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ABSTRACT ) ) ) ARTICLE HISTORY
Classroom management is an emotionally demanding task for

mathematics teachers, especially if students exhibit frequent dis-
cipline problems. Intense classroom conflicts can result in persis-
tent latent emotional dispositions, such as fear or anger, that
teachers are not directly aware of but that have a strong influence
on their classroom management. However, little is known about
the relationship between mathematics teachers’ latent emotions
and their classroom management strategies. This paper reports on
findings from an exploratory, video-based single case study in an
urban secondary school in Germany. One mathematics double
lesson (95 minutes in total) was videotaped to conduct a depth-
hermeneutical analysis of identified classroom management stra-
tegies and the corresponding latent teacher emotions. The results
suggest that mathematics teachers use classroom management
strategies not only to establish orderly lessons but also to regulate
intense latent emotions that arise during classroom teaching.
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Introduction

Classroom management is a central component of high-quality instruction with direct
links to various social and academic student outcomes (Pianta & Hamre, 2009). Its
central aim is to create a functioning learning environment by preventing undesirable
student behaviours and enforcing desirable ones. This is especially relevant in “difficult”
classes where teachers experience frequent student misbehaviour and unwillingness to
cooperate (Hochweber, Hosenfeld, & Klieme, 2014). To achieve successful classroom
management, four key strategies are required: Dealing with disruptions and discipline
problems; effective use of time and increasing time on task; monitoring students and
establishing clear rules; and routines (Praetorius, Klieme, Herbert, & Pinger, 2018).
These strategies are relevant across different school subjects (Praetorius et al., 2020).
For example, expertise in classroom management has been shown to affect student
gains in mathematics between grades 7 and 8 (Konig et al., 2021; Toropova, Johansson,
& Myrberg, 2019) and is associated with student-teacher relatedness and student
enjoyment (Hettinger, Lazarides, Rubach, & Schiefele, 2021). Therefore, expertise in
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classroom management is considered an important component of mathematics
teaching.

The development of classroom management expertise is likely a staged process that
takes many years of professional training and practical experience (Emmer & Stough,
2001). During lessons, teachers observe how different students respond to different
classroom management strategies and adjust their behaviours accordingly. This learn-
ing process is characterised by discontinuities and setbacks, and teachers are not only
challenged to manage difficult student behaviours but also their own negative emotions
that occur during this process (Sutton, Mudrey-Camino, & Knight, 2009). Teachers
usually feel more intense negative emotions when confronted with student misbeha-
viour as compared to student achievement problems because they attribute misbeha-
viours to students’ laziness or lack of effort (Wang & Hall, 2018). Therefore, teachers
not only alter their classroom management strategies to establish order in the classroom
but also to cope with their negative emotional responses to student misbehaviour.
However, little is known about this specific affective aspect of classroom management
(Emmer & Stough, 2001).

Teacher emotions and classroom management

When teaching in a classroom, the varying emotions that arise can influence both
teacher behaviour and classroom management (Hagenauer, Hascher, & Volet, 2015).
For instance, a study among 127 English teachers found significant positive relation-
ships between teachers’ feelings of enjoyment and anger and self-reported self-efficacy
in classroom management. The effect of teacher anger was unexpected, but the
authors hypothesise that students reacted to the teachers’ anger by showing more
discipline, and teachers rated this as an indicator of the effectiveness of their class-
room management (Mikyoung & van Vlack, 2018). Further, a study among 559
secondary teachers found significant positive relationships between teachers’ general
abilities to regulate their emotions and their self-reported discipline management in
the classroom. The authors conclude that teachers who are able to regulate negative
emotions effectively also know better how to address student needs and implement
proactive classroom management strategies (Valente, Lourenco, Alves, & Dominguez-
Lara, 2020).

These studies contribute to the understanding of the role of teacher emotions in
shaping teachers” classroom management strategies. In spite of these findings, Sutton
and Wheatley (2003) highlight two critical research limitations that apply to the
aforementioned studies. First, these studies only use self-report to assess teacher emo-
tions. While self-report is suitable for assessing emotions that are salient enough to be
recalled, it is less suitable for assessing non-salient, latent emotions that arise during
daily classroom experiences. Consequently, the authors conclude that future studies on
teacher emotions should include observations to extend the limited scope of self-
reports. Second, teacher emotions may work differently across different school subjects.
Therefore, they suggest that future research focus on teacher emotions and its effects
across different subjects. To address these limitations, the present study uses observa-
tional data to explore the way in which latent emotions shape the classroom manage-
ment strategies of secondary mathematics teachers.
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Latent emotions in mathematics teaching

Latent emotions are conceptually embedded in the research on mathematics teachers
and learner identities. Within this specific field of research, psychoanalytic theory is
used as one of the conceptual frameworks to define the latent emotions that impact
mathematic identity (Darragh, 2016). According to this line of research, salient emo-
tions can be remembered and recalled by teachers and these emotions can be directly
linked to individual teaching behaviours and habits. At the same time, teaching
behaviours and habits also serve to suppress non-salient or latent emotions, such as
anger or fear, that are subsequently acted out or projected outwards (Panksepp, 1999).

Salient and latent emotions are both inherent in social interactions such as classroom
teaching. In contrast to salient emotions, latent emotions can hardly be recalled by
individuals; nevertheless, they exert a distinct pressure on the social interaction since
they are tension-filled and sometimes contradictory with regard to the normative
structure of the setting. They are rooted in difficult past experiences that can be
triggered in the present moment (Bereswill, Morgenroth, & Redman, 2010).

In-depth analyses of narrative interviews, for example, have shown that undergrad-
uate mathematics students often overemphasise positive aspects of their mathematical
identities and at the same time suppress unconscious negative emotions, such as anger
or sadness, that arise from contradictory or uncomfortable biographical and social
experiences with their mathematics peers (Bartholomew, Darragh, Ell, & Saunders,
2011). Research on mathematics teacher educators has come to similar conclusions
(Black, Mendick, & Solomon, 2009). Educators of mathematics teachers adopt identities
of being mathematics lovers or haters in order to protect themselves against latent
anxieties that arise from processes of assessment and selection in mathematics higher
education.

A one-year-long observational study in elementary maths classes shows how these
identities are enforced by teachers during everyday lessons in school (Stearns, 2019).
During these classes, teachers established linear curricular trajectories in order to
promote mathematics mastery among the students. These trajectories tended to be
labelled “learner-centered” approaches but also served as protection against the curious
and desirous impulses of students who questioned the norms of the teacher’s mathe-
matical identity. A study among mathematics teachers from Germany similarly con-
cluded that overemphasising subject-knowledge and strict curricular trajectories in
mathematics teaching can minimise the emotional demands of teaching children
mathematics (Keller-Schneider, 2020).

While latent emotions and suppression of these emotions have typically been studied
in relation to the formation of mathematical identities and curricular trajectories, they
have less often been studied as factors influencing classroom management in mathe-
matics teaching. Given the existing empirical evidence for the relationship between
teachers’ self-reported salient emotions and their classroom management (Mikyoung &
van Vlack, 2018; Valente et al., 2020), it might be hypothesised that latent emotions also
influence the way in which mathematics teachers apply different classroom manage-
ment strategies, and that these strategies also serve to regulate teachers’ negative latent
emotions arising from difficult classroom experiences. Since secondary teachers are
more likely to perceive stress from poor student attitudes and misbehaviour than
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primary teachers (Kavita & Hassan, 2018), they also more likely depend on this
regulative function of classroom management. Taken together, these hypotheses con-
cerning the relationship between latent teacher emotions and classroom management
beg the following research question: How are classroom management strategies related
to the latent emotions of a teacher in a secondary mathematics double lesson?

Method
Study design

To permit an exploratory, in-depth investigation of the relationship between classroom
management and latent teacher emotions in a real-life classroom setting, the present
study applied a single case study design. Single case study designs are suitable for
drawing hypotheses from qualitative analyses of single field observations and deriving
future research questions (Harrison, Birks, Franklin, & Mills, 2017). Studies that con-
duct in-depth analysis of single observations can be highly informative and meaningful
(Boddy, 2016). Despite various methodological limitations, single case studies are
especially useful in exploring complex teaching processes in real-life settings (Rittberg
& Van Kerkhove, 2019), such as latent emotions and classroom management.

Video-based observations

To make the single case accessible for in-depth analysis and to capture the complexity
of classroom teaching, video recording technology was used for the major data collec-
tion process. Video recordings can significantly support exploratory case study designs
because they allow for a repeated and holistic analysis of multimodal aspects of class-
room situations (Jewitt, 2012).

Video-based observational studies are frequently used in research on mathematics
teaching and classroom management. A study by Jacobs and Empson (2016), for
example, used videotaped lessons to analyse an elementary mathematics teacher’s
responsive teaching strategies. Video-based observations are also a valid approach to
the measurement of teacher emotions (Keller, Chang, Becker, Goetz, & Frenzel, 2014;
Reisezein, Junge, Studtmann, & Huber, 2014; Zembylas, 2005) and significantly corre-
late with students’ and teachers’ own perspectives (Donker, van Vemde, Hessen, van
Gog, & Mainhard, 2021). Video-based observations were recently used to study student
emotions (Cekaite & Ekstrom, 2019) and teacher emotions (Akpovo, Neessen, Nganga,
& Sorrells, 2021; Uzuntiryaki-Kondakci, Kirbulut, Oktay, & Sarici, 2021).

In terms of single case study designs, defining the number observations is mostly an
adaptive process of methodological reasoning (Sim, Saunders, Waterfield, & Kingstone,
2018). The guiding principle behind this reasoning should be the concept of Saturation
that takes different theoretical and contextual factors into account (Saunders et al., 2018).
Two factors seemed especially relevant to address empirical saturation with regard to the
intended video-based case study design. On one hand, video-based observations are a very
costly and invasive data collection process (Kilburn, 2014). It is also emotionally challen-
ging for the participants, which makes recruiting particularly difficult (Asan & Montague,
2014; Themessl-Huber et al., 2008). On the other hand, Praetorius, Pauli, Reusser,
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Rakoczy, and Klieme (2014) investigated how many video-based observations are neces-
sary to make reliable statements about classroom management and student-teacher-
relationships. Their results demonstrate that these content-independent aspects of teach-
ing hardly vary between lessons. Therefore, they suggest that one video-based observation
per teacher is sufficient to measure classroom management and student-teacher-
relationships accurately. Prominent qualitative and quantitative video-based classroom
studies rely on single observations to make inferences about different social dynamics
between a teacher and his students (Garrote et al., 2020; Grootenboer & Edwards-Groves,
2019; Jacobs & Empson, 2016; Moser Opitz et al., 2020; van der Kleij, 2021). Considering
these different contextual and theoretical factors, the researcher decided to recruit one
secondary mathematics teacher and to record one double lesson (95 minutes in total) of
this teacher on video for the further in-depth analysis.

Instruments

To assess additional social and emotional characteristics of the participating students,
the study used an additional teacher rating questionnaire that covered different aspects
of the teaching climate, such as discipline problems and emotionality (Dann et al.,
2014). The questionnaire contained 46 items on a 4-point Likert scale, ranging from 1
(strongly disagree) to 4 (strongly agree). Items distributed among five different aspects
of the teaching climate:

(a) Social relations between students, 14 items (a = 0.97; e.g. “Students in this class
help each other”);

(b) Aggression against the teacher, 12 items (a = 0.93; e.g. “This class is aggressive
towards the teacher”);

(c) Cooperation with the teacher, 7 items (a = 0.85; e.g. “Students in this class do
particularly well during lessons™);

(d) Disciplinary violations, 8 items (a = 0.93; e.g. “I have an unusual amount of
discipline problems with this class”) and

(e) Emotionality, 5 items (a = 0.84; e.g. “The students in this class could keep their
emotional outbursts in check a bit more”).

Participants

The study was conducted with the voluntary collaboration of one secondary mathe-
matics teacher. This male teacher works at a public urban community school in
Germany. He is a university graduate and a fully certified secondary in-service
teacher. He also has 6 years of practical experience teaching mathematics and
geography. A 9th grade class with 14 students with an average age of 15 years (8
males and 6 females) also participated in this study.
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Procedure

All secondary schools in a metropolitan area in Germany were invited via email to
participate in the study. The email contained detailed information about the study
purpose, the data collection process and a mandatory data protection plan. One
secondary mathematics teacher responded to this invitation and gave his written
consent. The teacher decided which class to include. He asked all of the students and
their parents for permission. The mandatory procedures by the Federal School
Department were followed, especially regarding data protection and participants’ writ-
ten consent to participate (teacher, students and students’ parents also agreed to have
their children participated in this study). After permission was granted by the Federal
School Department, the data collection process began.

A few days before the video recording started, the teacher was asked to rate the
teaching climate in the participating class. Eventually, one mathematics double lesson
(95 minutes in total) of the participating teacher and the chosen class was recorded with
two cameras in February 2019. One camera followed the movement of the teacher in
the classroom and the other camera focussed on the students.

Data analysis

Coding classroom management strategies

The author identified and coded scenes in which the teacher applied distinct classroom
management strategies, such as dealing with disruptions and discipline problems,
effective use of time and increasing time on task, monitoring students and establishing
clear rules and routines (Praetorius et al., 2018). If the teacher responded to disruptions
or discipline problems, the scene was coded as “dealing with disruptions and discipline
problems”. If the teacher communicated targeted times or managed transitions between
tasks, the scene was coded as “effective use of time and increasing time on task”. Any
scenes in which the teacher monitored students (e.g. addressing students directly,
talking to them personally) were coded as “monitoring students”. If a scene depicted
certain established classroom routines (e.g. greeting rituals, taking materials) or if the
teacher enforced or reminded the students of classroom rules, it was coded as “estab-
lishing clear rules and routines”.

Depth-hermeneutical group interpretations

Since latent emotions exert a non-salient, unconscious influence on individual teaching
behaviours (Bereswill et al., 2010; Panksepp, 1999), they cannot be assessed directly
through self-report. For this reason, the present study used group-based depth-
hermeneutics as a qualitative research method to investigate latent emotions that are
excluded from or act beyond the level of the immediate social interaction and com-
munication (Gripsrud, Mellon, & Ramvi, 2018). Lorenzer (1986) introduced the con-
cept of depth-hermeneutics as a way to apply processes of psychoanalysis to cultural
research. According to Lorenzer (2006), the psychoanalyst uses a particular mode of
understanding - called scenic understanding - to perceive the patient’s culturally
rejected patterns, forbidden yearnings, suppressed desires and emotions. Apart from
obvious expressions and meta-communicative content, scenic understanding focusses
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on the psychoanalyst’s counter-transferences to the narrative expressions that are laid
out by the patient during the consultation. From these counter-transferences, the
psychoanalyst deduces theories about the patient’s unconscious interaction forms,
(e.g. suppressed desires), that influence his everyday life and may produce intense
ambivalence or even conflicts in his social relations. Lorenzer (1986) extrapolated this
approach to the understanding of texts, language and human behaviour. In this
application, the researcher uses his own reactions, emotional states and associations
towards the data material (e.g. interview transcripts, observation protocols or videos) as
indications of latent meaning within the displayed verbal expressions or social interac-
tions. Scenic understanding of this latent meaning and its relation to the manifest
meaning of the data is then used to address specific research questions.

Different scholars have used Lorenzer’s theory to derive hermeneutic methodologies
for research in the cultural and social sciences (e.g. Konig, 2001; Leithduser & Volmerg,
1988). The scenic interpretation procedure is most often organised in a group. What
has been described as a dyadic psychoanalytical process is now arranged as a collective
understanding process in which reactions and associations of different interpreters
come together. The group discussion goes through several stages, from an open
exchange of individual reactions to a debate on different interpretations and finally
a critical reflection (Salling Olesen & Weber, 2012). In this depth-hermeneutical
process, conflicting or controversial expressions by participants of the group discussions
are understood as subjective indicators for the latent meaning of the data material (e.g.
suppressed desires) and not as objective value judgements towards the depicted persons
(Bereswill et al., 2010). The researcher himself should be present during the discussion
and take notes but should not verbally engage, so that he does not influence the
discussion through his academic preconceptions of the subject (Coule, 2018). In the
further analysis and writing phase, the researcher has to summarise and re-
contextualise the different themes that occurred during the group discussion with
regard to the research question and the broader academic debate (Salling Olesen &
Weber, 2012). He also has to reinterpret controversial expressions that occurred during
the discussion and translate these in a scientific understanding process. This eventually
leads to a holistic but preliminary, multi-layered interpretation of the discussed material
that is exclusively established by the researcher (Pile, 1990). Phoenix et al. (2016)
describe how such group-based analysis methods help to make interpretations of
qualitative data more robust and identify interpretations that are provoked by the
researcher’s personal involvement in the research process.

The present study applied a depth-hermeneutic procedure that was introduced by
Konig (2000). A group of 4 experienced researchers from disciplines such as educational
science and psychology participated in the discussion on the videotaped double lesson.
These researchers are all part of an on-going, voluntary methods group that is specialised
in depth-hermeneutics and frequently analyses classroom materials. Each participant
watched the videotaped double lesson individually without any specific instruction or
framework in mind. They were only asked to take notes of spontaneous reactions and
emotional responses to the video. Next, all of the researchers met to discuss their notes and
reflect on specific scenes of interest for two hours. As mentioned above, the researcher was
present during this discussion and took notes but did not actively engage. He also audio
recorded the discussion in order to supplement his notes. After the discussion, the



396 (&) J. HOFMAN

researcher compared the group interpretations with the previously identified scenes in
which the teacher applied specific classroom management strategies. The insights from
these comparisons made it possible to draw hypothetic inferences about the relationship
between the mathematics teacher’s classroom management strategies and the specific
latent emotions observed during the videotaped double lesson.

Results
Ratings of teaching climate

The participating teacher in this study strongly agreed that his class frequently demon-
strated aggression towards the teacher and committed disciplinary violations.
Therefore, the conditions for teaching in this class were assumed to be very challenging,
as far as the teaching climate was concerned.

Description of the videotaped double lesson

The videotaped double lesson starts with a greeting ritual. The students stand up from
their chairs and greet the teacher by saying, “Good Morning, Mr. X”. The double lesson
focuses on mathematic word problems to prepare the students for the final examina-
tions. After a general introduction, the teacher demonstrates a specific method to solve
word problems in front of the class. After this instruction he asks the students to solve
different word problems on their own, using this specific method, and to discuss the
results with their seat neighbours. During this task, he walks through the classroom and
helps individual students. He also reacts to off-task behaviours and disruptions. Finally,
he invites the students to present their solutions in front of the class and gives
corrective feedback to the presenters.

Coding of classroom management strategies

The author used a holistic coding process to identify various classroom management
strategies used by the teacher during the double lesson. For example, the greeting ritual
at the beginning was coded as “establishing clear rules and routines”. During the
individual task and the partner work, several scenes were coded as “monitoring
students”. There were a few scenes in which the teacher reacted to student noise. In
two scenes the teacher reacted to students who were not working on the task or were
playing games on their smart phones. These scenes were labelled as “dealing with
disruptions and discipline problems”. Transitions between different parts of the double
lesson were labelled as “effective use of time and increasing time on task”.

Taken together, all four key classroom management strategies (Praetorius et al.,
2018) were identified in the videotaped double lesson through the holistic coding
process, but “monitoring students” was identified most frequently.
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Depth-hermeneutical interpretations of selected classroom management
strategies

This subchapter describes in detail scenes in which a specific classroom strategy was
identified that were also addressed during the depth-hermeneutical group discussion.
Later, corresponding depth-hermeneutical interpretations of these selected scenes are
summarised.

The greeting ritual

At the beginning of the videotaped double lesson, the teacher sits in front of the class
with his hands crossed. At first he smiles, but his smile suddenly fades. He carefully
watches the students sitting at their tables, taking off their jackets and arranging their
materials. There is still a lot of loud talk between the students. He starts counting the
students and then begins to change the seating arrangements. Some students are asked
to sit in the back while others have to sit in front. After all the students sit down and
stop talking, the teacher stands up and shuts the door. He stands behind his chair and
instructs the students with a waving of his hand to stand up. He greets them with an
emphasised friendliness and then all students greet him back by saying “Good Morning,
Mr. X” in unison but in different tones (e.g. some students include random noises in
their greeting). Then all of the students sit down again while the teacher remains
standing and starts the double lesson.

Group interpretation

The depth-hermeneutical group began their critical discussion of the described greeting
ritual at the beginning of the videotaped double lesson. This particular greeting ritual is
very common in German classrooms. Some participants agreed that this ritual helps to
establish solidarity between the students and the teacher and to focus the students’
attention. At the same time, the participants of the depth-hermeneutical group also felt
irritated by this scene and reported negative emotional responses, such as anger and
fear. They shared the opinion that certain non-verbal aspects of this scene caused these
negative emotional responses.

To begin with, the teacher’s dictatorial hand gesture and the over-emphasised
friendliness in his voice made him appear angry during this greeting ritual. The
participants argued that this hand gesture and tone of voice did not imply solidarity
but rather demonstrated the teacher’s authority by infantilizing the students and
making them stand up for him. This reassured him that he was in control of the
whole class and that all of the students would follow his command. Second, the students
appeared to be fearful of openly resisting the teacher’s orders and only dared to indicate
their reluctance through non-verbal connotations of their greeting. They did not stand
properly, made noises and used very slow, deep-pitched voices that indicated a lack of
motivation.

After discussing different interpretations of this opening scene further, the group
finally concluded that the teacher’s angry gesture and the students’ subtle resistance
demonstrated a latent authority conflict or power struggle between the teacher and the
students. In this conflict, the teacher’s angriness may have been caused by his fear of
losing control of the class and being exposed to misbehaviours and discipline violations.
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Given the ambiguous reactions to the ritual, this conclusion seemed plausible to all
participants of the discussion.

Monitoring a student’s word problem solving

After the greeting ritual, the teacher demonstrated a specific strategy to solve mathe-
matic word problems and advised the students to use it rigorously. After this instruc-
tion, the students solved word problems on their own, using the strategy. While the
students worked individually, the teacher walked across the room to monitor the
students’ progress. One student in the middle of the classroom seemed to ignore the
teacher’s instruction and tried to solve the word problem with his own strategy. The
teacher arrived at this table and looked at the student’s work. He asked the student to
follow the instruction and to use the teacher’s strategy. He left the student and walked
across the room again. After a while he approached the same student again and asked
him another time to use his strategy. The student replied that he solved the word
problem, but the teacher ignored his approach and insisted that he had to use the
teacher’s strategy to systematically solve the word problem. The teacher left again and
returned to the student. They argued again but seemingly could not come to an
agreement. At the end of this individual task work, the student presented his solution
in front of the class. He explained that he had found a correct answer to the word
problem with his own strategy, but the teacher reprehended him for not using the
suggested strategy.

Group interpretation

The depth-hermeneutical group proceeded to have a long discussion about the
sequences showing the student and teacher argue about the right strategy to solve the
word problems. On one hand, the group thought that the teacher was very attentive
towards the student’s progress and quickly reacted to his failure. The group also felt
frustrated and angry about the student’s resistance towards the proposed strategy. They
assumed that the teacher put a lot of effort into the planning of this task and that his
relentless attempts to make the student use his strategy demonstrated how eager he was
to create a successful double lesson. But from the group’s point of view, the teacher not
only feared that the double lesson would go differently than planned but that he also felt
personally offended by the student’s lack of appreciation for his efforts. Apart from his
desire for a successful double lesson, they also thought the teacher was seeking a general
recognition for his work.

On the other hand, some participants of the depth-hermeneutical group showed an
empathy towards the student’s behaviour. They considered that the student made an
effort to solve the word problem in his own way and his resistance towards the teacher’s
requests demonstrated his desire for self-determination and recognition. Instead of
labelling this behaviour as deviant, they suggested that the teacher could have appre-
ciated the student’s motivation and encouraged him to be innovative. Instead, they felt
that the teacher’s constant reproaches provoked the opposite reaction. The group
concluded that the student might have felt intimidated by the teacher’s monitoring,
leading not only to his growing resistance but also to a fading intrinsic motivation.

Examining these two interpretations, the group summarised that the teacher and the
student both seemed to struggle for recognition but failed to establish an appreciative
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compromise that would save them both from a loss of face. As a result, they both
intensified their opposing behaviours and ultimately ended up in a vicious cycle. But
since the teacher possessed more power in the classroom, he could maintain his
authority by publicly correcting the student and reinforcing his strategy. The group
argued that this specific struggle for recognition underlied the teacher’s monitoring
behaviour and the student’s reactions. From the group’s point of view, the progress of
this scene was driven by negative emotional responses, such as anger and fear, that
resulted from a failure to grant each other recognition and prevent a loss of face.

Monitoring students’ partner work

After solving the word problem with the teacher’s strategy, the students were asked to
discuss their results with their seat neighbours. Two seat neighbours, a boy and a girl,
did not follow this instruction. Instead, they silently worked in their books without
talking to each other. The teacher approached them and asked them to collaborate but
they did not seem to follow. After a while the teacher approached them again but they
still did not work together. The girl especially seemed to ignore the teacher’s request,
while the boy indicated his willingness to start the partner work. Finally, the teacher
approached the girl directly and asked why she did not want to discuss with her
neighbour. She did not reply. He asked her to at least compare her results with her
neighbour, but the girl replied, “I'd rather not”. The teacher’s face turned grim and he
answered the girl, “We will have to talk about this in general terms, after the lesson”.
After saying this, he walked away.

Group interpretation

The conversation between the teacher and the girl provoked a discussion in the depth-
hermeneutical group about the meaning of the girl’s behaviour and the teacher’s
specific reaction to it. Again, some participants in the group felt frustrated about the
girl’s behaviour, as she seemingly refused to work with her neighbour without any
obvious reason or argument. Some participants also critically remarked that the boy
might feel insulted by her rejection. Other participants, however, thought that the girl
was very courageous to verbally refuse the teacher’s orders.

On the other hand, all the participants were irritated by the hostile connotation of
the teacher’s final sentence, which seemed to them to be a threat. By requesting that she
have a personal conversation on “general terms”, the teacher was indicating that he
would punish her not just for this specific incident but also for an unknown quantity of
other violations. This provoked fear in some participants of the depth-hermeneutical
group. They also wondered why the teacher did not simply respect the girl’s boundaries
and instead violated her boundaries by requesting that she have a personal conversation
outside of the safe classroom community.

In the group’s opinion, these intense emotional responses contrasted with this
seemingly minor incident. They concluded that a personal conflict between the teacher
and the girl underlied their conversation. The teacher may have experienced frequent
non-compliance by this girl and feared in this instance that he might experience
a similar response. Since she refused to follow his orders, his anger may have accumu-
lated into a latent aggression that, in turn, resulted in the girl’s fear of punishment and
her ambiguous verbal attempt (“I'd rather not”.) to avoid the partner work.
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Discussion

According to the ratings the teacher provided of the classroom climate prior to the
observed double lesson, he experienced more frequent aggression and disciplinary
problems in the class, as compared to ratings by an independent sample of 1176
German teachers (Dann et al., 2014). Since these types of misbehaviours tend to
provoke very intense negative emotions (Wang & Hall, 2018), the teacher had likely
also to deal with anger, fear, and other such emotions in the past. According to the
research on teacher emotions (Bartholomew et al., 2011; Bereswill et al., 2010; Black
et al., 2009; Stearns, 2020), the teacher may not have always been fully aware of these
emotions, especially if they were in conflict with his professional norms or reached
a certain level of intensity. Even in the absence of actual student misbehaviours, these
emotions may have arisen because they were rooted in past memories that could be
triggered by minor classroom incidents. Given these features of latent emotions
(Panksepp, 1999), it seems plausible that they were present in the videotaped double
lesson and also influenced the teacher’s classroom management.

Various scenes were identified in which the teacher used different classroom man-
agement strategies. The depth-hermeneutical group interpretations of these scenes
indicated that certain interpersonal conflicts between the teacher and the students
overshadowed their classroom interactions and provoked latent emotions that were
not directly articulated. Although all three scenes were unique and involved different
students, they had a certain feature in common. Namely, the teacher’s classroom
management strategies demonstrated a subtle angriness. This was evident in the
dictatorial hand gesture to initiate the greeting ritual, the relentless criticism and the
verbal boundary violations towards the students. Fear of losing control or of not
gaining recognition was also a very salient sentiment among the participants of the
group discussion that could be linked to the teacher’s angriness. Taken together, the
comprehensive interpretation of these scenes suggested that the angriness of the
teacher’s classroom management strategies may have been caused by this latent fear
of losing control of the class or not gaining recognition for his work. Hence, the
observed classroom management strategies not only served to create an orderly double
lesson but may have also helped the teacher to regulate his fear and anger.

Mikyoung and van Vlack (2018) reported an unexpected relationship between
teacher anger and self-efficacy in classroom management. The present findings, how-
ever, offer an alternative explanation for this result. Anger is certainly an effective
component for classroom management that increases students’ obedience. At the
same time, the depth-hermeneutical analysis suggests that classroom management is
also an effective strategy to deal with angriness and subsequent fear. Adding to the
research by Valente et al. (2020), self-regulation is not just a predisposition for effective
classroom management; classroom management is also an effective way to practice
regulation of negative emotions that follow student misbehaviour.

The depth-hermeneutical analysis also indicated possible contradictions between the
academic and the self-regulative functions of classroom management. With regard to
the greeting ritual, making the students stand up and collectively greet the teacher
might have assured him that he was in control, but this did not seem personalised and
collaborative enough to promote a thriving classroom community (Shields-Lysiak,
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Boyd, Iorio, & Vasquez, 2020). On the other hand, rigorously monitoring the students
and insisting on an exact task completion might have served to regulate the teacher’s
fear of losing control, though this seem implausible since the task could be completed
without correcting the students. Appreciating the students’ innovations or setting
boundaries could have facilitated their motivation and compliance with the teacher’s
feedback (Boheim et al., 2021), but since fear and anger are very intense emotions and
the teacher himself was not aware of them in the present moment, he might have
instead reacted instinctively without considering alternative options.

Regarding the central research question, we can hypothesise a self-regulative func-
tion of classroom management. The videotaped secondary mathematics teacher dealt
with the latent fear of losing control or not gaining recognition by using certain
classroom management strategies. Since he did not reflect on this fear and simply
reacted to it, he may have missed chances to motivate his students and establish
a constructive classroom dialogue.

Limitations

The present study has several limitations. First, a single case study design was chosen to
address the relatively new topic of teacher emotions and classroom management. This
study design allowed an in-depth analysis of real-life classroom interactions, but only in
a single case. Therefore, the present results are only valid regarding this specific case
and cannot reasonably be generalised to other disciplines or settings (Rittberg & Van
Kerkhove, 2019). Second, instead of relying on interview transcripts or field notes, this
study used video recordings to conduct a depth-hermeneutical analysis of classroom
management strategies in a real-life setting. Research participants are often reluctant to
take part in video recordings due to potential ethical issues (Themessl-Huber et al.,
2008). Additionally, research on reactivity effects of video-based classroom research also
suggests that teachers perceive more negative emotions when they are observed by
video cameras (Praetorius, McIntyre, & Klassen, 2017). Therefore, the reported latent
teacher emotions might have also been a consequence of the fact that the teacher felt
angry or fearful of the cameras and not of certain student behaviours.

Conclusions

The present single case study contributes to the new field of research on teacher
emotions and classroom management by highlighting the important role of teachers’
latent fear and anger. Despite the aforementioned limitations, this study adds to the
existing body of research and provides novel hypotheses for the self-regulative function
of classroom management. Future research should analyse this specific function of
classroom management by examining more cases and gathering additional data from
other sources. Adding more contrasting or supporting cases would enhance the validity
of the interpretations and allow for more generalisable conclusions. For instance,
stimulated recall from teachers would make it possible to control the group’s inter-
pretations and assess any reactivity effects of the cameras.

The present findings explore how latent fear and anger affect teachers’ classroom
management and potentially result in a non-dialogic classroom climate. Teachers need
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additional emotional support to cope with these intense negative emotions and to use
classroom management strategies more constructively.
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