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ABSTRACT 

	Background: Positive reinforcement in the classroom can take various forms, including verbal praise, tangible rewards, privileges, or symbolic incentives. Its use is still relatively sparse and selective in many primary schools in Bangladesh. Educators frequently use punishment or occasional rewards in place of systematic reinforcement procedures, resulting in inconsistent behavior regulation.
Aims: Using survey data from 300 primary school students’ and 50 teachers in Bangladesh, this study examines how positive reinforcement is perceived to support student motivation, classroom behavior, and learning engagement, alongside teachers’ knowledge, use, and training needs related to reinforcement strategies.
Study design: A quantitative cross-sectional design was employed. Data were collected using two structured questionnaires (student: 10 items; teacher: 7 items; Likert-type scales) and analyzed in SPSS (v26) using descriptive statistics, reliability testing (Cronbach’s alpha).
Results: Descriptive statistics showed that over 92% of students’ reported consistently positive motivational and behavioral effects associated with reinforcement practices (M > 4.90 across items). Teachers’ strongly endorsed reinforcement effectiveness (100% agreement), though 74% reported irregular implementation and 90% indicated insufficient formal training. Based on these findings, the study proposes an evidence-informed Regular Positive Reinforcement Model (RPRM) to support the systematic and sustainable implementation of classroom practices.
Conclusion: The findings highlight the importance of structured reinforcement practices and targeted professional development for fostering inclusive and motivating primary school learning environments.
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1. INTRODUCTION

Human behavior develops through interactions with the environment and the fulfillment of personal needs. When a response is followed by a pleasant consequence, that behavior is more likely to reappear, a concept first proposed in Thorndike’s Law of Effect (Thorndike, 1911). Later, B. F. Skinner (1938, 1953) expanded this principle within his theory of operant conditioning, describing positive reinforcement as a process that strengthens behavior through rewarding outcomes. 
This principle suggests that individuals often engage in certain behavior because they value the rewards associated with those actions (Skinner, 1953). According to Manzoor et al. (2015), reinforcement is defined as an influence on behavior. When pupils maintain active engagement in classroom activities such as paying attention, participating in assigned tasks, and submitting assignments on time, they demonstrate behaviors that reinforcement strategies aim to sustain (Amerstorfer & Von Münster-Kistner, 2021). In educational contexts, positive reinforcement has long been recognised as a practical strategy for improving student conduct and academic performance (Kelly & Pohl, 2018). When teachers’ reward desirable actions such as completing assignments or showing respect, students’ begin to associate learning with positive emotions and self-worth (Xu et al., 2025). This approach aligns with the idea that motivation is not only driven by punishment or correction but by encouragement, recognition, and supportive feedback (Brophy, 1981; Cameron & Pierce, 1994).
Educators can assist students’ in cultivating a sense of significance and belonging, hence enhancing their participation in the learning process and classroom activities (Wang & Eccles, 2012). Methods for effectively engaging pupils and transforming them into autonomous learners may differ. Nevertheless, understanding reward processes is one of the strategies to enhance engagement (Bardach & Murayama, 2024). Similarity, exclusion, and reward are likely to forecast behavior in educational environments. Should a pupil thrive in an exclusive setting, the probability of that student becoming engaged may rise. Positive reinforcement was developed by a behavioral psychologist (Skinner, 1953). 
The focus on 'positive behavior reinforcement' as a method for establishing behavioral standards among younger learners has increased in recent years (Hardy & McLeod, 2020). However, despite numerous studies validating the efficacy of positive reinforcement in academic settings, effectively managing behavior in the classroom remains challenging (Adibsereshki et al., 2014). The successful implementation of positive reinforcement in the classroom will significantly enhance the management of students' behavior. Positive reinforcement entails implementing a reward system can indeed be challenging. 
Similarly, the student should be deprived of the reward immediately after performing undesirable behaviors. This will help the student learn which behavior is expected and which is unexpected. Thus, this can bring good habits or desirable behavior to influence the student (Jayanti, 2023).
Positive reinforcement is important in shaping student behavior and attitude towards learning (Macalisang & Bonghawan, 2024). Despite the teacher’s best efforts, many children exhibit low performance in academic tasks, do not regularly complete their homework, and display negative behavior in the classroom (Khanum et al., 2025).
Positive reinforcement in the classroom can take various forms, including verbal praise, tangible rewards, privileges, or symbolic incentives. Its use is still relatively sparse and selective in many primary schools in Bangladesh. Educators frequently use punishment or occasional rewards in place of systematic reinforcement procedures, resulting in inconsistent behavior regulation (Clark et al., 2023). Research from Europe found that systematic reinforcement programs increase students’ engagement and involvement (Hattie & Timperley, 2007; Watling & Schwartz, 2004), but support for these claims in Bangladesh is wanting.
Problems related to irregular homework submission, low concentration, and reduced class participation are still evident in Bangladesh, particularly at the primary level. It has often been reported by teachers’ that schools with limited resources, such as primary schools in the Noakhali district, face challenges in keeping students’ inspired and disciplined. Observations in this context reveal that although some positive reinforcement is applied, there are few such plans, and teachers’ are not adequately trained to provide it. This gap has underscored the importance of investigating the role of reinforcement in children's motivation, behavior, and academic performance.
Informed by behaviorist learning theory (Skinner, 1953), self-determination theory (Ryan & Deci, 2000), and constructivist perspectives (Vygotsky, 1978), this research examines the influence of social reinforcement on student motivation, behavior, and academic performance. Taken together, these models suggest that reinforcement has the potential to influence external action and internal motivation with high fidelity and saliency.
Positive reinforcement, grounded in behaviorism, has been widely recognized for its role in shaping student behavior, motivation, and academic outcomes. Rewards, such as praise or tangible incentives, increase the likelihood of desirable behaviors. Building on this, Self-Determination Theory suggests that external rewards can foster intrinsic motivation, while Constructivist Theory emphasizes the importance of active engagement and social interaction in the learning process (Yengkopiong, 2025). 
Despite extensive theoretical support for positive reinforcement, existing research often focuses either on student outcomes or teacher practices in isolation. Moreover, few studies integrate both perspectives within a single empirical framework, particularly in primary school settings in developing contexts. As a result, limited attention has been given to how students’ motivational experiences align with teachers’ reported use, beliefs, and professional preparation related to reinforcement (Asadpour et al., 2025). Addressing this gap is crucial for translating reinforcement theory into effective and sustainable classroom practice. This study addresses this need by examining both student and teacher perspectives on positive reinforcement and proposing a structured, practice-oriented framework grounded in empirical findings.

1.2 OBJECTIVES OF THE RESEARCH

This study examines students’ perceptions of positive reinforcement and its association with motivation, classroom behavior, and learning engagement, while also exploring teachers’ reported use, beliefs, and training needs related to reinforcement practices.
The study will seek to accomplish the following specific objectives:
· To explore children's experiences and the impact of positive reinforcement on their motivation, classroom behavior, and educational outcomes.
· To investigate teacher’s knowledge about the use of positive reinforcement strategies in educational practices and their opinions regarding their effectiveness.
· To identify key strategies for effective positive reinforcement practices in the school settings.

2. Literature review

Positive reinforcement has been accepted as an effective classroom organization and motivation technique, especially at the primary level of education. In terms of operant conditioning (Skinner, 1953), positive reinforcement occurs when a rewarding stimulus is delivered following a desirable behavior, resulting in an increased likelihood of that behavior occurring again. Unlike punitive discipline, reinforcement seeks to increase appropriate behavior rather than decrease inappropriate behavior. Empirical evidence indicates that when teachers’ recognize student’s positive behaviors through praise, incentives, or rewards, student’s engagement levels and academic achievements increase (Brophy, 1981; Cameron & Pierce, 1994; Hattie & Timperley, 2007).
For example, in early education, verbal praise, tokens, certificates, and classroom privileges have been demonstrated to increase motivation and self-esteem (Maag, 2001; Watling & Schwartz, 2004). Positive feedback also nurtures children’s sense of belonging and participation (Wang & Eccles, 2012). Such tactics are even more successful when used continuously and participating with positive feedback, allowing students’ to implement positive learning habits (Otero & Haut, 2016).
The effectiveness of reinforcement is understandable from several different theoretical viewpoints. Reinforcement, from a behavioral perspective, can be defined directly in terms of its effects on observable behavior through environmental contingencies (Skinner, 1953). Self-determination theory (Ryan & Deci, 2000) extends this concept to demonstrate how external rewards, when provided fairly and meaningfully, can ultimately lead to the development of intrinsic motivation. On the other hand, constructivist theories (Piaget, 1977; Vygotsky, 1978), for example, consider that reinforcement promotes active participation on behalf of learners and stimulates exploration and social collaboration that provides deeper understanding. Social learning theory (Ferster, 1961; Bandura, 1991; Schunk, 2012) also posits that students’ will model their behavior after the behavior of peers who are positively reinforced, and this eventually could help to spread desired behaviors throughout a classroom.
These theoretical claims are supported by an increasing amount of empirical evidence from various research settings. Bernier et al. (2012) found that the use of positive reinforcement decreases classroom disruption and enhances cooperation. Zimmerman et al. (2022) showed that regular reinforcement programmes enhanced task performance and responsibility among students’. Besides, Ismail (2023) and Hattie and Timperley (2007) have verified that immediate feedback, whether verbal or concrete psychomotor, enhances learners' motivation while improving attention during learning. Overall, these results indicate that reinforcement is an effective tool when used purposefully and consistently to create a supportive context for cognitive and behavioral growth.
There is scarce research on the systematic use of positive reinforcement in Bangladeshi primary schools, despite its various advantages internationally. Classroom procedures are often traditional in nature, using verbal correction but not methodical behavior modifications (Hasanah et al., 2024). This gap underscores the importance of contextual evidence on interventions designed to enhance the motivation, discipline, and academic performance of Bangladeshi students’ through reinforcement strategies.
[bookmark: _GoBack]Overall, prior studies consistently demonstrate that positive reinforcement can enhance motivation and behavior; however, findings also suggest that its effectiveness depends on contextual factors such as consistency, teacher expertise, and classroom climate (Fatima et al., 2023). Importantly, the literature reveals a lack of empirically grounded models that connect reinforcement theory with everyday classroom practices, particularly in resource-constrained primary education settings (Bokhari et al., 2025). This gap underscores the need for research that integrates student experiences, teacher practices, and implementation-oriented frameworks, which the present study seeks to address.
Thus, in this paper, we attempt to use the behaviorist, motivational, constructivist, sociocultural, or social learning and cognitive learning theories as a lens through which to observe how rewards affect student engagement, involvement in classroom activities or tasks, classroom behavior, and academic engagement. The research is based in the Noakhali district and aims to provide action-oriented knowledge that can inform teaching practices as well as policy directions in behavior management at the primary school level.

3. methodology

3.1 RESEARCH DESIGN

The research design of this study employed a cross-sectional quantitative approach to examine the perceived association between positive reinforcement and academic performance. The quantitative method allowed the researcher to obtain quantifiable data, which indicates trends and associations of variables pertaining to the use of reinforcement practices (Lim, 2024).

3.2 PARTICIPANTS AND SAMPLING
This study was conducted at 30 primary schools in the Noakhali district, involving 300 grade V students’ and 50 teachers’ (see Table 1). Participants with in-class access to positive reinforcement activities were purposively sampled. Purposive sampling is advantageous to collect data as it requires fewer resources and time, as the sample has deep insight into the selected areas (Stratton, 2024).
In this way, both groups were able to share their insights regarding the role and impact of reinforcement in daily teaching and learning activities. The sample size, while small in numbers, was sufficient for a small-scale research project that sought to investigate everyday classroom-based interventions. 

Table 1. Participants and sampling (N=350)
	Sample group
	Male
	Female
	Total
	Sampling Technique

	students’
	150
	150
	300
	Purposive

	Teachers’
	20
	30
	50
	Purposive

	
	
	
	N= 350
	


Source: Researchers compilation

Participation was voluntary, and respondents represented a range of academic abilities and teaching experiences. To maintain representativeness, the student group included learners with varying performance levels, as assessed by teacher evaluations.

3.3 DATA ACQUISITION TOOLS AND TECHNIQUES

Two structured survey questionnaires were designed, one for students’ and one for teachers’, using a Likert scale, to gather data on motivation, classroom engagement, and perceptions of reinforcement (Jebb et al., 2021).
Student Questionnaire: Included 10 closed-ended items using a five-point Likert-type scale (Always, Most of the Time, Sometimes, Rarely, Never). Items measured emotional responses to praise, interest in homework, peer influence, and perceptions of reward effectiveness.
Teacher Questionnaire: Contained 7 closed-ended items with response options (Strongly Agree, Agree, Neutral, Disagree, Strongly Disagree). Items focused on the frequency and form of reinforcement strategies, teacher perceptions of effectiveness, and professional training needs.
Data collection was conducted from 15 June 2025 to 20 August 2025, after the institutional ethics committee gave the study its approval. Content validity was established through the examination of face and content validity by two senior educators, followed by a pilot test with five students’ and two teachers’ who were not part of the final sample (Slattery et al., 2011). Some minor modifications were made in the wording to offer a clear and age-appropriate language. To estimate the internal consistency reliability of the student and teacher forms, we calculated Cronbach’s alpha; the results indicated strong reliabilities for both the student (α = .727) and teacher (α = .731) questionnaires (Weber et al., 2010).

3.4 DATA ANALYSIS

Data were analyzed using SPSS (Version 26). Descriptive statistics (means, standard deviations, and response frequencies) were used to summarize student and teacher perceptions. Internal consistency reliability was assessed using Cronbach’s alpha. Where group comparisons were conducted, the Mann–Whitney U test was applied due to the ordinal nature of Likert-type data and the modest sample size. The analysis was aligned directly with the stated research objectives to avoid unnecessary or redundant inferential procedures.


4. results and discussion

Quantitative data from 300 students’ and 50 teachers’ were coded and analyzed using SPSS version 26 (Arkkelin, 2014). Descriptive statistics (frequency, percentage, mean, standard deviation, skewness, and kurtosis) summarized overall trends of positive reinforcement in motivation, behavior, and reinforcement practices. The results are presented in two parts: findings from students’, followed by findings from teachers’.

4.1 DATA ANALYSIS AND FINDINGS FROM STUDENTS’

[bookmark: _Hlk212648740]To assess the internal consistency of the questionnaires, a reliability test was conducted using Cronbach’s Alpha in SPSS. All 10 Likert-scale items on the impact of positive reinforcement were included (see Table 2). The Cronbach’s Alpha (α) value of 0.727 suggested an adequate level of internal consistency of the items. According to George (2019), a Cronbach's Alpha coefficient of α > 0.7 indicates acceptable reliability and that the items measure the same latent construct. 

Table 2. Reliability test of the items 
	
	Case Processing Summary

	 
	
	N
	%

	Cases
	Valid
	300
	100.0

	
	Excludeda
	0
	0

	
	Total
	300
	100.0

	Cronbach's Alpha
	Cronbach's Alpha Based on Standardized Items
	N of Items

	0.727
	0.776
	10


Source: Data compilation 

Overall, the students’ responses demonstrated a consistently positive attitude toward reinforcement strategies. Table 3 presents the descriptive summary of students’ perceptions of positive reinforcement.

Table 3. Descriptive summary of student’s perceptions (N = 300) [N= Total number of samples]
	Item
	Statement (Simplified)
	Always (%)
	Most of the time (%)
	Sometimes (%)
	Rarely (%)
	Never (%)

	1
	Feels happy when the teacher praises them
	94.7
	5.3
	0
	0
	0

	2
	Feels proud when work is displayed on the honour board
	94
	6
	0
	0
	0

	3
	Motivated to complete homework when rewarded
	94.7
	5.3
	0
	0
	0

	4
	Encouraged to improve through teacher praise
	93
	7
	0
	0
	0

	5
	Happy to receive stickers or stars
	95.3
	4.7
	0
	0
	0

	6
	Feels more interested in studying after praise
	92.3
	7.7
	0
	0
	0

	7
	Motivated by the teachers’ verbal wishes
	93.7
	6.3
	0
	0
	0

	8
	Encouraged by simple affirmations (good job)
	92.3
	7.7
	0
	0
	0

	9
	Feels the classroom becomes more positive with rewards
	94.7
	5.3
	0
	0
	0

	10
	Believe rewards can reduce misbehavior
	92.3
	7.7
	0
	0
	0


Source: Data compilation

Descriptive results show that more than 94% of students’ “always” felt motivated, happy, or encouraged by positive reinforcement. No respondent indicated a negative reaction (see Table 3). 

Table 4. Student perceptions of positive reinforcement
	Items (Questions coded according to serial)
	Mean
	SD
	Min
	Max
	Skewness
	Kurtosis

	Q1
	4.947
	0.225
	4
	5
	-3.996
	14.06

	Q2
	4.94
	0.238
	4
	5
	-3.724
	11.949

	Q3
	4.947
	0.225
	4
	5
	-3.996
	14.06

	Q4
	4.93
	0.256
	4
	5
	-3.388
	9.539

	Q5
	4.953
	0.211
	4
	5
	-4.32
	16.776

	Q6
	4.923
	0.267
	4
	5
	-3.198
	8.284

	Q7
	4.937
	0.244
	4
	5
	-3.604
	11.061

	Q8
	4.923
	0.267
	4
	5
	-3.198
	8.284

	Q9
	4.947
	0.225
	4
	5
	-3.996
	14.06

	Q10
	4.923
	0.267
	4
	5
	-3.198
	8.284


Source: Data compilation

Across all items, mean scores exceeded 4.90, indicating that students’ frequently experienced positive reinforcement practices, such as praise, encouragement, and supportive feedback (see Table 4). The strong negative skewness and high kurtosis values indicate pronounced ceiling effects, suggesting that students’ overwhelmingly perceived reinforcement practices as positive and consistently applied.

Table 5. Group-level consistency in reinforcement experiences
	Gender
	N
	Mean
	SD

	Male
	150
	4.924
	0.165

	Female
	150
	4.95
	0.121


Source: Data compilation

Table 5 summarises the results of group comparison tests. Descriptive comparisons indicated minimal gender differences. 
Collectively, these results provide empirical support for the use of structured and consistent positive reinforcement as an effective pedagogical strategy for enhancing student motivation, behavior, and perceived academic engagement in primary school settings.

4.2 Data analysis and findings from the teacher

The Cronbach’s Alpha (α) value of 0.731 suggested a satisfactory level of internal consistency of the items (see Table 6). 

Table 6. Reliability test of the items 
	
	Case Processing Summary

	 
	
	N
	%

	Cases
	Valid
	50
	100.0

	
	Excludeda
	0
	.0

	
	Total
	50
	100.0

	Cronbach's Alpha
	Cronbach's Alpha Based on Standardized Items
	N of Items

	0.731
	0.749
	7


Source: Data compilation 

Teachers' responses provided insight into the classroom application and perceived challenges of reinforcement. The majority of teachers’ (60%) strongly agreed and (40%) agreed that praise and reinforcement can change behavior, yet 74% admitted using such techniques infrequently (see Table 7). 

Table 7. Summarizes descriptive findings from teachers’ (N=50)
	Item
	Statement (Simplified)
	Strongly Agree (%)
	Agree (%)
	Neutral (%)
	 Disagree (%)
	Strongly Disagree (%)

	1
	Familiar with the concept of positive reinforcement
	38
	62
	0
	0
	0

	2
	Use reinforcement regularly 
	22
	74
	4
	0
	0

	3
	Believe praise changes behavior
	60
	40
	0
	0
	0

	4
	Use tangible rewards (stickers/stars)
	38
	54
	8
	0
	0

	5
	Perceive reinforcement as improving academic & discipline outcomes
	58
	42
	0
	0
	0

	6
	Not received enough training on reinforcement 
	26
	64
	8
	2
	0

	7
	Wish to receive future training
	68
	32
	0
	0
	0


Source: Data compilation


Table 8. Item-level descriptives
	Items (Questions coded according to serial)
	Mean
	SD
	Min
	Max
	Skewness
	Kurtosis
	Interpretive focus

	Q1
	4.38
	0.49
	4
	5
	0.51
	-1.81
	Knowledge/practice/training

	Q2
	4.18
	0.48
	3
	5
	0.49
	0.61
	Knowledge/practice/training

	Q3
	4.60
	0.49
	4
	5
	-0.42
	-1.90
	Knowledge/practice/training

	Q4
	4.30
	0.61
	3
	5
	-0.27
	-0.57
	Knowledge/practice/training

	Q5
	4.58
	0.50
	4
	5
	-0.33
	-1.97
	Knowledge/practice/training

	Q6
	4.14
	0.64
	2
	5
	-0.61
	1.62
	Knowledge/practice/training

	Q7
	4.68
	0.47
	4
	5
	-0.80
	-1.43
	Knowledge/practice/training


Source: Data compilation

To complement frequency patterns, item-level means, and dispersion were examined. Table 8 reports descriptive statistics for each teacher item. Mean scores were high across items (M = 4.14 to 4.68), indicating strong agreement overall. Items directly reflecting perceived effectiveness (e.g., praise changes behavior; reinforcement improves outcomes) showed particularly high means, whereas training-related perceptions (Q6) showed slightly lower means and greater spread, consistent with variability in professional preparation.

Table 9. Group comparison (gender)
	Gender (code)
	n
	Mean
	SD

	1
	28
	4.36
	0.37

	2
	22
	4.47
	0.28

	Test
	Statistic
	p-value
	Effect size (r=.19)

	Mann–Whitney U
	240.5
	0.186
	small


Source: Data compilation

To assess whether perceptions differed by gender, composite scores were compared using a Mann–Whitney U test (robust to non-normality). A Mann–Whitney U test indicated no statistically significant difference between male and female teachers’, U = 240.5, p = .186, r = .19 (see Table 9). This suggests that teachers’ endorsement of positive reinforcement and training needs were broadly consistent across groups in this sample.

5. Discussion

The purpose of this study was to examine how positive reinforcement influences primary school students’ motivation, classroom behavior, and perceived academic engagement, while also exploring teachers’ knowledge, use, and training needs related to reinforcement practices. Drawing on data from 300 students’ and 50 teachers’ in the Noakhali district, the findings provide converging evidence that positive reinforcement is both widely perceived as effective by students’ and strongly endorsed by teachers’, though its systematic implementation is constrained by limited professional training.

5.1 REINFORCEMENT AND STUDENT MOTIVATION

The findings demonstrate a remarkably strong pattern of positive responses regarding positive reinforcement and student motivation. Descriptive results showed that over 92% of students’ consistently reported feeling happy, proud, and motivated when receiving praise, rewards, or affirmations from their teacher. Mean scores across all motivation-related items exceeded 4.90 on a five-point scale, indicating that reinforcement was not merely appreciated but deeply internalized as a motivating classroom experience.
These results strongly align with behaviorist theory, particularly Skinner’s (1953) assertion that behaviors followed by positive consequences are more likely to recur. At the same time, the findings also resonate with Self-Determination Theory (Ryan & Deci, 2000), as frequent praise and encouragement likely satisfied students’ psychological needs for competence and relatedness, thereby strengthening motivation beyond short-term compliance. The consistently high motivation-related responses suggest that reinforcement practices in this context functioned as more than external rewards; they served as meaningful feedback that reinforced students’ sense of capability and belonging in the classroom.
The consistently high student ratings suggest that positive reinforcement was experienced not merely as an external reward, but as meaningful feedback that supported students’ emotional engagement with learning. This perception aligns with motivational theories emphasizing the role of competence and relatedness in sustaining engagement, particularly in early educational stages. When praise and encouragement are delivered regularly, they appear to reinforce students’ confidence and willingness to participate, thereby strengthening intrinsic motivational processes.

5.2 REINFORCEMENT AND BEHAVIORAL IMPROVEMENT

The study also provides strong evidence that positive reinforcement contributes to improved classroom behavior and engagement. Students’ overwhelmingly agreed that rewards reduced misbehavior and created a more positive classroom climate, with over 92% indicating that reinforcement encouraged appropriate behavior and cooperation. The high mean scores and limited response dispersion suggest that reinforcement was perceived as a reliable and effective behavior-regulation mechanism.
Beyond tangible rewards, the student responses suggest that reinforcement supported behavior and engagement through two complementary mechanisms: (i) instructional guidance (e.g., feedback, direction, and recognition linked to classroom tasks) and (ii) motivational, affective support (e.g., praise, encouragement, and a positive classroom climate). This interpretation is consistent with the uniformly high endorsement across items and the pronounced ceiling effects in the student data, indicating that reinforcement was perceived as consistently positive and regularly applied. From a constructivist perspective (Vygotsky, 1978), such reinforcement can help students’ internalize behavioral expectations by embedding norms within socially meaningful interactions, rather than relying on external control alone.
The findings further suggest that positive reinforcement supports a more constructive classroom climate by encouraging desirable behaviors and cooperation rather than relying on punitive control. The identification of both instructional and affective dimensions of reinforcement indicates that behavioral regulation is embedded within social and emotional classroom interactions. In this sense, reinforcement functions as a mechanism for affirming expected behaviors and promoting self-regulation, rather than enforcing compliance through external pressure.

5.3 REINFORCEMENT AND ACADEMIC EXCELLENCE

Although this study did not include objective achievement measures, students’ perceptions provide meaningful insight into the indirect relationship between positive reinforcement and academic excellence. More than 94% of students’ reported increased interest in studying, greater homework completion, and stronger classroom engagement when reinforcement was applied. These findings suggest that reinforcement may indirectly support academic outcomes by strengthening motivational and behavioral conditions that are widely recognized as precursors to academic success.
The pronounced ceiling effects observed across student responses indicate that reinforcement practices were consistently experienced as positive and supportive. While this limited variability restricts predictive modeling, it also suggests that reinforcement functioned as a stable instructional feature rather than an occasional intervention. In this sense, reinforcement appears to cultivate sustained engagement and persistence, which prior research identifies as key mediating mechanisms linking motivation to academic development (Hattie & Timperley, 2007). Accordingly, the present findings should be interpreted as evidence of perceived academic readiness and engagement rather than direct improvements in measurable academic performance.

5.4 TEACHERS’ KNOWLEDGE AND USE OF REINFORCEMENT

Teacher data offer critical insight into the implementation context of reinforcement practices. While 100% of teachers’ agreed that praise and reinforcement improve behavior and academic outcomes, their reported practices revealed notable inconsistencies. Although most teachers’ endorsed the reinforcement conceptually, 74% acknowledged that they did not use reinforcement regularly, and 90% reported insufficient formal training in reinforcement strategies.
Item-level descriptives further highlight this gap. While perceived effectiveness items showed high mean scores (e.g., M = 4.58 for reinforcement improving outcomes), training-related items showed lower means and greater dispersion (M = 4.14, SD = 0.64). This discrepancy suggests that reinforcement is often applied intuitively rather than systematically. Importantly, no significant gender differences were found in teachers’ composite scores, indicating that the training gap is structural rather than individual. These findings reinforce earlier claims (Watling & Schwartz, 2004) that reinforcement effectiveness depends not only on belief but on consistency, planning, and professional preparation.
While teachers’ overwhelmingly endorsed the effectiveness of positive reinforcement, the findings reveal a clear disparity between conceptual acceptance and systematic implementation. The high proportion of teachers’ reporting insufficient formal training suggests that reinforcement strategies are often applied intuitively rather than strategically. This gap highlights the need to move beyond individual teacher beliefs toward institutionalized professional development that supports consistent, informed, and sustainable reinforcement practices within primary school settings. 

5.5 THEORETICAL INTEGRATION

The findings of this study can be interpreted through an integrated theoretical lens combining behaviorist, motivational, and constructivist perspectives. From a behaviorist standpoint, students’ overwhelmingly positive responses to reinforcement practices support the view that behaviors followed by positive consequences are more likely to be repeated. However, the nature of students’ responses suggests that reinforcement functioned not merely as external control, but as meaningful feedback embedded within classroom interactions.
This interpretation is further supported by motivational theories, particularly Self-Determination Theory, which emphasizes the importance of competence and relatedness in sustaining engagement. The consistently high student ratings related to encouragement, recognition, and emotional support indicate that reinforcement practices may have satisfied these psychological needs, thereby strengthening students’ motivation to participate and persist in learning activities.
From a constructivist perspective, the affective and social features of reinforcement, as reflected in students’ reports, suggest that learning and behavior regulation occur within socially mediated classroom contexts. Students’ consistently described reinforcement as encouraging and emotionally supportive, and as associated with a more positive classroom environment, which can contribute to shared norms and a supportive learning climate. Taken together, these findings suggest that positive reinforcement is most effective when it operates simultaneously across instructional, motivational, and social dimensions.

5.6 IMPLICATIONS FOR PRACTICE AND THE REGULAR POSITIVE REINFORCEMENT MODEL (RPRM)

The findings of this study carry important implications for classroom practice and teacher development. While both students’ and teachers’ strongly endorsed the value of positive reinforcement, the teacher data revealed a notable gap between perceived effectiveness and formal training. This suggests that reinforcement practices, although widely used, may lack consistency and strategic planning across classrooms.
In response to this gap, the Regular Positive Reinforcement Model (RPRM) is proposed as an evidence-informed, practice-oriented framework designed to support systematic implementation of reinforcement strategies in primary school settings. The model emphasizes regularity, intentionality, and balance across verbal, symbolic, and social forms of reinforcement, drawing directly on the patterns observed in both student and teacher data.
It is important to note that the RPRM is not presented as a validated intervention model, but rather as a conceptual synthesis grounded in empirical findings. Its purpose is to translate reinforcement theory and classroom perceptions into a coherent framework that can guide teacher practice and professional development. By embedding reinforcement within everyday instructional routines, the model aims to support inclusive, motivating, and emotionally supportive learning environments.
At an institutional level, the findings underscore the need for targeted professional development initiatives that equip teachers’ with practical skills for consistently and effectively applying reinforcement. Such initiatives may enhance the sustainability of reinforcement practices and ensure that their motivational benefits are accessible to all students’.

6. REGULAR POSITIVE REINFORCEMENT MODEL (RPRM)
The Regular Positive Reinforcement Model (RPRM) is proposed as an evidence-informed, practice-oriented framework derived from the empirical findings of this study. Rather than representing a validated intervention, the model synthesizes student and teacher insights to illustrate how reinforcement can be implemented more systematically and sustainably in everyday classroom practice. The model provides an example of how reinforcement can be systematically applied to elementary classrooms in a manner intended to support student motivation, behavior, and achievement. The RPRM is not a locked-in formula, but rather a flexible format that classroom teachers’ can fit to their own situational contingencies.
The RPRM is based on four related components: (1) Recognition, (2) Response, (3) Reflection, and (4) Regularity. Each dimension is reflective of a theoretical key behavioral process identified in the present study and complemented within psychological theory.
The findings of this study provide empirical support for the components of the Regular Positive Reinforcement Model (RPRM). The Recognition component was supported by data showing that students’ responded positively to praise and rewards, which is consistent with Behaviorism’s principle that reinforcement strengthens desired behaviors. The Response component, which involves timely teacher feedback, was shown to enhance students' motivation, aligning with Self-Determination Theory (SDT) by fostering feelings of competence and autonomy. The Reflection component, where students’ were encouraged to reflect on their behavior and rewards, is conceptually aligned with intrinsic motivation, in line with Constructivist principles that emphasize active learning and self-regulation. Finally, the regularity of reinforcement was reflected in sustained student engagement and positive behavior patterns observed in the descriptive findings, indicating that consistency in reinforcement practices aligns with supportive classroom dynamics.
While these findings support the RPRM, further empirical validation is needed. Future studies could test the model in diverse educational settings and with larger, more varied samples to further assess its effectiveness and adaptability. Longitudinal studies could explore the long-term impact of the RPRM on academic engagement, while experimental designs could more rigorously isolate the effects of each component of the model.

6.1 RECOGNITION

Recognition is also the practice of singling out (informally or formally) examples of behavior, whether positive or negative, and acknowledging them in a formal or informal way. This dimension is in the tradition of Skinner's (1953) operant conditioning and reinforcement of behavior through proximate reactions. In the classroom, we can provide recognition of this kind as praise for effort (“Good job! ") to put best-practice or student work out in the public realm. Research results showed that recognized students’ were committed, involved, and confident.

6.2 RESPONSE

Response is the use of correct and immediate reinforcement by a teacher in response to a student's behavior. It incorporates the notion of feedback from Hattie and Timperley (2007), that good reinforcement must be focused, applicable, and timely. Building on SDT (Ryan & Deci, 2000), positive feedback also supports students’ feelings of competency and sense of control, helping to catalyze extrinsically motivated behavior into an internal locus of motivation. In reality, teachers’ reply consistently to attempts, provide some direction for improvement, and use praise as a command rather than a perfunctory recognition.

6.3 REFLECTION

Reflection is aimed at helping learners internalize reinforcement events. And when kids understand why they were rewarded or praised, they start to connect success with effort and perseverance instead of luck. This identification process aligns with constructivist learning principles (Vygotsky, 1978), whereby learners engage in interpreting experiences to develop their own constructions of knowledge and self-regulation. Teachers’ can prompt reflection with discussion, goal setting, or appreciation activities in class.

6.4 REGULARITY

Consistency makes it so that the reward is not something handled inconsistently, but becomes a permanent part of the classroom. This dimension is important since unreliable reinforcement can produce confusion and interfere with behavioral conditioning. The teacher data of the study showed that school-to-school variability is largely due to non-planning and training. Thus, the model focuses on "planned scheduling," which involves weekly reinforcement setting, reward recording, and outcome review. Consistency adds to the stability, predictability, and justice that learners trust learning invites.

6.5 AN OVERVIEW OF THE RPRM FRAMEWORK

Taken together, these four elements (Recognition, Response, Reflection, and Regularity) form a mutually reinforcing loop of extrinsic and intrinsic motivation. Recognition disperses positive emotion; response gives direction; reflection adds understanding; and routine progresses.
This circular model promotes the growth of responsible, self-motivated learners, as illustrated in Fig. 1.
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Fig. 1 Regular Positive Reinforcement Model (RPRM) (Source: Author’s own creation)

6.6 IMPLICATIONS OF THE MODEL

The RPRM adds to the literature on classroom management by suggesting a highly structured yet flexible method for reinforcement. It is calling on teachers’ to go beyond sporadic praise to intentional, reflective, sustained reinforcement. The model also emphasizes the importance of institutional support (i.e., in terms of professional development, monitoring, and sharing best practices) to achieve consistency across classes. It is clear from this study that the consistent and meaningful use of reward positively affects motivation, behavior, as well as the overall emotional climate in the classroom.
The RPRM therefore provides a culturally appropriate model of primary education in Bangladesh, enabling psychological theory to be integrated into practical classroom strategies that promote lasting motivation and positive behavior among school children.

7. CONCLUSION

This study examined how positive reinforcement is perceived by primary school students’ and teachers’, focusing on its association with student motivation, classroom behavior, and learning engagement, as well as teachers’ reported use, beliefs, and professional preparation related to reinforcement practices. Drawing on survey data from 300 students’ and 50 teachers’ in Bangladesh, the findings provide a nuanced understanding of how reinforcement operates within everyday classroom contexts.
The results indicate that students’ consistently perceived positive reinforcement, such as praise, encouragement, and symbolic rewards, as supportive of their motivation, emotional engagement, and participation in classroom activities. Rather than functioning solely as external incentives, reinforcement practices were experienced as meaningful feedback embedded within social and instructional interactions. These perceptions highlight the role of reinforcement in fostering conditions conducive to learning engagement and positive classroom climates, which are widely recognized as important precursors to academic development.
Teacher findings complement these insights by revealing strong conceptual endorsement of positive reinforcement alongside notable gaps in formal training and systematic implementation. While teachers’ overwhelmingly recognized the value of reinforcement for supporting behavior and learning, many reported relying on intuitive practices rather than structured strategies. This discrepancy underscores the importance of targeted professional development and institutional support to ensure that reinforcement practices are applied consistently and effectively across classrooms.
Based on the integration of student and teacher perspectives, this study proposed the Regular Positive Reinforcement Model (RPRM) as an evidence-informed, practice-oriented framework intended to support systematic reinforcement in primary education. The model is not presented as a validated intervention but as a conceptual synthesis grounded in empirical findings, offering guidance for aligning reinforcement practices with motivational and instructional goals.

7.1 LIMITATIONS & FUTURE RESEARCH

Nevertheless, there are several limitations to acknowledge. First, the sample was small and limited to 30 primary schools, which might have implications for the generalizability of the outcomes. Second, there is a potential bias because of the lack of a control group and the use of self-reported data. The outcomes outlined above should be further examined across larger and more diverse samples in future research using longitudinal or experimental designs to analyze the sustainable impacts of the behavior and academic outcomes. Furthermore, the qualitative methods, such as interviews and observations within the classroom, may result in a more nuanced understanding of the way the reinforcement is linked to the students’ emotions and relationships. 
Nonetheless, despite these limitations, the present results contribute to the body of work associated with the effect of positive reinforcement on primary education in Bangladesh. These highlight the importance of well-defined and evidence-based teacher education and support programs in establishing effective organizational conduct management
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