
 
 

*Corresponding Author’s Email: janahochisan@gmail.com 

Proceedings of the International Academic Conference on Education 

Vol. 2, Issue. 1, 2025, pp. 35-47 

DOI: https://doi.org/10.33422/iaceducation.v2i1.1330  

Copyright © 2025 Author(s)  

ISSN: 3030-1300 online 

 

 

 

 

 

 

 

 

Anger in Learning -- The Relationships between 

Teachers’ Aggressive Anger Expressions and 

Students’ Achievement Goals  
Jana Chi San Ho 

The University Of Saint Joseph (Macao), Macau Sar 
Abstract 

This review paper examined the relationship between perceived aggressive anger expressions 

in teachers and students' achievement goals by integrating findings from neurocognitive 

evidence on motivational directions and theoretical models of achievement goals in 

motivation. Previous research on anger and its motivational direction has not examined the 

specific characteristics of anger expressions and their impacts on motivational tendencies. 

Although anger is typically perceived as a negative emotion, different expressions (such as 

the presence or absence of threats) may lead to distinct outcomes, producing either positive or 

negative consequences. The evidence linking anger and avoidance raised concerns about the 

effect of fear triggered by threatening cues in anger expressions. Since threats appeared to 

mediate the relationship between teachers’ anger and students’ learning motivation, the 

nature of anger expression was considered a potential reason for inconsistencies in existing 

research on the motivational tendencies associated with anger. This review paper 

differentiated various types of teacher anger expression, focusing particularly on the presence 

or absence of threats. Aggressive anger expressions by teachers may create a sense of threat 

for students, potentially leading them to adopt avoidance-oriented goals. Findings suggest 

that the motivational direction of anger has often been overshadowed by its affective valence 

in much of the research in this area. 

Keywords: teacher emotion, pedagogical practice, academic emotion, motivation, learning 

motivation 

1. Introduction  

It is evident that one's emotional expressions have an impact on others. Emotion expressions 

function as social cues, allowing observers to infer the thoughts, desires, or intentions of the 

communicator (Graham, 1984). For instance, parents’ emotional expressions are important 

signals for infants’ actions when the infants are in situations of uncertainty (Hirshberg & 

Svejda, 1990). The conveyed emotional information from familiarized people influences 

infants' responses. Moreover, emotional displays might have a motivational influence on 

individuals. Emde et al. (1978) discovered that cries often motivate people to alleviate 

distress whereas smiles typically encourage maintaining positive social interactions. While 
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teachers' anger has been widely studied, particularly for its positive and negative effects on 

student experiences (e.g., Rodrigo-Ruiz, 2016), little research has explored how specific 

characteristics of anger expression influence these outcomes. This review paper examined the 

relationship between perceived teachers' aggressive anger expressions and students’ 

achievement goals by integrating findings from neurocognitive evidence on motivational 

directions and theoretical models of achievement goals in motivation.  

2. Theoretical background  

2.1 Anger in the learning context: Teachers’ anger 

Frenzel et al. (2009) describe the relationship between teachers' emotions and student 

behavioral responses and propose a reciprocal model that teachers' emotions, impacted by 

student behaviors, in turn, influence teaching instructions; therefore continuing the cyclical 

effect in the impact of teachers' emotions on students' learning outcomes. Chronic anger 

experiences might also deplete teachers' mental resources and reduce teaching effectiveness, 

resulting in lower student engagement (Sutton & Wheatley, 2003). In studies exploring the 

frequency of discrete emotions experienced by teachers in real-life assessment, anger is 

reported as the most prominent emotion among other negative emotions such as anxiety, 

boredom, and shame (Chang, 2009; Sutton, 2007; Sutton & Wheatley, 2003). Although anger 

is one of the most prominently felt negative emotions of teachers, most teachers consider 

anger as an emotional response that might lead to inappropriate and disruptive student 

behavior (Lovšin & Polak, 2022; Sutton & Wheatley, 2003). Teachers' anger provides lower-

quality education and interferes with teaching effectiveness (Frenzel et al., 2011). Cheng et 

al. (2025) also found that teachers’ anger can be contagious and led to students’ anger, 

lowered motivation and learning performance. Thus, anger has been viewed as a frustrating 

stimulus by teachers and they attempt to down-regulate or suppress it (Sutton & Wheatley, 

2003). As a consequence, when it comes to students' failures, teachers might constraint their 

anger and display pity to students instead. Nevertheless, some findings have revealed that 

anger might be a two-sided sword and demonstrated the constructive impact of teachers’ 

anger on students' learning motivation and discovered that pity caused more harm to students' 

expectancy of success and persistency after previous failures (Graham, 1984). Genuine anger 

expression was also found to have short-term benefits for teacher-perceived student 

engagement (Wang et al., 2023). 

2.2 Types of teachers’ anger expressions 

Drawing from research in the field of interpersonal communication (e.g., Canary & 

Spitzberg, 1990), anger can be expressed in four different ways based on two dimensions: the 

level of threat in the anger expression and the directness of the anger expression (Guerrero, 

1994). The four types are distributive aggression, passive aggression, integrative assertion, 

and nonassertive denial. The type of anger expression can influence our interpersonal 

relationships (Sereno et al., 1987). In the context of classroom learning, teacher-student 

relationships as well as students' learning outcomes can be impaired if students perceive the 

teacher's anger expression as inappropriate or threatening. Therefore, it is important to find 

out which types of anger are constructive and can motivate students to approach learning 

goals instead of avoiding them. Much previous research only examined the impact of 

teachers' anger on students' learning outcomes. Barely any research paid attention to the 

effects of different types of teachers' anger expressions (except McPherson et al., 2003). 

Hence, the impact of the types of teachers' anger expression on students' learning motivation 

is not clear. 
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The first type, distributive-aggression consists of direct and threatening anger expressions. 

This type of anger expression shows little respect for the receiver of the anger and is hostile. 

Examples of distributive aggression include throwing objects, yelling, and using offensive 

language. The second type is passive aggression, where anger is expressed in an indirect but 

threatening manner. With this type of expression, the exact message that the sender wants to 

deliver may be unclear. Examples of passive aggression include silent treatment, cold looks, 

and leaving the scene. The third type, integrative assertion relies on direct but non-

threatening expressions of anger. This type of anger is characterized by honestly articulating 

thoughts and feelings without blaming the other(s). Concern for the other's rights and needs 

are taken into account. For instance, integrative assertion involves listening to the other's side 

of the story, discussing the problem, trying to solve the problems, and being fair to the 

other(s).  The last type, nonassertive-denial, represents indirect and nonthreatening 

communication strategies. This type of anger expression is marked by an unwillingness or 

inability to confront thoughts or feelings. People using nonassertive denial attempt to deny 

that they are experiencing anger. An example would be to ignore the angry situation and to 

pretend that nothing has happened (McPherson et al., 2003). As a result, it might be difficult 

for students to perceive nonassertive-denial anger expressions as their teachers deny the 

experience of anger. 

2.3 The impact of teachers’ anger on causal attributions 

In the educational context, certain emotions are linked to responses to particular causal 

thoughts (Graham, 1984; Weiner, 1982). For instance, the anger-effort linkage has been 

demonstrated both in research in which causal thoughts were manipulated and felt emotions 

were reported (Weiner, Graham, & Chandler, 1982) and in research in which emotions were 

manipulated and antecedent thoughts were inferred (Weiner, Graham, Stern, & Lawson, 

1982). Evidence supports the beneficial role of anger in the attributional theory of learning 

motivation. More specifically, findings from Graham's research (1984) revealed the linkage 

between teachers' communicated anger and students' lack of effort attributions. Participants 

(consisting of elementary students) received either anger feedback or sympathetic feedback 

from a teacher experimenter after failing a puzzle task and were asked to report their 

expectancies of success at the beginning of each trial. There were five trials in total: the task 

in the first four trials could be solved and the failures were induced by the time limitation to 

reach a solution; the fifth trial was an unsolvable task (not visually clear to the participants) to 

test their persistency. In the practice puzzle, participants were induced to believe that the 

experimenter had some prior knowledge about their skill at the task that would lead them to 

expect a certain level of performance. Participants in the anger condition attributed their 

failures to their lack of effort. They reported a less significant decline in the expectancy of 

success in the first four trials, persisted longer, and engaged more in the fifth trial in the anger 

condition. Teachers' anger alleviated the decline in students' expectancies of success and 

persistence on a task after failure. In other words, students were less likely to withdraw from 

the tasks after failure when teachers displayed anger. Hence, it is believed that teachers' anger 

could motivate students to invest more effort in the future. Nevertheless, one weakness of 

Graham's research (1984) is that the findings have not been replicated in other studies. 

Limitations of this study include subject bias as only black and white ethnic groups were 

recruited in the study (in order to investigate whether ethnicity moderated the relationship 

between teachers’ affective cues and students’ judgments of personal competence, 

expectancies for success, causal attributions for failure, and persistence on the task). It is also 

criticized that the linkage from emotions to persistence occurred too far along in the 

hypothesized causal sequence to sustain the effects of affective cues, without the control of 

other variables. 
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2.4 Consequences of anger in the context of learning motivation 

Pekrun et al. (2002) identified that anger might have an impact on motivation, cognitive 

functioning, learning self-regulation, and learning strategies in a learning process. Anger 

might be a two-sided sword to students' learning motivation. On the bright side, it has been 

revealed that teachers' anger promotes communication and responses (Sutton & Wheatley, 

2003). It is also linked to an approach tendency to overcome learning difficulties and to 

pursue higher goals (Sutton & Wheatley, 2003). The activating role of anger might trigger a 

strong approach to motivation to cope with the challenges encountered in the learning process 

(Bandura & Cevone, 1983). On the downside, anger is related to lower self-efficacy, 

performance-avoidance goals as well as a decline in internal motivation (Pekrun et al., 2002). 

Results from a longitudinal study by Putwain et al. (2013) have revealed that anger correlates 

with students' performance-avoidance goals. In the study, participants were asked to fill in 

questionnaires about their academic emotions and learning goals three times throughout the 

academic year (at the beginning of each semester). Participants who experienced anger 

tended to avoid displaying academic incompetence. More specifically, participants who 

experienced anger at the beginning of the second semester were inclined to change their 

learning goals in the third semester in order to gain learning results that would not be worse 

in comparison to the others in the class (avoidance goals).  

In addition, Frenzel et al. (2009) studied the role of teachers' determined discrete emotions in 

students' motivation to learn. Findings revealed that anger is less supportive in providing 

enthusiastic lessons than enjoyment and therefore leads to lower motivation. However, Sutton 

and Wheatley (2003) and Graham (1984) argued a different conclusion, affirming that 

students who perceive teachers' anger will consider that as a lack of effort instead of a lack of 

ability, which is associated with teachers' display of sympathy or pity after failure. In this 

manner, it appears more motivating for students to perceive teachers' anger and attribute the 

failure to the lack of effort, rather than incompetence.  

2.5 Students’ motivation: Achievement goal theory 

Achievement Goal Theory is a social-cognitive theory of achievement motivation where an 

achievement goal is defined as "a future-focused cognitive representation that guides 

behavior to a competence-related end state that the individual is committed to either approach 

or avoid." (Hulleman et al., 2010). Ames and Archer (1988) suggested two types of 

achievement goals – mastery goals (where learning goals are to learn, work hard, and make 

an effort) and performance goals (where learning goals are to perform better than others). As 

some people are motivated to approach success while some are motivated to avoid failure, 

achievement goals can also be further divided into two categories in terms of goal valence – 

approach and avoidance (Elliot & McGregor, 2001). In fact, Harackiewicz et al. (2002) have 

emphasized the need to distinguish between approach and avoidance forms of the goals, 

especially for performance goals as many of the negative effects originally attributed to 

performance goals are related to performance-avoidance goals only (for a review, see Elliot 

& Moller, 2003). 

In terms of goal valence, students with mastery approach goals want to learn as much as 

possible while students with performance approach goals want to get better grades than most 

of the other students (Elliot & McGregor, 2001). In contrast, students with mastery avoidance 

goals worry they might not learn as much as they possibly could in class whereas students 

with performance avoidance goals fear that they perform poorly in class (Elliot & McGregor, 

2001). Tab.1 extracted from achievement goal items (Elliot & McGregor, 2001) shows more 

details about the features of these goals. 
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Table 1: Features of achievement goals in terms of definition and valence 

 Goal definition 

Goal valence 

 Approach Avoidance 

Mastery 

It is important for me to 

understand the content of this 

course as thoroughly as 

possible. 

Sometimes I’m afraid that I might 

not understand the content of this 

course as thoroughly as I’d like. 

Performance 
My goal is to get a better grade 

than most of the other students. 

My goal in this class is to avoid 

performing poorly. 

2.6 Anger and the motivational direction: Approach vs avoidance  

Although anger has been generally appraised as a negatively-valenced emotion, it has a 

special status among the emotions that can elicit both approach and avoidance motivation. 

Depending on the environment and situation, individuals react differently towards anger – 

with either approach or avoidance behavior. For instance, an avoidance motivational system 

organizes behavior such as avoiding punishments or threats (Carver & Harmon-Jones, 2009).  

In neurocognitive research, the motivational dimension of anger came from the idea that the 

two tendencies (approach and avoidance) are associated with different parts of the nervous 

system (e.g., Schneirla, 1959). Much research has shown evidence that approach motivation 

and avoidance motivation have partially distinct neural substrates (e.g., Depue & Collins, 

1999; Pizzagalli et al., 2005). As for the association between anger and its direction in the 

motivational system, diverse findings show support for both the link between anger and 

approach motivation as well as the link between anger and avoidance motivation.  

2.6.1 Anger and approach motivation 

Some researchers have defined anger as a negatively-valenced affect that emerges when the 

blockage of movement toward a desired goal presents (Depue & Zald, 1993; Lewis, et al., 

1990). Anger is characterized as the reaction to an unpleasant violation of what an individual 

expects as well as the occurrence of an event where exists a violation of what “ought to” be 

(Frijda, 1986; Ortony et al., 1988). A violation of such implies failure to maintain an existing 

desired outcome, and therefore, motivates one to achieve the maintenance. Studies have 

shown that individuals are faster to initiate approach movements toward angry facial 

expressions compared to avoidance movements, especially when physical approach seems 

effective in overcoming social challenges (Wilkowski & Meier, 2010). Furthermore, infants' 

anger responses to goal blockage positively correlated with toddlers' persistence at play at 

five months, suggesting that anger may contribute to approach-oriented behaviors and 

persistence even in early development (Lewis et al., 2015). These findings collectively 

support the notion that anger implies an underlying higher goal pursuit in approach 

motivation.  

Similar implications can be seen in findings in educational research, Graham (1984) has 

demonstrated that teachers’ anger is related to students’ lack of effort attribution. Graham 

found that students were more persistent in a puzzle task when the teacher experimenter 

provided angry feedback after their previous failure trials. The teacher's anger implied a 

violation of his/her higher expectation from the student and thus motivated participants to 

spend more time on the puzzle task even after having failed four times. In contrast, 
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sympathetic feedback communicated teachers' beliefs of students' low ability, thus 

aggravating the decline of students' future expectancy of success and shortening the time 

spent in the final trial of the puzzle task. Students engaged more when teachers' anger was 

demonstrated, which seems to be the characteristic of the adoption of the approach goal 

according to the achievement goal theory. Although the majority of research findings indicate 

that anger impairs teaching enthusiasm and is detrimental to students' learning outcomes 

(Frenzel et al., 2009), the findings of this research are compelling evidence supporting the 

constructive motivational effects of teachers’ anger. Empirical evidence also suggested that 

teacher anger can enhance students' learning performance, particularly for those with a 

promotion focus (van Doorn et al., 2014). Participants who faced an angry instructor were 

able to recognize word pairs more accurately than those who faced a happy instructor. The 

results challenge the widely promoted positivity paradigm in the field of academic emotions. 

In addition, Harmon-Jones et al. (2004) integrated the hypotheses of social psychology and 

the methods of affective neuroscience and provided neurocognitive evidence that strongly 

supported the positive motivational effect of anger. Neurocognitive evidence supports that 

anterior cortical lateralization can indicate motivational direction (approach vs. avoidance) 

(Carver & Harmon-Jones, 2009; Coan & Allen, 2003). Research has shown that cortical brain 

areas involved in anger overlap with the areas that are receptive to approach tendencies (e.g., 

Honk & Schutter, 2006). More specifically, Coan and Allen (2003) demonstrated the link 

between left frontal cortical activity and approach motivation as well as the link between 

right frontal cortical activity and avoidance motivation. As a consequence, research on 

hemispheric laterality and anger has been conducted to find out in which frontal cortical area 

anger triggers brain activities. Evidence supports that anger reflects an approach motivational 

system whereas anxiety is related to an avoidance motivational approach (Carver & Harmon-

Jones, 2009). Harmon-Jones et al. (2004) found that anger-provoking events and insults 

increased left frontal activity and decreased right frontal activity while sympathy eliminated 

this effect. In other words, anger-provoking experiences and insults from others led to an 

approach motivation while sympathy from others hindered the approach motivation system. 

In a later study, Harmon-Jones and Carver (2009) thoroughly reviewed a range of evidence 

that anger as a negatively-valenced affect relates to, or derives from, an approach 

motivational system.  

Neurocognitive evidence (e.g., Carver & Harmon-Jones, 2009) and educational findings (e.g., 

Graham, 1984) mentioned above strengthen the support for the argument that perceived anger 

from others leads to approach motivation in learning motivation. Contrary to what is 

generally expected, teachers’ anger might be more beneficial to students’ learning motivation 

than sympathy and pity. Nevertheless, one question can be raised about the conclusions 

drawn from the neurocognitive findings (Carver & Harmon-Jones, 2009; Harmon-Jones et 

al., 2004): Is the approach tendency a response to anger, or does the experience of anger 

require the engagement of an approach motivational tendency as a precondition? Perhaps 

anger does not have any impact on the motivational directions, but when anger is triggered, 

approach motivational system is activated and engaged. One study by Harmon-Jones and 

Peterson (2008) found that participants who had received an approach prime prior to the 

experiment had greater behavioral aggression in response to an anger-inducing event. In other 

words, approach motivational tendencies influence the angry responses towards aversive 

events, which challenges the causality of the link between anger and motivational tendencies 

in neurocognitive research findings.  
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2.6.2 Anger and avoidance 

On the other hand, anger-provoking events might trigger fear and lead to avoidance of 

motivational goals. As some of the situations used to convey the nature of anger entail 

substantive resemblance to situations used to specify the nature of fear, a link between anger 

and fear is suggested (Harmon-Jones et al., 2009). Similar to some characteristics of anger, 

fear arises from the threat of harm (Frijda, 1986) and reflects displeasure at the prospect of an 

undesirable event (Ortony et al., 1988). In the classroom, teachers' anger might evoke 

students' fear besides anger depending on the situation, especially anger-provoking situations 

with threats or undesirable outcomes such as detention after class or bad grades. The 

consequences of teachers' anger could lead to students' negative feelings such as anger, fear, 

or a mixture of both. An association between anger and fear has been seen in some factor 

analyses in the structure of self-reported mood and emotions (PANAS; Watson et al., 1988). 

In the factor analyses of these data, items pertaining to irritability or anger typically load 

together with items pertaining to threat avoidance or anxiety. Such results could lead to the 

conclusion that anger and fear come from a common source and these two emotions are 

somehow correlated.  

Besides, angry expressions toward others can signify dominance (Hess et al., 2009) or the 

fact that social rules or expectations have been violated (Blair, 2003). It was found that angry 

facial expressions were related to response reversal – a process that communicates to the 

recipients that they should terminate their current behaviors (Blair & Cipolotti, 2000; Marsh 

et al., 2005). This suggests that teachers’ anger expressions might act as inhibitory cues that 

cease students’ undesirable behaviors. Research indicates that nonconscious perception of 

angry faces tends to increase the likelihood of avoidance (Parkinson et al., 2017). In the first 

experiment, participants' free choice decisions were manipulated to act or withhold an action 

by subliminally presenting emotional faces in a speeded button-press test on a computer. 

Neutral, happy, angry, and fearful faces were masked backward to render them nonconscious 

and were presented for 20 ms before each target appeared on screen in the speeded button-

press test. Results show that participants were more likely to voluntarily withhold the action 

due to the priming of subliminal angry faces while fearful and happy faces had no such 

effects, which suggests a mechanism whereby subliminally presented “threat” stimuli 

influence conscious inhibitory processes and lead to an avoidance approach in motivation. 

Nonetheless, the effects of angry faces upon intentional inhibition were gone when the faces 

were supraliminally (related to conscious processing) presented in the second experiment 

(i.e., the prime faces were presented for 100 ms with more discriminable emotional 

faces). This begs the question of why fearful faces, also considered threat stimuli, have no 

measured behavioral effects in this study. Unfortunately, explanations can only be provided 

with further research. 

2.7 The impact of perceived threat on learning 

As teachers' anger might appear to be a threat to students (Parkinson et al., 2017), it is 

relevant to figure out the relationship between perceived threats and students' learning 

motivation. Educational research has revealed the relationship between threatening stimuli 

and students' achievement goals in the context of school learning. Putwain and Symes (2011) 

revealed a positive correlation between perceived threats and performance-avoidance goals. 

This study concerns teachers' use of fear appeals when they prepare students for the final 

important qualification exam for Mathematics in secondary education in England and Wales, 

namely, the General Certificate of Secondary Education (GCSE). Results revealed that when 

students appraised messages from teachers’ fear appeals as threatening, they were more likely 

to adopt subsequent performance-avoidance goals and had an increase in test anxiety (i.e., 
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worry and tension). More specifically, participants’ perceived threat of fear appeals in the 

previous academic year (Year 10) led to increases in both their performance-avoidance goals 

(β = .36, p = .004) and mastery-approach goals (β = .26, p = .008) goals in the following year 

(Year 11). The researchers also found a positive correlation between perceived threats and 

mastery approach goals but advised that further research might be needed for that. They 

explained that mastery-approach goals are correlated to the need for achievement rather than 

the fear of failure (Elliot & Murayama, 2008). As GCSE grades in Mathematics are critical 

indicators of self-ability, it is believed that perceived threats might trigger students' 

motivation to overcome their fear of not achieving their personal potential or aspirations. 

Teachers' fear appeals might have threatened students' personal abilities and future 

aspirations rather than normative concerns, hence, resulting in the override of the fear of 

failure and the adoption of mastery-approach goals instead of striving for performance-

approach goals to overcome the fear of failure as proposed by by Elliot and Pekrun (2007). 

Perceived threats seem to be an antecedent of both a fear of failure and a motivation to 

improve one's competence and/or learning in Mathematics. Another reason for this finding 

could be due to the difference in participants' trait anxiety. Different trait anxiety tendencies 

(high or low) may cause different reactions towards threats. However, this was not examined 

in this study. 

Research on student attributions of teacher emotions and behaviors reveals the impact of 

aggression on anger attributions. While acknowledging their own misbehavior as the trigger, 

students attributed teachers' expressions of anger to internal causes to a greater extent when 

teachers used distributive aggression (yelling and screaming) and passive-aggression (giving 

angry looks) than assertive expression (calmly discussing the issue with the students) 

(McPherson & Young, 2004). Other research examining the impact of threats also revealed 

the detrimental effects on students’ emotional engagement, behavioral disaffection and 

classroom engagement (Nicholson & Putwain, 2020). These studies highlight the importance 

of creating supportive, low-threat learning environments to promote student engagement and 

academic success.  

3 Discussion 

Previous research on anger and its motivational direction did not investigate the 

characteristics of anger expressions and their impacts on motivational directions. The present 

review paper revealed that the motivational direction of anger might have been overshadowed 

by the affective valence of anger in most of the research in this area. Although anger is 

perceived to be a negative emotion, different expressions (for example, the presence or 

absence of threats) might lead to different outcomes such as positive or negative 

consequences. The evidence of the link between anger and avoidance seems to raise concern 

about the effect of fear caused by threatening cues in anger. As threats appear to be a 

mediator of the relationship between teachers' anger and students' learning motivation, the 

expression of anger is believed to be one of the reasons accounting for the inconsistencies in 

existing research findings of the motivational tendency of anger. Future research on 

examining the motivational effects of teachers’ anger can further differentiate the effects of 

different types of teachers' anger expressions on students’ learning motivation depending on 

whether threats were present. One suggestion would be using experimental design to control 

different teachers’ anger expressions and record students’ achievement goals instantly after 

the anger episode takes place. Nevertheless, researchers must also control the variance of the 

extent to which teachers’ anger expressions are interpreted as threatening by students as there 

might exist a gap between teachers’ anger expressions and students’ perception of them. As 

teachers' aggressive anger expressions might give students a sense of threat, it is 

hypothesized to be associated with students' adoption of avoidance goals.  
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Also, future research on this topic shall include other psychological variables as possible 

moderators. For instance, the adoption of mastery approach goals might be due to students’ 

need for achievement, which is not caused by teachers' anger expressions (Elliot & 

Murayama, 2008). Moreover, Huang (2016) examined the relations between achievement 

goals and self-efficacy. The correlation between mastery approach goals and self-efficacy 

was moderate to strong while the correlations between avoidance goals and self-efficacy were 

low. Academic self-efficacy is correlated to one’s achievement goals and should be 

controlled when explaining the effects of teachers’ threatening anger expressions and 

students’ achievement goals. Future research should take these variables into account for a 

better understanding of the effects of teachers’ aggressive anger expressions.  

3.1 Practical implications for educational settings 

This review has shown that perceived threats is detrimental to students’ learning motivation. 

Hence, teacher education should cover guidelines for expressing anger in ways that are not 

threatening to students. Previous studies indicate that students can often discern the 

authenticity of teachers’ emotions through verbal and nonverbal cues, adjusting their 

responses accordingly. Inauthentic emotional expressions tend to be less effective in 

engaging students and may even hinder learning, compared to genuine emotional displays 

(Keller et al., 2018; Wang et al., 2023). The research (Wang et al., 2023) shows that genuine, 

well-timed anger can be more effective than faking or hiding it. Therefore, it is recommended 

that teachers should not suppress their anger but express them in non-threatening ways. For 

example, teachers should avoid throwing tantrums and threatening students in class, yelling 

or screaming at them, criticizing them, etc. Instead, teachers should express their anger in 

direct and assertive, with little or no intensity (McPherson et al., 2003). In other words, 

teachers should express their anger by calmly communicating their feelings, discussing the 

problems with their students, listening to their side of the story, and making every effort to be 

fair. Assertive discipline techniques have been advocated by teacher training experts (Hoy & 

Murphy, 2001). Teachers are advised to demonstrate and communicate their expectations to 

students with caring and concern. Apart from expressing anger, drawing from Self 

Determination Theory (Deci & Ryan, 2012), fostering student motivation is best achieved by 

supporting their core psychological needs. An autonomy-supportive environment that 

satisfies these needs can promote greater intrinsic motivation, deeper conceptual learning, 

and more persistent engagement than external factors like teacher’s anger.  

Like us, teachers are human beings with emotions. They can't pick and choose their feelings. 

Suppressing their anger is not good for themselves, and for students as well. Anger is a two-

sided sword that entails both constructive and destructive influences on students' academic 

motivation and performance. A better approach to resolve the problem of teacher anger in the 

classroom is not banning teachers from showing emotions but rather communicating their 

anger to students in appropriate ways that can possibly lead to increased student motivation.  
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