroom whom they like most and fi nd 
most attractive, and the names of three other students whom they dislike 
and do not want to be with (rejections). Different sociometric criteria can 
be used: Who do you like best/or dislike; whom would you choose to move/
not move with you to another classroom; play with outside school; want as a 
close friend; sit next to, etc. All students must fi ll out the questionnaire and 
each completes the same number of nominations. Refusal to nominate peers 
(which is justifi ed from an ethical point of view), or absence from school when 
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the measurement is conducted, create a serious methodological problem of 
missing data, which might change the sociometric picture of the classroom.

When all nominations are summed up for the entire classroom, matri-
ces of attractions and rejections are constructed. I shall discuss mostly the 
positive nominations in the following discussion, because they are more 
important for the analysis of social structure, and because rejection rat-
ings are more objectionable. The number of nominations that a student 
can potentially receive ranges from zero (nobody nominated her/him as 
best liked) to N-1 (liked by everybody, a phenomenon that is almost never 
found). In a classroom with twenty-fi ve to thirty students, sociometric stars 
might typically receive nine to twelve nominations. When close to half of all 
classroom peers fi nd a given child as most attractive and wish to be friends 
with her/him, that child would be considered as having very high status. At 
the other end of the liking continuum, a few students do not get any liking 
nominations, and several others receive only one or two nominations. That 
would indicate low sociometric status. In a totally random distribution, 
every child would receive three liking nominations by chance alone.

The distribution of the liking nominations in the classroom teaches us 
about the implicit social structure, and one can think of several potential 
patterns: In some classrooms a single or a few sociometric stars receive 
numerous nominations, whereas in other classrooms no salient stars can 
be observed and the distribution of attractive students is more even and 
balanced. In some classrooms some, or many students received no nomi-
nations at all, whereas in other classrooms each student had been chosen 
at least once or twice. In some classrooms the middle class is very large, 
whereas in other classrooms the extreme social classes are more heavily 
populated. Another important analysis is the comparison of the distribu-
tions among boys and among girls, in an effort to detect similarities or 
differences in patterns.

It is particularly important to note that when teachers are asked to guess 
the sociometric nominations of their students, they seem to know very little 
about their students’ choices. In fact, on average teachers can identify only 
about one half of the sociometric stars in their classrooms. When they miss, 
they fail to identify children who are actually liked by many of their peers, 
and they think that other children are the sociometric stars. The most com-
mon mistake is for teachers to think that the academically excellent stu-
dents are also best-liked by their peers.

SOCIOGRAM: ANALYSIS OF CLASSROOM STRUCTURE

The next step in the sociometric analysis is to draw graphically the “map” 
of the liking nominations. The map—called “sociogram”—has the form of 
a circle, with boys on one side and girls on the other side of the circle. The 
children are located on the sociogram so that the sociometric stars are in the 



46 The Social Psychology of the Classroom

middle and the children selected least are on the outskirts. Every liking nomi-
nation is marked by an arrowed-line, and a mutual selection, by a thicker, 
double-arrowed line. Therefore, most arrows on the sociogram point inside, 
toward the center of the circle. A sociogram takes some training and skill to 
make, but it is an interesting tool for inferring about hidden social forces in 
the classroom. Even without actually conducting sociometric measurement in 
their classrooms, teachers can gain an understanding of the social structure of 
the classroom by being familiar with the sociometric terms.

Mutual selections are very telling about dyadic friendships in the class-
room. A mutual selection, where both parties identify each other as the 
most liked peer, indicates friendship and mutual support. The proportion 
of mutual selections in the classroom tells us about the atmosphere and the 
harmony in the classroom. The examination of mutual selections is most 
important in the margins of the classroom, where children receive few lik-
ing selections. If those children have at least one mutual selection, it means 
that they do have a close friend, and their psychological state might well 
be expected to be better than what it night have been had they not had any 
mutual selection. If a marginal child selects only peers who do not recip-
rocate the choice, the situation is more problematic. Of course those who 
are not selected at all by anybody are in the worst social situation (see later 
discussion of neglected students).

Cross-gender selections are also an important indicator of classroom 
atmosphere. Harmonious classes would have more cross-gender selections, 
but many classrooms demonstrate a rigid gender boundary, where all selec-
tions are made within gender, boys do not like girls and vice versa. Of 
course gender boundaries change developmentally as children approach 
adolescence, but within a grade level (that is, at a certain developmental 
stage) one can fi nd substantial variations in cross-gender selections.

The central analyses of a sociometric map are focused on social net-
works, chains, and inferred processes of leadership and social infl uence. 
Social infl uence can be deduced from links connecting from one child to 
another in a continuous fashion. For example, it is important whether the 
sociometric star was selected mostly by students occupying the middle class 
or by marginal students as well. A chain with more systematic links can 
indicate the level of connectivity among students in the classroom. Some 
classrooms are chaotic, with maps that seem to be random drawings with 
no systematic relations, whereas other classrooms show a fl ow of relations 
and connections. A “leader” is a sociometric star who is connected through 
chains to many directions in the classroom society.

A closed triangle of three students connected by three mutual selections 
indicates a clique, a close-knit group of strong friends. A closed triangle 
located in the center of the sociogram (meaning that many more students 
select the three members of the triangle) can indicate a leadership group. If 
the triangle is located far from the center (i.e., with fewer selections by other 
children) it might indicate an opposition group. Classrooms characterized 
by more tension and struggles would demonstrate more boundaries between 
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groups that are intra-connected with each other. Thus, whereas triangles (or 
closed squares, which are quite rare) represent positive friendship, boundar-
ies between inter-connected groups represent tension in the classroom.

Finally, the social situation of any given student can be analyzed through 
his/her “social atom,” which isolates all the arrows leading to and from that 
particular student. The position of that student in the classroom society can 
then be examined, together with her/his network of connections (selections 
and non-selections) with signifi cant other fi gures in the classroom.

DRAWBACKS OF SOCIOMETRIC MEASUREMENT

Sociometric measurement had been extremely popular for several decades, 
and generations of teachers had undergone training and used sociometric 
methods to understand classroom society. The common feeling was that 
sociometry provides a wealth of (data-based) information that is not eas-
ily accessible to the teacher through other means. Teachers also felt that it 
enables them to plan various interventions in their classrooms to remedy 
problems uncovered by the sociometric measurement. But certain draw-
backs, including ethical ones, must be considered as well. Sociometric mea-
surement (especially in the Moreno tradition which is focused on emotional 
attractions and rejections) is quite obtrusive. It excites the children very 
much and creates an atmosphere of dealing with gossip, of giving legiti-
macy to gossip with no respect to students’ privacy. The measurement can 
upset many children in the classroom, especially those expected to be of 
marginal status, neglected or rejected. It can also cause unwanted “politi-
cal” processes, where children campaign for votes.

Therefore, educational authorities have begun in recent decades to con-
trol sociometric measurement and limit its free use. In Israel, for example, 
an investigator who requests permission to administer sociometric measures 
in classrooms would have to convince the Ministry of Education that the 
measurement would actually benefi t the fi eld and would benefi t the specifi c 
classrooms where data is to be collected. Another danger is that of play-
ing psychologist—where untrained teachers reach hasty conclusions out of 
sociometric data with no proper professional controls. Still, on the positive 
side, sociometric measurement represents an impressive case of data-based 
diagnosis and decision making that can benefi t teachers and provide them 
with rich information about their classrooms.

TYPOLOGY OF SOCIOMETRIC “STUDENT TYPES”

In the 1980s, the “two-dimensional model” of sociometric measurement 
was developed (Coie, Dodge, & Coppoletti, 1982). The two dimensions 
are (a) Social attraction (liking minus disliking nominations, that is, “pure” 
positive attraction); and (b) Social impact (liking plus disliking nominations, 
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because nominations of dislike are also manifestations of social impact in 
the classroom). From the 2 x 2 combinations of the liking and disliking 
nominations, the investigators constructed a typology and defi ned four dis-
tinct types of students:

 1. Popular student who receives many liking nominations and no (or 
very few) disliking ones.

 2. Rejected student who receives many disliking nominations and no 
liking ones.

 3. Neglected student who receives no nominations of any type at all and 
is virtually “lost” in the classroom.

 4. Controversial student who receives many nominations, both posi-
tive and negative, that is, a student who is liked intensely by some 
peers but at the same time is disliked intensely by other peers. The 
controversial student is the focus of much attention in the classroom 
and evokes polar reactions. S/he is sometimes considered “a negative 
leader” in the classroom.

Beyond these types, the majority of the students are labeled “average stu-
dent.” This is not really a distinct type like the previous four types, and 
these students really remain unclassifi ed. The statistical defi nition selected 
by the investigator determines what proportion of students would be clas-
sifi ed into each type. For examples, “popular” can be arbitrarily defi ned 
to include students in the upper 20% of the nominations in their class or a 
wider category including 30% of the nominations.

A typology has great advantages in personality research and in clinical 
psychology and it can also contribute to the understanding of classroom 
society. Much research since the early 1980s examined these types, their 
personality profi les, their social and family contexts, and their academic 
and social conduct. I see two major contributions of this conceptual model 
to the social psychology of the classroom—one in the defi nition of con-
troversial children and the distinction between popular and controversial 
students, the other in focusing attention on rejected and neglected children 
at the negative pole. The controversial child, the leader who is not simply 
accepted by everybody but evokes both positive and negative reactions that 
might be equally intense, is an interesting addition to our understanding 
of the complexity of leadership processes in the classroom. Controversial 
students contribute to an atmosphere of tension and un-rest, and probably 
require much teacher attention to reduce tensions in the classroom.

REJECTED AND NEGLECTED STUDENTS

Focusing attention on neglected children is also very important. Rejected 
students, who receive many nominations as disliked peers, are usually 
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quite salient in the classroom as problem students, and much attention 
is required to deal with them. Much of the current emphasis and atten-
tion given in recent years to bullying and to manifestations of violence 
in school is naturally concentrated on the sociometrically rejected stu-
dents, and a huge literature on the etiology and treatment of bullying and 
school violence is available today (see, for example, Hyman et al., 2006). 
But the neglected students are invisible and lost in the classroom, remote 
from the attention of their peers and their teachers. Attempts to examine 
teachers’ guesses of their students’ sociometric choices consistently reveal 
that teachers are not aware of the unique status of these children, some-
times considering them shy or reserved, but with no understanding that 
these children are totally ignored, nobody likes them and nobody dislikes 
them in the classroom. Because they are not problem children and do not 
draw any attention, the teachers and the school authorities, who must 
dedicate their time to problem-solving, are ignorant of their state. I think 
that the defi nition of this type and the attention drawn to their state of 
being invisible in the classroom helped to change the situation, forcing 
teachers and educators to seek out neglected children and to deal with 
their unique situation.

”ATTRACTIVENESS” VERSUS “POPULARITY”

Experienced researchers can sometimes fall into the pitfall of coining terms 
carelessly on the basis of their data, inadvertently misleading their reader-
ship. In the two-dimensional model described above (Coie et al., 1982) and 
the multitude of subsequent research based on that model, the “popular 
student” has been defi ned by having received a high number of nomina-
tions as best liked peer (or rather, “best liked” minus “most disliked peer”). 
The choice of the term “popular” for this type was intuitively appealing 
and was generally accepted without dispute. However, this term might be 
misleading, because popularity as a social phenomenon implies a certain 
social status that is directly related to leadership, but this student received 
many nominations for being personally liked by peers who want to be 
her/his friend. A child who is highly liked personally might not necessar-
ily hold a leadership position in the classroom. To examine this question 
(Babad, 2001), I asked thousands of students in hundreds of classrooms in 
which we administered sociometric questionnaires to name not only the 
three students they best liked personally, but also the names of the students 
they considered as “most popular” in their classrooms. No explanation 
was provided at all as to what “popular” means, relying on students’ own 
subjective understanding of the term. The results showed that “best liked” 
and “popular” types were quite distinct from each other, and the numbers 
of nominations received for personal liking and for popularity were not 
strongly related to each other at all. Many children were highly popular but 
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not best liked, and many other children who received a lot of liking nomi-
nations were not named as most popular. Only a very small percentage of 
children were nominated as both best liked and popular. Therefore, I con-
cluded that the term “popular student” proposed in the two-dimensional 
model to characterize those receiving many personal liking nominations is 
misleading, and that type should be labeled “attractive student.”

Thus, we might think of three types at the top of the sociometric distri-
bution in the classroom structure—personally attractive students, socially 
popular students, and controversial students. To these, a fourth high-status 
student type who exists in every classroom should be added—the academi-
cally excellent student. The academically excellent students are often also 
the most popular or most attractive students, but their academic status 
does not guarantee personal attractiveness or leadership. The impact of 
academic excellence on the classroom structure might be immense because 
of the weight of academic work in the life of the classroom society. Teach-
ers often bestow special status on their excellent students (see Chapter 8 
for more information about teachers’ pets). However, sociometric theoriz-
ing and writings focused quite exclusively on socio-emotional aspects and 
neglected to deal with the social impact of academic excellence.

COGNITIVE SOCIOMETRY

In recent years, application of sociometric techniques (that is, of asking 
group members about other group members and using their summed 
responses as the data for analysis) moved from the study of personal attrac-
tions and rejections to the cognitive domain, using students as judges of 
social situations. Whereas the Moreno-type sociometric question always 
asked respondents for their personal feelings towards their peers, cur-
rent cognitive sociometry engages students cognitively as judges and asks 
them to name and to evaluate different role holders in the classroom. They 
are asked to use their observation and judgment rather than to express 
their inner feelings. The nomination of popular students mentioned above 
(Babad, 2001) is an example of this approach. Similarly, students can be 
asked to identify classroom jokers, rejected students (without having to 
reject them personally by nominating them as “liked least by me”) and 
many other types.

Chapter 8 focuses on the teacher’s pet phenomenon, and teachers’ pets 
were identifi ed through sociometric nominations of all classroom students, 
who were asked to identify particular students who were best liked by the 
teachers. A teacher was defi ned as a “teacher who has a pet student” when 
there was a consensus in peers’ judgments that a particular student was 
best liked (or loved) by the teacher. These cognitive sociometric nomina-
tions were supported by another judgment students were asked to make—
whether there was one (un-named) student in their classroom who was most 
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loved by their teacher. Here, too, the status of the teacher was a function of 
the intensity of the consensus among all students in her classroom.

The cognitive sociometric approach has a great advantage in steering 
away from students’ emotions and in employing them as objective judges of 
the classroom situation. We know that students are “experts” and they pos-
sess invaluable knowledge about the classroom society and its underlying 
social processes, knowledge that is usually not accessible to the teachers. 
The issue of students’ expertise is discussed in several subsequent chap-
ters. I enjoy my conversations with my grandson, Ido, about his classroom, 
and I am amazed at the sophistication of his intuitive social psychological 
knowledge about his classroom society. Once the ethical problem of steer-
ing unwanted excitement among the students by Moreno-type measure-
ment of attractions and rejections has been removed, classroom teachers 
and school management have signifi cant sociometric research instruments 
that can be employed in school-based research. Such research can be mean-
ingful in data-based diagnoses of social problems and in planning of cor-
rective interventions. Students can be asked directly about social processes 
in the classroom (see the following chapter for information about the mea-
surement of classroom climate) as well as about the status and roles of their 
peers in cognitive sociometry, as long as they are not asked about their 
personal feelings, especially their personal rejections.



5 Measurement of Classroom 
Climate

CLASSROOM CLIMATE: A SALIENT RESEARCH 
DOMAIN IN EDUCATIONAL PSYCHOLOGY

Classroom climate (CC)—also referred to in the literature as “classroom 
environment,” “learning environment,” or “classroom culture”—is today 
one of the fl ourishing areas of research in educational psychology. Exten-
sive research on CC has been conducted and published since the 1980s in 
Australia, in several countries in the Far East, and in the USA and Europe. 
A new scientifi c journal (“Learning Environment Research”) was estab-
lished in 1998, and a new Special Interest Group of the American Educa-
tional Research Association is focused on CC (both headed by Barry Fraser 
of Australia). A large number of questionnaires and instruments for the 
measurement of CC have been constructed, validated, and published for 
public use (see Fraser, 1998; Dorman, 2002).

This book covers three central domains in the psychology of the class-
room that provide teachers with important applied knowledge for dealing 
with their classrooms:

 1. Classroom climate and learning environment (the topic of the present 
chapter);

 2. Teacher expectancies, self-fulfi lling prophecies and teachers’ differ-
ential behavior in their interactions with students (Part III, Chapters 
6–8);

 3. Classroom management (Part IV, Chapters 9–11).

It would have been most advantageous if these domains would have been 
integrated with each other, but unfortunately they have remained distinct 
and the three literatures are separate from each other. To put these domains 
in perspective and to understand their origins, a brief historical background 
is provided next:

 1. Classroom climate (CC). This domain grew from methodological 
developments in the measurement of various social environments such 
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as hospitals, prisons and different types of workplaces by Rudolf Moos 
(1974, 1978). The growing emphasis on high-inference measurement in 
educational research in the 1970s and 1980s (see later discussion) gave 
a push to extensive measurement of classroom environment as well. 
Work was conducted concurrently by Moos & Trickett (1987), by Her-
bert Walberg (in examination of innovative projects in science teaching 
in the USA), and by Barry Fraser in Australia. This fi eld emphasizes 
methodological and measurement issues and remains strongly (though 
not exclusively) connected to science teaching and to measurement of 
the outcomes of educational innovations. However, the concept of CC 
is highly relevant to all classrooms and all educational environments, 
regardless of age level, content discipline or any other dimension.

 2. Classroom Management (CM). This domain grew within the fi eld of 
teacher education out of efforts to defi ne ways for teachers to effec-
tively manage their classrooms. The historical roots of the contempo-
rary approach to CM (see Brophy, 2006) can be found in the human 
relations movement and in early attempts to create collaborative and 
“democratic” classrooms (Schmuck & Schmuck, 1975). The fi eld of 
CM tends to be quite ideological. The ideas and techniques for CM 
are strongly infl uenced by particular images of the ideal classroom 
held by the infl uential leaders of the fi eld (see Chapter 9). Thus, CM 
tends to be process-oriented whereas the CC literature is more mea-
surement-oriented. Scrutiny of the CM research literature shows that 
CM researchers usually do not tend to employ CC instruments, pre-
ferring instead to construct their own ad-hoc questionnaires.

 3. Teacher expectancies and self-fulfi lling prophecies. The origin of this 
domain is clearly traced to the phenomenon of “Teachers’ Self-Ful-
fi lling Prophecy,” fi rst exposed in the dramatic study “Pygmalion in 
the Classroom” (Rosenthal & Jacobson, 1968). Teachers’ expecta-
tions might facilitate or hinder the academic performance and/or the 
self-image of particular groups of high- or low-expectancy students 
through teachers’ differential treatment of those students. This pos-
sibility raises a grave concern that must be considered and dealt with 
(see Chapters 6 & 7). And indeed, a multitude of research on teacher 
expectancies has been published in the last forty years. This domain 
is also more process-oriented, but it is not connected with any specifi c 
educational ideology and this topic was actually de-emphasized in the 
CM literature

Given the distinct circumstances of the development of these three domains, 
it is easy to understand why they fl ourished as independent fi elds of research. 
And yet, the classroom teacher is necessarily involved in classroom phe-
nomena representing all three domains. Expectancy effects, CM and CC 
are intertwined in the daily realities of the classroom society.



54 The Social Psychology of the Classroom

WHAT IS CLASSROOM CLIMATE?

The concept CC is a global summary of the psycho/social/emotional and 
organizational/managerial state of the classroom. It is measured via numer-
ous questionnaires and instruments, and constitutes an important construct 
in educational research on classrooms and schools. CC can serve both as a 
predictor or independent variable (for example, to predict academic achieve-
ments from CC) and as a criterion or dependent variable (for example, to 
examine the success of educational interventions in changing CC, or for 
investigating the infl uence of class size or level of heterogeneity on CC). CC 
refl ects students’ overall satisfaction, their degree of contentedness and the 
classroom atmosphere and harmony. Classrooms with high positive climate 
are characterized by mutual support and fair division of social infl uence, by 
much interpersonal attraction and little friction, by open communication 
and norms supportive of everybody’s success, and by the best academic 
achievements given students’ abilities. Some authors might have added to 
this description a collective division of authority and responsibility among 
the teacher and the students or even collective decision-making, but the lat-
ter characteristics are not consensually held.

Walberg (1981) theorized about global “educational productivity” and 
saw school learning as a function of three clusters of components: (a) Stu-
dents’ age, given abilities and motivations; (b) The quality and quantity of 
instruction; and (c) The psycho-social environment of the classroom, of the 
school and the peer group. As a global concept, CC is understood intui-
tively very clearly by students and teachers. However, CC is not as easy to 
defi ne operationally because it involves decisions which specifi c phenomena 
should be included and what should be their relative weights in the global 
index. But somehow all potential components and sub-structures seem to 
be encapsulated into one global concept of CC, and everybody understands 
that global concept. Some of the methodological issues and their implica-
tions for teachers are discussed later in this chapter.

“LOW INFERENCE” VERSUS “HIGH INFERENCE” 
CLASSROOM CLIMATE RESEARCH

Three general approaches were used over the years to assess classroom 
environment:

 1. Conducting classroom observations by trained observers to code spe-
cifi c behaviors and events. This approach is known as low-inference 
measurement (Chavez, 1984), or alpha press (Murray, 1938), and is 
also known as the teacher-centered approach.

 2. Collecting students’ perceptions of CC through self-report question-
naires. This approach is known as high-inference measurement, or 
beta press, and also known as the student-centered approach.
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 3. Using ethnographic and qualitative methods, including participant-
observations and interviews. (Because of the strong methodological 
and quantitative nature of the fi eld, qualitative methods were used 
quite infrequently in CC research).

In low-inference research (or alpha press in its former formulation), CC is 
measured objectively through systematic behavioral observations by trained 
adult observers, by tests and by manipulations of experimental conditions. 
The theoretical assumption in the early low-inference research was that 
teachers’ behavior is the critical factor in the formation of classroom envi-
ronment (Fraser, 1991, 1994).

The most salient study in this tradition was published in 1939 by Lewin 
et al. (see Chapter 3). They manipulated experimentally teachers’ leader-
ship styles (autocratic, democratic and laissez-faire leadership styles) and 
examined their effects on students’ behavior and educational outcomes. 
As could be expected, democratic leadership yielded the most positive 
outcomes, whereas laissez-faire leadership was inferior to democratic and 
autocratic leadership in almost every respect. That study became a classic, 
a landmark in behavioral research on leadership. In that research tradi-
tion, various observational instruments for the assessment of group and 
classroom processes were developed. The instruments by Bales (1965, for 
interactions in groups) and Flanders (1970, for analysis of classroom inter-
action) have been used for decades, and Good and Brophy’s book “Looking 
in Classrooms” is today in its 9th edition (2003).

Because low-inference measurement involves direct observations with 
valid instruments, it was considered highly objective. In contrast, beta 
press (high-inference measurement) represented the classroom environment 
as perceived and subjectively experienced by the students. Even early on, 
Murray (1938) speculated that beta press might exert greater infl uence on 
students’ behavior because it is what they feel, interpret and respond to. 
In fact, both practical and theoretical considerations led to the historical 
transition from teacher-centered, objective, low-inference measurement to 
the student-centered, more subjective high-inference measurement of CC 
that is dominant today.

The practical consideration is very simple. The less expensive the research 
and the more it can be conducted with limited resources, the higher the 
chances for more research to be conducted in schools. Research based on 
systematic behavioral observations in classrooms is very expensive and 
requires considerable investment of resources. In addition, the measurement 
process itself—especially the presence of observers or a camera—interferes 
with the routine fl ow of classroom life. Research on classroom environ-
ments began to bloom when researchers turned to use inexpensive and 
easy-to-administer high-inference student questionnaires. Furthermore, 
high-inference measurement via students’ questionnaires can be conducted 
by the schools (and by the teachers), whereas low-inference measurement 
requires professional experts from outside. Thus, the shift made it possible 
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to conduct in-house action research and to utilize the measurement of CC 
for applied purposes.

The conceptual consideration stemmed from a certain doubt about the 
theoretical assumption that teacher’s conduct is the major factor determin-
ing CC. Today, researchers prefer to view CC as a student phenomenon, 
and put the emphasis on their subjective reactions to particular contingen-
cies in the classroom. In the past, typical behaviors (such as: “acts as a 
democratic leader,” or “uses punishment,” or “praises a lot”) were inter-
preted in a uniform and static manner. But the growing trend in social 
psychology has been to think that particular behaviors acquire their mean-
ings only in the unique situations within which they are enacted. This is 
salient in the study of leadership, which has shifted from s static conception 
(with assertions such as: “democratic leadership contributes to social cli-
mate” or “autocratic leadership hinders group harmony”) to a contextual 
and situational view of transformational leadership (see Bass & Riggio, 
2006) where particular leadership behaviors have no fi xed meanings. In 
certain classrooms, teacher’s autocratic leadership might contribute to posi-
tive CC, whereas democratic leaders might sometimes hinder CC and be 
ineffective in particular situations. The current conceptualization, based 
on high-inference measurement, maintains that students’ self-reports best 
capture the uniqueness of every classroom, and students’ subjective experi-
ence refl ects all social processes in the classroom, including the effects of 
teacher’s conduct.

Therefore, the measurement of CC is conducted today almost exclusively 
via self-report questionnaires administered to the students. In those ques-
tionnaires student express their opinions and make judgments about the 
various characteristics of CC. These judgments are presumably objective 
(e.g., opinions about friction or satisfaction in the classroom), but they are 
based on the subjective experience of the responding student. Readers are 
reminded of the discussion of the differences between affective sociometry 
and cognitive sociometry in the previous chapter. In CC measurement, stu-
dents are employed in a cognitive capacity as judges of social aspects in 
their classroom society, basing their judgments on their subjective experi-
ences within the classroom.

In the same way as in sociometric research, an unresolved conceptual 
question still remains open—whether the averaged summary judgments of 
the entire classroom can be considered as representing its objective reality. 
One student’s report is probably very subjective, but the averaged ratings 
of all students might be considered a more objective refl ection of classroom 
reality. On the other hand, perhaps even the classroom average represents a 
subjective experience of the collective that might deviate from objectively-
measured reality. Let’s assume, for example, that the students in a given 
classroom show consensus in their (averaged) ratings that their teacher 
is very strict and uses much punishment, but an objective measurement 
through behavioral observations shows that the teacher is not particularly 
strict and does not use much punishment compared to other teachers. The 
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objective fi nding does not reduce the need to fi nd out why the students in 
that classroom feel the way they feel, and what events led to their consen-
sual judgment.

SPECIFIC COMPONENTS IN CLASSROOM 
CLIMATE QUESTIONNAIRES

CC is measured through students’ self-report questionnaires. Fraser (1998) 
described nine major questionnaires that have been widely used, and many 
more instruments are readily accessible today. The purpose of this section 
is to provide readers with a comprehensive list of the different CC com-
ponents and factors appearing in the various published instruments. Each 
instrument emphasizes particular components and fi ts defi ned populations. 
Potential users—researchers and practitioners alike—can pick up among 
the multitude of available instruments and make up combinations that best 
fi t their specifi c purposes. They can choose to use an existing questionnaire 
(often in long or short form); they can combine sub-scales from different 
questionnaires; and they can add new self-report items to assess a particu-
lar aspect or phenomenon.

Every questionnaire is divided into several factors which represent dif-
ferent components of classroom environment. Each factor is represented 
in the questionnaire by several items, usually randomized in their order 
of appearance. The total score summing all items (reversing items that are 
presented negatively, such as “there is a lot of tension in this classroom”) 
represents overall CC, but separate scores for each factor are usually exam-
ined as well, because they represent defi ned components. Regardless of the 
particular questionnaire or combination of sub-scales used, the overall CC 
summary score is generally accepted as representing the global concept of 
CC or classroom environment, with higher scores refl ecting a more positive 
and desirable CC. To increase the diagnostic capacity, especially in action 
research in school, attention can be given to particular individual items in 
the questionnaire.

Following Moos (1974), the components of social climate in the various 
questionnaires are divided into three dimensions:

 (I) The relationships dimension: Students’ judgments about social pro-
cesses in the classroom, support, personal involvement, competition, 
friction, etc.

 (II) The personal development dimension: Students’ reports about oppor-
tunities for personal growth and self-enhancement in the classroom, 
particularly in terms of opportunities for learning and for other school 
objectives.

 (III) The system management and system change dimension: Students’ 
judgment about classroom organization, order, clarity, confl ict man-
agement and teachers’ behavior.
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The following list presents the major components and factors within 
each of these dimensions, with sample items as examples. The descrip-
tion is quite lengthy and rather detailed, because this classifi cation illu-
minates many important items and aspects in the social psychology of 
the classroom. Readers may fi nd this detailed list and the examples help-
ful even if they do not intend to become involved in actual measurement 
of CC.

I. The relationships dimension. This dimension describes the classroom 
society as experienced by the students in terms of interpersonal relations. 
The various components characterize the atmosphere in the classroom and 
document student satisfaction and contentedness—the extent to which the 
classroom is a likable, enjoyable environment. Within this dimension, the 
components used in the different questionnaires can be further sub-divided 
into: (A) Those focusing on the individual (scores averaging all students’ 
judgments as to how “the student” in this class feels); (B) Those focusing 
on interpersonal relations among students in the classroom; and (C) Those 
focusing on relevant teacher behaviors.

I.A. Factors focusing on the experiences of the individual student in the 
classroom:

1. Satisfaction—the overall sense of well-being in the classroom (sam-
ple items: Students seem to like this classroom; children like to 
come to school to this classroom).

2. Participation—(sample items: Students like to participate in class-
room activities; in our classroom everybody participates with 
others).

3. Involvement—the sense that most students feel involved in the 
classroom and partake willingly in its various academic and social 
activities.

4. Personal relevance—the degree to which students feel that what-
ever takes place in the classroom is relevant and meaningful for 
them (and, one might add, the degree to which they feel that they 
are “relevant” in the classroom).

5. Apathy—a negative component describing students’ lack of interest 
and lack of participation in the classroom, actually the absence of 
all characteristics that have been described in this list.

I.B. Factors focusing on interpersonal relations in the classroom:

1. Cohesiveness—the overall sense of unity and cohesion of the class-
room society, a kind of bonding which is manifested by a collective 
classroom identity (sample items: We all feel united in school; “all 
for one, one for all”).
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2. Affi liation—feeling emotionally connected to other students and 
to the group.

3. Cliqueness—division of the class into separate groups (sample 
items: The classroom has several groups that don’t talk to each 
other; some students keep together and have nothing to do with 
the other students).

4. Competition/Cooperation—this factor appears in both the rela-
tionships dimension (as related to social factors in the classroom) 
and in the personal development dimension (as related to the 
learning atmosphere and the academic environment). As a social 
dimension, a competitive atmosphere means that one always has to 
compete with others or that subgroups (cliques) compete with each 
other for position of power and infl uence.

5. Friction—an atmosphere of tension (sample items: In this class-
room, children are always fi ghting each other).

I.C. Factors focusing on teacher’s behavior (within the relationships 
dimension):

1. Teacher personal support—the degree to which the teacher is per-
ceived by the students as taking personal interest in (all) individual 
students, as considerate and understanding of students’ feelings, 
and as attentive to students’ needs and supportive in crises.

2. Favoritism—the degree to which students are treated equitably or 
diffenrentially in the classroom. Later chapters deal extensively 
with the issue of teachers’ differential behavior in interaction 
with students (Chapter 7), and with the teacher’s pet phenomenon 
(Chapter 8) which describes instances of extreme emotional favor-
itism in the classroom. Perceptions of teacher favoritism can seri-
ously damage students’ satisfaction and hinder CC.

II. The personal development dimension. This dimension focuses on the 
academic aspects of classroom climate as related to teaching and learn-
ing. The students characterize the academic atmosphere, the teaching style 
and the kinds of demands they face in the classroom. The next paragraph 
contains a list of six main factors of the personal development dimension 
appearing in various questionnaires. These dimensions are general (e.g., 
diffi culty, task-orientation) and therefore important for the analysis of the 
climate of every classroom. Researchers add more specifi c components 
(e.g., investigation, open-endedness) when they want to examine specifi c 
teaching methods or particular interventions.

The main factors in the personal development dimension are:

1. Diffi culty—students’ assessment of the overall level of diffi culty of 
studies in that class. Level of diffi culty is an important dimension 
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of CC—and the atmosphere in diffi cult classes might be radically 
different from the atmosphere in easy classes. However, students 
may fi nd it diffi cult to assess overall diffi culty of studies for the 
entire classroom and to distinguish it from their personal experi-
ence of level of diffi culty.

2. Competitiveness—some schools and some classrooms are designed 
to be competitive and to encourage academic competition, whereas 
other schools and teachers try to dull the competitive edge and to 
emphasize a more cooperative learning style.

3. Speed—another dimension of the academic style, whether the pace 
in the classroom is rushed or relaxed, and whether pressure is put 
on students to quickly move on from one task to the other.

4. Task-orientation—the extent to which the academic tasks are per-
formed with minimal interference, and teachers spend less time 
in non-academic activity (sample items: Activities in this class 
are clearly and carefully planned; in this class we learn and study 
almost all the time).

5. Involvement—the extent to which all or most of the students are per-
sonally involved in the academic activities (sample item: Most stu-
dents in this class really pay attention to what the teacher is saying).

6. Responsibility—the shared feeling of responsibility and commit-
ment to learning among students, the sense that the class and the 
teacher are working together.

III. The system management dimension. Moos defi ned this dimension as 
including “system change,” and some questionnaires indeed included open-
ness to change as a characteristic of CC. Because many classroom envi-
ronment studies were initially designed to examine the effects of various 
educational interventions, researchers felt that the questionnaires should 
include factors such as innovation, individualization, and openness to 
change. Other researchers were keen on advocating a particular ideology 
about CM, and therefore emphasized climate factors such as democracy, 
student freedom, and formality. In the following list, I included only the 
factors directly related to CM.

The main reason for teacher failure and attrition is their diffi culty in 
handling discipline problems and being effective in CM (see Chapter 3). 
Clearly one of the fi rst prerequisites for being a good teacher is the ability 
to control the classroom, to prevent and subsequently to solve problems. 
For the students, too, the system management characteristics are critical 
factors in determining CC.

The factors in the system management dimension:

1. Teacher control—the extent to which the teacher is successful in 
controlling the classroom effectively (sample items: The teacher is 
well in control of this classroom; the teacher can successfully solve 
every problem).
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2. Order and organization—(sample item: Students know how to keep 
order in this classroom; our classroom is very well organized).

3. Rule clarity—(sample item: In this class we have a clear set of rules 
to follow).

4. Strictness—teacher’s style in controlling the classroom and main-
taining order (sample items: Students know that every infraction 
will be punished; our teacher is very strict; our teacher gets angry 
very easily).

ITEMS OF THE SHORT FORM OF MY CLASS INVENTORY (MCI)

The specifi c items of the short version of the MCI are presented next for 
practical purposes of potential users. The long list of factors in the system 
management dimension was presented to illuminate dimensions and aspects 
of the social psychology of the classroom. In contrast, the following instru-
ment is intended for readers who are interested in actual measurement of 
CC. The MCI (Fraser, Anderson, & Walberg, 1982; Fraser & O’Brien, 
1985) is widely used in elementary school classrooms by both researchers 
and practitioners involved in action research. The short form consists of 
fi ve factors: Satisfaction; Friction; Competitiveness; Diffi culty; and Cohe-
siveness. Each item is answered by “yes” or “no”; negatively worded items 
are reversed in the scoring; and scores are added up for each factor.

Item # Item Direction

Factor 1: Satisfaction
1 The pupils enjoy their schoolwork in my class +
6 Some pupils are not happy in class -
11 Children seem to like the class +
16 Some of the pupils don’t like the class -
21 The class is fun +

Factor 2: Friction
2 Children are always fi ghting with each other +
7 Some of the children in our class are mean +
12 Many children in our class like to fi ght +
17 Certain pupils always want to have their own way +
22 Children in our class fi ght a lot +

Factor 3: Competitiveness
3 Children often race to see who can fi nish fi rst +
8 Most children want their work to be better than their 
 friend’s work +
13 Some pupils feel bad when they don’t do as well as the others +
18 Some pupils always try to do their work better than the others +
23 A few children in my class want to be fi rst all of the time +
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Factor 4: Diffi culty
4 In our class the work is hard to do +
9 Most children can do their schoolwork without help -
14 Only the smart pupils can do their work +
19 Schoolwork is hard to do +
24 Most of the pupils in my class know how to do their work -

Factor 5: Cohesiveness
5 In my class everybody is my friend +
10 Some people in my class are not my friends -
15 All pupils in my class are close friends +
20 All of the pupils in my class like one another +
25 Children in our class like each other as friends +

CONCEPTUAL ISSUES AND METHODOLOGICAL 
PROBLEMS IN MEASUREMENT OF CLASSROOM CLIMATE

In the past few decades we witness heavy measurement of CC in educational 
research and in action research within schools. As previously shown, numer-
ous factors and dimensions of CC have been defi ned, and many different 
questionnaires have been constructed. The questions (items) in climate ques-
tionnaires are simple and straightforward, designed to enable even young 
students to form and express opinions and to judge classroom processes. As 
mentioned, it is also quite possible to invent new items and to add new fac-
tors when the need arises. Thus, we have a rich fi eld of meaningful investiga-
tion open to teachers, schools, and practitioners no less then to educational 
researchers. However, some conceptual, methodological and ethical prob-
lems must be discussed, because they might infl uence potential application.

The Issue of “Climate” as a Global Concept 

Intuitively, it is very easy and meaningful to discuss “CC” as a global, 
monolithic concept with a relatively uniform meaning. Researchers indeed 
discuss overall high or low CC interchangeably among various question-
naires and the generalization is accepted. Thus, like IQ, CC is treated as 
an all-inclusive term—much as IQ sums up cognitive ability, the climate 
score sums up a social reality. But the global score in climate question-
naires is problematic, and the overall score averaging all factors is not read-
ily interpretable. Some factors (for instance satisfaction, friction, apathy, or 
discipline problems) can be consistently determined as representing positive 
or negative climate, but numerous other factors (such as speed, diffi culty, 
or even academic competition) cannot be divided dichotomously, and one 
cannot be sure whether to assign a positive or negative climate sign to them. 
Therefore, an overall score averaging all factors should be treated very care-
fully, and distinct factors and dimensions should be examined separately.
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Classroom Climate as a Continuum

The two ends of the CC continuum are easy to understand, when a class-
room has a distinct highly positive or highly negative climate. But for the 
majority of classrooms in the middle of the continuum, it is more diffi cult 
to understand the nature of their affective status. Unlike IQ or achieve-
ment scores, the absolute score (the actual number representing the class-
room mean) does not have a clear consensual meaning. Many of the factors 
included in the measurement of CC are not linear, and the positive meaning 
might be found in the middle of the continuum rather than at the upper 
end. For example, for speed, or diffi culty, or pressure put on students, too 
much and too little are negative, whereas the desired level is the middle, 
moderate intensity.

Within-Classroom Variation

In typical analyses of CC data, researchers use classroom means as the 
datum for analysis and comparison. The mean is the best statistical indi-
cator of central tendency in a given distribution, and the use of class-
room means in educational research is certainly justifi ed. But every mean 
always has some distribution of scores around it, and the magnitude of 
the variance is quite important, especially in action research within the 
school. The larger the variance, the more the students disagree with each 
other in their judgments of classroom reality, whereas small variances 
indicate greater consensus. For big time researchers, variance is a nui-
sance, and they prefer to stick to means and ignore the variance. But in 
order to understand more deeply a given classroom, the intensity of con-
sensus or disagreement among students is an important indication, and 
it is doubly important if the variation is systematic rather than random. 
If boys and girls assess a given factor differently, or if low-achievers 
report certain judgments in a systematically different manner than high-
achievers, those differences should be diagnostic in making inferences 
from the data.

How Can We Know What is “True” in Subjective Judgments?

High-inference questionnaires trace students’ judgments based on their 
subjective experience in the classroom, but researchers would like to give 
students’ judgments a cloak of objectivity. As discussed earlier, the use of 
classroom means is a partial solution, but still, even a classroom mean only 
averages a collection of subjective reports, and the question of the true 
objective nature of what characterizes a given classroom is still nagging. 
As mentioned earlier, some researchers argue that subjective reality, even if 
biased, is the truth in children’s eyes, and is therefore valid. Other research-
ers would wish to anchor means of subjective reports with at least some 
evidence of more objective data.
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In any event, a common myth must be explicitly ruled out, and that is 
the belief that teachers’ reports about classroom reality are more accurate 
and objective than the averaged student judgments. Teachers’ judgments 
seem to be as biased as those of their students—although not necessarily 
for the same reasons and not in the same directions. In fact, teachers are 
less informed than their students about the social life of the classroom soci-
ety and their perceptions tend to be more glowing and positive than those 
of their students.

Ethical Considerations

When sociometric measurement was discussed in the previous chapter, I 
emphasized the ethical problems involved (a) in the violation of students’ 
privacy, and (b) in the excitement that the sociometric measurement evokes 
in the classroom. I mentioned that education authorities are wary of socio-
metric measurement. They try to minimize its use by withholding permis-
sion to administer sociometric tests unless the potential benefi ts to the 
responding students can be indicated. Sociometric measurement presents 
a more severe ethical problem than CC measurement because children are 
asked (actually required) to express their innermost feelings of attraction 
and rejection, and they are required to identify themselves and their peers 
by name. I also mentioned that “cognitive sociometry,” where children 
report their judgments about “types” and role holders in the classroom 
without identifying themselves and without expressing their personal feel-
ings, constitutes less of a problem from the ethical point of view.

The anonymous administration of CC questionnaires and its focus 
on classroom phenomena rather than personal attractions and rejections 
makes it less problematic, but one should still be aware of ethical pitfalls. 
The topics raised in the questionnaire evoke much excitement, because they 
are usually unspoken and unmentioned in the classroom. Therefore, the 
mere focus on the socio/emotional undercurrents in the life in the class-
room society and the fact that students are asked to judge and to express 
their opinions about the classroom and about the teacher might affect the 
classroom negatively.

Presumably it is very easy to maintain anonymity, but when teachers 
examine data of their students’ views of the classroom process, it would 
be quite diffi cult for them to overcome their curiosity . . . When the data 
illuminate surprising facts, and especially when insulting or angry judg-
ments are exposed, or when a few students gave responses that differed 
dramatically from the consensus of the other students—the urge to fi nd out 
who wrote what or to take some action on the basis of guesses about the 
identities of particular respondents might be very powerful.

One of the major applications in CC measurement is to provide teach-
ers with feedback data of the averaged responses of their students. Teach-
ers who are fl exible and open to feedback can derive great benefi ts from 
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such feedback data. I think that sometimes feedback data, especially when 
the data reveals new facts or information that differs from the teachers’ 
own view can be benefi cial to the teacher. However, feedback data might 
sometimes disrupt teachers’ work and throw them off-balance. In addi-
tion, attempts to remedy the situation by corrective interventions are not 
always successful—they might lead to excessive correction or to attempts 
to change aspects that are basically unchangeable (see Chapter 16). There-
fore, great care and awareness are required when teachers make use of CC 
questionnaires in their classrooms. Probably teachers should consult with 
peers, counselors or school psychologists before the administration, and 
particularly when they actually examine the data and try to design correc-
tive interventions.

VARIATIONS IN ADMINISTRATION AND ANALYSIS 
OF CLASSROOM CLIMATE QUESTIONNAIRES

A wide range of published questionnaires (including short forms) is avail-
able to practitioners, and it is always possible to construct new items and 
scales to fi t particular objectives. Therefore, the potential for using CC 
questionnaires in action research within schools as a tool for improving 
teacher practice is great. Next, several additional variations of CC applica-
tion are described.

In the conventional CC questionnaire, students report their judgments 
about the actual, or current situation in their classroom. A known varia-
tion (Fraser, 1998) is to ask students to fi ll out the same questionnaire a 
second time and to describe the preferred state, how they wish the class-
room situation to be. (Minor changes in wording are required, like “there 
should be” instead of “there is”). Readers probably recall an earlier dis-
cussion (Chapter 2) about the ideal self and the actual self, how the size 
of the gap between them serves as an index of psychological adjustment. 
Here, too, the gap between the preferred and the actual CC might have 
the same meaning on a collective level, a statistically-inferred index of 
classroom well-being.

A second known variation is to ask the teachers themselves to fi ll out the 
questionnaire given to their students, and to compare agreement and dis-
agreement between students’ and teachers’ judgments. That can be quite 
illuminating, especially if a varied pattern of agreement and disagreement 
across the various factors and items is discovered. In my own research, I 
tried two sub-variations in teacher questionnaires—one is to ask teachers 
to provide their own judgments about the classroom situation, the other 
to ask teachers to try to guess the averaged ratings of their students. The 
two options require teachers to access cognitively two different types of 
information. These variations, combined, provide several very interest-
ing cross-comparisons between actual and preferred states and between 
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students and teachers. One should remember, though, that teachers’ view 
of CC is no less subjective than students’ views, and perhaps they have a 
stronger need to perceive the classroom (and their own conduct in CM) in 
a particular light!

Returning to student questionnaires, another variation involves the per-
sonal questionnaire. Here, instead of being asked to judge the overall class-
room situation, the student responds to each item as it applies personally 
to her/him. Instead of “the teacher is concerned about students’ needs” the 
wording becomes “the teacher is concerned about my needs,” and instead 
of “the work in this class is diffi cult” the personal item reads: “I fi nd the 
work in this class diffi cult.” Some differences between the personal and the 
collective questionnaires are typically found, and students’ ratings on class 
forms tend to be systematically higher than their ratings on the personal 
forms. It is particularly interesting, however, to diagnostically identify for 
a specifi c classroom the unique pattern of gaps between these forms. Fraser 
(1998) suggested an expedient strategy where the class is randomly divided 
into two groups, one half is asked to fi ll out the regular class form, and the 
other half fi lls out the personal form.

RESEARCH ON CLASSROOM CLIMATE

Much research on CC and school environment has been published in the 
last thirty years. The fi eld has become a central domain of educational 
research, especially with regard to the psychology of the classroom and the 
analysis of factors contributing to various types of educational outcomes. 
Much of the research has been focused on the construction of different CC 
instruments (for various populations and developmental levels, for different 
research questions and applications, and following different conceptualiza-
tions of classroom environment) and the examination of their reliability 
and validity (see Dorman, 2002; Fraser, 1994, 1998).

Beyond the construction and validation of instruments, there has been a 
dual usage of the CC phenomenon in research: One direction is to predict 
CC—to examine factors that can cause negative or positive CC and how 
CC could be changed. In such research CC is the criterion or dependent 
variable. The other direction is the methodological opposite, where CC is 
examined as a predictor, or independent variable, to predict a variety of 
phenomena and educational outcomes. The prime example of this direction 
is the research on students’ academic achievements and other educational 
outcomes in classrooms differing in various characteristics of CC (see next). 
The fi rst direction also includes studies that examine the personality and 
behavioral attributes of good and effective teachers, where resultant CC is 
used as the predicted criterion. Of course such studies would not necessar-
ily be labeled “CC research,” and they might be also be identifi ed as CM 
research or good teaching research (see Chapter 9 and Chapter 3). This 
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dual usage of CC enriches the research and widens the possibilities for both 
research and application.

As mentioned, the central research question focuses on the infl uence (or 
association) of CC on students’ educational outcomes. It can be summa-
rized very succinctly that positive CC is good! Most studies indeed show 
that positive CC is systematically associated with a multitude of positive 
educational outcomes both in the academic domain and the social/affective 
domain. Quality of CC is consistently found to be a signifi cant determi-
nant of students’ learning and other outcomes (see, for example, Dorman, 
2002; Fraser, 1994, 1998; MacAuley, 1990). To quote Barry Fraser, “bet-
ter achievement on a variety of outcome measures was found consistently 
in classes perceived as having greater cohesiveness, satisfaction and goal 
direction and less disorganization and friction” (1998, p. 20). MacAuley 
(1990) elaborated that classrooms characterized by high degrees of teacher-
direction, structure and order tend to produce most favorable student out-
comes. MacAuley focused her attention on students with behavioral defi cits 
(that is, problem students), and argued that the importance of structure, 
order, rule clarity and organization cannot be underestimated, especially 
in schools increasingly burdened with students’ inability to conform to 
socially acceptable norms of behavior. A happy, satisfi ed, content classroom 
is a good classroom for attaining a wide range of schooling objectives, and 
it constitutes a productive environment for the students in the classroom 
society. Other studies emphasized the shift from competitive to coopera-
tive classrooms and the importance of teachers’ understanding and empa-
thy in creating a helpful/friendly environment and in developing students’ 
pro-social skills. The latter fi ndings are well in line with the contemporary 
conceptualization of CM (see Chapter 9).

Some research has focused on the differences between students’ rat-
ings of their actual CC and their view of their preferred CC. Differences 
between the preferred and the actual environment (labeled by Fraser “the 
person–environment fi t”) always exist, but educational outcomes improve 
when that difference is smaller (Fraser & Fisher, 1983). Achievement of a 
better match between students’ preferences for CC and the actual charac-
teristics and instructional settings of the classroom is an important con-
dition for maximizing students’ cognitive, social and affective outcomes. 
In action research, both actual and preferred students’ ratings of CC can 
provide specifi c data that might enable teachers to plan changes in CM. As 
mentioned, systematic evidence also shows that teachers’ own ratings of 
their CC are more positive than students’ actual ratings in many aspects 
of classroom environment (Dorman, 2002; Fraser, 1998). Such gaps pro-
vide excellent feedback data for the planning of change, where particular, 
specifi c differences of opinion are identifi ed and analyzed. In general, all 
reviews of CC research cite various studies that illustrate the advantages of 
CC questionnaires and CC data in teacher education and in ongoing teach-
ers’ training in the schools.



68 The Social Psychology of the Classroom

Finally, CC research continuously accompanied the implementation of 
educational innovations throughout the past forty years. Ever since Herbert 
Walberg’s involvement in the Harvard Project Physics (Walberg & Ander-
son, 1968), the assessment of classroom environment became a necessary 
component in evaluating the contributions of various educational interven-
tions and innovations. This trend has intensifi ed in recent decades, espe-
cially in connection with the implementation of technological innovations 
and various programs in science education. Numerous studies have been 
conducted in Australia (Fraser, 1994, 1998), in the Far East (e.g., Goh & 
Fraser, 1998) and in many other countries. Most innovations are associated 
with (some would simply say “cause”) improvements in CC. Classrooms 
that go through educational innovations tend, in general, to be happy class-
rooms. However, glowing reports on the success of some educational inter-
ventions (especially in infl uencing CC) might also be due, at least in part, 
to Hawthorne Effects.

THE PHENOMENON OF “HAWTHORNE EFFECT”: AN OBSTACLE 
TO RESEARCHERS, A POTENTIAL GIFT FOR PRACTITIONERS

The Hawthorne Effect is a classic phenomenon that emerged from experi-
ments designed to increase workers’ productivity through changes in the 
workplace at the Hawthorne Works factory outside Chicago from 1924 to 
1932. The initial purpose was to examine whether changes in illumination 
would infl uence workers’ productivity. Subsequently many other changes 
(e.g., maintaining cleaner workstations, clearing fl oors of obstacles, relo-
cating workstations, etc.) were implemented, and their effects on produc-
tivity were measured. It turned out that any change that was implemented 
resulted in increased productivity for a short period of time and later 
returned to normal levels. Even a change back to a previous state resulted 
in an increase in productivity.

The unavoidable conclusion was that the mere fact that a change or an 
innovation is implemented was suffi cient in itself to improve workers’ per-
formance regardless of the specifi c nature and content of the particular 
innovation (Landsberger, 1958; Mayo, 1933). The improvement is probably 
caused (or mediated) by the increased motivation of the workers who par-
ticipate in the project, fueled by the intense involvement and investment of 
the innovators (experimenters). Both contribute to create a positive dynam-
ics of change in the social environment. In folk wisdom “A new broom 
sweeps better!” and the Hawthorne Effect indicates that, on principle, any 
new broom might sweep better!

For experimenters and innovators, the Hawthorne Effect is a night-
mare—a potential bias that might discredit their successful projects and 
threaten the validity of their fi ndings. If the implementation of any change 
would lead to favorable results, how can you prove that your particular 
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idea and particular innovation had been the cause of the improvement? 
And indeed the proper design for studies evaluating the implementation of 
innovations requires the inclusion of a control condition (placebo condition) 
where an alternative treatment—equally invested in resources, involvement 
and change dynamics but differing in the content of the treatment—is com-
pared to the intended innovation (Rosenthal, 1966). Hawthorne effects can 
demonstrate dramatic improvements, but these are short-lived and perfor-
mance returns to the previous normal level once the excitement of the proj-
ect withers down.

The danger of Hawthorne Effects is very apparent in education. Edu-
cational projects and innovations of many types tend to be successful in 
their initial experimental stages. Their success might be due, at least in 
part, to Hawthorne Effects. The problem begins when, following success-
ful results of the pilot intervention, wide range implementation of the inno-
vation in an entire educational system is planned. Now the innovation must 
be applied by a wider population of educators who lack motivation and 
involvement, and who do not particularly wish to invest extra energies in 
somebody’s innovation. And then, the positive outcomes documented in 
the earlier stages begin to wither! Therefore, we should always be skeptic 
about glowing reports on the positive outcomes of evaluation research on 
new innovative interventions. The inclusion of appropriate placebo control 
conditions in the evaluation research is required in order to rule out pos-
sible Hawthorne Effects.

Many fl ops of this kind are known in educational research, where wide-
range implementation failed to fulfi ll the expectations based on the success 
of experimental projects in improving CC and students’ performance.

But the lessons to be learned from the Hawthorne Effect phenomenon for 
practitioners, teachers and action researchers in the schools are quite differ-
ent and rather positive. If a new broom sweeps better, let’s introduce new 
brooms periodically in the classroom, and let’s enjoy their sweeping effects. 
The classroom teacher is responsible for her/his own classroom, and there-
fore the improvement that might be caused by any kind of intervention is 
positive and welcome, even if no more than a Hawthorne Effect had taken its 
effect. A temporary revival of good spirits and improved atmosphere might 
trigger a dynamic magic cycle, and positive outcomes tend to increase the 
probability for additional positive products. Thus, in terms of educational 
practice, teachers should aspire to introduce different innovations periodi-
cally into their classroom life and to maintain the spirit of changeability as 
a characteristic of the classroom society. Of course the innovations would 
represent the best ideas for change that the teacher might have for the stu-
dents in the classroom, and then the content of the innovation, in addition 
to the dynamics of change, would contribute to the classroom.
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6 “Pygmalion in the Classroom”
Teacher Expectancies and Teacher Bias

THE NATURE OF “GROUND-BREAKING” RESEARCH

In the history of science, a well-known but rare phenomenon is the publi-
cation of a ground-breaking study that can revolutionize an entire fi eld of 
investigation. In psychology, several ground-breaking studies illuminated 
new phenomena and put new concepts on the professional agenda. Such 
studies led to hundreds of subsequent studies and infl uenced both theo-
retical research and the practice of psychology. The original study might 
eventually fade or become qualifi ed by subsequent research that might be 
superior to the original study in methodology and in advanced conceptual 
sophistication. However, the ground-breaking impact of the original study 
remains intact because of its seminal quality.

In social psychology, two classic ground-breaking studies were published 
before the middle of the 20th century, and both had a tremendous impact 
on the fi eld. One was Lewin et al.’s (1939) research on democratic and auto-
cratic leadership that revolutionized and shaped the study of leadership for 
decades to come (see Chapter 3). The other was the study of the authoritar-
ian personality (Adorno et al., 1950) that illuminated and opened up the 
study of prejudice, fascism and dogmatism as social phenomena and as a 
personality syndrome.

In educational psychology, Rosenthal and Jacobson’s (1968) research Pyg-
malion in the Classroom was a ground-breaking study that had a huge impact 
in the last three decades of the 20th century. It evoked a bitter controversy and 
stimulated hundreds of studies. The Pygmalion study is used in this chapter 
as a pivot for discussing teacher–student interaction in the classroom. It pro-
vides a conceptual framework for the various phenomena related to teacher 
expectancies and to teachers’ differential behavior in the classroom.

PYGMALION IN THE CLASSROOM

In the early 1960s, Robert Rosenthal demonstrated in a series of studies 
that experimenters’ beliefs about the expected outcomes of their experi-
ments could act as a self-fulfi lling prophecy and infl uence the fi ndings. In 



74 The Social Psychology of the Classroom

other words, experimenters are likely to obtain (“fi nd”) results that fi t their 
expectations, and results might have been very different had the experi-
menters been led to hold different expectations. Thus, experimenter effects 
(Rosenthal, 1963, 1966) can bias the results of experimental studies in psy-
chology (with animal subjects and with human subjects alike).

In the mid-1960s, Rosenthal collaborated with Lenore Jacobson, a school 
principal, to examine the effects of teachers’ self-fulfi lling prophecies in their 
classrooms. That ground-breaking research culminated in the book Pyg-
malion in the Classroom (Rosenthal & Jacobson, 1968). The researchers 
administered a relatively unknown IQ test to all students in the eighteen 
classrooms (grades 1–6) of Jacobson’s school. The teachers were told that 
the test (renamed: The Harvard Test of Infl ected Acquisition) was a recent 
innovative test that could identify students of high, yet unrealized intellec-
tual potential. The teachers were told that late bloomers, who have not yet 
shown their potential in the classroom, would be identifi ed from the test 
results. Rosenthal and Jacobson then selected at random 20% of the students 
in each classroom (essentially every fi fth student), and gave their names to 
their teachers as those who had presumably been identifi ed as the potential 
late bloomers in their classrooms. At the end of the year, a parallel form 
of the original IQ test was administered again in all classrooms, so that a 
change score from pre- to post-test IQ could be computed for each student. 
The IQ gain scores of the experimental group (those labeled late bloomers) 
were compared to those of the control group (the 80% of the students in each 
classroom who were not labeled in any way).

IQ scores tend to increase a bit from fi rst to second administration of the 
same test (even in parallel forms), and therefore an increase of about three 
IQ points meant no change. However, some students labeled late bloomers 
improved their IQs by a whole standard deviation (fi fteen IQ points) or even 
more, and the differences between the mean improvement of the experi-
mental condition and the control group was statistically signifi cant, with 
substantial differences found in some classrooms. Rosenthal and Jacobson 
concluded that teachers’ beliefs about student potential could turn into a 
self-fulfi lling prophecy (SFP) and infl uence students’ subsequent intellec-
tual performance. Because the late bloomers were selected randomly and 
were not different from the control group in any respect but the fabricated 
label, the effect could be causally attributed to the self-fulfi llment of the 
teachers’ expectancies. (It must be pointed out that the IQ increase was not 
automatic for every student labeled late bloomer nor for every teacher, but 
there was a better than chance probability that in some classrooms, some 
children might improve their intellectual performance as a product of their 
teacher’s expectancy).

Controversy Over Pygmalion Effects

From the time it was published, Pygmalion evoked intense reactions and con-
troversy. Many educational and social researchers were excited about the 
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new developing fi eld of research on teachers and classrooms. The possibility 
that teachers’ beliefs about the ability of particular students might infl uence 
the academic performance of those students was overwhelming in its impli-
cations, and hundreds of teacher expectancy studies were conducted over the 
next few decades. On the other hand, many others criticized the Pygmalion 
study, doubted the validity of its results and were concerned about simplistic 
generalizations about teachers and their effects on students.

Since then, hundreds of replications and expectancy studies were con-
ducted all over the world. Today there is no doubt that the phenomenon of 
teachers’ SFP does indeed exists and can be measured empirically. However, 
SFP effects do not occur automatically to every teacher and to every stu-
dent, and not every teacher expectation is self-fulfi lled. We know today that 
teacher expectations might infl uence students, not that they always do.

The late 1960s were years of turmoil in the U.S.A. in general (largely due 
to the Vietnam War) and in American education in particular. There was 
a bitter sense of disappointment that the American school system failed to 
advance minority and lower socioeconomic groups (that is, poor students); 
that educational reforms (mostly school desegregation) had not succeeded 
in meeting their objectives of advancing social integration and academic 
progress of the weaker groups. Following the publication of Pygmalion in 
the Classroom in 1968, some educators feared that “the teachers” might 
be blamed for the failure of their weaker students due to their low expecta-
tions (see, for example, Weinstein, 2002; Wineburg, 1987). For ethical rea-
sons, Rosenthal and Jacobson refrained from examining negative teacher 
expectations and manipulated only positive beliefs about late blooming. 
However, the suspicion lingered on that, if positive teacher expectancies 
could enhance students’ performance, then negative expectations might 
hinder and reduce students’ academic performance, leading them to fail 
even below their potential.

In the Pygmalion volume, as well as in similar SFP studies, teachers’ 
expectations were created by experimental manipulation of fabricated 
information about students’ potential. Expectancy research eventually 
moved on to fi eld research, where teachers’ real expectations about their 
students were investigated. The range of differences among students in 
contemporary heterogeneous classroom is wide, and therefore teachers are 
likely to hold different expectations for different students. Examination of 
their expectancy-related differential behavior in interacting with students 
and its effect on the students moved from the investigation of fabricated 
self-fulfi lling prophecies (SFP) to the naturalistic study of more realistic 
self-maintaining expectancies (SME).

RESEARCH DIRECTIONS FOLLOWING PYGMALION

Today, four decades after the publication of Pygmalion, we know that 
the likelihood that bogus teacher expectancies would intensely infl uence 
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students’ academic performance is quite low, and the pure Pygmalion 
paradigm is not part of the common reality of contemporary classrooms. 
But several directions of classroom research emerged in the wake of the 
Pygmalion research, each focusing on one link in the sequential chain of 
the expectancy confi rmation process. Some of these areas of research are 
extremely important for teachers—especially the phenomena of teachers’ 
bias (extensively discussed in this chapter) and teachers’ differential behav-
ior in the classroom (discussed in the next chapter).

The conceptual chain of the expectancy formation and confi rmation 
process includes the following major links:

 1. Formation of teacher expectations and teachers’ bias (cognitive 
research). Teachers form expectations about individual students 
through information absorbed from many different sources. In Pyg-
malion research, the information was intentionally fabricated by the 
researchers to form the late blooming expectation. In actual class-
rooms, teachers obtain real life information about each student from a 
variety of sources and they form sets of individually distinct expecta-
tions. Bias is the case when a judgment that should have been reached 
objectively and rationally (such as grading an exam or a paper) is 
infl uenced—and distorted in a positive or a negative direction—by 
the teacher’s expectation toward that particular student.

 2. Personality correlates of teachers’ susceptibility to biasing informa-
tion (personality research). Not all teachers are infl uenced in the same 
manner and to the same extent by their expectations, and some are 
more capable than others to avoid bias or Pygmalion effects. The 
question is whether particular demographic characteristics (such as 
age, gender, cumulative teaching experience) or personality attributes 
might help identify the teachers who would be more susceptible (or 
non-susceptible) to biasing information.

 3. Teacher transmission of their differential expectations to students 
(communication research on teacher–student interaction). This 
is probably the central link in teacher expectancy research. For 
the expectations of the teacher to infl uence the performance of the 
students, they must be transmitted somehow to students and be 
absorbed by them. Expectations (especially negative expectations) 
are not expressed in explicit verbal terms but transmitted through 
subtle behavioral and nonverbal nuances. Hundreds of studies exam-
ined various aspects of the behavioral mediation of teacher expec-
tancies through differential behavior toward different students in the 
classroom. Theoretical models were constructed to defi ne the specifi c 
aspects and factors involved in such mediation and to assess its role in 
eventually affecting student performance.

 4. How students notice teacher expectations? (research on social per-
ception). For students’ performance to be infl uenced by teacher 
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expectations, they must perceive, absorb and internalize the expec-
tancy-related teacher’s behaviors directed at them. The transmission 
of teacher expectations is very subtle, and as will be demonstrated 
later, teacher transmission may often be deceptive. Therefore, stu-
dents must become skilled in social perception and attuned to deci-
pher relevant information in teacher behavior. This area of research 
deals with student perceptions of teachers’ differential behavior on 
both the individual and the classroom level.

 5. Research on educational outcomes (evaluation research). The early 
studies focused on the effects of teacher expectations on intellectual 
and academic performance, and the evaluation was then based on 
achievement and intelligence testing. Eventually it became clear that 
teacher expectancies might infl uence students in non-cognitive areas, 
and then the evaluation of outcomes widened to include motivational 
and emotional aspects. And again, individual outcomes (what hap-
pens to a particular student who is subject to positive or negative 
teacher expectancy?) is distinguished from classroom outcomes (what 
happens to classrooms of teachers who demonstrate extreme expec-
tancy-related differential behavior?)

RESEARCH ON TEACHER’S BIAS

Deep understanding of the social psychology of bias and stereotyping 
is extremely important for teachers for two main reasons: (a) Teachers 
continuously encounter in their classrooms a wide range of differences 
among students along numerous social and intellectual dimensions; and 
(b) Teachers are perpetually involved in judgment processes vis-à-vis their 
students, grading and evaluating them all the time. Bias and stereotypy 
focus on the links between social characteristics of students and social 
judgments of teachers.

Stereotypes

We are all rational creatures, and we process social information so that 
we would be able to solve problems in the most effective ways. Social deci-
sions about other people are based on information, and we seek, and need, 
information in order to reach good decisions. However, we are often faced 
with an overload of information and it is impossible to absorb and to pro-
cess all the available information. Therefore, we need shortcuts that would 
reduce the required effort without costing us with a loss of accuracy. Ste-
reotypes are such shortcuts. They enable us to know enough about other 
people to promote effective interaction with them without spending too 
much effort collecting and processing information about them. Stereotypes 
are generalizations about the characteristics and attributes of entire groups 
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(for example, “women are intuitive” or “Italians are emotional” or “politi-
cians are ambitious”). The stereotype characterizes the average member of 
a given group. Stereotypes are biased (a) in the sense that they refl ect the 
average and ignore the variance within the group (“all ‘X’s’ are like that”) 
and (b) in that they emphasize characteristics unique to a given group and 
neglect characteristics common to many groups. Usually we believe that 
there is no smoke without fi re, and therefore the generalization (stereotype) 
about the average characteristic of a given group must be reasonably valid 
and true despite the fact that the variation within the group is ignored. 
Under such conditions, stereotypes are quite helpful and we all use them 
daily in our social conduct with others.

However, two major problems might hinder the utility of our use of ste-
reotypes (see Babad, Birnbaum & Benne, 1983). The fi rst problem is that 
people might be rigid in their thinking and treat their stereotypes as if they 
represent social reality in an accurate and full meaning. They would forget 
that stereotypes are inaccurate generalizations designed to reduce mental 
effort. If we treat our stereotypes as representing totally valid truth and 
refuse to accept exceptions and variation within given groups, the effec-
tiveness of our information processing might be reduced considerably. Our 
stereotypes might then hinder rather than help us.

The second problem occurs when stereotypes become prejudicial, when 
strong negative feelings about particular groups of people infl uence our 
thinking and behavior towards those people. Prejudice is a set of negative 
stereotypes loaded with aggression and strong emotions, carrying the idea 
that “we” are better than “them.” Prejudices are often held in an extreme 
fashion, leading to discrimination of minority groups or even to violence 
against them. Because “they” are held to be inferior and bad, discrimina-
tion and aggression are righteously justifi ed by those who are prejudiced. 
Stereotypes are cognitive and might include positive, negative, or neutral 
generalizations about groups—but prejudices consist of negative attributes 
only and are accompanied by strong negative emotions.

At times of social, economic or political crisis, prejudices in every 
society (including the classroom society) become more intense. During a 
war, the enemy is belittled through prejudice and mockery which seems 
to righteously justify fi ghting and even killing them. Numerous historical 
examples demonstrate that confl ict between groups, wars and economic 
crisis tend to increase the level of prejudice in society. In one of the classic 
fi eld experiments in the history of social psychology, Muzafer Sherif and 
his colleagues (Sherif et al., 1961) created confl ict between two groups of 
boys in a summer camp located in Robbers Cave National Park in Okla-
homa. As the confl ict escalated (through separation, competition over lim-
ited resources, pitting the groups one against the other, etc.), prejudices of 
each group against the other group became more negative and intense. The 
other side of the coin is that when interventions were subsequently made 
to reduce inter-group confl ict (such as contact, super-ordinate goals and 
mutual dependence), prejudices decreased.
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Prejudice is not only the product of external social circumstances and 
competition on limited resources. The tendency to be prejudicial is also 
a personality attribute of individuals, a trait that is distributed in a nor-
mal curve in the population. Persons holding prejudices are labeled dog-
matic (Rokeach, 1954, 1960) or authoritarian (Adorno et al., 1950), and 
they tend hold prejudices about numerous groups. Such people are usu-
ally characterized as being cognitively rigid and intolerant of ambiguity 
(“Things always have to be clear—it must be this way or that way, noth-
ing in between”), and they use stereotypes excessively without mental 
fl exibility.

Teachers’ Bias

Many teacher expectations are based on commonly held stereotypes 
derived from available information and generalizations about distinct 
groups of students. It is enough to know who the student is, and a possible 
set of expectations is set in motion in the teacher’s mind without needing 
more information about the student. The teacher may develop an opinion 
of who the student is simply by knowing the student’s gender, age, eth-
nic background, socioeconomic status, IQ, previous achievement, physical 
appearance, former salient events (such as school violence) and perhaps 
by recalling the student’s sibling who had formerly been a student. Such 
expectations might be helpful for teachers in managing their own conduct, 
as long as they are well aware that stereotypes are mental shortcuts rather 
than valid and accurate realities.

We will talk about teachers’ bias when a judgment that was supposed to 
be made in a totally objective manner becomes infl uenced by stereotypic 
information and expectations. The judgment is then bent by the stereotype 
and stops being objective. In the case of teachers, such bias can be mea-
sured through grading and evaluations of student performance.

Hundreds of studies examined various manifestations of bias and teacher 
bias. The basic design of bias studies is very simple: Respondents are asked 
to evaluate a piece of work (an essay, a worksheet, an exam or paper) pre-
sumably written by a particular person (e.g., student), and they are pro-
vided with some bit(s) of information about that person. The judgment 
or grading is supposed to be conducted objectively, but the information 
that is provided constitutes the experimental manipulation designed to bias 
the objective judgment. Unbeknownst to the respondents, different groups 
(of teachers or teacher education students in educational research on bias) 
receive the same piece of work or student performance to be judged, but are 
provided with different biasing information. For instance, the information 
might consist of the student’s presumable name—”John Smith” provided 
to one group of judges, and “Joan Smith” to another group of judges. If the 
mean grades given to “John” and “Joan” are different (and the difference is 
statistically signifi cant and of acceptable effect size), a case of gender-bias 
had been demonstrated.
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In the typical bias study, two groups of judges receive biasing infor-
mation in the form of opposites: male/female (as mentioned above); gifted 
versus average (the latter usually created by giving no information at all, 
thereby indicating an average status rather than giftedness); excellent ver-
sus weak student; high-SES versus low-SES status; or handsome/pretty ver-
sus ugly or homely (often provided through pictures of alleged students, see 
Dion, 1972). Indeed many studies reported evidence of bias indicated by 
differences in grades or other judgments assigned by groups provided with 
different bits of information (see Babad, 1979). It seems that total objectiv-
ity is diffi cult to maintain when biasing information is available.

A methodological note about the prevalence of the bias phenomenon 
must be added here. Some critics have argued that the published research 
on teacher bias is in itself biased, because many studies that failed to dem-
onstrate bias were not accepted for publication in the scientifi c journals. 
Perhaps investigators would not even try to publish bias studies that failed 
to show bias, fi ling them instead in their drawers. Rosenthal and Rosnow 
(1991) developed a statistical method—The File Drawer Method—that 
estimates the number of studies that failed to prove the research hypothesis 
which might annul the published conclusion, studies stacked away in hid-
den drawers. According to their calculations, the number of negative results 
required to annul the published results on teacher bias would be enormous, 
and not very likely to exist.

The bias domains particularly interesting for teacher and classroom 
research are stereotypic bias, focused on membership in ethnic or social 
groups differing in social and school status, and ability bias, based on 
direct information about students’ ability or past achievement. In studies of 
stereotypic bias it is usually suffi cient to provide the name of the hypotheti-
cal student, like the John-Joan example above. The name would identify 
the hypothetical student in a group of high status (a WASP name in the 
USA or Britain, an Ashkenazi name in Israel) or in a group of low status 
(Hispanic name in the USA, Arab or Pakistani name in Britain, Sephardi 
name in Israel). The grades assigned to the hypothetical high-status student 
would usually be found to be higher than those attributed to the low-status 
student despite the fact that the very same stimulus material was judged 
by both groups. In studies of ability bias, direct information about ability 
or past achievement is provided: excellent student, weak student, gifted 
student, fast/slow track, special needs student, etc. Here, too, expectations 
may lead teachers to give the high-achiever a better grade than the low-
achiever for the very same performance.

More complex designs yield interesting variations of teacher bias. For 
example, White students in the USA and Ashkenazi students in Israel 
tended in various studies to receive higher evaluations than Black or Sep-
hardi students. But what would happen if we would have combined stereo-
typic and ability labels in a 2 x 2 design? We would then have four groups 
representing the combinations of hypothetical high/low ethnic status and 
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high/low achievement status: gifted Whites, gifted Blacks, weak Whites, 
weak Blacks. Would the effect of the two bias labels be additive so that 
gifted Whites would be assigned the highest evaluations and weak Blacks 
would be assigned the lowest grades? For this particular combination of 
bias labels the results were not conclusive: In one American study (Rubovitz 
& Maehr, 1973) the Black student labeled as gifted was hindered by the 
biased teachers and received the most negative treatment(!), while the gifted 
White received the best treatment. Those authors concluded that teach-
ers’ racism was demonstrated. In a study in Israel using a similar design 
(Babad, 1980) the fi ndings showed that low ethnic status polarized results 
compared to high ethnic status, so that the gifted Sephardi received the 
highest grades and the weak Sephardi received the lowest grades by the 
biased teachers.

Another known phenomenon is reversed bias, where low-status students 
receive higher grades or evaluations than high-status students. Reversed 
bias is usually ideologically motivated, as if “to compensate” the weaker 
groups (Babad, 1979). Opponents usually characterize reversed bias as 
bending over backwards. Although reversed bias is no less a bias than the 
other sorts already discussed, the educational system is more lenient toward 
reversed bias, and does not judge it as negatively as it judges stereotypic bias 
or ability bias in favor of the students from the stronger groups.

Because the existence of the phenomenon of teachers’ bias is recognized, 
educational authorities and school administrations take efforts to develop 
remedies for reducing bias. These include blind grading or double grading. 
In many colleges and universities worldwide, students’ names are removed 
from exam booklets, and exams are graded anonymously. Other educa-
tional efforts are designed to increase teachers’ awareness to potential bias 
through self-examination and refl ection.

PERSONALITY CORRELATES OF 
SUSCEPTIBILITY TO BIASING INFORMATION

Bias and SFP studies consistently show that not all people are infl uenced to 
the same degree by biasing information, and not all teachers transmit dif-
ferential expectancies to their students. Because of this range of individual 
differences, it is important to investigate who is susceptible and who is not 
susceptible to biasing information, and to identify the personality and the 
behavioral characteristics of each type. This is particularly important if 
action is planned to remedy the situation in school.

For this kind of research each investigated teacher should receive a score 
describing her/his level of susceptibility to biasing information. The best 
design would be to conduct a teacher bias study in which each teacher 
would be asked to grade or evaluate two pieces of student performance (of 
equal quality), but would be told that one piece was presumably written 
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by a high-status student, and the other, by a low-status student. The dif-
ference between the two grades assigned by the responding teacher to the 
high-status and low-status students would constitute that teacher’s sus-
ceptibility score. In my research (Babad, 1979), I taught the participating 
teacher education students how to score a Draw-A-Person intelligence test 
that is typically used with young children. (In such a drawing test, points 
are awarded for accuracy in drawing and for locating body parts and other 
details according to a specifi c manual). Then, as a presumable reliability 
exercise, I asked the participants to score two drawings presumably made 
by local school children. The name, address and parents’ occupations pro-
vided at the top of each drawing clearly labeled one child as being of high-
status, and the other, of low-status. The drawings were actually reproduced 
from the test manual, so that their objective scores were known. Individual 
susceptibility to bias scores were calculated for every investigated teacher, 
defi ned by the difference between the scores s/he assigned to the high-status 
and low-status student. A variety of personality and attitude questionnaires 
were also administered to the investigated teachers. It was therefore pos-
sible to trace personality and attitude differences between susceptible and 
non-susceptible teachers.

This procedure for identifying teachers’ susceptibility to biasing informa-
tion was administered to hundreds of teachers (Babad, 1998). That made it 
possible to assess the dimensions of the susceptibility phenomenon and its 
spread among teachers. With reservations about generalization from one 
measurement method used in one country, it was estimated that: 

About one sixth of the teachers scored the two drawings objec-• 
tively and were uninfl uenced by the biasing information (unbiased 
teachers);
About one half of the teachers were mildly biased and showed a small • 
score advantage to the high-status student;
About one quarter of the teachers were highly biased and attributed • 
much higher scores to the high-status student;
A small proportion of the teachers (3–5%) showed reversed bias, and • 
scored the drawing of the low-status student higher than that of the 
high-status student.

It is very encouraging to fi nd out that one sixth of the teachers were unbiased 
and not susceptible at all to the biasing information. The mild bias demon-
strated by half of the teachers is also not a source of concern, because their 
judgment process was not seriously distorted by the biasing information. 
Given that reversed bias is also quite acceptable and does not evoke serious 
concern, the situation was quite good for three quarters of the teachers as 
far as the issue of teachers’ bias was concerned. However, the fact that a 
quarter of the teachers showed high susceptibility to biasing information, 
and their grading in favor of the high-expectancy student deviated dramati-
cally from objectivity is a serious source of concern. To identify personality 
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and behavioral correlates of teachers’ bias in the next stage of the research, 
extreme groups of highly biased and unbiased teachers were identifi ed and 
compared to each other. Such an extreme group design is often used in 
typological research—with the high-bias and unbiased groups representing 
pure types of teachers as far as bias is concerned.

The Profi le of the Biased Teacher: Theoretical Hypothesis

Conceptually, teachers prone to demonstrate bias and expectancy effects 
would be hypothesized to be rigid and infl exible. The formation of bias is 
essentially a cognitive process, but a behavioral element would be added, 
where the teacher’s expectations would be transmitted to the students 
through differential behavior (see next chapter). The rigidity would char-
acterize both the cognitive style and the social behavior of biased teach-
ers. In this conception, stereotypic perception causes the formation of bias, 
and rigid expectations and subsequent stereotypic behavior transmits those 
expectations to students in a fi xed manner. This description is in line with 
the personality syndrome of dogmatism (Rokeach, 1954, 1960) or authori-
tarianism (Adorno et al., 1950). This personality style is characterized by 
lack of cognitive fl exibility, intolerance of ambiguity and resistance to dis-
confi rming information (that is, refusing to accept any new information 
once one’s mind had been made up).

The Profi le of the Biased Teacher: Findings

Babad (1998) summarized various research fi ndings which demonstrated 
systematic characteristics of biased teachers and supported the conceptual-
ization (see also Cooper & Hazelrigg, 1988). Brophy (1983, 1985), a salient 
researcher of teacher expectancies in the 1970s and 1980s, described teach-
ers of this type as over-reactive teachers who hold rigid expectations. Differ-
ent attributes related to dogmatism and authoritarianism were reported in 
various studies as characterizing biased teachers. In the cognitive domain, 
the fi ndings reported by various researchers included:

Intolerance of ambiguity;• 
Diffi culties dealing with cognitive complexity;• 
Halo effect (tendency to have the initial general liking infl uence all • 
other judgments of a person);
Social desirability (i.e., conforming to social norms and being politi-• 
cally correct);
Making more dogmatic statements (e.g., “students should respect • 
teacher’s authority”) in discussing educational events; and
Expressing various attitudes in a more extreme fashion regardless of • 
their content (that is, they did not hold particular attitudes in terms 
of their content, but held whatever attitudes they had in a more 
extreme fashion).
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An interesting fi nding (Babad, Bernieri, & Rosenthal, 1989b) focused 
on the nonverbal (NV) behavior of biased teachers (see Chapter 14). In 
their classroom behavior, biased teachers demonstrated more NV leakage 
than unbiased teachers. That means that they were less capable of hid-
ing from the students their negative feelings, and those negative messages 
leaked through biased teachers’ less controlled NV channels, such as body 
language and voice. Unbiased teachers, who presumably had less anger to 
hide from students, did not manifest NV leakage.

Some of the fi ndings previously mentioned were collected through self-
report questionnaires, whereas other fi ndings were behavioral, derived 
from classroom observations. A known problem with self-report question-
naires is that the respondent might guess what is measured by the ques-
tionnaire, and might (with or without conscious awareness) fake her/his 
responses in order to make a good impression. It is also likely that biased 
persons might be more concerned about hiding negative characteristics 
and providing an ideal picture of themselves. In that sense, one of the 
early fi ndings (Babad, 1979) was particularly instructive. A personality 
questionnaire was administered to extreme groups of biased and unbi-
ased teachers, comprising of 300 adjectives for self-rating. Surprisingly, 
the biased teachers described themselves as more reasonable, objective, 
logical and more unbiased than the unbiased teachers. Because their scor-
ing on the draw-a-person test measuring susceptibility to biasing informa-
tion indicated that they were highly biased, this self-report contradicted 
their actual behavior. My conclusion was that their self-report refl ected 
their strong need to view themselves in a certain light rather than actually 
describing their real mode of conduct. Since then I tell my students and 
various audiences of teachers that extreme self-assurance in one’s objec-
tivity and in one’s lack of bias might paradoxically be a characteristic of 
biased teachers, whereas those who doubt their own objectivity and ques-
tion their fairness are more likely to be unbiased teachers.

Classroom Behavior of Biased Teachers

 Probably the most important question about susceptibility to biasing infor-
mation concerns the connection between teachers’ cognitive and personal-
ity style (that is, their susceptibility to bias) on the one hand, and their 
actual behavior in the classroom on the other hand. A more particular 
question was whether there would be a higher probability of SFP effects to 
take place in the classrooms of biased teachers. Studies by Babad, Inbar, 
and Rosenthal (1982a, 1982b; Babad & Inbar, 1981) compared classroom 
behavior of extreme groups of highly biased and unbiased teachers. In the 
fi rst study (Babad & Inbar, 1981), behavioral observations of teaching style 
were conducted in the classrooms of highly biased and unbiased physical 
education teachers. Those teachers were also evaluated by their immediate 
supervisors on the same set of behaviors as the classroom observations. In 
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both sets of data, the conclusion was that the unbiased group consisted 
of better teachers in terms of their classroom behavior, teaching style and 
overall interaction patterns with students.

The second study (Babad et al., 1982a) examined the effects of teacher 
expectancies in the classrooms of these highly biased and unbiased physi-
cal education teachers in a Pygmalion-type design. The teachers themselves 
nominated three high-expectancy and three low-expectancy students in 
their classrooms, and two additional (randomly selected) students were 
subsequently named as having been identifi ed by a particular novel test as 
potential late bloomers in physical education. Teachers’ behaviors toward 
those eight students were carefully observed, and the achievements of these 
particular students in performing tasks for these teachers were measured as 
well. This design made it possible to examine both Pygmalion-type effects 
of positive expectancies and effects of negative expectancies (labeled Golem 
effects). The design also made it possible to investigate not only teachers’ 
expectancy-related differential behavior but also to examine the refl ection 
of those teachers’ behaviors in the actual performance of the students for 
these teachers.

The results were strong and highly consistent: Expectancy effects were 
found only in the classrooms of the highly biased teachers, and no expec-
tancy effects were found in the classrooms of the unbiased teachers. The 
highly biased teachers demonstrated both Pygmalion and Golem effects, 
and the latter was particularly salient—the biased teachers treated their 
low-expectancy students in a distinctly negative manner, and these stu-
dents, in turn, responded with particularly low levels of performance for 
these teachers. In contrast, the unbiased teachers did not treat their low-
expectancy students differently than the other students, and the physical 
education performance of the low-expectancy students was almost equal 
to that of the high-expectancy students!

Thus, the cognitive tendency to be susceptible to biasing information 
in forming expectations about students that characterizes a certain frac-
tion of the teacher polulation is associated with a more dogmatic and rigid 
personality style and behavioral patterns. In turn, the susceptibility to bias 
is also related to particular behavioral patterns in teacher–student interac-
tion, and carries a higher likelihood for negative expectancy effects in the 
classroom.

CURRENT THINKING ABOUT TEACHERS’ 
SELF-FULFILLING EXPECTANCIES

The main fi nding in Pygmalion in the Classroom was the increase in students’ 
IQ following bogus information about their potential for late blooming that 
had been provided to the teachers. But most of the controversy that lasted for 
several decades was tied to the Golem implication that was not put to test at 



86 The Social Psychology of the Classroom

all in Pygmalion, namely that teachers’ negative expectancies might hinder 
students and damage their academic performance. If it had been only the 
possibility of performance being improved by positive expectations, nobody 
would have been too concerned about it (see Eden, 1990).

The shift from experimental studies to application in the real world 
always presents a complicated issue. Research conclusions should presum-
ably be directly applicable to real-life situations. However, this is usually 
not the case, and research results demonstrate potential occurrences, but 
not necessarily the most frequent or most likely occurrences. To investigate 
psychological phenomena in a clean fashion, various intervening and medi-
ating infl uences must be controlled. Sometimes a controlled laboratory 
simulation of the real-life situation must be created, to be sure that only 
the independent variable that is investigated actually caused the measured 
effect. The Pygmalion study was indeed conducted in real classrooms, but 
outside of the research framework, teachers never receive fabricated expec-
tancy information about potential late bloomers. Thus, that research dem-
onstrated what could happen and how teacher expectancies might infl uence 
students’ intellectual performance.

Differences among students are part of the reality of every classroom, and 
teacher expectations based on such real differences do indeed exist. Thus, 
the discussion shifted quite early from “self-fulfi lling prophecies” (SFP) 
to “self-maintaining expectancies” (SME). Brophy emphasized the differ-
ences between “teacher effects on students” (SFP) and “student effects on 
teachers” (SME). After two decades of expectancy research, Brophy (1985) 
reached the conclusion that, as a classroom phenomenon, teacher expectan-
cies alone have a relatively small infl uence on students’ academic achieve-
ment. The infl uence on achievement is small, he argued, because teacher 
expectancies are “accurate, reality-based, and open to corrective feed-
back.” Brophy thought that only a particular type of over-reactive teachers 
(equivalent to the highly biased teachers discussed earlier in this chapter) 
are prone to demonstrate substantial SFP effects in their classrooms.

Lee Jussim and his colleagues (Jussim et al., 1998) reviewed the fi eld 
of teacher expectations and highlighted the various methodological issues 
involved in attempts to determine the pure effects of teacher expectations 
on students’ academic performance. Some of Jussim’s own investigations 
(alone and with various colleagues) involved the collection of longitudinal 
data in actual classrooms over periods spanning several consecutive years 
and the employment of sophisticated statistical time-lagged analyses.

In a recent review article, Jussim and Harber (2005) summarized their 
conclusions from the decades of teacher expectancy research. Their conclu-
sions express the consensus among most researchers about the effects of 
teacher expectancies on students’ academic performance:

 1. SFP effects do occur in classrooms, but these effects are typically 
small and likely to dissipate over time.
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 2. Powerful SFP effects (Golem effects, as defi ned earlier) may selectively 
occur among students from stigmatized social groups.

 3. Whether SFP affects intelligence, and whether teacher expectancies in 
general do more harm than good, remains unclear.

 4. Teacher expectancies may predict student outcomes more because 
these expectations are accurate than because they are self-fulfi lling.

In my opinion, the Pygmalion study brought the issue of teacher expec-
tancies to the awareness of educators and teachers, and the issue must 
remain in focus even if events of creation of SFP by bogus information 
are very rare. In the reality of the classroom, teachers form differential 
expectations about all students, and they interact with students according 
to their expectations and interpretations. The same behavior enacted by 
different students might be interpreted and reacted to differently by the 
teacher in accordance with the teacher’s expectation. The potential danger 
is that teachers’ judgments would be infl uenced and biased by their expecta-
tions, and their resultant assessment of students (present chapter) and treat-
ment of students (next chapter) would be infl uenced not only by students’ 
attributes, real potential and actual behavior but by teachers’ expectations 
and interpretations as well. We saw that susceptibility to bias is a very 
serious problem with some teachers, but all teachers must be infl uenced to 
some extent by their expectations. Only sharp awareness and investment 
of effort can help teachers to maintain their mental fl exibility and to avoid 
cognitive and behavioral fi xation which might prevent students’ develop-
ment and change.

From a historical perspective, the problem stems from the extreme fash-
ion in which the teacher expectancy issue has been viewed and dealt with 
in the educational literature. When it was thought that teacher expectations 
could be easily manipulated and that students’ academic performance might 
be readily infl uenced by teacher expectations, both proponents and oppo-
nents over-reacted rather intensely. And when it became apparent that SFP 
is quite limited in its potential impact on students’ academic performance, 
the issue of teacher expectancies almost disappeared from the literature 
on classroom management. The more appropriate stance is one of propor-
tional concern—teacher expectations certainly exist, and even if they are 
based on real students’ attributes, they might cause fi xation in students’ 
status and narrow the fl exible fl ow of students’ potential and development. 
The next chapter is focused on the issue of teachers’ differential behavior 
(TDB) and its potential effects on classroom climate and on students’ emo-
tional reactions to their teachers. TDB is discussed as a basic issue in CM 
independent of SFP and how expectations are formed, because differential 
behavior based on real attributes of students might be as serious in its class-
room implications as TDB based on bogus teacher expectancies.



7 Teachers’ Differential Behavior 
in the Classroom

THE IMPORTANCE OF TDB AS AN INDEPENDENT 
CLASSROOM PHENOMENON

Today, teachers’ differential behavior towards different students is a major 
issue in the psychology of the heterogeneous classroom. Hundreds of TDB 
studies were conducted in the 1970s and 1980s following the publication 
of Pygmalion in the Classroom and the intense interest in teacher expec-
tancies. As mentioned in the previous chapter, TDB was considered the 
major link in the conceptualized chain of the self-fulfi llment of teachers’ 
expectations, constituting the behavioral mediation of SFP. For teacher 
expectations to infl uence students’ performance or behavior, they must me 
transmitted to students via differential behavior, which is, in turn, per-
ceived by students, and infl uences their self-image, their self-expectations, 
and eventually their academic performance as well.

Over the years:

 1. Lists of the most frequent differential behaviors enacted by teach-
ers towards their high-expectancy and low-expectancy students were 
published (Brophy, 1983, 1985).

 2. Meta-analyses summarized statistically the relative intensity of TDBs 
and their impact (Harris & Rosenthal, 1985).

 3. Theories about the behavioral mediation of teacher expectancies were 
formulated—most notably Rosenthal’s four-factor (1973) and two-
factor (1989) mediation theories.

 4. Rhona Weinstein (2002) demonstrated in several studies that the 
main source of students’ knowledge if they are smart and when they 
are smart comes from their perceptions of their teachers’ differential 
behavior towards them.

TDB must be distinguished from teachers’ overall style, because differ-
ential treatment of students or groups of students can occur in any teaching 
style. Individual teachers choose their own style of conduct and their way 
of dealing with all students. The notion of TDB emerged out of teacher 
expectancy research and focused on differences in teacher’s conduct toward 
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different students because of expectations based on their individual char-
acteristics. One exception within the expectancy literature, in which an 
expectancy researcher talked about overall style rather than differential 
behavior is found in work of Dov Eden (1990, 1992) about “Pygmalion 
management.” Eden described an overall management style where manag-
ers transmit positive expectations toward all subordinates.

Today, the phenomenon of TDB is detached from teacher expectancy 
research and stands on its own accord as a problem characterizing many 
teachers and classrooms. The detachment of the TDB phenomenon from 
the expectancy domain stemmed from two types of fi ndings discussed in 
the previous chapter:

 1. The infl uence of teacher expectations alone on students’ academic 
performance was found to be quite limited in real classrooms.

 2. Most expectations held by teachers for different students in their 
classrooms are quite accurate and reality-based, refl ecting real differ-
ences among students.

TDB can be viewed as a positive and as a negative phenomenon. On 
the positive side, the ancient Biblical dictum “Train a child according to 
his way” (Proverbs, 22:6) is an educational value. The wide differences 
among students in the heterogeneous classroom along a variety of dimen-
sions require teachers to deal differently with them according to their abili-
ties, their motivations, their skills, and also according to their weaknesses. 
Each student must be taught and treated in the most appropriate manner 
for her/him, and therefore TDB is educationally justifi ed. On the negative 
side, TDB potentially violates the important normative values of fairness 
and equity, because all students are not treated equally. Even if TDB is 
based on the best intentions and on real differences, it can cause a sense 
of discrimination, and sometimes even a feeling of victimization among 
students. TDB might also fi xate students and perpetuate their academic 
performance, preventing opportunities of student change and progress. As 
will be shown later, there are deep gaps between students and teachers in 
the ways they perceive and interpret teachers’ differential behavior. Thus, 
to be able to evaluate when, where, and how TDB would be desirable or 
undesirable we need empirical data on various differential teacher behav-
iors and their measured effects in the cognitive and non-cognitive domains. 
We also need a good practical theory that will enable us to assess clusters of 
behaviors and reach conclusions about the effective practices for teachers.

LISTS AND CLUSTERS OF TDBS

The published works on TDB focused mainly on differences in teacher 
behavior toward high-expectancy and low-expectancy students, namely, 
differences in teachers’ treatment of high-achievers and low-achievers. It 
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must be emphasized fi rst that many differential behaviors are implicit and 
subtle, consisting of very fi ne, almost undetectable nuances. For example, 
length of eye contact with a student might be measured in fractions of sec-
onds, and differential eye contact might be almost undetectable in natural 
observation. But such fi ne nuances accumulate consistently over time and 
are perceived and interpreted by students.

Summarizing a large number of studies, Brophy (1983, 1985), Good and 
Weinstein (1986) and Harris and Rosenthal (1985) compiled lists of specifi c 
TDBs and of generalized dimensions of TDB. Brophy simply listed behaviors 
investigated in different studies; Good and Weinstein defi ned general dimen-
sions of teachers’ communication of differential expectations; whereas Harris 
and Rosenthal conducted meta-analyses on four theoretically-defi ned factors 
to assess the rate of occurrence of each type of behavior and its impact on 
students’ performance. Especially instructive in Brophy’s (1985) list was the 
specifi cation of teachers’ typical behaviors toward low-expectancy students: 
not helping enough to improve students’ answers; praising incorrect answers 
or inappropriate behaviors; demanding less of them; shorter and less infor-
mative feedback; less intrusive instruction; and less use of time-consuming 
instructional methods. In Good and Weinstein’s (1986) summary, teachers 
were concluded to provide students believed to be less capable with: less 
opportunity to perform publicly; less opportunity to think and analyze; less 
choice on curriculum assignments; less autonomy and more frequent moni-
toring; and more gratuitous and less contingent feedback.

Rosenthal’s (1973) four-factor theory grouped the various TDBs in four 
clusters:

Climate. Teachers tend to create a warmer social-emotional climate for 
their high-expectancy students, transmitting more warmth, support 
and liking through verbal and NV channels.

Feedback. Teachers provide more positive feedback to high-expectancy 
students and more negative feedback to low-expectancy students. In 
later formulations, teachers were described as giving more informa-
tive and instructive feedback to high-expectancy students.

Input. Providing high-expectancy students with more instruction and 
with more diffi cult material.

Output. Giving high-expectancy students more opportunities to 
respond, maximizing their chances of learning. Behaviors included in 
differential learning opportunities ranged from explicit teacher acts 
such as turning to student, asking questions, inviting a student to per-
form publicly or ignoring a student on the one hand, to very implicit 
behaviors on the other hand, such as length of eye contact after a 
faulty response or after failing to respond. If the teacher turns her 
gaze away from a low-achiever a fraction of a second faster because 
she does not expect that student to provide the proper response, her 
expectancy was transmitted to the student.
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Harris and Rosenthal (1985) meta-analyzed thirty-one specifi c differen-
tial behaviors (grouped into the four factors listed in the four-factor theory) 
that had been investigated in 131 studies. Meta-analysis is a statistical 
method for examining effect sizes across studies for purposes of reaching 
generalized conclusions. They examined the effect sizes of both the inten-
sity of differentiality in teacher behavior toward high-and low-achievers, 
and—when such information was available—the effects of teacher differ-
entiality on the academic performance of high- and low-achievers. For the 
four factors, they found: (a) Stronger effects for affective climate (including 
behaviors such as physical distance from students, smiling, etc.) and for 
instructional input (including behaviors such as frequency and length of 
interaction with students); (b) A smaller effect for output (including behav-
iors such as ignoring students, asking questions, and length of eye contact); 
and (c) A practically negligible effect size for differential feedback behaviors 
(including various forms of praise and criticism).

Thus, contrary to the notions and early fi ndings of the 1970s, teach-
ers in the 1980s demonstrated differentiality in affective behaviors and in 
direct instructional behaviors, but divided their feedback in an equal man-
ner among students. Rosenthal (1989) later modifi ed the four-factor theory 
into a two-factor theory: Affect (similar to the original emotional climate 
factor) and effort (an instructional dimension combining input and output). 
In the following discussion, I use these two factors in a broader meaning as 
emotional support (ES) and learning support (LS).

What happened to the feedback factor over the decades? If one would 
try to guess intuitively the relative intensity of teacher differentiality in the 
four TDB factors, the feedback factor would probably be the fi rst to spring 
to mind. One would guess intuitively that the strongest TDB would be for 
teachers to vary the manner in which they provide feedback to high- versus 
low-expectancy students. But the fi ndings in the 1980s showed that teach-
ers’ feedback was distributed quite equally in their classrooms. I believe that 
teachers’ shift into a more equal distribution of feedback refl ects the accu-
mulated infl uence of the teacher expectancy literature. As more and more 
teachers learned about Pygmalion and SFP, they became more aware that 
they must reduce their differentiality, and probably made more conscious 
efforts to dispense their feedback in an equitable fashion in the classroom.

Another shift over the decades involved the component of learning sup-
port. The early notion was that high-achievers receive both more instruc-
tion and better instruction than low-achievers. That notion became less 
applicable towards the end of the 20th century, as it became evident that 
teachers tend to provide more learning support to low-expectancy students. 
It became important for teachers to deal with differences among students 
in heterogeneous classrooms. Therefore, teachers began to invest extra 
instructional effort in low-achieving students in order to compensate them 
for their weak starting point. Thus, the more recent studies began to dem-
onstrate a reversed trend for the instructional factor, with low-achievers 
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receiving more LS than high-achievers. However, the change was evident 
in quantity of instruction, whereas the quality of instruction more often 
continued to show that high-achievers receive instruction of higher qual-
ity (e.g., more diffi cult questions and tasks) refl ecting the teachers’ higher 
expectations.

THE NEED FOR A PRACTICAL THEORY OF TDB

The previous comments about TDB can be quite perplexing for the prac-
ticing classroom teacher. On the one hand, TDB is positive and desirable 
because it is responsive to real differences among students, because it fulfi lls 
educational ideology by fi tting the appropriate instruction to each student 
according to the student’s needs, abilities and personal style. On the other 
hand, TDB is negative because it violates basic social norms of fairness and 
equity. Thus, perhaps TDB contributes to attain certain educational goals 
but hinders the attainment of other important goals. Teachers may well 
wonder which specifi c differential behaviors are OK and which are not OK; 
when differentiality in one direction (that is, giving advantage to the lows) 
or in the other direction (giving advantage to the highs) would be appropri-
ate or inappropriate?

When facing such a dilemma, a practical theory is needed to sort the 
issues out. Kurt Lewin, one of the founding fathers of modern social psy-
chology, was considered a practical theorist (Marrow, 1969). Although it 
is commonly held that the theoretical and the practical are two opposing 
poles, Lewin used to argue that “there is nothing more practical than a 
good theory.” Rosenthal’s previously mentioned four-factor and two-factor 
theories of TDB are descriptive but not practical. They classify the types 
of TDBs but do not provide suffi cient consideration for teachers’ decision-
making in this dilemma situation. A practical theory should explicate the 
relevant underlying factors and their inter-relations to allow clear decision-
making in particular situations. It should consider educational goals, norms 
and sanctions for each potential line of action, take into account teachers’ 
ability to act in each way, and examine potential cognitive and affective 
outcomes of each alternative.

Some years ago (Babad, 1993a, 1998) I proposed a conceptualization 
intended to resolve some of the contradictions and to allow teachers to 
make rational decision-making how to deal with differences among stu-
dents. The theory (now somewhat revised) is based on several components 
(or questions):

 1. What are the specifi c types of differential behaviors? The most impor-
tant distinction is the one between LS and ES.

 2. What is the ideological legitimacy and educational desirability of each 
type of differential behavior?
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 3. Which group of students receives an advantage by each type of TDB?
 4. What is the teachers’ natural tendency and how would they wish to 

deal with particular students and different groups of students?
 5. To what extent are teachers able to control their specifi c verbal and 

nonverbal behaviors?

The combination between the fi rst component (types of TDB) and the 
second component (ideological legitimacy) is quite clear. In the instruc-
tional domain, teacher differentiality is legitimate and even encouraged. 
Instruction must be adapted to specifi c students, and weak students must 
be provided with more LS. The third component (target of advantage) 
would clarify that advantages in LS must be given only to low-achievers and 
underprivileged students, never to the high-achievers. But this clashes with 
the fourth component (teachers’ wish and natural tendency) because teach-
ers wish to provide instruction of the highest quality, and such instruction 
is usually more effective with high-achievers than with low-achievers.

Thus, the resolution for LS is quite clear. Differential LS is permitted to 
improve the performance of low-achievers, but no instructional advantage 
should be provided to high-achievers. Differential LS constitutes of correc-
tive or compensatory discrimination to improve the relative position of the 
weak students. Of course, the question is whether teachers keep to this res-
olution or deviate from it? From the empirical fi ndings, it seems that teach-
ers indeed invest more effort and energy in teaching their underprivileged 
students, but quite often they do give LS advantage to the high-achievers 
by providing them with instruction of higher quality. And when that is per-
ceived by students, it can affect students’ morale and CC negatively.

With regard to feedback behaviors, it seems that teachers would make 
efforts to exercise self-control (fi fth component) and to dispense feedback 
in a fair and equitable manner to all students. Here, the infl uence of teacher 
expectancy research and of the educational dictum about fairness (second 
component) is clear. Because teachers can reasonably control their verbal 
feedback and they wish to avoid differentiality in this domain (fourth com-
ponent), relatively little TDB is found for feedback behaviors.

The problem becomes more complicated in the affective domain, 
because here the components of the theory clash with each other more 
strongly. From an ideological viewpoint (second component), any kind of 
emotional differnetiality is simply not permitted. Teachers and parents are 
not supposed to demonstrate emotional preference to particular children 
even if their inner emotions toward children are differential. Total equal-
ity in affective displays is demanded, regardless of one’s true feelings. It 
can be presumed that high-expectancy children are usually better liked 
by their teachers: Their academic performance is high and they give their 
teachers much satisfaction; they are usually more obedient, behave better 
and pose fewer problems in regard to the teacher’s ability to manage the 
classroom; and teachers can more readily control their behavior and teach 



94 The Social Psychology of the Classroom

them effectively (Cooper & Good, 1983). On the other side of the spec-
trum of differences among students, low-achievers and problem students 
often evoke negative emotions in teachers, because they are less amenable 
to teachers’ instruction and teacher infl uence. Teachers would then tend to 
favor the highs and to demonstrate differentiality in their ES of high- versus 
low-achievers (third and fourth components). In order to treat all students 
equally in the affective domain, teachers must exercise a great deal of con-
trol over their emotional behavior (fi fth component) and to conceal their 
differential affect.

The ability to control affective displays and to conceal negative emotions 
varies considerably within the person. Some channels (especially words and 
verbal content) can be readily controlled to demonstrate equal treatment, 
such as in the case of teachers’ verbal feedback to students. But other NV 
channels (body, voice intonations, and, to a lesser degree, facial expres-
sions) cannot be controlled as easily. Therefore, negative affect cannot 
be concealed and it leaks through those NV channels. The conception of 
NV leakage (see Chapter 12) was fi rst introduced by Ekman and Friesen 
(1969b), and a great deal is known today about the hierarchy of NV chan-
nels in terms of leakage potential. With regard to the theory of TDB, the 
control aspect would imply that teachers would experience diffi culty in 
hiding their negative emotions toward particular students, and therefore 
would not be able to treat all students equally in their affective behavior.

There is also an added danger that attempts to control emotional dis-
plays would lead teachers to demonstrate excessive sweetness toward dis-
liked students, and that might well be perceived by students and interpreted 
by them as refl ecting negative affect. Reversal of emotional expression is 
often more convincing for the person displaying the emotion than for the 
receiver, and as mentioned earlier, students are experts in deciphering 
teachers’ hidden messages.

Another potential danger arises from the contemporary leading ideology 
of CM (see extensive discussion in Chapter 9). In this approach (Everston 
& Weinstein, 2006a), teachers are encouraged to form emotional relation-
ships with their students and to spontaneously express their emotions in the 
classroom. Unfortunately, this literature largely ignores the accumulated 
research fi ndings on TDB. Because teachers’ feelings towards different stu-
dents vary a lot, they are likely to demonstrate great differentiality in their 
free-fl oating emotional displays, and they would not exercise self-control 
about their differential ES. The good atmosphere predicted by the CM 
advocates due to teachers’ freely expressed affect might boomerang and 
hinder students’ satisfaction because of that emotional differentiality and 
the negative affect directed at some students.

More recently, TDB has been investigated via judges’ ratings of teachers’ 
nonverbal (NV) behaviors in their interactions with low- and high-expectancy 
students. Measurement of NV behavior (Chapters 12–14) tends to high-
light emotional aspects in teacher behavior, as these are refl ected in facial 
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expressions, gestures, body language and tone of voice. Therefore, the study 
of TDB can be enhanced by investigation of teachers’ NV behavior.

In one study (Babad, Bernieri, & Rosenthal, 1989a, see also Babad, 
1992, 1993b), differences were found between teachers’ NV behaviors 
when they were just talking about low- versus high-expectancy students to 
the camera. In another condition, when teachers were talking to individual 
(low and high) students and interacting with them, expectancy differences 
were found in judges’ ratings of facially communicated expressions and 
in active teaching behavior, confi rming the theory previously presented: 
Teacher interactions with low-expectancy students were characterized by 
more vigorous teaching activity (LS compensation), but with more nega-
tive affect (ES). Interactions with high-expectancy students showed less 
instructional effort but more positive teacher affect. In a more recent study 
(Babad, Avni-Babad, & Rosenthal, 2003), judges viewed ten-second video 
clips of teachers’ NV behavior in interactions with low- and high-achievers 
and judged how competent, friendly and interesting the teachers appeared 
to be in these clips. Substantial expectancy-related differences were found, 
and teacher interactions with high-achievers were systematically rated more 
positively than interactions with low-achievers.

STUDENTS’ PERCEPTIONS OF TDB

The next important link in the expectancy confi rmation chain consists 
of students’ perceptions of teachers’ TDB. Once it has been demonstrated 
that teacher expectancies are indeed expressed and transmitted to students 
via their differential behavior, it becomes necessary to investigate whether 
students indeed perceive and interpret their teachers’ differential behavior. 
To study students’ perceptions, the objective (low-inference) measurement 
of the previous link must be replaced by high-inference measurement of 
students’ subjective experiences of the classroom behavior of their teach-
ers. Studies on student perceptions of TDB were conducted mainly in 
three locations: By Weinstein (2002; Weinstein & McKown, 1998) and 
her associates in Berkeley; By Cooper and Good (1983), then in Missouri; 
and By Babad (1990a, 1998) in Israel. In general, all investigators found 
that students (even very young ones) are highly sensitive to TDB and can 
describe in systematic terms which are quite consistent with the observa-
tional fi ndings.

Despite the consistency between fi ndings obtained from low-inference 
observational studies and high-inference students’ perceptions, it must be 
remembered that students often interpret teacher behavior differently from 
the automatic interpretations given by adult observers and researchers, or 
by the behaving teachers themselves. One study can illuminate this gap: 
Babad (1990b) examined student perceptions about a teacher behavior 
labeled “calling on students.” In the adult perspective, this behavior carries 
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a universal meaning of providing instructional support (LS) in the output 
category (i.e., providing learning opportunities), and it is viewed as a posi-
tive teacher behavior. This behavior was found to have different meanings 
in student perceptions, depending on who was the target student called 
on by the teacher: If the teacher called on a high-achiever, students per-
ceived this behavior as refl ecting positive LS; but calling on a low-achiever 
was interpreted by students within the negative cluster of putting pressure. 
There may well be other behaviors that teachers enact with a positive and 
helpful intent, but students might consider those behaviors as negative and 
refl ective of low expectations.

My personal experience confi rms this point. When I visit the USA, peo-
ple recognize that I am a foreigner when they hear my Israeli accent. Some 
will talk to me more slowly in an effort to be helpful, separating their 
words and selecting “easy” words. They are probably quite smug about 
their sensitivity and helpfulness, but little do they know how insulting their 
behavior is for me, as it transmits a negative expectancy!

Weinstein and Babad discovered independently that students’ perceptions 
of their teachers’ differential behavior cannot be probed in a direct manner. 
Direct questions such as “How does your teacher treat you compared to 
other students” evoke defensive and protective reactions in which students 
deny teacher differentiality (“She treats me exactly like everyone else” or 
“She treats everybody here in the same way”). The more effective way is to 
ask students about their teacher’s presumable behavior toward hypothetical 
low-expectancy and high-expectancy students “that she had taught in the 
past, in another classroom.” In this questionnaire, the responding students 
rate a list of their teacher’s behaviors twice, once for the hypothetical low-
achiever and a second time for the hypothetical high-achiever. This method 
allows students to freely project their current perceptions of their teacher’s 
behavior without feeling constrained.

Weinstein and Middlestadt (1979) found that students’ perceptions of 
their teachers’ interactions with high-expectancy students refl ected high 
expectations, academic demand, and special privileges, whereas low-
expectancy students were perceived as receiving fewer chances but greater 
teacher concern and vigilance. In other studies, Weinstein and colleagues 
(Weinstein et al., 1982; Weinstein et al., 1987) found that low-expectancy 
students were perceived as receiving more negative feedback, more direc-
tion, and more work- and rule-oriented treatment, whereas high-expectancy 
students were perceived as receiving higher expectations and more opportu-
nity and choice. Weinstein and her colleagues did not put a special empha-
sis on teachers’ affective behaviors, and their lists of teacher behaviors were 
concentrated on behaviors in the academic-instructional domain.

In Babad’s (1990a, 1995) investigations of student perceptions of TDB, 
the list of behaviors to be rated by students included three factor-based 
clusters: Learning support (LS) (with items like: Teacher approaches to 
observe student’s work; Gives student opportunity to think long enough 
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before answering Explains student’s mistakes and how to correct them, 
etc.); Emotional support (ES) (Teacher is warm to student and support-
ive of her/him; Loves the student; Gives student much attention, etc.); and 
Pressure (Teacher addresses diffi cult question at student; Is very demand-
ing of student). In large samples of Israeli 5th–7th grade classrooms, stu-
dents’ perceptions of TDB were very clear and consistent: Teachers were 
systematically perceived as giving low-expectancy students more LS and 
putting less Pressure on them compared to high-expectancy students; on 
the other hand, teachers were also systematically perceived as giving more 
ES to high-expectancy students, being more attentive, warm, supportive 
and loving towards them. These effects of TDB in students’ perceptions 
supported the theory of TDB presented before. Differences in LS and Pres-
sure are ideologically legitimate and even desirable, but the differences in 
ES in favor of the highs are not legitimate and quite problematic, poten-
tially spoiling the good intentions in the provision of more instructional 
support to low-achievers.

COMPARISON OF STUDENTS’ AND 
TEACHERS’ PERCEPTIONS OF TDB

In Babad’s (1990a, 1995) studies, the investigated teachers also fi lled out 
the same questionnaires as their students, and rated their own presum-
able behavior toward low- and high-expectancy students. Thus, teacher’s 
and students’ reports could be compared for each classroom. The patterns 
of agreement and disagreement between teachers and students followed 
the reasoning of the proposed theory and reaffi rmed the psychological 
signifi cance of the teacher affect issue. With regard to LS and pressure, 
there was almost complete agreement between the students and their 
teachers that teachers give low-expectancy students more LS and put less 
pressure on them compared to high-expectancy students. But with regard 
the ES and teacher warmth, the perceptions were diametrically opposed: 
Whereas the students perceived their teachers as giving more positive ES to 
high-expectancy students, the teachers themselves reported that they give 
more positive ES to the low-expectancy students. This pattern character-
ized almost every classroom in the sample. Thus, the teachers reported a 
consistent and desirable overall pattern of compensating low-achievers in 
both the instructional and the emotional domains. The students disagreed, 
and while they were in consensus with their teachers about the instruc-
tional aspects, they clearly perceived the teachers as giving preferential 
affect, more love and support to the highs.

Both studies (Babad 1990a, 1995) included a feedback intervention in 
which teachers received empirical feedback on the gaps between their own 
reports and their students’ perceptions. In the early study, each teacher was 
characterized by the researchers as open or resistant to feedback according 
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to her behavior and reactions in the session in which the feedback was 
provided. A few months later, both the students and their teachers fi lled 
out again the same questionnaires measuring TDB. In the classrooms of 
teachers characterized earlier as open to feedback, some improvement was 
observed, and that was evident in both students’ and teachers’ reports. No 
improvement was found in the classrooms of the teachers initially classifi ed 
as resistant to feedback. In the second study, the feedback intervention was 
not found to have any effects on TDB. (Change interventions in the class-
room are discussed in Chapter 16).

TDB IN TEACHERS’ NV BEHAVIOR

The studies of teachers’ NV behavior provided several opportunities to 
investigate the validity of students’ perceptions of TDB. In the study that 
examined TDB when teachers talked about highs and lows and then inter-
acted briefl y with highs and lows (Babad et al., 1989a), adult judges were 
used to rate the video clips depicting teacher behavior. Later, we decided 
to show those teacher interactions with highs and lows to samples of pri-
mary school students, as young as fourth-graders (aged nine through ten) 
in Israel (Babad, Bernieri, & Rosenthal, 1991) and New Zealand (Babad 
& Taylor, 1992). Because of the young age of the new judges, the judgment 
task was changed: Instead of rating each teacher on a variety of behavioral 
scales following each video clip, the children were simply asked to guess the 
academic status of the unseen student in each video interaction (from weak 
to excellent student) and the degree to which they thought that student was 
liked by the teacher. The guesses about the unseen student were based on 
what they viewed in the teacher’s behavior. From these very brief instances 
of teacher interactions with highs and lows (and in New Zealand, without 
any comprehension of teacher speech), the young children detected very 
well the high- or low-achieving status of each unseen student. They also 
perceived the high-achievers to be better liked by their teachers. Their rat-
ings were well correlated with the ratings of the adult judges of the same 
thin slices of teacher behavior.

Thus, according to this evidence, exposure of a few seconds to the NV 
behavior of unknown teachers in interactions with high-and low-achieving 
students was suffi cient for nine- and ten-year-old students to detect TDB. 
There must be something distinctive (yet very fi ne and elusive) in the dif-
ferent ways teachers treat their highs and their lows. It must be reiterated 
again that this differentiation is not simply a matter of being pleasant to 
those and nasty to those, and sometimes negative affect is inferred from 
excessive and exaggerated positive affect!

A second opportunity to validate student perceptions of TDB was pro-
vided in the more recent study already mentioned (Babad et al., 2003). 
In that study, high school teachers were videotaped during regular class 
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lessons, and ten-second clips were later isolated from the natural fl ow to 
represent several instructional situations, such as disciplinary behavior, lec-
turing to the entire class, and interactions with students who were later 
identifi ed as high- and low-achievers. Each of the NV clips was viewed by 
adult judges (outside Israel) who were not familiar with the teachers and 
did not comprehend teachers’ Hebrew speech. The judges rated each clip 
on how competent, friendly, and interesting the teacher appeared to be, 
and a composite score representing their overall impression (negative to 
positive) was computed from these ratings. Different groups of judges rated 
teacher behavior toward the high-achievers and the low-achievers. Each 
teacher’s score of differential treatment was derived from the comparison 
of the judges’ mean ratings for the two interaction clips.

At the end of that school year, all students of the videotaped teachers fi lled 
out self-report questionnaires about the behavior of their teacher toward a 
hypothetical high-achiever and low-achiever “that she had taught in the 
past,” and TDB scores were derived from the averaged students’ reports for 
the hypothetical high-achiever and the low-achiever in each classroom. This 
comparison was interesting because the data on TDB for each teacher were 
derived from two sources that were very different from each other: Adult 
judges’ ratings following exposure to ten seconds of unknown teachers’ 
NV behavior on the one hand, versus students’ judgments based on their 
accumulated experience with the teacher throughout the school year on the 
other hand. The results showed (a) that ten-seconds of exposure to teachers’ 
NV behavior was suffi cient to reach clear inferences about teacher differ-
entiality; and (b) judges ratings and students’ judgments were substantially 
correlated with each other across the sample of teachers. Thus, students’ 
high-inference judgments based on a year-long experience and judges’ low-
inference ratings following a brief exposure cross-validated each other in 
identifying teachers’ relative level of differentiality.

The third opportunity to validate students’ perceptions of TDB emerged 
out of a secondary analysis of data in the 2003 study presented previously. 
An unexpected fi nding in that study showed that judges’ ratings of teach-
ers’ NV behavior while addressing their entire classes (i.e., lecturing) were 
related to teachers’ TDB status: Teachers who were judged more positively 
for their ten seconds of lecturing to the entire classroom were also found 
to be more differential in their treatment of highs and lows. The same was 
found for both the judges’ ratings of the video clips and for the students’ 
end-of-year perceptions of TDB. I was puzzled by this unexpected associa-
tion between impressive lecturing and differential behavior, and decided to 
try a long shot: I showed the lecturing clips (that were directed at the entire 
body of students and did not single out any individual student) to a sample 
of eleventh grade students in another city, and asked the students to make 
guesses about each teacher’s level of differentiality “when she would interact 
with individual low- versus high-achieving students.” The results (Babad, 
2005b) showed that these eleventh grade students were capable of guessing 
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teacher differentiality quite accurately despite the fact that they viewed only 
public behavior and no individual treatment at all. Adult judges facing the 
same guessing task could not predict TDB from the lecturing clips.

It is not intuitively clear why being rated more positively on lecturing 
to the entire class in high school would be related to higher rates of TDB, 
and how the students who were not familiar with the videotaped teachers 
could accurately guess TDB from public behavior. One hypothesis was that 
good lecturing is like a show, and perhaps teachers who invest more effort 
in the show are more concerned about their own performance than about 
students, and then they might also be more differential and preferential in 
their treatment of students.

Regardless of the explanation of that particular fi nding, the important 
lesson in all examples is that students are experts in deciphering and under-
standing the fi nest nuances of teacher behavior. Because of students’ con-
tinuous dependence on their teachers, their sensitivity is highly adaptive 
and might contribute to their adjustment to school. They are the fi rst to 
perceive leakage and deception in teachers’ behavior, and it is diffi cult for 
the teachers to manipulate their students. In terms of the salient concep-
tion of information processing in social and cognitive psychology, it might 
be argued that students have an implicit theory about teacher behavior, 
consisting of a complex set of relationships and hypothetical correlations 
between various teacher traits and behaviors. This implicit theory enables 
students to detect underlying processes even from subtle cues, to predict 
what might happen, and to deduce one thing from another. The last exam-
ple demonstrates that students’ implicit theories are not limited to their 
specifi c teachers and can be generalized to knowledge about teachers in 
general. Their implicit knowledge enables them to know things that they 
had not even seen directly.

Many teachers are oblivious of their transparency to students, and 
unaware of the students’ expertise in understanding them. I think that many 
teachers believe that they can make students see them in the way they wish 
to appear and that they can be effective in hiding their emotions or display-
ing false emotions. Perhaps some teachers can also lie to themselves.

THE SOCIAL/EMOTIONAL EFFECTS OF TDB ON CLASSROOMS

The last and perhaps the most important link in the conceptual chain of 
expectancy confi rmation involves the effects of the various expectancy 
phenomena on the students. As mentioned, the concern over SFP effects 
had initially been focused on the academic domain. Researchers had 
been apprehensive about the possibility that negative teacher expectan-
cies might potentially hinder the academic performance and scholastic 
achievements of low-achieving and minority group students (Wineburg, 
1987; Weinstein, 2002). The development of the fi eld has shifted the focus 
of concern from the academic domain to the social/emotional domain, 
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and from potential consequences to individual students to whole class-
room consequences, that is, how TDB might infl uence the morale of the 
entire classroom.

From the perspective of a long-time expectancy researcher, it seems 
to me that after the dust of the controversy over Pygmalion had settled 
down and actual SFP effects on individual students appeared to be rel-
atively minimal, many educators sighed in relief and proceeded to shift 
their attention to other issues related to teaching, learning and CM. They 
thought that, indeed, the expectations of a small proportion of teachers 
might potentially infl uence their students in a positive or negative direc-
tion (biased teachers in Babad’s work, or over-reactive teachers in Brophy’s, 
1985 terms), but this phenomenon is only marginal and does not charac-
terize most teachers and most classrooms. As a result of this thinking, the 
entire fi eld of research dealing with Pygmalion, SFP, teacher expectancies 
and TDB was dropped from the agenda, and almost disappeared from the 
literature on CM.

But this approach is faulty, and the issue of TDB cannot be ignored. 
Over the years I have come to understand that TDB is a generalized issue 
that concerns teachers’ overall conduct in their heterogeneous classrooms 
irrespective of SFP effects. Even if teachers’ differential perceptions of dif-
ferent students are accurate and their expectations are reality-based, class-
room climate and the morale of all students might be affected by their 
perceptions that their teachers behave in an unfair and inequitable man-
ner! Perhaps individual students are not academically hindered by teacher 
expectations, but excessive teacher differentiality can hinder the morale 
and satisfaction of the entire classroom because students’ basic expectation 
of fairness and equity is violated.

The signifi cance of students’ emotional volatility and their extreme sen-
sitivity to the most implicit nuances of teacher’s behavior must be remem-
bered at all times. Readers are reminded of the description of the classroom 
as a social environment (Chapter 1); of the discussion of students’ social 
needs, motivations and special sensitivities (Chapter 2); and of the special 
status of the teacher as the leader of the classroom society, who is responsi-
ble for leading students to both academic achievements and social harmony 
(Chapter 3). Even if differential treatment of different students and groups 
of students by the teacher in the heterogeneous classroom is necessary and 
educationally justifi ed, students’ awareness of TDB can potentially hinder 
CC and damage satisfaction and harmony.

Fairness and equity are central and cardinal values of modern human civi-
lization. There might probably be only few values equaling them in societal 
priority. Therefore, violation of equality and unfair or arbitrary action of per-
sons in positions of power can have a tremendous impact on individuals and 
groups under their infl uence. As mentioned, the social comparison process 
is extremely powerful, and one’s contentment or frustration is determined 
not only by the objective assessment of one’s own product, but also through 
comparison with others. Differential treatment illuminates and symbolizes 
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differences (in status, in ability, in perceived potential, in likeability, in expec-
tations, etc.) and can therefore trigger a sense of discrimination.

Equity Theory 

Adams (1965) formulated his famous Equity Theory to describe personal 
motivation in the workplace. According to Adams, we seek a fair balance 
between what we put into our job and what we get out of it. Inputs include 
effort, loyalty, hard work, commitment, skill, ability, tolerance, determi-
nation, trust, support, and sacrifi ce. Outputs in this theory include pay, 
salary, benefi ts and bonuses, plus intangibles such as recognition, status, 
reputation, respect and thanks. We form perceptions of what would con-
stitute a fair balance or trade of inputs and outputs by comparing our own 
situation with other reference points or examples. We are infl uenced by 
others (friends, peers, etc.) in establishing these benchmarks and our own 
response to them in relation to our own ratio of inputs and outputs. If we 
feel that our inputs are fairly rewarded by our outputs, we are happy and 
motivated to inputting on the same level or a higher level. If our inputs 
outweigh our outputs, especially by comparison to a referent other, we 
become de-motivated—we reduce effort and become inwardly disgruntled 
or outwardly diffi cult, even disruptive.

Other theories and much philosophical thinking emphasize the impor-
tance of the sense of justice, of the elementary expectation in democratic 
society that authority fi gures would act in a fair and equitable manner. For 
classroom students, the teacher is not just a manager in the organizational 
sense but, more importantly, an educator responsible for their value system. 
Therefore, teacher’s fairness is most important. On principle, every dif-
ferential behavior involves some form of inequity, but some behaviors or 
events evoke more students’ anger than others. The biblical dictum “train 
the child according to his way” (Proverbs, 22:6) indeed prescribes dif-
ferential treatment. Such differentiality is educationally justifi ed because 
it is supposed to eventually promote equality—unequal treatment would 
provide equal opportunity. But when differential treatment is condoned, 
it should be limited as much as possible so as to avoid violating students’ 
sense of equity. TDB in LS might be acceptable because of the real differ-
ences among students in their learning needs, skills and capabilities, but 
differentiality in the emotional domain (ES) is forbidden and cannot be 
justifi ed. The same holds for parents. Even if they love one of their children 
more than her/his siblings, it would be considered extremely immoral to 
explicitly demonstrate their favoritism.

Empirical Evidence on the Psychological Price of TDB in the Classroom 

Babad (1995) examined the relationships between TDB (as perceived and 
reported by classroom students) and indices of classroom climate (CC) and 
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students’ reactions to their teachers. The investigation was conducted in 
eighty fi fth- and sixth-grade classrooms. As described earlier, the students 
fi lled out questionnaires ratings their perceptions of their teacher’s behav-
ior toward a hypothetical high-achieving and a low-achieving student that 
“she had taught in the past.” Each teacher’s TDB scores for the LS, ES, and 
pressure factors were computed by averaging her students’ ratings. The stu-
dents also fi lled out self-report questionnaires measuring CC, morale and 
satisfaction, and their emotional reactions to their teacher (including items 
about their satisfaction when a substitute teacher replaces their teacher, and 
their wish to continue with the same teacher next year).

The results demonstrated substantial infl uence of TDB on CC and over-
all student morale. The pattern of results differed for each of the three TDB 
clusters:

 1. Perceptions of differential pressure were unrelated to any of the CC 
outcome variables. Thus, the fact that teachers were perceived as 
putting more pressure on high-achievers than the low-achievers was 
probably accepted by the students and evoked no criticism or negative 
reactions.

 2. TDB in the instructional domain (LS), where teachers were generally 
perceived by their students (and by themselves) as providing more LS 
to low-achieving students, was weakly but positively related to cli-
mate outcomes. Students reacted in a mildly positive manner to teach-
ers’ efforts to provide more instructional support to low-achievers, 
and greater intensity of differentiality tended to be accepted rather 
than criticized by the investigated fi fth and sixth grade students.

 3. Strong and substantial negative relationships were found for teachers’ 
differentiality in the affective domain (ES). Readers are reminded that 
virtually all teachers were perceived by their students as giving more 
emotional support to their high-expectancy students. In comparing 
the classrooms (i.e., comparing teachers varying in intensities of dif-
ferential ES), a stronger differential in favor of high-achievers was 
associated to lower student morale and less satisfaction in the climate 
questionnaire; to more negative reactions to the teachers; to a stron-
ger wish to not continue with the teacher next year; and to greater 
satisfaction with a substitute teacher. In short, the students seemed to 
be angrier at teachers perceived to favor the highs more intensely in 
their affective displays and more dissatisfi ed in their classrooms.

In a more recent study described earlier (Babad et al., 2003), relations 
between TDB and social-affective classroom outcomes were examined in 
an older age group of high school students (tenth and eleventh grade). In 
the published literature, expectancy effects and TDB were investigated 
almost exclusively in the younger context of the elementary school, where 
one home-room teacher spends most of the classroom time with the same 
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students, and therefore carries considerable infl uence on the students. The 
high school context differs from the elementary school in several ways: 
First, students are exposed to a larger number of teachers in various dis-
ciplines. Second, high school adolescents are more critical than younger 
children and they have more friction with adult authority fi gures (parents 
and teachers). Third, achievement pressure in high school is more intense, 
especially for those intending to compete for acceptance into institu-
tions of higher education. Therefore, high school students have stronger 
instructional needs and they are more dependent on teachers’ time and 
assistance, and yet they also tend to be more rebellious and more critical 
of their teachers.

In the 2003 study, teachers in twenty-eight high school classrooms were 
videotaped in several instructional situations and brief instances of their 
NV behavior were rated by judges who were unfamiliar with the teachers. 
The intensity of teachers’ differential treatment was assessed from ratings 
of each teacher’s NV behavior in interactions with (unseen) high- and low-
achievers. As mentioned earlier, all students in those classrooms also evalu-
ated their teachers’ differential behavior in a self-report questionnaire, and 
the two measures of TDB cross-validated each other.

The students in all twenty-eight classrooms in the 2003 study also fi lled 
out questionnaires in which they evaluated their teachers. Students’ ratings 
of teachers (SRT) are very common in almost all colleges and universi-
ties, routinely administered at the end of every course. SRT measurement 
is less common in elementary and high schools. Unlike CC questionnaires 
(Chapter 5), which are more student-oriented and attempt to capture the 
classroom atmosphere, SRT (also called SET) questionnaires are more 
exclusively focused on the teachers, their traits, teaching style, interaction 
patterns with students, and course organization. What they have in com-
mon is that both SRT and CC questionnaires trace students’ reactions to 
their teachers and refl ect students’ morale and satisfaction.

The fi ndings (Babad et al., 2003) showed strong relationships between 
TDB and students’ evaluations of the teachers. The teachers who demon-
strated greater differentiality were evaluated more negatively and criti-
cized more harshly by their students on almost every dimension measured. 
Similar negative relationships were found for teacher differentiality mea-
sured through judges’ (low-inference) ratings of ten seconds of teachers’ 
NV behavior and for students’-rated (high-inference) perceptions of TDB. 
Moreover, whereas in the elementary school classrooms of the previous 
studies only differentiality in teachers’ affective behavior (ES) was asso-
ciated with negative outcomes, in this high school study, differentiality 
in both the instructional domain (LS) and the affective domain (ES) was 
related to students’ harsh evaluations of their teachers. Thus, for the older 
high school students, all forms of TDB were unacceptable and severely 
criticized.
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CONCLUSION

TDB has been discussed in this chapter both as an expectancy-related 
phenomenon (potentially affecting particular low-expectancy and high-
expectancy students) and as a general classroom phenomenon (affecting 
the morale and satisfaction of the entire student body). The evidence dem-
onstrated the existence of the TDB phenomenon and the relative frequen-
cies of various types of TDB in classrooms, and a theoretical model was 
proposed to explain the array of TDB effects. Students’ keen sensitivity to 
perceive their teachers’ differentiality was discussed next. The differences 
between students’ perceptions and the teachers’ own perceptions and inter-
pretations of their differential behavior emphasized the volatile nature of 
the TDB issue. The dilemma between the necessity to treat students differ-
ently and the potential damage that inequitable treatment might cause to 
the social fabric of the classroom society forces teachers to maneuver and to 
seek an optimal path for dealing effectively with their classrooms.

With the decline in expectancy research in recent decades, the issue of 
TDB in the heterogeneous classroom was ignored and not brought saliently 
enough to the attention of teacher education students. Indeed only a few 
studies investigated the relationships between teachers’ rates of TDB and 
students’ evaluations and satisfaction. However, the fi ndings are clear and 
strong, demonstrating the damage that can be caused to classrooms by 
teachers’ excessive and more noticeable TDB.

The next chapter deals with the teacher’s pet phenomenon—a unique 
expression of teachers’ differential (actually preferential) relationships with 
a few loved students. Despite the fact that the pet phenomenon is com-
monly known to every past and present student, the empirical research on 
pets and on teachers who have pets has been quite limited. But here, too, 
empirical evidence has accumulated that demonstrates the potential dam-
age that might be caused by teachers’ deviation from equity in their CM.



8 The Teacher’s Pet Phenomenon

The teacher’s pet phenomenon is related to the previous chapter because 
it also deals with teachers’ preferential treatment and their deviation from 
fairness and equity in classroom behavior. However, the teacher’s pet phe-
nomenon is not an expectancy-related concept. Rather, it is a phenomenon 
of a special emotional relationship (often a love relationship) between the 
teacher and a particular student (or two) in the classroom. Although the 
phenomenon is extremely well known, very little research that focused 
directly on teachers’ pets has been published, and we don’t even know its 
rate of occurrence in schools beyond two or three studies. This chapter is 
based on a series of studies conducted in Israel.

We all know about teachers’ pets and remember their existence in the 
classroom. Some of us might remember (perhaps nostalgically) how we 
ourselves had been teacher’s pets in the foregone past. As teachers, we 
might remember how we loved a particular student. Doris Day sang many 
years ago: “I want to be teacher’s pet.” But many students and most educa-
tors probably do not hold this phenomenon in a particularly positive light, 
and reactions toward teachers who have pets and hold special relationships 
with favorite students are probably quite negative.

The presumed importance of the teacher’s pet phenomenon stems from 
the fact that it is a classroom phenomenon that touches the entire classroom 
society, not only the teachers and their particular favorites. The existence 
of this phenomenon might have an impact on CC, on students’ morale and 
satisfaction, and most importantly, on students’ reactions to their teacher. 
Teacher’s status as an infl uential fi gure in students’ eyes might be hindered 
by the existence of the teacher’s pet phenomenon in the classroom. The spe-
cial edge of this phenomenon derives from students’ extreme sensitivity to 
the behavior of their teachers and their uncanny ability to perceive, absorb 
and diagnose hidden and concealed aspects of teacher behavior. In another 
meaning, students are also sensitive to their teachers in the sense of being 
vulnerable to teachers’ infl uence.

TEACHERS EMOTIONAL ATTITUDES 
TOWARD PARTICULAR STUDENTS

Silberman (1969, 1971) came close to defi ning and measuring the teacher’s 
pet phenomenon, although he did not use this term in his writing. Silberman 
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defi ned four emotional attitudes that teachers hold for particular students 
in their classrooms: attachment; concern; indifference; and rejection. Sil-
berman and several subsequent researchers examined teachers’ behaviors 
toward particular students who were the objects of these four attitudes.

Because this chapter focuses on the teacher’s pet phenomenon, I discuss 
here only the attitude of attachment. The attitude of concern is usually 
directed at children with special needs and disabilities and perhaps also at 
underprivileged students. The attitudes of indifference and rejection are 
similar in some aspects to the concepts of neglected students and rejected 
students in the two-dimensional model of sociometric measurement, dis-
cussed in Chapter 4 (Coie et al. 1982). However, the neglect and rejection 
in Silberman’s model stem from the teacher and not from the classroom 
peers as discussed in the sociometric literature.

In the research on teachers’ emotional attitudes (by Silbernman, 1969, 
1971; Brophy & Everston, 1981; and Good & Brophy, 1972, 1974), teach-
ers were asked to nominate students who were the objects of these four atti-
tudes, and observational researchers examined the behavior of these students 
and of the teachers interacting with them. Silberman defi ned attachment as 
an affectionate relation to students that is derived from the pleasure they 
bring to the teacher’s work. In Silberman’s questionnaire, teachers were 
asked to “name those students you would like to keep for another year for 
the sheer joy of it.” Given this emotional bond expressed by the teachers, 
it is quite likely that numerous students nominated as attachment students 
might have been considered teachers’ pets. However, the attachment group 
could also have included academically excellent students who are not neces-
sarily teachers’ pets in terms of the special emotional relationship between 
teacher and student.

In the various studies, students who were nominated as attachment 
students were found (in teachers’ descriptions and by some independent 
measures) to be most positive, almost ideal students: They showed good 
behavior and high conformity, compliance to school norms, participation, 
and achievement orientation which were most rewarding for their teach-
ers. However, observations of teacher behavior toward attachment students 
yielded very weak fi ndings of distinctive and differential behavior. In com-
parison, more distinctive behaviors were identifi ed in teachers’ interactions 
with concern and rejection students. Although the teachers themselves 
nominated the attachment students, they were not found to treat them dif-
ferently than other students!

Perhaps teachers do not treat their attachment students in any special 
way, but another explanation is more plausible, and it might already have 
occurred to readers who went through the previous chapter on TDB: Hav-
ing named those particular students to the researchers as objects of their 
special attachment, and given the ideological concern about fairness and 
equity, the teachers would probably have monitored their behavior quite 
carefully in front of the observers in their classroom. They would be cau-
tious to treat all students equally so as not to demonstrate any preferential 
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behavior. It would have made more sense if attachment students had not 
been nominated by the teachers if those teachers’ behavior towards the 
nominated students was about to be observed. In light of the discussion 
in the previous chapter, it might be added that demonstrating differen-
tial behavior toward concern and rejection students is more permissible. 
Concern students are the legitimate recipients of extra teacher investment 
and attention, and rejection students are probably perceived as children 
who cause their own trouble in the classroom by their disruptive and 
malicious behavior.

WHAT DO TEACHERS AND STUDENTS THINK 
ABOUT THE TEACHER’S PET PHENOMENON?

Because no body of research on the teacher’s pet phenomenon was avail-
able, it seemed logical that the fi rst step should be to conduct an attribu-
tional study, intended to investigate students’ and teachers’ hypothetical 
notions about the pet phenomenon. Groups of students in varied grade 
levels in elementary and high school, teacher education students, and expe-
rienced teachers participated in this initial investigation (Tal, 1987; Tal & 
Babad, 1989).

The recognition factor of the pet phenomenon was extremely high, 
and over 90% of the respondents recognized the phenomenon and could 
describe the special emotional relationship between teacher and pet and the 
mutual rewards they provide for each other. In respondents’ open-ended 
accounts, the phenomenon was characterized mostly in negative terms, 
emphasizing teachers’ preferential treatment of their pets. When positive 
aspects were mentioned, they referred mostly to the positive personality 
traits and social characteristics of students who become teacher pets. In 
comparing the groups of respondents, the reactions of the elementary and 
high school students were more negative than those of the experienced 
teachers, whereas the attitudes of students in teacher education (still being 
students, but soon to be teachers) fell between these extremes. Experienced 
teachers related to the pet phenomenon in a somewhat lenient and toler-
ant manner, stressing more often the uniquely positive characteristics of 
teacher pets (worthy of teacher love . . . so to speak). The teachers believed 
more strongly than students that they can conceal from their students their 
special attachment to their pets. In fact, whereas the elementary and high 
school students were happy about our investigation and welcomed it, many 
teachers in the sample were apprehensive about our prying into this topic.

In another part of this study, three hypothetical student types were pre-
sented—Teacher’s Pet, Academically Best Student and Student Leader—
and respondents rated the presumed social distance between each type 
and (a) the teacher, and (b) the other students. The fi ndings showed high 
consensus among all groups of respondents: Academically best students 
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were considered to be close to both the teacher and the other students; 
leaders were thought as close to the students but remote from the teacher; 
and teachers’ pets were described as being very close to the teachers but 
remote from the other students. These perceptions confi rmed the existence 
of an implicit, consensual attributional typology in which the teacher’s pet 
is a distinct type. This conclusion was important for subsequent decisions 
about how to measure this phenomenon and how to identify teachers’ pets 
in the classroom. However, readers should bear in mind that when student 
types are considered hypothetically, they can be distinguished from each 
other quite sharply, but in the actual reality of the classroom the types are 
often less distinguishable from each other. Some salient students in their 
classrooms might be both teacher’s pet and leader, or both teacher’s pet 
and academically best student, and some might be classifi ed as fi tting all 
three labels.

MEASUREMENT OF THE PET PHENOMENON: 
IDENTIFYING TEACHERS’ PETS

In light of the lessons from the measurement of expectancy-related TDB 
(Chapter 7) and those learned from the measurement of teachers’ emo-
tional attitudes , it was clear that seeking teachers’ own nominations of 
their pets would not be a good idea, and pet nominations—if received at 
all and not denied by the teachers—would not be too credible. A methodol-
ogy of identifying teachers’ pets by behavioral observations in classrooms 
was also rejected, (a) because of the great expense and effort required to 
conduct observations in many classrooms; and (b) because teachers might 
exhibit their best and most equitable behavior when observers (or a camera) 
are present in the classroom. In deliberating about the best measurement 
method, it was clear that it must focus on the social reality of the classroom 
as perceived and experienced by the students themselves.

Tal and Babad (1990) chose a cognitive sociometric method to identify 
teachers’ pets. To remind readers, in the classic affective sociometry, stu-
dents nominate their best liked and most disliked peers in the classroom, 
whereas in cognitive sociometry, students serve as judges and report cog-
nitively who are the children who occupy particular roles in the classroom 
(see Chapter 4). In cognitive sociometry, students are not asked at all about 
their own feelings and about their own friends and non-friends. This type 
of measurement is particularly appropriate for measurement of psychologi-
cal typologies.

A particular type is defi ned by the consensus of ratings of the classroom 
peers, when all or most students agree about the identity of the student 
characterized as occupying that particular role. The idea was that if a par-
ticular student would be named by all or almost all peers in the classroom 
as being leader, academic best, or teacher’s pet, it stands to reason that s/he 
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represents that particular type in the classroom life. For teacher’s pets, the 
consensus subsequently designated the teacher as having or not having a 
pet in her classroom.

In a questionnaire administered to all students in eighty fi fth and sixth 
grade classrooms in Israel, students were asked to nominate two classmates 
for each type (including naming themselves if appropriate) holding particu-
lar roles in the classroom: Academically best students; leaders of the boys 
or the girls; quiet students, and several other types. Embedded in that list 
(and in order to dull the edge of asking about teachers’ pets) were nomina-
tions of two students Best Liked by the home-room teacher, and later a 
nomination of the student Most Loved by the teacher.

Defi ning a type by consensus of sociometric peer nominations is a bit 
tricky statistically, because arbitrary decisions must be taken. If all classmates 
named X as leader, labeling X as the classroom leader would be quite simple 
and straight-forward. But what if 90% of the classmates nominated X? Or 
what if 83% nominated X? Or perhaps 70% nomintated X? The decision 
where to put the cutoff point is arbitrary, and different decisions might yield 
different characterizations of the classroom. To increase the reliability of the 
nomination of teachers’ pets, two questions were included, asking about Best 
Liked and Most Loved, so that a double-consensus would be required.

The designation of pet classrooms was further complicated by the possi-
ble existence of two distinct pet situations. One is the commonly held hypo-
thetical image of one salient student who is the teacher’s exclusive pet. The 
other potential situation includes several pets; two or three students who 
are especially loved and preferred by the teacher. The two situations would 
yield different patterns of nominations in the sociometric questionnaire, 
because nominations must be divided among two or three pets in a mul-
tiple-pet classroom. Because two names of Best Liked students are sought 
in the questionnaire, the potential for distributing the choices among two 
or three pets is created, and 200% of choices are provided. Thus, three 
students can each receive nominations of 66.6% of their classmates as best 
liked by the teacher when two students are nominated.

Tal and Babad (1990) characterized each classroom (actually each 
teacher) in one of the following three categories:

 1. Exclusive pet classroom (characterized by extremely high consensus 
nominations of one student);

 2. Non-exclusive pet classroom (high consensus in identifying one, or 
two, or three students as teacher’s pets);

 3. No pet classrooms (where no consensus was found in identifying pets, 
with nominations distributed among many students).

The fi rst two categories were both considered as characterizing pet class-
rooms, but the non-exclusive category was considered a less extreme case 
of the pet phenomenon.



The Teacher’s Pet Phenomenon 111

In Tal and Babad’s 1990 study, only 20% of the classrooms were desig-
nated as no-pet classrooms, and 80% were pet classrooms (26% exclusive 
pet classrooms and 54% non-exclusive pet classrooms). In a subsequent 
sample of another eighty fi fth- and sixth-grade classrooms (Babad, 1995) 
only half of the classrooms were designated as pet classrooms (13% exclu-
sive and 36% non-exclusive). Given that the consensus criteria that had been 
employed were rather strict, it is clear that the extent of the pet phenom-
enon in elementary school is very substantial (see Babad, 1998). Between 
half and three-quarters of the teachers are perceived by their students as 
having a special emotional relationship and as demonstrating detectable 
preference for particular students who are consensually identifi ed by their 
classmates. No data and no empirical knowledge are available about the 
pet situation in high school classrooms. It stands to reason that the issue 
of love and a special relationship between teacher and student can be more 
complex and multi-faceted in older age groups, much as the reactions of 
adolescent students to their teachers might be more intense compared to 
those of elementary school students.

CAN TEACHERS IDENTIFY THE STUDENT-NOMINATED PETS?

Having pets is a delicate issue for teachers because of the ethical concerns 
regarding potential violation of fairness and equity norms. In the initial 
fi eld study (Tal & Babad, 1989) teachers were aware of the pet phenome-
non as a hypothetical phenomenon no less than school students and teacher 
education students. They were more confi dent than the other groups of 
respondents that teachers can conceal from their students their special 
attachment to their pets. In the 1990 study, pets were identifi ed by con-
sensus of students’ nominations. Subsequently, we asked the teachers to 
guess who were consensually nominated by their students as teacher’s pets. 
Teachers’ guesswork was found to be very poor. Some teachers declined to 
answer the question, arguing that there could not be any consensus among 
their students about a particular pet. Others often named a student who 
was not consensually viewed as a pet by their students. Only 19% of the 
teachers named the pets correctly. In contrast, half of the teachers were 
accurate in guessing the consensually nominated classroom leader, and 
68% correctly identifi ed the names of students selected by consensus as 
the academically best students in their classrooms. It is well known in the 
sociometric literature that teachers are often unaware of their students’ 
sociometric status. However, the low rate of guessing the identities of the 
pets fell far below the rates usually reported for teachers’ guesses of socio-
metric status and popularity.

Readers may have their own ideas about possible interpretation of this 
fi nding. Perhaps the teachers were defensive and were throwing a smoke 
screen to divert attention away from their real pets; perhaps teachers are 
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really not aware of their students’ perceptions; and perhaps the teachers 
were right, and the student consensus was based on wrong and misguided 
perceptions. In any event, given the high levels of consensus in students’ 
nominations, we must treat the pet data as having at least some validity

CHARACTERISTICS OF TEACHERS’ PETS

What are the characteristics of students likely to become teachers’ pets? The 
studies included attributions made by students and teachers about teacher 
pets they had known, and actual measurement of some characteristics of 
the children nominated by their peers as teachers’ pets in their classrooms. 
The emerging picture of the teacher’s pet in the elementary school was quite 
clear and coherent. Teachers’ pets are very positive, likable and attractive 
children. They tend to be girls more frequently than boys, perhaps because 
at this age, girls are less rebellious and more likely than boys to accommo-
date themselves to school norms. Pets are almost always students of high 
academic standing, although not necessarily the most excellent students in 
their classrooms. It seems that their intellectual ability is complemented by 
charm, beauty and social skills which include good manners, compliance 
and fl attery (although the teacher’s pet is clearly distinguishable from the 
classroom fl atterer who obviously is not the teacher’s pet). Research on 
TDB in the previous chapter showed that teachers often demonstrate exces-
sively positive behavior toward low-expectancy and underprivileged stu-
dents. However, the empirical evidence on nominated pets indicated that 
low-expectancy and underprivileged students were not consensually held 
by their classmates to be teachers’ pets.

Thus, the pets loved by the teachers seem to be truly lovable and attrac-
tive, and in some way it is easy to understand teachers’ affections towards 
them. Following Silberman’s thoughts that these students reward the teach-
ers and give them satisfaction in their hard work, perhaps teachers can-
not be faulted for their positive feelings. However, the important question 
concerns potential implications of these relationships on the classrooms, 
how the other students are affected and how classroom life and atmosphere 
might be infl uenced by the pet phenomenon.

CLASSROOM BEHAVIOR OF TEACHERS WHO HAVE PETS

The fi rst question that comes to mind is whether teacher’s pets receive pref-
erential treatment from their teachers. According to the familiar myth and 
the commonly held beliefs about the teacher’s pet phenomenon, the answer 
must be that they do. But the reality of classroom life and of teachers’ 
behavior is more complex, and blatant favoritism is probably quite rare. The 
research on the pet phenomenon did not include behavioral observations 
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of teachers’ behavior toward their pets. In light of the research on Silber-
man’s attachment students that did not uncover any differential treatment, 
I would suppose that teachers would not demonstrate intense preferential 
behavior to their pets, nor would they infl ate their grades (which the pets 
don’t really need, as they tend to be excellent students anyway). On the 
contrary, following the Biblical dictum that “Those who are revered, are 
treated more harshly,” teachers might even demonstrate more strictness 
and demand toward their pets.

I believe that the special treatment of loved pets would be expressed in 
rare events that would receive a negligible weight in statistical analysis of 
behavioral observations, or manifested in fi ne and subtle nuances of teach-
ers’ NV behavior. Such nuances are hard to measure, but classroom stu-
dents are experts in perceiving and diagnosing such clues in their teachers’ 
behavior. Thus, I think that preferential treatment of teachers’ pets prob-
ably exists, but it cannot readily be measured.

A question that is more amenable to empirical investigation is whether 
teachers who have pets differ from teachers who do not have pets in their 
behavior toward other students in the classroom, especially in terms of 
their TDB toward low- versus high-achieving students. It was possible to 
examine this question in Babad’s (1995) study because measures of both 
TDB (by students’ reports) and teacher’s pet status (by students’ sociomet-
ric nominations) were available for each teacher. For statistical expediency, 
the previous dichotomous (pet/no pet) or trichotomous (exclusive pet/non-
exclusive pet/no pet) categorization of teachers was abandoned. Instead, a 
continuous measure of the intensity of the pet phenomenon was computed 
for each teacher. Quite simply, it consisted of the percentage of agreement 
among the students in each classroom in naming the fi rst, most salient stu-
dent best liked by the teacher. Thus, using the eighty teachers as a sample, 
it became possible to compute a simple correlation between the perceived 
intensity of their overall TDB toward high- versus low-achievers and the 
intensity of their tendency to have identifi able pets in their classrooms.

The results showed a clear and substantial relationship between the 
intensity of the pet phenomenon and TDB: The more the classroom stu-
dents agreed about the identity of the liked/loved student, the more the 
teacher was perceived in the TDB questionnaire as demonstrating differ-
ential behavior toward high- versus low-achievers in the classroom. This 
relationship was particularly strong for teachers’ differential emotional 
support, where high-expectancy students were reported as receiving pro-
portionally higher rates of teacher’s warmth and positive affect.

These fi ndings are quite important to our understanding of the social 
psychology of the classroom, and I would like to take a moment to explain 
its credibility from a methodological standpoint. When the students fi lled 
out the questionnaires, they were never asked explicitly about teacher’s pets 
nor were they asked directly about TDB. Both phenomena were derived 
statistically from the accumulation of all students’ responses. Moreover, a 
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different method of questioning was used to measure each phenomenon: 
Students were asked to name one or two best liked / most loved students 
for identifying pets; and they rated teacher’s presumed behaviors toward 
a hypothetical high- and a low-achieving student “she had taught in the 
past” for measurement of TDB. The more differently students in a given 
classroom had rated their teacher’s behavior toward the hypothetical high-
achieving and the low-achieving students, the more they also tended to 
name the same real student as best liked by their teacher. Had the stu-
dents been asked explicitly about the teacher’s pet and about her differen-
tial behavior, the suspicion would have lingered on that the relationship 
between these phenomena might have refl ected their implicit theory rather 
than describing the classroom reality.

In terms of the psychology of the teacher, the relationship between the 
pet phenomenon and TDB toward high/low achievers illuminates a partic-
ular type of teacher who freely expresses intense personal feelings toward 
particular students with little or no concern about fairness and equity in 
her/his classroom conduct. The fi ndings indicate that this positive and neg-
ative differentiality is noticed and perceived by students. Our culture tries 
to educate parents and teachers to control the expression of their emotions 
and to refrain from showing preferential affective behavior toward par-
ticular children or students. In the case of these particular teachers–who 
constitute a very substantial proportion of elementary school teachers—the 
cultural dictum is not followed, and they do manifest differential and pref-
erential behavior. With regard to their conduct towards their pets, perhaps 
those teachers believe that they can hide their preference from their stu-
dents. The fi ndings indicate that the students are well aware of the preferen-
tial behavior, and they are also acutely aware of these teachers’ differential 
expression of affect toward low- and high-achievers in the classroom. In 
the same manner, TV anchormen and interviewers on the public media are 
required to show fair and equitable behavior in broadcasting. A series of 
studies proved high rates of deviation from equity in the preferential non-
verbal behavior of TV interviewers (Babad, 1999, 2005a).

NEGATIVE CONSEQUENCES OF THE TEACHER’S 
PET PHENOMENON IN THE CLASSROOM

We already know (Chapter 7) that excessive TDB is related to a more nega-
tive CC, to less student satisfaction and to angry student reactions to their 
teachers. In other words, the previous fi ndings showed that the violation 
of the cultural norm of equity in TDB carries a measurable psychological 
price in the classroom. It was now time to examine whether the occurrence 
and the intensity of the teachers’ pet phenomenon in the classroom carries 
a similar psychological price.
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Tal (1987) and Tal and Babad (1990) compared CC, students’ satisfac-
tion and their emotional reactions to their teachers in no pet classrooms, 
non-exclusive pet classrooms, and exclusive pet classrooms. They found a 
clear pattern of signifi cant results that confi rmed their hypothesis: Class-
rooms with no pets showed the most positive climate and positive reactions 
to their teachers; exclusive pet classrooms showed the most negative climate 
and negative reactions to their teachers; and the non-exclusive pet class-
rooms (with two to three pets of lower sociometric intensity) fell between 
these extremes, with reactions more similar to those of the students in the 
exclusive pet classrooms. Thus, in that sample of eighty fi fth- and sixth-
grade classrooms, the occurrence and the intensity of the teacher’s pet 
phenomenon in the classrooms carried a psychological price similar to the 
negative consequences of TDB.

These fi ndings were not confi rmed in the subsequent study (Babad, 
1995), conducted on a new sample of eighty fi fth- and sixth-grade class-
rooms. Here the three types of pet classrooms did not signifi cantly differ 
from each other in CC and the other outcome variables, nor did the inten-
sity of the pet phenomenon (as a continuous variable) correlate signifi -
cantly with the outcome variables. These surprising fi ndings necessitated 
more thinking and deeper probing of additional factors that might medi-
ate the effects of the pet phenomenon on elementary school classrooms. 
A study on the seating locations of various student types in the space of 
the classroom (Babad & Ezer, 1993) provided a new insight that contrib-
uted to an improved conceptualization of the teacher’s pet phenomenon. 
Therefore, the next section is a detour into the area of environmental 
psychology, probing the systematic seating locations of defi ned types of 
students in the classroom.

DETOUR INTO ENVIRONMENTAL PSYCHOLOGY: 
CLASSROOM SEATING LOCATIONS OF TEACHERS’ PETS, 
LEADERS, AND ACADEMICALLY BEST STUDENTS

Research on seating arrangements has long been recognized as a sub-
domain in educational research, integrating ideas from environmental 
psychology and social psychology (see Weinstein, 1979). One direction in 
seating research has been focused on the symbolic meaning and poten-
tial academic and social implications of different ways of arranging the 
classroom space and of seating the students in it. One example was the 
comparison between the conventional rows and columns arrangement and 
an arrangement of separate groups seated around tables (Wheldall & Lam, 
1987). Another direction of seating research examined the particular seat-
ing locations of defi ned students or student types, in an attempt to decipher 
the hidden meanings of particular seating locations.
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Researchers in this fi eld recognized that the determination of a seating 
location is a complex process: Students select their own seating locations 
according to various considerations and preferences; but elementary and 
high school teachers often intervene and either pre-determine or change 
students’ seating. The consensus in the literature is that seating arrange-
ments are meaningful and refl ect underlying social phenomena in both self-
determined and/or teacher-determined variations.

One interesting example of seating location research will be briefl y 
described before I return to teachers’ pets. In the conventional arrange-
ment of rows and columns, one area is known as the activity zone. It is 
located in the center front of the classroom, close (but not too close) to 
the teacher. Research shows that the activity zone is characterized by more 
positive student attitudes, better quality of teacher–student interaction, and 
higher student achievements (see Moore & Glynn, 1984, Sommer, 1967). 
An environmental explanation of the superior educational products of stu-
dents seated in the activity zone emphasizes ease of communication, optimal 
distance, good quality of eye contact and reduced potential for disruption. 
A self-selection explanation argues that particular types of students choose 
this location to satisfy their learning needs—plus the possibility of teachers 
assigning particular students to the activity zone. Both explanations have 
merit, and probably both contribute to the educational advantages of the 
activity zone (see Weinstein, 1979; Koneya, 1976; Stires, 1980).

In Tal and Babad’s (1990) study of the teacher’s pet phenomenon, class-
room maps detailing the seating locations of every student in each class-
room were collected. Babad and Ezer (1993) examined the seating locations 
of the various sociometrically-defi ned student types in the seventy class-
rooms arranged in conventional rows and columns. The particular students 
characterized as representing each type were selected on the basis of the 
consensus in their peers’ nominations.

Babad and Ezer (1993) found that classroom leaders tended to sit in 
the back of the classroom more often, away from the teacher. Flatterers 
(clearly not teacher’s pets) sat most frequently in the front row, very close to 
the teacher. Among the type of academically best students the pattern was 
divided—those nominated by the highest consensus showed a tendency to 
sit in the back of the classroom, whereas those nominated by a weaker (but 
still high) consensus tended to sit closer to their teachers. We thought that 
the former subgroup might consist of the more independent thinkers, excel-
lent students who do not need the teacher so much. The latter subgroup 
probably consisted of more conforming and conventional best students 
who are well-connected to the teachers, and therefore sat closer to them. 
As to teacher’s pets, in the initial analysis we failed to discover a systematic 
tendency for a particular seating location.

Scrutiny of the sociometric nominations illuminated a distinction 
between (a) students receiving consensual nominations as one type only 
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(pure types) and (b) students who received consensual nominations as 
representing two types (pet and academic best, or pet and leader, or 
academic best and leader) or even as representing all three types (mixed 
types). Because nomination for each role defi nition was independent of 
the nomination for the other roles, a particular student could be consen-
sually perceived as being leader and academic best and teacher’s pet. In 
fact, more than half of the students nominated for the three types were 
actually characterized as mixed types with concurrent two or even three 
designations.

The fi nding most relevant to the present chapter concerned the distinc-
tion between pure and mixed teacher pets. The combination of pet and 
leader meant that the student most liked/loved by the teacher was also most 
appreciated by her/his classroom mates. The combination of pet and aca-
demic best meant that teacher’s special love was given to a student recog-
nized by classmates for her/his superior academic status. In contrast, the 
pure pet designation meant that the teacher’s special love, appreciation and 
preference were given to a student who was not particularly appreciated 
or liked by her/his peers. The conceptual implication of this distinction 
between pure and mixed pets is that teacher’s love and special attachment 
to her pet may not be the only important aspect of the pet phenomenon. 
Different pet situations with different implications might be created when 
the attitudes of the other students in the classroom toward that student 
are considered as well. In the mixed-pet situation—especially in the pet-
leader designation—we fi nd consonance between teacher’s and students’ 
emotional attitude toward the pet. In contrast, the attitudes of the teacher 
and the students are dissonant with each other in the pure pet situation 
because the students do not particularly like or appreciate that student. 
Perhaps the mental picture of the teacher’s pet phenomenon held by most 
people involves the pure pet situation, where students consider teachers’ 
special attachment and preferential attitude toward their pets as unwar-
ranted, unjustifi ed and unfair.

With this conceptual distinction in mind, we can return to the analysis 
of the seating locations of teachers’ pets in the classroom space. Babad 
and Ezer (1993) found indeed that pure pets and mixed pets demonstrated 
different seating location patterns: Pure pets tended to sit more often in 
the front of the classroom, closer to the teacher; whereas mixed pets were 
found to be seated more often in the back of the classroom. Thus, pets who 
were liked only by the teachers without enjoying high sociometric status 
among their peers sat indeed in the front locations initially predicted for 
teachers’ pets. On the other hand, pets that enjoyed high status amongst 
their peers were found seated in the location characterizing other leaders 
(i.e., the back of the classroom). It might be speculated that their classroom 
leadership position was more important psychologically to pets-leaders 
than their position vis-à-vis their teachers.
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A REVISED CONCEPTION OF THE NEGATIVE CONSEQUENCES 
OF THE PET PHENOMENON IN THE CLASSROOM

Applying this pure-mixed pet distinction to the eighty classroom of Babad’s 
(1995) sample, the classrooms were re-classifi ed into three new groups, 
crossing students’ sociometric status as pets (that is, best liked and most 
loved by the teacher) with consensually rated popularity and/or leadership 
status among their peers. The groups were:

 1. No pet classrooms (26% of the classrooms).
 2. Popular pet classrooms (where the same students were consensually 

nominated as teachers’ pets and also held by their peers as most popu-
lar and/or leaders; 46% of the classrooms).

 3. Unpopular pet classrooms (where the consensual teachers’ pets were 
not nominated highly for popularity and/or leadership among their 
peers; 29% of the classrooms).

These three re-formulated pet groups were next compared to each other on 
the student-rated outcome variables: CC, students’ morale and satisfaction, 
and emotional reactions to their teachers. The new hypothesis was that 
teacher’s attachment to a popular pet should not anger the other students, 
because the students share the teacher’s feelings, appreciate the teacher’s 
pet, and hold her/him in special status. The results confi rmed this hypoth-
esis: More negative climate, lower morale and student satisfaction, more 
negative affective reactions to the teacher, more happiness about substitute 
teachers, and a stronger wish to not continue with the same teacher next 
year were found only in the unpopular pet classrooms. In contrast, all of 
these educational outcomes were rated higher and more positively in both 
the no pet classrooms and the popular pet classrooms, with no differences 
between the latter two groups.

Thus, the negative image of the teacher’s pet phenomenon seems to be 
justifi ed by the empirical data, and the existence of the pet phenomenon 
in classrooms (that is, teachers showing special love and attachment to 
selected pets) may indeed carry negative consequences for the psychological 
well-being of the entire classroom society. However, the negative connota-
tion of the teacher’s pet phenomenon and the negative social consequences 
for the entire classroom are limited in a justifi able manner only to class-
rooms where the students do not share in the teacher’s love and apprecia-
tion for her/his pet. When the pet is appreciated by both the students and 
the teacher, no harm is caused to the classroom society.
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9 Classroom Management
Historical Trends and Contemporary 
Approach

DEFINITIONS OF CLASSROOM MANAGEMENT

CM is the teacher’s central mode of conduct and set of activities in the class-
room. It integrates teacher’s roles and professional objectives as instructor, 
educator, and manager. Reporting in the journal “Educational Leadership” 
on a meta-analysis of various studies, Marzano and Marzano concluded 
that CM is the single factor with the largest impact on student achieve-
ment, because effective CM sets the stage for successful student learning. 
In their analysis, Marzano and Marzano (2003) concluded that teacher–
students relationships constituted the keystone to all other aspects of CM, 
and specifi cally, that effective teacher–students relationships consisted of 
exhibiting appropriate levels of dominance, exhibiting appropriate levels of 
cooperation, and being aware of high needs students.

Carolyn Everston and Carol Weinstein(2006a), long-time researchers 
of CM, published an infl uential (1,346-page) handbook on various aspects 
of CM. In the opening chapter (Everston & Weinstein, 2006b) they defi ned 
CM as the action teachers take to create an environment that supports 
and facilitates both academic and social-emotional student learning. CM 
is distinguished from other aspects of the teacher’s work, such as didactics 
and academic instruction or measurement and evaluation. It includes the 
various organizational aspects of the classroom that infl uence students and 
eventually lead to positive academic, social and emotional outcomes.

Jere Brophy (1999, 2006) one of the leaders of the CM fi eld, holds the 
same view, and emphasizes successful instruction as the central product 
of effective CM. The overall objective is to create the most effective envi-
ronment with minimal restrictions, an environment that would achieve its 
goals with no (or minimal) side effects in a cost/benefi t analysis. There-
fore, teachers’ various classroom interventions, students’ socialization, and 
meaningful teacher-students relationships are all included as important 
components of CM.

This current conception of CM is widely held today. Some authors 
emphasize students’ participation and partnership in maintaining class-
room environment (e.g., Elias & Schwab, 2006; Freiberg & Lapointe, 
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2006), and most writers stress teachers’ role in creating and maintaining an 
effective classroom environment.

Discipline problems and student misbehavior are the major obstacles to 
effective CM and hinder teachers’ work. Havoc in the classroom and man-
agement problems constitute the major causes for teacher burnout (Fried-
man, 2000, 2006), perhaps even preventing prospective candidates from 
becoming teachers. Contemporary schools are wrought with problems of 
violence, misbehavior and poor achievements, and teachers’ tasks in CM 
are formidable.

HISTORICAL TRENDS IN CONCEPTUALIZATION AND 
INVESTIGATION OF CLASSROOM MANAGEMENT

Conceptions of CM have been known for over a century. William Bagley 
published a book entitled Classroom Management in 1907, and much of 
the impressive common sense in the Bagley (1907) book in terms of strate-
gies and tactics of handling the classroom is still quite modern today. Early 
writings were based on the intuitive notions of master teachers that had 
evolved through their accumulated experience as classroom teachers, and 
organized empirical research came much later. Actual research on CM was 
published in a substantial measure since the middle of the 20th century.

The major concerns have always been how to deal with the various 
complexities of the classroom environment, how to control students and 
minimize disruption and misbehavior, and how to lead students to the best 
academic achievements and psycho-social development. Beliefs about CM 
probably had always refl ected the current educational thinking of each 
period. However, the early writings seem to have been more practical than 
ideological, and conceptions of CM did not refl ect an overriding ideology 
or philosophy of education. Over time, the trend had changed and the lit-
erature dealing with CM became more and more ideological—it became 
a tool of transferring the classroom into an entity refl ecting specifi c and 
exclusive ideological images, an ideological perspective into which teach-
ers should be socialized. Using a contemporary euphemism, Brophy (1988) 
and Jones (2006) argued for emphasizing “a simple integrated approach 
to CM in teacher training” rather than providing brief coverage of differ-
ent approaches. This probably stems from the bitter controversy over the 
behavioral approach to CM, and the rejection of behavioristic methods as 
tools in the hands of the classroom teacher by many writers.

Three types of factors contributed to change the conceptualization of 
CM over the years:

 1. Changing educational ideologies.
 2. New theoretical and empirical knowledge on methods for affecting 

behavioral change.
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 3. Historically changing realities of the public school in terms of educa-
tional policies (e.g., inclusion of special education students in regular 
classrooms, school desegregation, etc.) and societal trends of change 
(e.g., infl ux of immigrant populations, new realities of school vio-
lence, drug abuse and sexual behavior among adolescents, etc.).

In the 1960s and 1970s, the ideology of the open school and the open 
classroom gained momentum and became quite popular. The ideological 
purpose was to break the authoritarian framework of the conventional 
classroom and to create a democratic school. In this new school students 
would share in decision-making and in school governance, be personally 
accountable for their own curriculum and program of study, and learn to 
be democratic through their actual participative experience in a demo-
cratic school.

This view was compatible with the democratic, equalitarian and par-
ticipative image of management offered by the human relations movement, 
which mushroomed and gained tremendous popularity (especially in the 
USA) during the 1950s and 1960s. In part as a reaction to the rise of racism 
and fascism during World War II, the movement (under the leadership of 
Kurt Lewin, Kenneth Benne, Ronald Lippitt and Lleland Bradford) offered 
a new image of management based on shared responsibility and collabora-
tive leadership. Many thousands of participants from a variety of fi elds and 
occupations took part in human relations training workshops. These labs 
offered sets of experiential group activities to actually train managers how 
to apply this new cultural image in their workplaces.

This ideology naturally infl uenced the fi eld of education, and the con-
ception of the open classroom and the open school were refl ections of this 
perspective. A famous book for teachers by Richard and Patricia Schmuck 
(Schmuck & Schmuck, 1975), entitled Group Processes in the Classroom 
presented this conception to teachers and offered a variety of exercises and 
classroom activities for training how to actually realize these ideas in the 
classroom. The authors discussed the notions of shared leadership and fl ex-
ible leadership, fostered the notion of the collaborative teacher, and sug-
gested experiential activities on classroom norms and expectations, social 
interaction, peer relationships and teacher-student relationships, teacher 
behavior, and school organization. This was the forerunner of the contem-
porary conceptualization of CM.

Concurrent with these developments but in a diametrically opposite 
direction, the 1960s and 1970s were also characterized by rapid develop-
ments in the scientifi c research and application of behaviorism. The behav-
ioral approach to learning had developed rapidly in the fi rst half of the 20th 
century. Concepts such as reinforcement (including positive reinforcement, 
negative reinforcement, partial reinforcement, secondary reinforcement), 
extinction, drive, stimulus control and the law of association and law of 
effect (i.e., classical conditioning and operant conditioning) became very 
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well known and occupied necessary chapters in every introductory psychol-
ogy textbook.

In the late 1950s, 1960s and 1970s, great advances were made in behav-
ior therapy, where these behavioral concepts were applied successfully to 
the treatment of a great variety of emotional, mental and behavioral prob-
lems. Behavior therapies posed a great challenge to the dominant psychody-
namic psychotherapies—they offered more expedient, less time consuming, 
simpler, cheaper, and potentially widely applied remedies. That included 
help to populations that were not amenable to psychodynamic treatment 
before, such as young children and the mentally retarded and psychotic 
populations.

The behavioristic ideas and the behavioral approach to treatment were 
quite elementary and simple:

 1. Every problem and every symptom had to be defi ned in operationally 
measurable behavioral terms.

 2. A relevant reinforcement and contingency program was designed and 
carried out to reduce the occurrence of the symptomatic behavior.

 3. The changed behavior was put under appropriate environmental con-
trol. Applications were developed during those years in a variety of 
directions: Treatment of various phobias and anxieties (including test 
anxiety); problems in sexual functioning; aggressive and anti-social 
behavior; marital and parental problems; and treatment of excep-
tional and problem children, including mentally retarded and emo-
tionally disturbed children. 

Ample evidence has accumulated attesting to the wide-range success of the 
behavioral approach. But these developments were accompanied by a bitter 
controversy that has not subsided over the years, with intense mutual con-
tempt and prejudices of proponents and opponents of behaviorism against 
each other.

Together with the emphasis on individual treatment—that has been 
and still remains the strongest type of behavioral intervention—group and 
organizational applications were also developed, aiming to increase mana-
gerial effectiveness through collective stimulus control and the systematic 
application of reinforcements. The group approaches started with token 
economies to regulate daily life in mental institutions. Later they were wid-
ened to other types of institutions, and were eventually implemented in 
open organizational frameworks such as classrooms as well. The central 
behavioral infl uences in education took two directions: One focused on the 
organization of teaching to improve student learning (learning by objec-
tives, pacing of student progress, cueing, etc.); the other was the use of 
behavioral methods in CM to help teachers control the potential havoc in 
the classroom through stimulus control, reinforcement and punishment.
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Thus, within the same span of years, two diametrically contrasted visions 
of teachers and of classrooms were competing with each other, two poten-
tial panaceas to solve major educational problems. Each approach had its 
ardent supporters, rationale and training methods, and accumulated evi-
dence proving its effectiveness. So, side by side with the different editions of 
the Schmuck and Schmuck (1975) book Group Processes in the Classroom, 
one could purchase and put into practice O’Leary and O’Leary’s (1972) 
book: Classroom Management: The Successful Use of Behavior Modifi ca-
tion. As mentioned, the open classroom movement was, fi rst and above all, 
an ideological movement. The behavioral approach grew out of the accu-
mulation of methodological and practical tactics for overcoming behav-
ioral problems, but it also became an ideological approach. Behaviorists 
believed that a potential remedy was fi nally found for teachers’ seemingly 
insoluble professional diffi culties in maintaining classroom control, that 
teachers could be provided with simple and practical techniques for dealing 
effectively with misbehavior and disciplinary problems in the school.

These two visions, of the open classroom and of behavioral control, 
peaked sometime in the 1970s and early 1980s, and then lost some of 
their acute appeal. Today one can fi nd rather few democratic schools and 
fully open classrooms, much as collective token economy and behavioral 
control classrooms are quite rare as well. But they did not disappear, and 
their basic notions strongly affected the developing fi eld of CM. The open 
school lost its attractiveness because it is very diffi cult to fulfi ll its objec-
tives; because of poor scholastic attainments; because it seemed to be 
more effective with advanced and exclusive populations and less practical 
for weak and more problematic populations; because discipline problems 
were intensifi ed in the open schools; and because it put intense pressures 
on teachers and school administrators. But most of its basic ideas perme-
ated, and they can be identifi ed today as central components in the current 
conceptualization of CM.

Today, the favored form of schooling is to maintain the conventional 
structure of the classroom, and fully democratic schools and democratic 
classrooms are quite rare. Readers are reminded (Chapter 3) how Baumrind 
(1971) replaced the term democratic leadership in the classic Lewin’s et al. 
(1939) study of the three styles of leadership by authoritative leadership—
because democratic leadership is not really democratic. Following the same 
thinking, the classroom is not considered the most appropriate setting for a 
real democracy. Authoritative leadership with its collaborative aspects rep-
resents today the desirable image of effective CM. Authoritarian leadership 
is more closely identifi ed with behavioral extrinsic control, and represents 
an undesirable image of CM. The contemporary literature stresses teacher’s 
role in facilitating students’ self-control, self-regulation and self-effi cacy 
through the creation and maintenance of a caring and supportive environ-
ment and emotional relationships with the students.
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Even in its peak years, behaviorism was controversial and heavily criti-
cized. The central arguments against the behavioral approach focused on 
the mechanistic nature and robot-like quality of the elicited behaviors; on 
extrinsic teacher control that does not lead to students’ self-control; and 
on the absence of caring, support and softer emotional tones in the rather 
technical language of behavioral analysis. The leading fi gures of the contem-
porary CM movement oppose behaviorism—Brophy (1999, 2006) wrote 
against behaviorism; Everston and Weinstein (2006a) included a necessary 
behavioristic chapter in their recent handbook, but the book as a whole pays 
little attention to behavioral analysis; Freiberg wrote a book entitled Beyond 
Behaviorism (1999); and Landrum and Kauffman (2006), the authors of the 
behavioristic chapter in the Everston and Weinstein handbook, complained 
that most teachers learn about the behavioral approach in a negative con-
notation and not as a viable alternative for effective CM.

But the infl uence of the behavioral approach on the current conception of 
CM is quite strong. The controversy and criticism are really focused on the 
old mechanistic behavioral models of the 1960s and 1970s, and the behav-
iorism of the 21st century is quite different, having undergone substantial 
paradigm changes. Today, the more common and acceptable behavioral 
treatments are cognitive-behavioral. Current behaviorism is less mechanis-
tic, and thoughts and cognitions are considered to be behaviors. Contem-
porary behavioral researchers emphasize social learning and modeling, and 
value behavioral techniques that foster self-control, self-regulation, auton-
omy and self-effi cacy. Thus, even if the salient CM researchers criticize the 
behaviorism of the 1970s, they actually follow many of the ideas of the 
more enlightened, contemporary behavioral analysis.

It is true, however, that authoritarian, teacher-centered notions of con-
trol via punishment and reinforcement and the exclusive use of behavioral 
control methods are not acceptable. It is also true that whole classroom 
behavioral interventions such as token economy are no longer used in regu-
lar classrooms. On the other hand, behavioral methods are very widely 
used in dealing with individual students of special disabilities and students 
who pose severe behavioral and academic problems. Moreover, the behav-
ioral approach cannot be overlooked in consideration of methods for deal-
ing with disciplinary problems in the classroom (see Chapter 10).

PARADIGM SHIFT IN CLASSROOM MANAGEMENT

Freiberg (1999, 2006; Rogers & Freiberg, 1994; and various authors in his 
1999 book) wrote extensively about the paradigm shift in CM. The shift 
was from classic behaviorism to person-centered approaches that are more 
student-directed than teacher-directed. Freiberg argued that this was not 
simply a change in strategy but a philosophical shift in the global view of 
teaching and learning and of teachers’ and students’ roles in the classroom. 
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Teaching is not seen any longer as transmission of information from an 
active teacher to passive students. Students must become active and take 
responsibility for their learning, and the teachers become facilitators rather 
than transmitters. The emphasis shifted from obedience and compliance 
to more self-direction and self-regulation. Finally, CM shifted from inter-
vention to prevention. As Freiberg put it, why solve a problem if you can 
prevent it in the fi rst place?

In the same spirit, Everston and Weinstein (2006b) summarized the 
common themes and consensus among most writers in the contemporary 
conceptualization of CM:

 1. Positive teacher–student relationships are at the very core of effective 
CM.

 2. CM is seen as a social and moral curriculum for fostering students’ 
social, emotional and moral development, not only as a method for 
controlling the classroom.

 3. Strategies based on external reward and punishment are not desirable 
and do not contribute to students’ development.

 4. Teachers must take into account student’ characteristics and consider 
the differences among students in age, developmental level, race, eth-
nicity, cultural background, socioeconomic status and abilities. Vari-
ations among students must mediate teachers’ managerial decisions 
and infl uence their actions.

VIGNETTE FROM TEACHERS’ RESEARCH

A vignette from our work with teachers in Israel demonstrates quite viv-
idly the paradigm shift in CM. In the past few years, my colleagues at the 
Hebrew University of Jerusalem and I ran a project intended to facilitate 
teachers’ applied research in the schools. Doctoral students in educational 
research went regularly to various schools and preschools in the fi eld, and 
helped teachers to formulate research questions; to design fi eld studies and 
to actually conduct the studies in school; to analyze the data; to write short 
scientifi c reports; and to disseminate the information to other teachers in 
presentations and through the Internet.

In one elementary school in Modi’in, two teachers (Yael Karp and Keren 
Fahima) had an argument about the desirable student stance during frontal 
teaching. One of them believed that students’ attention is more focused 
and their learning is maximized when they are required to sit still, to avoid 
scribbling and other unnecessary activities, and instructed to listen atten-
tively to the teacher. The other teacher held an opposite view, believing that 
attention is more acute when students are left alone with no instructions 
or teacher control. We encouraged the two teachers to investigate the issue, 
and they designed and conducted several fi eld experiments in second- and 
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sixth-grade classrooms. In one study, one group of students was explicitly 
instructed to clear their desks and to sit attentively and quietly during the 
lesson, whereas the other group received no instructions at all. In another 
study, one group of students was actually provided with crayons and paper 
(and in another version, with pipe cleaning sticks that can be manipulated 
and played with) compared to control groups. The teachers taught new 
teaching units in those lessons, so that student achievement in a subsequent 
test was a function of their attentiveness during the teaching session.

The results were very clear and consistent in all variations of the experi-
ment and across the two grade levels: Free-wheeling students whose behav-
ior was not restricted performed better and showed higher achievement 
than the groups instructed to sit still and to pay attention. Thus, the teacher-
directed approach was less effective than the student-directed approach. 
The more traditional teacher in the pair of researchers was quite surprised 
by these results, and the study caused her to re-think her philosophy of 
CM. The study was later discussed by the entire body of teachers and it was 
clear that the data-based conclusions infl uenced the teachers.

HOW IS CLASSROOM MANAGEMENT INVESTIGATED?

Data-based images and conceptions of effective CM are derived from 
empirical research. Data can confi rm whether the ideological perspective 
and the theoretically-desired images of effective management are indeed 
valid in the educational outcomes they can yield in actual practice. To con-
duct research on CM, measurement must focus on two major aspects:

 1. Processes of teachers’ actual management in the classroom.
 2. Educational outcomes in various classrooms.

When the actual management processes are defi ned, operationalized in 
measurable terms and actually measured in large enough samples of class-
rooms, and when the educational outcomes are equally defi ned, operation-
alized and measured, it is possible to analyze the relationships between 
processes and outcomes. Subsequently, specifi c elements and aspects of 
teachers’ and students’ conduct that would constitute effective CM can be 
identifi ed and defi ned.

How can CM be measured? The best and most common method is to con-
duct observations in classrooms, recording and analyzing defi ned aspects of 
teachers’ and students’ behavior. But because classroom observations require 
a great investment of time, effort, and fi nancial resources, researchers often 
substitute for them with (high-inference) reports of the students, of the teach-
ers themselves, or of school administrators and professional staff (who usu-
ally know all teachers very well and can differentiate among them).

Educational outcomes can be measured in a variety of methods. The 
most common measures are actual student achievement data and students’ 
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self-reported evaluations of classroom climate and of their teachers’ effi -
cacy. Sometimes the teachers themselves are asked to evaluate the educa-
tional outcomes of their classrooms, or researchers would seek sociometric 
data of teachers’ reputation among their peers and school administrators. 
(Measuring through reputation is fi ne, because longtime professional peers 
and colleagues have valuable information about each other. However, repu-
tation should not be self-perpetuated, based on what the teachers boast 
to their colleagues about their success within their classrooms). Another 
source of data can be found in the institutional records: Frequencies of 
truancy, of lateness to class, of problems requiring external intervention, of 
referrals to experts, etc.

Probably the most common design used in CM research is the extreme 
group comparison design. This type of research works backwards, from the 
outcomes to the process: Researchers identify groups of excellent and effec-
tive classroom managers, and compare them to appropriate control groups 
(either teachers not identifi ed as excellent, which constitute neutral control 
groups, or groups of teachers explicitly identifi ed as weak classroom man-
agers). Those extreme groups of teachers are then observed in their class-
rooms, in attempts to identify what characterizes the behavior, conduct, 
attributes and attitudes of excellent classroom managers.

THE IMAGE AND ATTRIBUTES OF 
EXCELLENT CLASSROOM MANAGERS

From the extensive literature and the multitude of studies, it is possible to 
delineate in a condensed fashion the desirable image of teachers who are 
excellent in their CM. Next, students’ images of good teacher-manager are 
presented fi rst, followed by the presentation of researchers’ images of excel-
lent CM. Although derived from different types of studies, the two images 
are quite compatible with each other, although the specifi c terms character-
izing student perceptions are different from the terms used by researchers.

I must apologize to the readers that the emerging picture is too rosy and 
idealized. Excellent classroom managers must be almost perfect and super-
human, to possess an amazing collection of good traits and attributes. I 
feel somewhat apologetic because the required perfection might boomer-
ang and act to deter prospective teachers rather than encourage them to 
become teachers, especially because many of these traits would seem to be 
innate and not readily trainable.

Students’ Image of Excellent Classroom Managers

Based on a variety of sources, including Kounin (1970), Nash (1976) Good and 
Brophy (1987) Freiberg (1999) and numerous chapters in Everston and Wein-
stein’s (2006a) handbook of CM research, a condensed picture of students’ 
image of the good teacher-manager can be presented in the following manner:
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A good teacher shows caring for students and is friendly and • 
supportive;
A good teacher is interesting and turns learning into fun;• 
A good teacher teaches you well and explains so that you can • 
understand;
A good teacher is fair;• 
A good teacher listens to students and is open to hear their views;• 
A good teacher keeps order in the classroom, but does it in a non-• 
threatening way.

On the other hand:

A good teacher is not mean or condescending;• 
A good teacher does not shout;• 
A good teacher has no favorite students;• 
A good teacher accuses a student only when the situation is fully • 
justifi ed.

Woolfolk Hoy and Weinstein (2006) summarized student expectations 
of the good teacher-manager in a similar manner. For students:

Good CM requires a fair and reasonable system of classroom rules • 
and procedures that protects and respects students;
Teachers are expected to care for students, their learning and per-• 
sonal lives;
Teachers are expected to maintain order in the classroom without • 
being punitive or mean;
Students would be willing to accept differential treatment as long as it • 
does not refl ect racism, sexism, classism or favoritism.

Researchers’ Image of Excellent Classroom Managers

Again, condensing ideas from a variety of sources it can be said that effec-
tive classroom managers:

Should show maturity and ego strength;• 
Should be well organized in every aspect of CM, teaching and learning;• 
Should be fi rm but fair, as well as calm during a crisis;• 
Should be challenging in appropriate doses and build students’ inter-• 
est and confi dence;
Should encourage participation and enjoy contact with students • 
(within the limits of the teacher’s role);
Should be constructive in their criticism and maintain boundaries • 
without being threatening;
Should be authoritative and proactive.• 
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CHARACTERISTICS OF EFFECTIVE CLASSROOM MANAGEMENT

The CM literature is very extensive. It covers ideological aspects, theoretical 
aspects, and an abundance of empirical fi ndings on characteristics of effec-
tive management. That literature also includes applied books, materials, 
lists of guidelines and training programs that can help both teachers and 
teacher-education students to plan and to improve their CM (e.g., Emmer 
& Gerwells, 2006; Good & Brophy, 1990; Jones, 2006; and particularly 
Everston, Emmer & Worsham, 2003). Next, I present a condensed account 
that integrates characteristics from a variety of sources. By now, all char-
acteristics are more or less known to the reader from the previous sections, 
and the following list just organizes the different topics involved in CM:

 1. Planning. Much of the potential effectiveness of CM is dependent 
on careful and organized planning. Brophy (2006; Good & Brophy, 
1990) emphasized that planning includes both advance planning 
before the start of the school year and ongoing planning throughout 
the school year. Because ongoing planning is situational and depen-
dent upon specifi c events in the classroom, more was written about 
advance planning.
a. Planning rules and procedures. It is very important that teachers 

would explicitly plan the rules and procedures to be enacted in the 
classroom, and would consequently communicate these rules and 
procedures clearly to the students. Advance explication prevents 
confusion and lays a foundation of mutual understanding (and usu-
ally mutual consent) between teachers and students. That enables 
teachers to enact their authority in a non-threatening manner. Dif-
ferent writers emphasized the need for a minimal number of rules, 
and preferably, fl exible rules. The rules must also include informa-
tion about consequences of inappropriate student behavior.

b. Organizing the physical environment of the classroom. The physi-
cal environment of the classroom can greatly infl uence teaching, 
learning, classroom atmosphere and other educational outcomes 
(Brophy, 2006; Good & Brophy, 1990; Nash, 1981; Pellegrini 
& Blatchford, 2000; Weinstein, 1979). The classroom must be 
arranged to facilitate order, listening and effective schoolwork. 
Brophy distinguished between considerations concerning smooth 
movement and prevention of lines and time waste, and consider-
ations concerning effective monitoring of the students. The planning 
of instructional activities also dictates appropriate arrangement of 
the physical space of the classroom, for example in order to facili-
tate particular interactions among students or to enable students 
to work in teams.

c. Planning beginning school activities—”getting off to a good start.” 
Numerous writers (e.g., Emmer & Gerwells, 2006) emphasized 
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the importance of teachers’ early behavior at the beginning of the 
year with a new class. In addition to providing an orientation and 
communicating clear expectations, rules and procedures, teachers 
must establish their style and their personality in students’ minds. 
Students then form their impressions about the teacher (and fi rst 
impressions are known to be resistant to change): Is the teacher 
pleasant? Tough? Fun to be with? What are her limits? How does 
she teach? Experts agree that actual teaching must be started as 
soon as possible in the early sessions, and teachers’ should plan for 
the most attractive and interesting teaching they can provide.

d. Planning of teaching. Teaching should be planned in advance and 
cannot be done haphazardly. Without going into specifi c consid-
erations concerning instructional materials and didactic methods, 
it can be said that advance planning includes decisions about the 
scheduling of activities, how much demand to put on students, how 
to deal with differences among students, and how to treat students 
with particular diffi culties.

 2. Monitoring. The literature emphasizes the importance of teacher’s 
continuous follow-up, monitoring the progress of the entire classroom 
and the behavior and progress of every student, and planning accord-
ingly how to proceed to advance their development. The follow-up is 
the complementary process to the advance planning. “Teacher withit-
ness” is the relevant term that appears repeatedly in the literature and 
is an expression of effective CM.

 3. Clarity of communication. Clarity of communication and lack of 
ambiguity in teachers’ conduct are critical in the formation and main-
tenance of effectively managed classrooms. Teachers should attempt 
to communicate with their students and not to leave out any pertinent 
information. They should be clear and explicit in the transmission of 
their messages to students, should be consistent in what they trans-
mit, and should ascertain that their communication is received and 
understood correctly. Double messages, inconsistent behavior in dif-
ferent situations, teacher’s own violation of existing rules and proce-
dures, and (intended or unintended) ambiguity, confuse the students 
and cause uncertainty in the classroom.

 4. Control / maintaining good student behavior. As mentioned, the 
major paradigm shift in the contemporary conceptualization of CM 
was in the dimension of teacher control, punishment and treatment 
of students’ misbehavior. Various writers demonstrated a strong con-
sensus in their objection to the behavioristic approach to classroom 
control (Brophy, 2006; Freiberg, 1999; Freiberg & Lapointe, 2006; 
Weinstein, 1999). The shift from a teacher-oriented approach to a 
student-oriented approach and the emphasis on teachers’ task to 
develop students’ self-monitoring and self-regulation requires teach-
ers to give up their authoritarian position and their control of the 
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classroom through external rewards and, especially by avoiding the 
use of punishments. The shift of CM from intervention after the fact 
to advance prevention is meant to reduce the need for punishment by 
developing students’ internal control over their behavior. Clear and 
explicit rules and procedures that are well known to the students, 
including the knowledge about potential consequences of misbehav-
ior, help to increase the effectiveness of CM. As mentioned, this topic 
is probably the core, or the backbone of the contemporary approach 
to CM. Above all, teachers are tested on their ability to maintain 
discipline and prevent misbehavior without excessive use of punish-
ment. However, in recent years discipline problems have intensifi ed 
and have become more and more acute in schools worldwide, and it 
is often extremely diffi cult to control problematic classrooms while 
maintaining this ideological stance. The discipline issue is probably 
the main single cause of teacher burnout or of individuals avoiding 
the teaching profession altogether (e.g., Freiberg & Lapointe, 2006; 
Friedman, 2000, 2006; Chapter 3, this volume). Therefore, a special, 
more extensive discussion of punishment and disciplinary control is 
presented in Chapter 9, summarizing various ideas as to how to main-
tain classroom discipline and how to make punishment effective.

 5. Teacher–student relationships and students’ social-emotional devel-
opment. If the above approach to classroom control and discipline 
is one leg of CM, it might be said that the social curriculum and the 
emphasis on teacher–student relationships is the other leg of effective 
CM. Almost all recent writers refer to this dimension in one way or 
another. If teachers could potentially view themselves primarily as 
instructors or as socializers (Pianta, 2006), the contemporary con-
ceptualization of CM certainly emphasizes the latter, focusing on 
teacher–student relationships and students’ social, personality and 
moral development through their relationships with their teachers. 
Pianta argued that, in order to change school climate and classroom 
climate, intervention programs and teacher training must emphasize 
changes in the system of relationships. Other writers also stressed 
the social and emotional elements in teacher conduct in developing 
students’ social-emotional learning (e.g., Elias & Schwab, 2006) and 
social competence (e.g., Wentzel, 2006). In students’ perceptions of 
teachers’ CM (Woolfolk Hoy & Weinstein, 2006), expectations for 
teachers’ personal caring, support, and teacher–student relations 
were found to be very central.

Teachers should demonstrate warmth, emotional support, and sen-
sitivity to students, in combination with structure, modeling and direct 
instruction. Brophy (2006, Good & Brophy, 1990) wrote extensively about 
this dimension, repeatedly emphasizing that the required social-emotional 
relationships must remain within the limits of teacher and student roles 
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without crossing into the purely personal domain. In students’ perceptions 
(Woolfolk Hoy & Weinstein, 2006), concern about the limits of these rela-
tionships is also clear—together with the emotional care in relationships 
with students, teachers are also expected to exercise their authority and 
maintain structure and order in the classroom.

To fulfi ll the combination of organizational management and emotional 
facilitation, teachers must exhibit positive personality traits and emotional 
maturity. Brophy (Brophy & Putnam, 1979; Good & Brophy, 1990) sum-
marized the attributes and characteristics of teachers who are good social-
izers of students. The list includes the following:

Likability (including various attributes that make people likable, such • 
as pleasantness, amiablity, etc.);
Realistic perceptions of themselves and of students;• 
Enjoyment of students (but within teacher’s and student’s role);• 
Role clarity and comfort about roles;• 
Positive attitude toward being challenged and tested;• 
Patience and determination;• 
Acceptance of students;• 
Firm but fl exible limits;• 
Positive expectations (such expectations might self-fulfi ll);• 
Consistency in rule enforcement; and• 
Serving as a model to students.• 

A CRITICAL LOOK AT THE CONTEMPORARY 
CONCEPTUALIZATION OF CLASSROOM MANAGEMENT

Frankly, I must admit that I feel a bit uncomfortable with some aspects 
of the contemporary model of CM. I am concerned about the emotional 
demands it puts on teachers and its lack of balance among priorities given 
to the central objectives of schooling. I am also afraid that it seems to ignore 
to a large extent the current harsh realities of schools worldwide. I suspect 
that this model would probably be particularly appropriate for elementary 
schools with relatively affl uent and homogeneous populations of students, 
free of problems of poverty and racial tensions, violence, anti-social atti-
tudes, underachievement, and disrespect for school.

In previous chapters I expressed reservations about approaches to school-
ing that are too ideological. Ideologies tend to lack tolerance for opposing 
views, and they are expressed in ideational homogeneity that allows no 
deviation (Babad et al., 1983). Much of the literature on CM that I had 
reviewed in this chapter demonstrates such homogeneity.

Contemporary schools (especially high schools) face tremendous, 
almost insoluble problems of lack of discipline, violence, aggression and 
student misbehavior. In their discussion of discipline problems and review 
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of corrective programs, Freiberg and Lapointe (2006) drew a gloomy pic-
ture of antisocial behavior in schools. They described extremely high and 
sharply increasing rates of behavioral problems, violence and aggression, 
and mentioned the fact that the Center for Disease Control and Preven-
tion had declared violence in school “a serious health hazard affecting stu-
dents.” Candidates are hesitant to enter the teaching profession fearing that 
they might fail to control their classrooms, and behavioral problems con-
stitute one of the major causes of teacher burnout (Friedman, 2000). Under 
such conditions, to give up external control of behavior and to put such an 
intense stigma on behavioral approaches (the effectiveness of which cannot 
be denied), and to demand that teachers use only affective methods to cre-
ate student connectedness and self-regulation seem unrealistic and really 
unfair to teachers. The objectives of developing students’ self-monitoring 
and self-effi cacy are indeed highly commendable. But like a Maslow-type 
pyramid, these goals represent the top level, and they can be tackled only 
after lower-level goals have been attained.

In the classic research on the three types of leadership (Lewin et al., 
1939, Chapter 3, this volume), authoritarian leadership was found most 
effective in causing task performance, even though students preferred the 
democratic (or authoritative) leadership style and felt more content with 
it. The ideological stigma put on behavioral control and on authoritar-
ian leadership may well prevent teachers from even considering the use of 
certain behavioral strategies when facing crisis situations in their class-
rooms. It seems that the CM ideology denies the legitimacy of achieve-
ment-oriented teachers.

I mentioned in Chapter 3 that the majority of teachers spend a very 
limited number of hours in each classroom, teaching only one discipline 
or sub-discipline. This is certainly true of high school, but more and more 
characteristic of elementary school as well. It is not realistic to demand that 
teachers would develop a complex system of emotional relationships with 
all students in all classrooms despite their limited access to the students 
and their instructional duties in their particular fi elds. In studies conducted 
in our Israeli project of teachers’ research, we found substantial attitude 
differences between home-room teachers and professional teachers of par-
ticular subjects. The former indeed felt responsible for the social-emotional 
aspects and for students’ development and socialization; but the latter 
(especially science teachers) saw their task limited to good instruction and 
promotion of student achievement in their particular fi elds.

When adults look back at the good old days of their early schooling, they 
often remember particularly memorable teachers. Many remember nostal-
gically very charismatic teachers (transformational leaders, see Chapter 3) 
who left a profound impact on their students’ social self and identity. But 
many others remember fondly past taskmasters, very demanding, hard-
driving and uncompromising teachers who led their students to unusual 
achievements despite their lack of people orientation.
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In summary, then, I think that an appropriate approach of CM must be 
more pluralistic and tolerant to different styles of teaching rather than pro-
moting only one exclusive image of effective management. Different types 
of teachers (as described in Chapter 3) should be able to discover and prac-
tice the most effective strategies that fi t their personal style and teaching 
circumstances.

A Final Comment about the Expression of Emotion

Teachers are required to develop social-emotional relationships with their 
students. The literature (see Elias & Scwhab, 2006; and Everston & Wein-
stein’s (2006b) discussion of common themes in the CM literature) empha-
sizes the importance of teacher–student relationships as the very core of 
effective CM and as the source for students’ emotional, social and moral 
socialization. But teachers are thrown into the pond of the classroom and 
required to be emotional without appropriate preparation and without cau-
tion about potentially negative consequences of their emotionality.

What should teachers do with their negative emotions? Teachers are 
expected to be caring and supportive, to enjoy students and to hold positive 
expectations for all of them. But teachers also experience numerous and 
sometimes intense negative feelings in the classroom–frustration, anger, 
failure, threats, confrontations, and eventual burnout. Are they supposed 
to spontaneously express their negative feelings as well? One of the few 
writers who referred to teachers’ negative emotions was Emmer (1994; 
Emmer & Gerwels, 2006). He studied teachers’ positive and negative feel-
ings in the classroom and pointed out that teachers must learn to cope 
with their negative feelings and to manage them. Teachers report that they 
often do that by masking and repressing their negative emotions. Thus, it 
seems that teachers are encouraged to express positive emotions but to hide 
their negative feelings. This kind of emotionality can hardly be considered 
authentic or spontaneous.

I am concerned about teachers’ positive emotions as well. When emotion-
ality becomes normative and teachers are required to express their feelings 
(at least their positive feeling) toward each individual student, it is quite dif-
fi cult to channel the emotionality in desirable directions and to avoid other 
directions. Chapters 7 and 8 dealt extensively with TDB and the teacher’s 
pet phenomenon. The emotional effects of TDB can be intense, and stu-
dents are very critical of the preferential positive emotions teachers express 
toward their pets, and, to a lesser extent, toward their high-expectancy 
students. Preferential affect can potentially cause serious damage to CC 
and students’ satisfaction. Given that a noticeable teacher’s pet phenom-
enon is found in half or more of elementary school classrooms; given the 
strong fi ndings on teachers’ differential affective expression toward high- 
versus low-achieving students; and especially given the evidence on stu-
dents’ expertise in detecting the most subtle cues in teachers’ NV behavior 
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(Chapter 14)—then teachers’ free-fl oating emotions constitute a potential 
liability rather than an asset.

I think that the ideas about teachers’ emotional expression and teacher–
student relationships as a component of CM are valuable and important. 
However, to be helpful for teachers and for teacher education students, 
more information and guidance should be provided, in order to promote 
controlled and well-planned expression of teachers’ emotions. Some of the 
salient CM writers had been involved in the past in research on expec-
tancy-related TDB and on teachers’ emotional attitudes, but they refrain 
from mentioning that research in their current CM writings. I was quite 
surprised to fi nd almost no reference to the TDB issue and teacher’s pet 
phenomenon in the CM literature.



10 Punishment and Effective 
Management of Discipline Problems

DISCIPLINE AND PUNISHMENT AS 
COMPLEMENTARY SOCIAL FORCES

For its survival, human society needs social order and sets of rules, norms 
and expectations for maintaining the lawful conduct of its citizens. This 
is true for society-at-large, but no less true for mini-societies such as 
the family, various organizations, and the classroom society. Discipline 
is the process of upholding the rules and the norms to ensure social 
order. Socialization is the educational process that develops individual 
self-control, character, and orderliness. Discipline can be forced upon 
the individual by authority fi gures and societal institutions, but the ideal 
and desirable state is for discipline to become internalized, part of the 
individual’s inner world and value system. Therefore, the socialization of 
self-discipline is an important educational goal, a central objective of CM 
and value education.

But at the same time, lack of discipline and violation of social order 
are not unnatural—they are basic and deep needs that exist despite our 
conscience and value system. Some people are prone to be violators, and 
it might be assumed that the educative process had failed as far as they 
are concerned. However, every person sometimes acts undisciplined and 
in opposition to societal rules. There is a gap between values and behavior 
in every society and the violation of discipline is a common human phe-
nomenon. Therefore, discipline must be enforced in that gap between the 
necessary standard and what people are willing to do of their own volition. 
The lower the inner standard, the more external enforcement of discipline 
would be required, and vice versa, the more effective the value education 
(and CM), the lesser the necessity for external enforcement of discipline.

Punishment is one of the central instruments for maintaining social order 
and discipline. A human society cannot exist without a penal code and a 
penal system, because (at least some) violations of discipline are inevitable. 
Even the strongest opponents of punishment cannot envision a state that 
has no mechanisms (such as the law, police, judges and prisons) to punish 
violators of social order. This is true as well for the educational system and 



Punishment and Effective Management of Discipline Problems 139

for the classroom society. The educational context presents an interesting 
duality, because a major task of the educational system is to develop self-
discipline and autonomy, so that the need for the application of punishment 
would be reduced. At the same time, school cannot exist without any exer-
cise of punishment.

Our present times are characterized by lack of discipline and by severe 
and frequent violations of social order in all walks of life. This is true of 
most educational systems in Western society. On the day that the fi rst draft 
of this chapter was written, all elementary school teachers in the metro-
politan area of Tel Aviv conducted a two-hour strike to protest against 
frequent physical assaults of teachers by frustrated and angry parents. One 
of the major causes of teacher burnout (Friedman, 2006) is their diffi culty 
in maintaining order and discipline in their classrooms and the great invest-
ment of effort that is required to deal with discipline problems. The great 
heterogeneity of contemporary classrooms—ideologically justifi ed in our 
society—intensifi es the challenges facing teachers in maintaining order in 
their classrooms.

LEXICAL DEFINITIONS OF PUNISHMENT ARE NOT EDUCATIVE

As mentioned, punishment is the mechanism employed by the legitimate 
authority to maintain social order and to reduce the frequency of violations 
of discipline. From a societal point of view, the ultimate test of the effective-
ness of punishment is the evidence that the undesirable behavior had indeed 
been reduced and minimized. The punishment must be a powerful deter-
rent, and it might often be quite severe and harsh. But from an educational 
point of view, the main objective is initial prevention, and if that objective 
could be attained, there would be no need for punishment.

The next list presents a sample of lexical defi nitions of punishment 
picked up from the Internet. The gap between the administrative and the 
educational points of view becomes very clear from this list:

 1. Suffering pain or loss that serves as a retribution.
 2. A penalty infl icted on an offender.
 3. Severe, rough or disastrous treatment.
 4. An authorized imposition of deprivation of freedom or privacy or other 

goods because the person had been found guilty of some violation.
 5. Infl iction of some kind of pain or loss upon a person for a misdeed.
 6. The practice of imposing something unpleasant on a subject as a 

response to some unwanted or immoral behavior or disobedience.
 7. Penalty for doing something wrong.

These defi nitions have in common the unpleasant, painful, and aver-
sive nature of punishment, and the educational element is missing in 
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them. The causal link connects backwards from the painful punishment 
towards the violator’s misdeed, but there is no apparent forward causal 
link to future behavior. From these defi nitions, it appears that punish-
ment is a means used by society to protect itself, but no educational or 
learning element is defi ned in them. Given these defi nitions, no wonder 
that educators are not fond of punishment, and do not consider it a desir-
able educational practice.

The literature on CM demonstrates the ambivalence about the use of 
punishment in the classroom. The anti-punishment perspective is repre-
sented by the contemporary CM ideology (Chapter 9) and by the good 
parenting literature (next discussion). These educators maintain that pun-
ishment lacks in educational value and therefore oppose the exercise of 
punishment at home and in the classroom. They believe that careful plan-
ning and implementation of discipline can minimize the need for punish-
ment, and these beliefs are pivotal in their educational ideology and in their 
image of the ideal teacher and ideal parent.

In contrast, the behavioral approach views the exercise of punishment 
as an integral element of CM, part of an overall attempt to lead teachers 
to maximal effectiveness in all aspects of their interactions with students. 
The behavioral approach is practical and data-based rather than ideologi-
cal: The ideal teacher copes most effectively with all problems that arise 
in the classroom and leads students to the best school work with mini-
mum obstacles, and that may well include the intelligent and effective 
exercise of punishment.

Because the debate between these two points of view is very important, I 
fi rst discuss the two approaches in more detail. Subsequently, the main part 
of this chapter presents an integration of various literatures and delineates 
the relevant considerations and tactics for the effective application of pun-
ishment in the classroom when it becomes necessary to punish students.

CONTEMPORARY APPROACH TO PUNISHMENT IN 
THE CM AND GOOD PARENTING LITERATURES

Everston and Weinstein (2006b) summarized the common themes among 
the numerous authors in their recent handbook of CM research. Punish-
ment was one of the common themes, with overriding consensus among the 
different writers about its disadvantages as an educational technique. Ever-
ston and Weinstein wrote that positive teacher–student relationships are at 
the very core of effective classroom management. The relational conceptual-
ization of management overshadows a view of management as a set of rules, 
rewards and penalties. Authors repeatedly cite the importance of teachers’ 
being warm, responsive, caring and supportive. Managerial strategies rely-
ing on external reward and punishment are not considered optimal for 
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promoting academic and social-emotional growth and self-regulated behav-
ior. Authors are critical of coercive, exclusionary methods of discipline. They 
argue that the approach to CM moves beyond a stimulus-response paradigm 
to an approach that emphasizes students’ self-regulation, social-emotional 
learning, school connectedness, trust and caring. In students’ perceptions: 
“Good teachers care. They know how to set limits and enforce expectations 
without being punitive and demanding.”

In the same book, Woolfolk Hoy and Weinstein (2006) summarized 
students’ perceptions of good teachers, and concluded that students react 
negatively to teachers’ coercive strategies and fi nd extrinsic control unde-
sirable. In students’ view, the worst teachers are characterized as shaming, 
humiliating, insulting and unfair.

This approach is also widely held today in the literature on good 
parenting (see, for example, Steinberg, 1996). The same concerns are 
voiced in trying to educate parents and future parents how to bring up 
and socialize their children. Both the good parenting and the CM lit-
eratures emphasize the distinction between punishment and discipline. 
Punishment (words that shame or ridicule the child; shouting; holding 
back rewards; penalizing the child or using physical punishment; etc.) 
involves physical or mental pain and is intended to make the child suffer. 
On the other hand, discipline is guidance to make the child think before 
acting and is intended to promote self-control. Discipline does not hinder 
the warm relationship and caring between the adults and the children as 
punishment may well do.

It is generally accepted that punishment is usually quick and easy to 
administer, and most effective in reducing disruptive behavior. But teach-
ers and parents often use punishment to vent their own frustration when 
they are at means end. They assert their power and control, as if admit-
ting that they do not know how to deal with the child otherwise. Instead 
of learning self-control and responsibility, punished children might learn 
that it is right to be cruel to people close to you; that those who care for 
you are those who make you suffer; and that harshness and violence are 
OK when other things don’t work. Finally, severe and continuous punish-
ment may hinder children’s self-esteem and self-worth, possibly resulting 
in a decrease in effi cacy motivation and an increase of misbehavior in 
different forms.

From an objective point of view it seems that the punishment issue puts 
the affective CM and good parenting advocates in an almost insoluble 
bind. Because punishment is undesirable and non-educational, it would be 
best to de-emphasize the issue and not take much of readers’ attention in 
discussing punishment. However, if punishment is sometimes inevitable 
and must be used, it would be better to teach future teachers how to use 
punishment effectively, because ineffi cient exercise of punishment can seri-
ously hinder CM.
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THE BEHAVIORAL APPROACH TO PUNISHMENT IN EDUCATION

The behavioral approach in education is focused on students’ actual behav-
ior. It analyzes environmental factors (such as the reactions of teachers 
and peers) that increase and/or decrease rates of particular behaviors. The 
central assumption in the behavioral approach is that behavior is always 
infl uenced by its consequences, and therefore students’ behaviors can be 
modifi ed when there is a clear consequence as the result of the behavior. 
On principle, behavior does not continue to be enacted if it is not reinforced 
in some manner. Without reinforcement, a behavior is extinguished and its 
rate decreases. However, reinforcement is not always rational, and what 
might seem to be aversive to students, such as angry teacher’s attention or 
scolding, might be reinforcing to some students and to increase the rate of 
their disruptive behavior. Numerous studies demonstrated that in many 
cases of classroom misbehavior, teachers’ strategy of stopping to pay atten-
tion to the disruption can result in the reduction or even disappearance of 
the disruptive behavior—but only following an initial annoying increase in 
the rate of misbehavior fi rst (see O’Leary & O’Leary, 1972).

The term that caused most controversy and trouble for the behaviorists 
was control (as in behavior control, classroom control etc.), because it was 
interpreted by opponents to refl ect external, authoritarian and arbitrary 
control of students’ behavior. The behaviorists had something quite dif-
ferent in mind: They thought of an operational and measurable defi nition 
of the behavior and of its consequences; and used the term control to refer 
in a practical manner to the causal chain of relationships between initial 
behavior, consequences, and subsequent behavior. Contemporary advanced 
behaviorism includes Albert Bandura’s social learning (Bandura, 1986, 
1997), Albert Ellis’ cognitive-behavioral rational-emotive therapy (Ellis & 
Dryden, 2007), and many approaches that put a premium on developing 
students’ self-monitoring and transferring to them the control over their 
own behavior (still, unfortunately, using the word control).

For the present analysis, the relevant concepts involve processes that 
infl uence students’ behavior. Infl uence is divided dichotomously into effects 
of increasing or decreasing rates of behavior. Punishment involves the 
decrease of disruptive behavior—often while concurrently reinforcing and 
increasing other, more positive behaviors instead. Two additional elements 
in the matrix are the type of teacher operation (giving something or remov-
ing something) and the type of stimulus used by the teacher (desirable ver-
sus aversive). The combinations of these elements create what Landrum 
and Kauffman (2006) label as fi ve basic behavioral operations (all behavior 
analysts discuss these basic operations in one manner or another):

 1. Positive Reinforcement—Student’s positive behavior leads teacher 
to give student a desirable stimulus (reward). Consequently, rate 
of student behavior increases. (Examples: rewarding student’s 
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participation or positive performance by teacher’s attention, praise 
or other rewards).

 2. Negative Reinforcement—Student’s positive behavior leads teacher to 
remove an aversive stimulus. Consequently, rate of student’s behavior 
increases. (Examples: “when you fi nish the task, you can go to recess;” 
nagging is also an example of a negative reinforcer that increases rate 
of desired behavior—doing the right thing and behaving appropri-
ately stops the nagging).

 3. Aversive punishment—Student’s negative behavior leads teacher to 
employ an aversive stimulus. Consequently, rate of student behavior 
decreases. (Examples include shaming or penalizing students, assign-
ing extra work, or using physical punishment).

 4. Award loss punishment—Student’s negative behavior leads teacher 
to remove a desirable stimulus (loss of reward). Consequently, rate of 
student behavior decreases. (Examples: shortened recess, losing com-
puter time, fi nes, confi scation of personal property).

 5.  Extinction—Stopping to reinforce a previously reinforced behav-
ior. Consequently the rate of student behavior decreases. (Probably 
the best-known example is when a teacher ignores disruptive behav-
ior, i.e., removes attention from the misbehaving student).

The most desirable and best-known behavioral phenomenon is the event 
of the positive reinforcement. Much of the socialization of children and 
most of the management of any human organization is, and should be, 
enacted through the process of reinforcing positive behaviors with posi-
tive consequences. The use of positive reinforcement is widely accepted as 
the best educational technique. All authors on CM (holding whatever ide-
ology or perspective) would agree that educating students and managing 
classrooms via positive reinforcements is highly desirable (only that some 
of them would avoid using the term reinforcement). However, according 
to Landrum and Kauffman (2006), the accumulated evidence shows that 
teachers do not give enough positive reinforcement to their students, show-
ing instead high rates of disapproval in the classroom.

In earlier chapters, I described the classroom situation as a scene of con-
stant struggle between students and teachers. In behavioral terms, it is the 
struggle over the control of contingencies and rewards. Much as the teacher 
is the environment whose acts infl uence students’ behavior, the teacher’s 
environment consists of the students, and their behavior acts to reinforce 
or to punish the teacher. The teacher tries to modify students’ behavior, 
but the students try to modify teacher’s behavior (and they may often be 
quite successful). A famous behavioristic cartoon shows a rat in a Skinner 
box boasting to its mates: “Gosh, have I conditioned the experimenter. 
Every time I push the lever, he gives me food!” Of course, the teacher is in 
an advantageous position in this struggle, holding legitimate authority and 
controlling most of the resources for infl uencing students’ behavior.
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In that struggle, the actual reinforcing value of any particular stimulus 
for its receiver is not necessarily what was intended by the originator of 
that behavior. Most notably, teachers believe that their scolding and repri-
mands are aversive stimuli (and therefore should reduce rates of disruptive 
behavior), but for neglected students (see Chapter 5), the mere attention 
of the teacher (even if negative in nature) might act as a positive reinforcer 
and increase their rate of disruptive behavior. Another behavioristic joke 
describes the dialogue between a masochist and a sadist. “Hit me!” says the 
masochist, “Defi nitely not!” responds the smug sadist.

Generations of psychology and education students have experienced 
a diffi culty in distinguishing between negative reinforcement and pun-
ishment, because aversive stimuli are involved in both. The key to a 
clear understanding of the distinction between negative reinforcement 
and punishment involves the idea that the defi nition of reinforcement 
and punishment is based on the fi nal outcome (the effect) and not on 
the nature of the stimulus (positive or aversive): (a) If the rate student’s 
behavior is increased, then a reinforcement had been involved (either 
through positive reinforcement in the form of a reward, or through nega-
tive reinforcement in the form of the removal of an aversive stimulus); 
(b) If the rate of student’s behavior is decreased, then a punishment had 
been involved (either through the application of an aversive stimulus or 
through removal of a positive stimulus). In the case of negative reinforce-
ment, the outcomes are rather pleasant, although an aversive stimulus 
had been involved in the process. In the case of extinction, the effect 
is reduction in rate of behavior, but that decrease is not a function of 
punishment but due to the fact that reinforcement had been stopped. 
(Extinction of one behavior is usually employed concurrently with the 
reinforcement of an alternative behavior).

Having clarifi ed these basic terms, we can now discuss the status of 
punishment in the behavioral approach. Landrum and Kauffman (2006) 
lamented that “it is unfortunate that the general term punishment has come 
to connote a single type of punishment: the application of aversives” (p. 
52). And indeed the contemporary CM literature relates almost unani-
mously to the use of punishment as the planned and intentional application 
of negative and aversive stimuli. Behavioral analysts agree that cruel and 
unnecessarily aversive punishments should indeed be avoided. O’Leary and 
O’Leary (1972)—in their early behavioristic book aptly entitled Classroom 
Management, stated that until recently many psychologists protected the 
myth that punishment is a most ineffective way of controlling behavior. 
Today, the effectiveness of punishment is not questioned, but the ethics and 
educational value of punishment remains controversial.

A great accumulation of empirical evidence shows that punishment is 
the fastest and most effective method for reducing disruptive behavior. It is 
much faster and more effi cient than extinction and negative reinforcement, 
which require time and repetition to reach their effectiveness, whereas the 
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effect of punishment is immediate. It is helpful in CM because—when effec-
tively used—it removes the disruptive behavior almost instantaneously. 
This is important because many instances of disruptive behavior and dis-
order in the classroom create a crisis, and teachers need strategies for man-
aging crises and for resuming the teaching/learning process with minimal 
interruption.

The behaviorists argue that it is an illusion to believe that teachers do not 
punish students and that CM can be effective without the use of punish-
ment. Every loud call for order in the classroom, every scolding or repri-
mand, every cynical remark is, in essence, a punishment—the application 
of an aversive stimulus to reduce disruptive behavior. It is not possible at all 
to manage any human system without employing aversive stimuli in some 
manner, and punishment is a necessary component in management. Even 
prevention (as advocated in the CM literature) is done through a threat 
of potential consequences of misbehavior or violation of rules and norms, 
which means that future punishment is threatened, and students must learn 
how to behave to avoid punishment. Therefore, according to the behavioral 
approach, advocating that punishment should not be used at all in educa-
tion is a ridiculous notion and an impossible demand. Rather, educators 
should think and plan how to use punishment in the most educational and 
productive way and how the educational disadvantages of punishment can 
be reduced or avoided.

TACTICS FOR EFFECTIVE PUNISHMENT

Having presented above both the anti-punishment view and the behavioral 
view, I feel like the rabbi in the classic Jewish joke. Two opponents came to 
the rabbi for a judgment in their dispute. One of them spoke fi rst and pre-
sented his case. The rabbi responded by saying: “You are right.” Next, the 
other presented his side, and the rabbi responded again: “You are right.” 
The rabbi’s wife, hearing this exchange from the door, turned to her hus-
band in wonder: “How can both be right if one says exactly the opposite of 
the other?” The rabbi thought for a minute, nodded, and then said to her: 
“You know, you are also right!”

In my view, the behaviorists are right in their approach and in their prac-
tical ways of dealing effectively with the entire range of students’ behaviors. 
The proponents of the child-centered approach to parenting and to CM are 
no less right in their advocacy of relationships, caring, and supportive ways 
of promoting self-growth. The question is whether an integrated approach 
to CM can utilize the advantages of both positions and avoid pitfalls in 
using punishment in the classroom.

Punishment should not be the cornerstone of CM, and education must 
not be based on external control and coercion. On the other hand, it is 
an illusion to think that teachers could manage all crises in the classroom 
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through positive regard, understanding and preventive explanation without 
using any punishment at all. All teachers and parents sometimes encounter 
crisis situations that necessitate punishment and leave no other alterna-
tive. Even well-disciplined and well-behaved children sometimes tighten the 
rope intentionally and misbehave in order to test the limits of the adult 
educators. Therefore, to brainwash teachers that they should never use 
punishment is a mistake that would potentially hinder their effective CM. 
Teachers should be trained to avoid punishment as much as possible, and 
to resort to punishing students only when it is absolutely necessary. When 
they use punishment, teachers should do it in a wise, insightful and educa-
tive way, being aware of its disadvantages and trying to make the best out 
of the situation. For doing that, teachers should be well-versed in the lan-
guage and fi ndings of behavior analysis.

A detailed list of principles and considerations for effective punishment 
is presented in the remainder of this chapter, a synthesis from numerous 
writings and various educational orientations. Despite the salient ideologi-
cal differences between various orientations, I was surprised to discover 
how much agreement one fi nds in the actual practice of how punishment 
should be planned and delivered.

 I. Which behaviors should be punished? Not every classroom disrup-
tion and misbehavior should be punished. Punishment should be the 
last resort after more positive methods had been tried and had not 
been successful. Teachers should carefully analyze the source of dis-
ruption and its possible causes, who are the offenders, and what is the 
effect of the disruption on the classroom process. Researchers agree, 
for example, that there is not much sense in punishing offenses that 
are not likely to be repeated. On the other hand, punishment is appro-
priate for intentional and premeditated offenses and for repeated 
offenses. Punishment is also recommended when the misbehavior is 
associated with signifi cant impairment of the offender’s social rela-
tionships in the classroom. In general, teachers can resort to punish-
ment if the disruption hinders and damages the learning process of 
the entire classroom, and when other methods have not been effective 
to curb the disturbance.

 II. Who should punish? The teacher, and not someone else, should 
administer the punishment. The old fashioned notion of “the head-
master’s stick” or “daddy’s belt when he returns from work in the eve-
ning” is not acceptable. The person responsible for the management 
of the classroom, the teacher, is responsible to personally adminis-
ter punishments. Another requirement is that punishment should be 
administered only by adults who are warm toward the student when 
his/her behavior is acceptable, adults who offer ample possibilities for 
positive reinforcement to the student for appropriate behavior. The 
previous history of the relationship between the punishing teacher 
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and the punished student should include positive interactions, not 
only punishments and negative interactions.

 III. Pre-punishment considerations. There is wide agreement that pre-
liminary steps must be taken before punishment is actually admin-
istered, involving initial knowledge, warning and threat. Rules and 
procedures must be stated explicitly and be known as part of pre-
ventive CM, so that students would be aware of the expected con-
sequences of behavioral infractions. Some writers even think that 
written guidelines should explicate specifi c punishment procedures 
for particular violations. Students should have a clear expectation of 
the contingency that particular misbehaviors would indeed lead to 
punishment. When punishment is likely to be delivered, the offenders 
should fi rst be warned. It should be made clear that the teacher would 
rather prefer to avoid punishment, and the student therefore becomes 
responsible for bringing about the punishment. A threatened punish-
ment (warning) is sometimes more effective than actual punishment 
in reducing disruptive behavior. However, in some cases, the fear of 
an unknown punishment would act as an effective deterrent, and spe-
cifi c knowledge of the consequences might reduce its effectiveness.

 IV. Characteristics of the punishment. Punishment should be fl exible and 
tailored to the specifi c situation at hand. On principle, reward loss 
punishment (losing a privilege) is preferred to the administration of 
aversive stimulus as punishment. Whenever possible, the punishment 
should be related to the misbehavior, enabling the student to make 
restitution or to practice a more adaptable related behavior. Imagina-
tive punishments can correct the misbehavior by forcing the student 
to demonstrate the adaptable behavior that corrects the disruptive 
behavior. With regard to specifi c punishments, no overall consensus 
can be found about appropriate and inappropriate penalties, except 
for an overwhelming opposition to physical punishment. Some writ-
ers think that suspension is not a good punishment, and many writers 
believe that school assignments should not be used as punishments. 
There is consensus about the principle that punishment should be 
educative, but not about the details of what might or might not be 
considered educative.

 V. When to punish? Here, there is wide consensus that effective punish-
ment should be immediate and swift, and little time should elapse 
between the misbehavior and the punishment. Delayed punishment is 
generally held to be less effective.

 VI. How to deliver punishment? There is wide agreement among authors 
about the manner in which punishment should be delivered—empha-
sizing teacher’s cool, rational and deliberate manner. Most impor-
tantly, punishment should not be given in anger and should not 
appear as an involuntary emotional response or a spontaneous reac-
tion to provocation. Even if the teacher does feel angry or provoked, 
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s/he should suppress the negative feelings and deliver the punishment 
in a cool, detached and matter-of-fact aura, demonstrating rational-
ity rather than emotion. The teacher should refrain from insulting, 
humiliating or demoralizing the punished student, and should take 
efforts not to appear capricious or revengeful. Preferably, students 
should not be punished in the presence of their peers. Teachers should 
attempt to demonstrate consistency in the manner in which they dole 
out punishment and should avoid deviation which might appear to 
differentiate between one punishing situation and another or to dif-
ferentiate among students.

 VII. Intensity of punishment. Punishment should not be excessive in 
quantity or in intensity. Repeated punishments might lose their effect 
through a process of satiation. Teachers should aim to use punishment 
rarely, and employ reasonable penalties, proportional to the punished 
offense and proportional to other punishments they had delivered 
in the classroom. Punishment should be short, mild as possible, yet 
unpleasant enough for the receiver to reduce the disruptive behav-
ior and to motivate change. Mild punishments are sometimes very 
effective—they attain the needed behavioral change without leaving 
the recipients humiliated, angry or revengeful. It would be a mistake 
to think that the effectiveness of punishment grows as a function of 
its intensity. Very intense and harsh punishments are probably less 
effective than mild, reasonable punishments!

 VIII. Activity to accompany punishment. Punishment is not supposed to 
be an isolated act and the teacher must plan other activities to accom-
pany and to complement it, so that the reduction in disruptive behav-
ior would be replaced by a more adaptable and positive alternative. At 
the very least, the teacher can accompany the punishing act with the 
expression of positive expectation about what the offender could do 
in the future. In the best situation, the punishment is embedded in the 
context of an ongoing instructional and/or management program that 
emphasizes positive consequences for appropriate behavior. Thus, the 
circumstances surrounding the unpleasant event of punishment must 
project hope and positive expectations about changed conduct.

 IX. Students’ thoughts and cognitive processing. The effectiveness and 
educational value of punishment can be enhanced if it is delivered in a 
way that evokes particular thoughts and cognitive interpretations on 
the part of the punished student. Every event is cognitively processed 
through comparison to other events and to other people. This com-
parison determines the attributed meaning of the event, the feelings 
experienced by the punished student, and the infl uence of the punish-
ment on future behavior. Similar comparisons are made by all other 
classroom students when punishment is delivered. The comparison 
is twofold: (a) The punishment is compared to previous punishments 
received by the student and their particular circumstances; and (b) 
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the punishment is compared to other punishments delivered by the 
teacher and their particular circumstances. The punishment would be 
more effective in attaining its goals if these comparisons yield a sense 
of proportion.

   Let’s discuss fi rst the student’s perception of the punishing teacher 
and the status of the teacher in his/her eyes. If the teacher is successful 
in transmitting the message that s/he really does not want to punish 
the student but acts because no other option is available, the student 
might feel more responsible for his/her offense, would understand 
why s/he is punished, and would see the punishment as justifi ed. The 
more the teacher is perceived as non-punishing and as uncomfortable 
about using punishment, the more effective the punishment would be, 
and then even a very mild punishment would be meaningful. It is also 
important that the student’s perception of the teacher and their unique 
relationship would lead to an understanding that it is not the student 
who is being punished, but rather, the deed is punished. In such case, 
the student would be more likely to feel ashamed and embarrassed 
having caused him/herself that trouble. In short, the status and image 
of the teacher in the student’s eyes, the teacher’s personality and past 
consistency, and the history of the relationship between the teacher 
and the student (as well as teacher’s relationships with the other stu-
dents), all infl uence students’ perceptions and attributions about a 
given event of violation and punishment.

   With regard to the student’s thoughts about the punishment itself, 
it is important that the punished student would judge the punish-
ment as justifi ed, and its intensity would not be judged as excessive or 
spiteful. Sometimes offenders collaborate with their teachers in deter-
mining the appropriate penalty for their infractions. Teachers often 
marvel to see students’ moral judgment and maturity in determining 
the appropriate consequences for their disruptive behavior (and often 
the students are harsher than their teachers). Children understand 
that punishment must be painful, unpleasant and aversive, but their 
sense of the appropriate dosage and intensity is critical.

Additional Considerations

Beyond the set of considerations just outlined, various authors offered 
additional thoughts concerning the enactment of punishment. One exam-
ple concerns the dilemma about the fi xed consequences for any particular 
infraction of rules. On the one hand, writers emphasize the importance 
of having detailed rules and procedures known ahead to all students, and 
students’ knowledge should include explicit expectations about the specifi c 
consequences of every violation. On the other hand, punishment should 
not be automatic, and not all children should be punished in the same way. 
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Consideration of the circumstances of a given situation and the knowledge 
of the particular students involved in it should infl uence teacher’s action. 
Another point concerns situations of mass disruptions, when many stu-
dents are involved in particular violations. Collective punishment is not 
considered a good practice, because it might sometimes boomerang and 
make the situation worse (in addition to the ethical concerns about col-
lective punishment). Teachers’ wisdom and ingenuity might therefore be 
needed to handle mass disruptions. In any event, it is not recommended 
to punish for the sake of making an example. The last point concerns the 
situation when a delivered punishment had not been effective in reducing 
the disruptive behavior. Teachers might then tend to do more of the same 
or to repeat the punishment in greater intensity (Watzlawick, Weakland, 
& Fisch, 1974). Actually, punishment should be discontinued if it becomes 
apparent that it is not quickly effective. Unlike other types of reinforce-
ment, the effectiveness of which builds up slowly with performance, the 
effectiveness of punishment should be apparent immediately. Continuing 
to deliver ineffective punishment increases students’ tolerance to aver-
sive stimuli, and therefore the damage might outweigh the desired conse-
quences. Therefore, ineffective punishment should be stopped at once, and 
other alternatives must be sought.

SUMMARY

Having gone through the various arguments for and against the use of 
punishment and having delineated the principles and tactics for effective 
punishment, I think that the following conclusion is appropriate: Generally, 
teachers should try to avoid punishing students. Effective CM should be 
based on prevention rather than intervention, and strive to develop disci-
pline through students’ self-monitoring, internal control and responsibility. 
However, punishment is unavoidable in many classroom situations, and 
rigid adherence to a no punishment ideology might hinder effective CM. 
The extensive discussion above of the characteristics of effective punish-
ment indicates that punishment can have an educative value and may con-
tribute not only to necessary crisis intervention but also to promote the 
attainment of the objectives of student-centered CM.



11 Behavioral Analysis of Common 
Pitfalls in Classroom Management

ADVANTAGES OF A BEHAVIORAL VOCABULARY 
FOR ANALYSIS OF CLASSROOM MANAGEMENT

This book is written from a practical perspective and does not advocate one 
single educational ideology. I try to provide knowledge that would enable 
teachers to make their own choices about the style of CM best for them. 
There is no one correct way and no tyranny of the should (how one should 
act, what one should believe, etc.). Many ways and different alternatives 
of managing classrooms are available to different types of teachers. Future 
teachers should on the one hand consider their personality makeup and 
their resources and, on the other hand, consider the objective characteris-
tics of their classroom, its composition, its past achievements and pitfalls. 
The student-centered ideology of contemporary CM might appeal to many 
teachers and they can be effective in implementing it. Other teachers might 
wish to emphasize academic aspects of teaching and learning and would 
not wish to give center stage to students’ emotional well-being. Some teach-
ers might prefer a competitive environment whereas others would prefer 
a cooperative classroom. Some teachers feel more comfortable in a fi rmly 
managed and disciplined classroom whereas others enjoy a more fl uid and 
constantly changing classroom society.

But there is one goal that is important to all teachers regardless of their 
chosen approach, and that is to perform their task in the most effective way 
and to avoid mistakes. Every chosen way has its own unique pitfalls and 
obstacles, but some typical mistakes are common and frequently made by 
all types of teachers regardless of their classrooms’ characteristics and cho-
sen CM ideology. One example of such a mistake—discussed later in this 
chapter—is doing too much, where teachers’ behaviors are exaggerated in 
a way that might boomerang and reduce their effectiveness. In this chapter, 
I discuss ten frequent and typical pitfalls, in the hope of increasing readers’ 
awareness so that mistakes might be avoided or reduced.

I reached the conclusion that the most appropriate language and terminol-
ogy for analyzing pitfalls in CM is that of behavioral analysis. The behavioral 
language can be very helpful to teachers for analyzing their conduct and their 



152 The Social Psychology of the Classroom

patterns of interaction with students without necessarily acting as behavior-
ists, and even without employing explicit behavioral methods and techniques 
in their classrooms. Throughout the previous chapters I expressed concern 
over the possibility that future teachers would start their teaching career hav-
ing been led to believe that the behavioral approach is bad and potentially 
harmful to students’ development. I am not a behaviorist, and my personal 
research and applied practice in working with teachers are strongly tied to 
the human relations approach and to social-emotional aspects of teacher–
student interaction. And yet I have learned to appreciate the value of the 
behavioral language and behavioral analysis as an instrument to help teach-
ers in refl ection and self-analysis to improve their CM.

All characteristics of CM, of instruction, and of teacher–student inter-
action are expressed in specifi c behaviors and in exchange of behaviors 
between teachers and students. Caring, support, emotional relationships, 
promotion of students’ self-monitoring, no less than rewards, reinforce-
ments and punishments, are all expressed in the fi nal analysis in behav-
ior through specifi c stimuli and responses. The success and the failure of 
any process of CM is a direct function of its behavioral enactment by the 
teacher—not what teachers do, but rather how they do it. It must be made 
clear, however, that the behavioral view as presented here is quite wide and 
encompasses many aspects, extending beyond the mechanistic application 
of external reinforcements and punishments. The broad behavioral view in 
this chapter is founded on the following considerations:

 1. The fi ve basic principles of behavioral analysis (explicitness, plan-
ning, consistency, measurement and follow-up) are generally valid 
and would be accepted without reservation by holders of any CM 
ideology.

 2. The analysis of exchange theories in social psychology is based on 
notions of psychologists and sociologists such as Thibaut and Kelley 
(1959), Homans (1961), and Eric Berne, (1964) who were not known 
at all as behaviorists. And yet, the analysis of social interactions and 
the prediction of future interactions is conducted in behavioral terms 
such as gain, loss, profi t and price.

 3. The inclusion of cognitive-social theorists such as Bandura (1986, 
1997), Weiner (1992), Dweck (1999; Elliott & Dweck, 2005) and 
others widens the behavioral view to include students’ self-effi cacy, 
internal motivation and autonomy.

NOTIONS OF EXCHANGE AND CONTROL 
IN HUMAN INTERACTION

The term control has caused much trouble for behaviorists. For decades 
they have been criticized for promoting external control harmful to stu-
dents’ social and emotional development. A deeper meaning of control 
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can be provided to the readers through the discussion of theories of social 
exchange. In the 1960s, a group of theories named Exchange Theories 
gained prominence in psychology and sociology—especially the theories 
of the well-known sociologist George Homans (1961), social psycholo-
gists John Thibaut and Harold Kelley (1959), and clinical psychologist 
Eric Berne (1964). The basic conception common to all exchange theories 
was that human interpersonal interaction is a process of mutual exchange 
of rewards and other possible positive and negative outcomes. As a univer-
sal characteristic of human nature, each side tries to gain maximal benefi ts 
out of the interaction. Homans and Thibuat and Kelley described interac-
tion processes in terms of profi t, gain, loss and price; analyzed comparison 
levels and other processes; and conceptualized about power relations and 
types of control in attempts to predict the outcomes of various interac-
tions. Their analyses included equal-status interactions and unequal-status 
interactions (such as the interactions between bosses and subordinates, 
teachers and students). Berne discussed the interaction process in terms 
of exchanges of strokes and described typical games people play (that is, 
conduct aimed at maximizing personal gains at the expense of others) in 
various human situations.

The basic meaning of exchange involves the notion that the interaction 
process is never one-sided. Both sides participate actively in the interaction 
even if their status and power are not equal. The partner of lower status (a 
child in the family, a student in the classroom, a subordinate in the work 
place) is an active participant in the interaction and can often gain power 
through the enactment of particular behaviors. The behavior of one side 
(response) constitutes the stimulus (often the reinforcing stimulus) for the 
other side, and vice versa. Each side wants to maximize its positive out-
comes, in the sense that its behavior would infl uence the other to act in 
a particular way. If the reinforcement given to the other side is effective, 
desired reinforcements are received.

As long as there is harmony between the two sides, their actions are 
complementary, each side gains its desired profi ts and both are satisfi ed. 
Equality of status between the sides is not required for harmony, and 
unequal-status interactions can defi nitely be harmonious. That happens 
when the lower-status side recognizes the higher-status of the other side 
and acts within that framework. However, both equal-status and hierar-
chical interactions are often characterized by lack of harmony, when the 
gains for one side can be attained only at the expense of the other side. 
The interaction then becomes more competitive, even combative, notions of 
winning and losing appear, and the concept of control becomes signifi cant. 
In disharmonious situations, the power in the interaction is expressed in 
causing the situation to have particular outcomes.

The conceptualization of exchange can be demonstrated through the 
behavioral analysis of a commonplace parent–child interaction that con-
stitutes a classic pitfall in parenting. This example involves a set of interac-
tions between a young boy and his mother. The boy wants a cookie but the 
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mother refuses to give him a cookie. The child begins to nag the mother 
by shouting: “Cookie, cookie” repeatedly. The nagging is unpleasant for 
the mother, and eventually she gives the boy a cookie. The boy eats the 
cookie quietly. In behavioral analysis, we should remember that the boy’s 
behavior is the mother’s stimulus, and the mother’s behavior is the boy’s 
stimulus. From the mother’s perspective, the behavior of giving the cookie 
(fi nally, after repeated behaviors of not giving previously) caused the boy 
to be quiet, and the quietness is the mother’s reinforcement for her act. 
From the boy’s perspective, his behavior of shouting caused (at last, having 
been non-effective for a while) the mother to give him the cookie, which is 
his reinforcement. So what did the boy learn? He learned that it is worth-
while to nag more and more because eventually it brings about a positive 
outcome. Therefore, the probability that he will shout and nag next time is 
increased. The mother taught the boy to nag and reinforced him for nag-
ging. Why would she do that? Isn’t she opposed to nagging? Well, she is, 
but she bought temporary relief in this particular occasion. This is a clas-
sical mistake in parenting that happens very frequently, even to the most 
well-intentioned parents. Had the mother conducted a behavioral analysis 
at the appropriate time, she would have certainly selected a different course 
of action. Many other options do exist, each depending on the mother’s ide-
ology of good parenting—from reinforcing an alternative behavior, devel-
oping child’s self-control over his behavior . . . to punishment. The analysis 
of this exchange indicates that a struggle for control had taken place, and 
the (lower-status) child won and controlled the behavior of his mother.

In Chapter 1, the classroom society was described as the arena of con-
stant struggle between teachers and students and among students. There-
fore, the discussion of exchange and control is relevant to CM. Naturally, 
the teacher is the authority fi gure in the classroom, dictating its ongoing 
process and managing it. Students accept the legitimate status of the teacher 
and enact the role of student in their behavior. Even if they try to challenge 
the teacher and infl uence classroom processes to increase their power and 
benefi ts, they rarely rebel openly against teacher’s authority. Students’ con-
trol is quite different than teacher’s control, and they use strategies and 
tactics typical to low-status participants in unequal-status exchanges.

When we say that the teacher controls classroom processes, it does not 
mean at all that the teacher is a controlling person or that the teacher 
uses external control. Teachers can be authoritarian or democratic leaders 
(Lewin et al., 1939), or authoritative leaders in Baumrind’s (1971) re-defi -
nition. Their leadership can be benign, participative, or even shared lead-
ership. In all above possibilities the control is in the teacher’s hands, and 
s/he decides how to exercise her authority. Teachers activate their class-
rooms; they determine tasks and performance criteria; they evaluate the 
students; and they control the resources and most of the expected benefi ts 
to all members of the classroom society. In a paradoxical manner it can be 
said that the benefi ts to the teacher are gained through the development, 
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adjustment and success of the students. Part of the teacher’s success is the 
creation of harmony, where students identify with the academic, social 
and emotional objectives of the teacher and become autonomous and 
self-regulating. But because students are required to invest great efforts 
(price) to attain these objectives, and because quite often their immediate 
rewards (like the mother in the cookie story) are attained through avoid-
ance of effort, classroom reality is characterized very often by struggle 
between teacher and students. All of these aspects are included in the con-
cept of teacher control, and in the best scenario, teacher’s control facili-
tates students’ self-control.

One fi nal point should be emphasized for a deeper understanding of the 
issue of control in social interactions. In contemporary thinking on social 
learning and in current cognitive-behavioral analysis, the old notion of 
reinforcement as the expression of external control has been replaced by a 
notion that the stimulus behavior constitutes information that is internally 
processed by the receiver.

From teacher’s behavior, division of attention, praise, criticism and NV 
behavior, students derive information which infl uences their self-image and 
helps them to conduct their own behavior. Therefore, the social reinforce-
ment is not similar to appetitive reinforcing stimulus such as food given to 
a rat in a maze or a pigeon in a Skinner box to control its behavior. In my 
doctoral thesis decades ago, I showed that the reinforcing value of adult’s 
praise for its recipients (children) is not simply determined by the quan-
tity of reinforcement (like food). Rather, it is mediated by the children’s 
judgments about the character and traits of that adult, information derived 
from her reinforcing behavior (Babad, 1972).

FIVE BASIC PRINCIPLES OF BEHAVIORAL ANALYSIS

As mentioned before, the following principles are global, not specifi c to the 
behavioral approach only. These principles are relevant for any empirical 
approach, when analysis and subsequent decision-making are data based 
and conducted in a systematic manner. In a practical approach, CM must 
be rational and evidence-based.

 1. Explicitness. Teacher–student interactions cannot be discussed in 
vague terms. Every act and every behavior must be defi ned and ana-
lyzed in explicit and exact terms. For example, what exactly is the 
meaning of: “I was angry at the class”? Did I feel angry or did I express 
anger in my behavior? How exactly did I express my anger and what 
were the specifi c behaviors I used? Did I express anger toward the 
entire classroom or toward specifi c students? What was the length 
and the intensity of my expression of anger? What preceded and what 
followed my expression of anger? Was my expression of anger salient 
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and unique or was it part of my regular behavior? The problem with 
non-explicit description is that the actual occurrence of a specifi c 
behavior might be interpreted quite differently by the teacher and by 
the students. In addition, different students might have different inter-
pretations of the same behavior. Therefore, terms must be explicitly 
and operationally defi ned in observable and measurable behaviors, 
and then their meaning can be consensual. In the common profes-
sional language and dialogue, teachers often use vague and inexplicit 
concepts that are not anchored in specifi c behaviors.

 2. Planning. Effective intervention or reaction to a classroom situation 
must be well planned and executed according to the plan. In the words 
of my late colleagues and friends, Kenneth Benne and Max Birnbaum, 
pioneers in the human relations movement, “change does not have to 
be haphazard” (Benne & Birnbaum, 1960). Planning involves analy-
sis of the situation and an attempt to understand the forces operating 
in it; identifi cation of factors maintaining or strengthening particular 
patterns of behavior; and selection (among alternatives) of an appro-
priate course of action to be employed in a systematic manner. The 
more exacting and more specifi c the initial planning, the better are the 
chances of successful intervention. The problem is that many imme-
diate teacher interventions in the classroom are unplanned and reac-
tive—intuitive and often impulsive reactions to a given situation at a 
given moment. In the child–mother cookie story, the mother’s act of 
giving the cookie to her son demonstrated a spontaneous unplanned 
reaction that reaped an immediate benefi t but was harmful in the 
longer range. Few executives, teachers or parents are such gifted man-
agers that their unplanned spontaneous reactions can be always effec-
tive. The importance of teacher planning is doubly important when 
repetitive patterns of students’ behavior are involved.

 3. Consistency. Consistency is a central key to effectiveness, and incon-
sistency is probably the central source of teachers’ ineffective man-
agement. Sometimes one deviation from consistency is suffi cient to 
cause exactly the opposite of the planned, desired outcomes. In the 
cookie story, the mother gave in to her son only once, after consis-
tently resisting the nagging previously. By doing this, she gave partial 
reinforcement to the child’s nagging behavior. The research literature 
on learning processes tells us that partial reinforcement is especially 
resistant to extinction, and behavior that had been partially rein-
forced would persist for a long time without additional reinforce-
ment. In the classroom, teachers often plan to reduce particular 
disruptive behaviors by ignoring them, so that their attention would 
not reinforce the misbehavior. Even a single fall from their consis-
tency can cause adverse effects, intensifying rather than reducing the 
problem. Maintaining consistency is a rather diffi cult task because 
specifi c circumstances often arise that seem to justify breaking the 
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consistency. This again refl ects the dilemma between short-term 
benefi ts and long-term damage. Students are great experts in under-
standing their teachers, and they are particularly sensitive to discover 
any manifestation of inconsistency, such as rare slips of the tongue, 
when teachers leak some expression they really intended to conceal. 
Approaches to CM that encourage the spontaneous and authentic 
expression of teachers’ emotions increase the danger of inconsistency 
and unplanned action. To act according to plan and maintain con-
sistency the teacher must be detached in some way from the situation 
rather than being immersed in it. In that way teachers can maintain 
a critical eye in their own self-monitoring.

 4. Measurement. To know whether a given intervention or a certain 
mode of teacher behavior is effective, systematic measurement is nec-
essary. Measurement provides empirical feedback and can reduce the 
infl uence of various factors that might potentially distort perception 
and judgment. Such distortions might include: Halo effects, when 
our initial like or dislike for a person biases all subsequent judgments 
about the person; seeing a rare event as representative or vice versa, 
seeing a representative event as rare; exaggeration or reduction of dif-
ferences due to processes of leveling and sharpening; and more types 
of distortion. When measurement is conducted objectively and uti-
lizes explicit and operationalized behavioral terms, it can provide the 
teacher with valuable information for planning and for subsequent 
intervention. I don’t think that any teacher should spend all or most of 
her/his time in the classroom in behavioral measurement, but a basic 
approach that values measurement creates a mental set where global 
and vague impressions cannot be counted as evidence, and systematic 
measurement is conducted when the need arises. A huge literature in 
social psychology exposes many types of distortions in information 
processing and demonstrates that our spontaneous social judgments 
are highly susceptible to a variety of cognitive and emotional biases. 
We cannot trust our own impressions and judgments, especially as 
they relate to our own behavior. Readers are reminded of fi ndings on 
TDB reported in Chapter 7 (Babad, 1990a), where teachers reported 
giving more learning support to low-expectancy students and put-
ting less pressure on them compared to high-expectancy students 
(confi rmed by students’ reports and by other, more objective mea-
surements); and also reported giving more emotional support to low-
achievers than high-achievers (disconfi rmed by other measurements 
and found to be false). Because we are all susceptible to bias, skepti-
cism is a serious teacher asset because it pushes one to seek more 
empirical, accurate information.

 5. Follow-up. This principle is quite similar to the measurement princi-
ple—only that it refers to a longer time perspective. Follow-up is like 
a periodical check-up, where given interventions are evaluated along 
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the time dimension; the infl uence of various interventions is assessed 
in an integrated manner; side effects and unintended infl uences of par-
ticular interventions are examined; and teachers try to reach a general 
picture of the classroom situation as a basis for subsequent planning. 
Follow-up enables teachers to assess the situation more objectively, 
because it is free of particular events and particular contingencies 
at any given time, and it is conducted in a wider and more detached 
perspective. Many schools hold particular meetings and workshops 
to allow teachers to conduct follow-up activities, often in teams with 
other teachers.

BEHAVIORAL ANALYSIS OF COMMON TEACHER MISTAKES

We all learn from our mistakes and many training programs are con-
structed so that trainees can examine their own conduct, analyze their mis-
takes, and develop counter-measures for improvement. But the truth is that 
we probably stand a better chance to learn from the mistakes of others, 
because self-analysis always evokes some defensiveness. No guilt or shame 
is involved in observing and analyzing the misdeeds of others.

The remaining part of this chapter presents common pitfalls in CM, typ-
ical mistakes likely to be made by teachers in their classrooms. These pit-
falls are analyzed in the language of behavioral analysis. By knowing these 
common mistakes and understanding their etiology, teachers can inoculate 
themselves and take planning steps to avoid such mistakes.

I. Satiation Effect—Doing too Much.

All approaches to CM require teachers to provide students with a lot of 
positive reinforcement—regardless of whether one uses a behavioral lan-
guage (reinforcements, extinction, etc.) or a social-emotional language 
(with terms such as care, support, praise, positive emotions, etc.). If 
there is one contribution of the behavioral approach that is consensually 
accepted, it concerns the value of positive reinforcement. But many teach-
ers (especially in preschool and elementary grades) adopt this approach a 
bit too enthusiastically, exaggerating and fl ooding the children with posi-
tive reinforcement.

The value of a reinforcer (and therefore its potential to infl uence behav-
ior) is determined by the motivational state of the receiver. In animal learn-
ing, the value of food as a reinforcer increases when the animal is hungry. 
Therefore, it can be said that the reinforcement value of food is a reverse 
function of its previous availability, and higher reinforcement value is asso-
ciated with greater previous deprivation (that is, stronger hunger). A sati-
ated (non-hungry) animal would not make any effort to push a lever to 
gain food it does not need. With human beings, learning is usually not 
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based on appetitive stimuli such as food, and learning is caused by sec-
ondary reinforcements—social reactions of the other which cause pleasant 
consequences. Adult praise, smile, stroke, attention, and of course high 
grades and positive evaluations are the most common social reinforcers for 
students. But the deprivation-satiation principle remains as valid in human 
behavior as it is in animal behavior. The lesser the previous availability of 
a social stimulus (e.g., praise) to the child, the higher its value to infl uence 
the child’s behavior. In a sense, the child might be considered as hungry for 
praise. This is the deprivation effect, defi ned as the increase in the reinforc-
ing value of a stimulus caused by its reduced availability. Satiation effect 
is the opposite (or complementary) process—the decrease in reinforcement 
value due to excessive availability. The satiation effect of social reinforc-
ers had been demonstrated many times (e.g., Gewirtz, 1967, 1969; Babad, 
1972). The more children were praised, the less they valued those praises, 
and the effectiveness of these stimuli to reinforce particular behaviors 
decreased considerably.

Having been socialized that giving a lot of positive reinforcement and 
positive regard is so important, teachers err by over-use and excess of praise 
and positive reinforcement, and this exaggeration reduces the value of their 
reinforcement in students’ eyes. If a teacher wishes to maintain the high 
value of her praise, s/he must be frugal and deliver it in relatively small 
portions. Exaggeration causes a boomerang effect and makes the stimuli 
ineffective. And once the value of a stimulus had dropped, it is rather dif-
fi cult to raise it again.

Contemporary behavioral analysis views social reinforcement in infor-
mational terms beyond the satisfaction of (an appetitive or acquired) need. 
Reinforcement value is infl uenced by two different components: One is the 
intensity of students’ social need (as described, a function of relative previ-
ous availability); and the other is the image of the teacher in students’ eyes 
(a function of previous teacher dispensation of praise and social reinforce-
ments). That image is determined by students’ perceptions of the cumula-
tive behavior of the teacher over time. A satiating teacher is one who praises 
and reinforces students a lot all the time, and a depriving teacher praises 
or dispenses social reinforcement quite rarely. When the teacher praises a 
student at a given moment, the value of that praise is determined by the 
teacher’s image. In the case of a satiating teacher, the value of praise would 
be low, whereas in the case of a depriving teacher, the value of the praise 
would be high. Therefore, the problem of exaggeration and doing too much 
is a chronic, rather than a situational phenomenon.

This phenomenon is demonstrated in an interesting way in the following 
scenario investigated by Dinah Avni-Babad (2002). The scenario described 
an old woman who was ill, and her two daughters: One daughter, Hanna, 
usually visited her mother very frequently, whereas the other daughter, 
Geula, visited the mother only rarely. One day only one daughter visited 
the mother. Respondents were asked to assess whether the mother would 
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be happier if Hanna or if Geula visited the mother. On another day neither 
daughter visited the mother. Who (the respondents were asked) would the 
mother be angrier at for not visiting, Hanna or Geula? Following the logic 
of the deprivation-satiation effect, respondents were almost unanimous in 
predicting that the mother would be happier with the visit of Geula, the 
rare visitor, and more angry with the lack of a visit from Hanna, the fre-
quent visitor. Perhaps it is not fair that Geula, the less devoted daughter, 
would reap all the benefi ts at the expense of her more devoted sister. But 
the lesson for teachers in their classrooms in planning how to use their 
praise and social reinforcement is quite clear.

Because the intensity of the receiver’s need is also a component in the 
determination of reinforcement value, the characteristics of the students 
receiving the social reinforcement from the teacher should also be consid-
ered. Teachers tend to think that the weaker and the underprivileged stu-
dents are more needy of reinforcement and encouragement. Therefore, they 
often praise and encourage the weaker students a lot. The danger is that the 
excessive use of social reinforcement with those particular students might 
cause a satiation effect that would reduce teachers’ effectiveness in manag-
ing these students.

An additional possibility concerns the information derived by the stu-
dents regarding a teacher’s style in praising weak, low-expectancy and 
underprivileged students, which might cause a negative expectancy effect 
(see Chapters 6 and 7). If students come to associate gushy overfl ow of 
teacher’s praise and reinforcement with low or problematic student’s status, 
such behavior on the part of the teacher might boomerang and cause dam-
age to its recipient.

II. Deprivation Effect—Doing too Little

As mentioned, deprivation and satiation might be considered the opposite 
poles of the same phenomenon. Reinforcing stimuli gain in value for their 
receivers if they are rare and given infrequently. Today, students have ses-
sions with several different teachers every day, even in the lower elementary 
grades. After almost every break between lessons they experience a shift 
from one teacher to another. Their motivational state and their willingness 
to extend effort in order to gain teacher’s praise would vary as a function 
of their perception of each teacher.

Let’s consider a standard unit of hypothetical praise such as the word 
good from the teacher. In the shift from a satiating teacher to a depriv-
ing teacher after the break, the value of good would increase (regard-
less of the student’s state of personal need for good); and in the shift 
from a depriving teacher to a satiating teacher, the value of the same 
unit of good would drop. Therefore, if the teacher wishes to maintain a 
high reinforcing value of her/his good, s/he must be frugal in dispensing 
her goods.
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As in the case of satiation just described, exaggeration in the other direc-
tion can also be harmful. If teachers avoid giving social reinforcement and 
warm regard to their students, they lose the most important CM instru-
ment for motivating students and for establishing a pleasant atmosphere in 
the classroom. Students of depriving teachers are frustrated or alienated, 
and classroom atmosphere can be unpleasant, similar to the effect of laissez 
faire leadership (Lewin et al., 1939). Thus, to maximize the benefi ts and 
minimize the price, teachers must fi nd the appropriate balance in dispens-
ing their social reinforcement toward the entire classroom and towards each 
student individually. Deprivation presents a real dilemma for teachers—
whereas doing too much causes a satiation effect and the straight-forward 
recommendation to teachers is to avoid fl ooding their students with praise, 
depravation is a double-edged sword: On the one hand, delivering praise 
sparingly increases reinforcement value and teacher’s effectiveness; On the 
other hand, teachers should ideally be as warm and positive as possible in 
praising and reinforcing their students.

III. Reinforcement of Incorrect Answers

Wishing to praise students and to create a positive classroom climate, a 
typical and frequent mistake that teachers make is to provide positive rein-
forcement for behaviors that should not be reinforced. When they conduct 
a question-and-answer dialogue with their students, teachers have two 
objectives: (1) To encourage as many students as possible to participate; 
and (2) To reward correct answers that promote the classroom discussion 
and advance the learning process. The academically stronger students are 
expected to provide correct answers, and therefore they are reinforced for 
their correct answers and not reinforced for incorrect answers. For the aca-
demically weaker students, the probability of answering correctly is lower, 
but the teacher wishes to encourage their participation, and therefore would 
praise them even if their answers were incorrect. Thus, in the same situa-
tion, some students are reinforced for correctness and other students are 
reinforced for their mere participation.

This is a classical pitfall. It is easy to understand why teachers commit 
this mistake, and we can feel empathy with teachers’ wish to encourage the 
weaker students even if they cannot perform in a high academic standard. 
But this pattern has several psychological costs: First, when weaker students 
are reinforced for their mere participation, that behavior is reinforced, and 
they might continue to participate actively without being concerned about 
the correctness of their answers. Second, teacher’s behavior in that situation 
demonstrates inconsistency, perhaps even a double standard that distin-
guishes between two groups of students. Because students are so sensitive 
to every nuance in teacher behavior, and because they care particularly 
about teacher fairness and equity (see Chapter 7), this TDB transmits posi-
tive expectancies toward some students and negative expectancies toward 
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other students. Perhaps the potential gain in increased participation might 
be overshadowed by the price of lowered self-image of low-expectancy stu-
dents and decreased classroom climate.

A similar process often takes place in teacher dispensation of grades 
and their evaluation of students’ work. Teachers often show fl exibility (or 
inconsistency, or a double standard) in their assessment criteria, awarding 
some students with higher grades than other students for similar perfor-
mances. Again, the deviation from fairness and consistency is well inten-
tioned. It stems from teachers’ motivation to reinforce students whose 
performance does not provide their teachers with suffi cient opportunities 
for rewards. But that deviation can carry a psychological price, hinder-
ing not only classroom climate, but causing damage to the very students 
that the teacher seeks to encourage. The protective reinforcement signals 
to the recipients their low academic status and low expectations in the 
teacher’s eyes.

IV. Delayed Reaction

The effectiveness of praise and criticism, of reinforcements and punish-
ments depends on their immediacy. To infl uence students’ behavior, its 
consequences—positive or negative—must be contingent in time to the 
occurrence of the behavior. This principle is not always followed in the 
classroom, and consequences are often delayed, sometimes quite delayed.

Some delays in teachers’ reactions are unavoidable. In some school 
situations—such as giving grades for assignments or evaluating students’ 
performance—the delay is structured as a necessary factor in the classroom 
scenario. Initial knowledge of the expected delay helps to minimize its 
price. Even if students understand the necessity of the delay, an assignment 
returned on the next day has more reinforcement value than an assignment 
returned after two or three weeks. Delays reduce student motivation and 
change the immediate signifi cance of their behavior and performance.

Immediacy is important in positive teacher reactions supposed to 
encourage students and to maintain their high motivation, but it is dou-
bly important in negative teacher reactions in response to misbehavior or 
infraction of rules. In such cases, a delayed reaction might actually backfi re 
and encourage students’ misbehavior. Sometimes the reasons for a delayed 
reaction are legitimate and reasonable (for example, when the teacher tries 
to avoid humiliating a student in front of her/his peers, or when the teacher 
needs to consult with other school staff), but the lack of an appropriate 
immediate reaction reduces CM effectiveness.

V. Non-Contingent Reaction

For reinforcement to be effective, the contingency between student behav-
ior and its consequences must be clear. But often the contingency is not 
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clear, and students do not understand what caused the teacher’s behavior. 
Contingencies must be as clear as possible and they must be made explicit 
to the students. This is important because the fl ood of events in the class-
room is quite confusing for many students and might even be overwhelm-
ing for some students. The students look up to their teachers for clarity 
and explicitness. Lack of clear contingencies in teachers’ reactions might 
be caused by unclear criteria, by rules and procedures that had not been 
explicitly defi ned, or by occurrences that are more visible to the teacher 
then to the students. Perhaps it might even be true that some teachers prefer 
to be vague and mysterious.

Chapter 7 dealt extensively with TDB and emphasized the frequent vio-
lation of fairness and equity in teachers’ behavior toward different students. 
The chapter also demonstrated the negative effects of TDB on students and 
classrooms. I believe that the demand for clear and explicit contingencies 
is a strong antidote of TDB, and would deter teachers from demonstrat-
ing differential and preferential behavior. The other side of the coin is that 
teachers who are more differential toward different students might avoid 
demonstrating clear contingencies, because they employ different standards 
toward different students.

The importance of clear contingencies of reinforcement is demonstrated 
in the following experimental example. In my early research on the social 
satiation effect (Babad, 1972), an experimental situation was created in 
which young children waited for ten minutes in an experimenter’s offi ce to 
start a game. While they were waiting, the experimenter (who was presum-
ably busy with paperwork as justifi cation for the waiting period) raised her 
head several times and said to the child: Good. The number of goods stated 
to the waiting child constituted the experimental treatment of satiation 
(twenty goods in ten minutes) or deprivation (only two goods during the 
ten-minute period). The value of good as a reinforcer of a specifi c behavior 
was subsequently tested in a task where the children received good from the 
experimenter as reinforcement for a certain type of choice among alterna-
tives (i.e., selecting a plant rather than an animal among two pictures). The 
satiation effect was demonstrated by the low value of good as a reinforcer 
in the test after having heard good for many times while waiting. In other 
words, the children in the satiation condition did not bother in the subse-
quent test to choose the option that would reward them with the reinforc-
ing stimulus good from the experimenter.

Several years later (Babad & Weisz, 1977), the issue of contingent versus 
non-contingent satiation was investigated directly by adding a new experi-
mental condition to the previous design. The 1972 study constituted the 
non-contingent condition, because the twenty (or two) goods delivered 
in the waiting period came out of the blue and were not associated with 
anything the child was doing at the time. The new contingent condition 
also consisted of twenty (or two) goods delivered in the ten-minute waiting 
period, but each good was explicitly made contingent upon some behavior 
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of the child: Good that you sit quietly; Good that you are patient; Good 
that occupy yourself; Good that you wait, etc. The results showed that 
the satiation effect disappeared in the contingent condition. Making the 
goods contingent upon some behavior of the child erased the satiation 
effect, and children who received goods which were made contingent upon 
their behavior did make an effort in the subsequent test to gain more good 
reinforcements from the experimenter, despite the twenty goods they had 
received previously.

VI. Teacher Praise and Teacher Attention

Praise and attention are the two major positive reinforcers used by teachers 
in CM. Praise is volitional, usually enacted by teachers in a voluntary and 
planned manner to reinforce students and to infl uence their behavior. Atten-
tion can be a volitional reinforcer, but in many cases teachers’ attention is 
dispensed haphazardly and without suffi cient planning. Numerous teachers 
are not aware that their attention, in itself, can infl uence student behavior, 
and therefore do not plan as carefully how to dispense it among students.

The generic example of behavior modifi cation in the classroom that 
is probably mentioned most frequently in psychology textbooks involves 
teachers’ attention. It concerns disruptive students who often throw tem-
per tantrums and seriously disturb their classrooms. Reprimands, warn-
ings, punishments and all other means do not seem to stop the disruptive 
behavior. From a behavioral perspective it was incomprehensible why these 
behaviors persist, because no behavior can exist without reinforcement. 
Early behavioral analysts (see O’Leary & O’Leary, 1972) concluded that 
in a paradoxical manner, the disruptive behavior is maintained and rein-
forced by teachers’ attention, even though this attention is negative and 
punitive. The analysts thought that those problem students probably crave 
for any type of teacher attention, even if it is negative and angry. Therefore, 
the experts advised teachers to ignore the disruptions and totally withhold 
their attention from those students (even during temper tantrums). In such 
cases, at fi rst the disruptive behavior is intensifi ed, and teachers are put to 
a diffi cult challenge to persist in ignoring the intensifi ed disruption, but 
subsequently the disruptive behavior subsides and disappears.

In the language of behavioral analysis, removal of a positive reinforcer 
causes extinction, and the frequency of the previously reinforced behav-
ior decreases. If teachers’ attention reinforced disruptive behavior, then the 
removal of attention (that is, ignoring the disruptive student) causes extinc-
tion. This remedy has been tested thousands of times and keeps proving 
very effective. The lesson for teachers is very clear, and they learn that 
their attention, even if negative and intended to decrease particular stu-
dent behaviors, might paradoxically function as a reinforcer of undesirable 
behaviors. Becker and colleagues published in 1967 an article appropriately 
entitled: “The Contingent Use of Teacher Attention and Praise in Reducing 
Classroom Behavior Problems.”
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Teachers’ attention is often vulnerable to students’ manipulation in the 
ongoing struggle for control in the classroom. Students sometimes wish to 
focus the attention of a teacher in a particular direction or to divert the 
teacher’s attention away, and therefore the teacher’s conscious awareness is 
crucial. With awareness, teachers can dispense their attention and divide it 
in the classroom as they fi nd appropriate.

It is not easy to divide attention equally in the classroom: Some students 
are attention getters and others are not; some areas in the classroom (such as 
the activity zone in the middle of the classroom, close to the teacher, which 
was discussed in Chapter 8) attract more teacher attention; and sometimes 
dispensation of attention is unconscious (readers are reminded how teach-
ers continue longer eye contact with high-expectancy students after a wrong 
answer compared to their shorter eye contact with low-expectancy students).

Turning back to teachers’ praise, despite teachers’ conscious awareness 
and planning, the situation is wrought with potential problems. Good and 
Brophy (1990) pointed out that teachers’ praise is often ineffective and fails 
to achieve its objectives of increasing student motivation and improving 
student performance and classroom atmosphere: At times, praise is false 
and exaggerated (and there are no better experts than students to pick it 
up); sometimes it does not fi t the character of the receiving student; and 
often it is not specifi c enough and not suffi ciently contingent upon specifi c 
behaviors. Teachers’ praise is scrutinized by the students in the social com-
parison process, and therefore it is possible that praise given to one student 
actually shames and hurts other students.

It is extremely diffi cult to maintain fairness and equity in the dis-
tribution of teachers’ praise. The situation presents a serious dilemma: 
Should teachers’ praise be given and distributed according to what stu-
dents deserve by their actions and conduct, or should teachers seek less 
deserving opportunities in order to equalize their praise among students? 
Empirical equality in distribution of praise means that a differential stan-
dard must be employed. Keeping a systematic standard would result in 
unequal distribution.

The fi nal issue concerns students who receive very little attention (or praise) 
from their teachers. Teachers’ awareness about the distribution of their praise 
is usually focused on the extreme poles of their student body—the academi-
cally excellent, well-behaved and popular students at the top of the distri-
bution, and the low-achievers, problem students and disruptive students at 
the bottom. But the sociometric literature (Coie et al., 1982, see Chapter 4) 
clearly indicates that each classroom has some neglected students, mediocre 
students in the middle of the distribution who are invisible and forgotten, 
and receive no attention (nor praise) from either teachers or students.

VII. Dependence on Students’ Reinforcement

The view of teacher-student interaction in terms of social exchange implies 
that as much as the teacher tries to infl uence students’ behavior, the students 
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also attempt to infl uence teacher’s behavior. The teacher receives (or does 
not receive) from the students positive reinforcements, negative reinforce-
ments and punishments. It is true that students’ power is limited because of 
the differences in status between the teacher and student roles which make 
the teacher more dominant and infl uential than the students.

The major reinforcements that students give to their teachers are the pos-
itive products of their learning, their developmental improvement and their 
social adjustment. Teachers are rewarded by the success of their planned 
instructional and managerial work through students’ progress. Thus, in the 
frequent and desirable state of harmony, we can talk about a positive cycle 
of reinforcements for both students and teachers. But because teachers pose 
many demands and must structure and control students’ activities, tension 
and confl ict are unavoidable even in the most harmonious classrooms and 
students urge to attain some level of control to infl uence their teachers.

Teachers’ dependence on their students for their own well-being is very 
strong, and the “games students play” (rhyming with Berne’s famous 1964 
book Games People Play) can be very subtle but also quite infl uential. The 
main source and cause of teacher burnout is the stress involved in their 
daily interactions with their students and the continuous tension of CM 
(Friedman, 1993, 1995, 2006). Students indeed can make their teachers feel 
miserable. In the central issues on the agenda (curriculum, learning objec-
tives, rules and procedures, etc.) teachers’ dependence on students’ rein-
forcement is less problematic. Students’ infl uence is more marked in small 
incidents and in daily events such as negotiations about tasks, exams and 
homework, protests about grades, dealing with discipline problems in the 
classroom, etc. In those situations students can infl uence teachers’ behav-
ior because of teachers’ dependence on their reinforcement. The weaker 
partner in social exchange perhaps has a narrower range of possible tac-
tics, but some can be quite potent. Students have the power to make the 
teacher feel bad, to be frustrated and nervous, and sometimes even to be 
ridden with guilt feelings. That dependence often breeds mistakes in CM 
that are intended, inadvertently and without conscious awareness, to make 
the teacher feel better.

In research on the teacher’s pet phenomenon (Tal & Babad, 1989) we 
found consensus in students’ reports that a major task of the teacher’s pet 
is to be sent by the class to soften up the teacher in confl ict situations. 
Thus, in order to avoid mistakes in this area, teachers must view the class-
room situation from the students’ point of view, recognize that students 
also play an active role in teacher–student exchanges, and try to overcome 
their dependence on students’ reinforcement.

VIII. Partial Reinforcement

The topic of partial reinforcement was discussed several times previously. 
I described how teachers’ and parents’ attention can serve as a partial 
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reinforcement and inadvertently increase disruptive behavior. In other 
words, relatively infrequent, unplanned teacher behaviors can boomerang 
and hinder CM by intensifying undesirable behaviors. This unintended 
outcome is often discussed in the literature (see, for example, Good & Bro-
phy, 1990; Landrum & Kauffman, 2006). When a disruptive student gains 
teacher’s attention as a consequence of disruptive behavior, that behavior 
might be reinforced and intensifi ed. And because teachers’ attention is not 
given all the time but only on some occasions, it attains the status of partial 
reinforcement, and the misbehavior can become more persistent and resis-
tant to extinction.

But the discussion of partial reinforcement should not be limited to 
disruptive behaviors only, and we should examine the infl uence of partial 
reinforcement on students’ positive and desirable behaviors. Potential mis-
takes of many teachers stem from the lack of understanding the differences 
between the effects of full reinforcement and partial reinforcement. Full 
reinforcement (that is, every time a goal behavior is performed by a student, 
it is reinforced by the teacher) is highly effective in acquisition of new behav-
iors. Behaviors are learned quickly and performed at a high rate under full 
reinforcement. But when full reinforcement is stopped or reduced, extinc-
tion is also very fast, and students stop performing the previously learned 
behavior almost as fast as they had acquired it. Under conditions of partial 
reinforcement, both acquisition and extinction are slower. When only some 
of a student’s goal behaviors are reinforced, the goal behavior is learned at 
a slower pace. But when partial reinforcement is stopped or reduced, the 
extinction is also very slow, and the goal behavior persists much longer 
even when reinforcements are not given any more.

A wide range of student behaviors are relevant to this discussion of full 
versus partial reinforcement, and they pertain to appropriate student con-
duct in a harmonious, working classroom. Examples include turn taking, 
not interrupting other students, staying calm after completion of a task, 
appropriate manner of addressing classroom peers and the teacher, help-
seeking and help-giving, and a wide array of additional behaviors. When 
the acquisition and the maintenance of such positive student behaviors are 
concerned, full reinforcement is advantageous for quick acquisition, and 
partial reinforcement is advantageous for persistence over time. In the long 
run, the advantage of partial reinforcement is more signifi cant, because 
in effective CM many positive behaviors should be performed at a high 
rate with no need to maintain them through repeated reinforcements. Of 
course, the best strategy is to turn the control over these behaviors to the 
students themselves, so that they would reinforce themselves for their posi-
tive conduct. That is the meaning of self-monitoring and self-control in the 
CM literature.

In the reality of the classroom it is almost impossible, and certainly not 
desirable to use full reinforcement. Teachers cannot be expected to con-
tinue reinforcing every desirable behavior all the time. Even if possible, 
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such continued reinforcement would quickly lead to a satiation effect which 
would reduce the reinforcing value of the teacher’s behavior.

The integrated lesson that emerges out of the above sections is that, a 
common mistake among many teachers is to believe that more is better, 
that if they persist in providing a lot of positive reinforcements, the class-
room would be more effectively managed and the atmosphere would be 
more harmonious. This belief is probably held more strongly among kin-
dergarten and pre-school teachers and perhaps by elementary school teach-
ers as well. But actually, reinforcers that are given quite rarely are more 
effi cient and more highly appreciated by students. The high value of less 
frequent reinforcement is due to a combination of a deprivation effect and 
a partial reinforcement effect. Desirable behaviors can persist and be more 
autonomous with low dosages of reinforcement. Thus, a behavioral analy-
sis from several directions leads to the conclusion that excess in teachers’ 
positive behaviors towards students is not good and does not contribute to 
CM effectiveness.

IX. Dealing with Problem Students and Special-
Needs Students in the Classroom

The common policy today in most educational systems is to integrate the 
special needs children in the regular classroom and to cancel the past segre-
gation between special education and general education. This includes edu-
cable mentally retarded children, emotionally disturbed children, students 
with attention defi cits, dyslexia, and other students of special needs that 
had been segregated in the past in special education classrooms. This pol-
icy is ideologically justifi ed, but it makes the life of the regular classroom 
teacher more diffi cult. It is very hard to work effectively with a heteroge-
neous classroom, and both instruction and CM become more complicated 
by the presence of special needs students in the classroom. Not all children 
can be taught and managed in the same uniform way, and the teacher’s 
overall style toward the entire classroom is not applicable to some of the 
special students. These students require special and different treatment, 
often diametrically opposed to the principles guiding the overall CM. Stan-
dards that lead to desirable states of students’ self-control, self-monitoring 
and autonomy cannot be applied to many students with multiple problems 
and defi cits. Teachers then face the dilemma of having to abandon fair-
ness and equity, because they must employ differential treatment, and often 
even a double standard in their classroom conduct.

In contrast to the intense opposition to behavioral methods in the CM 
literature, there is much agreement that behavioral methods can be most 
effective and sometimes necessary with individual students who have special 
emotional, mental and behavioral problems. Methods considered inappro-
priate for overall CM or even harmful to students’ development, are rec-
ognized as potentially effective in extreme individual cases. Without using 
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external control teachers simply cannot deal with individual students dem-
onstrating severe behavioral and emotional problems. Quite often, undisci-
plined and/or disturbed students can ruin the balance and harmony of the 
entire classroom. It is a mistake to believe that the same methods and strate-
gies of student-centered CM that might be effective with the classroom-at-
large would be equally effective with the problem students on the fringe.

In order to deal behaviorally with special students who present severe 
problems, it is not suffi cient that teacher education students would learn 
about behavioral principles, but they must practice how to actually con-
duct behavioral interventions in the classroom. Once they master the skills 
for behavioral intervention in addition to other managerial skills, they can 
make reasonable decisions about their overall style of CM and about how 
to deal with problem students. Another task facing the teacher is to dull the 
sting of double standard and to make students understand the necessity for 
differential treatment of some students. Finally, the teacher has to do the 
impossible—to make sure that the great investment of time and effort in 
managing special students will not come on the expense of the full and fair 
treatment of the entire classroom.

X. Punishment

Chapter 10 was devoted to punishment and to the behavioral analysis of 
effective and ineffective punishment. Mistakes in the use of punishment 
can be particularly harmful to effective CM and to CC. It is widely agreed 
that teachers should try to avoid the use of punishment as much as possible. 
When deciding to punish students after all, teachers should follow the guide-
lines in Chapter 10 with extreme care. But one grave mistake is common 
among teachers who oppose punishment: They wish very strongly to avoid 
any form of punishment in their CM, and they resort to it only at wits’ end, 
when nothing else seems to be effective in dealing with a given problem. 
Because of their predicament, those teachers often revert to punishment in 
a state of rage and frustration, angry with the disruptive students. But as 
was stated clearly in Chapter 10, for punishment to be effective, it must 
be delivered in a cool and detached manner. One should remember that 
strictly speaking, even shouting at students constitutes a punishment, that 
is, the employment of an aversive stimulus in order to reduce the rate of a 
particular student behavior. Hot-headed punishment is a grave mistake by 
all accounts, and punishing students in a rage should certainly be avoided. 
Unfortunately, teachers often punish students in a rage and cannot detach 
themselves from the anger caused by students’ disruptive behavior.
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12 Basic Concepts and Issues in 
Nonverbal Research

WHAT IS NONVERBAL BEHAVIOR AND WHY IS IT IMPORTANT?

Nonverbal behavior (NV) is an integral part of human communication. It 
consists of all expressive aspects that have no verbal content, no words, and 
no spoken or written language. The visual and auditory aspects of behavior 
are all nonverbal: Facial expressions, gestures, body language, postures, 
movement, voice, tone and vocal clues (without verbal content), attire, and 
physical appearance. Also included in the NV domain are certain behav-
ioral patterns in interpersonal interaction (e.g., personal space, touching, 
etc.) and characteristics of the setting and the environment.

We live in the era of the visual and are continuously exposed to NV 
aspects in television and movies. Children learn from a young age to under-
stand NV language, to decipher implicit codes from what they see and 
hear and to make meaning of social situations from subtle NV nuances. 
We learn to understand social situations without having to receive verbal 
explanation. NV behavior is a rich source of information, whereas verbal 
behavior can be misleading and often deceptive.

A good example demonstrating the importance of the NV aspect is the 
popular internet chat in its form of the 1990s and the early parts of this 
century. Before the introduction of full picture chat, the chat was based on 
written verbal exchanges, and people chatted by writing verbal messages 
to each other. But something was missing in this form of interaction, and 
a special NV language—in the form of a library of NV icons and picto-
rial symbols to express emotional states such as happy, sad or smiling—
was invented. A growing collection of icons was added to the software 
to enable the chatters to express NV emotional clues to accompany their 
verbal interaction.

DePaulo (1992) delineated the aspects of NV behavior which make it so 
important in social interaction: Its irrepressible nature; its links to emotion; 
its accessibility to observers; its speed; and the fact that it communicates 
unique meanings. The most important point is that NV behavior expresses 
and refl ects emotional states (Ekman & Friesen, 1969a; 1971). In a way, 
NV behavior is the language of emotions, and feelings are expressed mainly 
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in facial expressions (Ekman & Friesen, 1978). Emotions can, of course, 
be expressed in words and verbal content as well, but verbal expressions 
are more controlled and planned, and as we will see, they can sometimes 
be intentionally deceptive, compared to the more immediate and irrepress-
ible nature of NV expression. People believe (with good reason) that NV 
behavior is more truthful and less susceptible to deception. Teachers and 
parents often tell children to “look me in the eyes,” believing that attend-
ing to NV clues can help uncover and prevent concealment or deception. 
Finally, evidence shows that people (especially students) have an uncanny 
ability to decipher NV clues and to derive important social information 
about other people (especially their teachers) even from the briefest and 
most subtle NV nuances.

DePaulo and Friedman (1998) summarized the central research topics 
in contemporary NV psychology (see also Riggio & Feldman, 2005). The 
topics included:

Person perception and personality judgments based on NV • 
sensitivity;
NV aspects in self-presentation;• 
The study of deception and detection of lying;• 
Social infl uence and attempts to manipulate impressions;• 
NV aspects involved in interpersonal interaction;• 
NV aspects involved in interpersonal attraction;• 
The communication of expectations (by judges, doctors, and, of • 
course, teachers);
Studies on media bias and teachers’ bias expressed in NV behavior • 
have also been published in recent years (Babad, 2005a; Babad et al., 
1989a).

This part of the book focuses on NV aspects and NV behavior of stu-
dents and teachers, and analyzes the NV phenomena most relevant to 
teacher–student interaction in the classroom.

THE REPERTOIRE OF NV BEHAVIORS: 
FIVE TYPES OF NV BEHAVIOR

In a now-classic article, Ekman and Friesen (1969a) introduced and analyzed 
the fi ve major types of NV behavior, laying the conceptual foundation for 
subsequent research on NV behavior. The fi ve types are: Emblems; Illus-
trators; Affect displays; Regulators; and Adaptors. The types are described 
next, emphasizing their relevance to teachers and students in the classroom.

 1. Emblems are complete NV acts that have a direct, clear and shared 
meaning. An emblem is a movement or a gesture which has a clear 
verbal defi nition consisting of one or two words or a phrase. They 



Basic Concepts and Issues in Nonverbal Research 175

are communicated intentionally in order to transmit a clear message. 
Examples of emblems include making a fi st, pointing a fi nger and 
various obscene or sexual gestures, putting a fi nger at the temple to 
indicate lunacy (and, in another form, to indicate intelligence), hand 
movements indicating confusion or not knowing, head nod meaning 
yes and head side to side turning meaning no, etc. The smile might 
also be considered in some way as a generalized emblem expressing 
well-being and social facilitation. However, a substantial literature 
deals with different types of smiling expressions, intended and unin-
tended, genuine and false. Sign language used by deaf people consists 
of sets of consensual emblems. Teachers often use emblems in their 
interactions with students, and also invent emblems to communicate 
particular messages to their students (for instance, a particular move-
ment requiring silence in the classroom or inviting students to partici-
pate). Emblems are communicative and parsimonious, because they 
are complete, summative, consensual statements. Emblems are very 
often used in the visual language of the theatre and the movies, and 
viewers have no problems in understanding what is going on with-
out actually seeing it in explicit pictures. Some emblems are universal 
across cultures, but most emblems are culture-bound and change from 
one culture to another. That is one of the reasons why new immigrants 
are usually confused at fi rst in their new culture, because the emblems 
of the absorbing culture are not yet accessible to them.

 2. Illustrators are face, hands, body and voice NV movements accompa-
nying speech, serving to illustrate what is being said verbally. They are 
meant to emphasize and clarify intended messages or bits of instruc-
tion. Illustrators can sometime consist of emblems (though not always 
complete messages) and are often facial affect displays (see next). They 
are always intended to improve communication through illustration 
and amplifi cation. Effective teachers are expressive and use NV illus-
trators continuously, and this is an important aspect of their effective-
ness. In training for public speaking and in microteaching labs for 
teachers, trainees are taught and practiced in the use of illustrators.

 3. Affect displays are the facial expressions of emotions, the movements 
of the facial muscles expressing the primary emotions. According to 
Ekman and Friesen (1969a), every primary emotion (e.g., happiness, 
surprise, fear, sadness, anger, disgust and interest) has unique, dis-
tinctive movements of the facial muscles that can be identifi ed and 
measured, and these displays are universal to the human race. Ekman 
developed coding systems to quantify the measurement of facial 
expressions (e.g., Ekman & Friesen, 1978), and has led a very wide 
fi eld of the study of emotions for several decades. Affect displays are 
extremely informative and important in every human interaction, but 
they are not deliberate and do not have a communicative intent as 
emblems and illustrators. Affect displays can be consonant or disso-
nant with intentional verbal messages, and the study of deception is 
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based on affect displays and on gaps between channels. In CM, teach-
ers are supposed to be nonverbally expressive, and their genuine affect 
displays act as mediators in fostering student motivation and learning 
and in establishing positive classroom climate. Unfortunately, affect 
displays also play a crucial role in the transmission of teachers’ nega-
tive expectancies, potentially hindering low-expectancy students via 
NV TDB (see Chapter 14).

 4. Regulators are NV acts intended to regulate the back and forth 
interaction and to control the behavior of the other(s). Examples of 
regulators include head nods, eye contact, slight movements forward 
or backward, eyebrow raising, hand movements, etc. Regulators do 
not have a universal content and they are not necessarily deliberate 
or intentional. Affective displays, illustrators or adaptors (next) can 
function as regulators. Of course teachers must use NV regulators 
all the time, and these regulators are critical in CM and in teacher–
student interaction.

 5. Adaptors are anti-communicative NV acts, transmitting to the 
receiver that the person is busy with him/herself and with his/her own 
needs, and is not really available and attentive to the other. Examples 
of NV adaptors include self-referent behaviors such as grooming, 
nail-biting, head-scratching, fi dgeting with self (self-touching) or with 
object (pencils, glasses, watch, etc.). Adaptors signal that the person 
is directed inside, toward the self and away from the other. In NV 
research, adaptors usually lead to negative predictions, contributing 
to negative impressions and leading to negative reactions. Teachers’ 
sensitivity to students’ expression of adaptors is highly important to 
maintain the learning atmosphere and to prevent student inattention 
(see Chapter 13). Conversely, adaptors expressed by teachers are det-
rimental to CC and to effective CM.

Display Rules

The expression of the human emotions is universal and measurable across 
cultures. However, display rules (Ekman, 1984) modulate and control the 
expression of emotion. Display rules are norms for the management of 
affective displays, to ensure that emotional expression would be appropri-
ate. They prescribe who can show which emotion to whom and under what 
circumstances. Certainly not all the emotions that we experience at given 
moments are appropriate for direct expression, and we must learn display 
rules to control our expressive behavior. For example, sane workers would 
avoid expressing contempt toward their superiors, and students would more 
readily express their liking than their hate toward their teachers. Therefore, 
the NV expression of emotion is partly determined by automatic universal 
processes and partly by social regulation and self-control rules. Philippot, 
Feldman, and McGee (1992) reviewed various studies demonstrating the 
development of the ability to use display rules (for example, controlling 
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one’s facial expression when receiving a disappointing gift). In a way, the 
use of display rules and the exercise of self-control makes it possible to dis-
semble or to deceive others in social interaction.

Another line of research examines display rules in a cross-cultural per-
spective. Early research by Ekman and Friesen (in fact, Friesen’s doctoral 
dissertation in 1972 under Ekman’s supervision) analyzed culture specifi c 
display rules, demonstrating cultural norms about the expression of given 
emotions in given situations. Lee et al. (1992) discussed and illustrated cul-
tural infl uences on NV behavior. This is highly important knowledge for 
teachers of culturally heterogeneous classrooms, because different students 
might be motivated by different display rules.

DECEPTION AND DETECTION

A sizable proportion of NV research is focused on issues of deception 
and detection, and this issue accompanies NV research ever since its early 
beginnings (see, for example, Vrij, 2000). In fact, Ekman and Friesen pub-
lished two parallel seminal articles in 1969, one (1969a) on the repertoire 
of NV behaviors (presented above), and a second (1969b) on NV leakage 
and clues to deception.

Deception in NV Behavior

It is not adaptive for any individual—adult or child—to expose or express 
all emotions. We learn from a young age in the process of normal adjust-
ment to control the expression of affect, to mask our emotions sometimes, 
and to express our feelings in useful and effective ways. The conception of 
display rules (above) represents self-regulation which is basically adaptive. 
Negative feelings are concealed more frequently, but sometimes positive 
feelings should not be displayed as well (as in the case of teachers’ love of 
their pets in the classroom, Chapter 8). Concealment of affect can easily 
turn into dissembling, which is defi ned in the dictionaries as concealing 
feelings under some pretense, and this leads to putting a false appearance, 
that is, to emotional deception. This phenomenon exists, of course, in the 
verbal domain as well, but it is more pronounced in NV behavior because 
of its affective nature and its direct connection with emotions.

Because emotional deception is a common occurrence, the question 
arises whether we can detect the deception and identify the emotional false 
messages. A dynamic paradox is involved in the delicate balance between 
deception and detection. Concealment of some emotions and the use of 
display rules are adaptive and represent adjustment and mental health, but 
deception also hinders communication. Thus, much as it is important that 
children’s self-regulation would include self-monitoring of their emotional 
expressions and deception, it is also important that teachers would learn to 
detect students’ deception and to identify their concealed emotions.
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Detection of NV Deception

As previously mentioned, investigation of deception and detection was 
prominent in NV research from its early beginnings, and various research-
ers were involved in it in addition to Paul Ekman, including Bella DePaulo, 
Mark Frank, Robert Feldman, Aldert Vrij, Robert Rosenthal and others. 
In a recent review of detection methodologies, Frank (2005) pointed out 
new practical implications of detecting deception in counter-terrorism and 
intelligence gathering, in addition to the implications of detection in many 
life domains, including customs checkpoints along national borders, mar-
riage, the workplace, and of course the classroom. Very extensive research, 
and applied work of similar nature, were published by Vrij (2000) over the 
years. There is a commonly held belief that NV clues can be helpful in iden-
tifying deception and in tracing hidden feelings and meanings. The truth is 
that this belief is indeed borne out by empirical fi ndings, but detection pro-
cesses are not as simple and straightforward as some people would wish to 
believe. To quote Frank (2005, p. 342), “Scientists studying deception over 
the past century have noted one thing—that, unlike the fi ctional Pinocchio, 
whose nose grew in response to telling a lie, there is no specifi c verbal or 
nonverbal deception clue that appears in people in all situations to indicate 
deception” (see also DePaulo, 1994, DePaulo et al. 2003). However, these 
same reviews also concluded that some clues can identify deception quite 
reliably, because liars appear to be less forthcoming, their accounts are 
less compelling, they appear to be more tense, and their accounts are a 
bit too polished. Summarizing the conclusions and evidence from various 
sources (DePaulo et al., 2003, Ekman, 1985; Frank, 2005; Philippot et al., 
1992; Vrij, 2000; and Zuckerman, DePaulo & Rosenthal, 1986), it can be 
said that concealed affect can potentially be traced in natural observations 
because often:

 1. Liars are too planned, non-spontaneous and deliberate;
 2. Liars exaggerate the expression of the false emotion;
 3. Liars are tense and perhaps feel guilty, and their tension and guilt 

might be picked up; and because
 4. Deception leaks through less controllable NV channels. The leakage 

phenomenon and the research methodology used to investigate leak-
age are delineated next in more detail.

Research on NV Leakage

The conception of leakage is based on the separation of NV channels. The 
theoretical assumption is that people cannot control all their verbal and 
nonverbal channels to the same extent, and controllability varies among 
channels. Therefore, when people lie and transmit a false message, they 
will be more convincing in the channels that they can control well, but their 
concealed emotion might leak and be detected through the channels that 
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they cannot control. A separation of channels and the comparison between 
the perceived emotions transmitted in each channel would indicate a dis-
crepancy when people lie.

Let’s assume that one wants to conceal anger or boredom, transmitting 
outwardly instead a false sense of friendliness or of alert interest. In the 
leakage hierarchy, the channel that can be best controlled when lying is 
the verbal channel. Therefore, words expressing friendliness or interest 
might be quite convincing, and the lie would not be detected. I always tell 
my students that if they wish to lie successfully, they should convey their 
message in writing, through a note, a letter or an Email message. The next 
channel in the leakage hierarchy is the face. We cannot fully control our 
eyes and our facial expressions, and therefore the face leaks more than the 
verbal channel. The term poker face represents the relatively strong control 
when lying and transmitting a false emotion, whereas “look me in the eye” 
represents the potential leakage of the lie in the face. Body language and 
gestures are less controllable than the face and more likely to leak, and 
the tone of voice (without attending to words and verbal content) is very 
leaky. If we listen to the voice but ignore the words, or if we look at the 
body, we stand a good chance of identifying the true, concealed emotion 
and detect lying.

Thus, in the preceding example about deception in trying to transmit 
false interest, spoken words would be most successful in portraying inter-
est, the face would be judged as showing less interest, and the body and the 
NV tone of voice would most likely expose the boredom. The leakage phe-
nomenon is well established in research (Ekman & Friesen, 1969b; Rosen-
thal & DePaulo, 1979; see also DePaulo & Rosenthal, 1979), including a 
study on the leakage of teachers’ concealed anger in the classroom (Babad 
et al., 1989b, see Chapter 6).

Research on NV leakage is conducted in lab-aided judgment studies. 
People’s verbal and NV behavior when lying and when not lying must 
be fi rst fi lmed or videotaped. Then, a given segment of behavior must be 
divided into separate clips, each depicting that same segment in one isolated 
channel. One clip would show the words spoken in that segment (written, 
with no video and no audio), another clip would show the face (with no 
sound), still another clip would show the body (no sound), and a fourth clip 
would carry the tone of voice (without being able to understand the verbal 
content). Each clip would be presented to a different group of judges, who 
would be asked to judge the actor’s emotion through the one channel they 
were exposed to. In leakage of concealed anger, the verbal content (words) 
would be judged as being most friendly, the face would be judged as being 
less friendly, the body would be judged as expressing more anger, and the 
tone of voice would be perceived as the angriest.

In daily interactions with others we cannot conduct controlled judg-
ment studies, but we can, and do, apply the principle of channel separa-
tion to detect concealed affect. If we try to separate the channels and 
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attend to each alone, we can detect the inconsistency among the differ-
ent messages we perceive, and inconsistency signals deception. Our social 
effectiveness depends on our ability to read social situations correctly and 
to identify false messages. Persons who lack the skill and ability of decod-
ing NV messages correctly can easily fall prey to those who wish to take 
advantage of them.

THREE BASIC NV SKILLS: EMOTIONAL EXPRESSIVITY 
(ENCODING), EMOTIONAL SENSITIVITY (DECODING), 
AND EMOTIONAL CONTROL (DISPLAY RULES)

In recent decades, numerous NV researchers have focused on NV skills and 
the relationships between NV skills on the one hand and social competence, 
success in the social world and psychological well-being on the other hand. 
Their view of these phenomena as skills or abilities rather than personality 
traits is based on the assumption that such abilities can be developed and 
trained, so that people can increase their social competence. The three NV 
skills described next are distinct from each other in expressing different 
emotional abilities. However, the skills are correlated with each other, and 
people of high social competence utilize all three skills effectively. Ronald 
Riggio (1992) emphasized the importance of these NV skills in social inter-
action: in initial encounters with others; in impression management and in 
adaptive deception; in relationships formation and in relationship mainte-
nance. Philippot et al. (1992) analyzed the role and importance of NV skills 
in the educational context.

 1. Emotional expressivity—Encoding ability. This is the sending skill, 
the ability to transmit and communicate emotional messages to other 
people. Encoding ability involves the expression of emotions in NV 
ways beyond the verbal expression. Emotions are nonverbally trans-
mitted through facial expressions and gestures, through tone of voice 
and paralinguistic cues, and through body movements and posture. In 
initial encounters with others, expressive persons have several advan-
tages over non-expressive persons: Their behavior is more attractive 
and attention-getting, and they are more noticeable and more inviting 
to others to interact with them. And indeed highly expressive people 
(and expressive teachers, of course) are more popular and better appre-
ciated than non-expressive people. In terms of social exchange, expres-
sive people give more emotional stuff (including self-disclosure) to their 
partners in social relationships, and therefore tend to receive more in 
return. In this way they maintain and deepen their social relationships. 
In contrast, people with less developed encoding skills appear to be shy 
and remote, they refrain from expressing their feelings and they do not 
readily enter emotionally into interactions with others.
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 2. Emotional sensitivity—Decoding ability. The decoding skill comple-
ments the encoding skill. It is the ability to perceive, to interpret and 
to decode the NV displays of others. Since the publication of “Skill in 
nonverbal communication” (Rosenthal, 1979) and the PONS test for 
measuring decoding ability (Rosenthal et al., 1979), hundreds of stud-
ies on NV sensitivity have been published, and various instruments 
for measuring decoding ability were constructed. Archer (1980), who 
was partner in the development of several tests for decoding ability, 
argued that NV sensitivity is the key for social intelligence. Various 
studies in Feldman’s (1992) book indicate that decoding ability is 
acquired naturally in normal development, but at the same time it can 
be improved through training and guidance. Effective decoders can 
read the NV behavior of others and to detect subtle NV nuances in 
order to improve the interaction. One example is to maintain effec-
tive turn-taking in classroom interaction by using NV cues, being in 
tune with the other(s) and enhancing a sense of mutual understand-
ing. Decoding skill enables the person to avoid the pitfalls of decep-
tion in the interactions with others. Highly skilled decoders have keen 
detection ability, and therefore they can decide how to react to the 
deceptive messages of others (discussion in the next chapter describes 
students’ ability in decoding teachers’ NV behavior and deception). 
Philippot et al. (1992) reported that decoding ability was related to 
sociometric status (Chapter 4) and to various measures of social com-
petence (Chapter 2).

 3. Emotional control—Display rules. The third basic NV skill is emo-
tional control, and it is the funnel through which NV skills lead to 
social competence. The advantages of encoding and decoding skills 
are complemented by emotional control. Based on a deep understand-
ing of display rules, this skill helps individuals to regulate their NV 
behavior and to make it situation-appropriate. This ability of self-
regulation (self-monitoring in Snyder’s, 1987, terms) enables the per-
son to avoid spilling over in NV expressiveness, to control her/his 
emotional displays, and to use deception when necessary. The con-
temporary conception of CM emphasizes the attainment of students’ 
self-regulation as the primary goal of CM (Chapter 9). Similarly, the 
attainment of emotional control in the NV domain is critical for social 
adjustment and for attaining psychological well-being. Without skill 
in emotional self-control, expressivity can run wild and hinder the 
individual in impression management. Emotional control skill also 
enables the individual to deceive others when necessary, and some 
measure of deception can be adaptive in the social environment. This 
would be particularly true for individuals in a lower social position 
in the social hierarchy (such as students vis-à-vis their teachers). Emo-
tional control is one of the more potent instruments in the hands of 
the low-status person. In maintenance of ongoing social relationships, 
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Riggio (1992) argued that “perhaps the most important NV skill is 
the ability to regulate the communication of affect” (p. 18).

Gender Differences in NV skills

This book does not deal with gender differences. However, an exception 
is made in the case of NV skills, because the most frequently asked ques-
tion about NV behavior is whether the belief that females are more sen-
sitive and more intuitive than males has any empirical grounding. Most 
of the leading researchers on NV behavior have written about this issue, 
and there is wide agreement that indeed the stereotype is well-grounded 
and, on average, women are better encoders and better decoders than men 
(see, for example, Hall, 1978, 1984, 1998; Riggio, 1992). Women are more 
emotionally expressive than men, especially in their facial expressions, and 
display greater frequencies of smiling and facial animation. Women are 
also superior to men in their decoding ability, they score higher than men 
on standardized tests of decoding ability; they are more attentive to NV 
stimuli; and they can detect deception better than men. On the other hand, 
men appear to have an advantage in the third NV skill—emotional control. 
They have greater ability than women to control their emotional displays 
and to inhibit spontaneous expression of emotion. This ability might be 
quite helpful in certain social interactions, where lack of emotional self-
control might hinder the individual.

NV Behavior in the Classroom Context

The classroom is an arena of continuous social interaction. Teachers are 
supposed to advance students’ development in all domains—academic, 
social and emotional. Presumably, students and teachers share school’s edu-
cational goals and should act in unison to attain them, but the realities and 
psychological complexities of the classroom refute this idyllic image (as dis-
cussed in Chapter 1). The classroom is often an arena of continued struggle, 
and students and teachers have cross-purposes on many daily issues.

Strong emotions are experienced and expressed in the classroom—by 
each student, between pairs of students, among the students in the class-
room, by the student group as a whole, by the teacher, and in teacher–
student interaction. Because the NV is the language of emotion, most of 
this emotional fl ow is expressed through NV channels, with or without the 
conscious awareness of the students or the teacher. Greater NV sensitivity 
and decoding ability would provide teachers with a deeper understanding 
of the emotional undercurrents in the classroom, and greater encoding abil-
ity would enable them to be more effective in CM.

The central objectives of schooling are cognitive development and scho-
lastic achievement. As far as academic learning is concerned, it is the ver-
bal domain that is most important in education. Curriculum, didactics, 
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pedagogy, thinking abilities, knowledge, information processing, reading 
and writing are enacted mainly through the use of language and verbal pro-
cesses. In that sense, the role of the NV in education is secondary. But the 
NV is a critical factor in the delivery of instruction and in CM, mediating 
teachers’ success in attaining the primary goals of education. Bad teachers 
most often fail in their NV delivery and NV skills, whereas excellence in 
teaching is always characterized by teachers’ positive expressive style. The 
next chapters discuss students’ NV behavior and NV skills, and teachers’ 
NV behavior in the classroom. The focus and emphasis on NV behavior is 
relevant to all previous chapters in this book, illuminating and emphasizing 
the emotional aspects in the life of the classroom society.
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NV SKILLS AS COMPONENTS OF 
STUDENTS’ SOCIAL COMPETENCE

Students’ success in school is a dual function of their cognitive abilities and 
learning skills (resulting in academic achievements) on the one hand, and 
of their social intelligence and social competence (resulting in well-being 
and psychological adjustment) on the other hand. Students must adjust 
socially and fi nd their place in the classroom society, maintain mutual 
relationships with other students, and cope well with the teachers and 
their demands. Because of the importance of the emotional domain in 
students’ lives in the classroom society, NV skills become critical for good 
adjustment and for attaining self-effi cacy. All three types of NV skills 
are important for students’ well being in the classroom: Decoding abil-
ity which enables students to have deeper and clearer understanding of 
emotional processes and undercurrents in the classroom; encoding ability 
that improves self-expression and makes the student better understood 
by peers and teachers; and emotional control which keeps students’ NV 
expression within appropriate and acceptable limits and saves them from 
trouble with their teachers and peers.

Thus, self-monitoring and self-control are important end states of CM 
in both the verbal and the NV domain. The extensive literature on CM 
is not suffi ciently detailed in specifying for teachers exactly how they 
should guide students into self-control, and the NV domain is particularly 
neglected in the CM literature. Perhaps CM in the verbal domain might 
be more explicit and easier to describe because of the mediation of spo-
ken language, whereas NV CM is more subtle and hidden. But it is really 
important that teachers gain working knowledge in the psychology of NV 
communication so that they understand the central phenomena of teachers’ 
and students’ NV behavior.

Philippot et al. (1992) and Riggio (1992) reviewed numerous studies that 
indicate that NV skills (especially encoding and decoding skills) are related 
to students’ social competence, to their (sociometric) status in the classroom 
society, and to their psychological well-being. Summarizing their chapter 
on NV skills in educational contexts, Philippot et al. (1992) wrote:
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Educational settings can be considered as social contexts in which cul-
tural and social knowledge is provided and exchanged. We have seen 
that nonverbal behavior plays an important part in this socially con-
textualized exchange of information. . . . We have also shown how 
the communication of motivation and emotion, according to socially 
prescribed rules, is a necessary component of the educational process. 
Hence, the “know-how” to express and understand nonverbal cues in 
social contexts constitutes an essential set of skills for all the partici-
pants involved. (pp. 208–209).

STUDENTS WITH PERCEIVED DEFICIENCIES IN NV SKILLS

Students with defi ciencies in NV skills are usually problem students in the 
classroom. Their problems are not limited to the NV domain, and they 
have diffi culties in all domains, verbal and nonverbal, academic and social. 
But without competence in the three NV skills (decoding ability, encoding 
ability and emotional control), these students fi nd it hard to adjust and get 
integrated in the classroom society. They do not manage well with other 
children and their interactions with their teachers are problematic, subse-
quently infl uencing their academic performance.

Robert Feldman and his associates conducted numerous studies on NV 
skills of problem students in the classroom. Philippot et al. (1992) used 
the euphemism atypical populations to refer to all special students in the 
classroom. Atypical populations include students from low socioeconomic 
background and broken families, abused and neglected students, violent 
and aggressive children, students with various learning disabilities and 
children with emotional disturbances and various mental problems. In 
most school systems, the contemporary policy is to integrate all problem 
children in the regular classrooms whenever possible. That policy increases 
the heterogeneity in the classroom and forces teachers to cope with atypi-
cal populations within the classroom both in the academic/instructional 
domain and the social/emotional domain.

It cannot really be determined whether defi cits in NV skills are a cause 
or a consequence—whether the lack of developed NV skills hinders the 
students and turns them into problem students, or whether their particular 
social or emotional problems cause faulty development of their NV skills. 
Possibly there is no clear cause preceding the consequences but rather a 
vicious cycle, where the defi cits in NV skills and the emotional problems 
feed and intensify each other. In any case, Feldman and his associates pro-
vided evidence from many sources demonstrating the defi cits in NV skills 
of various types of atypical populations.

It is diffi cult to remedy academic and social problems of students who 
do not possess well-developed NV skills. Quite often, special education 
and communication specialists decide that interventions to develop the NV 
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skills of problem children must take fi rst priority. The meaning of defi cit is 
that some students simply cannot read social situations and do not under-
stand NV nuances, and they lack the ability to express themselves appro-
priately in social situations. A defi cit differs from a motivational problem 
in the same sense as the difference between “cannot do” and “would not 
do.” Each requires a different response and a different treatment by teach-
ers and school staff.

A very special and salient instance of defi cits in NV skills is the case of 
autism and its mild version in the form of the Asperger Syndrome. Autism 
is a neuro-developmental disorder characterized by impairment of the abil-
ity to form normal social relationships, by inability to interact with others, 
and by rigid and stereotypic behavior patterns. Autism develops at a very 
young age, and autistic children cannot be students in a normal classroom 
because they are detached and cannot participate in conventional social 
interchange. Asperger Syndrome (Baskin, Sperber, & Price, 2006) is quite 
similar to autism but is much less severe—Asperger children study in regu-
lar classrooms and are not detached from the social environment, although 
they are usually considered quite strange. Asperger children have diffi cul-
ties integrating socially, although their intelligence appears normal or even 
superior. They cannot read social cues (decoding), they lack the ability 
to communicate their own emotional states (encoding), and they fi nd it 
hard to know what is acceptable and what is not (display rules). They 
often have an all-absorbing interest in a single topic, they appear clumsy 
and uncoordinated, and they often say things that other children avoid 
saying. Because of such expressions, their peers might consider them too 
honest, but these manifestations stem from lack of understanding what is 
appropriate, and inability to understand the thoughts and feelings of oth-
ers. When they learn social skills, their learning is logical and intellectual 
rather than intuitive.

Feldman and his associates investigated NV skills of autistic and non-
autistic students using different research designs, and found autistic chil-
dren to demonstrate both decoding and encoding defi cits. The same would 
probably be true for Asperger Syndrome children. Asperger children are 
usually isolated in the classroom society despite their high intelligence. 
Their peers, and often their teachers as well, cannot understand why the 
Asperger children fail to understand social situations and so often implicate 
themselves in strange and inappropriate situations.

A totally different source of phenomena that might have the appear-
ance of defi cits in NV skills involves cross-cultural differences in affective 
behavior in different cultures. The NV behavior of students of certain 
ethnic minority groups in the classroom might appear different and 
incomprehensible to majority culture members, and it often violates con-
ventional norms and expectations. This stems mainly from cross-cultural 
differences in display rules. A behavior or a gesture that is appropriate 
and desirable in the majority culture might be considered offensive and 
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insulting in another culture. A minority culture student who enacts certain 
behaviors according to her/his socialization might face a problem in the 
heterogeneous classroom and might be considered atypical, with perceived 
defi ciencies in decoding and encoding. In Western culture, for example, 
looking the other person straight in the eye is desirable and encouraged, 
but in several cultures such behavior is considered very offensive and must 
be avoided. The same is true for other NV behavior expressing emotional 
states, and the Western expressiveness is considered vulgar and exagger-
ated in many ethnic groups.

In the early 1980s, my colleagues and I (Babad et al., 1983) investigated 
cross-cultural differences in smiling behavior between children in the USA 
and Israel. American children are socialized to smile a lot to acquaintances 
and to strangers, and the normative behavior would be to return the smile 
of the stranger. In Israel (and perhaps in other European countries as well), 
returning the smile of a friendly stranger would not be encouraged, and 
over-smiling is considered phony and undesirable. In an experimental situ-
ation where we actually measured the frequency of returning the smile of a 
friendly, non-threatening stranger, substantial differences in smiling were 
found between American and Israeli children. That would mean that chil-
dren who would demonstrate their socialized NV behavior in the other 
culture (Israeli children in the USA, American children in Israel), would be 
considered “atypical” and defi cient in their NV skills.

STUDENTS AS ENCODERS IN THE CLASSROOM

As mentioned, skill in NV encoding is a necessary condition for student 
success in the classroom society. Students are constantly interacting with 
each other and express themselves verbally and nonverbally. The ability 
to communicate—of which encoding ability is a central component—
enhances their social relations and their status in the student society.

Students’ NV encoding also plays a major role in student-teacher inter-
action. When students express themselves nonverbally, the teacher is the 
decoder of their messages. Students transmit to the teacher messages con-
cerning their state and their feelings. Some of these messages are specifi c 
and situational, others are global messages beyond specifi c contingencies. 
In these global NV messages, each student tells the teacher about his/her 
well-being, level of motivation, wish to participate, or about problems and 
distress in any of these areas. Teachers who are sensitive decoders know a 
lot about each student from their NV expressions. Sensitive teachers can 
also pick up quickly any change in a student’s well-being from the student’s 
NV encoding.

Situational students’ encoding (and complementary teacher’s decoding) 
is critical for running each classroom session and for actual instruction. 
Through students’ NV cues the teacher knows whether they understand, 
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whether they are concentrated, and who requires more instructional atten-
tion at a given moment. Most of this information fl ows in great speed with-
out being verbalized, enabling the teacher to keep the fl ow of the learning/
instructional process. When the teacher and the students are involved in a 
dialogue, students’ NV cues (and teachers’ cues as well, of course) help to 
keep turn-taking as smooth as possible. Several writers have focused on 
the role of NV skills in interactional turn-taking, a process that combines 
encoding and decoding skills and enables people to take turns smoothly 
and effectively in any kind of interaction. Again, these NV cues are almost 
never verbalized, and if they need to be verbalized, that in itself signals a 
communication problem.

The other side of the classroom scene involves various disturbances, con-
fl icts, avoidance of classroom work, etc. Here, again, the combination of 
students’ encoding and teachers’ decoding allows quick and early diagnosis 
which enables teachers to prevent problems before they escalate. Students’ 
moods, especially the potentially disruptive ones, are usually signaled and 
transmitted, and early detection can save a lot of trouble.

As in many areas of human interaction, gaps between verbal messages 
and NV behavior are very informative. Teachers can detect such gaps 
through their decoding of students’ encoded behavior. For instance, stu-
dents hate to admit that they do not understand something, and would pre-
fer to (verbally) say: “I understand.” The teacher can use NV cues to know 
if a student had understood or not. This is actually a situation of leakage 
detection by teacher’s intuitive decoding. Such situations are very frequent 
for adults and students alike. For example, when people bump their heads 
accidentally on a window or a door, the most common response is to pre-
tend that nothing happened and no pain is felt. Similarly, when students (or 
adults) are reprimanded, a typical response is a show of “I’m OK, nothing 
happened to me.” As was mentioned several times before, the ability to 
deceive nonverbally is important and quite adaptive for the maintenance of 
human interaction. On the other hand, teachers’ ability to detect students’ 
deception is very important for their effectiveness as classroom managers.

STUDENTS’ AS DECODERS OF TEACHERS’ NV BEHAVIOR

The decoding skill is part of social intelligence, and students’ ability to under-
stand underlying emotional processes and to decode fi ne and subtle NV cues 
is critical for social and academic adjustment. It is part of students’ social sur-
vival kit, so to speak. Most of the emotional processes are implicit, subtle and 
hidden, and verbal messages are often deceptive and misleading. Good decod-
ers have a social advantage because they can read and understand the subtle 
messages of their peers and their teachers. In a way, they have more social 
knowledge at their disposal. And if their decoding ability is accompanied by 
effective encoding ability, they can be successful in the classroom society.
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In effective CM, teachers try to reach a state in which they would not 
have to repeatedly spell out everything in explicit verbal terms, and mini-
mal NV cues would be suffi cient to inform the students what is expected 
at a given moment. A facial expression, a short sound or a body move-
ment of the teacher would be enough to invite students to involve in turn-
taking, to quiet down, to ask questions, to help each other, or to behave 
in one of many expected options. Because so many messages of effective 
teachers are not explicit, they must be picked up through students’ NV 
sensitivity. Thus, both students and teachers utilize their NV decoding 
abilities to understand each other and to smooth the fl ow of communica-
tion in the classroom.

Beyond the usage of NV cues as shortcuts for effective CM, teach-
ers have much to conceal from their students, especially in the affective 
domain. It is true that the contemporary model of CM requires teachers 
to express their emotions and to form emotional relationships with their 
students, but the model does not allow full spontaneity and expression of 
all teacher feelings. Most negative emotions and expressions of teachers’ 
stress and anger must be suppressed, and teachers should express only 
their positive and productive feelings. The frustrations and stress in the 
teaching profession are tremendous, and teachers must learn to conceal 
their negative feelings. Therefore, teachers involve in NV deception no less 
than other people, perhaps even more. Babad et al. (1989b; see also Babad, 
1992) demonstrated empirically NV leakage of anger on the part of biased 
teachers. Therefore, students’ ability to decipher teachers’ NV behavior 
becomes particularly important.

Students become experts in decoding their teachers’ behavior. They are 
very sophisticated in absorbing implicit messages and in uncovering con-
cealed emotions and leakage. Paradoxically, the fact that many teachers 
believe that they can easily conceal from their students whatever they wish 
to conceal just adds to the students’ expertise and sophistication in decod-
ing their teachers’ behavior. Students learn to know what their teachers 
think of them and how smart they are (Weinstein, 2002; Weisnstien et al., 
1987). In light of the teacher expectancy research and the extensive inves-
tigation of TDB (Chapter 7), perhaps it might be stated that students learn 
to decode what their teachers really think of them—often in contrary to 
teachers’ verbal statements.

In a series of studies, Feldman and his associates (Allen & Atkinson, 
1981; see Feldman, 1992) compared the ability of young students and 
adults (most of whom were teachers) in decoding students’ NV expressions 
when listening to a very easy or a very diffi cult lesson. They found that the 
young students demonstrated decoding ability superior to the adults.

In my own research, the most impressive piece of evidence on students’ 
uncanny decoding ability of teachers’ NV behavior was found in high 
school (Babad 2005b). In that research, eleventh-grade students viewed 
ten-second video clips of teachers’ NV behavior while lecturing to their 
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entire classrooms. The teachers were unknown to them, and the students’ 
exposure to these teachers was limited to ten seconds of public lecturing 
to unknown (and unseen) students. After viewing the clips, the students 
were asked to guess the degree to which each teacher would demonstrate 
differential behavior (TDB) toward high- versus low-achievers in other situ-
ations. Their guesses/judgments were compared to actual measures of those 
teachers’ TDB from analyses of their NV classroom behavior and from the 
judgments of their actual classroom students. The amazing fi nding was that 
those eleventh-graders could indeed guess TDB beyond chance, although 
they did not see those teachers interact with any student at all and only saw 
them teaching their entire classrooms. These predictive correlations were 
signifi cant and quite substantial. Adult judges who completed the same 
judgment task failed to make any prediction of TDB. Thus, students are 
really experts in deciphering and decoding teachers’ NV behavior.



14 Teachers’ Nonverbal Behavior

TEACHERS’ NV DECODING AND ENCODING 
IN CLASSROOM INTERACTION

Teacher–student interaction is an exchange process in which the parties 
play complementary roles vis-à-vis each other. Teachers’ behaviors and 
responses are the students’ stimuli, and students’ behaviors (responses) are 
their teachers’ stimuli. The same complementary process is relevant for NV 
exchanges between teachers and students, with decoding and encoding of 
students and teachers complementing each other. In the classroom, teach-
ers are the decoders of students’ encoded NV expressions, and the teachers 
are encoders who express themselves in NV behavior that is decoded by 
their students.

Because the emotional processes in the classroom are extremely impor-
tant, the NV domain and NV behavior play a major role in the life and the 
management of the classroom. Teachers’ decoding skill make it possible 
for them to read their classrooms instantaneously. They can decipher fi ne 
nuances of students’ NV behavior and understand their infl uence on the 
fl ow of the classroom process. By decoding students’ NV expressions they 
know when students understand the study material and when they do not. 
In this way, teachers receive immediate NV feedback on the effectiveness 
of their instructional and social activities. Therefore, they know how to 
modulate their behavior toward the entire class and toward particular stu-
dents. Their decoding skill is also very helpful in managing the turn-taking 
process that is so important in academic interchanges. Finally, teachers’ 
decoding skill enables them to identify potential problems “in the bud,” 
so to speak, and to take preventive action that can reduce the severity of a 
full-blown problem.

Through their encoding skills, teachers control their classrooms, direct 
various processes and facilitate the desired atmosphere and the appro-
priateness of students’ behavior. Teachers’ expressions provide students 
with important information: They know when the teachers are patient 
or not, when they are angry, when they are satisfi ed, and when they are 
determined. Teachers’ expressions give the cues for the appropriate atmo-
sphere at any given moment—solemn, amused, task-oriented, challenging, 
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punitive, and so on and so forth. Teachers actually use their NV expres-
sion as a shortcut in CM, where things become known and understood 
instantaneously with no need for long verbal explanations. Through their 
NV encoding, teachers also keep guard that the appropriate display rules 
are maintained by the students.

Effective teachers use the entire repertoire of NV behavior types (Ekman 
& Friesen, 1969a) in their classrooms (see chapter 12):

 1. Emblems. Because emblems are complete NV messages with a clear, 
consensual meaning, and because they are very concise, effective 
teachers fi nd emblems very useful as parsimonious shortcuts in class-
room interaction. Because the classroom is a closed society, teachers 
can invent new emblems that would be valid only for that classroom 
and for that particular teacher. Particular NV gestures can become 
emblems through systematic application. The students can learn that 
a distinct type of teacher’s silence, raised eyebrow or wink, or a par-
ticular fi nger or arm movement would always carry a given message 
in that teacher’s classroom. Thus, these NV behaviors become class-
room specifi c emblems and serve their communicative objective in 
that classroom.

 2. Illustrators. Illustrators are the bread and butter of effective instruc-
tion. The NV joins the verbal to clarify verbally taught material 
through NV illustration. Our understanding of words, terms, phe-
nomena and sometimes of whole sentences can be greatly enhanced 
through NV illustration. Sometimes the illustration alone can cause 
understanding. Effective teachers use NV illustration very frequently 
in their instruction. I believe that illustrators are particularly impor-
tant for instructional processes, whereas emblems and regulators, and 
to some extent affect displays, are more relevant for the CM compo-
nents of teachers’ work.

 3. Affect displays. Affect display is the central medium and the major 
instrument of emotionality and expressivity. The demand for expres-
sivity is especially important as part of the teacher’s role, because 
of teachers’ responsibility for the emotional development and adjust-
ment of their students. And indeed by all accounts good teachers are 
expressive teachers. Teachers should not necessarily express all their 
emotions, they should not necessarily show high intensity of expres-
sivity, and they should be selective situation-wise—but they should be 
generally expressive. Non-expressive teachers whose affect displays 
are minimal are not considered good teachers. Expressive teachers 
serve as models for their students and encourage them actively to be 
expressive, and this is an important part of the facilitation of stu-
dents’ growth.

 4. Regulators. As mentioned several times, NV regulators are important 
mechanisms in CM. Effective teachers use regulators as parsimonious 
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shortcuts for maintaining the order and controlling the instructional 
and social fl ow in the classroom.

 5. Adaptors. Adaptors are anti-communicative and hinder the effec-
tiveness of teacher–student interaction. When students perceive their 
teachers as expressing the self-referent behavior typical of adaptors, 
they may lose their concentration and their task-orientation, because 
the teacher does not seem to be concentrated and task-oriented. It 
would be inhuman to demand that teachers refrain totally from 
expressing any adaptors in the classroom throughout their daily long 
presence in the classroom. However, it is reasonable to demand that 
teachers would become aware of their typical adaptors and would 
attempt to minimize their appearance and reduce their intensity.

DISPLAY RULES AND TEACHERS’ DECEPTION

The basic meaning of display rules is that NV expression of teachers and 
students alike should stay within appropriate boundaries and would not 
spill over beyond them. We all remember isolated dramatic instances from 
our school days when a student or a teacher (or both) violated the display 
rules and their emotional behavior deviated from the acceptable norms. 
After such a break, it is diffi cult to remedy the situation and return to the 
legitimate boundaries. The struggle between students and teachers about 
norm-setting in the classroom society (Chapter 1) also involves a struggle 
over display rules and the determination of boundaries for legitimate and 
illegitimate emotional expression.

The role of teacher requires strict limits and self-control over emotional 
expression. Teachers should avoid extravagant self-presentation and their 
expressive style should demonstrate their boundaries. Teachers’ violations 
of display rules have more severe consequences than students’ violations.

I believe that the contemporary conception of CM (Chapter 9) might be 
somewhat misleading for inexperienced teachers. It over-emphasizes the 
demand for teachers’ emotional expressivity and spontaneity in the class-
room but fails to provide a complementary emphasis on display rules to 
direct teachers how to rationally control their emotional expression. It is 
implied in that literature that teachers should be mature and responsible 
in their emotional expression, but no serious guidance for teachers is pro-
vided, and the issue remains unattended. Statements like: “Be fi rm—but 
never punish” or “Express your emotions, but avoid being negative” leave 
teacher-training students quite confused. I am reminded of a fortune cookie 
I once received in a Chinese restaurant that read: “Be spontaneous—even 
if you do not mean it”.

Teachers should try to avoid expressing some of the emotions they expe-
rience in the classroom, and there is substantial playacting in teacher’s 
classroom work. Intense feelings in reaction to personal events external to 
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the classroom should of course be suppressed, but many classroom-related 
feelings should also remain unexpressed. Anger at students, frustration 
about failings in instruction or in CM should be held under control and not 
expressed spontaneously.

Sometimes teachers must transmit positive feelings of sympathy that per-
haps they do not really feel, and positive beliefs in the potential of particu-
lar students that perhaps they lack. On the other hand, teachers sometimes 
experience positive feelings that they should lock inside such as their love 
for their pets (Chapter 8), or when they are amused by some students, but 
a show of their amusement might be offensive to those students. The same 
holds for being bored in the classroom.

Teachers must sometimes control the expression of both positive feelings 
and of negative feelings. The same holds true in the expression of differential 
feelings toward different students (Chapter 7) which can pose a real threat 
to classroom climate. As is demonstrated later in this chapter, TDB in teach-
ers’ NV behavior can have very negative consequences in their classrooms.

Thus, we have a dual perspective in viewing teachers’ NV emotional 
expression. The overall consensus asserts that teachers must be emotion-
ally expressive in their classrooms. That pertains both to their interactions 
with their students and to their enthusiasm about their subject matter, and 
about their role as teachers. This demand is a central component of the 
social and academic classroom atmosphere that contributes to harmony 
and students’ satisfaction and achievement. On the other hand, much of 
teachers’ affect cannot be freely expressed in the classroom, spontaneity 
must be controlled, and sometimes teachers must be deceptive, that is, to 
express feelings they do not really experience.

TEACHERS AS LIE DETECTORS

Truth is a supreme value in our culture. All value orientations—regardless of 
other differences among them—emphasize the importance of truth-telling 
as a most desirable cultural goal. The educational system should socialize 
children to value truth, and teachers should serve as role models in the 
appreciation and expression of truth. And yet, from a social psychological 
point of view it is clear that people should sometimes deviate from truth-
telling. On many occasions social harmony is possible only if people avoid 
telling the truth or even deceive others.

Lying is sometimes functional and adaptive, and we need the ability 
to lie in order to be socially competent. White lies, such as dinner guests 
asserting that the food is very tasty or that a given dress is really beautiful 
on somebody, are normative and socially necessary. When someone wakes 
you up by ringing your phone, a normative response would be to lie and 
say: “No, I was awake.” When we hit the door clumsily in front of other 
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people, a typical reaction would be to avoid showing pain and to pretend 
that nothing happened.

Theories of social development emphasize that an important social skill 
that must be acquired in childhood is the ability to lie. Children learn both 
how to lie and how to detect when other people are lying. Once this social 
skill is developed, the choice when to lie and when to tell the truth should be 
based on a combination of (acquired) moral judgment and considerations 
of social expediency. Mordechai Nisan, a developmental psychologist who 
theorized about moral development, stressed the moral balance that people 
learn to calculate for themselves in the confl ict between different consid-
erations of how one ought to behave in particular social situations. His 
concept of limited morality (Nisan, 1991) contends that people allow them-
selves some deviations from what they judge to be proper behavior (and in 
this case, truthfulness). He argued that such deviation does not stem from 
weakness of will or imply any departure from morality.

Therefore we sometimes lie to others and we do not necessarily expose 
every lie we detect in the behavior of others. Bella DePaulo, one of the early 
experts on gender differences in NV detection, said that women with a 
developed skill of detecting NV leakage sometimes decide to avoid demon-
strating their detecting skill when people lie, because such sensitivity might 
cost them in social status among their acquaintances.

As managers of a complex and volatile society, teachers are not expected 
to always tell the truth, the whole truth, and nothing but the truth. On 
many occasions they have to be deceptive, and often they detect students’ 
lying but decide to avoid exposing the liars. Such behavior does not con-
tradict teachers’ overall value of pursuing the truth. Teachers would lie 
only when necessary, and hope that they are skillful enough to avoid being 
detected by their students.

Students’ lying is a very common phenomenon in the classroom. Because 
of their low status and lack of power vis-à-vis the teacher, and because of 
many other social reasons, many students lie often, trying to make various 
social gains or avoid social losses by not telling the truth. Their lying might 
be acceptable on some occasions but unacceptable on many other occa-
sions. Effective teachers exercise some leeway in allowing or disallowing 
students to be deceptive. Typical examples where students might lie include: 
not admitting that one does not understand something; denying that one 
did not do an assignment; cheating on an exam or assignment; insisting 
that the other started a fi ght or dispute; receiving a reprimand with a poker 
face although one is steaming inside, and so on and so forth. When mediat-
ing between fi ghting students or between disputing versions of the truth, 
teachers should be skilled in separating liars from truth-tellers. They must 
not expose every deception they detect, but they must be able to detect the 
underlying truth and then make a rational decision how to deal with the 
information they had decoded.
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Teachers’ overall objective is to reduce students’ lying and to teach stu-
dents how to make social gains and avoid social losses without lying. In any 
event, because lying is a common occurrence in the classroom, teachers’ 
skill in lie detection is a key element in their psychological toolbox as class-
room managers. Their effectiveness is enhanced if their students believe 
that their teacher always sees everything and cannot be manipulated.

As lie detectors, teachers use all the clues to NV deception known in the 
literature (see Chapter 12):

 1. They observe gaps in emotional expression between spoken words, 
facial expressions, body movements and the voice.

 2. They perceive exaggeration in students’ expressions.
 3. They diagnose over-planning, deliberate and non-spontaneous behavior.
 4. They trace hints of tension and guilt.
 5. Their detection is aided by their previous history of interaction (of 

lying and truth-telling) with each student, so that atypical conduct 
becomes quite noticeable.

 6. The verbal domain is also available to teachers in lie detection situa-
tions, and a dialogue with the student and a verbal inquiry can also 
be helpful. However, on the basis of the literature on deception and 
the fact that students are very sophisticated in dealing with teachers, 
I tend to believe that NV clues might be more helpful to teachers, 
because lying is less detectable from verbal behavior!

POSITIVE NV BEHAVIOR: TEACHERS’ 
ENTHUSIASM AND IMMEDIACY

Some of the NV aspects discussed up to this point—deception, leakage, 
lying and violation of display rules—might be considered negative. The 
next discussion is focused on the most positive and desirable NV phenom-
enon—teachers’ overall expressive style. Teachers’ expressivity contributes 
to harmony, satisfaction and positive climate in the classroom. This discus-
sion shifts from specifi c aspects of teacher-student interaction and CM to 
teachers’ overall instructional style and the role of NV behavior in their 
general conduct. Overall style includes how teachers appear, sound and 
behave when they teach, how they relate not only to their students but also 
to the subject matter and to their instructional role. Substantial evidence 
demonstrates consistently that teachers’ overall expressive instructional 
style can contribute to students’ learning and motivation.

Next, I discuss two branches of literature dealing with teachers’ over-
all expressive style. Readers must be aware, however, that these lines of 
research were largely focused on higher education, characterizing univer-
sity instructors and their students. At the university level, instruction is 
more teacher-centered compared to the more student-centered instruction 



Teachers’ Nonverbal Behavior 197

of the early grades. Therefore, teachers’ instructional style may gain in its 
relative importance. One of the reasons why these lines of research were 
conducted mainly in higher education contexts is the availability of stan-
dard students’ ratings of their teachers and their evaluation of instruction 
as outcome measures. Such student evaluations of teachers are usually not 
collected in the elementary and high school levels. However, some studies 
had been conducted in the lower grades, and the conclusions of the various 
studies are generally applicable to all levels of schooling.

Since the beginning of the 1980s, two separate and totally independent 
research literatures examined the impact of teachers’ expressivity on stu-
dents’ learning, motivation, and evaluations of their teachers. Amazingly, 
researchers in the two branches have ignored each other almost totally, 
although they investigated the same phenomenon (under different titles, 
it must be admitted), used almost identical measurement instruments, 
and reported very similar fi ndings. One group originated in a Psychology 
Department in Canada (Murray, 1983a, 1983b, at the University of Western 
Ontario) and investigated the phenomenon of teacher enthusiasm, and the 
other group was located in the Communication Department at West Vir-
ginia University in the U.S.A. (Andersen, 1978; McCroskey & Richmond, 
1992), and they investigated the phenomenon of teacher immediacy.

In both cases, the investigators wanted to compare the instructional 
style of excellent compared to non-excellent teachers according to their 
students’ testimonies. Both groups focused on teachers’ expressive behav-
ior, irrespective of specifi c instructional methods or subject matter. There-
fore, both branches concentrated on instructors’ NV behavior. Following 
behavioral observations and analyses of students’ reports about teachers’ 
behavioral style, lists of the most typical behaviors characterizing teacher 
enthusiasm and/or teacher immediacy were constructed. Subsequently, the 
associations between enthusiastic/immediate style and teacher effectiveness 
were investigated. The term enthusiasm is self-understood, but the term 
immediacy requires some explanation. Actually, the term was borrowed 
from the writings of Albert Mehrabian (1966, 1971, 1972), who concen-
trated on the degree of closeness between people in the communication 
process, as expressed in mutual positive affect and liking. The term imme-
diacy is, in fact, somewhat misguided with regard to teacher immediacy, 
because what is actually measured is not teachers’ closeness to students or 
their relationships with them, but rather teachers’ expressivity with regard 
to their subject matter and their enthusiasm in teaching as a global style.

Babad (2007) called attention to the identity between the two instru-
ments measuring teacher enthusiasm and teacher immediacy. Both instru-
ments include the following teacher behaviors:

 1. Gestures when talking to the class.
 2. Uses monotone/dull voice (a reversed item).
 3. Looks at the class and at the students.



198 The Social Psychology of the Classroom

 4. Smiles at the class.
 5. Has a tense body position (a reversed item).
 6. Moves around the classroom.
 7. Looks at board or notes (a reversed item).
 8. Has a relaxed body position.
 9. Smiles at individual students.
 10. Uses a variety of vocal expressions.

Murray (1983a, 1983b) and subsequent investigators of teacher enthusi-
asm (e.g., Wood, 1998) measured the associations between teacher enthu-
siasm and teaching effectiveness as measured by the student evaluation 
questionnaires that are used in almost all colleges and universities. Investiga-
tors of teacher immediacy measured teacher effectiveness through students’ 
self-reports about their learning: In one item students rate “how much you 
learned in this class?” and in a second item they rate “how much you could 
have learned if you had an ideal teacher in this class?” The fi rst rating is 
subtracted from the second to yield a measure of students’ learning, better 
learning indicated by a smaller gap between the ideal and the actual. Addi-
tional items in teacher immediacy research focus on students’ satisfaction 
and behavioral intentions to learn more in this area or with this teacher.

Two recent meta-analyses summarized the results of the numerous stud-
ies on teacher NV immediacy and teacher enthusiasm and their relations 
to educational outcomes (eighty-one studies in Witt, Wheeless, & Allen’s, 
2004, meta-analysis; and thirty-seven studies in Harris & Rosenthal’s, 2005, 
meta-analysis). Both meta-analyses demonstrated that teachers’ expressive 
style was strongly related to many positive student outcomes: Liking for the 
course and the instructor; willingness to take more classes with the instruc-
tor and more classes on that subject; and especially students’ reports that 
they have learned a lot in the classes of teachers high in enthusiasm and NV 
immediacy. What was not clear in those analyses was the degree to which 
these positive outcomes were translated into objective gains in actual, empir-
ically-measured student achievement. Without going into a host of method-
ological reservations about these studies (Babad, 2005c, 2007, 2009), it can 
be concluded with confi dence that teaching effectiveness, as perceived and 
judged by students in college and in high school, is a function of teachers’ 
positive and warm expressive NV style in the classroom.

POSITIVE NV BEHAVIOR IN THIN SLICES RESEARCH

In teacher enthusiasm and teacher immediacy research, global NV behav-
iors (such as: “uses a variety of vocal infl ections” or “moves around the 
classroom” from the previous list) are judged by students according to their 
perceptions of teacher’s typical and frequent behavior. Thus, the measure-
ment of teacher expressiveness is conducted through students’ self-reports 



Teachers’ Nonverbal Behavior 199

on global behaviors in retrospective questionnaires. This is high-inference 
measurement (see Chapter 5), where NV behavior is inferred from stu-
dents’ perceptions. However, NV researchers usually prefer to analyze 
specifi c NV behaviors and to isolate the smallest elements of facial expres-
sions, gestures, body movements and voice intonations. Therefore, NV 
research tends to rely more often on low-inference measurement. In thin 
slices research (Ambady, Bernieri, & Richeson, 2000; Ambady & Rosen-
thal, 1992, 1993) very brief instances of NV behavior (typically only a 
few seconds long) are viewed by judges who had never been exposed to 
the videotaped persons. Subsequently, researchers examine whether the 
judges’ ratings of the NV behavior in the brief segments can predict direct 
outcomes or remote outcomes for the videotaped target people—such as 
end-of-semester student evaluations of their teachers or candidate’s success 
in a job application interview.

Thin slices research often evokes a “wow!” reaction in its audience, 
because it consistently demonstrates that there is enough information avail-
able in extremely brief instances of NV behavior to predict important out-
comes. Here are several dramatic examples of thin slices predictions:

Babad et al. (1991) and Babad and Taylor (1992) demonstrated that • 
after viewing unknown, foreign teachers for ten seconds without 
understanding their speech content, fourth-grade students could 
accurately guess whether the teachers were interacting with unseen 
high- or low-achievers.
Blanck, Rosenthal, and Cordell (1985) showed that ratings of brief • 
excerpts of judges’ NV behavior while delivering instructions to jurors 
in actual criminal trials were correlated with judges’ expectations for 
the trial outcomes and with the criminal history of the defendants.
Hart (1995) used these videotapes of trial judges from actual trials in • 
mock jury research, and found that even when admonished to disre-
gard the judge’s behavior, participants returned verdicts concordant 
with the judges’ bent.
Babad (1999) demonstrated that thin-slices of content-free NV behav-• 
ior of television interviewers (averaging seven seconds) provided ample 
information to accurately detect interviewers’ favoritism and prefer-
ential treatment.
Gada-Jain (1999) examined NV behavior in job interviews, focusing • 
on initial greeting and settling into chairs, and reported that thin 
slices depicting the initial handshake and introduction predicted the 
outcome of the subsequent structured employment interview.
Babad (2005b) demonstrated that after viewing ten-second clips • 
depicting unknown teachers lecturing to their entire classrooms, elev-
enth-grade students could accurately guess those teachers’ differential 
treatment of unseen low- and high-expectancy students in other class-
room situations.
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Two studies (Ambady & Rosenthal, 1993; Babad, Avni-Babad & Rosen-
thal, 2004) tried to predict university students’ end-of-course evaluations 
of their instructors from thin slices of the instructors’ NV behavior while 
lecturing to their classes. Extremely brief video clips (six to ten seconds 
long) of the teachers’ behavior (without comprehension of verbal content), 
were rated by judges who had never been exposed before to the video-
taped teachers. Their ratings were then correlated with teacher evaluations 
fi lled out by the actual students in these courses. In both studies, strang-
ers’ impressions based on a few seconds of teachers’ NV behavior while 
lecturing signifi cantly predicted the end-of-course evaluations of teachers’ 
effectiveness. The 2004 study investigated prediction of SRT from several 
instructional situations, and it must be added that the positive prediction 
from NV behavior was found only for the lecturing clips.

Micro-analysis of the specifi c molecular elements contributing to this 
prediction (Babad et al., 2004, Babad, 2007) made it possible to formulate 
from these thin slices the nonverbal behavioral profi le of the successful and 
effective lecturer. Highly-rated lecturers were very expressive in their faces, 
hands, voices and body orientation toward their audience. They made 
continuous shifts in the various channels of their NV behavior, thereby 
preventing boredom and increasing student interest. And yet, despite their 
high level of activity, they were quite relaxed and avoided showing nega-
tive behaviors. These results from low-inference measurement confi rmed 
and supported the results obtained through high-inference measurement in 
teacher enthusiasm and teacher immediacy research. An expressive instruc-
tional style is probably a very important component of teaching effective-
ness, independent of CM techniques in interactions with students.

In a parallel study on the predictive power of judgments of thin slices 
of teachers’ NV behavior in high school, a different pattern of results was 
found (Babad et al. 2003). In the high school study, teachers were video-
taped in several instructional situations, and the most positive prediction of 
students’ evaluations of their teachers was not found for lecturing behavior, 
but rather for NV behavior videotaped while the teachers were involved in 
disciplinary action. The more teachers’ NV behavior while disciplining stu-
dents for ten seconds was judged positively by the stranger judges, the more 
those teachers received positive evaluations from their high school class-
room students at the end of the year. It seems that in the relatively tense 
atmosphere of the high school, the warmth and NV expressiveness of the 
teachers is more important in disciplinary situations than in frontal lectur-
ing. Thus, in high school, teachers’ NV expressivity in activities involving 
CM had a positive effect on the students.

CONCLUSION ABOUT TEACHERS’ POSITIVE NV BEHAVIOR

Studies using disparate, almost contrasting methodologies lead to the same 
conclusion that teachers’ emotional expressivity in the classroom contributes 
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to classroom climate and harmony, increases students’ motivation, and cre-
ates optimal conditions for learning. The ideal teacher is indeed expressive, 
enthusiastic, very active, interested, pleasant, and never boring. In college 
teaching, the enthusiasm characterizes the instructor’s lecturing behavior, 
whereas in high school, the value of teachers’ positive NV behavior is dem-
onstrated when they deal with complex CM problems.

It is important to emphasize that teachers’ NV expressive style, as inves-
tigated in the various studies, is impersonal, not focused on emotional 
relations with students. Despite the implication of the borrowed term imme-
diacy—which Mehrabian (1966) described as expressing interpersonal 
closeness—the phenomenon measured in the various studies characterizes 
the teacher’s conduct rather than the teacher’s relations with students. The 
teacher is enthusiastic and joyful about her work and about her task, and 
she loves the material she teaches. She enjoys transmitting her enthusiasm 
to students and to facilitate their learning and development. In a sense, the 
teacher has a positive emotional relationship with the entire class and with 
the subject matter, but personal emotional relationships with the students 
are not part of the investigated phenomenon.

NEGATIVE NV PHENOMENA: TEACHER 
EXPECTANCIES AND DIFFERENTIAL BEHAVIOR

Much as teachers’ enthusiasm, their overall expressive style and their posi-
tive emotionality can contribute to teaching effectiveness and to positive 
classroom atmosphere, the expression of other parts of teacher emotion-
ality might hinder students’ satisfaction, cause anger, and damage the 
academic and social climate of the classroom. Here, again, NV behavior 
plays a central role because of its strong connection to emotions and its 
irrepressible nature (DePaulo, 1992). Some teacher feelings must not be 
shown, and certain aspects of expressivity are unnecessary and potentially 
damaging to students. This statement refers mostly to teachers’ deviations 
from equity in their differential emotional treatment of high-expectancy 
and low-expectancy students. Research consistently demonstrates that even 
when teachers try to conceal their differential feelings, their emotions can 
leak out in their NV behavior and become known to their students.

I must reiterate my opposition to some ideas advocated in the current 
CM literature. The sweeping legitimatization given to teachers by some CM 
writers for free-wheeling emotional expressivity and the fact that teachers 
are urged and demanded to be spontaneously emotional in the classroom 
might cause damage to students. The following discussion of the poten-
tially negative outcomes of teachers’ NV expressive behavior is based on 
six studies on teachers’ NV behavior that I have conducted with colleagues 
from the 1980s to 2005. Some of these studies were discussed in Chapter 
7. In all studies, we used clips of video recordings of classroom teachers. 
The stimuli were thin slices of teachers’ NV behavior, usually lasting no 
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longer than ten seconds per clip. Comprehension of verbal content in those 
brief instances was removed either by keeping the volume down (that is, 
by eliminating the audio aspect), or by having clips of Hebrew speaking 
teachers rated by non-Israeli judges who simply could not understand the 
spoken words at all.

The short clips of teachers’ NV behavior were rated by judges who were 
not familiar with the videotaped teachers, and therefore their judgments 
were based solely on the few seconds of NV behavior they had viewed. 
Even when the judges were school children, they were not students in the 
videotaped classrooms and were not familiar with the teachers. Most of the 
studies were categorized as judgment studies, based on a within-teacher 
design. This design means that judges rate independently different clips of 
each teacher, and the analysis consists of a comparison between teacher’s 
mean ratings in one aspect compared to another aspect. In other words, the 
teachers are compared to themselves. This design is typically used in stud-
ies of expectancy-related TDB, comparing teachers’ behavior toward high-
expectancy students to their behavior toward low-expectancy students, 
and also in leakage research (where teachers’ behavior in one NV channel 
is compared to their behavior in other NV channels).

Studies on TDB were discussed in detail in Chapter 7, and relevant 
results will be mentioned here in brief. TDB was concluded to be a largely 
negative phenomenon. It was recommended that teachers should largely 
avoid treating low-achievers differently than high-achievers. One exception 
to this conclusion is the excessive learning support teachers give to low-
expectancy students, which is not criticized by elementary school students 
but is criticized by high school students. As to teachers’ differential emo-
tional expression towards different students—the overwhelming concep-
tual, empirical and ideological consensus is that teachers should treat all 
students equitably and refrain from demonstrating differential or prefer-
ential affect.

Leakage of Negative Affect by Biased Teachers (Babad et al. 1989b).

This study was designed to provide direct educational evidence of the leak-
age phenomenon. It tested the hypothesis that biased teachers (those more 
susceptible to stereotypically biasing information in scoring children’s 
drawings, see Chapter 6) would have stronger overall feelings of anger, and 
therefore would be more likely to demonstrate leakage compared to unbi-
ased teachers. Biased teachers were those who demonstrated Golem effects 
in a previous study (Babad et al. 1982a), that is, negative expectancy effects 
toward low-expectancy students. Leakage of suppressed negative feelings 
is discovered empirically when NV channels differing in controllability 
are compared to each other (Chapter 12). Judgments of the same behavior 
through different NV channels would then show growing negativity with 
the decreased controllability.
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This study compared judges’ ratings of the transcript of words spoken in 
the brief ten-second instance (most highly controllable channel) to ratings 
of the face (less controllable) to ratings of the body for the same behavioral 
instance (least controllable). A clear leakage effect was indeed found for the 
biased teachers, with greater hostility, tension, anger and rigidity judged for 
the less controllable channels. No such trend was found for the unbiased 
teachers, presumably because they were not angry at their classrooms and 
did not have to try to conceal anger.

The importance of this study was in the fact that it was the fi rst empiri-
cal demonstration of the NV leakage phenomenon by teachers in actual 
classrooms. If concealed anger and negative affect can be picked up from 
ratings of judges who are unfamiliar with the teachers after viewing only 
ten seconds of the teachers’ behavior, it is very likely that the negative affect 
of those teachers leaks quite freely in their classrooms and infl uences the 
academic and social climate of those classrooms.

Teacher Expectancy Effects in Talking About and Talking To 
Low- and High-Expectancy Students (Babad et al. 1989a)

In this study, the NV behaviors of biased and unbiased teachers were exam-
ined in situations where they talked about a high-expectancy and a low-
expectancy student, and then in brief instructional situations where they 
interacted with these students and taught them a topic of their choice. In all 
video clips viewed by the judges, only the teachers were seen and heard, and 
the students were left out of the frame. Judges rated the brief clips with the 
different channels (face, body, voice, etc.) separated or combined in differ-
ent conditions. We were aware of the fact that when teachers are requested 
to talk about students or to teach those particular students in front of the 
camera, they would perform by enacting their best behavior. That would 
minimize potential expectancy effects and work against the researchers, 
whereas in the natural setting of their classrooms teachers might be more 
differential than in those videotaped instances.

Adult Judges

In this version of the study, the judges were adult university students who 
viewed and rated the video clips. The fi ndings showed that, when talk-
ing about low-expectancy compared to high-expectancy students, teachers 
were rated as showing more negative affect in the nonverbal channels, and 
as more dogmatic in the nonverbal and the transcript channels. That is, 
they talked differently about the two students, and their facially and bodily 
transmitted affect was more negative when they talked about low-expec-
tancy students. When talking to the students and interacting with them, 
facially communicated expectancy differences were found in ratings of neg-
ative affect and active teaching behavior—with low-expectancy students 
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receiving more teacher activity (assumed compensation, see Chapter 7) 
together with more negative affect (leakage) compared to high-expectancy 
students. In this study, expectancy effects were found for both biased 
teachers and unbiased teachers. Babad et al. (1989a) concluded that teacher 
expectancy effects and the resultant TDB were very pervasive, emerging in 
affective nuances of NV behavior even when teachers attempt to control 
their behavior and to help low-achievers.

Students as Judges (Babad et al. 1991; Babad & Taylor, 1992)

This research examined what young students actually perceived in teach-
ers’ NV behavior when the teachers were talking to and about their stu-
dents. The judges were sampled from different grade levels, the youngest 
consisting of fourth-grade students (ten years old). The 1991 study was 
conducted in Israel, and the 1992 study was conducted in New Zealand. 
For Israeli judges, speech volume was turned off (silent video) so that they 
could not understand the verbal content. The NZ judges did not under-
stand teachers’ language (Hebrew), and the volume of speech did not have 
to be turned off. Therefore, the NZ fourth-graders were exposed to the 
fullest NV (visual and auditory) information without any comprehension 
of verbal content. Some changes were made to make the investigation more 
appropriate for young children: The numbers of teachers and channels were 
reduced, and the judgment task was changed to a detection task. Children 
are not accustomed to make judgments about teachers (such as, fl exible, 
clear, or dogmatic). In the detection task, the young judges were asked to 
make guesses about the student that teacher talked to or talked about, even 
though they never saw that student and viewed only teacher’s behavior. 
They were asked to guess (on 1–9 scales) whether the unseen student was 
academically weak or excellent, and also to guess the degree to which that 
student was disliked or liked by the teacher.

Student-detected expectancy effects were stronger than the previous 
results derived from the ratings of adult judges. The students, including the 
very young ones, did not hesitate in guessing that the unseen target child 
was a better student and was better liked by the teacher in clips based on 
teachers talking about and to a high-expectancy student, and as a weaker 
and less liked student in the clips involving the low-expectancy student. 
The children in both countries detected teacher expectancies from their 
facial expressions and body language. Thus, teachers give away their dif-
ferential expectations through their NV behavior!

Predicting Student Evaluations from Teachers’ NV 
Behavior in the Classroom (Babad et al. 2003)

 This study in high school, together with another study conducted at the uni-
versity level (Babad et al., 2004) was designed to examine whether students’ 
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evaluations of their teachers at the end of the term could be predicted from 
judges’ ratings of 10 seconds of teachers’ NV classroom behavior in several 
instructional situations. The high school situations included performing 
an administrative task, using the board, lecturing to the entire class, disci-
plining students, and interacting with individual students. The interactions 
were later divided into interactions with distinguishable high-achievers and 
low-achievers. All of the ten-second clips of teachers’ NV behavior were 
rated by adult foreign judges who were not familiar with the videotaped 
teachers. At the end of the year, all classroom students fi lled out question-
naires evaluating their teachers (SRT), and also fi lled out a questionnaire 
measuring their perceptions of their teacher’s differential behavior toward 
two hypothetical students (high and low, see Chapter 7).

Thus, two measures of TDB were available in this research, one based 
on judges’ ratings of ten seconds of actual teachers’ NV behavior toward 
low- and high-achievers, and the other based on the perceptions of the 
classroom students of their teacher’s differential behavior. The empirically-
measured differentiality from the NV clips was strongly validated by the 
students’ perceptions, showing that TDB can be readily diagnosed from 
thin slices of teachers’ NV behavior.

The teachers’ NV differentiality was found to be very strongly related 
to their students’ end-of-year evaluations. Students were very angry with 
differential teachers, giving them lower evaluations on almost every dimen-
sion. In Chapter 7 I reported that students in the upper elementary grades 
criticized teachers for differential emotional support but were more lenient 
about teacher differentiality in learning support. In this study, upper high 
school students were angry at any manifestation of teachers’ deviation 
from equitable treatment, in emotional support and learning support alike. 
Thus, teachers’ NV behaviors expressing differential treatment of low- and 
high-achievers in the classroom are conclusively negative.

A surprising fi nding in this research (contradictory of the college results 
in the 2004 study) was that judges’ ratings of NV behavior in the instruc-
tional situation of lecturing to the entire classroom were negatively related 
to students’ end-of-year evaluations. It was not clear why teachers who 
made a better impression on the adult foreign judges in their lecturing 
would be evaluated more negatively by their own students. Subsequent 
analyses revealed a relationship between public lecturing and TDB, so that 
teachers who were rated more positively as lecturers by the foreign judges 
were actually found to be more differential in their treatment of individual 
high/low students.

Students as Judges

To further investigate the surprising relationship between more positive 
ratings for lecturing to the entire class and higher intensity of differential 
treatment of individual students, a study was designed with high school 
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students in another town (who were unfamiliar with the videotaped teach-
ers) serving as judges (Babad, 2005b). These students viewed the ten-second 
clips of each teacher’s NV behavior when lecturing to their entire classes, 
and were asked to guess how differential each teacher would be in her/his 
interactions with low- and high-achievers in their classrooms. The young 
judges were encouraged to make these guesses despite the fact that the clips 
they viewed did not depict any interaction with any individual student. 
Amazingly, those students/judges were quite accurate in guessing teacher 
differentiality from the lecturing clips. A parallel group of adult judges 
could not guess TDB from lecturing clips at all, and this keen sensitivity 
in knowing teachers and reading their most subtle NV nuances is solely a 
students’ expertise.

Thus, teachers’ expressive NV behavior in their interactions with low- 
and high-achievers transmits their differential emotions, and TDB can be 
picked up from judges’ ratings of ten seconds of NV behavior. But beyond 
that, teachers’ global expressive style (i.e., lecturing) also provides cues 
about negative NV aspects of inequity and preferential behavior that stu-
dents (but not adults) can readily pick up.

CONCLUSION ABOUT TEACHERS’ NEGATIVE NV BEHAVIORS

The studies above provide a consistent picture that indicates that teachers 
often transmit in their differential NV behavior emotional messages that 
have negative effects on their students and their classrooms. These negative 
effects are probably experienced more strongly by low-achievers and by the 
weak students, those who are the recipients of teachers’ negative subtle NV 
behaviors (see also Weinstein, 2002). The research also demonstrates stu-
dents’ uncanny sensitivity and expertise in picking up the most subtle cues 
in teachers’ NV behavior.

When I present in various forums research fi ndings demonstrating dif-
ferential and preferential NV behavior of teachers (Babad, 1998) and TV 
interviewers (Babad, 2005a) and describe to the audience the psychological 
damage that such behavior can cause, I often encounter a defensive reac-
tion. Some people shrug the phenomenon off, arguing that emotional dif-
ferentiality is only natural, that nothing can anyway be done about it, and 
that we should be lenient in accepting some failings of human nature. But 
much as we educate children to overcome innate human shortcomings and 
to learn to share with others and adopt cultural ways, we should not ignore 
out human failure because it is natural. There is suffi cient evidence that 
NV skills can be improved through awareness and training, so that people 
(certainly teachers) can improve their self-control and avoid behaving in 
ways that can damage their receivers.

I believe that the root of the problem lies in the illusion of control and 
in the ability to deceive others. Many parents, teachers and managers 
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convince themselves that they can control their behavior and transmit to 
others exactly what they wish, and that others would not be able to read 
through the deception. The more people believe in their control and in the 
inability of others, the greater the chances of bias and preferential behavior. 
Three decades ago I discovered (Babad, 1979) that the most biased people 
perceived themselves as the most objective, fair and unbiased. The research 
shows again and again that students have uncanny decoding ability and 
cannot be deceived by their teachers.

To summarize, the issue of teachers’ NV expressivity and emotionality 
in the classroom presents a duality of contrasting implications. On the one 
hand, teachers’ overall enthusiasm about their work, about their subject 
matter, about their classrooms and about their teaching tasks represents a 
most positive phenomenon that contributes to a variety of positive educa-
tional outcomes. On the other hand, maintaining emotional relationships 
with individual students can easily (often unwittingly) lead to differential 
and preferential behavior and cause psychological damage in the class-
room. Studies on TDB (Chapter 7, and additional fi ndings in the domain 
of NV behavior in the present chapter) and the research on the teacher’s 
pet phenomenon (Chapter 8) demonstrate potential pitfalls of teachers’ free 
wheeling emotionality in the classroom.

Unfortunately, the current literature on CM ignores the potentially 
harmful consequences of teachers’ differential NV behavior. The advo-
cates of affective CM (Chapter 9) seem to be trapped in an ideology that 
urges teachers to be emotional and to create emotional relationships with 
their students, and they dull the mention of phenomena that might sig-
nal problems evoked by teachers’ uncontrolled emotionality. Everston and 
Weinstein’s (2006a) edited book Handbook of Classroom Management: 
Research, Practice, and Contemporary Issues best illustrates my argument. 
This heavy volume (which includes fi fty chapters by close to ninety authors) 
is an up-to-date and authoritative statement on contemporary CM. The 
book has no chapter on teachers’ NV behavior at all, nor any chapter on 
teacher expectancies and TDB. Scrutiny of the subject index shows that 
these topics were almost not mentioned at all by the different writers. While 
advocating student-centered emotional CM, the book neglects to provide 
any caution regarding the danger in free-wheeling emotional expression of 
teachers in their classrooms.
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“TO EDUCATE” AND “TO CHANGE” STUDENTS: 
A SOCIAL PSYCHOLOGICAL PERSPECTIVE

The last part of the book deals with processes of social infl uence employed 
by the school and particularly by teachers in order to educate and to change 
students. Nobody would contest the educative role of the modern school, 
but not much has been written about the psychology of education—how 
students actually get educated in school.

The processes of educating and changing students are presented here 
from a social psychological point of view. The concept of “education” and 
the issues involved in educating students have, of course, been approached 
from numerous perspectives—philosophical, developmental, sociological, 
moral and religious. From a social psychological view, the central products 
of processes of educating and changing students would consist of students’ 
attitudes, beliefs, values, world perspective, social behavior, group belong-
ingness, socio-identities and good citizenship.

In the analysis of educative processes, it is useful to distinguish between 
formation (of attitudes, values, etc.) and change. School is perceived as 
responsible mainly for the formation (or education) stage, and change 
is often seen as more relevant for older people, when change in various 
aspects is needed after a social system had already been formed. But school 
is equally involved in formation and in change, and intensive efforts are 
invested in changing students from the very early grades. Children do not 
come to school tabula rasa, and social change is intertwined with for-
mative education throughout all levels of schooling. The transition from 
the home environment to the social framework of the school (or rather, 
preschool) must involve change processes. The same is true for children’s 
transitions from one age level to another, where old values, beliefs and 
social outlook must change together with children’s developing cognitive 
and social abilities.

This chapter is devoted to a social psychological analysis of the educa-
tive process, and the next chapter (Chapter 16) is devoted to strategies of 
psychological change, with a special section on psychological resistance 
to change. The main difference between formative processes and change 
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processes is the power and infl uence of resistance to change. Once atti-
tudes, values and habits are formed and put to use, individuals and groups 
struggle to maintain the existing system and to resist change.

LEXICAL DEFINITION OF “TO EDUCATE”

The Merriam-Webster Online Dictionary provides the following options 
for the defi nition of “to educate”:

 1. To provide schooling.
 2. To train by formal instruction and supervised practice, especially in a 

skill, trade or profession.
 3. To develop mentally, morally or aesthetically, especially by 

instruction.
 4. To provide with information (as in, “to educate myself about X . . .”).
 5. To persuade or condition to feel, believe, or act in a desired way.

And the dictionary adds: For synonyms see “teach.”
These lexical defi nitions provide different meanings and implications of 

the process of educating, including the reference to teaching as a synonym 
of educating. Those defi nitions include the instructional aspects (with a 
heavy weight attached to teaching) but also the social psychological aspects, 
especially in the last defi nition.

The next parts of this chapter discuss the components and psychological 
mechanisms that are involved in the process of educating students. Read-
ers are forewarned that the aspects are not as distinct and as separate from 
each other as they appear in the presentation. The educative process is an 
integrated process and all parts are intertwined with each other, but for the 
clarity of presentation, each aspect is delineated and discussed separately.

EDUCATING THROUGH INSTRUCTION AND TEACHING

Above all, school educates by teaching and instruction. This is done through 
both direct and indirect paths: The direct impact of instruction is in foster-
ing intellectual development, and the indirect infl uence is enacted through 
specifi c subject matters and fi elds of knowledge.

Intellectual Development through Instruction

The brain—the human mind, is the major instrument of human civilization 
and progress. The central role of schooling is to develop students’ thinking 
and mental capacities and to raise them to the maximal intellectual level 
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possible for each individual student. Students must learn to think ratio-
nally, to absorb and process numerous and distinct types of information, to 
be effective in solving concrete and abstract problems, and mainly to know 
how to reason effectively in all life domains. To reach a high intellectual 
level, students must learn to master various methods and methodologies in 
different areas (mathematics, life sciences, historical analysis, geography, 
etc.), and they must also acquire endless knowledge and information to be 
utilized in their higher mental processes. Intellectual development means 
learning to reason and to be rational, and to deal with the challenges of 
reality in an empirical fashion based on data and systematic assessment of 
reality. Intellectual development also means to separate reason from affect 
and to reach a level of self-control so that underlying emotional processes 
would not bias or distort people’s rationality.

In our culture, just attaining the highest possible educational level and 
to be intellectual are achievements of good citizenship and a demonstra-
tion of high values. The person is expected to always want to learn more, 
to seek new knowledge and to reach deeper understanding in many areas. 
The grandmother who decides to learn Italian is appreciated because she 
seeks new knowledge and skills, even if she does not plan to go on a trip to 
Italy or ever to use her acquired Italian. I tell my students that our society 
seems to appreciate individuals who reach higher educational levels, and 
also sees them as being better people. Of course this stereotypic generaliza-
tion has many exceptions, and many highly-educated people could hardly 
be viewed as better people. However, attaining more schooling and making 
a visible effort to learn more are generally appreciated as demonstrating a 
higher human level. Persons who seek knowledge and appreciate knowl-
edge would better reason their attitudes and plan their behavior, would 
be more open to absorb new knowledge and accommodate to it, would 
know how to analyze accurately what is going on, and would be considered 
as less given to negative infl uences, demagogy, bias, etc. Therefore, soci-
ety rewards people who acquire more years of schooling both in fi nancial 
terms and in social status.

High educational status is not necessarily related to a given discipline or 
a particular content area. In past centuries, enlightment had been tied to 
the classics, languages and philosophy, but no such views are held today. 
Still, a special honor is given to those who choose to be teachers and to 
dedicate themselves to teaching and to educating others. Unfortunately, 
due to economic pressures this appreciation is not necessarily expressed by 
higher pay.

Therefore, intellectual development through the accumulation of years of 
schooling in various educational frameworks is an educative process of the 
utmost importance. It is true, of course, that the accumulation of schooling 
also provides the opportunities for all the other educative processes (to be 
discussed next) to contribute to one’s education.
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Education through Academic Instruction in Content Disciplines

The different content disciplines and study areas serve diverse objectives in 
schooling. Some domains have a clearly defi ned focus of values education 
(e.g., religious studies), whereas other domains educate students in more 
indirect ways. It is important to understand that all disciplines and con-
tent domains serve concurrently several different functions. Indeed, most 
classroom sessions (in reading, math or grammar) are not taught with a 
conscious intent of educating the students. The objective of preparing stu-
dents for their future life as citizens is not on teachers’ minds all the time. 
The different disciplines are taught academically for the specifi c types of 
knowledge they provide and for the intellectual task of developing students’ 
thinking. Their educative gains, including unintended gains, appear more 
clearly in the long run.

The different content domains are next classifi ed into four large cat-
egories that represent different psychological functions. Instruction spe-
cialists and philosophers of education would not necessarily agree with 
this categorization:

 1. Basic skills which are absolutely necessary for elementary functioning 
of every citizen in modern society. These basic skills include reading 
and writing, reading comprehension and arithmetic. Without having 
minimal skills in these areas, one cannot function at all in our society, 
and school’s fi rst task is to make every student acquire these basic 
skills. In earlier centuries the majority of the world population was 
illiterate, and no effort was taken to assure acquisition of these basic 
skills by all citizens.

 2. School domains that provide elementary knowledge for functioning 
in society. Beyond the basic skills above, the elementary knowledge 
enables people to understand daily situations and to communicate 
with other people. Included in this category would be civic studies 
which provide knowledge for understanding society and its various 
institutions, geography, the study of the mother tongue, basic notions 
in music and arts, and even physical education.

 3. School disciplines that provide for a deeper understanding of our uni-
verse. This category includes the various domains in science educa-
tion (biology, chemistry, physics, and, of course, mathematics). These 
domains also serve for intellectual development through logical and 
scientifi c thinking, empiricist approach, etc.

 4. School disciplines where the content itself is directly important for 
educative purposes, because it represents values and attitudes that are 
important for our society. These disciplines are usually not as univer-
sal as mathematics, and they give premium to the specifi c knowledge 
and contents important for a given society and a given country. This 
category includes domains such as history, biblical and religious stud-
ies, civic studies, and most areas of the humanities which provide 
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students with the cultural heritage. In these disciplines, the content 
is very important in shaping students socio-identities, world perspec-
tive and value system. The study of literature provides a dual cultural 
purpose of learning and acquiring universal values from world litera-
ture, and developing a national identity through the study of the local 
national literature. With regard to the study of history, I am doubtful 
whether politicians improve their professional conduct through learn-
ing insightful lessons from historical events. But for students, there is 
great value in knowing the history of their nation, of their culture, 
of their religion and of their ethnic group as bases for their various 
socio-identities.

Teachers often use specifi c examples from the study contents to illustrate 
various processes, to draw analogies, and to educate students through the 
learning contents. This is most obvious in the humanistic domains where 
lessons for students’ present life can be derived from literary, historical 
or biblical events. But it might also be true of the sciences, with examples 
such as the importance of environmental conservation, concerns about 
medicine, etc.

Sometimes specifi c educational programs are constructed on the basis 
of specifi c contents to serve other educational objectives. Bibliotherapy, for 
example, involves programs that use literary contents for advancing stu-
dents’ mental health and psychological adjustment (Abdullah, 2002; Jack 
& Ronan, 2008), much as literary contents can serve to develop a national 
identity or a gender identity. I was impressed to see in Argentina how stu-
dents’ enthusiasm about the world soccer championship (the Mondial) was 
harnessed in a specially designed educational program to develop tolerance 
to different others and to learn about stereotypes and prejudice. In religious 
and biblical studies, the contents are used most directly for preaching to 
students about proper values, beliefs and behavior.

EDUCATION THROUGH INCULCATION AND PREACHING

Years ago, when I was trying to formulate my ideas about educating students 
for a course on the social psychology of the classroom, I asked our son, who 
was then a teenager, how he acquired his values and world view. He looked 
at me, seemed a bit surprised, and said: “But, of course, you told me!” (you in 
plural). I think that, as much as educators would not like to admit it, much of 
the formulation of students’ values, beliefs, attitudes, world perspective and 
good citizenship is attained through repetitious preaching. We all follow the 
Biblical dictum: “And you shall tell your son” (Exodus, 13:8), by telling our 
children and our students again and again what they should think and what 
they should value, how they should view the world and how they should be 
and behave. Ideally, other means for educating and formulating values are 
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preferable to preaching. The students themselves should take a more active 
and autonomous role in self-education through their experiences in interact-
ing with the environment, and the educator’s role should be more indirect. 
But I still think that it must be admitted that preaching is one of the most 
effective means of educating children.

Superka, Ahrens, and Hedstorm (1976) delineated in their Values Educa-
tion Sourcebook, fi ve approaches to values education, and they labeled the 
primer approach “inculcation.” According to the Merriam-Webster Online 
Dictionary, to inculcate means “to teach and impress by frequent repeti-
tions and admonitions.” Much inculcation takes place in the daily life of the 
classroom. When rules and expectations are explicated and subsequently 
enforced as a necessary component of CM (Chapter 9), teachers explain to 
the students the values and the ideals represented by those demands. Effec-
tive teachers do not miss opportunities emerging from current events and 
classroom occurrences to inculcate values and to develop students’ social 
perspective. Students should accept these ideas, accommodate themselves 
to them, and eventually come to own these ideas in a process of identifi ca-
tion. In the words of Superka et al., (1976), inculcation occurs by students 
identifying with and accepting the norms and standards of institutions and 
society, incorporating the specifi c values into their own value system. In 
his classic work on attitude formation and change, Herbert Kelman (1958) 
discussed the depth of conviction of attitudes and values, moving along a 
continuum from compliance to identifi cation to internalization.

The important point is that teachers take a very active role in the incul-
cation process through repeated statements that explicate the desirable 
attitudes, values and behavior. I believe that most teachers seize on the 
occurring possibilities to inculcate values and to preach to their students, 
and they are probably quite successful in this educative effort. Repetition of 
value clarifi cation and preaching are important because the process of edu-
cation is tedious and requires hard work and repetition. However, some-
times teachers might be successful in impressing a value on students in one 
dramatic instance. We all carry unique memories where a certain value-
laden conviction fl ashed into out minds following one particular statement 
of a charismatic teacher.

The term inculcation is perhaps more acceptable than the term preach-
ing. I think that only educators who strongly advocate a particular reli-
gious or social ideology, those who view themselves as “ideologists,” are 
not ashamed of being perceived as preaching. In the view of strong ideolo-
gists, the values they advocate are so important that they must repeatedly 
be preached. Perhaps they believe that students’ autonomous choice and 
self-selection of values fade in light of the need that they would hold par-
ticular religious or social values and not others.

The important point that I want to emphasize to teachers and to teacher 
education students is that, preaching and inculcation of values in teach-
ers’ interactions with students are OK and not anything to be ashamed of. 
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Telling students what they should think and what they should value is an 
effective way of educating them—students accept teachers’ authority to do 
that, and perhaps they even see teachers’ as responsible to direct them and 
to teach them right and wrong. Of course all educators are happier when 
preaching and inculcation are accompanied by additional educational 
methods that involve students in a more active and responsible capacity.

EDUCATING THROUGH BEHAVIOR MODIFICATION

Every system of human management is involved—explicitly or implicitly—
in behavior modifi cation. In school, the continuous modifi cation of stu-
dents’ behavior by their teachers serves clear educative functions. Desirable 
student behaviors that express positive values are encouraged and rewarded 
by the teachers. The controversy over the appropriateness of the behavior-
istic approach to CM has been discussed in previous chapters (Chapters 9, 
10, and 11). But the reality of behavior modifi cation and its actual exis-
tence in teacher–student interactions in the classroom cannot be doubted 
at all. Regardless of teacher’s educational ideology, students’ behaviors are 
strengthened or weakened by their outcomes. Teachers react to students’ 
behaviors with a variety of approving and encouraging responses on the 
one hand or disapproving and discouraging responses on the other hand. 
Teachers who are committed to a behavioral approach try to modify stu-
dents’ behavior in explicit, methodical, planned, and perhaps somewhat 
mechanistic ways. Teachers who oppose behaviorism also modify students’ 
behavior, but they do it in a more intuitive, less planned and less mechanis-
tic way. Such teachers do not measure empirically the behavioral outcomes, 
and perhaps they make more use of their emotional reactions compared to 
other types of reinforcers. Thus, behavior modifi cation—formal or infor-
mal, explicit or implicit—always exists in every classroom and in every 
human interaction.

Much as teachers’ reactions to students’ behavior are important as the 
central component of CM, teachers’ reactions to students’ behavior are cen-
tral in the process of education. CM is not only a managerial tool, but can 
be considered as an educational instrument as well. In fact, CM and educa-
tion are intertwined and concurrently attained. Life within the classroom 
society requires students to enact value-laden behaviors such as responsibil-
ity, truth telling, mutual support, sharing, tolerance through turn-taking, 
and so on. Behaviors that express various values are rewarded by the teach-
ers, and behaviors negating important values are shunned and disapproved, 
and teachers attempt to remove those behaviors from students’ behavioral 
repertoire. Thus, teachers educate their students by modifying students’ 
behavior while managing their classrooms. In effective classrooms, the stu-
dents share the educative responsibility and try to infl uence each other to 
behave in ways refl ecting positive values and good citizenship.
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Enlightened teachers would not modify students’ behavior without try-
ing concurrently to employ other methods to make students understand 
and appreciate the value of the desired conduct. Such synthesis of meth-
ods turns the behavior modifi cation into a more reasoned and a more 
cognitive process.

The focal point in the dilemma about the educative value of behavior 
modifi cation concerns the issue of internalization, that is, how the implicit 
meaning involved in a particular behavior can be internalized and owned 
by the student as a value that would determine future behavior. Most stu-
dents’ behaviors can be controlled and modifi ed, but internalization is a 
different issue altogether. In Kelman’s (1958) terms, the issue is expressed 
in the transition from compliance to internalization. An internalized value 
would become in itself a source of self-reinforcement for the autonomous 
individual and would determine future value-laden behavior. And indeed, 
the opponents of the behavioral approach have always argued that the great-
est disadvantage of this approach is its external and mechanistic nature and 
the absence of internalization in behavioristic practice. They claimed that 
when behaviors are acquired and maintained by external reinforcement, 
those behaviors would decrease and extinguish when the external rein-
forcement is removed. Externally controlled behaviors are performed only 
when one is within the restriction of that given environment (like school, 
or prison, if readers would excuse the analogy) but would disappear when 
one leaves that environment.

This issue was addressed several times in the previous chapters about 
CM (Chapters 9–11). Enlightened modern behaviorism has integrated cog-
nitive approaches, and it emphasizes the development of self-control and 
self-effi cacy. Internalization thus becomes in itself a behavioristic goal that 
can be pursued in planned and carefully executed behavioral steps.

Beyond the application of operational methods to increase internal-
ization, several conceptual considerations can contribute to the internal-
ization of acquired behaviors, and therefore behavior modifi cation can 
indeed become an important means of values education. Several theories 
in social psychology—such as Bem’s (1972) self-perception theory, but 
more importantly, cognitive dissonance theory (Aronson, 1969; Festinger, 
1957)—maintain that people justify in retrospect and come to believe in 
what they are actually doing. Therefore, if teachers can bring students to 
behave in a certain way, most frequently the students would convince them-
selves that they are doing the right thing. Second, we must understand that 
rewards, reinforcements and teacher approval are not necessarily limited to 
infl uencing external aspects of behavior. Rather, students can be rewarded 
and praised for their internal states (both cognitive and emotional), com-
plimented for holding particular values and beliefs and for being a per-
son of values. Third, people enjoy becoming autonomous and self-directed 
by reinforcing themselves for good deeds. Internalization of values pro-
vides the person with internal standards that become means for enhancing 
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self-image and self-effi cacy. Therefore, students would most often be moti-
vated to internalize the values implicit in their actual behavior.

EDUCATION THROUGH CULTURAL/SOCIAL 
FRAMEWORKS AND NORMATIVE INFLUENCE

School educates students about good citizenship and provides values educa-
tion by creating a society, a life framework in which students become active 
citizens. To succeed in school, students must adjust and learn to live in this 
society by its rules and standards. More than that, students’ should reach 
a state where they can be happy in their lives in school and know how to 
reap the benefi ts of that citizenship. Besides their family life, school is stu-
dents’ central life framework for a sizable proportion of their young lives. 
Membership in school society is important to the students, and they are 
motivated to accommodate and succeed. Thus, school educates students 
simply by being a micro-cosmos of society-at-large and by managing stu-
dents’ lives in that society.

For the students, the classroom society becomes both their membership 
group and their reference group. They do not only belong physically in the 
classroom group (membership), but usually they value this belongingness 
and become proud of it (reference group). Despite the fact that they are a 
captive audience and are assigned to their particular classrooms, most stu-
dents usually see their classmates as their reference group. They internal-
ize the standards, norms, rules and expectations of the classroom society 
and come to own the values, attitudes, beliefs, and life perspective that 
are implied by those norms and standards. School is therefore a normative 
cultural/social framework that rewards its participants for their good citi-
zenship, their values and their good behavior. Children’s other important 
social framework—the family—usually encourages and rewards the chil-
dren for their good citizenship in the school society, and adds normative 
pressure toward good and deep adjustment.

Some students do not fi t well in the school society due to a wide range of 
problems. They become problem children and deviants in the school soci-
ety. For those students, school actually fails to fulfi ll its role as a norma-
tive cultural framework and does not succeed in socializing them properly. 
But problem children are most often a small minority, and most students 
accommodate to school and its normative pressure and become good citi-
zens of the school society. It is very rare that an entire school, or even an 
entire classroom totally fails in its socializatory mission.

Some types of schools are especially and explicitly designed as a mini-
society (such as the well-known Democratic Schools). In such cases, all 
the processes discussed above are made more explicit, and special norms 
and procedures are designed and implemented in those schools to empha-
size students’ active roles in school governance. But the main point is that, 
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by defi nition, schools function as normative cultural/social frameworks, 
socializing and educating their students for good citizenship.

The preceding information is the ideal image of education through 
the normative framework of school society, but some limitations must 
be considered. First, the failure in socializing problem students damages 
the rosy picture, and such phenomena are frequent occurrences in every 
school (no less than in society-at-large). Second, it must be remembered 
that in all of its major objectives (social and educative no less than aca-
demic and instructional objectives) school never brings all students to 
full realization of its goals, but rather produces a normal distribution of 
success, where a large majority of students attain only mediocre status 
and some students always remain in low status positions. Many children 
do not enjoy their school citizenship, and some children actually suffer in 
school. The roots of dissatisfaction in many students’ future citizenship 
in adult society can be found in their formative experiences during the 
school years. Third, the picture of the socializing school drawn above is 
true particularly for the younger age range at the elementary grades. With 
adolescence and its trials and tribulations, after the long accumulation 
of schooling years until adolescence, many students become fed up with 
school and rebel against its limiting framework. Among adolescents it is 
more normative to hate school and to reject its efforts to educate, and stu-
dents who state that they like or enjoy school would probably be rejected 
as some type of freaks.

EXPERIENTIAL LEARNING AND ACTION 
LEARNING AS MODES OF EDUCATION

In all theories and models of values education and change, central concep-
tual mechanisms involve experiential learning, action learning, and integra-
tion of cognitive and emotional processes (see for example Superka et al., 
1976; Chin & Benne, 1976). Much effort and many resources are invested 
in every school worldwide to create encounters, experiences and various 
activities that would affect students emotionally. The assumption is that 
exciting and touching experiences can have formative educational impact, 
especially on impressionable young people. Such events evoke intense emo-
tions and subsequent cognitions that form the foundation for the develop-
ment of social-identities and the future value system of the individual.

Consider the following example: The State of Israel was established in 
the late 1940s only a few years after the defeat of Nazi Germany in World 
War II. Six million Jews were slaughtered in Europe during the holocaust. 
The survivors, and all Jews, vowed to commemorate the holocaust and 
never forget the genocide. The State of Israel, as the home of the Jewish 
people, established an offi cial memorial day, the Day of the Holocaust, 
when all entertainment stops countrywide, and the media and schools focus 
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on commemorating the holocaust. The Day of the Holocaust is a very sad 
and touching day for all Israelis, and it is certainly a formative educational 
experience for the development of Jewish and Israeli identity.

In the last decades, Israeli high schools began to organize every year 
large expeditions of eleventh-graders (aged sixteen to seventeen) who fl y 
to Poland to commemorate The Day of the Holocaust. They visit the death 
camps and the remains of the Jewish ghettos and attend the Day of the 
Holocaust ceremonies in Auschwitz, the camp where more than two mil-
lion Jews were murdered and burnt by the Nazis in the early 1940s. Con-
siderable expense and effort is invested (by the families, by the schools, 
and by the State of Israel) to facilitate those trips. According to many tes-
timonials of the youngsters, this is the single most important event in the 
formation of their adult identity. The importance of the visit is not in the 
informational domain but in the experiential domain. With the advanced 
media means and the electronic capacities we have today, all facts and all 
pictures could be shown to the students on the small screen more fully 
and more extensively than any personal trip could provide. And yet, the 
personal experience and the possibility to feel past events in their original 
locations have a tremendous impact on the students.

Conceptually, personal experiences can be very instructive. Experien-
tial learning integrates cognition, emotion and behavior, and therefore its 
infl uence can be more profound. Unfortunately, the same can be said about 
negative or even traumatic personal experiences, which can scar people for 
life in their psychological impact. The experiential elements are important 
because of the powerful combination of cognition, emotion and action. 
Some experiential learning is provided in school through the academic stud-
ies themselves, but many unique experiential events are especially designed 
throughout the school year.

We need to distinguish here between experiential learning, where the stu-
dent is the passive recipient or audience in a designed event, and action learn-
ing (see Superka et al., 1976) where the student is an active participant in a 
designed event, and learns through her/his own action in that situation.

Examples of experiential learning might include:

 1. The experiential impact of books and literature, theatre, motion pic-
tures and the study of religion and history.

 2. The impact of special events—holidays, memorial days, ceremonies, etc.
 3. The impact of testimonial visits (to Auschwitz, to an old people’s 

home, to a poverty-stricken neighborhood, etc.).

Examples of action learning might include:

 1. Writing action assignments and compositions (such as: “If I were a 
school principal . . .” or “My plan to combat poverty”).

 2. Participation in planned student governance (in school council, etc.).
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 3. Planned social encounters with different others in workshops, and 
exercises in taking on the perspective of the other.

 4. Various activities in community service. Court judges often replace 
imprisonment to convicted felons by more educative community 
service.

EDUCATION THROUGH MODELS AND MODELING

Identifi cation is one of the ways of acquiring values and morality. In Kel-
man’s (1958) model of attitude formation and change, identifi cation is pre-
sented as one of the three central mechanisms, preceded by compliance 
and followed by internalization. In social learning theory (Bandura, 1977, 
1986) a central concept is vicarious learning, which involves imitation of a 
model to whose behavior the learner was exposed. The models referred to 
by Bandura are fi gures who illustrate how one should or could behave, and 
they are not considered as identifi cation models. The process of identifi ca-
tion is deeper and involves strong emotions invested in one selected model, 
whereas people can imitate several models with no emotional investment. 
In Freud’s theory of personality development, identifi cation is the process 
where the boy accepts and internalizes his father’s inner world, moral sys-
tem and values (superego) as part of the resolution of the Oedipal confl ict. 
Therefore, in Freud’s theory an entire internal world is adopted all at once 
through identifi cation with the father.

Cultural Models

Identifi cation (not necessarily in the Freudian connotation) is a central 
component in the educative process, and cultural models serve a central 
role in the formation of values and social identity. Particular fi gures and 
personalities become models because of special, admirable features in 
their personality or in their conduct. When they gain model (or idol) sta-
tus, it is expected that the values they represent will be internalized by 
their followers. This is the process involving selected Biblical fi gures, his-
torical fi gures, some political leaders, military heroes, and inadvertently 
actors, pop stars, etc. Moses, Jesus, Churchill, Paul Revere, Wilhelm Tell, 
Jean D’Arc and Yanosh Korchak are examples of cultural models whose 
cultural heritage is promoted by our civilization as models for all of us, 
teaching us how we should be, what we should think, and how we should 
act in selected situations.

In the social psychological and philosophical literature on leadership, 
charisma is often mentioned as the utmost level of leadership (see Chap-
ter 3). Charisma is a rare trait found in a few leaders who have extreme 
charm and a magnetic quality of personality along with a powerful ability 
to communicate with people, to attract them, and to persuade them for a 
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cause. Charismatic leaders have a very strong impact on their followers, 
who would follow those leaders through fi re and brimstone; would be will-
ing to sacrifi ce for them, would worship them as their cultural model and 
identifi cation fi gures, and might even be willing to sacrifi ce their lives for 
their leader’s cause. The more charismatic the leadership, the more it has a 
chance of intensely infl uencing the internal world of the followers. In fi ction 
and folklore about admirable teachers, stories are often told about charis-
matic teachers who overcome tremendous diffi culties, and through their 
virtues and charisma attain incredible educative success that other teachers 
fail to achieve. The image of the charismatic teacher exists in the historical 
ethos as a certain type of cultural ideal. Most of us remember nostalgically 
charismatic teachers we had had in the distant past, and cherish their edu-
cative impact on us.

Still, some consideration must be taken to clarify what exactly might be 
and what might not be learned, imitated and internalized from charismatic 
teachers and from models of identifi cation. A Swiss child would not become 
Wilhelm Tell, a British child would not become Winston Churchill, and a 
student would not imitate the specifi c behaviors of the charismatic teacher. 
The educational intent is that students would adopt certain values and 
attributes of the identifi cation fi gures in abstract, but would not necessarily 
imitate their mannerisms and specifi c behaviors. Imitation of dress, hairdo 
and mannerisms of pop idols is considered rather childish and stupid. Thus, 
the transmission of values and mental perspective is vague and somewhat 
problematic, and it is not suffi ciently clear how cultural or personal identi-
fi cation actually works in behavioral terms.

Teachers as Models

Charisma is a rare social phenomenon, an infrequent integration of spe-
cial traits and characteristics that emerges in particular situations. Nobody 
could demand that teachers should become charismatic models of identifi -
cation. But in a milder form, teachers are expected to be leadership fi gures 
in their classrooms, and to serve as models for their students. In a way, this 
imperative represents the perception of school and teachers in loco parentis 
(teachers serving as substitute parents). Parents are held to be models of imi-
tation and identifi cation for their children, and children have a need to seek 
and emulate such fi gures. This process characterizes the younger age range, 
when children are not critical of adult fi gures. As they grow in age and men-
tal development, children discover the clay feet of their idols, and then they 
refuse to accept so readily (or they might even reject) the moral authority of 
parents and cultural models. But in the younger age range children indeed 
imitate their parents and their teachers and accept them as models.

Parallel to the conceptual distinction between imitation and identifi ca-
tion, we must distinguish between the image of the teacher as a model for 
imitation and personal example, and the image of the teacher as a model 
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for identifi cation. With regard to personal example, there is no doubt that 
much social learning is attained through cognitive and emotional emu-
lation of human examples, and teachers indeed model for their students 
many behaviors and ways of responding to the environment. However, the 
demand that teachers would serve in their personality and behavior as iden-
tifi cation models is exaggerated, and even more so if teachers are expected 
to become charismatic leaders. Such demands would put undue pressure 
on teachers (see discussion of this issue in Chapter 3). I am sure that some 
teachers are charismatic and they may have intense educative infl uence 
on their students, but for most teachers the demand is unattainable and 
anxiety producing, and therefore unjustifi ed. It should be remembered that 
most students inherently accept the authority of the teacher as the rep-
resentative of society, and therefore would accept cultural dictums from 
their teachers. Such acceptance is not determined by the personal attributes 
or status of any particular teacher, but rather by the social structure and 
the complementing features in the role defi nitions of teacher and student. 
When discussing the issue of the teacher’s role in Chapter 3, I emphasized 
two minimal demands: One is that every teacher would have some special 
attribute that would characterize her/him as a unique model for her/his 
students; and the other is that no teacher would be a negative model for 
students. If these demands are met, teachers would indeed serve as educa-
tive behavioral models for their students. The important point is to remem-
ber that students come to school with readiness to be educated, and they 
inherently accept the position of the teacher as a model. Therefore, unless 
something goes wrong in teacher–students interaction, teachers would have 
considerable educative infl uence on their students.
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SIMILARITIES AND DIFFERENCES BETWEEN 
EDUCATING AND CHANGING STUDENTS

The general strategies and tactics for changing values, attitudes, life per-
spective and behavior are essentially similar to those employed in educating 
students as described in the previous chapter. However, there are several 
differences between the formation process and the change process:

 1. Not all strategies effective in formation are as effective in change. 
For example, it is probably easier to educate than to change through 
academic instruction and through inculcation and preaching.

 2. It is more diffi cult to change existent attitudes and values than to 
form them on an empty slate, because the change requires the removal 
of existing beliefs and involves some distress.

 3. Change almost inevitably involves psychological resistance that must 
be overcome, whereas formation of new values does not necessarily 
involve resistance.

Values and attitudes have three central components: cognitive; affec-
tive; and behavioral. The cognitive component includes beliefs, knowledge, 
expectations and information processing. The affective component consists 
of positive and negative emotions, feelings and sensations. The behavioral 
component focuses on action tendencies and habits. Every attitude has an 
underlying belief, positive or negative affect, and a tendency to act in a 
particular way. The same three components are operating in the formation 
process and in the change process. We can talk about changing cognitions, 
changing emotions and changing behavior. Most often, the change pro-
cess integrates all three components. However, change in each component 
might involve a different strategy and a different conception, and each has 
its advantages and disadvantages, strengths and weaknesses for particular 
changes desired. Resistance to change can also be characterized by its cog-
nitive, affective and behavioral components.

Schooling is a continuous process of change, where new knowledge and 
new methods of information processing replace former ones as part of 
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students’ intellectual development. In essence, this is a process of cognitive 
change, but it also involves affective, and certainly behavioral components. 
Even cognitive change requires teachers to overcome students’ psychologi-
cal resistance. Teachers must constantly encourage students, excite them, 
evoke their interest, and maintain their motivation to learn. It can be said 
that people do not want to change (together with, and despite the fact that 
they do want to change), in the same way as it can be said that students do 
not want to learn (again, together with, and despite the fact that they do 
want to learn).

RESISTANCE TO PSYCHOLOGICAL CHANGE

People resist change, and from their point of view, their resistance is often 
justifi ed (especially when someone else wants them to change). The same 
generalization holds true for groups of people and for organizations. Resis-
tance to change is a widespread human phenomenon. Every plan for chang-
ing people’s values, attitudes or feelings must take into account how to 
deal with the expected psychological resistance. It is easy to understand 
resistance to change in conceptual terms borrowed from exchange theory 
(discussed in Chapter 11). Exchange theory views human interchange in 
terms of gains and losses, assuming that people wish to maximize their 
psychological profi ts and to minimize their losses. On the basis of expected 
gains and losses, it tries to predict whether people would pursue a given 
interaction or not. The same conception can be applied to intrapersonal 
processes (that is, the inner debate within each person), concerning our 
values, attitudes, and choices how to be in the world.

As a rule, we would like to feel comfortable with the way we are, with 
our value system and views. We usually believe that our behavior and con-
duct are fi ne and balanced. The demand for change usually comes from the 
outside (from teachers, parents, bosses, spouses, peer group) and it violates 
our balance. It often seems, subjectively, that moving towards the required 
change might increase our losses, whereas it is not clear at all that any profi t 
might be involved. The transition period in itself certainly involves a loss in 
terms of uncertainty, confusion, anxiety, and lack of effective habits. One 
would then naturally tend to maintain the existing balance and try to resist 
change. Resistance is less intense when people are distressed with their cur-
rent situation and wish on their own accord to improve it. In such cases, the 
existent price is high, and the change might reap better benefi ts.

Political campaigners know very well that in order to win people’s 
votes—a change process where a change in political view is expressed by 
actual voting behavior—they must convince prospective voters that (a) the 
current situation is very bad (loss), and (b) that the new situation that would 
result from their vote would be much improved (gain). An incumbent can-
didate who tries to get re-elected must do the opposite: convince voters that 
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the current situation is good (or less bad compared to other options) and 
that a changed vote would be costly in its expected results.

Teachers are change agents who spend most of their professional time 
at the frontline of educating and changing students. Teachers, parents and 
other change agents would act in the same way as the political campaigners 
in the preceding example, emphasizing the losses inherent in the current sit-
uation and the prospective profi ts of the changed situation. They must also 
communicate to students that the change process in itself, the transition 
from old to new views and conduct, can be smooth with little or no price 
to pay. The more successful and convincing they are, more psychological 
change would be likely to take place. Psychological resistance is a defense 
mechanism, and therefore, when resistance is overcome or reduced, much 
mental energy becomes available for the change process.

All human beings are motivated by two contrasting needs: The need 
for stability and the need for fl uidity. The need for stability is aimed at 
maintaining and protecting the consistency of who we are and what we 
think, whereas the need for fl uidity is our adventurous side, our curios-
ity and our need to seek and conquer the unknown. The need for stabil-
ity is more dominant and powerful and would usually win over the need 
for fl uidity. Therefore, parents and teachers must stimulate and coax the 
need for fl uidity and evoke a more fl uid perspective in the children. Indeed, 
the essence of education is the spirit of inquiry which is epitomized by a 
strengthened need for fl uidity. But the need for stability cannot be ignored, 
and students’ willingness and openness to psychological change cannot be 
taken for granted. This is true in the academic domain no less than in the 
social or emotional domains. The essence of effective CM is the facilitation 
of students’ motivation to advance and explore new horizons and to feel 
competent and effi cacious in pursuing their need for fl uidity.

Cognitive Aspects of Resistance to Change

The cognitive foundation of resistance to change is the necessity “to know 
for certain,” an expression of the need for stability. Doubt or lack of knowl-
edge bother us and cause tension which we must somehow reduce. There-
fore, we are often willing to accept ready-made answers (for example, by 
inculcation and preaching, see Chapter 15), so as to know what to think 
and to understand how we ought to be in a complex world. It would have 
been better to form our values and attitudes on our own, but the cogni-
tive effort required in order to do that on our own is immense. Therefore, 
people are often willing to accept external infl uence without asking too 
many questions.

We are constantly bombarded with a great overload of information in 
every area and every domain. We simply have no time and no mental capac-
ity to process all the available information in a suffi ciently quick pace when 
we interact with other people. Computers have an almost limitless memory 
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capacity and structured programs for speedy processing of information. But 
human beings are not computers, and their mental capacities in retaining 
and processing social information are rather limited. Therefore, people need 
shortcuts for speedy yet suffi ciently effective information processing.

Social perception and impression formation can be taken as a good exam-
ple. To know what to think of the other person and how to behave toward 
that person (a peer, a teacher, etc.) we would need to collect and process a lot 
of information. That is what employers do when they need to select new work-
ers and want to make the best decisions. In daily interactions, people must 
react to other people instantaneously, and they need to have mechanisms that 
would help them to know as quickly and as validly as possible. In our analysis 
of resistance to change (Babad et al. 1983) we discussed the balance between 
accuracy and effort in social cognition. Every person needs to have a certain 
level of accuracy in information processing, otherwise s/he could not interact 
competently with the other person. But to reach increased accuracy more 
investment of effort is required, and people want to minimize the required 
effort. The solution lies in a compromise (or a shortcut) that would provide 
suffi cient accuracy through the investment of the smallest effort possible. The 
compromise perhaps refl ects a certain mental laziness, but this solution is 
an effective way given the overload of information on the one hand and our 
inability to fully process all information on the other hand.

Stereotypes provide an excellent example of shortcuts in impression 
formation and social interaction. A stereotype is a generalization about 
an attribute that characterizes a whole group of people (e.g., Italians are 
warm and temperamental; redheads are hot-headed; women are intuitive 
and nonverbally sensitive). If we are about to enter an interaction with an 
Italian, a redhead, or a woman, we have stereotypic information available 
to us that enables us to know how to behave toward that person without 
expending much effort. Of course the stereotype is always biased, because 
even if the generalization about a group characteristic is data-based and 
statistically correct, the stereotype ignores the variation within the group 
and characterizes all members of the stereotyped group as if they are identi-
cal in that attribute.

All people use stereotypes continuosly despite their built-in biases. Stereo-
types are cognitive shortcuts that are quite effective, because they provide 
suffi cient accuracy and at the same time require minimal effort. But people 
should be aware that they are using stereotypes and should make men-
tal corrections to avoid being infl exible and over-dependent on stereotypic 
thought. A serious pitfall of stereotypes is that sometimes they are not valid 
generalizations about given groups and might be misleading for their users. 
This is particularly true of negative stereotypes about minority groups that 
really represent prejudices rather than valid generalizations. If one accepts 
uncritically stereotypes about girls being stupid, Jews being conniving, or 
Scotsmen being misers, one has inadvertently become prejudiced.

Many other cognitive shortcuts in information processing have been 
investigated by social psychologists over the years. All of them are biases, 
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but they serve the function of knowing enough without expending too much 
effort. These include the halo effect (the tendency of general liking or dis-
liking to infl uence other, more specifi c judgments about persons); attribu-
tion errors (where particular positive or negative behaviors are perceived 
as representing either stable traits or situational factors); biased judgments 
and expectations (as discussed in Chapter 6) and more. Since the 1980s, 
much attention (and a Nobel Prize award) has been given to heuristics that 
had been defi ned and investigated by Daniel Kahneman and Amos Tversky 
(Kahneman, Slovic, & Tversky, 1982; Tversky & Kahneman, 1974). Heuris-
tics are rules of thumb that serve as cognitive shortcuts, simple effi cient rules 
that are used for making decisions and judgments (such as the availability 
heuristic, where people assume that what is more available is more correct, 
or the representativeness heuristic, where commonality between objects of 
similar appearance is assumed). When people use heuristics (or other biases) 
they do not really process information on their own, and their conclusions 
might therefore be biased.

Thus, resistance to change in the cognitive domain stems out of a ten-
dency to avoid effort and to rely on existing solutions and generalizations 
that had already been established, even if they are far from perfect in their 
accuracy. Cognitive resistance can hinder openness to change in attitudes, 
beliefs, values and life perspective. But these ideas are equally relevant to the 
academic domain, where students often avoid learning processes that might 
demand extensive efforts, preferring various shortcuts instead. Unless they 
see the benefi ts that might be gained by investment of effort, people often 
do not want to learn and do not want to work hard.

Emotional Aspects of Resistance to Change

The strongest base of resistance to change is found in the affective domain, 
in the negative emotions evoked by a demand for psychological change. 
Resistance to change is a central characteristic of the defense system. The 
function of defense mechanisms is to protect the person’s well-being and to 
minimize threat and anxiety. Social adjustment is a complex and diffi cult 
process, and people cope incessantly with diffi culties throughout their lives. 
We are threatened by dynamic forces from inside ourselves and from the 
outside world. Never-ending efforts are required to create and maintain a 
healthy and functioning self-system that enables well-being. Pressures and 
threats of the outside reality include: Complex tasks to be performed and 
goals to be attained; gaining status and other people’s respect and positive 
regard; competing with other people and maintaining balance; succeeding 
in our love and work relations, etc. Stress from within stems from needs and 
wishes; unfulfi lled fantasies; uncontrolled rage and various negative emo-
tions; sexual desires; past failures, etc. The healthy ego must be able to deal 
with all of these pressures and allow the person to live well and to feel well.

Defense mechanisms help people to cope with these pressures. These 
mechanisms—like rationalization, projection, suppression, repression, 
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denial, displacement, counter-formation, etc.—were delineated by Sigmund 
Freud’s daughter Anna (Freud, 1946). The common conceptual characteris-
tic of all defense mechanisms is that they distort internal or external reality 
in some way, to the extent that enables people to reduce anxiety and to 
maintain their well-being. Distortion of external reality (such as in ratio-
nalization or displacement) or of internal reality (such as in suppression 
or repression) dulls the stress of particular knowledge by creating a less 
threatening substitute knowledge.

It is commonly held that it is not good to be too defensive. Defense mech-
anisms that are used too rigidly and too intensely might hinder, rather than 
help that individual. In the terms of accuracy and effort previously dis-
cussed, stronger defense mechanisms would involve greater distortion, and 
therefore accuracy might drop and the person would not be able to func-
tion effectively in social settings. Dynamic psychotherapy has dual pur-
poses with regard to defense mechanisms. On the one hand, its objective is 
to expose patients’ defense mechanisms and to decrease their intensity. On 
the other hand, stripping persons totally from their defense mechanisms is 
dangerous and would expose them to intolerable anxiety. Actually, psycho-
sis represents a total collapse of the defense system, and then the individual 
cannot function in the real world and must be hospitalized in a special 
protective environment. The ideal situation is to have defense mechanisms 
that would distort external and/or internal reality to a degree that would 
preserve well-being and self-image and yet enable one to adjust and func-
tion well in one’s social environment. Thus, much as it was argued before 
that the balance between accuracy and effort is dominant in the cognitive 
domain for dealing with information overload, the same kind of balance is 
highly relevant in the emotional domain for maintenance of well-being. In 
both cases the human need for such balance contributes to increase resis-
tance to psychological change.

The preceding discussion implies that resistance to change can in itself 
be considered a defense mechanism. People are invested in who they are and 
in what they think and hold important, and their goal is to preserve their 
self-image, attitudes and values as long as they feel that they can function 
effectively. The demand to change usually comes from outside, and it can 
cause pain and anxiety. People must then fi rst recognize that their existing 
values, attitudes or conduct are inappropriate, that they must adopt new 
and different views and way of conduct. Calling attention to limitations 
immediately evokes a defensive stand, and the person would attempt to 
preserve the existing system.

Behavioral Aspects of Resistance to Change

Resistance to change in the cognitive and affective domains is eventually chan-
neled into the behavioral domain, because change is expressed not only in 
inner thoughts and feelings but also in explicit behavior and in the choice what 
to do and how to act. The most relevant term for understanding resistance to 
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change in the behavioral domain is habit. There is something very reassuring 
and mentally relaxing in the existence of a routine, in the almost automatic 
behavior based on well-learned habits. Routine behavior means that we know 
what we are doing and we can react to situations without having to expend 
any effort to decide how to act. The requirement to change one’s behavior is 
unsettling, because one cannot be sure how to behave and one’s habits are 
no longer appropriate. Therefore, people prefer to behave in well-learned and 
practiced ways and to avoid new, unknown ways.

FOUR GENERALIZED STRATEGIES FOR 
PSYCHOLOGICAL CHANGE

Four strategies for attaining psychological change are presented next, con-
cluding Part VI on educating and changing students, and appropriately con-
cluding this entire book. The discussion is adapted from Chin and Benne’s 
(1984) model of generalized strategies for planned change in human orga-
nizations. Chin and Benne’s chapter was a major contribution in the classic 
book The Planning of Change (Bennis, Benne, & Chin, 4th edition, 1984). 
Four editions of the book were published over a span of twenty-fi ve years, 
and it had a substantial impact on applied psychologists, organizational 
consultants, educators, human relations specialists and behavioral scien-
tists involved in psychological change. Chin and Benne discussed three 
strategies, but I took the liberty to divide one of their strategies into two 
separate ones, and therefore four strategies are presented here.

The strategies describe four distinct approaches that can be applied in a 
process of planned change. Each is based on different assumptions about 
human nature (such as “man is a rational being,” or “people wish to belong 
in a group,” or “emotions infl uence thinking”) and employs different tac-
tics of implementation. Each can be successful for particular change objec-
tives. The planning of change involves the selection of the most appropriate 
strategy and subsequent tactics given the particular circumstances and the 
characteristics of the persons or groups involved. Despite their disparate 
assumptions and tactics, the strategies are not contradictory of each other. 
Quite often a combination of several strategies, each dealing with a differ-
ent aspect of the change situation, might be most effective.

The four strategies represent distinct types of concepts and processes 
that had been extensively discussed throughout this book. These processes 
are fundamental in the process of education and central in the social psy-
chology of the classroom. The phenomena represented by the four strate-
gies might be labeled in short by the following objectives:

 1. To understand;
 2. To act;
 3. To feel;
 4. To accommodate.
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THE RATIONAL-EMPIRICAL STRATEGY 
OF PSYCHOLOGICAL CHANGE

The rational-empirical strategy is the most positive change strategy because 
it maintains that people can change out of their own conviction and free 
will. The cognitive change process is based on the image of the rational man 
who chooses and decides what to believe and what to think in the most bal-
anced and effective way. Change is rational, data-based, well-reasoned, and 
follows a systematic examination of alternatives. In this strategy, people 
change their values, attitudes or behavior because they become convinced 
that the change is in their best interest and would serve them well. The 
role of the change agent is to convince, and the receivers would think, rea-
son, consider all sides, and eventually make a decision how to change their 
views and their behavior. Educators would prefer to change their students 
in this manner, and would probably wish to change themselves in that man-
ner, too. The task of the educator as a change agent is to bring the facts 
and the data to students’ knowledge, and if the students can be convinced 
they would do the work themselves. Teachers are also responsible to create 
the necessary conditions for a rational-empirical process to take place—
develop students’ thinking, their knowledge base, and their abilities to ana-
lyze data and to reach logical conclusions.

The institution that best represents this strategy and its underlying 
ideology in society-at-large is the school. The great investment of soci-
etal resources in the schooling process proves the strong commitment to 
the rational-empirical ideology. A common belief in our culture that was 
discussed in the previous chapter holds that people who are more highly 
educated are also better people in their value orientation and enlighten-
ment. School is intended to develop intelligent and autonomous citizens 
who choose their own ways, who are open to new information, and who 
are willing to change if they become convinced that change is warranted. 
To get to this stage, students must improve their intellect and their think-
ing, they must learn and master methodologies for information processing, 
and they must obtain much knowledge in various content areas. Thus, it 
can be said that a major objective of school is to socialize rational-empirical 
citizens. This ideology and conception characterizes the dominant contem-
porary approach to CM, as described in Chapter 9.

Modern democracy clearly subscribes to the rational-empirical ideology. 
In a democratic decision-making process, the collective creates groups and 
committees that discuss various issues, teams are appointed to collect rel-
evant information, all alternatives are examined and weighed vis-à-vis each 
other, and change is collectively planned. The participation in such pro-
cesses contributes to all individual participants, and provides credibility to 
the change process that might emerge out of such rational-empirical delib-
erations. Teachers often design such joint activities in their classrooms, and 
involve the students in all stages of the change process.
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There is no doubt that the rational-empirical strategy is ideal, and teach-
ers would almost always prefer to give it fi rst priority in their efforts to 
infl uence students. When problems arise in the classroom or in any other 
setting and change is needed, the best approach would be to convince stu-
dents or other people to change. People take personal responsibility for the 
change process and make their own decision out of conviction, and there-
fore the change is likely to be stable in the long run.

By this time, the reader must be wondering about the limitations of this 
strategy. If it is so ideal, can it work all the time? Well, obviously not, and 
rational-empirical change efforts often fail. In fact, this strategy seems to 
ignore most of the issues raised in the previous discussion of resistance to 
change. Arguing that people are rational and can apply their rationality 
to change situations is actually based on an assumption that psychological 
change can be attained without encountering resistance. Indeed, I think that 
this strategy can be most effective in situations of no, or weak resistance, 
where the proposed change is not threatening. Rationality can be strongly 
infl uenced by emotions, and threat and anxiety almost automatically reduce 
people’s rationality and hinder their objective thinking. For example, people 
can be far more rational with regard to other people (as consultants) than 
with regard to themselves.

As mentioned, change is usually required in areas where the current 
behavior or attitudes are faulty, and the change would constitute an improve-
ment. But human vices are extremely resistant to change, and people do 
not like to become aware of their faults and weaknesses. Therefore, people 
become particularly defensive and irrational when their vices are exposed 
and change is demanded. To give but a few of many possible examples, if 
one’s style of interacting with others is demeaning, or if one demonstrates 
prejudice against some minority group members, if one is inconsiderate of 
others, or if a student bullies other students—chances are that employing 
a rational-empirical strategy would not be very successful in attaining the 
desired change. On such occasions, people are likely to resist to feedback 
that might expose their faults. Similarly, the notice that “cigarette smoking 
is hazardous to your health” printed on every cigarette box (a rational-
empirical change tactic) does not seem to reduce the habit of heavy smokers, 
those who are most frequently exposed to this information.

People are particularly defensive and irrational in protecting their ideol-
ogy. Ideology is a set or cluster of beliefs that are very central to their holder 
as a socio-identity. Ideology is expressed in a set of interrelated values and 
attitudes, in behavior, and in patterns of social interaction. One can have 
a religious ideology, a political ideology, a professional ideology, etc. Once 
acquired and adopted (see Chapter 15) ideology is clung to and not given 
much to change anymore. Most people are not capable of maintaining a 
rational discussion about ideological subjects. Think of the futility of argu-
ing politics with a person (even a good friend, a rational person, basically) 
whose strong political ideology is opposite to yours. That is, if you can even 
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have a close friend whose ideology is opposed to your ideology! People have 
subtle ways of telling others when rationality is futile and logical argu-
ments would not be even considered. For example, when people say: “For 
me, this is a matter of principle” or when they say: “I hear you”—what they 
are really saying is that they are not going to listen at all.

THE BEHAVIORAL (“POWER-COERCIVE”) 
STRATEGY OF PSYCHOLOGICAL CHANGE

This strategy is in many respects the opposite of the rational-empirical 
strategy. In the rational-empirical strategy, the conceptual continuum 
leads from thought to behavior: People must be convinced fi rst, and then 
they would change their conduct. The power-coercive strategy reverses 
the order, and the conceptual continuum leads from behavior to thoughts: 
Behavior must be changed fi rst, and subsequently, attitudes, beliefs and 
values would change to fi t with the changed behavior. Thus, the change 
process is behavioral, and the change effort is invested in modifying peo-
ple’s actual conduct.

The term power-coercive chosen by the late Chin and Benne so many 
years ago was exaggerated and somewhat unfortunate, because of the 
totalitarian associations is evokes in modern day readers. Today, Chin and 
Benne would have probably used a more appropriate term such as behav-
ioral change.

Successful change is based on the exercise of authority and the explica-
tion of rules and sanctions as part of the maintenance of social order. The 
assumption is that people (certainly students) accept legitimate authority 
and are willing to be good citizens. Many theorists (such as Erich Fromm in 
his classic book Escape From Freedom, 1941) and developmental psycholo-
gists believe that people (and especially youngsters) need rules and need 
guidance what to do and how to be. All human beings need a clear and 
explicit social framework that would spell out the appropriate and inappro-
priate conduct—and inadvertently, also direct people what to think. When 
students hear the term power-coercive, many of them think that the social 
institution best representing this strategy is prison. But this is not necessar-
ily true, and the more relevant societal institutions best representing this 
strategy are, in my opinion, organizations, management, and government. 
Every society determines behavioral rules and modes of conduct that citi-
zens must accommodate to. In education, all theoreticians of CM agree 
about the critical importance of the requirement for clear rules and clear 
expectations of consequences in effective CM.

This strategy assumes that, in order to change values, attitudes and life 
perspective, people’s behavior must be changed fi rst by available methods 
and tactics. The theoretical assumption (discussed in Chapter 15 and in 
previous chapters) is that people would retrospectively fi t their attitudes 
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and values to what they are actually doing. The strategy is therefore based 
on a dual conception—a behavior modifi cation approach for changing 
behavior, and a complementary cognitive approach to deal with the process 
of internalization that causes change in values and attitudes. One relevant 
theory that would explain the internalization following behavioral change 
is Cognitive Dissonance Theory (Aronson, 1969; Festinger, 1954, 1957). 
Dissonance theory is still popular today as it had been a half century ago. It 
posits that attitudes and behavior must be consonant with each other, and 
there would be internal pressure to reduce any dissonance when thoughts 
differ from ex post facto behavior. And because it is easier to change behav-
ior than to change inner thoughts (especially in a hierarchical institution 
with an existing legitimate authority such as the school), this strategy can 
be useful to effect psychological change.

As Chin and Benne pointed out in the various editions of their article, 
this is the most commonplace and frequently used change strategy, and 
probably the most effective, too. Human beings are social animals who 
live within clearly defi ned social frameworks, and they must adjust to the 
dictums of society in both their behavior and their inner thoughts and 
attitudes. Even adults accept the authority of those in a superior role to 
determine their behavior patterns and even to force them to behave in 
particular ways.

The behavioral strategy is frequently used, it is easy to operate, and it is 
usually quite effective with great speed. Its major weakness lies in the link 
between changed behavior and internalization. There is no guarantee that 
changed behavior would necessarily lead to the desired internal change. 
Individuals might often resist the internal change and would struggle to 
maintain their independence and autonomy of thought. They might behave 
mechanically as required, but would separate outward behavior from 
inner thoughts, and refuse to change their values and attitudes. And then, 
when the external behavioral pressure would cease, they would revert back 
to their old behavior. In such cases, the change objectives would not be 
attained despite the observable change in behavior. This scenario is more 
likely to take place in totalitarian situations, when excessive authority and 
exaggerated pressure are exercised. Adolescents often feel that their parents 
are totalitarian and force them to act against their will, and many students 
often have a similar feeling in the classroom. In such cases, the behavioral 
strategy would fail to achieve internal psychological change.

The overuse of authority might boomerang and spoil the change pro-
cess, and over-eagerness of the change agent may well lead to such excess. 
Therefore, the literature recommends against the exclusive use of the 
power-coercive strategy. Behavioral methods (with their obvious advan-
tages) should best be integrated with other strategies of change that would 
help to facilitate the process of internalization. Most experts in psychologi-
cal change believe that the behavioral strategy should not be the one to be 
selected fi rst. Other strategies should be tried fi rst, but if they are diffi cult 
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to operate or fail to succeed, a plan for behavioral change should be imple-
mented, subsequently supplemented by intervention based on one of the 
other strategies, in order to deepen the behavioral change and to lead to 
internalization of the changed attitude.

THE EXPERIENTIAL (RE-EDUCATIVE) 
STRATEGY OF PSYCHOLOGICAL CHANGE

This is the affective strategy, based on the assumption that psychologi-
cal change can best be facilitated through the emotional experience. 
Chin and Benne defi ned one generalized strategy labeled normative-
re-educative, which I divided into the present experiential-affective strat-
egy and another normative strategy dealing with social accommodation 
(see next discussion).

Following a previous comment that Chin and Benne’s choice of the term 
power-coercive for the behavioral strategy is out-dated today and per-
haps unfortunate, I think that their choice of the term re-educative for 
the experiential strategy was also problematic in our current professional 
language. Chin and Benne borrowed the term re-educative from the theory 
of their mentor, Kurt Lewin. In his fi eld theory, Lewin (1951) discussed 
re-education as the process of learning through emotional experience and 
changing through discovery and insight, often following attempts to take 
on the perspective and point of view of others. However, in the 1950s and 
1960s the American public was concerned about the phenomenon of brain-
washing conducted by the Koreans and the Chinese on American prisoners. 
The Koreans labeled their brainwashing as re-education. It could therefore 
be mistakenly suspected that Chin and Benne had brainwashing in mind 
when they discussed this change strategy.

The characteristics and importance of learning through personal experi-
ence were described in Chapter 15, and this approach is equally important 
in attitude formation (education) as in attitude change. Personal experi-
ences can have a profound impact that may lead to psychological change. 
Witnessing personally a serious automobile accident or having a close per-
son injured in an accident can be more infl uential on attitudes and behav-
ior than the dry statistics on highway deaths. Similarly, actually meeting 
people who are different in ethnic background or social and economic class 
and feeling them experientially can have a profound impact. The journey 
of Israeli youngsters to the Nazi death camps in Poland to foster their Jew-
ish identity (Chapter 15) and numerous other experiences can contribute to 
meaningful psychological change.

The experiential strategy is integrative rather than exclusive. The emo-
tional experience alone is not intended to bring about psychological change. 
Rather, the integration of the affective experience with rational-empirical 
data-based thinking and with other strategies and tactics is expected to 
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contribute to change. Where data and rational arguments are not suffi cient 
to mobilize a change process, the addition of a strong emotional experience 
can tip the balance and result in change.

The human relations movement that bloomed for several decades in the 
second half of the 20th century was strongly based on this strategy. Kenneth 
Benne, together with Lleland Bradfort and Ronald Lippitt, were the found-
ers and the leaders of that movement after the death of Kurt Lewin. Thou-
sands of people (managers of all types, medical and military personnel, 
teachers, educators and students from all levels of education) participated 
in human relations workshops and laboratories, where learning and change 
were based on the personal experiences of the participants in group forma-
tion and in interaction with others. The strong emotional personal experi-
ences in the here and now were accompanied by rational-empirical learning 
and conceptual analysis, and group members underwent change processes 
of values, attitudes and behavior through their participation. Numerous 
structured exercises were constructed to provide participants with pointed 
experiential learning focused on particular issues such as leadership, coop-
eration and competition, stereotypes and prejudice, and management strat-
egies. Effects of such structured experiences were cognitive, affective and 
behavioral. One example of a structured exercise used heavily today to pro-
mote experiential learning is role playing—where participants take the role 
and point of view of others and try to enact reality through the perspective 
of different others.

Today, experiential workshops are commonly held in educational set-
tings for teachers and administrators and for students at all grade levels, 
from the early elementary grades to higher education. It is commonly 
thought that experiential processes, especially if integrated with relevant 
cognitive learning (and with behavioral change as well) may contribute to 
education and to the facilitation of psychological change.

THE ACCOMMODATIVE (NORMATIVE) 
STRATEGY OF PSYCHOLOGICAL CHANGE

The last strategy of psychological change is the normative, or accommoda-
tive strategy. As mentioned, only three strategies were originally presented 
by Chin and Benne, the third labeled the normative-re-educative strategy. 
I separate the normative strategy and present it as a fourth option, because 
the normative-accommodative process is unique and distinct from the pre-
vious three strategies. The normative approach is focused on the attempt to 
change individuals through changes in their social environment.

In all three former strategies, the planned change interventions are 
applied directly to the individuals who are the prospective targets of psy-
chological change. The change agents try to convince them, to change and 
modify their behavior, and/or to have them go through various emotional 
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experiences. In the normative strategy, the focus is put on changing the 
social environment within which the individual or the group is operat-
ing. The purpose is to elicit accommodation to the changed environment, 
which would ultimately cause individual change in values and attitudes. 
The central psychological assumption is that people need to accommodate 
to their social environment and to fi t as best they can into that environ-
ment. Because of the importance of norms, rules and expectations (Chapter 
1), if we change the norms of the classroom environment, students would 
inadvertently accommodate and change their attitudes, values and behav-
ior to be consonant with the norms in order to be effective citizens in the 
school society.

Nickols (2003) wrote his version of Chin and Benne’s change strat-
egies. He also added a fourth change strategy, which he labeled the 
environmental-adaptive strategy, assuming that people need to adapt 
to new environments. Nickols suggested that for radical organizational 
change, the old organization should be let to die on the vine, and the 
participants should be moved to a newly created organization with a dif-
ferent normative structure. He assumed that participants would accom-
modate quickly to the new environment. Nickols’ terminology might be 
a bit extreme and perhaps more appropriate to the realities of organiza-
tional frameworks than to educational settings, but the emphasis on nor-
mative environments and people’s need to accommodate to their social 
environment is as valid to the classroom as it is to organizational settings. 
In fact, teachers do create and change normative environments in their 
classrooms every year. It is therefore quite feasible that they would change 
certain aspects of the classroom environment in order to elicit particular 
psychological changes in their students.

The normative strategy is frequently applied in the classroom. The 
norms characterizing a particular classroom—especially if they are dis-
tinct and explicitly different and better than the norms of other class-
rooms—can be quite meaningful in shaping students’ values and behavior. 
In our classroom students help each other and we act as one body. In our 
classroom students respect and listen to each other. In our classrooms stu-
dents never lie! And so on. Students are often quite happy to identify with 
such norms and to be proud of them. Then they internalize and own the 
relevant values and attitudes. Therefore, teachers make frequent use of the 
normative strategy.

Another frequent use of the normative strategy is to apply normative 
pressure not on the collective of the classroom society but on individual stu-
dents. Teachers know from their personal experience that one of the ways 
of dealing with disruptive students is to appoint them to an important, 
salient and responsible role in the classroom. Because—in the language of 
Goffman’s (1956) dramaturgical perspective—“the role makes the person,” 
it can be predicted that disruptive students who are appointed to be respon-
sible for important social tasks in the classroom would accommodate to the 
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new role and begin to demonstrate responsibility and commitment. Their 
disruptive behavior would then decrease or disappear.

The power of normative accommodation to social environments is very 
strong. Much of the strategically planned infl uence of political propa-
ganda and commercial advertising is founded on people’s normative needs 
to belong in particular reference groups and to fi t in particular social 
environments. The need to be like certain people (famous people, smart 
people, high-status people, sexually attractive people, etc.) is a normative 
infl uence that can cause attitudinal and behavioral change—to vote for 
a certain candidate, to believe in someone and in his beliefs, or to buy a 
certain product. And if a certain newspaper is advertised as the exclusive 
newspaper of thinking people, many people would wish to belong in the 
imaginary group of thinking people by subscribing to that newspaper. In 
a larger perspective, it can be said that the process of acculturation and 
social adjustment is heavily founded on people’s normative needs and sub-
sequent accommodation.

Teachers and managers in all types of organizations use the normative 
strategy quite heavily. It establishes and modifi es the nature and the unique-
ness of social bodies, gives an identity to the citizens of a given society, and 
helps to effect psychological change through accommodation. But like all 
previous strategies, this strategy can sometimes backfi re and fail to attain 
its objectives. Norms cannot be arbitrary, and exaggerated or excessive use 
of this strategy might hinder its effectiveness, because participants might 
shy away from identifi cation and accommodation to such norms. The 
norms must be convincing for the participants, so that the accommodation 
would not be external and temporary. As in the power-coercive behav-
ioral strategy, people do fi t their behavior to powerful social norms even 
if they do not believe in them, but they would cease to follow them when 
the normative pressure will be removed (after graduation, for example). As 
in the case of the behavioral strategy, the process of psychological change 
would be completed only after internalization, when people take owner-
ship of the normative attitudes and values and identify with them. Because 
psychological change often involves giving up previously held attitudes and 
values, a phony accommodation is undesirable. Therefore, the application 
of this strategy requires wisdom, moderation and good timing, and over-
zealousness of the change agents might boomerang.

CONCLUDING COMMENTS: THE TEACHER 
AS EDUCATOR AND CHANGE AGENT

The conclusion to Part VI on educating and changing students is, in fact, 
an appropriate conclusion for the entire book. It emphasizes the educative 
role of the teacher in the social environment of the classroom. Kenneth 
Benne (1943) was among the fi rst to present a conception of authority in 
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democratic society and to delineate the desired collaborative nature of the 
exercise of authority in our culture. Benne also coined the concept change 
agent in the fi rst edition (1961) of the book: The Planning of Change (Ben-
nis et al. 1984).

In several discussions of the teacher’s role throughout this book, I argued 
against the demand that teachers should serve as identifi cation models for 
their students. I thought that the demand for perfection which is implied by 
such requirement would be exaggerated and might cause stress, hindering 
rather than facilitating the work of future teachers. But there is one area 
in which teachers must serve as models for their students, and that is the 
spirit of changeability or spirit of inquiry. For the classroom to serve as 
a social environment where psychological change can take place, it must 
be characterized by a normative atmosphere of openness to change, and 
teachers must demonstrate such openness to their students. The contempo-
rary conception of CM (Chapter 9) emphasizes the collaborative efforts of 
teachers and students and the openness to mutual inquiry and exploration. 
The meta-goals of the human relations movement, formulated almost a half 
century ago by Warren Bennis (1962) emphasized the same conception. 
The goals were:

Spirit of inquiry;• 
Authenticity of relationships;• 
Expanded consciousness and recognition of choice; and• 
A conception of collaborative relationships.• 

Of all role holders in our society, teachers are the most important and 
salient change agents. Their authority to educate and to change students is 
generally accepted and almost never challenged, and they are expected to 
exercise their authority and to infl uence students. The teachers are the fi rst 
to be held accountable for breaks in social order in the form of violence, 
crime, lack of respect or lack of values (in school, but no less in society-at-
large), and the demand to improve the education of the young is pointed 
directly at the teachers and the schools.

As discussed in Chapter 3, all the different bases of social power are 
available to teachers (reward power; coercive power; legitimate power; ref-
erent power; expert power; and information power), and they can employ 
them to teach, educate and change their students. The social powers of the 
teachers are legitimate not only from the external, societal point of view, 
but the students themselves also accept teachers’ authority and teachers’ use 
of social power. Except for relatively rare instances of rebelliousness (espe-
cially in adolescence) students are susceptible to teacher’s infl uence and do 
not challenge it. This gives teachers perfect starting point to be effective 
in educating and changing their students. But the process is not automatic 
and its outcomes are not guaranteed at all, and very often the school and 
the teachers fail in their role as change agents. Effective change must be 
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carefully planned, and as Benne and Birnbaum (1960) argued many years 
ago, change cannot be haphazard.

Teachers can educate students and facilitate the formation of their values, 
attitudes, beliefs, life perspective and behavior through all modes described 
in Chapter 15 (educating through instruction and learning; inculcation and 
preaching; behavior modifi cation; normative pressure and cultural/social 
frameworks; experiential learning; and by serving as models), and they 
can change students’ values, beliefs and attitudes through the four general-
ized strategies discussed in this chapter. Teachers’ educative success can 
be enhanced through the numerous elements of CM discussed in various 
chapters in this book: norm and rule setting; appropriate and equitable 
teacher–student interaction; effective treatment of discipline problems and 
classroom disruptions; and competent application of NV behavior.

The key elements for teachers’ educative success and effectiveness are 
knowledge and planning. Knowledge is a necessary, but not suffi cient com-
ponent for educative success, and it should be applied through careful and 
meticulous planning. Knowledge and planning are equally important to 
teachers’ success in their other central task, namely instruction. However, 
the potentially negative consequences of lack of suffi cient knowledge and of 
faulty or inadequate planning are far more intense and costly in the educa-
tive, compared to the instructional domain.
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