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Abstract - Research on classroom management is reviewed, 

with an emphasis on lines of inquiry originatingin educational 

psychology with implications for teacher education. Preventive, 

group basedapproaches to management provide a basis for 

teachers to plan and organize classroom activitiesand 

behaviors. Studies of teacher expertise and affect provide 

additional perspective on teacherdevelopment and on factors 

that influence management. Cooperative learning activities and 

inclusionof children with special needs illustrate particular 

contexts that affect management. Utilizationof classroom 

management content in educational psychology components of 

teacherpreparation is discussed. 

I. INTRODUCTION 

Classroom management has been an important area in 

educationalpsychology for some time. Research findings 

havebeen applied to inservice and to preservice teacher 

preparation programs, as well as to systems of teacher 

assessmentand evaluation. Classroom management also 

represents a significant aspect of the teacher’s pedagogical 

knowledge and isoften found as a component of 

taxonomies and descriptionsof core knowledge for 

educators. Classroom management thus merits careful 

attention by educational psychologists who are interested 

in their discipline’simpact on education. 

―The provisions and procedures necessary to 

establish and maintainan environment in which instruction 

and learning can occur‖ The conceptualization has 

beenexpanded by delineating both the complexity of the 

setting inwhich the strategies and procedures are enacted, 

as well as thescope of the teacher’s goals in carrying out 

management behaviors and emphasized the comprehensive 

nature of classroom management by identifying fivemain 

features: 

1. An understanding of current research and theory 

inclassroom management and students’ psychologicaland 

learning needs. 

2. The creation of positive teacher–student and peer 

relationships. 

3. The use of instructional methods that facilitate 

optimallearning by responding to the academic needs 

ofindividual students and the classroom group. 

4. The use of organizational and group management 

methods that maximize on-task behavior. 

5. The ability to use a range of counseling and behavioral 

methods to assist students who demonstrate persistentor 

serious behavior problems. 

This broad view of classroom management 

encompassesboth establishing and maintaining order, 

designing effectiveinstruction, dealing with students as a 

group, responding tothe needs of individual students, and 

effectively handling thediscipline and adjustment of 

individual students. Similarly toJones (1996), most authors 

of texts on classroom managementadopt a comprehensive 

view, although the inclusion ofJones’ third item, choosing 

methods of facilitating optimallearning, makes 

management difficult to distinguish fromteaching in 

general. 

The focus upon group management skills actually 

enables theteacher to program for individual differences 

and to help individualchildren. If there is a climate of work 

involvement andfreedom from deviancy, different groups 

of children may bedoing different things, and the teacher is 

free to help individualchildren.  

II. SIGNIFICANT LINES OF INQUIRY 

Contemporary classroom management research 

was substantiallyinfluenced by the studies of Jacob Kounin 

and his colleagues(1970). Kounin’s work was conducted in 

the traditionof ecological psychology (cf. Jacob, 1987), 

which focused ondetermining, within specific behavior 

settings, environmentalconditions that influenced behavior. 

Kounin’s early studiesexamined desist events following 

inappropriate behaviors.After determining that the nature 

of desists was notconsistently predictive of managerial 

effectiveness, he identifieda set of teacher behaviors and 

lesson characteristics, includingwithitness, smoothness, 

momentum, overlapping,and group alerting, that were 

associated with student work involvementand freedom 

from deviancy. Kounin was also interestedin questions that 

seem surprisingly contemporary, such as whether 

managerial behaviors that work for regularstudents have 

the same effects on students identified as 
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emotionallydisturbed in the same classrooms. His answer 

was―yes,‖ at least in whole class behavior settings in 

regularclassrooms (Kounin&Obradovic, 1968). Kounin’s 

workhelped shift the focus of management research from 

reactivestrategies to preventive strategies and from teacher 

personalityto the environmental and strategic components 

of management.His work also highlighted the influence of 

classroomactivities as a source of important variations in 

student andteacher behavior. Other research in the 

ecological psychology tradition, including work on 

classroom seating arrangements (cf. Lambert, 1994) and 

on transition management (Arlin, 1979), contributed to this 

line of inquiry. 

III. OTHER RESEARCH WITHIMPLICATIONS 

FORCLASSROOM MANAGEMENT AND 

TEACHER EDUCATION 

Research programs that have implications for 

classroommanagement have evolved as research in the 

field has taken amore cognitive slant. These areas of 

research include thestudy of teacher cognition—especially 

development ofteaching expertise, affective aspects of 

teaching and management,and the influence of the 

classroom context on managerialapproaches and strategies. 

Teacher Cognition, Expertise, and Classroom 

Management 

Research and writing on teacher cognition and 

decisionmaking had their genesis approximately 30 years 

ago aspart of the cognitive paradigm shift within 

psychology. Researcherssuch as Shavelson and Stern 

(1981) and Petersonand Clark (1978) examined the 

interactive nature of teacherdecision making within the 

context of the classroom and investigatedthe role of 

teacher thought in how teachers organizedand conducted 

instructional activities. Research oninteractive decision 

making included the examination ofhow teachers 

perceived and monitored student behavior,and how their 

plans were modified when student behaviorwas perceived 

as undesirable. Interactive decision makingwas seen as 

directly affecting teacher behavior and placedteacher 

thought as the central causal agent of activity 

andmanagement in the classroom. 

Shavelson and Stern’s (1981) model described 

teacher decision making as the process of integrating 

knowledge of content,students, and the instructional 

context to monitor and respond to events in the classroom. 

Their model implied that classroom management occurs 

throughout the instructional process and that it is both 

proactive and reactive in nature. Althoughlater research 

has depicted teacher thought as evenmore complex in 

nature (cf. Calderhead, 1996), the general conclusion from 

earlier research remains: Teaching is acognitively 

challenging process in which teachers are 

continuouslyrequired to make decisions about their 

instructionaland classroom management. 

One branch of research on teacher cognition has 

investigatedteacher expertise, usually contrasting the 

actions andreflections of expert teachers with that of 

novices. Althoughthe focus of most of these studies 

primarily has been on instruction, rather than on classroom 

management, the use of methodologies such as classroom 

observation (e.g., Leinhardt & Greeno, 1986) and 

stimulated recall (Peterson &Clark, 1978) also has 

captured expert teachers’ reflections about their classroom 

management and organization. Pedagogical knowledge of 

classroom management appears to constitutean essential 

part of the domain knowledge that expertteachers possess. 

In contrast, novices appear to be less assuredin the 

specificity and depth of their knowledge aboutclassroom 

management (Carter, Cushing, Sabers, Stein, &Berliner, 

1988). 

One of the areas in which expert teachers exhibit 

moreknowledge and skill is the smooth and effective 

orchestrationof their classroom routines and activities. 

Research on effectiveclassroom managers has established 

that they spend substantial time and care in establishing 

and teaching classroomroutines and procedures to their 

students. Novices, in contrast,do not seem to have 

sufficient ability to use expert-likeroutines and frequently 

conduct disorganized lessons(Livingston &Borko, 1989). 

Berliner (1988) suggested thatexpert knowledge of 

routines such as conducting homeworkreviews, taking 

attendance, and introducing a lesson, betaught directly to 

novice teachers. 

Although expert teachers have well-rehearsed 

routinesthat they use in their classrooms, they are also 

flexible in howthey respond to new events that occur in the 

classroom, andthey make instructional decisions in 

response to these changingfactors (Westerman, 1991). 

Novices, in contrast, tend toteach lessons that are 

constricted by the plans and objectivesthat they set for that 

particular lesson. Livingston and Borko(1989) found that 

novices had difficulty deviating fromscripted lesson plans, 

which made their instruction vulnerableto student 

questions and disruptions. Westerman (1991)reported 

similar rigidity in the classroom instruction of 

studentteachers. A novice teacher in her study reported that 

shedid not want to change the task she had assigned her 

group ofrestless students: ― … as I had my lesson plan and 

I justwanted to get to every part of it and get it finished‖ 

Shulman (1987) suggested that this type of inflexibility 

maybe a result of a lack of necessary content knowledge, 

whichlimits the ability of the novice to adjust to changing 

demandsin the management of students. 

Novices voice more concern about their ability to 

use management and discipline procedures than do experts 
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(Berliner,1987). However, during stimulated recall, 

experienced teachersreport a larger percentage of 

management decisions thando novices during instruction 

(e.g., Housner& Griffey,1985). Stough, Palmer, and Leyva 

(1998) observed that althoughexpert teachers appeared to 

give little attention to studentbehavior during classroom 

observations, in subsequentstimulated recall sessions they 

frequently referred to the preventiveand anticipatory 

measures that they had taken toavoid behavior and 

management problems. In contrast, theconcern that 

novices expressed about classroom managementwas more 

reactive. 

IV. AFFECTIVE FEATURES OF MANAGEMENT 

Teaching is full of emotion. Personal histories (cf. Carter 

&Doyle, 1996) of teachers frequently contain emotional 

content,and professional writing by teachers sometimes 

focusesspecifically on the topic of emotion and its 

management.Early research on teacher emotions focused 

on teaching anxietyand, relatedly, teacher concerns 

(Keavney& Sinclair,1978). Much of this research 

addressed causes and correlatesof teacher anxiety, such as 

discipline and time demands.Some links were found 

between higher anxiety and lowerlevelsof rapport and job 

satisfaction. Negative emotion associatedwith teaching is 

often related to student behavior, especiallywhen this 

behavior is disruptive and inappropriate. 

Teachers report student aggression and behavior 

that interruptsclass activities to be the most common 

stressors, withanger and depression being typical 

emotional reactions(Blase, 1986). Schonfeld (1992) found 

that beginning teachersin school environments that 

contained higher perceivedlevels of student behaviors such 

as threats or confrontations,and that included chronic 

stressors such as unmotivated studentsor overcrowded 

classes, experienced more depressivesymptoms than 

beginning teachers in less stressful settings.Alongitudinal 

study of teacher burnout in the Netherlands(Brouwers 

&Tomic, 2000) found that depersonalization andfeelings 

of a lack of accomplishment (associated with burnout)were 

preceded by low efficacy beliefs in classroom 

management,and emotional exhaustion led to lower 

efficacy inclassroom management. 

Attributions teachers make about the basis for 

studentbehavior provides some insight into the causes of 

teacheremotions. Teachers are likely to feel anger and to 

endorsepunitive or rejecting strategies when student 

misbehavior isseen as intentional and controllable (Brophy 

& McCaslin,1992). Teachers also tend to respond with 

anger or frustrationwhen they perceive that students fail 

because of a lackof effort, but they feel pity when they 

attribute failure tolow ability (Stough, Palmer, & Leyva, 

1998; Weiner &Graham, 1984). Teachers feel pride when 

students succeedthrough effort, but feel guilt when 

students give up (Prawat,Byers, & Anderson, 1983). One 

study (Emmer, 1994) reportedthat middle school teachers’ 

negative emotionalitywas more intense in response to 

behavior problems than topoor student performance. The 

probable reason for the differencewas that teachers 

believed that the misbehaviorswere more controllable, 

whereas the bases for poor studentperformance were 

attributable to multiple sources and wereviewed as less 

controllable by the teacher. 

Naturalistic studies of teachers identify emotions 

as a keyinfluence on teachers’ interpretations of their own 

and theirstudents’ actions and on teachers’ subsequent 

instructionaland managerial strategies. For example, 

Hargreaves andTucker (1991) analyzed the emotional 

response of guilt inteachers, illustrating its causes and 

consequences. They concludedthat guilt results from 

conflicts among several factors:teachers’ commitment to 

nurture children, the ambiguity inherentin determining 

teachers’ effects on their students, increasingdemands for 

accountability, and unrealistically highexpectations. If not 

managed properly, the consequences ofguilt are 

resentment, burnout, and cynicism. Escaping guilttraps, 

according to Hargreaves and Tucker, requires achievinga 

realistic balance of the various demands, receiving 

collaborativesupport from colleagues, and easing 

accountabilitypressures. Stough and Emmer (1998) found 

that beginningteachers whose students reacted with 

hostility during testfeedback activities experienced 

negative emotions such asfrustration and anger. 

Subsequently, some teachers alteredtheir classroom 

management strategies by adopting highlystructured 

feedback approaches to control student interactions,even 

though these strategies greatly limited opportunitiesfor 

discussion and the teachers had earlier indicated thatthey 

believed discussion would help students gain a 

deepercomprehension of the content. 

We believe that relations among teacher emotion, 

classroommanagement, and teaching practice are 

important to understandand need additional research. The 

effects of teacheremotion on burnout, teacher decision 

making, and behaviormake the topic appropriate for 

inclusion in the teacher educationcurriculum. In addition to 

educational psychology contenton child and adolescent 

emotional development, forexample, curricular activities 

focused on teachers’ acquiringan understanding of their 

reactions to student behavior, and ofthe coping processes 

they use to manage it, would be useful. 

V. THE INFLUENCE OF CONTEXT 

ONCLASSROOM MANAGEMENT 

Many types of teaching contexts are possible to 

identify, withimportant implications for management. 

Teaching contextsmay vary according to instructional 

goals, subject mattertaught, grade or age and other student 
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characteristics, use oftechnology, and so forth. For 

example, school and classroomsettings having students 

from predominately lower or workingclass backgrounds 

are more challenging because studentshave been found to 

be less inclined to cooperate with teachers(Metz, 1993). 

Classrooms whose students have emotional orbehavior 

disorders may require a combination of high levelsof 

structure, teacher caring, and curricular adaptation 

(Cambone, 1994). Some management concepts and 

propositions,however, seem to transcend most contexts 

and thusmay be regarded as general. For example, 

Kounin’s (1970) concept of withitness would appear to be 

important in anyteaching context. 

Although there are many contexts that might 

cause somevariation in management characteristics, we 

consider twocontexts that are sufficiently widespread to 

warrant specialattention to their implications for classroom 

management: theinclusion classroom and cooperative 

learning activities. 

VI. THE INCLUSION CONTEXT 

The Individuals with Disabilities Education Act 

of 1990 mandatesthat students with disabilities be provided 

an appropriateeducation in the least restrictive 

environment, which, formost students, is the general 

education classroom. Althoughthere is controversy about 

the inclusive education movement,general classroom 

teachers are increasingly placed in inclusiveclassrooms 

that contain students with a wide range of 

instructionalneeds (Tomlinson et al., 1997). In addition to 

challengesfaced by the general educator in teaching 

students withspecial needs, special educators now play an 

expanded role,providing classroom instruction, consulting 

or coteachingwith other educators, coordinating 

educational services withother health and human service 

agencies, and monitoring relatedservices, such as speech 

therapy. These changes, as aconsequence, will influence 

the management competenciesrequired of both general 

educators and special educators. 

There are few studies on the management 

strategies ofteachers who instruct inclusive classrooms, 

and most of themhighlight the limitations that teachers 

exhibit in this area. Forexample, McIntosh (1994) reported 

that during whole-classinstruction, teachers make few 

adaptations to meet the individual learning needs of special 

education students. Teachersappear to lack the training and 

background required to effectivelyinstruct students with 

disabilities. A 1992 survey conductedby Schumm and 

Vaughn (1992) found that although98% of general 

educators rated their knowledge and skills inplanning for 

general education students as ―excellent‖ or―good,‖ only 

39% gave a high rating to their planning for 

specialeducation students. Teachers also express a high 

level ofconcern with behavioral problems occurring while 

instructingstudents with special needs (Blanton, Blanton, 

&Cross, 1993;Hanrahan, Goodman, &Rapagna, 1990), but 

research on theeffective management of these behaviors 

within the context ofthe inclusive classroom is lacking. 

Noting that many students with special needs 

seem to requiredirect instruction of appropriate behaviors, 

some researchers(Carpenter & McKee-Higgins, 1996; 

Colvin,Kameenui, &Sugai, 1993) suggested what they 

term an instructional approach to behavior management. 

In this approach,the focus is on directly instructing 

students inappropriate behaviors and responses to 

classroom situationsand activities. Similarly, other 

research (e.g., Rademacher, Schumaker, & Deshler, 1996) 

suggested that teachers improvethe quality and level of 

challenge of assignmentsgiven to students with mild 

disabilities to increase student engagement—and thereby 

decrease off-task and disruptivebehaviors. These 

interventions are not novel approaches toclassroom 

management, rather they promote classic techniquessuch 

as developing classroom rules, establishing routines and 

procedures, and raising the academic expectationsof 

students. 

Applied behavior analysis is also used to manage 

specificbehaviors of students. Educational psychologists 

long havehad a love–hate relation with applied behavior 

analysis. Onthe one hand, for many years, it was one of the 

few areas inpsychology that could directly address the 

beginningteacher’s concerns about discipline. Well into the 

70s, it was 

the primary source for classroom management content in 

educationalpsychology texts. On the other hand, many 

educationalpsychologists have found fault with using 

extrinsicreinforcement in classrooms, and the behaviorists’ 

limitedconcern for the role of cognition has swum against 

the philosophiccurrent in recent decades. The emphasis on 

preventivemanagement strategies also has deflected 

attention from themanagement of specific problem 

behaviors. Teachers, however,may need to implement 

individualized discipline plansfor some included students, 

and the use of behavior analysisto assist in management 

through the control of antecedents and consequences may 

be a necessary component in the management 

of individual students who do not respond to 

traditionalgroup-based instructional techniques. 

A significant recent advance in applied behavior 

analysishas been the refinement of functional analysis, 

which attemptsto examine systematically a problem 

behavior’sfunction as well as the motivation for the 

behavior (e.g.,Mace, Lalli, &Lalli, 1991; O’Neill et al., 

1997). Through examining the environmental factors that 

evoke and maintain problem behaviors, the ―function‖ or 

motivation of atargeted behavior is determined and the 
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intervention or instructionalaccommodation is 

subsequently designed. Single-case research designs allow 

for the empirical analysis ofthese individualized 

treatments. 

Although group-based management strategies are 

likely toremain a mainstay in the preparation of teachers, 

educationalpsychologists should expand their repertoire to 

adequately prepare regular teachers to deal with the unique 

challenges of students with disabilities. 

VII. COOPERATIVE LEARNING ACTIVITIES 

Cooperative learning groups are another context 

which mayrequire modification of recommended 

management strategies. Some common elements of the 

various cooperative 

learning models can be identified: group goals or task 

interdependence,some form of individual accountability, 

andgood group interaction. Numerous literature reviews 

and meta analyses support the use of cooperative groups 

on a varietyof academic tasks (e.g., Qin, Johnson, & 

Johnson,1995, for evidence on problem solving). 

Compared to formats that require students to ―sit and 

watch‖ or that rely extensivelyon individual seatwork 

activities, group formatsoffer greater potential for 

participation, feedback, and interactiveconstruction of 

meaning. The instructional model underlyingtraditional 

teacher-paced activities is one of―transmission of 

knowledge,‖ whereas the premise for cooperativelearning 

programs is social construction of understandingand 

participation in a learning community(Brophy, 1999). 

Several classroom researchers (Cohen,1994; Freiberg, 

1999) noted the potential for inconsistencybetween the 

instructional goals and methods of cooperativelearning and 

teacher-centered management systems. Attemptsto adhere 

to strict limits, for example, on student talkand movement 

during instructional activities, would becounter to the need 

for discussion and group investigationthat many 

cooperative activities require. Some traditional 

management functions are likely to continue to be relevant, 

with appropriate modifications: for example, monitoring 

students in groups, establishing classroom routines, 

andteaching desirable group behaviors. Some new 

management skills also may be needed, such as keeping 

students accountable for individual work in a group 

context, helping students learn to seek explanations from 

and to give feedback to other students, or pacing groups 

working at differentrates or different tasks. Some forms of 

cooperative learning utilize multiple types of grouping 

arrangements and emphasize affective outcomes as well as 

academic outcomes (Johnson & Johnson, 1999), thus 

increasing thecomplexity of management. Most teachers 

who adopt cooperative learning do shift their role from 

director to facilitatorof student learning (Antil, Jenkins, 

Wayne, &Vadasy,1998), although some teachers prefer to 

retain considerablecontrol over the structure of these 

classroom activities(Emmer &Gerwels, 1998). 

When cooperative learning groups are used, 

teachers continue to be active managers, but the focus 

shifts to helping students learn the behaviors necessary to 

work effectively in groups whose goal is the active 

construction of meaning. It is important to realize that 

most classrooms that utilize cooperative learning will 

continue to use a combination of formats for instruction, 

not just the grouping of students. Consequently, the task of 

learning about management is more complex for the 

novice teacher who is beginning to use these new formats 

while mastering traditional ones. 

VIII. CLASSROOM MANAGEMENT AND 

TEACHER EDUCATION 

Classroom management research by educational 

psychologistshas contributed substantially to our 

understanding of effectiveclassroom practice. This body of 

research, moreover,along with other classroom-based 

research, has increased therelevance of educational 

psychology for teacher education and teacher educators. 

The emphasis in this body of researchon careful 

observation, description, and measurement has helped 

produce results that can be translated into effective 

actionplans for teachers. Increased availability of 

knowledge about classrooms has resulted in more 

applicable content forteacher education. Twenty to 30 

years ago very little research-based information about 

management, other than that extracted from applied 

behavior analysis, could be found inbasic educational 

psychology textbooks. Books devoted toclassroom 

management were non existent. Currently, most texts in 

educational psychology contain a chapter or two 

thatpresent basic concepts, many of which provide a solid 

conceptualoverview (e.g., Borich &Tombari, 1997; Good 

&Brophy, 1997; Woolfolk, 1998), and there are many 

management texts from which to choose. Thus, students 

whoseteacher education programs include a survey course 

in educational psychology will have had at least an 

introduction to thedeclarative knowledge in the field. In 

addition, according to asurvey by Wesley and Vocke 

(1992, cited in Jones, 1996), in asolid minority of teacher 

education programs (37%), studentstake a course in 

classroom management. 

IX. THE DEVELOPMENT OF CLASSROOM 

MANAGEMENT ACTIVITIES 

As with other aspects of teaching expertise, the 

development of classroom management understanding and 

skill is likely tobe a staged process, acquired over many 

years (Berliner,1988), and be characterized by 

discontinuities, especially asthe teacher encounters new 

teaching contexts (Bullough & Baughman, 1995; 
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Cambone, 1994). In addition, beginning teachers’ 

perspectives on classrooms are often incompleteand 

idiosyncratic, and rapidly reorganize their pedagogical 

knowledge during student teaching (Jones & 

Vesilund,1996). Knowledge of effective classroom 

management should therefore include adequate 

conceptualization(Brophy, 1999; Doyle, 1990), rather than 

being learned as discrete concepts and skills, and should 

give developingteachers a research-based heuristic for 

examining and formulating their views on management. 

Neither should this knowledgebe separated from practice, 

as it has been found that didactic components, separated 

from the situations in whichthey have application, are not 

very effective in teacher education(Wideen, Mayer-Smith, 

&Moon; 1998). Developing understanding about 

classroom management thus requires experience in 

classroom contexts to be pragmatic; that is, to be 

integrated into the network of scripts, expectations, and 

routinesthat the teacher will utilize in the classroom and to 

resultin the effective management of students. 

Methods that promote the reflective-practioner 

approachto teacher education attempt to situate classroom 

management within real-world contexts and events. 

Videotapes of classroom management situations may 

illustrate varied contexts and provide opportunities for 

analysis. Alternate formsof teaching classroom 

management skills and increasing management self-

efficacy have included microcomputer simulations (e.g., 

Murphy, Kauffman, & Strang; 1987) andvideo-aided 

programs (e.g., Hagen, Gutkin, Wilson, & Oats, 1998; 

Overbaugh, 1995). The use of cases in teacher education 

has been rediscovered as a means of providing varied 

contexts and opportunities for constructing 

understandingabout teaching and about management 

(Meserth, 1996; Shulman, 1986). Case-based instruction 

also has the advantage of providing novice teachers with 

rich, contextualized descriptions of classrooms and 

behavioral problems, whileeliminating some of the 

complexity and immediacy of the classroom that can 

create difficulties for novice learning(Sykes & Bird, 1992). 

An increasingly popular design for incorporating 

earlyfield experiences and coordinating its components 

withteacher education curriculum is the Professional 

Development School (PDS) model. Increased exposure to 

classrooms and students in the PDS model also increases 

the encountersthat novice teachers have with classroom 

management. Components that make use of classroom 

experiences such as journal writing, reflective activities, 

and portfolios can enhanceclassroom management 

competence in the field-based PDS,in addition to those 

mentioned previously. Because PDS studentsare usually in 

a cohort, taking the same classes and teaching in the same 

schools, this context can also provide a supportive teacher 

network or community (Lieberman, 2000) that is 

organized around learning how to teach and how to 

manage classrooms. 

X. CONCLUSION 

Smith and Rivera (1995) pointed out that as 

classrooms becomemore diverse in nature, the need for 

classroom management techniques that can be used with 

both individuals andgroups of students becomes more 

critical. Educational psychology has contributed 

substantially to the research base for this important area of 

pedagogical content knowledge andpractice. Research on 

teacher thinking and on affective aspectsof management 

has deepened our awareness of the challenging and 

complex nature of teaching’s managerial dimensions. 

Varied teaching contexts, such as cooperative learningor 

inclusion settings, highlight the need for flexible and 

effective management skills. Educational psychologists 

can continueto contribute to the field of teacher education 

by incorporating relevant classroom management content 

into their courses, by cooperating with teacher education 

colleagues toplan for managerial content across the 

curriculum, by including experiential components that take 

place in different classroom contexts and highlighting their 

managerial features, andby encouraging through reflection 

the construction of understanding about this crucial topic. 


