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ABSTRACT

Investigating the Role of Emotional Competencies in Initial Teacher Education
Roisin P. Corcoran

There has been a growing interest in the concept of emotional intelligence (EI) since it
was first identified by Mayer and Salovey in 1990. Some authors have associated
success in a range of careers with a high level of emotional intelligence. Although it is
often assumed in the literature that high EI is an attribute that one would expect of
teachers, there is little evidence in relation to the role of EI in teaching and teacher
education. Since EI is conceptualised as an “intelligence” it is generally thought that it
is in some way innate rather than learned, and, as such, cannot be increased in a person
through teaching. At the same time, one of the central presumptions of teacher
education is that people can learn relationship skills.

This research aims to investigate the role of emotional competencies in initial teacher
education (ITE). In particular the research aims to (a) investigate student teachers’ level
of emotional intelligence (as measured on the Mayer-Salovey-Caruso Emotional
Intelligence Test Version 2.0 [MSCEIT V2.0] triangulated with qualitative interviews),
(b) develop, implement and evaluate an action research project involving emotional
intelligence within initial teacher education and (c) determine whether an emotional
competencies workshop series can give rise to a significant increase in student teachers’
level of emotional intelligence. An experimental research design was adopted, with 60
students being given an emotional intelligence test (the MSCEIT V2.0), before being
assigned to either an experimental group (which undertook the emotional competencies
workshop series) or a control group (which received their normal classes). At the end of
the period, the students were re-tested and interviewed. In the later phase of the work,
students were interviewed again after undertaking teaching practice to identify if their
increased awareness of the skills of emotional intelligence had impacted upon their
teaching. At this time the MSCEIT was also administered to another group of
undergraduate students (control group 2) and a group of graduate diploma students
(control group 3). This provided MSCEIT (emotional intelligence) scores for 356
student teachers in total. The data suggest that — perhaps surprisingly — preservice
student teachers typically have a level of emotional intelligence significantly below the
average for the wider population and that this holds true irrespective of the level at
which they are studying (undergraduate or graduate level) and of the mode of entry to
teacher education (by academic grades alone or by grades combined with an interview).
The data do show differences between male and female student teachers and teachers of
different subjects; however, these differences notwithstanding, the average EI score
across all groups was below the average for all subject areas taught and for both male
and female student teachers. The quantitative results suggest that the emotional
competencies workshop series had little impact, but closer analysis showed that it had a
marked impact in some areas, while the qualitative data highlight an awareness among
students of EI skills and their utility to teachers that was not detectable using the
MSCEIT. The qualitative data also highlight the extent to which the understandings
and skills developed in the workshop series did not “wash out” when student teachers
entered the classroom but instead show that they were able to bring a more sophisticated
set of emotional intelligence understandings and skills to their practice when compared
to those who did not take the workshop series. The data presented here highlight the
need for initial teacher education programmes to address emotional intelligence issues
directly in order to ensure beginning teachers develop this valuable skill set.
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CHAPTER 1 INTRODUCTION

My indifference to education would not be without consequence. At fifteen I
had to sit my Intermediate Certificate exam. If I failed, school was over, my
only prospect a dead-end job or the dole. If I passed my Inter Cert, a feat I still
vaguely thought was possible, then I could proceed to take my Leaving Cert,
which was the accepted route to a good job . . . This was a hard school, my real
education, and the lessons learned about sporting warfare would serve me well.
I did fail my Inter Cert exam. It hurt. (Keane and Dunphy, 2003: 50)
The construct of emotional intelligence (EI) has gained increasing popularity over the
last 10 years and now has a relatively large academic and popular associated literature.
One might expect an equally strong focus on emotion or EI in relation to contemporary
movements in education studies because it makes intuitive sense that an ability to
recognise and manage emotion in oneself and others is an important skill for teachers.
Unfortunately, this is not the case to date. Few studies have explored the construct
within the context of education. As Rosiek has noted:
Human experience is an emotional affair . . . It is distressing, therefore, that we
find ourselves in a moment when the public discourse about education is so
exclusively focused on measurable cognitive outcomes of teaching. (Rosiek,
2003: 399)
This is not to suggest that there is no focus on emotion in education. Indeed, recent
years have seen an increased focus on caring teachers (Gay, 2000; Noddings, 1992),
passionate teachers and emotionally intelligent teachers (Goleman, 1996). Yet, as
Hargreaves has pointed out, “writers in these traditions tend to advance a view of
teachers’ emotions and emotionality that is broadly personal and psychological — indeed
sometimes Pollyanna-like” (2002: 5). While emotion, and perhaps to a lesser extent EI,
is beginning to be discussed within the education literature, it is sometimes treated
uncritically. There is an emphasis on the positive benefits of EI and few critical voices.

As a result there are several questions that need to be answered if this construct is to be

considered useful and meaningful within education. For example, how should EI be
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conceptualised? To what extent can it be learned? How can it be measured and

assessed? These are just some of the questions this research aims to address.

This study sets out to identify the level of emotional competence of a group of student
teachers as measured by the Mayer-Salovey-Caruso Emotional Intelligence Test
(MSCEIT; Mayer et al., 2002a). It also seeks to identify if a workshop series, aimed at
increasing their levels of emotional intelligence, would have any impact upon their

skills level.

This introductory chapter briefly identifies some of the gaps in the literature which this
research aims to address. The concept and measures of EI will also be introduced. In
setting the context for this research, a profile of the university where the research is
located will be provided. I will then highlight the significance of the current research.

Finally I will conclude by outlining the content and organisation of the thesis.

Models and Measures of EI

The three main models of EI can be organised under two different theoretical
frameworks. EI is either conceptualised as intelligence — a restricted set of mental
abilities involving the processing of emotional information (Mayer and Salovey, 1997,
Salovey and Mayer, 1990) — or as a broad range of personality traits, skills and abilities
(Bar-On, 1997b; Goleman, 1995). Each of these models will be discussed in Chapter 2.
However, this research uses Mayer and Salovey’s model of EI which characterises the
construct as a form of intelligence. They suggest that emotional intelligence
encompasses a set of competencies related to the processing of emotional information,
specifically, being able to: (1) perceive, appraise and express emotions accurately; (2)

2



use emotional information; (3) understand emotions; and (4) regulate and manage
emotions. The Mayer-Salovey-Caruso Emotional Intelligence Test (MSCEIT) is used
to test their construct of emotional intelligence (Mayer et al., 2002b). It is an ability
tool designed to measure the four branches of their model: Perceiving emotions, Using

emotions, Understanding emotions and Managing emotions.

The University Involved in this Research

The University of Limerick (UL), which is the university where this research was
located, was established in 1972 as the National Institute for Higher Education and
classified as the University of Limerick in 1989. UL describes itself as a young,
energetic and enterprising university with a proud record of innovation in education and
excellence in research scholarship. Its mission is to promote and advance learning and
knowledge through teaching, research and scholarship in an environment which
encourages innovation and upholds the principles of free enquiry and expression (UL,
2008). The university offers a range of programmes in the disciplines of Arts,
Humanities and Social Sciences, Business, Education and Health Sciences, Science and
Engineering. It is also an internationally recognised research institute. One of its key
research strengths lies in the area of Humanities and Social Sciences, which is where
this research is located. All of the university’s key research indicators are showing
strong growth, with increases in research applications, research income, postgraduate
numbers and commercialisation activities complementing the strong gains in research

outputs.



Significance of the Current Research

It is evident that there is a growing literature on emotion in teaching which highlights
the intensely emotional nature of the experiences of beginning and preservice teachers.
However, one limitation of such studies is that much of the existing research in the area
is qualitative and descriptive. This makes obvious sense, given that meaning is central
to the experience of emotion (Denzin, 1984). Recognising the dominance of qualitative
approaches, Sutton and Wheatley (2003) conclude that multiple measures research —
including quantitative measures — is needed to gain a more complete picture of teachers’
emotions. This research provides an insight into the role of emotional competencies in
initial teacher education by combining quantitative with qualitative data within the
study. The quantitative element of the study is based on the use of the Mayer-Salovey-
Caruso Emotional Intelligence Test (MSCEIT). This element highlights that initial
teacher education students in this research show levels of emotional intelligence
significantly below the international average figure of 100. The lower than average
levels of emotional intelligence are found in students in this study irrespective of
whether they are on a graduate or undergraduate course, irrespective of mode of entry
onto the course, irrespective of gender, and largely irrespective of the subjects they are
to be qualified in teaching. This is an important if disquieting finding, in that it
highlights that while teaching and learning are intensely emotional experiences, students
in initial teacher education may not have the emotional intelligence skills to enable them
to deal effectively with these emotions. Using the MSCEIT, this research involves what
is probably the largest ever study on emotional intelligence in students in initial teacher
education and the study will provide foundational data upon which future scholars can
build. This research also explores whether or not student teachers’ emotional
intelligence can be increased through a short emotional competencies workshop series
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integrated into their initial teacher education programme. The quantitative results
suggest that the emotional competencies workshop series had little impact, but closer
analysis showed that it had a marked impact in some areas, while the qualitative data
highlight an awareness among students of EI skills and their utility to teachers that was
not detectable using the MSCEIT. This increase, which was not picked up by the
MSCEIT quantitative test, highlights the ways in which the quantitative measures may
not be sensitive enough to actually track the development of emotional intelligence in
student teachers. These findings are important in that they highlight the value of using
both quantitative and qualitative tools to assess the extent of EI skills development.
This too is a hugely valuable contribution to the existing knowledge base in the field.
The findings from this research also show that the workshop series appears to have had
real and lasting effects upon student teachers’ emotional intelligence skills and
understanding which they are able to bring to bear when they enter the classroom. This

is all the more remarkable given the short nature of the workshops offered.

Content and Organisation

This thesis looks at the role of emotional competencies in the context of initial teacher
education (ITE) in one Irish university. The thesis is set out in nine chapters. Chapter
1, the introductory chapter, begins by setting the context for the research by providing a
profile of the university where the research is located. This chapter also identifies the
significance of the current research and outlines the content and organisation of the

thesis.



In Chapter 2, the idea of “emotion” is explored, identifying the physical/behavioural
dimensions, the cognitive dimensions and the social/cultural dimensions of emotion.
Categorising it in this way allows for rigorous analysis of the construct. Also,
understanding emotion is central to understanding emotional intelligence which is

addressed in Chapter 3.

In Chapter 3, the relationship between emotion and cognition is explored further.
Influential perspectives on this relationship (such as Bloom’s/Krathwohl’s taxonomy on
the Affective Domain) are identified along with more current attempts to address this
relationship such as Multiple Intelligences Theory. This section then progresses by
addressing some of the ongoing tensions in the literature regarding theories and
measurement of intelligence. This is followed by a review of the existing literature on
the construct of emotional intelligence. In doing so, various noteworthy models of EI
and their measures are evaluated, while highlighting the strength of the Mayer and
Salovey (MSCEIT) model. Finally, an overview of the findings relating to MSCEIT’s
normative sample, and its association with other concepts and their measures, are

discussed.

In Chapter 4, the role of emotions in teaching and in becoming a teacher is explored,
highlighting the extent to which emotional intelligence is or should be a central issue for
teachers and for those in initial teacher education. This chapter shows that there are a
number of gaps in the literature on emotion and teacher education, gaps which can be

meaningfully addressed through such research.



Chapter 5 identifies the methodology used in the study. The chapter begins by
identifying the research questions and progresses with a discussion of epistemological
viewpoints and an evaluation of a mixed methods action research approach. This is
followed by what this means in terms of the research design and a discussion of how
such an approach is operationalised. Then the value of an experimental methodology,
based on a randomised controlled trial, along with the key elements which enable
experimental research to be carried out, is examined. This is followed by an evaluation
of the quantitative (psychometric properties of the MSCEIT) and qualitative aspects of
the research (semi-structured interviews). Chapter 5 is also concerned with mapping
out the context of the research. It describes the sample of participants involved in the
research and the methods of data collection and analysis used, before finally outlining

the ethical considerations which were taken into account.

Chapter 6 addresses the findings from the MSCEIT and consists of two sections.
Section 1 addresses the first research question which is what level of emotional
intelligence (as measured on the MSCEIT) do student teachers have? This section
presents the main findings originating from 356 initial teacher educations students’
scores on the MCSEIT. This section addresses whether emotional intelligence levels
differ between: different entry routes to teaching (undergraduate or graduate entry, for
example, entry by academic scores or through a process which involves some interview
element); males and females; and students of different college courses. Section 2
explores whether or not student teachers’ emotional intelligence can be increased
through a short workshop series integrated into their initial teacher education
programme. This section presents the main findings originating from 60 initial teacher

educations students’ scores on the MCSEIT, 30 of whom did participate in the



workshop series (the experimental group) compared to 30 who did not (control group

1).

Chapters 7 and 8 present the main qualitative findings of the study. Chapter 7 returns to
the question of whether the workshop series led to an increase in students’ level of
emotional intelligence. It highlights the extent to which the students who participated in
the workshops experienced an increase in their understanding and skill levels when
compared to those who did not participate in the workshops. It highlights the ways in
which the quantitative measures may not be sensitive enough to actually track the
development of emotional intelligence in student teachers, thus highlighting the value of
using both quantitative and qualitative tools to assess the extent of EI skills

development.

Chapter 8 explores the overall impact of the workshops on the students’ classroom
practices. It highlights the extent to which the understandings and skills developed in
the workshop series did not “wash out” when student teachers entered the classroom but
instead shows that they were able to bring a more sophisticated set of emotional
intelligence understandings and skills to their practice when compared to those who did

not take the workshop series.

Chapter 9 offers some conclusions to the thesis and highlights how the research
contributes to the existing knowledge base in the field. A bibliography and appendices

follow the nine chapters.



CHAPTER 2 UNDERSTANDING EMOTIONS

When I was twelve, 1 entered Mayfield Community School. My brother
Johnson had established a profile at the school. As a consequence I was behind
the eight ball from day one. First class teacher: “Name?” Me: “Keane. Roy
Keane.” Teacher: “Are you Johnson’s brother?” “Yes.” “Oh! Right.” His rather
grim expression didn’t require elaboration. I was a marked man, one to watch
out for . . . What I do recall is the palpable sense of pessimism and apathy
among the people Mayfield Community School purported to serve. This I
understood, if not through reasoning, then instinctively. (Keane and Dunphy,
2003: 6-8)
The question which is at the core of this research is: Is there emotion in education? Roy
Keane’s thoughts and experiences of education could be applied to this contentious
issue. As Hargreaves puts it, “emotions are an integral part of education . . . Teachers,
learners . . . worry, hope, enthuse, become bored, doubt, envy, brood, love, feel proud,
get anxious, are despondent, become frustrated” (2000: 812). Even though little actual
research has been conducted in the area, recent attempts have tried to remedy the
neglect of emotion in the fields of teaching and teacher development. Such work
focuses on the virtues of caring (Acker, 1992; Noddings, 1992), passionate (Fried,
1995), thoughtful (Clark, 1995), and tactful (van Manen, 1991) teaching. These
attempts do not, however, overcome the tangible tension in education concerning the
whole field of emotion in practice. Traditionally, detachment has been valued in
education. According to Hargreaves:
Teachers manufacture and mask their emotions too — when they enthuse about a
new initiative, are overjoyed with a student’s breakthrough, show patience with
a frustrating colleague, or are calm in the face of parental criticism. (2000: 814)
This masking of emotions often reflects a belief that emotions will somehow interfere
with a teacher’s ability to carry out his or her job. Consequently, teachers often blunt

their emotions in order to cope in a stressful environment. Despite this tension, EI, to

some extent, maps on to professionalism. According to Intrator (2006: 234):



Classrooms in particular, are awash in emotional energy and teachers must
employ a range of “emotional intelligences” that include discerning one’s
emotional makeup, reading emotional cues, responding to charged emotional
situations, monitoring our own fluid emotional cartography, and managing the
emotions of others.

Such skills are consistent with the range of emotional competencies thought to underpin

EI according to Mayer and Salovey’s model (Mayer and Salovey, 1997).

In this chapter the idea of “emotion” is explored, identifying the physical/behavioural
dimensions, the cognitive dimensions and the social/cultural dimensions of emotions.
Approaching the topic in this way will give an overall appreciation of some of the

various theories and ideas relating to emotion to date.

Section 1 Understanding Emotions

An article by Goleman (1995b) in the March 28 issue of The New York Times includes
two brain scan diagrams displaying sites of neurological activity associated with the
emotions happiness and sadness. The caption under the happiness label reads “Brain
scans show that a happy thought produces a lull in nerve activity in specific areas.”
Under “sadness” is the following: “A sad thought produces an increase in nerve activity
in different areas.” The article itself begins thus: “The essence of emotion . . . is hard
enough for a poet to capture, let alone a neuroscientist. Now brain researchers, in their
own fashion, have begun to do so” (Goleman, 1995b). Reports such as these tend to
reaffirm popular understandings of emotions as neurological activities in the brain that
work their way up and out through symbolic, linguistic, and social forms (White, 2000).
In this section, I will explore various definitions of emotion in an attempt to capture the
contemporary understanding of the concept, some of which will be elaborated upon
later in this chapter. I will then discuss the components model, which will describe the
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emotion process in detail. Finally emotion will be distinguished from other related
states such a motive or mood, rendering it a distinctly different and important topic for

exploration.

Defining Emotion

The idea that emotions are not purely natural or biological events, but are influenced
and shaped through social and cultural processes, has received considerable attention in
recent years (Campos et al., 1989; Frijda, 1986; Kitayama and Markus, 1994; Lutz,
1988; Ortony and Turner, 1990; Rosaldo, 1984). However, social and cultural
processes are often rendered peripheral to the scientific explanation which is evident in
Goleman’s (1995b) article in The New York Times. Even the Oxford English dictionary
omits social factors from its definition of emotion. It defines emotion as “any agitation
or disturbance of mind, feeling, passion; any vehement or excited mental state.” (cited
in Goleman, 1996: 289). Smith, Nolen-Hoeksema, Fredrickson, Loftus, Bem and
Maren — authors of the fourteenth edition of Atkinson and Hilgard’s Introduction to
Psychology — are some of the world’s leading psychologists. According to Smith ef al.,
“an emotion is a complex, multicomponent episode that creates a readiness to act”
(2003: 390). While this definition of emotion acknowledges the cognitive dimension, it
also implies a reference to environmental and social factors (which will be discussed

later in this section).

Charles Darwin (1872/1965) was perhaps the first to systematically identify and
categorise a comprehensive range of emotions. He identified over 30 different
emotions, which he categorised into groups, clustering similar emotions together.

While his categorisation is still acknowledged by many contemporary writers in the
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field, not all agree on them. Several researchers have since proposed alternative
methods of classifying emotions, representing various approaches (for further
discussion see Thamm, 2006). However, this means arguments concerning, for
example, which of these are considered to be “primary” and “secondary” (Damasio,
1996), or “coarser” and “subtler” (James, 1890/1952) emotions still continue. A recent
significant contribution to this debate is the discovery by Paul Ekman — who has
pioneered research in this area, which will be explored in greater detail later in the
chapter — that specific facial expressions of certain emotions — namely fear, anger,
sadness, and enjoyment — are recognised by people in cultures around the world.
Research also shows that autonomic — part of the nervous system responsible for control
of breathing, circulation, digestion and other bodily functions not consciously directed —
patterns such as heart rate are distinctly different for surprise, disgust, sadness, anger,

fear and happiness (Keltner and Ekman, 2000; Smith ez al., 2003).

The Components Model

Figure 2.1 Schematic diagram of the emotion process

Emotional responses:

Person 2) Subjective experience

erson- 3) Thought-action
eIlVlI.'Onl'lillf.fnt 1) Cognitive tendencies EJ\ 6) Responses
relationship appraisal 4) Internal bodily changes —v| to emotion

5) Facial expression

Source: Smith, E., Nolen-Hoeksema, S., Fredrickson, B. and Loftus, G., eds. (2003)
Atkinson & Hilgard’s Introduction to psychology, fourteenth ed., Belmont, USA:
Wadsworth.
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According to Smith ef al. (2003: 390) the emotion process, or episode, consists of at
least six components as outlined in Figure 2.1. These components include the initial
cognitive appraisal; this is “a person’s assessment of the personal meaning of his or her
current circumstances” (Smith et al., 2003: 390). This can then elicit a number of
emotional responses. Such responses include: the subjective experience of the emotion;
thought-action tendencies; internal bodily changes; and facial expressions. A subjective
experience is the affective state, or feeling tone, that colours private experiences.
Thought-action tendencies include urges to think, or act, in particular ways. They are
not thoughts or actions per se; they merely describe people’s ideas about possible
courses of action. Internal bodily changes are psychological responses, particularly
those involving the autonomic nervous system, such as changes in heart rate and sweat
gland activity. Facial expressions are muscle contractions that move facial landmarks —
like cheeks, lips, noses and brows — into particular configurations. The final component
is responses to emotion; this refers to how the individual copes with, or reacts to, their
own emotion or the situation that triggered the process. The model also includes the
person-environment relationship. “This refers to the objective situation in which the
person finds herself” (Smith ez al., 2003: 392). The person-environment relationship is
not viewed as one of the components because it does not always necessarily trigger an
emotion. The individual must interpret the circumstance as relevant to his or her own
personal goals, or well-being, in order to elicit an emotion. This interpretation process,
which is cognitive appraisal, can depend on a number of factors such as cultural and

social factors.

To develop a deeper understanding about emotion, Smith et al. have distinguished

emotions from other related states such as motives and moods. From the components
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model, emotions are often triggered by external circumstances, or from the outside, and
emotional reactions are directed towards these circumstances. According to Smith et al.
motives, in contrast, are activated by internal circumstances, or from within such as a
homeostatic' (Soanes and Stevenson, 2006) imbalance, and are naturally directed
toward particular objects in the environment (such as food, water). Another distinction
between emotions and motives outlined is that motives are elicited by a specific need,
whereas emotions are elicited by a wide variety of stimuli (think of all things that make
a person angry) (Smith et al., 2003: 389). Smith et al. present a strong argument in
terms of the differences in their source, subjective experiences, and effects on behaviour

which in some respects merit their distinction.

Emotions are also viewed as separate from moods. Emotions typically have clear
causes, while according to Russell and Feldman Barrett (1999) moods are free-floating
and diffuse active states (cited in Smith ez al., 2003: 391). For unknown reasons you
feel irritable one day and cheerful the next. Another distinction between moods and
emotions is that emotions are sometimes viewed as being particularly brief, lasting only
seconds or minutes; whereas moods may last a lot longer, perhaps hours if not days
(Smith et al., 2003), and are less related to specific stimuli (Frijda, 1993; cited in
Oplatka, 2009). It would be rare to be in the full heat of anger all day; it is not that rare
to be in a grumpy irritable mood, in which shorter bouts of anger are easily triggered.
Finally, emotions are often viewed as fitting into discrete categories like fear, anger,
joy, and so on; moods are often conceptualised as varying along the dimensions of

pleasantness and arousal level (Russell and Feldman Barrett, 1999; cited in Smith ef al.,

' Homeostasis is “the maintenance of a stable equilibrium, especially through physiological processes”
(Soanes and Stevenson, 2006: 681).
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2003). However, this difference is still the cause of much debate. Throughout this
section I have endeavoured to briefly engage in this debate and as a result have
developed, over a series of arguments, a more rounded definition of emotion. These
arguments, some of which have perhaps an overly cognitive focus and others which
combine cognitive, social and cultural factors, will be discussed again later in the
chapter. Finally, I have used the components model to help describe the emotion
process in detail. However, another way of looking at this is through the lens of
biological, cognitive and social factors (elements of which underlie the components

model). The next three sections will focus on each of these.

Section 2 Physical/Behavioural Dimensions

In this section, I will look at the physical/behavioural dimension of emotion focusing on
influential theories such as the Two-Factor Theory (Schachter and Singer, 1962; cited in
Smith et al., 2003) and the James-Lange Theory (James, 1952). While both of these
models preceded the components model, they contributed significantly to the debate
about the various components. Finally, I will focus on patterns of arousal associated
with different emotions, which will also be used to distinguish positive and negative

emotions.

Two-Factor Theory

The importance of the cognitive component in the components model was highlighted
in Schachter and Singer’s (1962) influential Two-Factor Theory (Figure 2.2; cited in
Smith et al., 2003) which proposed that emotions arose from, in the first instance, a

“physical” response.
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Figure 2.2 Two-Factor Theory

General Cognitive Subjective

Stimulus \ physiological ::> appraisal of :> experience of
arousal arousal the emotion

Source: Smith, E., Nolen-Hoeksema, S., Fredrickson, B. and Loftus, G., eds. (2003)
Atkinson & Hilgard’s Introduction to psychology, fourteenth ed., Belmont, USA:
Wadsworth.
According to this theory, “emotions were thought to result from the combination of two
factors — an initial state of unexplained arousal plus a cognitive explanation (or
appraisal) for that arousal” (cited in Smith et al., 2003: 392). Although the experiment
used to test this theory has proved difficult to replicate, which raises questions as to its
reliability, others researchers such as Zillman and Bryant (1974) have found support for
a more limited effect known as the misattribution of arousal.
This effect means that lingering physiological arousal — say, from running up
four flights of stairs — can be mistakenly attributed to subsequent circumstances
— like an ambiguous remark, “nice hair” — and intensify our emotional reactions
to those circumstances. (cited in Smith et al., 2003: 393)

This lingering arousal could, for example, also fuel anger; this effect has been replicated

in many studies.

James-Lange Theory

It is evident from such research that autonomic arousal, which denotes or relates to “the
part of the nervous system responsible for control of breathing, circulation, digestion,
and other bodily functions not consciously directed” (Soanes and Stevenson, 2006: 89),
contributes to the intensity of an emotion. However, the question remains whether it
differentiates between various emotions; that is, is there a specific pattern of

physiological activity for excitement, another for anger, and so on? William James —
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the author of the first psychology textbook published in 1890 — and Carl Lange — a
Danish physiologist — developed what is now known as the James-Lange Theory
(Figure 2.3).

Figure 2.3 James-Lange Theory

Physiological Subjective

Stimulus |:> arousal specific to an |:> experience of
emotion the emotion

Source: Smith, E., Nolen-Hoeksema, S., Fredrickson, B. and Loftus, G., eds. (2003)
Atkinson & Hilgard’s Introduction to psychology, fourteenth ed., Belmont, USA:
Wadsworth.

This theory states that autonomic arousal differentiates the emotions because the
perception of autonomic arousal (and perhaps of other bodily changes) constitutes the
experience of an emotion and because different emotions feel different, there must be a
distinct pattern of autonomic activity for each emotion. However, the theory came
under severe criticism, in particular the part dealing with autonomic arousal.
Psychologist Walter Cannon (1927) claimed that the pattern of autonomic arousal does
not seem to differ much from one emotional state to another. For example, anger makes
our heart beat faster, but so does the sight of a loved one (cited in Smith et al., 2003:
404). Most studies up until the 1990s showed little evidence for different patterns of
arousal being associated with different emotions. A study by Levenson, Ekman and
Friesen (1990) — leading researchers in the field — however, provided evidence that
different emotions and by implication different facial expressions are linked to
relatively distinct patterns of autonomic nervous system activity (cited in Keltner and
Ekman, 2000: 238). Results showed that anger, fear and sadness all produced greater

heart rate acceleration than disgust. Anger also produced greater finger temperature
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than fear (Keltner and Ekman, 2000: 242). So even though anger and the sight of a

loved one can make the heart beat faster, only anger can make it beat much faster.

Emotion theories such as this deal with the relationship between emotions and the
physical body; they involve the core idea that thought-action tendencies infuse both
mind and body. It has been argued that thought-action tendencies associated with
positive emotions are broader than and not as specific as those associated with negative
emotions (such as fear) and as a result produce fewer bodily changes. However,
positive emotions serve another purpose. For example, Fredrickson, Mancuso,
Branigan and Tugade (2000) have shown that positive emotions may prove useful in
helping people recover from any lingering arousal that follows negative emotions. This

is known as the undoing effect of positive emotions (cited in Smith et al., 2003: 402).

While detailed work in psychology and neuroanatomy has undoubtedly enriched our
understanding of emotions, some remain sceptical about the implied shift in conception
from emotion to the symptom of emotion. For example, what is it that causes a twitch
or a gesture (Solomon, 2000)? Such scepticism has led philosophers of a more
behaviourist nature such as Wittgenstein and Gilbert Ryle to believe that an emotion is
nothing more than its behavioural expression, not a single gesture, but an open-ended
sequence of action. “An emotion is not a ‘ghostly inner event,” according to Ryle, but a
‘multitrack disposition’ to behave in any number of recognizable ways” (cited in

Solomon, 2000: 11).

In this section, I have looked at a number of influential theories which have related to

the physical/behavioural dimensions of emotion. I have attempted to address some of
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the ongoing tensions in the literature on emotion, such as whether facial expressions and
autonomic physiology such as heart rate can be used to distinguish certain emotions.
Finally, T have discussed the difference between positive and negative emotions.
Section 3 will look at some of the literature relating to the cognitive dimension of

emotion or the so-called “hard-wired” approach.

Section 3 Cognition and Emotion

Some philosophers may criticise the “hard-wired” approach to understanding emotions
and may argue that Aristotle (who will be discussed again later) knew all about
emotion, even though he did not know anything about the brain. However, it cannot be
denied that advances in previously unknown or underdeveloped sciences have been
amongst the most radical factors to alter the history of philosophy and its concepts
(Solomon, 2000; White, 2000). In this section, I will discuss the biological basis of
unconscious appraisal. It is important to note that other literature relating to the area of
cognition and emotion will be addressed elsewhere. I will then explore the perennial
discussion about the relationship between reason and emotion. It is worthwhile
highlighting this debate because EI is, arguably, one way of reconceptualising the

relationship between them.

Up until this point, emotions, primarily those under conscious control, have been
discussed. However, some authors have argued that emotions can occur without any
preceding conscious thought (LeDoux, 1986; LeDoux and Phelps, 2000; 2008; Smith et
al., 2003; Zajonc, 1984). The subcortical areas of the brain, typically identified as core
limbic structures, include the amygdala: a gross anatomical structure in the “affective
brain” (Wager et al., 2008). The anatomical organisation of the amygdala is believed to
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consist of at least a dozen different nuclei, each having several subdivisions and their
own set of unique connections (see LeDoux and Phelps, 2008). The anatomical
organisation, size and localisation (particularly in neuroimaging studies) of these nuclei
have typically presented researchers with difficulties (Larsen et al., 2008; LeDoux and
Phelps, 2008). It was thought that the amygdala only received inputs from the cortex,
all of which involved conscious appraisal. However, more recent research (LeDoux and
Phelps, 2000; 2008) has shown a connection between sensory channels and the
amygdala — that does not go through the cortex — which may prove to be the biological
basis of unconscious appraisal. This would explain why we sometimes experience an
emotion before we know why: because the amygdala is capable of responding to
alarming situations before the cortex does. This also does much to explain how the

power of emotion can overwhelm rationality.

From the time of Aristotle, the ideal relationship between reason and emotion was often
characterised as one of master and slave, with the wisdom of reason holding the chains
of emotion (the irrational slave), which is chained partially because it is less valuable
than its master and partially because it is dangerous.
There is the inferior role of emotion — the idea that emotion is as such more
primitive, less intelligent, more bestial, less dependable and more dangerous
than reason, and thus needs to be controlled by reason (an argument that
Aristotle and other enlightened Athenians used to justify the political institutions
of slavery as well). (Solomon, 2000: 3)
Solomon (2000) points out that Western philosophy since the time of Aristotle has
championed the pursuit of reason and, as such, emotions have often been regarded as a
threat, something which causes us to “lose our reason”, as the popular phrase would

have it. Ledoux and Phelps (2000) revealed how the architecture of the brain allows the

amygdala to “hijack” the brain, thus explaining how emotions can at times overwhelm
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rationality. Nico H. Frijda (2000) — who has made a considerable contribution to the
psychology of emotions — draws this distinction also. However, he suggests that reason
is being used to denote several different things, for example the use of complex thought
processes such as logical inference as well as efforts to achieve optimal solutions.
According to Frijda, both of these have been regarded as opposed to emotion. He, like
Aristotle, acknowledges that emotion can be irrational in the sense of producing
suboptimal results: “Stage fright spoils performance, nervousness spoils precision of
movement” (2000: 71). However, he also points out that if the individual’s appraisals
are neglected, many emotions could be viewed as irrational. For example, stage fright
could also be explained as “a sensible escape impulse in view of the danger of ridicule”

(2000: 71).

In modern theory, over the last few decades, the notion that emotion does not employ
reasoning has been attenuated. Recent work on the biology of the brain has identified,
for example, that the human brain is not capable of making “rational” decisions without
reference to its emotional processes (Turner and Stets, 2005: 22). This point was also
highlighted earlier while discussing the role of cognition in emotional appraisals. For
instance, the interpretation process involves a certain amount of reasoning. Evidently
emotion has started to be legitimised within Western psychology as intrinsic to
rationality. However, many early theorists, such as Dumas (1948) and more recently
Zajonc (1980), suggest that not all cognitions that are relevant for well-being actually
elicit or modify emotions. For example, demonstrating to a person with a spider phobia

that spiders are harmless rarely helps (cited in Frijda, 2000: 70).
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In this section, I have looked at more recent neuroanatomy findings in relation to
emotion, namely the role the amygdala plays in unconscious appraisal. I then continued
to discuss the complex relationship between reason and emotion. In the next section,

the social/cultural dimensions of emotion will be discussed.

Section 4 Emotion and Social/Cultural Dimensions

Kitayama and Marcus, who have conducted highly influential research in the area of
culture and emotion, propose,
that the development and organisation of emotional processes and experience,
with all their biological underpinnings, is significantly influenced, sustained, or
modified by the systems of meaning in which the self, others, and other social
events or objects are made significant. The extent of this cultural influence may
be greater than previously assumed in psychology. (1994: 2)
In this section, I will look at the complex relationship between emotion and culture. I
will then address the issue of universality in emotion and make reference to research
which provides evidence for universality in facial expressions of emotion. From here I

will discuss cultural variation while also referring to “display rules”. Finally, I will

explore some of the research pertaining to gender and emotion.

Universality in Emotion
According to White (2000), most emotion theories articulate some kind of dual phase
model of emotion that begins with “primary” biological affects and then adds
“secondary” cultural or cognitive processes (see for example Schachter and Singer’s
Two-Factor Theory and the James-Lange Theory outlined earlier). Kitayama and
Markus also argue that all emotions are cultural to some degree:
It may be more accurate and more fruitful for social science research to
hypothesize that the commonality of emotional configuration reflects, at least in

part, the commonality of social and cultural processes in which the workings of

the psychological component processes are situated. (1994: 6)
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Much of this debate stems from the ongoing search for universals in emotion.
According to Ekman, “there is robust, consistent evidence of a universal facial
expression for anger, fear, enjoyment, sadness, and disgust” (1992a: 176). However, he
outlines that each basic emotion stands not for “a single affective state but a family of
related states” (1992a: 172) and also that “for each emotion more than one universal
expression has been identified” (1992a: 176). Ekman rejected the suggestion that the
boundaries between basic emotion families are fuzzy. In his view, “each emotion
family can be considered to constitute a theme and variations. The theme is composed
of the characteristic unique to that family” (1992b: 173). Ekman uses an example to
illustrate this idea: “In all members of the anger family the brows are lowered and
drawn together, the upper eyelid is raised and the muscle in the lips is tightened”
(1992a: 172). According to Ekman, whether or not people in different cultures express
emotion similarly in the face bears critically, although not definitively, upon the extent
to which emotions are innate, evolved, and culturally determined (cited in Keltner and
Ekman, 2000: 241). Other researchers agree with Ekman’s view. According to Frijda
(2000), one can make a strong case for universality or near-universality of major
emotion categories as defined by facial expressions. White (1994) states that the
comparative research on facial expressions has led to much enthusiasm for a
universalisable, scientific theory of emotion based on common biologically based
features of emotion. “It is testimony to the importance of this work that nearly all
subsequent comparative research on emotion has addressed or cited the Ekman findings
and their relevance for interpreting culturally variable emotions” (White, 1994: 222).
Numerous other studies have since been conducted that firmly establish the universality
in facial expressions of emotion. However, it is important to note that the universality

of facial expressions by no means implies universality in other components of emotion
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(see the components model outlined earlier in section 1). Facial expressions may be the
most universal facet of emotion, but other facets such as an individual’s descriptions of
their innate feelings of emotion may show more cultural variation (Keltner and Ekman,

2000: 242).

Cultural Variation

It is these dramatic claims about cultural variation or differences in emotional
expression and emotional behaviours which have received considerable attention in
recent years. According to Keltner and Bonanno (1997), in many cultures laughter is
pervasive at funerals. Among the Utku Eskimos of the Arctic, feelings of anger are
strongly condemned and never expressed in the face (Briggs, 1970), but among certain
Arab groups, a man’s failure to respond with anger is seen as dishonourable (Ellsworth,
1994). It was, however, Ekman’s study (1973) which showed cultural differences in the
control of facial expressions that has proved highly influential. In this study Japanese
participants, more than U.S. participants, masked negative emotional expressions in
response to watching an unpleasant film with a smile when an authority figure was
present. However, when watching such films alone both groups had shown nearly
identical facial expression (cited in Keltner and Ekman, 2000: 243). This study
highlighted the operation of different “display rules” (Ekman and Friesen, 1975) in
different cultures. Emotional display rules “vary across cultures and specify the types
of emotions people should express in certain situations and the behaviour appropriate
for particular emotions” (cited in Smith ef al., 2003: 406). Smith et al. explore possible
explanations for such cultural variations and focus on how “collectivism” and

“individualism” shape emotional experiences:
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Collectivism refers to cultures that emphasise the fundamental connectedness
and interdependence among people, and individualism refers to cultures that
emphasise the fundamental separateness and independence of individuals.
(2003: 412)
Kitayama and Markus also refer to these terms when distinguishing Asian or Eastern
cultures from Western cultures. Asian or Eastern cultures stress “interdependence”
among individuals and insist on the importance of tending to others’ needs or goals and
of making connections with others. Western cultures, however, stress “independence”
and the expression of one’s internal attributes such as rights, goals or needs (1994: 8).
Considering this distinction, which arguably comes close to stereotyping, they pose
particular questions using concrete examples such as: Is anger a central and natural
emotion in Western cultures because it is most closely associated with the blocking of
needs, goals and rights? Also is anger less common, less natural and less integrated into
the social life of the people of non-Western cultures? When discussing these issues,
Kitayama and Markus reiterate Ekman’s view,
when a claim is made that anger exists in both cultures A and B, there is no firm
reason to believe that the two forms of anger, as observed therein, are identical.
The claim should be construed more reasonably as a claim of family
resemblance rather than of exact identity. (1994: 6)
Psychologists such as Posner, Ledoux and Zajonc tend to agree that emotions are cross-
culturally similar in their early stages and become differentiated as they develop across
the time span of the emotional “event” (cited in Ellsworth, 1994: 46). In other words,
one is more likely to find universals during the first few moments of people’s response
to emotional stimuli. It is, however, the emotional stimulus situations chosen to elicit
similar or dissimilar emotional responses in members of different cultures which proves

troublesome. Such research would require collaboration among researchers of different

cultures and different disciplines.
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Gender and Emotion

Research on gender and emotion has received considerable attention in recent years.
Therefore, it is not surprising that gender differences are well documented since males
and females are often socialised to have different motives and goals — depending on
their ages, cultural backgrounds, and socialisation histories (Brody and Hall, 2000:
338). While many researchers in the field agree the culture of men is not identical to the
culture of women (Brody and Hall, 2000; Ellsworth, 1994; Smith et al., 2003), using
this classification — just like the characterisation of Japanese as collectivist and
Americans as individualist — can come perilously close to stereotyping. However, a
number of studies (see for example Briton and Hall, 1995; Fischer and Manstead,
2000) confirm that women are stereotyped as being the more emotional sex,
experiencing and expressing emotions more often. Anger and pride are exceptions, both
of which are held to be experienced and expressed more often by men (Smith et al.,
2003). So how do these stereotypes map onto reality? Before this question is
discussed, it should be noted that studies on gender differences should be looked at
cautiously for a number of reasons. Firstly, males and females may distort their reports
of emotional functioning in ways that conform to gender stereotypes. For example, men
might think, “I am a man, and men are not emotional, therefore I must not be
emotional” and women might think, “I am a woman, and woman are emotional,
therefore I must be emotional” (Smith et al., 2003). Barrett, Robin, Pietromonaco, and
Eyssell (1998) found that gender differences in reported experiences vanish when men
and women report how they feel in the moment (“how anxious do you feel right
now?”), as opposed to reporting from hindsight (“how anxious were you doing last
week’s exam?”), or at a global level (“how often do you feel sad or depressed?”’). This

is presumably because in the moment people are more focused on the specifics of their
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circumstances and feelings, and less on how those feelings conform to their gendered
beliefs about themselves (cited in Smith ef al., 2003). Secondly, researchers using
observations may themselves be biased (even unconsciously) to see their research
participants’ emotional behaviours in ways that conform to gender stereotypes (Brody
and Hall, 2000). Considering these cautions, each of the conclusions reported below are

based on a number of studies, using a variety of research methods and instruments.

In the U.S. and other “individualistic countries,” women were found to be more
intensely expressive of most positive and many negative emotions (as indicated by self-
report, writing samples, the content of verbalisations, observations of social
interactions, and facial expressions) than were men (Brody and Hall, 2000: 344).
Women were also thought to be more facially expressive of most emotion, with the
possible exception of anger. This was found to be true in a number of different studies
including one which used electromyographic measures of facial muscle activity
(Dimberg and Lundquist, 1990). Other studies which used judges’ ratings (Biehl et al.,
1997) and quantitative reviews (Hall, 1984) confirmed these findings also. However, a
number of studies (Coats and Feldman, 1996; Dimberg and Lundquist, 1990) indicated
that men convey anger more clearly in their facial expressions than women. Women
tend to be better than men at recognising and decoding affective expressions in others
from nonverbal face, body and voice cues again with the exception of anger. Females
were found to be relatively weaker at recognising and expressing facially, behaviourally
and vocally this emotion. Males have also been found to report more pride, contempt,
and loneliness than females; fewer intropunitive affects such as shame, embarrassment,
and anxiety; less fear and vulnerability (Brody, 1999); and less intense positive affects

(Allen and Haccoun, 1976; Brody, 1993). According to Fischer (2000) gender
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differences in specific emotions such as these are as a result of a gender hierarchy in
which women have relatively less power and status then men. Discussing this link
between power and emotion, he concludes that women as lower status express the
powerless emotions such as fear and anxiety (emotions that make one appear weak and
helpless), whereas men as higher status express the powerful emotions of pride, anger,
and contempt (emotions that work to maintain control and dominance) (cited in Smith et
al., 2003). However, it should be noted that the designation as to which emotions are
powerful is also cultural. According to Allen and Haccoun (1976), sadness, depression
and dysphoria are reported to be of longer duration and more intense by women.
Evidence suggests (Brody, 1997; Fischer and Manstead, 2000; Scherer, 1986) that men
tend to internalise (or to not express emotions outwardly) their feelings; they manifest
heightened physiological arousal along with no overt facial or verbal emotional
expressions, while women tend to generalise their emotional expressiveness across
physiological, facial, and verbal modalities. It is, however, important to note that such
gender differences in emotion are often situationally and culturally specific. Gender
differences are adaptive for the differing roles that males and females play in a
particular culture or specific situation.
Expressing different emotions is adaptive for the two sexes’ gender roles
(including caretaker vs. provider roles); the power and status imbalances
between men and women; the gender-role-related motives the two sexes may
have for intimacy versus control; and differing self-schemas, including
individualism versus interdependence. (cited in Brody and Hall, 2000: 344)
For example, the emotions that women display more than men, such as fear or
vulnerability, may be related to self-schemas based on interdependence or traditional
gender roles. The emotions that men display more than women, such as pride, contempt

and loneliness, may be related to self-schemas based on independence or individualism.

Even internalisation can be seen as adaptive for gender roles. It may enable males to for
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example maintain control. Women’s style of generalisation may mean boundaries
between themselves and others are more open. Smith et al. (2003) also refer to this
display of emotions as the medium through which men and women “do gender”; behave

in gender appropriate ways.

In this section, I have briefly looked at the ongoing tensions concerning emotion and
culture. Amidst these debates one aspect of emotion which can be agreed on is that
universality cannot be assumed (because of the variance between cultures and
experiences), yet neither can it be dismissed (due to common facial expressions and the
logic of the “human condition”). It is also evident that while universality in emotion
and cultural variation are complex issues, neither is mutually exclusive. Finally,
research would suggest that men and women differ in their emotional experience and
expression. According to Brody and Hall (2000: 344), “there are multiple, interrelated
factors that span cultural, biological, societal, interpersonal, and intrapersonal levels of

analysis . . . to explain these differences.”

Understanding Emotions, An Overview

Research on the meanings of emotion has typically viewed the “concepts” of emotion as
distinct from the study of emotional “experience” by conceptualising the former as ideas
about emotion and the latter as hard-wired, biological affects (White, 2000: 31). From
this perspective, according to White (2000), interpretive constructions get laid on top of
prior physiological processes such as feeling states or facial expressions, which may
themselves be a result of interpretations of the context/situation or may be as a result of
pre-cognitive arousal. Therefore, a number of researchers in the field (Brody and Hall,
2000; Frijda, 1986; 2000; Kitayama and Markus, 1994; Lutz, 1988; Ortony and Turner,
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1990; Smith et al., 2003) recommend an interdisciplinary approach when defining
emotion that encompasses at a minimum feeling states, cognitive processes, and
sociocultural context. The components model presented in section 1 provides a way of

seeing how these elements link together.

In this chapter the idea of “emotion” is explored, identifying the physical/behavioural
dimensions, the cognitive dimensions and the social/cultural dimensions of emotions.
Categorising it in this way allows for rigorous analysis of the construct. It is important
to note that there are areas in these sections where the literature is currently deficient
because research on emotions is still in its relatively early stages. Nevertheless, the core
issue which this research addresses is the relationship between emotion and education.
Also, understanding emotion is central to understanding emotional intelligence which

will be addressed in the next chapter.
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CHAPTER 3 UNDERSTANDING EMOTIONAL

INTELLIGENCE

Introduction

Although it has long been recognised that human capacities can be looked at as
comprising a range of elements (such as acting, thinking and feeling), it is also
recognised that traditional Western approaches to understanding intelligence, learning
and human capacity have tended to focus on the thinking (cognitive) domain while
neglecting other aspects of human capacity. According to Salovey et al. (2000)
emotion, in particular, has been regarded as an inferior, often disruptive element of
human nature. It was noted in Chapter 2 that Aristotle referred to the inferior role
emotion played in his “master slave” metaphor, demonstrating how emotion,
historically, has taken a back seat to cognition. This is also well illustrated in that
traditional intelligence tests, which focus on logical-mathematical and linguistic
capacities, have often been good at predicting a person’s success in school precisely
because school achievement has typically been measured in terms of precisely the same
set of capacities. According to Krathwohl et al. (1964: 8):

The majority of objectives at the college and secondary level fell into the

cognitive domain . . . We also found that most of our examinations for grading

and evaluation purposes emphasised the objectives in this domain.
There have, however, been some attempts to broaden the focus of human capacities in
education, including: work by the team that developed Bloom’s taxonomy of cognitive
educational objectives (Krathwohl er al., 1964); Sternberg’s Triarchic Theory of

Intelligence (1985; 1988); Howard Gardner’s work on multiple intelligences (1983;

1993); and work on developing measures of emotional intelligence.
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In this section the relationship between emotion and cognition, which was briefly
addressed in the previous chapter, will be explored further. It will be identified that the
affective domain (emotions, feelings) should be understood to be separate to the
cognitive domain (that of thinking), although the two are clearly related. Traditional
perspectives including Bloom’s/Krathwohl’s taxonomy will be identified along with
more current attempts to address this balance such as Multiple Intelligences (MI)
Theory. I will then go on to review the existing literature on the construct emotional
intelligence by comparing the various models of EI (Bar-On, 1997b; Goleman, 1995;
Mayer and Salovey, 1997) and two pertinent measures, an ability-based measure (The
Mayer-Salovey-Caruso Emotional Intelligence Test; MSCEIT) and a self-report-based
measure (the Emotional Quotient Inventory; EQ-i), which have been used to test for EL
Then, I will progress to the literature on the more rigorous end of comparing these
models of EI and their measures, while highlighting the strength of the Mayer and
Salovey model. Finally, the Mayer and Salovey model of EI, along with an overview of
the MSCEIT’s normative sample and its association with other concepts and their

measures, will be described.

Section 1 Bloom/Krathwohl’s Taxonomy of Affective Educational

Objectives

In the 1950s Benjamin Bloom and his colleagues tried to map out a hierarchy of
learning goals in three different domains, framed in terms of “thoughts, feelings and
actions” or the cognitive, affective and psychomotor domains. Their work was most
successful in the cognitive domain and became Bloom’s well-known taxonomy of
cognitive educational objectives, which highlights the importance of analysis, creative

(synthesis) and critical (evaluation) thinking. Recognising the limits of the cognitive
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focus, the team that developed Bloom’s taxonomy of cognitive educational objectives
attempted to broaden the focus of human capacities in education. This work on the
feelings/affective domain was published as Krathwohl’s taxonomy of affective
educational objectives. The categories and their subdivisions for Krathwohl’s
taxonomy of affective educational objectives are listed in Table 3.1.

Table 3.1 Krathwohl’s taxonomy of affective educational objectives

1.0 Receiving 1.1 Awareness
1.2 Willingness to receive
1.3 Controlled or selected attention

2.0 Responding 2.1 Acquiescence in responding
2.2 Willingness to respond
2.3 Satisfaction in response

3.0 Valuing 3.1 Acceptance of a value
3.2 Preference for a value
3.3 Commitment (conviction)

4.0 Organisation 4.1 Conceptualisation of a value
4.2 Organisation of a value system

5.0 Characterisation by a value | 5.1 Generalised set
or value complex 5.2 Characterisation

Source: Krathwohl, D. R., Bloom, B. S. and Masia, B. B. (1964) Taxonomy of
educational objectives: The classification of educational goals, handbook II: Affective
domain, New York: McKay.

As with the cognitive objectives, the categories are intended to be hierarchical in order,
arranged along a continuum of internalisation from lowest to highest. English and
English (1958) define internalisation as “incorporating something within the mind or
body; adopting as one’s own the ideas, practices, standards, or values of another person
or of society” (cited in Krathwohl et al., 1964: 29). However, in the taxonomy
Krathwohl et al. view internalisation as a process, through which at first there is an

incomplete and tentative adoption of only the overt manifestations of the desired

behaviour and later a more complete adoption.

The question posed by modern behavioural science research is whether a human being

ever does think without feeling, act without thinking, and so on? As discussed
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previously, some have argued that emotions can occur without any preceding conscious
thought (LeDoux, 1986; LeDoux and Phelps, 2000; 2008; Smith et al., 2003; Zajonc,
1984). Similarly, much of the research on the relations between cognitive achievement,
attitudes and values show them to be statistically independent (Krathwohl ef al., 1964;
Mayer and Salovey, 1997). This implies that the relationship between these two
domains is too low to predict one type of response, effectively, from the other. It is,
however, this relationship which remains the cause of much debate. James (1890/1952)
discusses the unity of the two domains but then analytically proceeds to explain how
cognitive behaviour is involved in affective behaviour.
We see that the current opposition of feeling to knowledge is quite a false issue.
If every feeling is at the same time a bit of knowledge, we ought no longer to
talk of mental states differing by having more or less of the cognitive quality;
they only differ in knowing more or less, in having much fact or little fact for
their object. The feeling of a broad scheme of relations is a feeling that knows
much; the feeling of a simple quality is a feeling that knows little. (cited in
Krathwohl et al., 1964: 46)
Initially he recognises a fundamental unity of affective and cognitive behaviour but then
shows how one is involved in the other. Similarly, attitudes and even feelings tend to
be described in cognitive terms. In the quotation above, James defined feeling as a kind
of knowing. Krathwohl ef al. recognise that moving from the cognitive domain to the
affective domain tends to be the preferred orientation: “we feel we know better how to
handle the cognitive domain” (1964: 54). This pattern can be found in teaching also:
“what we call ‘good teaching’ is the teacher’s ability to attain affective objectives
through challenging the students’ fixed beliefs and getting them to discuss issues”
(1964: 55). This suggests that “good teaching” uses cognitive behaviour and the
achievement of cognitive goals to attain affective goals. This is, according to

Krathwohl et al. (1964: 60), because the school system rewards students more on a can

do than on a does do basis, even though it is the latter which every instructor seeks.
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Although described as dealing with the affective (emotional or feelings) domain, this
work actually focused on the values or moral domain. While current research tends to
highlight the role of emotional capacities such as empathy in moral or pro-social action
(Hoffman, 2001; Tormey, 2005b), and while there is clearly an emotional component to
“valuing” (such as through enjoyment), there are undoubtedly emotional capacities
which are not linked to morality. For example, confidence tricksters must probably be
strong in interpersonal intelligence, but they use this to manipulate and defraud people.
As such, equating the affective domain and the moral domain (as Krathwohl et al. did)
is problematic. Secondly, it is notable that higher order capacities on this domain relate
to moral reasoning rather than to the experience, or understanding, of emotions and
feelings. What few references to emotion were made within this domain tended to
regard emotion as something to be suppressed by cognition not to be harnessed,
engaged with and experienced. As such, this approach proves to be quite a limited way
of making sense of the affective domain. More recent attempts to address this balance

will be discussed later in this chapter.

Multiple Intelligences

This work in psychology reflects a broader trend in psychological research towards
recognising the role of emotion in human capacities. Perhaps the best-known
representation of this trend is the work on multiple intelligences (Gardner, 1983; 1993)
and on emotional intelligence (Bar-On, 1997b; Goleman, 1995; Mayer and Salovey,
1997). This work shares a concern to move away from approaches to human capacities
that associate intelligence only with logical-mathematical and linguistic reasoning, and

to broaden out the conception of intelligence to include other domains.
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Howard Gardner’s well-known work on multiple intelligences was in part an explicit
attempt to move away from the -culturally-bounded notions which associated
intelligence with reasoning alone, through seeking to address the range of human
capacities, including those valued by a range of cultures (1993: 16). He began by
asking himself questions such as what it meant to be “developed” and what exactly was
optimal human development; he also began to reconsider the definition of cognition
(Gardner, 1999: 28). He deemed the “capacities of those in the arts as fully cognitive —
no less than the skills of mathematicians and scientists” (Gardner, 1999: 28), an aspect
of cognition he felt many developmental psychologists around that time had
overlooked. It was, however, his opportunity to work with brain damaged adults and
children (ordinary and gifted) at Harvard Project Zero which ultimately led to much of
his ground-breaking research. He soon realised that both populations were transmitting
the same message:
The human mind is better thought of as a series of relatively separate faculties,
with only loose and non predictable relations with one another, than as a single,
all-purpose machine that performs steadily at a certain horsepower, independent
of content and context. (Gardner, 1999: 32)
It was as a result of working with these individuals and through such findings that
Gardner made the case for the existence of multiple intelligences.
I have become convinced of the existence of an intelligence to the extent that it
can be found in relative isolation in specific populations (or absent in isolation in
otherwise normal populations) . . . when the appropriate observational lenses are
donned, the peculiar nature of each intelligence emerges with sufficient (and
often surprising) clarity. (1993: 9)
However, Gardner’s theory required an expansion of the traditional view of intelligence
along with more appropriate ways of assessing it. Like so many others at the time, he
believed there was more to intelligence than short answers to short questions and was

familiar with the over-reliance and pitfalls associated with psychometric intelligence

testing including Alfred Binet’s (in the early 1900s) and Wilhelm Stern’s (1912) work
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on intelligence testing (cited in Gardner, 1999). Alfred Binet’s test measured things like

verbal memory, verbal reasoning, numerical reasoning, appreciation of logical

sequences and so on (Maltby et al., 2010). Wilhelm Stern’s (1912) intelligence test

measured the Intelligence Quotient (I1Q) which is the ratio of one’s mental age to one’s

chronological age, with the ratio being multiplied by 100 (cited in Maltby et al., 2010:

284). These tests were continually used as long as they continued to do what they were

supposed to do; that was, “yield reasonable prediction about people’s success in

schools” (Gardner, 1999: 12). However, they foretold little of success in later life.

Gardner knew that in order to develop his theory and distinguish the various forms of

intelligence, he would have to develop various “signs” of an intelligence so that other

investigators could review the evidence and draw their own conclusions. He therefore

devised a set of eight criteria of an intelligence. In unordered fashion, they are:

e Potential isolations by brain damage;

e The existence of idiots savants, prodigies, and other exceptional individuals;

e An identifiable core operation or set of operations;

e A distinctive developmental history, along with a definable set of expert “end-state”
performances;

e An evolutionary history and evolutionary plausibility;

e Support from experimental psychological tasks;

e Support from psychometric findings;

e Susceptibility to encoding in a symbol system (Gardner, 1993: 63).

If the selected intelligence met all eight criteria then it became known as a form of

human intelligence; if not, he continued to research other ways of conceptualising this

ability or cast it aside (Gardner, 1999: 35). Through this process Gardner developed an

account that described seven different intelligences/competencies. Two of these,
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linguistic and logical-mathematical, are often measured in traditional intelligence tests.
A third, spatial intelligence, is also sometimes measured in traditional tests. In addition
to these, Gardner added interpersonal and intrapersonal intelligences (which might be
seen as representing the affective domain), musical and bodily-kinaesthetic
intelligences. More recently he has added an eighth intelligence, naturalist intelligence,

to his list.

Gardner defines interpersonal intelligence as a “person’s capacity to understand the
intentions, motivations and desires of other people and, consequently, to work
effectively with others” (Gardner, 1999: 43). This form of intelligence ranges from the
capacity of the young child to discriminate among the individuals around him and to
detect their various moods, to the capacity of the skilled adult to read the intentions and
desires (even when these have been hidden) of many other individuals and, potentially,
to act on this knowledge (Gardner, 1993). People who require such intelligence include
salespeople, teachers, religious leaders, and political leaders. Gardner’s definition of
intrapersonal intelligence relates more to the individual knowing oneself, and the
ability to control impulses which guide one’s actions based on this knowledge. He
defines it as “the capacity to understand oneself, to have an effective working model of
oneself — including one’s own desires, fears and capacities — and to use such
information effectively in regulating one’s own life” (Gardner, 1999: 43). Gardner
outlines that an individual who can detect and symbolise complex and highly
differentiated sets of feelings was intelligent on an intrapersonal level. This, however,
does not necessarily mean that this particular individual has the ability to notice and
make distinctions among other individuals (1993: 240). Gardner points out that not

only are these forms of intelligence distinct from one another, but one form of
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intelligence does not necessarily imply another; success in one area does not predict
success or failure in other areas of intelligence. Campbell et al. (2004) outline some
characteristics associated with typically interpersonal and intrapersonal intelligent
people in Table 3.2.

Table 3.2 Interpersonal and intrapersonal intelligences

A person with well-developed interpersonal intelligence should show some of the

following characteristics:

e Bonds with parent and interacts with others

Forms and maintains social relationships

Recognises and uses a variety of ways to relate to others

Acknowledges the feelings, thoughts, motivations, behaviours and lifestyle of others

Participates in collaborative efforts and assumes various roles as appropriate, from

follower to leader, in group endeavours

Influences the opinion or actions of others

e Understands and communicates effectively in both verbal and nonverbal ways

e Adapts behaviour to different environments or groups and from feedback from
others

e Considers diverse perspectives in any social or political issue

e Develops skills in mediation, organising others for a common cause, or working
with others of diverse ages or backgrounds

e Expresses an interest in interpersonally oriented careers such as teaching, social
work, counselling, management or politics

e Develops new social processes or models

A person with well-developed intrapersonal intelligence may show some of the
following characteristics:

Is aware of a range of emotions

Finds approaches and outlets to express feelings and thoughts
Develops an accurate sense of self

Is motivated to identify and pursue goals

Establishes and lives by an ethical value system

Works independently

Manages ongoing learning and personal growth

Attempts to seek out and understand inner experiences

Gains insight into the complexities of self and the human condition
Strives for self actualisation

Empowers others

Source: Campbell, L., Campbell, B. and Dickinson, D. (2004) Teaching and learning
through multiple intelligences, third ed., London: Allyn and Bacon.
Gardner claims that the personal intelligences begin to develop from the minute the

child is born; “the initial tie between infant and caretaker may be looked on as Nature’s
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effort to ensure that the personal intelligences are properly launched” (1993: 245). One
way in which Gardner validates his claim is through the observation of facial
expressions.

Observations of infants within and across cultures and comparison of their facial

expressions with those of other primates confirm that there is a set of universal
facial expressions, displayed by all normal children. (1993: 245)

Evaluation of Multiple Intelligences Theory

The Multiple Intelligences Theory is not without its critics. For example, Sternberg
(2000), whose Triarchic Theory of Intelligence similarly goes beyond traditional
conceptions of mental ability as encapsulated in intelligence testing, has suggested that
Gardner’s theory needs wider testing and examination. Others make explicit reference
to a report called Intelligence: Known and Unknown (Neisser et al., 1996) conducted by
a task force, appointed by the American Psychological Association (APA), of which
Sternberg was a member. This task force was set up to investigate what researchers did
and did not know about intelligence, and also to investigate research presented in the
controversial book by Herrnstein and Murray (1994) entitled The Bell Curve. The first
topic addressed by the task force was concepts of intelligence; what psychologists mean
when they study intelligence. The findings mirrored an earlier declaration signed by 52
researchers — including John B. Carroll, an American psychologist who has made a
considerable contribution to the debate on intelligence and whose work includes the
“Three-Stratum Model of Human Cognitive Abilities” (cited in Maltby et al., 2010) —
published in the Wall Street Journal on 13 December 1994 which outlined that
“intelligence is a very general mental capability” (Gottfredson, 1994). Put simply,
intelligence implies mental ability. Critics of Gardner’s MI Theory have questioned

whether some of his intelligences, for example bodily-kinaesthetic and interpersonal
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intelligences (as outlined earlier), which involve motor skills and personality traits
respectively, can be considered mental abilities. “Critics of the theory argue, however,
that some of these are more appropriately described as special talents than as forms of

‘intelligence’” (Neisser et al., 1996: 79).

Another criticism levelled at Gardner’s theory is the lack of empirical evidence, mainly
prompted by the difficultly in measuring each of the intelligences. As Deary (2001:
xiv) outlines, “statistics is central to research on intelligence . . . discovering the pattern
and significance of the differences between people cannot be done without statistical
examination of the data.” In response to such criticism Gardner (1995: 202) claims that
each intelligence can be measured, but not through traditional IQ tests. He outlines that
any assessments must be “‘intelligent fair’; that is, in ways that examine the intelligence
directly rather than through the lens of linguistic or logical intelligence (as ordinary
pencil and paper tests do).” However, this raises further problems when critiquing the
criteria Gardner used to select intelligences which tend to differ from more traditional
understandings. Traditional approaches to intelligence were, as Deary (2001: 15) puts
it, “discovered” not “invented”. He outlines as “found with the WAIS-III data, Carroll’s
strata of mental abilities emerged as an optimal result from a standardised statistical

bh)

procedure, not from his imposing a structure on the data.” Such validation studies of
Gardner’s Multiple Intelligences Theory are difficult without a means of assessing each
of the intelligences. Finally, Gardner’s claim that each intelligence resides in a separate
section of the brain is also questionable. According to Coffield et al. (2004: 14), “there
does not seem to be any neuroscientific evidence about the stability of hemisphere-

based individual differences.” They further refute claims — such as those outlined by

Gardner — saying, “there is an emerging consensus that both hemispheres are usually
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involved even in simple activities, not to mention complex behaviour like
communication” (Coffield et al., 2004: 13). Put simply, most tasks, particularly
complex skills and abilities, involve different areas of the brain working together.
Deary (2001: 11) further explains how statistical procedures help in “conceptualising
types of performance on mental tests . . . not discover the systems into which the brain

partitions its activities.”

It should, however, be noted that Gardner’s work also places a strong emphasis on
cognitive skills in the emotional domain, but still maintains a sense of emotion as
making a valuable contribution to human life and not as something to be suppressed.
As such, his approach identifies a relationship between the “cognitive” and “emotional”
domains without denigrating the emotional. Secondly, Gardner has not pursued in great
detail the role of feeling in the interpersonal and intrapersonal intelligences, focusing
more on cognitions about feeling. This focus leaves unexplored the rich sea of
emotions that makes this domain so complex. It also leaves ample room to explore the
sense in which there is intelligence in the emotions and the sense in which intelligence
can be brought to emotions. Thirdly, he identifies that interpersonal and intrapersonal
intelligences should not be seen as being synonymous with “moral” reasoning or moral
action. He has, for example, explored whether or not “moral intelligence” should be
included as a new (ninth) form of intelligence, but has concluded that there is
insufficient evidence to merit recognition of moral intelligence. Unlike Krathwohl then,
Gardner highlights the clear distinction between the affective domain and the moral or
values domain. In the next section I will review some of the existing literature on the

construct emotional intelligence.
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Section 2 Emotional Intelligence

Work on emotional intelligence is more focused on the affective domain than that of
Gardner; however, emotional intelligence tends to be conceptualised in terms that
mirror Gardner’s work in a number of key respects. It is worth noting that both
conceptual work and research work on emotional intelligences and competencies are at
a relatively early stage (Salovey et al., 2000: 516) and as such there is, as of yet, little
agreement as to how emotional competencies are to be understood, made operational or
measured (Humphrey et al., 2007). This is not to say that there are no clear, operational
and measured accounts of emotional intelligence, and there is a growing consensus that
the work that has been carried on by Mayer, Salovey and their collaborators leads the
field in a number of key respects (see for example O'Connor and Little, 2003). In this
section I will attempt to address some of the ongoing tensions in the literature regarding
theories and measurement of intelligence. [ will then focus on various noteworthy
models of emotional intelligence (Bar-On, 1997b; Goleman, 1995; Mayer and Salovey,
1997). From there I will evaluate all three, highlighting the comparative strength of the
Mayer and Salovey model by focusing on recent debates concerning skill and ability-

based models. Finally, I will describe the Mayer and Salovey model in detail.

Conceptions of Intelligence

Different people have different ideas regarding the meaning, definition and
measurement of intelligence (Jensen, 1998; Neisser ef al., 1996). As Spearman (1927:
24) put it, “The most enthusiastic advocates of intelligence become doubtful of it
themselves . . . the name really has no definite meaning at all; it shows itself to be
nothing more than a hypothesised word, applied indiscriminately to all sorts of things.”
Research suggests that implicit theories of intelligence (people’s everyday ideas
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surrounding intelligence) change when considered across cultures and the life span (for
further discussion see Maltby et al., 2010). Added to this complexity are experts’
diverse conceptions of intelligence, including Edward L. Thorndike (a leading author in
many fields of psychology); Charles Spearman (an intelligence theorist and statistician);
Lewis M. Terman (who pioneered research in the area of mental measurement); and
Louis Leon Thurstone (an intelligence theorist and psychometrician). That said, some
consensus emerges regarding the qualities comprising intelligence, such as adaptation to
the environment, aspects of higher order thinking (reasoning, problem solving and
decision making), and basic mental processes. Also, these differences between experts
tend to emphasise an argument regarding whether intelligence represents just one thing
or many different abilities and behaviours (Jensen, 1998; Sternberg et al, 1981,
Sternberg and Detterman, 1986). The psychometric tradition, which views intelligence
as comprising a general ability or g, tends to be the strongest definition (Jensen, 2000;
Kline, 1991). However, the nature of g is still the cause of considerable debate (Maltby

et al., 2010; Neisser et al., 1996).

Intelligence: The Nature versus Nurture Debate

In this section I will compare and consider genetic versus environmental effects on
intelligence, often referred to as the nature versus nurture debate. Much of this debate
stems from the work of Sir Francis Galton, who pioneered research in the area and
contributed considerably to this debate in his book Hereditary Genius (Galton, 1869).
Research traditionally used to compare the environmental and genetic influences on
intelligence include family studies, twins studies and adoption studies (Plomin, 2004),
with many using observation, interview or questionnaire measures (Maltby et al., 2010).

A well-known and frequently cited dataset of this type is the Minnesota Study of Twins
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Reared Apart (MSTRA) overseen by Tom Bouchard — a U.S. behavioural geneticist.
Evidence such as this has prompted researchers to suggest that the estimated (meaning
the approximate calculation) heritability of intelligence is around 69% (Eysenck, 1979),
while Herrnstein and Murray (1994) estimated heritability in the general population at
74%. However, estimates vary in light of considerations such as conceptions of
heritability and the environment; different types of genetic variance; the
representativeness of twin and adoption studies; and assortative mating (for further
discussion see Maltby et al, 2010). For example, the American Psychological
Association task force (mentioned earlier) estimate the heritability of intelligence ranges
from 40% to 80%. They also identify four main areas of environmental effects on
intelligence, including biological variables, family, school and education, and culture
(Neisser et al., 1996). Such considerations have prompted researchers to suggest that
the genetic influence on intelligence might be lower than previously estimated (Chipuer

et al., 1990).

The Flynn Effect

James R. Flynn — Emeritus Professor of Political Studies at the University of Otago,
New Zealand — reported the rise of intelligence test scores in the U.S. and subsequently
in 14 other countries, which he later updated to 20 in 1994 (Flynn, 1984; 1987; 1999).
Interestingly, he found the lowest gains were in verbal/crystallised intelligence tests of
IQ, while the highest rises occurred in non-verbal/fluid intelligence tests. Medium
gains were reported for mixed tests (verbal and non-verbal) such as the Wechsler tests.
It should be noted that Cattell’s (1963) theoretical distinction between fluid (primary
reasoning ability; the ability to solve abstract relational problems, free of cultural

influences) and crystallised (acquired knowledge and skills, such as factual knowledge,
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typically related to an individual’s stored information and their cultural influences)
intelligence, arguably best represents the distinction between verbal and non-verbal
intelligence tests. Flynn’s findings are important, in that they highlight that schooling,
as previously suggested, may not be a good explanation for the rise in IQ test scores.
As Maltby et al. (2010: 326) put it, “If this was the case, then it would be the
verbal/crystallised intelligence tests of 1Q that would rise, rather than the non-
verbal/fluid intelligence tests.” Various explanations have since been proposed for the
increase in these test scores, with Flynn (1994; 1998) favouring the environmental
explanations. These have developed within the intelligence research literature as the
nutrition hypothesis versus the cognitive stimulation hypothesis (Flynn, 1998; Lynn,
1990; Neisser, 1998). However, further research is needed to determine whether such
increases can be attributed largely to one set of factors over another. Finally, on review
of his datasets Flynn (1987: 185) suggested that it was a kind of “abstract problem-
solving ability” that had risen through the generations and not intelligence itself.
Furthermore, he outlined, as suggested by these results, that intelligence tests do not
measure intelligence but instead correlate with intelligence. This raises some interesting
concerns regarding intelligence tests. Some of these issues will be elaborated upon in
the following section, while other literature relating to the area will be addressed

elsewhere.

Do Intelligence Tests Measure Intelligence?

The question as to whether intelligence tests measure intelligence is both intriguing and
controversial. It raises considerations around the validity of intelligence tests (which
will be explored in greater detail elsewhere), but in a slightly different way. Intelligence

tests have been demonstrated to predict different types of success, particularly academic
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success, which in many ways accounts for the strength of the psychometric approach
(Kline, 1991; Neisser et al., 1996). However, critics argue that the underlying
assumption of intelligence tests — that there is a general factor of intelligence —
particularly those that produce an overall IQ score, is problematic (Benson, 2003).
Theorists such as Gardner (1983; 1993) and Sternberg (1985; 1988) question the idea of
general intelligence, arguing the conception is too narrow. They, and others, posit that
intelligence is more than what can be measured by intelligence tests which tend to focus
on logical-mathematical reasoning; that is, no single intelligence test captures different
cultural considerations and theoretical interpretations needed to accurately measure
intelligence (Deary, 2001; Maltby et al., 2010). Consequently, the concern is that such
tests cannot be valid. According to Neisser (1976) and Sternberg (1988; 1997a),
measures of general intelligence typically involve academic problems — well-defined
abstract problems — which do not necessarily reflect real-world tasks (cited in Sternberg
et al., 2000). Sternberg and Powell (1983) argue that traditional abstract intelligence
tests which emphasise verbal ability measure achievement more than ability; they
emphasise the products of learning over the process. It is therefore more accurate to
view vocabulary as a proxy for the ability to pick up information from relevant contexts
(Sternberg, 1987; cited in Sternberg et al., 2000). That said, traditional IQ tests do not
purport to measure intelligence in the same way a ruler measures height (absolutely),
hence 1Q is described as a “quotient”. Rather, intelligence tests are a proxy for
intelligence, but are generally not taken to measure all meanings of intelligence. Others
argue that intelligence test constructors and researchers are using more sophisticated
methods of design, interpretation and application (Kaufman and Kaufman, 2001).
Intelligence practitioners and researchers are exploring more dynamic approaches (for

example, the use of tests and interventions) to accurately determine an individual’s
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intelligence and differing abilities (Naglieri, 1998). Therefore, in questioning whether
intelligence tests measure intelligence, it would be rash to ignore and under-emphasise
the shortcomings of such tests. That said, the issue is complex and, among other things,
depends on one’s definition of intelligence. Crucially, what has emerged from this
debate is an important recommendation, which is the intelligent use of intelligence tests
(Benson, 2003). Thus far, I have examined emotion and intelligence separately. In the
following sections I will focus on the interplay of the two in various noteworthy models

of EIL

Goleman’s Model of EI

Although the term “emotional intelligence” was coined by Peter Salovey and John D.
Mayer, it was broadly popularised by Daniel Goleman’s book Emotional Intelligence,
Why it can matter more than 1Q. The book, which was published in 1995, led to a
media frenzy claiming that EI could predict academic and even life success. Even
though independent reviews of Goleman’s (1995; 1996) popular writings have shown
that his claims are unsubstantiated (Epstein, 1998; Hedlund and Sternberg, 2000;
Roberts et al., 2001), the unsuspecting public welcomed the notion. Goleman defines
emotional intelligence as “the capacity for recognising our own feelings and those of
others, for motivating ourselves, and for managing emotions well in ourselves and in
our relationships” (Goleman, 1998: 317). In this respect Goleman (1996: 43) identifies
five different components of emotional intelligence: knowing one’s own emotions;
managing emotions; motivating oneself; recognising emotions in others; and handling
relationships. Clearly these are related to the interpersonal and intrapersonal domains
recognised by Gardner, with the capacity to recognise one’s own emotions, to manage

one’s own emotions and to motivate oneself being covered by the term intrapersonal,
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and the capacity to recognise emotions in others (empathy) and to handle relationships
being covered by the term interpersonal. Although the term emotional intelligence is
closely associated with the name of Goleman, Goleman himself has conducted little
empirical research on the topic and although he has added considerably to the

recognition of the term he has, arguably, added little to its understanding.

Bar-On’s Model of EI
Research on emotional intelligence (EI) has expanded through the past decade, and
there are a variety of tests to assess it. The two best-known tests are the Mayer-
Salovey-Caruso Emotional Intelligence Test (MSCEIT; Mayer et al., 2002a) and the
Emotional Quotient Inventory (EQ-i; Bar-On, 1997a). However, there is a controversy
about what these tests actually measure, what they predict, and whether the tests are
distinguishable from other abilities and personality attributes (Hedlund and Sternberg,
2000; Mayer et al., 2000; McCrae, 2000). In the Emotional Quotient Inventory (EQ-i):
Technical Manual Bar-On broadly defines EI as addressing
. . . the emotional, personal, social, and survival dimensions of intelligence,
which are often more important for daily functioning than the more traditional
cognitive aspects of intelligence. Emotional intelligence is concerned with

understanding oneself and others, relating to people, and adapting to and coping
with the immediate surroundings to be more successful in dealing with

environmental demands . . . In a way, to measure emotional intelligence is to
measure one’s “common sense” and ability to get along in the world. (Bar-On,
1997b: 1)

The EQ-i is a self-report test of EI that evolved out of the author’s question: “Why do
some people have better psychological well-being than others? And, why are some
people able to succeed in life over others?” (Bar-On, 1997b: 1). The term EQ
(emotional quotient) was coined by Bar-On in the early 1980s. The name was to
suggest the parallel scoring structure approach between that of various cognitive

intelligence measures (IQ) and the EQ-i (Bar-On, 2000). The development of the EQ-i
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began in order to examine various factors thought to be key components of effective
emotional and social functioning that lead to psychological well-being (Bar-On, 2000:
364) and the instrument was eventually published in 1997 (Bar-On, 1997a). The EQ-i
is a 133-item, self-report measure of emotional and social functioning. Responses are
based on a five-point Likert scale which range from “very seldom or not true of me” to
“very often true of me or true of me” (2000: 365). It is suitable for individuals of
seventeen years or older (a youth version has also been developed) and takes about 40
minutes to complete. The EQ-i yields various results (see Table 3.3) including: a) total
EQ-i scores; b) five composite scales; and c) 15 subscales.

Table 3.3 EQ-i Composite scales and subscales

Composite scales Subscales

Intrapersonal Self-regard, Emotional Self-awareness,
Assertiveness, Independence,
Self-actualisation

Interpersonal Empathy, Social Responsibility,
Interpersonal Relationships

Stress Management Stress Tolerance, Impulse Control

Adaptability Reality Testing, Flexibility,
Problem Solving

General Mood Optimism, Happiness

Source: Bar-On, R., (2002) Bar-On Emotional Quotient Inventory: Resource Report,
Toronto, Canada: Multi-Health Systems.

Total EQ-i scores reflect the degree to which an individual controls their emotions and
impulses, and one’s ability to remain optimistic when solving problems and adopt in
general a positive outlook on life (Bar-On, 1997b; Bar-On, 2002). The five composite
scales that are composed of 15 subscales include: (a) intrapersonal EQ composed of
emotional  self-awareness, assertiveness, self-regard, self-actualisation, and
independence; (b) interpersonal EQ composed of empathy, interpersonal relationships,
and social responsibility; (c) stress management EQ composed of stress tolerance and
impulse control; (d) adaptability EQ composed of problem solving, reality testing, and
flexibility; and (e) general mood EQ composed of happiness and optimism. The first
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two (a) and (b) are reminiscent of Gardner’s personal intelligences. Bar-On (1997b) has
written that exploratory and confirmatory factor analytic studies indicate that a 15-factor
solution provides a good fit to the EQ-i. However, 12-, 13-, and 14-factor solutions
were also examined with the 13-factor solution affording the greatest interpretability
(1997b). These results (the 13-factor empirical structure) raised an important question:
could the 15-factor model still be justified in light of the findings which suggested a 13-
factor structure? It is therefore not surprising that Bar-On has recently made a revision
to his scale; he now views the general mood factor as a facilitator of EI rather than a
part of it. Thus, total EQ-i scores are now computed by only summing the first four
scales. However, the comparability of the two scoring methods has not been reported
(Brackett and Mayer, 2003). Also while subscales have fairly high internal consistency,
the reliability of the total EQ-i has not been reported. Given the diverse factors that
comprise the EQ-i, it is important to know if the scales represent a unidimensional (one
characteristic, component, aspect, or a single ability) or multidimensional (more than
one characteristic, multiple components, various aspects or multiple abilities) construct

(Brackett and Mayer, 2003).

Mayer and Salovey’s Model of EI

Throughout the last century mainstream psychological work in this area has tended to
draw heavily on these folk-assumptions about the appropriate relationship between
“reason” and “emotion”. When Mayer and Salovey (1990) were developing a
framework for emotional intelligence the original intention was to establish a
relationship between emotion and reason because human beings are neither entirely
rational nor entirely emotional, they are both. “Thus a person’s ability to adapt and

cope in life depends on the integrated functioning of emotional and rational capacities”
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(Salovey et al., 2000: 506). In 1990 Salovey and Mayer formulated a hierarchical
model of EI, which they subsequently amended (Mayer and Salovey, 1997). The
original model postulated that EI is an umbrella concept comprising three distinct
components; they were appraisal and expression of emotions, regulation of emotions
and utilisation of emotional information in thinking and acting. These researchers
acknowledge that their initial conception of EI was partly a mixed model because it
incorporated aspects of personality that might accompany emotional intelligence
(Mayer et al., 2000: 402). Mayer and Salovey gradually refined their definition of EI
and argued that it was a real intelligence. They then offered a revised, more focused
definition of EI as “the ability to perceive and express emotions, to understand and use
them, and to manage emotions so as to foster personal growth” (Salovey et al., 2000:
506), and have used this definition to develop a framework of skills or competencies
which can be used in turn to give rise to an overall measure of emotional intelligence.
In their revised model (Mayer and Salovey, 1997; Salovey et al., 2000) emotional
intelligence is broken down into four components, each representing a class of skills.
These components are — to some degree — hierarchical in form according to their
complexity. They are also inter-related and interpenetrating, with the sub-skills within
each category also organised according to their complexity and with the more complex
sub-skills dependent on the skills from other categories. The four categories utilised are
(1) Perception, Appraisal, and Expression of Emotion, (2) Using Emotion to Facilitate
Thinking, (3) Understanding and Analysing Emotional Information and (4) Managing
the Regulation of Emotion. Each of these areas, Perception, Using, Understanding and
Regulation are described below.

e Perception, Appraisal, and Expression of Emotion (Perceive). The skills associated

with this area refer to an individual’s ability to recognise, appraise and express their
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own emotional states (congruence) as well as the ability to empathise with and
recognise the emotional states of others.

Using and Generating Emotion to Facilitate Thinking (Use). Emotional states can
often be harnessed by individuals towards a number of ends. The skills associated
with this area refer to the individual’s ability to use emotional states to aid problem
solving and creativity as well as the individual’s ability to capitalise on mood
swings in the knowledge that moods generate a mental set which in some cases
(happy moods) are useful for thinking intuitively or creative thinking and in others
(sad moods) are useful when one needs to solve problems slowly with more
attention to specific details.

Understanding and Analysing Emotional Information; Employing Emotional
Knowledge (Understand).  Skills identified under this heading include the
individual’s ability to label and recognise emotions and also the relationships
between various emotions, one’s awareness of core relational themes that underlie
the various emotions and also the transitions between various emotions.

Managing the Regulation of Emotion (Manage). Skills associated with this
particular section are primarily concerned with the individual’s openness to
experience various moods and emotions and to generate or manage emotions in self

and others towards desired ends.

Overall then, the focus on clearly articulated and quantifiable skills ensures the

emotional intelligence framework of Mayer and Salovey overcomes the difficulties

associated with Gardner’s theory given the lack of empirical evidence mainly prompted

by the difficulty in measuring each of the intelligences. However, in the qualitative

accounts (Chapters 7 and 8) the language changes in terms of emotional competencies.
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This is because emotional competencies is a broader concept — yet clearly related to
Mayer and Salovey’s specific concept of EI — and more accessible in qualitative terms.
The Mayer and Salovey model of emotional intelligence also clearly identifies (as with
other attempts to appropriately map out the affective domain) that there is no neat
separation between cognitive and affective domains. On the contrary, emotional
capacities are linked to the capacity to cognitively work with emotion (one notable
author in the field, Robert Sternberg, claims that rather than use the term “emotional
intelligence” the term “emotional cognition” would be more accurate). It is also worth
noting that the model does not draw any direct association between emotional
intelligence and moral reasoning or moral action. There is, instead, a recognition that
any such connection needs to be established by empirical research rather than simply

posited.

Evaluation of the Models

The fact that early EI models were vague and paid little heed to those cognitive
characteristics that are typical of the traditionally accepted definition of intelligence
ultimately led to Mayer and Salovey’s (1997) ability model of EI. This was soon
followed by a plethora of alternative conceptualisations of EI, the major ones of which
have been discussed already (for example Bar-On, 1997b; Cooper and Sawaf, 1998;
Goleman, 1995; Wessinger, 1998). However, on the basis of this theoretical
development, Mayer and Salovey argue that their ability model is distinctly different
from other “mixed” models of EI. According to Mayer et al. (1999) mixed models
incorporate a wide range of personality variables as opposed to Mayer and Salovey’s
ability model which is a strongly cognitive definition of EI. Bar-On’s Emotional

Quotient Inventory (EQ-i; Bar-On, 1997a) includes 15 self-report scales that measure a
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person’s self-regard, independence, problem solving, reality testing, and other attributes
(Bar-On, 1997b). “Such qualities as problem solving and reality testing seem more
closely related to ego strength or social competence than to emotional intelligence.
Mixed models must be analysed carefully so as to distinguish the concepts that are a
part of emotional intelligence from the concepts that are mixed in, or confounded, with
it” (Mayer et al., 1999: 268). They, along with other researchers in the field (Mayer et
al., 2000b; Roberts et al., 2001), assert that the term EI has become “unmoored” from
both emotion and intelligence because so-called mixed models combine mental abilities
(for example the ability to perceive emotion) with self-reported qualities, such as
optimism and well-being, that are clearly distinct from their mental ability approach.
Mayer et al. (1999) have argued that EI should be conceptualised as an ability rather
than a mix of traits and characteristics. An ability is defined by Carroll (1993) as being
able to “successfully complete (i.e. obtain a specific, desired outcome on) a task of
defined difficulty, when testing conditions are favourable” (cited in Mayer et al., 2000b:
105). Petrides and Furnham also differentiate between trait EI and ability EI.
Because trait EI relates to behavioural tendencies and self-perceived abilities, its
investigation should be conducted primarily within a personality framework. In
contrast, ability EI should be studied primarily with respect to psychometric
intelligence. Given that intelligence and personality are essentially independent
domains . . . one would expect trait EI to be related to personality, but not to
ability factors. (2001: 426)
Such findings have led a number of authors to draw similar conclusions regarding the
validity of the MSCEIT V2.0 and the EQ-i. O’Connor and Little (2003: 1901)
concluded that while the MSCEIT appeared to be measuring EI as a construct distinct
from that of personality, the EQ-1 appeared to be measuring personality traits. Secondly
Roberts et al. (2001: 200) argue that “self-report scales rely on a person’s self-

understanding; if the self-reports are inaccurate, these measures yield information

concerning only the person’s self-perception (rather than his or her actual level) of EL.”
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This suggests that self-understanding is a key component of self-report measures.
However, if self-understanding is inaccurate to begin with, this may affect the overall
validity of the measure. In assessing both measures Roberts ef al. conclude that “El is a
real quality of the person, distinct from existing personality and ability factors and best

measured by performance-based tests” (2001: 227).

Description of the MSCEIT’s Normative Sample

The normative data for the MSCEIT are compiled from 5,000 respondents’ responses
on the test, “with the results being statistically weighted to be representative of the adult
population of the United States (in terms of age, gender and ethnicity)” (Mayer et al.,
2002b: 88). While normative data for the MSCEIT came from over 50 research sites
including the United Kingdom, Canada, Malta, South Africa, Australia, Switzerland,
Scotland, the Philippines, India, Slovenia, and Sri Lanka, the majority of data came
from U.S. sites (Mayer et al., 2002b: 29). This means that the question as to what
extent predictions and assumptions from the normative data are applicable to samples
outside the U.S. remains open. The sample consisted of 2,599 females and 1,866 males
representing 52% and 37.3% respectively of the sample. The remainder of the total
sample (10.7%) did not report their gender. According to Mayer et al. (2002b: 30),
females scored consistently higher than males across each of the scales (the score
structure for the MSCEIT will be discussed in Chapter 5). However, the largest
difference, which was found on the Managing emotions branch, only accounted for
5.3% of the variance in scores. Participants ranged in age from 17 to 79 years at the
point of testing. The majority of the sample (72%) were aged between 17 and 29 years,
while 633 (12.7%) respondents did not report their age. Interestingly, young adults

aged between 18 and 24 scored significantly lower across each of the scales, with the
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exception of the “Perceiving emotions” branch. The sample included four ethnic
classifications which were Asian (26.4%), Black (5.4%), Hispanic (4.9%), White
(58.5%) and other (4.6%). Approximately 30% of the sample did not report their
ethnicity. In general, the White group were the highest scoring group on several scales,
Hispanics on others, while the Black group only scored highest on one scale. However,
even the largest difference only accounted for 6.7% of the variance in scores.
Information pertaining to highest education level achieved included elementary school
(0.3%), high school graduate (10%), some college (58%), college graduate (14.9%),
masters degree or higher (5.5%) and unreported (11.2%). Differences pertaining to

highest education level achieved are not reported by Mayer et al. (2002b).

The MSCEIT’s Relation to Other Tests

When measuring the degree of relationships between two sets of score (for example,
scores on different tests) correlations can be used. Pearson’s product-moment
correlation coefficient, denoted by the letter 7, is a standardised measure of the strength
of relationship between two variables (Field, 2005: 741). The computed correlation
coefficient » indicates the direction of relationship (that is, whether the relationship is
positive or negative as shown by the sign) and the magnitude (that is, the strength of the
relationship with values ranging between -1 and 1). According to Mayer et al. (2002b)
r =.00 to .25 represents unrelated to minimally related concepts; » = .25 to .50 indicates
minimal to moderately related concepts; » = .50 to .75 indicates moderate to highly
overlapping concepts; and » = .75 to 1.00 represents concepts that highly overlap.
While some would argue slightly different cut-off points, there is a growing consensus
that they lie close to those outlined by Mayer et al. (see Neisser et al., 1996). It is

acknowledged that the MSCEIT V2.0 overlaps with traditional intelligence and
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academic achievement, which one might expect (Mayer et al., 2002b). I will briefly
address some of these findings in this section. An association between traditional 1Q
tests, measures of academic ability and achievement, and the MSCEIT (particularly the
Understanding branch) might be expected because of their similar reliance on
vocabulary and reading comprehension. Research indicates minimal to moderate
correlates between the MSCEIT and such tests. The Understanding branch correlated
moderately (» = .39) with verbal intelligence — as measured by the vocabulary subscale
on the Wechsler Adult Intelligence Scale (WAIS-III; Wechsler, 1997) — and Verbal
SAT (self-reported) scores (» = .39 and .36 respectively). However, these values were
closer to zero (r = .17 and -.04) for MSCEIT Total EIQ scores (Lopes et al., 2003).
David (2002) also reports the Understanding branch and MSCEIT Total EIQ scores
correlated moderately with the Wonderlic Personnel Test (WPT; Wonderlic, 1998), r =
.44 and .30 respectively (cited in Brackett and Salovey, 2006). Similarly, Bracket et al.
(2004b) report correlates between the MSCEIT Total EIQ scores and both verbal SAT
scores ( = .35) and college GPA (» = .14). However, it is important to highlight that
correlations based on samples of students may be attenuated due to restriction of range
on IQ (Brackett et al., 2004a). These findings mirror other research reported in Mayer

et al. (2002b).

In his Triarchic Theory of Intelligence (1985; 1988), Sternberg identifies three related
yet distinct intelligences: analytic (analysing, evaluating and critiquing); creative
(creating, discovering and inventing); and practical (using, applying and implementing)
(Sternberg, 1999). Sternberg’s view of practical intelligence emphasises common sense
which embodies tacit knowledge, that is, “knowledge that reflects the practical ability to

learn from experience and to apply that knowledge in pursuit of personally valued
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goals” (Sternberg et al., 2000: 104). An association between practical and emotional
abilities might be expected given that attunement to social norms and expectations, and
therefore common sense, is also reflected in emotional abilities (Brackett et al., 2004a).
Sternberg has developed tests to measure his theory of intelligence, for example the
Sternberg Triarchic Abilities Test (STAT), but the instrument is still unpublished.
However, preliminary research shows an association between the MSCEIT
(Understanding and Managing branches) and the College Students’ Tacit Knowledge
Inventory (CSTKI) (cited in Brackett et al., 2004a). While further research is needed to
fully understand this relationship, the findings are notable. 1 will further discuss the

MSCEIT’s association with other concepts and their measures in Chapter 5.

Understanding Emotional Intelligence, An Overview

The overall aim of this section was to develop a more rounded understanding of
emotional intelligence. = Bloom/Krathwohl’s Taxonomy of Affective Educational
Objectives along with Gardner’s work on multiple intelligences were discussed in an
attempt to explore the relationship between emotion and cognition, but also to
understand how each of these relates to emotional intelligence. However, both
Krathwohl’s and Gardner’s emphasis on cognition in the affective domain and personal
intelligences respectively, reflects somewhat the zeitgeist of psychology that has shaped
their views. The various models of EI (Bar-On, 1997b; Goleman, 1995; Mayer and
Salovey, 1997) were also compared. At a theoretical level Bar-On’s model of EI which
informs and shapes a great deal of the literature is thought to relate more to trait EI,
which according to Petrides and Furnham (2000: 314), is “concerned with cross-
situational consistencies in behaviour (manifest in specific traits or behaviours such as
empathy, assertiveness, optimism).” Goleman, on the other hand, merely builds on
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Mayer and Salovey’s earlier attempts to define EI while exaggerating claims concerning
the construct, viewing it as “more powerful than 1Q,” and mattering “twice as much as
1Q” (cited in Mayer et al., 2004: 206). However, Mayer et al. have argued against such
claims repeatedly which “do a disservice to the field” (2004: 206). The Mayer and
Salovey model of EI, along with an overview of the normative sample and the
MSCEIT’s association with some other concepts and their measures, were then
described in detail while also highlighting the strength of the ability-based approach.
This model explores the sense in which intelligence can be brought to emotions. While
there is good reason for believing that EI can be taught, this needs to be explored in
practice. Chapter 5 looks at the way in which I did this. In the next chapter, the role of
emotions in teaching and in becoming a teacher is explored, highlighting the extent to
which emotional intelligence is, or should be, a central issue for teachers and for those

in initial teacher education.
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CHAPTER 4 EMOTIONS IN TEACHING AND TEACHER

EDUCATION

Introduction

There is evidence to suggest that an ability to recognise, use and manage emotion in
oneself and others is an important skill for teachers and that this has a particular
relevance for beginning teachers and those in preservice teacher education. After all, as
Hargreaves has put it, “emotions are at the heart of teaching . . . Good teachers are . . .
emotional, passionate beings who connect with their students and fill their work and
their classes with pleasure, creativity, challenge and joy” (1998: 835). Consequently,
one might expect an equally strong focus on emotion or EI in studies of teacher skills,
education and development. Unfortunately, this is not the case. This is not to suggest
that there is no focus on emotion in education (Fried, 1995; Gay, 2000; Goleman, 1996;
Noddings, 1992), yet, when viewed from a contemporary perspective the existing
research has limitations. Sutton and Wheatley (2003) point to the heavy reliance on
semi-structured interviews and conclude that multiple measures research — including
quantitative measures — is needed to gain a more complete picture of teachers’
emotions. In this chapter I will firstly discuss the nature and context of teachers’ work.
Then I will explore the role of emotion for teachers and in becoming a teacher. I will
examine issues regarding how well initial teacher education programmes deal with
emotion. Understanding Irish initial teacher education programmes is central to
investigating such issues and, for this reason, will also be addressed. In doing so, I will
examine initial teacher education in the Republic of Ireland, including the teaching
practice placement element for post-primary level, while also discussing its similarities

with other post-primary teacher education programmes across Europe. Finally, I will
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identify the limitations of the existing research on teachers’ emotions and highlight the
extent to which emotional intelligence is, or should be, a central issue for teachers and

for those in initial teacher education.

The Nature and Context of Teachers’ Work

According to Hargreaves and Fullan (1998), “emotions are dynamic parts of ourselves,
and whether they are positive or negative, all organizations, especially schools, are full
of them” (cited in Bullough, 2009: 33). Bullough argues that teachers’ work is
changing in light of new managerialism that relies on fear, embarrassment, and teacher
guilt to gain improved student performances. Cochran-Smith and Fries (2006: 39)
highlight the ambiguity regarding teacher quality, both what it means and which teacher
characteristics are linked with desirable outcomes. However, there appears to be a
growing consensus that it can affect pupils’ learning and overall school effectiveness
(Cochran-Smith and Fries, 2006). According to Cochran-Smith and Fries (2006: 40)
teacher quality has been conceptualised in two ways, “teacher quality defined as student
achievement and teacher quality defined as teacher qualifications.” While they are not
mutually exclusive, they do have very different implications. When teacher quality is
viewed as student achievement this simply assumes, according to Hanushek (2002), that
“good teachers are ones who get large gains in student achievement for their classes;
bad teachers are just the opposite” (cited in Cochran-Smith and Fries, 2006: 40). As
such, it is the teacher’s ability to improve students’ results which is scrutinised and
judged (Day and Qing, 2009). The second approach views teacher quality as related to
teacher qualification. As Darling-Hammond (2000) put it, pupils’ learning “depends
substantially on what teachers know and can do” (cited in Cochran-Smith and Fries,

2006: 41). While this approach takes characteristics and qualifications of the teacher
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into consideration, the indicators are still related to pupil achievement or outcomes.
Valli and Buese (2007: 545) argue that this has resulted in a curriculum which is more
focused on “disciplining the teachers” and teaching becoming more stressful (cited in

Bullough, 2009: 33).

Not only is the nature of teachers’ work changing but also the context in which they
perform that work. Banks (1995) refers to the “demographic imperative” as the
“disparities in educational opportunities, resources, and achievement among student
groups that differ from one another racially, culturally, linguistically,
socioeconomically, and geographically” (cited in Cochran-Smith and Fries, 2006: 41).
According to the U.S. Department of Commerce (1996) by 2035 children of colour will
account for the majority of the school population and by 2050 they will account for
57%. TIronically, the profile for the teaching force is quite the opposite, with white
teachers accounting for 86% of the teaching force and teachers of colour representing
only 14% (2006: 41). The implications of such differences merit further investigation.
Serious ramifications which may impact teaching and learning could potentially result.
For example, if teachers, particularly white middle-class teachers, view diversity as a
“deficit” (Drudy and Lynch, 1993; INTO, 1994; Tormey, 2004) they may “have low
expectations about students different from themselves, especially those in urban
schools” (Gay 2000; cited in Cochran-Smith and Fries, 2006: 42). These differences,
coupled with the reality that many young people live uncertain emotional lives, for
example in homes where there is a single parent or where both parents are working and
as a result are unable to be present at times of need (Day and Qing, 2009), have
dramatically changed the context in which teachers work. Gilligan (2004) questions

whether potential teachers are being emotionally prepared to deal with such issues and
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trends with colleges’ and departments’ tendency to cram teacher education courses with
contact hours and subject knowledge. She recommends the need for “teachers who
have an empathy for difference and who are committed to social inclusion in the
classroom and beyond” (Gilligan, 2004: 47). She identifies the need to “ensure that our
future teachers understand the diversity of backgrounds in the classroom and that they
are capable of empowering the least privileged children to achieve their potential.”
(Gilligan, 2004: 1). This raises issues about the focus on emotion in studies of teacher

skills, education and development which will be addressed in the following sections.

Teachers and Emotions

This section explores the dearth of current work on teachers’ emotions. One of the
reasons for the paucity of research in this area is the recency of the “emotional
revolution” in psychology which began in the early 1980s (Sutton and Wheatley, 2003:
328). By the mid to late 1990s this had impacted on teacher education. The special
edition of the Cambridge Journal of Education (edited by Nias, 1996), along with
several articles by Hargreaves (1998; 2000), attracted some much needed attention to
the area. However, according to Sutton and Wheatley (2003), broad sociological
studies of beginning and experienced teachers’ lives (see for example Bullough et al.,
1991; Jackson, 1968; Lortie, 1975; Nias, 1989; Waller, 1932; Woods and Jeffrey, 1996)
underpin much of the empirical literature on emotions in teaching. For example, recent
studies have focused on the positive and negative emotions teachers experience while
teaching (Hargreaves, 1998; Sutton and Wheatley, 2003). Good teachers are, as
Hargreaves puts it, not just “well oiled machines” (1998: 835). At various times
teachers “worry, hope, enthuse, become bored, doubt, envy, brood, love, feel proud, get

anxious, are despondent, become frustrated, and so on.” (Hargreaves, 2000: 812).
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Unfortunately, according to Emmer (1994), teachers experience negative emotions more
often than positive ones. Lortie (1975: 143-144) refers to “a kind of emotional
flooding” and “a sense of inadequacy, the bitter taste of failure, anger at the students,
despair, and other dark emotions” that teachers experienced when asked to assess the
outcomes of their own teaching. Helsing (2007) identifies that teachers’ uncertainties
and dilemmas are seen to increase negative emotions and lower the quality of
instruction. She outlines the reason why teachers experience uncertainties is often due
to the complex nature of their work which involves “interpreting and assessing others’
thoughts, emotions, and behavior” (Helsing, 2007: 1318). It is therefore not surprising
that reports (Alliance of Excellent Education, 2004; Ingersol, 2003) estimate as many as
50% of teachers leave the profession within five years of entering it (cited in Schutz and
Zembylas, 2009). Possible reasons for this include the emotional and stressful nature of
teachers’ work. A number of authors discuss teachers’ ability to regulate their own and
their students’ emotions. Hochschild (1983: 7), for example, discusses the “emotional
labour” involved in occupations such as teaching which requires an individual to induce
or suppress feelings to maintain an appropriate public and professional identity. Others
similarly refer to teachers’ attempts to “put up a front,” or “pretend” they are feeling a
particular way even when they are not (Hargreaves, 1998; Sutton, 2004) or that they are
expected to, by the culture of teaching, express love, sympathy, concern (Oplatka, 2007)
and communicate in a more personal and moral manner with students (Klaassen, 2002).
The ability to regulate and manage emotions is often related to the stress teachers
experience which has increasingly been recognised as a widespread problem in different
educational settings (Boyle ef al., 1995; Kyriacou, 1987; Kyriacou, 1998; van Dick and
Wagner, 2001). In one study, Travers and Cooper (1993) found that more than thirty

percent of British teachers perceived their jobs as stressful with reports of increasing
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pressure, while Borg (1990) found about as many as a third of the teachers surveyed in
various studies around the world reported that they regarded teaching as highly stressful
(cited in Chan, 2006: 1042). It is therefore not surprising that stress and poor emotion
management continually rank as the primary reasons why teachers become dissatisfied
with the profession and end up leaving their positions (Darling-Hammond, 2001).
Research into various aspects of teachers’ emotions is becoming increasingly important
because of the increasing number of teachers leaving the profession but also because of
the implications of unpleasant emotions for the “quality” of education (Schutz and
Zembylas, 2009). However, as Schutz and Zembylas (2009: 4) put it,
to date, there has been no systematic effort to critically synthesize how or what
aspects of teacher emotion should be studied and theorized. In fact, researchers
are only beginning to examine various manifestations of the transactions among
teaching and emotions, which suggests that additional research and theorizations
on teacher’ emotions is urgently needed as it will help the educational researcher
garner a better understanding of how emotions influence teaching, learning and
teachers’ lives.

In turn, this raises issues about the focus on emotion in studies on beginning and

preservice teachers which will be addressed in the next section.

Beginning Teachers and Emotions
If emotions are an important part of teaching, this is likely to be seen nowhere so much
as among beginning and preservice teachers. Positive and negative emotion
experienced by beginning teachers has been well documented. According to Evelein et
al., teachers “express feelings ranging from resistance, powerlessness, fatigue in
teaching to no problems and self-confidence” (2008: 1137). Erb likened beginning
teachers’ emotions to a whirlpool:

From one experience to another, the world of the beginning teacher is never still.

Although the direction of a whirlpool may be predictable, the degree of activity
is less predictable. Opposing currents may create small or large whirlpools.
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Objects may stay afloat in gentle currents, or get sucked underneath the waters’
surface by the overwhelming intensity of the force. (2002: 1)

A number of studies also report anxiety experienced by beginning teachers (Bullough et
al., 1991; Erb, 2002; Lortie, 1975; Tickle, 1991). Meyer (2009) examines student
teachers’ emotions during the teaching practice experience (or internship) through
written reflections from and interviews with student teachers. She outlines that:
Student teachers are introduced to teaching in a highly controlled environment
and frequently feel powerless at the same time they are being asked to assume
more control. In addition, it is common for student teachers’ university
supervisors and classroom mentors to sympathize with the myriad of emotions
being experienced. At the same time, it is also common for supervisors and
mentors to urge student teachers to manage their emotions and conform to
professional expectations. (2009: 74)
It is emotional tensions such as these which make the student teaching practice
experience worthy of further exploration. At the same time it would appear that little
has changed since Lortie’s (1975) work on teachers’ lives. He wrote, “the way most
beginners are inducted into teaching leaves them doubly alone; they confront a ‘sink-or-
swim’ situation in physical isolation and get only occasional cultural support in the
process.” (1975: 237). This raises questions regarding how well initial teacher
education programmes deal with emotion. Critics of the current system have suggested
that the negative emotions experienced by novice teachers could be as a result of the
lack of preparation. Stuart and Thurlow (2000) argue that undergraduate education
programmes inadequately prepare student teachers for the demands of teaching. Indeed
a number of researchers recognise the need to better prepare student teachers to meet the
challenges associated with the profession (Brookhart and Freeman, 1992; Fullan and
Stiegelbauer, 1991; Goodlad, 1990; Kagan, 1992). Meyer (2009) highlights the gaps in
teacher education programmes in addressing some of the current work on teachers’

emotions, while Zembylas and Schutz (2009b) highlight the need to develop teachers’

(including beginning and student teachers’) strategies to manage the emotional
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challenges associated with their work. According to Stuart and Thurlow (2000: 114),
preservice teachers often “have erroneous and simplistic beliefs about what it takes to
be a successful teacher.” Some view teaching as a process of transmitting knowledge
and of dispensing information (Pajares, 1992). These “unarticulated and simplified”
(Pajares, 1992: 321) beliefs can result in teachers becoming “disillusioned with their
profession” and “discouraged by their lack of perceived effectiveness” (Stuart and
Thurlow, 2000). It is also necessary to identify the extent to which such criticism
applies to the Irish context — specifically looking at Irish initial teacher education.
However, understanding Irish initial teacher education programmes is central to

investigating such concerns and, for this reason, will be addressed in the next section.

Irish Initial Teacher Education: Consecutive and Concurrent Models
Teaching in the Republic of Ireland, for post-primary level (that is, students aged
between 12 and 18 years), is an all graduate profession provided by consecutive or
concurrent models. According to Drudy (2004: 29) the consecutive model has a
duration of one academic year. Students specialise in a chosen area of study to
Bachelor’s degree level (for a three or four year period), which is then followed by the
Higher Diploma in Education (a one-year, postgraduate, teacher education programme).
Drudy (2004: 32) advocates extending the duration of the Higher Diploma in Education.
She says this,
would allow for more fulsome coverage of areas which are becoming of
increasing importance, such as the legal responsibilities of the teachers, child
protection, pupils’ diversity, catering for pupils with special education needs,
school planning and team work . . . it would also facilitate a more research-based
approach to teaching.

Most concurrent programmes, with the exception of religious education, focus on

laboratory/workshop/practical teaching subjects (for example, Physical Education,
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Engineering, Construction) and all are of four years’ duration (Gleeson, 2004). The
structure of these courses is varied (some are modular, some are based around short
courses and some have a more traditional format) with the proportion of programme
contact time devoted to “education” related to subject discipline(s) approximately 1:3
(Gleeson, 2004: 47). The Higher Education Authority, along with the Department of
Education and Skills and university representatives, monitor numbers of entry for post-
primary teacher education programmes (Coolahan, 2003: 18). There are approximately
1,000 positions available on post-primary education courses with students from a wide
variety of academic backgrounds accepting places (Drudy, 2004). Interestingly, the
Organisation for Economic Co-operation and Development (OECD) report Attracting,
Developing and Retaining Effective Teachers (Country Background Report for Ireland)
points to the “high social status” and “competitiveness for entry,” traditionally enjoyed
by the teaching career in Ireland (Coolahan, 2003: 21). The calibre of Irish student
teachers is high. As noted in the report, “entry to teacher education is still highly
competitive from well-qualified candidates” (Coolahan, 2003: 7). The mode of entry to
post-primary teacher education programmes is by academic grades alone or by grades
combined with an interview. Critics of the former system argue that “personal
suitability data” should accompany academic criteria and suggest “it is desirable to seek
to recruit more mature students with varied work experience,” which would enrich the
teaching profession (Coolahan, 2003: 22). Interestingly, Irish initial teacher education
also shares a number of components with most other post-primary teacher education
programmes, offered by educational institutions across Europe. Considering this
comparability, Gonzalez and Wagenaar (2003) outline the following similarities
between such programmes:

1. Studies in academic disciplines (usually two) perceived to be indispensable
for the teaching of the corresponding school subjects.
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2. Studies in subject methodologies or “didactics”. Subject studies and subject
methodologies form up to 90% of the teacher education studies (in
consecutive courses combining degrees and post graduate qualification) in
some countries.

3. Education studies (e.g. pedagogy, general didactics, educational psychology,
sociology of education).

4. Teaching practice. (cited in Drudy, 2004: 35)

Although the fourth component, teaching practice, is not offered by all teacher
education institutions, it is considered a core feature within programmes of study where

it is included. The next section will briefly discuss this component, focusing

specifically on the Irish context.

Teaching Practice Placement

The Teaching Council of Ireland is a statutory body, established in 2006 under the
Teaching Council Act (2001). The Council’s responsibilities under section 7 include
“to establish, publish, review and maintain codes of professional conduct for teachers
which shall include standards of teaching, knowledge, skill and competence” (2001: 7.-
(2) (b)). The Teaching Council advocate that each student teacher must fulfil 100 hours
(minimum) of classroom teaching (teaching practice) in both consecutive and
concurrent models. Drudy (2004: 33) outlines the different ways in which this
classroom teaching time is organised by various universities offering the Higher
Diploma course programme. They are as follows: (1) five mornings in school and five
afternoons in university each week throughout the academic year; (2) two full days and
one half day in school, two full days and one half day in university each week
throughout the academic year; (3) two full days in school, three full days in university
each week throughout the academic year and a three-week block school period; and (4)
block periods interspersed throughout the academic year. All concurrent programmes,

with the exception of those offered by the University of Limerick, include teaching
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practice placement across all four years. Student teachers in the University of Limerick
complete a six-week placement in year two and a ten-week placement in year four. In
all concurrent programmes students are placed in practice schools for either continuous
blocks (ranging from 3 to 14 weeks) or a combination of block/day release

arrangements (Gleeson, 2004: 47).

The approach to teaching practice is broadly similar across programmes. Students’
performance on teaching practice determines the level of their award and is measured
on a skills/competency basis. The criteria for assessment include, for example,
preparation and the teaching practice file, knowledge of subject, classroom
management, lesson management and methodology (Mullins, 2004: 40). In this
approach, the main focus is clearly on outcomes, standards and results. While pupils’
learning, personal qualities and quality of interaction are also among the list of criteria
for assessment there appears to be little way in which each of these can be evaluated
(Gleeson, 2004). In some programmes it is not a prerequisite for a student to achieve an
honours grade in teaching practice in order to graduate with an honours degree.
Gleeson (2004) explains the reason for this is so that highly academic students are not
excluded from progression to Masters by research due to a passing performance on
teaching practice (which in some colleges automatically implies a pass degree). This
implies that a student who does not achieve an honours grade from teaching practice
may still graduate with a prestigious award. This is a worrying finding. In light of such
findings and given that initial teacher education programmes, including Irish
programmes, are so exclusively focused on measurable behavioural outcomes of
teaching, the case for improving such programmes seems very strong. This will be

discussed in the next section.
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Improving Teacher Education
While there is a growing consensus that teacher education needs to be improved, there
is much uncertainty regarding how, why and for what purpose (Cochran-Smith and
Fries, 2006: 43). There are complex social, political, and organisational agendas which
compete to spearhead teacher educational reform. Some of these agendas aim to control
teaching politically while some aim to achieve professional autonomy and equality.
According to Gardner (1989), the professionalisation agenda “aims to make teaching
and teacher education a profession with a research-base and formal body of knowledge
that distinguishes professional educators from lay persons” (cited in Cochran-Smith and
Fries, 2006: 44). The goal here is to ensure teaching standards and teacher education
are consistent and unified across initial preparation, certification and licensing. It
assumes that teachers who go through university-based programmes are the most
important factor which contribute to students’ learning and achievement (2006: 44).
Another agenda is the deregulation agenda — it should be noted that while the Teaching
Council is the regulatory body in Ireland, it does not operate in the same way as the U.S
and therefore this particular agenda is more specific to the U.S. — which is in direct
conflict with the professionalised agenda. According to Cochran-Smith and Fries:

They advocate opening multiple entry routes into teaching, with pupil test scores

the bottom line for determining who should be teaching. Based on the

assumption that most entry requirements simply keep bright young people out of

teaching and focus on social goals rather than on pupils’ achievement. (2006:
44)

The regulation agenda refers to the state’s level of control over inputs (course content,
fieldwork experience, etc.) and outputs/outcomes (assessments) of teacher preparation.
This requires that all states must report annually on the quality of preparation

programmes. Also all higher education institutions must report to the state the
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qualifications of all candidates recommended for certification (cited in Cochran-Smith
and Fries, 2006: 45). However, Cochran-Smith (2004) outlines the challenges resulting
from such conflicting agendas. She refers to it as,
tightly regulated deregulation: support for alternate routes that do away with
most requirements and make entry into teaching wide open, on the one hand,
and centralised federal control that diminishes state and local decisions and
greatly limits professional discretion and autonomy, on the other. (cited in
Cochran-Smith and Fries, 2006: 45)
A third agenda is the social justice agenda. “Advocates for a social justice agenda want
teachers to be professional educators as well as activists committed to diminishing the
inequalities of American society” (cited in Cochran-Smith and Fries, 2006: 45). This
agenda aims to diversify teaching by recruiting teachers of colour and teachers who
have life experiences which have promoted success in urban schools (Cochran-Smith
and Fries, 2006). While these agendas have clear, precise goals, they do not address the
central issue of teacher preparation or the process one goes through to become a teacher.
The development of caring teachers, passionate teachers and emotionally intelligent
teachers (Goleman, 1996) doesn’t feature in any of these agendas. Gleeson and Kiely
(2006) argue that perhaps a responsive approach to educational reform, which is
concerned with processes rather than outcomes and with securing involvement and
interaction to obtain decisions that meet a range of needs and preferences, would be
more appropriate. However, this would require “process indicators that are concerned
with issues such as the quality of teaching and learning and pupils-teacher interaction”
(Gleeson and Kiely, 2006: 17). While this debate is clearly complex, ignoring the
emotional dimension would be futile. As Hargreaves puts it, “emotions and feeling will
only re-enter the change process by the back door” (1997: 109). These findings suggest

that teacher education needs to be improved with a focus on the emotional dimension of

teaching. In turn, the need to develop work on emotion in studies of teacher skills,
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education and development is evident and immediate. The next section will evaluate

the current research in this area while also highlighting the limitations of such research.

Evaluation of Research Pertaining to Teachers and Emotions

It is evident that much of the work on emotion in studies of teacher skills, education and
development is qualitative and descriptive as outlined earlier. Without being critical of
such research, it is evident that one limitation of such descriptive studies is that
recognising that teaching and beginning teaching is an emotionally charged experience
does not actually tell us anything about the level of emotional skills that teachers have.
One might hypothesise that, recognising the emotional dimensions of the career which
they have chosen, student teachers would have high levels of emotional skills in
comparison to their peers in the broader population. However, these descriptive type
studies do not allow us to address this hypothesis. A second limitation of these studies
is, arguably, the absence of a coherent conceptual framework for understanding
teachers’ emotions. While considering teachers’ emotions in the context of reform,
Veen and Sleegers (2009) argue a theory which takes into account both the individual
and their environment is necessary. As Nias (1996: 294) puts it, “neither cognition nor
feeling can be separated from the social and cultural forces which help to form them and

b

which are in turn shaped by them.” The components model of emotions (as discussed
in Chapter 2) arguably overcomes the difficulties identified by Veen and Sleegers.
Thirdly, while emotions are recognised as an integral part of teaching, research
regarding preservice teachers’ experiences (prior to their first year of teaching) is least
developed (Meyer, 2009). It is important to examine emotions during students’

teaching experiences because, as Meyer (2009: 74) outlines, “it captures a part of the

histories that teachers bring to their careers and classrooms.”
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Addressing these limitation raises further issues. For example, the question as to how
emotional skills can be measured is one that is fraught with difficulty. Indeed, some
would argue that “the intangible emotional and empathic qualities which make a ‘good
teacher’ from the viewpoint of the students cannot be measured” (Constanti and Gibbs
[2004, p. 247] cited in O'Connor, 2008: 117). Yet this is what emotional intelligence
models (Bar-On, 1997b; Goleman, 1995; Mayer and Salovey, 1997) seek to achieve. It
is worth noting that both conceptual work and research work on emotional intelligences
and competencies are at a relatively early stage (Salovey et al., 2000; 516) and, as such,
there is, as of yet, little agreement as to how emotional competencies are to be
understood, made operational or measured (Humphrey et al., 2007). This is not to say,
however, that there are no clear, operational and measured accounts of emotional
intelligence. The next section will identify how Mayer and Salovey’s (1997) view of EI
could provide a useful framework that allows the identification of specific skills needed
to understand and experience teachers’, including preservice teachers’, emotions most

adaptively.

Teachers and Emotional Intelligence

There are good grounds for seeing a high level of emotional intelligence as a valuable
part of the teacher’s skills set. There is evidence that emotional intelligence could help
foster effective coping with past events and traumatic experiences (see for example
Nolen-Hoeksema et al., 1997; Pennebaker, 1997), with anticipation of desired goals in
the future (Taylor ef al., 1998), and with current events and chronic stress (Folkman and
Moskowitz, 2000). Social and emotional skills are associated with success in many
areas of life, including teaching, student learning, quality relationships, and academic

performance (for further discussion see Brackett et al., 2009); Brackett and Katulak
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(2007: 4) argue that “emotional skills training for teachers can create a more stable,
supportive and productive learning environment.” This is further corroborated by
recent findings in John Hatti’s book Visible learning: A synthesis of over 800 meta-
analyses relating to achievement which highlights the importance of quality student

teacher relationships — .72 effect size (Hattie, 2009).

Yet despite this, there is relatively little research on teachers and on beginning teachers
using the emotional intelligence framework. Byron (2001), who conducted a study with
novice teachers, reported that novice teachers scored no differently on measures of
emotional intelligence than the normative sample. Byron used an early version of the
test (MSCEIT version 1.1). A contrary view is found in more recent research conducted
by Brackett et al. (2010), which investigated the relationship between the emotional
Management score (which they refer to as emotion-regulation ability), and both job
satisfaction and burnout, with secondary school teachers in England. They outline that
the mean emotional regulation-ability score for participants was slightly lower (about
0.5 of a standard deviation) than those reported in the normative sample. Similarly
Corcoran and Tormey (2010) found, using a sample of 60 Irish student teachers, that
their overall EI score was about 0.3 of a standard deviation below international norms.
While one should be slow to read too much into a small number of studies, carried out
with relatively small samples, these findings are notable. The findings are also
important, in that they highlight the utility of Mayer and Salovey’s (1997) view of EI in

addressing gaps in the current research as highlighted in the previous section.

76



Conclusion

Overall then, it is evident that there is a growing literature on emotion in teaching which
highlights the intensely emotional nature of the experiences of beginning and preservice
teachers, and the importance of those teachers having or developing the capacity to
work effectively with their emotions and those of others. However, much of the
existing research in the area is qualitative and descriptive. In researching the role of
emotion in teachers’ lives, Zembylas and Schutz (2009b: 367) suggest that researchers
need to “develop different frameworks and offer multiperspectival ‘answers’”. Also
within this literature the concept of emotional intelligence has an important role to play
in enabling emotional skills to be measured, and in enabling comparisons to be made
between the skill levels of different groups of beginning teachers. What limited
evidence there is hints — perhaps surprisingly — that beginning teachers may have lower
than average levels of emotional intelligence when compared to the broader population.
The dearth of evidence in this area means that there is a need for larger studies of
emotional intelligence among teachers that would enable us to see the following: (1) if
emotional intelligence levels differ between: different entry routes to teaching
(undergraduate or graduate entry, for example, entry by academic scores or through a
process which involves some interview element); males and females; and students of
different college courses (that is, school subjects in which students are to be qualified as
a teacher); (2) if emotional intelligence levels can be increased through focused
workshops; and (3) a more complete picture of teachers’ emotions by matching
quantitative with qualitative data within studies. Using data from a comparatively large
study of Irish preservice teachers (alternatively referred to as students in initial teacher

education) this research addresses these gaps.
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CHAPTER 5§ METHODOLOGY

I took certain considerations into account in designing this research project. These
included factors such as: the sort of information required in answering the research
questions; the sort of research experience I had and would require; and issues of size
and scope of the research. I selected research methods based on such considerations.
Questions of epistemology and ontology relevant to discussions of method were
addressed. In exploring these methods I had hoped to move towards a “methodological
aware eclecticism” approach (Hammersley, 1996; cited in Todd et al., 2004: 13), which

views the methods as equal but suitable for different purposes.

It is for that reason this chapter deals with more than the methods used. The chapter
begins by identifying the research questions. I then progress with a discussion of
epistemological viewpoints and evaluate a mixed methods action research approach. I
describe what this means in terms of the research design and discuss how such an
approach is operationalised. [ examine the value of an experimental methodology,
based on a randomised controlled trial, and identify the key elements which enable
experimental research to be carried out. This is followed by an evaluation of the
quantitative (psychometric properties of the MSCEIT) and qualitative aspects of the
research (semi-structured interviews). The chapter is also concerned with mapping out
the context of the research. It describes the sample of participants involved in the
research. It identifies the methods of data collection and analysis used before finally

outlining the ethical considerations which were taken into account.
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The Research Question

The question which is at the core of this research is: What is the role of emotional
intelligence (El) in initial teacher education (ITE)? Specifically, (a) what level of
emotional intelligence (as measured on the MSCEIT triangulated with qualitative
interviews) do student teachers have, (b) can student teachers’ emotional intelligence
be increased through focused workshops and (c) what is the overall impact of these

workshops.

The first question asked what level of emotional intelligence student teachers have.
Total scores for emotional intelligence (Total EIQ), which is an average score
encompassing all four skills (Perceive, Use, Understand, and Manage) as measured by
the MSCEIT, were analysed. Then each of these four components was analysed
separately. These data were triangulated with qualitative interviews to address the
above question. The second question asked whether or not the intervention (the
emotional competencies workshops) would have a significant impact upon the
emotional intelligence of the students studied. Although it is often assumed in the
literature that high EI is an attribute that one would expect of teachers, there is little
evidence in relation to the role of EI in teaching and teacher education. Since EI is
conceptualised as an “intelligence” it is generally thought that it is in some way innate
rather than learned, and, as such, cannot be increased in a person through teaching. At
the same time, one of the central presumptions of teacher education is that people can
learn relationship skills. It is this contradiction that this research aims to test. This
question was examined by comparing the mean average MSCEIT scores for total level
of emotional intelligence and the four EI components from pre- and post-intervention
tests for the experimental group and control group 1. The third question addressed the
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overall impact of the workshops by analysing data from the qualitative interviews. I
approached these questions using an experimental methodology, based on a randomised
controlled trial. In order to make some meaningful statement about the wider world, I

also looked at the contribution made by this research to the existing literature.

Positivist Vs Interpretive Research Designs

Although all research shares a common focus on the need to be systematic or rigorous
in how we find out things, different researchers have come to different understandings
of what this rigour might mean in practice. The terms “positivist” and “interpretive” are
often used to describe the different sorts of research people do in education and the
ways in which this research rigour can be made operational. Investigating these key
concepts allows for the exploration of the differences and similarities between the major
schools of thought that underpin the different research approaches that are used in

education.

Positivist Research

The traditional positivist view of research and theory has dominated Western
institutional thinking and practice for centuries. It is, according to Kane and O’Reilly-
de Bruin, “the only one we know, because it forms the basis of modern science. Among
researchers, pure positivism — a belief that only observable, objective, provable hard
facts count — was fading even in the 1950s, but generally, the person in the street is still
a hide-bound positivist” (Kane and O’Reilly de Bruin, 2001: 15). The term
“positivism” is often associated with the French philosopher August Comte (1789-
1857). When he looked at sciences like physics, he saw people discovering what they
referred to as “laws” of nature (like the “law of gravity” or the “law of conservation of
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matter”’). He argued that research on people and groups was also likely to be governed
by such “laws” and that scientific research would enable these “laws” to be discovered,
just as in the natural sciences. Comte’s position led to the emergence of an era
“orientated towards facts and natural phenomena” (cited in Cohen and Manion, 1994:
11). Many researchers of this tradition also believed that knowledge was based on
experience and could be sought through quantitative means, for example by observation

and experiment.

Philosophers and social scientists have used the term positivism loosely ever since,
making it difficult to define. Bryman (1988; 2008) outlines a number of basic
principles, which generally underpin this approach. They are:

e Methodological Naturalism — a belief that procedures of the natural sciences are
appropriate to the social sciences. People who have feelings, can communicate
through language, can attribute meaning to their environment and so on are not an
obstacle to the implementation to the scientific method;

e Phenomenalism — only phenomena which are observable are regarded as genuine
knowledge. Phenomena such as “feelings” or ‘“subjective experiences” which
cannot be observed, either through direct experience and observation or with the aid
of instruments, have no place;

e Inductivism — scientific theories being a compendium of empirically-established
facts. Empirical research involving the accumulation of verified facts yields
relevant theory. These findings are often referred to as “laws”;

e Deductivism — this involves constructing a scientific theory to explain the laws

pertaining to a particular field. One (or more) hypothesis is devised, enabling the
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scientist to test the theory. The theory must be revised if the hypothesis is rejected
after rigorous empirical examination;

Values — positivism exerts two distinct dispositions pertaining to values. Firstly,
that scientists must not allow his or her own values to impair objectivity and so
affect the validity of the knowledge. Secondly scientists should draw a distinction
between scientific issues and statements and normative ones. Normative statements
are often disregarded because they cannot be verified in relation to experience;
Realism — according to Bryman (2008: 698), realism “acknowledges a reality
independent of the senses that is accessible to the researcher’s tools and theoretical
speculations. It implies that the categories created by the scientists refer to real
objects in the natural or social worlds.” Researchers in this tradition believe there is
a reality separate from their descriptions of it. It cannot always be seen but is
discernable only through its effects (it is easier to see the law of supply and demand
by looking at the housing market as a whole than it is to see it in conversation with
one potential house buyer); and

Empiricism — this is “an approach to the study of reality that suggests that only
knowledge gained through experience and the senses is acceptable.” (Bryman, 2008:
693). Empiricists are typically interested in information that can be seen, heard,
smelled, touched or tasted. As such, they tend to be more interested in things that
can be observed than in finding out how people feel. The focus on seeing things at a
social rather than an individual level, combined with the desire to model on natural
sciences led to the use of statistics. Hence this approach to social research also

became known as a quantitative approach.
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Of course not all positivists subscribe to all the above seven principles. Instead, the first
two (Methodological Naturalism and Phenomenalism) consistently appear throughout

positivist research and are often referred to in describing this approach.

The positivist view of science saw it as focussing on relationships between different
things. This statement of a relationship is called a hypothesis. Kerlinger (1970) defined
the hypothesis as “a conjectural statement of the relationship between two or more
variables” (cited in Cohen et al., 2000: 14). These variables include; the causal or
independent variable (the one which caused the thing to happen) and the dependent
variable (the thing that happened). For example, we might decide that “social class
background” determines “academic achievement”. In this case social class background
is the independent variable with academic achievement being the dependent variable.
In order to ascertain if this relationship exists — if this hypothesis is supportable — data

need to be collected.

This “positivist approach” became dominant in sociology and in psychology, and
consequently came to have a major impact on educational studies. However, it was
always a view that was challenged by other approaches. As the poet William Blake
puts it, “No matter how exact measurement may be, it can never give us an experience
of life, for life cannot be weighed and measured on a physical scale” (cited in Cohen
and Manion, 1994: 23). The German sociologist Max Weber (1864-1920) also argued
that the purpose of social research should be to understand how people understood or
interpreted their own world. As such, he felt social research should be deeply engaged
in, and interested in, people’s views and feelings about the world. Like Weber, other

researchers argued that the major flaw in positivist research was that it sought to simply
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impose criteria or meaning-systems upon people’s lives, when it should instead be
engaging with them, in a shared process of understanding or meaning-making.
Researchers in this tradition also argued that the “objectivity” that positivists prized in
statistical research was in fact more apparent than real.
Because positivistic research is often carried out under experimental conditions
rather than in natural settings, it is unlikely that you will come across the same
conditions except in a similar experimental setting. Real life, of course, is not an
experimental setting. (Kane and O’Reilly de Bruin, 2001: 15)
As a result of such critiques, many rejected quantitative/positivist research in favour of
alternative approaches which involved qualitative procedures (in part, in order to

suggest that the concern is more on quality than quantity). One such approach was

called the “interpretive approach”.

Interpretivist Research

Since the middle of the twentieth century the dominant positivist approach has been
challenged. Researchers have been critical of the application of the positivist approach
to the study of the social world. “This point is nowhere more apparent than in the
contexts of classrooms and school where the problem of teaching, learning and human
interaction present the positivistic researcher with a mammoth challenge” (Cohen and
Manion, 1994: 12). As a result, the “interpretive approach” was viewed by many as an
alternative. Researchers in this tradition respected the difference between people and
the objects of the natural sciences and therefore required a different logic of research
procedures (from those of the positivist approach). According to Cohen and Manion the
main endeavour of the interpretive paradigm was “to understand the subjective world of
human experience . . . efforts are made to get inside the person and to understand from
within” (Cohen and Manion, 1994: 36). Methodologically it was primarily concerned

with qualitative methods (Greene, 1994). However, interpreting these data was,
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according to Smith (1989), “not a matter of manipulation and control, particularly via
method, but rather it is a question of openness and dialogue” (cited in Greene, 1994:
536). This is in stark contrast to the power dynamics which exist in positivist research,
in which the researcher takes on the role of the “expert” and claims to come to know
something about the life of their research “subject”. This expert position can put the
researcher in a position of considerable power over the researched. Interpretive
research also involves grounded theory which, according to Bryman (2008: 694), is “an
approach to the analysis of qualitative data that aims to generate theory out of research

2

data by achieving a close fit between the two.” Theory emerges from interaction with
the research context and should be “grounded” on data generated by the research act.

Therefore, theory tends to follow research instead of preceding it (unlike the positivist

approach).

According to Bryman (1988: 50) crucial epistemological differences between the

positivist and interpretive approaches mean that they operate with divergent principles

regarding what is knowledge about the social world and how it can legitimately be
produced. The “interpretive approach” is also based upon a prior set of assumptions
about the study of social reality. They include:

e Phenomenology — various strands of development may be traced in the
phenomenological movement; the transcendental phenomenology of Husserl and the
existential phenomenology, of which Schutz is perhaps the most characteristic
representation (Cohen ef al., 2000: 23). Husserl, regarded by many as the founder
of phenomenology, was concerned with investigating the source of the foundation
of science and with questioning the commonsense, “taken-for-granted” assumptions

of everyday life (Cohen et al., 2000). However, Husserl’s ideas had little influence
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on the social sciences until the writings of Alfred Schutz. Two major themes in his
writings exemplify the phenomenological approach to the social sciences. First, the
subject matter of the social sciences - people and their social reality - is fun-
damentally different from the subject matter of the natural sciences. This view
contradicts the positivist assumption that the differences between the natural and the
social orders do not present any problems to the application of scientific methods to
the study of society. Secondly, any attempt to understand social reality must be
grounded in people’s experience of that social reality. Failure to do so runs the risk
of, as Schutz (1964: 8) puts it, imposing “a fictional non-existing world constructed
by the scientific observer” (cited in Bryman, 1988: 52).

Ethnomethodology — Ethnomethodologists were also influenced by Schutz’s
writings. However, it was Garfinkel (1967; cited in Bryman, 1988) who coined the
term ethnomethodolgy which denotes an approach that takes people’s practical
reasoning and the ways in which they make the social world sensible to themselves
as the central focus. Garfinkel challenges the basic sociological concept of order.
He maintains that human behaviour should be viewed more sceptically and in
failing to do so sociologists have created an ordered social reality that bears little
relationship to the real thing.

Symbolic Interactionism — unlike phenomenology, symbolic interactionism is an
explicitly social science approach to the study of social life. “Symbolic
interactionists view social life as an unfolding process in which the individual
interprets his or her environment and acts on the basis of that interpretation”
(Bryman, 1988: 55). Two central concepts underpin the approach, the definition of
the situation and the social self. The notion of the definition of the situation has

been useful in providing an understanding of the bases of action, as well as
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providing an awareness of the implications of varying definitions for people’s
behaviour. The idea of the social self is captured in the distinction between
respectively the “I” and the “Me”. The “Me” concerns our views of ourselves as
others see us. This idea is captured in Cooley’s (1902) notion of the “looking-glass
self”. “Whereas the “I” comprises the untrammelled urges of the individual, the
“Me” is a source of reflection about how we should act in particular situations in the
light of how our behaviour will be seen by others” (cited in Bryman, 1988: 55).
Verstehen — Max Weber’s idea of verstehen held “understanding” as central to this
approach. The term means “to understand” in German. Weber (1947) recognised
two forms of understanding: “direct observational understanding of the subjective
meaning of a given act” and “explanatory” or “motivational” understanding in
which “the particular act has been placed in an understandable sequence of action,
the understanding of which can be treated as an explanation of the actual course of
behaviour” (cited in Bryman, 1988: 57). His writings sought to establish that the
study of society requires a different kind of understanding from that of the natural
sciences. Weber’s writings on verstehen in addition to phenomenology and
symbolic interactionism appear to be used as one of a number of intellectual
precursors of qualitative research (Bryman, 1988: 59).

Naturalism — the term was outlined earlier as one of the principles which underpin
the positivist approach. However, Matza (1969) following Randall (1944) has
outlined another meaning of the term which implies that the researcher should treat
the phenomena being studied as naturally as possible. In doing so it proposes that
the study of social phenomena should involve the researcher getting close to his or
her subjects and not imposing the technical paraphernalia of quantitative research on

them. In this sense naturalism involves two interrelated themes; firstly a distaste for
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artificial methods of research which are seen as providing distorted pictures of social
reality, and secondly a concern to reveal the social world in a manner consistent
with the image of that world which its participants carry around with them (cited in
Bryman, 1988).

Ethogenics — this approach associated with Harré (1974), involves analysing social
episodes in terms of the “actors” themselves. According to Bryman (1988: 60)
“episodes” are sequences of interlocking acts by individuals. Ethogenics looks at
various ways in which persons construe their social world. “By probing their own
accounts of their actions, it endeavours to come up with an understanding of what
those persons were doing in the particular episode” (Cohen et al., 2000: 21).
Theories about the resources upon which actors draw when acting are constructed

through the analysis and understanding of such phenomena.

Even though it has been argued that this approach fits naturally to the kind of

concentrated action found in classrooms and schools (Cohen et al., 2000: 26) it has,

however, not been without its critics. Giddens (1976) argues against the likely

relativism of this approach:

No specific person can possess detailed knowledge of anything more than the
particular sector of society in which he participates, so that there still remains
the task of making into an explicit and comprehensive body of knowledge that
which is only known in a partial way by lay actors themselves. (cited in Cohen
et al.,2000: 27)

This implies that the participants’ knowledge may be limited or falsely conscious which

can be problematic for the researcher who is obligated to seek an objective perspective.

There are, as Bryman (2008) puts it, three levels of interpretation going on: the

researcher is providing an interpretation of others’ interpretations and then the

researchers’ interpretations must be interpreted in terms of the concepts, theories, and
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literature of the discipline. Bernstein (1974) similarly argues against the ways in which
meaning is constructed and how these meanings can be negotiated by the those
involved.
And what of the insistence of the interpretive methodologies on the use of verbal
accounts to get at the meaning of events, rules and intensions? Are there not
dangers? Subjective reports are sometimes incomplete and they are sometimes
misleading. (cited in Cohen ef al., 2000: 27)
Bernstein makes reference to the power dynamic which exists between the participant
and the researcher, but also how the researcher can impose their own definitions of
situations upon participants. Interpretivist inquiry is “unabashedly and unapologetically
subjectivist. It is also dialectic, for the purpose of meaning construction transforms the
constructors” (Greene, 1994: 536). Interpretive researchers work directly with
experience and understanding whereby the participants provide meaning and purpose.
While this meaning must make sense to the participants, the researcher is also involved
in the circle of interpretation. Therefore interpretivist knowledge claims are contestable
precisely because they are contextualised and multiplistic, and also because they
represent an intertwinement of values and facts. There are, according to Smith (1989),
“no facts without values, and different values can actually lead to different facts” (cited
in Greene, 1994: 536). As such, interpretivism is value laden from the perspective of

the research participant and also from the point of view of the researcher. Table 5.1

summarises some of the differences between these approaches.
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Table 5.1 Conceptions of social reality

Positivist

Interpretive

Realism: the world exists and 1s knowable
as it really is.

Idealism: the world exists but different
people construe it in very different ways.

Discovering the universal laws of society
and human conduct within it.

Discovering how different people interpret
the world in which they live.

A rationale edifice built by scientists to
explain human behaviour.

Sets of meaning which people use to make
sense of their world and the behaviour
within it.

Abstraction of reality, especially through
mathematical models and quantitative
analysis.

The representation of reality for the
purposes of comparison. Qualitative
analysis of language and meaning.

Ordered. Governed by a uniform set of
values and made possible only by those

Conflicted. Governed by the values of
people with access to power

values.

Note: Adapted from Barr Greenfield, 1975; cited in Cohen, L., Manion, L. and
Morrison, K. (2000) Research methods in education, fifth ed., London: Routledge.

Although there is an apparent incompatibility between the philosophies that underlie
qualitative and quantitative research, pragmatists tend to argue that they both share a
focus on being systematic and rigorous in their approaches to data collection and
analysis, and that this common foundation is enough of a similarity to build upon.
However, according to Cuba and Lincoln (1998), in practice few researchers adopt
extreme epistemological positions, and there are many intermediate positions that can
be adopted. For example, the post-positivist view is that although an objective reality
exists and we should seek to understand it, we can never gain perfect knowledge of it
(cited in Marks and Yardley, 2004).
While this view is entirely compatible with the scientific method, rather than
seeking to establish the “truth” through experimentation, the aim of post-
positivist research is to test, falsify and thereby improve our imperfect models of
reality, using a variety of methods. (Marks and Yardley, 2004:4)
Researchers in this tradition are happy in the knowledge that indeed there may be an
independent external reality which constrains and shapes people’s lives, but human
experience is also shaped by subjective interpretation and social interaction which must

also be taken into consideration and investigated further. The post-positivist approach

has become increasingly popular in education settings and is perhaps best suited to this
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particular project, in part because there is no rigid mapping between epistemology and
method. It advocates a choice of research methods which is based on the purpose of the
research rather than epistemological assumptions. According to House (1994), it then
“becomes possible to combine different methods in order to gain diverse forms of
knowledge that can provide complementary insights” (cited in Marks and Yardley,
2004: 5). In the next section I will discuss mixed methods research and evaluate this

approach in light of this project.

Mixed Methods Action Research

The rather partisan, either/or tenor of the debate about quantitative and
qualitative research may appear somewhat bizarre to an outsider, for whom the
obvious way forward is likely to be a fusion of the two approaches so that their
respective strengths might be reaped. (Bryman, 1988: 127)
In most educational research it is the epistemological version of this debate which
prevents this solution from being accommodated. Qualitative methods are seen as the
alternative and competing paradigm to quantitative methods. The decision to integrate
qualitative and quantitative methods requires an understanding of philosophical and
theoretical issues which accompany this debate. While there are some who take
something of a hard line on the differences between qualitative and quantitative
research, increasingly social and educational researchers have come to recognise that
these two approaches may well be complementary. Eisner (2003; cited in Marks and
Yardley, 2004: 5) suggests that every perspective and every method reveals some things
and conceals others; consequently the question the researcher should ask is not which
method is “best” in any absolute sense, but rather “what can we learn from each per-
spective?” Such pragmatists tend to argue that qualitative research can generate an

understanding of a group if we know little about them, and this can enable hypotheses

to be formed and tested using quantitative approaches. Others argue that while
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quantitative research can describe the social world in broad-brush strokes, qualitative
research can describe in detail the processes that are shaping the world. For example,
quantitative research may tell us students’ level of emotional intelligence. However,
qualitative research can explore students’ perceptions of how skills relating to emotional
intelligence apply to them and to teaching in general. In this section I will evaluate a
mixed methods approach. I will then discuss why this approach was appropriate in this
case and describe how such an approach was operationalised, while also taking account
of potential pitfalls. Finally, I will identify how a mixed methods action research

approach best addresses the research questions.

Arguments Against Mixed Methods Research
The term “mixed methods research” in its simplest form refers to research that
combines quantitative and qualitative research within a single project. However, not all
researchers agree that such integration is either desirable or feasible. According to
Bryman (2008: 604) the argument against mixed methods research tends to be based on
either and sometimes both of two kinds of argument:
1. The idea that research methods carry epistemological commitments; and
2. The idea that quantitative and qualitative research are separate paradigms.
The first position implies that research methods are imbued with specific clusters of
epistemological (how we understand knowledge) and ontological (how we view
ourselves) commitments. As Morgan and Smirich (1980) suggest,
the choice and adequacy of a method embodies a variety of assumptions
regarding the nature of knowledge and the methods through which that
knowledge can be obtained, as well as a set of root assumption about the nature
of the phenomena to be investigated. (cited in Bryman, 2008: 604)

Therefore, according to this position the decision to employ, for example, participant

observation is not simply about how to go about data collection but implies a
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commitment to an epistemological position that is inimical to positivism and consistent
with interpretivism. Smith (1983) also supports this position by arguing that each of the
two research strategies “sponsors different procedures and has different epistemological
implications” and criticises the unfounded assumption that the methods are
complementary (cited in Bryman, 2008: 604). However, according to Bryman (2008:
593), “the connection between research strategy, on the one hand, and epistemological
and ontological commitments, on the other, is not deterministic.” Bryman identifies the
tendency for quantitative and qualitative research to be associated with certain
epistemological and ontological positions but the connections are not perfect. The
second paradigm argument is closely linked to the first. It conceives quantitative and
qualitative research as paradigms in which epistemological assumptions, values, and
methods are inextricably intertwined and are incompatible between paradigms (cited in
Bryman, 2008). This implies that when researchers combine, for example, participant
observation with a questionnaire, they are not really combining quantitative and
qualitative research, since both paradigms are incompatible. The integration is only at a
superficial level and within a single paradigm. However, the paradigm argument has
been criticised for a number of reasons. Firstly, it involves unsupported assumptions
about the interconnectedness of method and epistemology. According to Hammersley
(1996), professor of educational and social research in the School of Education at The
Open University, the idea of them (quantitative and qualitative research) as competing
paradigms breaks down under closer scrutiny since neither position is always identified
by a particular epistemology (cited in Todd et al., 2004). Secondly, it is by no means
clear whether quantitative and qualitative research are in fact paradigms (Bryman, 2008:
605).  Finally, methodological choices are often steered by highly practical

considerations. According to Todd et al. (2004) the inability to use both methodologies
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are among some of the reasons why people argue against mixed-method studies. While
the situation is changing as, for example, psychologists undergo training in qualitative

research, it remains difficult to find people who are well-versed in both methodologies.

Arguments For Mixed Methods Research
During the 1970s and 1980s a number of writers challenged the view that quantitative
and qualitative research was not capable of integration. They argued that mixed
methods investigations were feasible and could potentially lead to superior findings. By
the late 1980s and early twenty-first century a procedural development period had
begun which was concerned with how mixed methods studies could be designed. In the
present century, the arrival of a separate handbook for mixed methods researchers and
of the Journal of Mixed Methods Research are indicative of the recognition and
development of mixed methods research as a distinctive approach (Bryman, 2008: 606).
However, according to Silverman (2000) in education, psychology tends to be the
dominant school of thought. Accompanied by quantitative methods and psychometric
views of the world it remains difficult to justify an alternative approach.
The prevailing myths about aggregating numbers and, more tragically,
aggregating individuals into sets of numbers have moved us away from our
understanding of lived experience. By using other disciplines, such as art,
sociology, history, dance, architecture, and anthropology to inform our research
processes, we may broaden our understanding of method and substance.
(Janesick, 1994: 215)
Todd et al. (2004: 9) provide justification for the integration of both methods in
research. They are:

e “Pick me up” — particularly in small-scale studies, data from various sources can

produce theoretically plausible explanations and help make sense of the data;
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To explore different levels of the same phenomena — sometimes different methods
may be more suited to looking at different levels of the same problem. Very often a
mixed methods approach can allow you view these different levels more clearly;
Better communication across and within disciplines — a mixed-methods approach
can help severe the divide which exists between quantitative and qualitative
researchers and between various related disciplines. Respect for differences can
help promote understanding and as a result, lead to a more productive output;

Better exploitation of methods — this adopts a two heads are better than one
approach. It is also important to note that quantitative data can still lead to
qualitative approaches and vice-versa;

Improvements in theory — using a mixed-method approach forces researchers to
consider different theoretical perspectives while also considering the data sets
produced by the various methods; and

Triangulation — which, according to Bell (1999: 102), is “cross-checking the
existence of certain phenomena and the veracity of individual accounts by gathering
data from a number of informants and a number of sources and subsequently
comparing and contrasting one account with another in order to produce as full and

balanced a study as possible.”

Triangulation

I felt this research was particularly suited to multiple methods of data collection

because, according to Cohen et al. (2000: 115), “multiple methods are suitable where a

controversial aspect of education needs to be evaluated more fully.” Therefore within

this research two data collection instruments were used. They included individual

interviews with participants and psychometric testing. There are three reasons for this.
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One, the purely technical reason, is that it gives access to different types of data I
wanted. The second is to allow for data triangulation (Denzin, 1978; Hakim, 1987).
For example, if I am interested in whether a student’s level of emotional intelligence has
increased, I can look to their test scores before and after the intervention or I can ask the
students. Using a variety of data sources together (such as these) provides a richer
overall account than relying on a single source. As Silverman (2000) outlines, even a
contradiction between results would provide useful information. I can establish the
“facts” that are inter-subjectively held by different students and those which are held to
be true by one student and not another. I can also check to see if a
respondent/participant’s memory is faulty or biased. Triangulation in this way gives me
more confidence that the things which I hold to be empirically true are actually
empirically true. Thirdly, emotional intelligence frameworks like that of Mayer and
Salovey’s are not without its critics. One common criticism is that levelled at all or
most quantitative research — that qualitative research would lead to a better and more
effective understanding of emotional processes and emotional competencies. This is in
part because emotion is closely associated with “meaning” systems, something that is
often better accessed through qualitative research (see Denzin, 1984). At the very least,
and given the newness of quantitative research into emotional intelligence, it might be
expected that greater validity would be achieved through triangulating qualitative and

quantitative research.

Action Research

There is no single, simple definition of action research. Reason and Bradbury attempt
to synthesise the range of perspectives covered under the term in the following working
definition.
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Action research is a participatory, democratic process concerned with practical
knowing in the pursuit of worthwhile human purposes, grounded in a
participatory worldview . . . It seeks to bring together action and reflection,
theory and practice in participation with others, in the pursuit of practical
solutions to issues of pressing concern to people. (Reason and Bradbury, 2001:

1)
There are a number of elements to this, such as action research is concerned with
practical knowing and practical solutions. It is in part because it addresses this issue of
practicality, that action research has become increasingly popular in education settings
in the last decade or so and is perhaps best suited to this particular project. Action
research is concerned with trying out changes to our practice, with collecting data on the
impacts of these changes and on re-inventing practices anew based on the results. As a
consequence it tends to have a number of cycles (McNiff and Whitehead, 2002). Put
simply, action researchers will rarely try something once and collect data on it. Instead,
they will usually use these data to plan a new and improved intervention and then
collect data on that which will be used to plan a further intervention and so on. For
these reasons, an action research approach best addresses the research questions in this
research. In this section, I will briefly evaluate the different traditions in action research
and conclude that a mixed methods action research approach is the most appropriate in

this case.

Action research is not just doing activities, it is according to McNiff and Whitehead:

A form of practice which involves data gathering, reflection on the action as it is
presented through the data, generating evidence from the data, and making
claims to knowledge based on conclusions drawn from validated evidence . . .
explanations need to be given for the activities, in terms of the researcher values,
intentions and purposes for doing the research. (2002: 16)

Not only does this definition accurately describe the activities involved in this research
project, a good deal of reflective practice, an idea popularised by Donald Schon (1983)

also features throughout this cyclical process. This research could be described as
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cyclical because it involved a number of cycles. The data from the first cycle were used
to plan a new and improved intervention, and then collected data on that were used to
inform the effectiveness of these changes. While traditional research is sometimes
conceptualised as being linear, with a straight line from beginning (literature review and
one [or more] hypothesis) to end (results and conclusions), action research is generally

conceptualised as a circular or spiralling process.

A mixed methods action research approach best addressed the research questions
because action research, as described by Reason and Bradbury (2001) is participatory
and democratic. It is often marked by a commitment to social justice or fairness issues
and living out our values in our practice. In doing so it is often concerned to avoid
power hierarchies between the researcher/expert and the researched. This concern is
closely linked to the idea that quantitative/positivist forms of research can often set the
researcher up as the expert who comes to have power over the people researched. For
action researchers, the aim is often to avoid such an “expert” stance, and instead focus
on the researched group participating actively in the generation of ideas and
understandings. This desire to be more participative often means that qualitative
research is the method of choice for action researchers. However, one of the distinctive
aspects of this action research project is the use of a pre-designed quantitative test
(MSCEIT) to evaluate students’ levels of emotional intelligence, something that may be
out of keeping with the action research focus on shared meaning-making (McNiff et al.,
1996; McNiff and Whitehead, 2002; Reason and Bradbury, 2001). The decision to use
the MSCEIT was based on practical considerations. In practical terms, the test offered
the best means of engaging with such a large student group (n = 356) and it provided

useful information which could not be accessed through qualitative methods.

98



In this section, I have evaluated a mixed methods approach and have identified why this
approach best addressed the research questions. I have also briefly looked at action
research. In doing so, I have concluded that a mixed methods action research approach
is the most appropriate in this case. The next section will look at what this conclusion
means in terms of the research design and describe how such an approach was

operationalised

Research Design

According to Cohen et al. (2000: 73), there is “no single blueprint for planning research.
Research design is governed by the notion of “fitness for purpose”. The purpose of the
research determines the methodology and design of the research.” In this section I will
firstly describe the groups involved in the research. I will then describe the research
design and discuss how the mixed methods action research approach has influenced the
overall design of the research. Finally, I will discuss the validity, both internal and
external, of the research design. In doing so, I will evaluate the experimental model

involving both qualitative and quantitative data.

Description of Groups
This research included four groups which were: the experimental group, control group
1, control group 2, and control group 3. In this section I will examine the role of each

of these groups.

The experimental group included 30 third year undergraduate (UG) student teachers,
who participated in the intervention study (the emotional competencies workshops).
Participants in this group were administered the MSCEIT pre-intervention (test 1),
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undertook the emotional competencies workshops, and were administered the MSCEIT
again post-intervention (test 2). Most of these students (n = 27) were then interviewed.
These interviews took place after the MSCEIT had been administered and before the
student went on teaching practice (pre-teaching practice). The aim of this set of
interviews was to explore their own perceptions of emotion, of emotional skills and of
their learning through the course. Many of these students (n = 17) were again
interviewed after teaching practice (post-teaching practice) to identify if their increased
awareness of the skills of emotional intelligence had impacted upon their teaching.
Control group 1 included another 30 third year undergraduate student teachers.
Participants in this group were administered the MSCEIT pre-intervention (test 1), did
not participate in the emotional competencies workshops, and were administered the
MSCEIT again post-intervention (test 2). Most of these students (n = 23) were then
interviewed. These interviews took place after the MSCEIT had been administered and
before the student went on teaching practice (pre-teaching practice). The aim of this set
of interviews was again to explore their own perceptions of emotion, of emotional skills
and of their learning through the course. These interviews were also used for the
purpose of comparison; the findings from these interviews were compared with the
corresponding set of interviews involving the experimental group, to determine whether
an emotional competencies workshop series can give rise to an increase in students’
level of emotional intelligence. Some of these students (n = 10) were again interviewed
after teaching practice (post-teaching practice) to identify if their increased awareness of
the skills of emotional intelligence (through taking the MSCEIT twice) had impacted
upon their teaching. Control group 2 included another 140 third year undergraduate
student teachers. Participants in this group did not participate in the emotional

competencies workshops, and were administered the MSCEIT only once (post-
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intervention). Some of these students (n = 10) were interviewed after teaching practice
(post-teaching practice) to identify if their awareness of the skills of emotional
intelligence (through taking the MSCEIT once) had impacted upon their teaching.
These interviews were also used for the purpose of comparison; the findings from these
interviews were compared with the corresponding set of interviews involving the
experimental group and control group 1. Finally, control group 3 included 156 graduate
diploma (GD) student teachers. Participants in this group did not participate in the
emotional competencies workshops, and were administered the MSCEIT only once
(post-intervention).  These findings (students’ scores on the MSCEIT) allowed
comparisons to be made across undergraduate and graduate diploma teacher education

courses.

Description of Research Design
This research involved an experimental methodology, based on a randomised controlled
trial. This approach was chosen as it allowed me to minimise the effects of intervening
variables and to draw conclusions from relatively small numbers. Data from the
MSCEIT and semi-structured interviews were used to determine if the intervention
significantly affected students’ levels of EI. The experimental methodology was
designed to answer the research questions which were:
What is the role of emotional intelligence (EI) in initial teacher education
(ITE)? Specifically, (a) what level of emotional intelligence (as measured on the
MSCEIT triangulated with qualitative interviews) do student teachers have, (b)
can student teachers’ emotional intelligence be increased through focused
workshops and (c) what is the overall impact of these workshops.

The research design is graphically illustrated in Figure 5.1.
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Figure 5.1 Graphic illustration of methodology

< L, Experimental .
! Group (n=15) N > T > > ”
o =g o
~ = a o (¢}
— o 8 Q
o > 2 E. @
4 a < S. B —~ a
- 8 % 2% 2 -
B Control Group 1 ® 4 5 = 52
£ bl (n=15) 5 £ E g 5
a > o > - P =28
5 a G 2
= = =
2. o 0s
2 ° .
Control Group 2 % g:
(n=70) = e > — g
’q ¢
a
a
N/
Control Group 3
(n=78) B

Note: This represents the first cycle in year one. This entire process was then repeated
the following year (cycle two in the second year) giving a total of 356 participants.

Third year undergraduate student teachers were invited to participate in a series of
workshops aimed at developing their emotional intelligence capacity through a range of
activities. Of the students who applied, 30 were selected at random (through the
process of random allocation to tutorial groups by the university administration). These
30 were further divided into an experimental and a control group, again using a random
selection methodology. The MSCEIT was administered (test 1) to these two groups of
students. One group then undertook the emotional competencies workshops, while the
other did not and continued with their studies as normal. At the end of the process, the
MSCEIT was re-administered (test 2) to both the experimental group and control group
to identify what changes (if any) had occurred. Most of these students also participated
in qualitative interviews exploring their own perceptions of emotion, of emotional skills

and of their learning through their course. At this time the MSCEIT was also
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administered to another group of 70 undergraduate students (control group 2) and a
group of 78 graduate diploma students (control group 3) selected using a stratified
random sampling methodology. This provided MSCEIT (emotional intelligence) scores
for 178 students in total. In the later phase of the work, students were interviewed again
after undertaking teaching practice to identify if their increased awareness of the skills
of emotional intelligence had impacted upon their teaching. This entire process was
then repeated the following year after careful review and planning. The second cohort
(in cycle two) were students on the same education courses at the same point in their
studies and drawn from the same applicant pool as the previous participants. This
provided MSCEIT (emotional intelligence) scores for 356 students; 150 male and 206
female. The college courses represented were as follows: UG P.E. (Physical
Education), UG Engineering (Metalwork), UG Construction (Woodwork), UG Science,
GD Business, GD P.E., GD Languages, GD Technology and GD Music. Given the
gender imbalance in the courses of study, the male student teachers were largely drawn
from the Engineering and Construction programmes and female students were largely

drawn from Physical Education and Science programmes.

Overall, an experimental methodology based on a randomised controlled trial was used
in this research. In each cycle of the research (cycle one with the first cohort of students
and cycle two with the second cohort of students) participants were selected using a
stratified random sampling methodology. Control groups were used to determine the
overall effectiveness of the intervention (emotional competencies workshop series).
However, 1 also continued to read, chat to, interview and observe the research
participants throughout. This implies that the research design did not remain stagnant

over the years in which I gathered the data. After cycle one the research design was
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reviewed, evaluated and subsequently planned for cycle two incorporating these data.
Such practices are common in action research, where the aim of the research is precisely
to improve the experience, while at the same time to continue to develop a stronger

understanding of what is at issue.

Validity in Design

Validity refers to the truthfulness of a measure. “A valid measure of a construct is one
that measures what it claims to measure” (Shaughnessy et al., 2006: 38). However,
validity is multi-faceted. According to Cohen et al. (2000), in qualitative data validity
can be addressed in a number of ways; for example through the honesty, depth, and
richness of the data achieved, the extent of triangulation, or the objectivity of the
researcher. In quantitative data validity might be improved through careful sampling,
appropriate instrumentation and so on. Added to this complexity are differing types of

validity such as internal and external. Both of these will be discussed in the detail next.

Internal Validity

An experiment is said to be internally valid when it satisfies the three conditions
required for causal inference, which are 1) covariance of events, 2) a time-order
relationship and 3) the elimination of plausible alternative causes (Shaughnessy et al.,
2006: 47). The first condition for causal inference is covariance of events. If, for
example, all participants involved in the intervention increased their level of EI, one
could infer that such increases were caused by participation in the intervention.
However, to demonstrate that one event is the cause of the other, the two must vary
together. That implies if one changes the other must change also. This is why the

research involved three control groups and an experimental group. If a change occurs in
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individual scores on the MSCEIT for those involved in the intervention (two
components vary together), but no change in scores appears for those in the control
groups, only then can covariance of events be assumed. By comparing the results of the
experimental groups to that of the control groups, it can be demonstrated that any
increase is a direct result of the intervention alone and not a combination of testing,
feedback and intervention or natural development. The second condition for causal
inference is time-order relationship or contingency. This implies that the cause
(intervention) happens before the presumed effect (increase in EI skills). It was for this
reason that the experimental group and control group 1 received pre- and post-testing.
It was necessary to indicate each participant’s current level of ability, before the
intervention, in order to accurately determine the reason for and level of any increase.
The final condition for causal inference is the elimination of plausible alternative
causes. Three control groups were involved in the study for this reason. I also chose to
use multiple control groups because using multiple participants from multiple control
groups will help compensate for not having the perfect control group (Mitchell and
Jolley, 2004: 303). Control group 1 was involved in the study to demonstrate that any
increase in skills was not as a result of testing and feedback. Control group 2 was
involved to show that any increase was not as a result of familiarity with the test and
testing procedure. Control group 3 was involved to show that any increase was not as a
result of natural development. Variables such as gender, course of study and age were
held constant (in so far as possible) across all groups. There are, however, always
unavoidable factors which will affect the overall validity of the research. According to
Mitchell and Jolley (2004: 216) one of the problems associated with group design is that

there is no such thing as identical groups.
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Mitchell and Jolley (2004: 237) outline eight extraneous factors which also act as a
threat to validity. They are: history, maturation, testing, instrumentation, statistical
regression, subject attrition, selection and additive effects with selection. The first
factor which can threaten internal validity is Aistory. According to Shaughnessy et al.,
the “occurrence of an event other than the treatment can threaten internal validity if it
produces changes in the research participants’ behaviour” (2006: 364). Therefore,
participants in the control and experimental groups should be treated the same and have
the same history of experiences apart from the treatment. In this research, all
participants in the experimental group, control group 1 and control group 2 were in their
third year of study and had completed the same modules to date. Pre-test and post-test
analysis along with interviews were also carried out to determine participants’ initial
level of EI and their level of EI post-intervention. However, maturation and testing,
which will be discussed next, are also threats to the pre-test post-test study’s internal
validity (Mitchell and Jolley, 2004: 229). The second factor is maturation. “Participants
in an experiment necessarily change as a function of time. They grow older, become
more experienced, and so forth. Change associated with the passage of time per se is
called maturation.” (Shaughnessy et al., 2006: 364). In this research the pre-test,
intervention and post-test analyses were carried out, at the same time, over a period of
three months for the control and experimental groups. The third factor is testing;
according to Shaughnessy er al. (2006), taking a test generally has an effect on
subsequent testing. There is only one version of the MSCEIT available meaning the
same test items are used for pre-test and post-test analysis. It is possible that familiarity
with the test and testing procedure could have contributed to any increase in scores. For
this reason, all participants were also interviewed to help determine the accuracy of the

test scores. Reliability scores for the MSCEIT were also taken into consideration.
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Control group 2 were also included in the research design to show that any increase was
not as a result of this factor. The fourth factor is instrumentation; this refers to changes
that take place over time in the instruments used. Data collection methods in this
research included interviews and the MSCEIT. “Observer bias can result from fatigue,
expectation, and other characteristics of the observers.” (Shaughnessy et al., 2006: 365).
If this factor is not controlled for it can pose an instrumental threat to validity. The
interviews were carefully scheduled which allowed the interviewer adequate breaks
between each to avoid fatigue. They were also semi-structured so that all participants
were asked similar questions. The same version of the MSCEIT (Version 2.0) was used
throughout. The fifth factor is statistical regression; this is always a problem when
individuals have been selected to participate in an experiment because of their
“extreme” scores. For this reason, the design included pre- and post-testing; these
scores are not likely to be as extreme on a second test. The sixth factor, subject
attrition, occurs when participants drop out of the research project. In this research all
participants who were initially involved in the study remained throughout. The seventh
factor, selection, is when “from the outset of the study, differences exist between the
kinds of individuals in one group and those in another group in the experiment”
(Shaughnessy et al., 2006: 366). This has been dealt with already in the research design
section. The final factor is additive effects with selection. There are possible problems
due to additive effects of the following: 1) selection and maturation; 2) selection and
history; and 3) selection and instrumentation. Further analysis of the data is required to
determine whether any or all of these threaten internal validity in this project. Once all

eight threats can be ruled out, internal validity has been established.

107



External Validity

“External validity refers to the extent to which findings from an experiment can be
generalised to individuals, settings and conditions beyond the scope of the specific
experiment” (Shaughnessy et al., 2006: 249). Achieving external validity is more
complex. This is because, ironically, the more one strives to achieve internal validity,
through highly controlled experiments, the more difficult it becomes to establish
external validity. Put simply, the findings found in a highly controlled setting may only
apply to that particular setting and therefore generalisations cannot be made. Other
threats to external validity include an argument made by Dawes (1991) that college
students are not the most ideal group of participants to form general conclusions about
mental processes. He argues that the college environment tends to protect students from
external problems, therefore enhancing their feeling of control over their own lives
(cited in Shaughnessy et al., 2006: 250). However, the aim of this research is to
investigate the role of emotional competencies in ITE; therefore college students are
suitable participants for this research. Field experiments are another way to increase the
external validity of research experiments. If an experiment is carried out in a natural
setting it is more likely to be representative of “real-world” conditions. We can
therefore be more confident that the results obtained will be more generalisable to real-
world settings (Shaughnessy et al, 2006). In this research, it is intended that
participants involved in the intervention would develop EI skills in an artificial setting.
This may have affected the results because they may have shown a bigger increase if
these skills had been developed in a “real-world” setting. To compensate for this
discrepancy, participants were interviewed after the intervention and again when they
returned from teaching practice. However, the research design also provided

participants some opportunity to develop their skills further and apply these skills in a
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real setting (students spent 10 weeks on teaching practice placement) and hence support

conclusions made concerning external validity.

Research Instrument

In this section I will evaluate the quantitative and qualitative aspects of the research.
Firstly, I will discuss the MSCEIT (quantitative research instrument). Given that there
are different conceptual models of EI (as outlined in Chapter 3), it is hardly surprising
that there are also different measures commonly used in research. 1 will outline the
reliability and validity of the MSCEIT. In doing so, I will identify it as the most
robust/valid measure of EI. I will then similarly examine the reliability and validity of

the qualitative semi-structured interviews.

Testing EI using the MSCEIT
The Mayer and Salovey four-branch construct of EI (Mayer and Salovey, 1997),
described in the previous chapter, is currently operationalised through the Mayer-
Salovey-Caruso Emotional Intelligence Test (MSCEIT V2.0; Mayer et al., 2002a). The
MSCEIT was designed, according to Roberts et al. (2001), as a result of several authors
(including Mayer and Salovey) having advocated the development of more objective,
ability-based indicators of EI. The MSCEIT is a 141-item instrument, which provides
skills scores for the four core emotional abilities that form the basis of the Mayer and
Salovey model of EL
The MSCEIT and its predecessors are based on the idea that EI involves
problem solving with and about emotions. Such ability tests measure something
relatively different from, say, self-report scales of EI with which correlations are
very low. (Mayer ef al., 2003: 98)

The MSCEIT is described as an abilities-based test that “provides an estimate of a

person’s ability by having them solve problems. The MSCEIT asks you to solve
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problems about emotions, or problems that require the use of emotion” (Mayer ef al.,
2002b: 70). For example, respondents must view pictures of faces and indicate which
emotions are present in the face. Using a five-point rating scale, the MSCEIT interprets

respondents’ ability to accurately identify the emotions expressed in the face. Some of

the possible responses are rated higher than others.

Table 5.2 outlines the various

question types and sections in the MSCEIT which correlate with each ability.

Table 5.2 MSCEIT

uestions and test sections

- . How the Ability .
Ability Question Types May be Used Test Sections
Accurately identify |Identify emotions in |“Read” people’s Faces, Pictures
emotions of people |faces, landscapes and |moods for feedback.
and elicited by designs.

objects.

Generate an emotion
and solve problems

How moods impact
thinking; relate

Create the right
feeling to assist in

Facilitation,
Sensations

with that emotion.  |feelings to thoughts. |problem solving,
communicate a
vision, lead people.
Understand the cause |Multiple choice Be able to predict ~ |Changes, Blends

of emotions.

emotion vocabulary
questions.

how people will
emotionally react.

Stay open to emotion
and integrate
emotions with
thinking.

Indicate
effectiveness of
various solutions to
problems.

Integrate emotion
and thought to make
effective decisions.

Emotion
Management,
Emotion
Relationships

Source: Mayer, J. D., Salovey, P. and Caruso, D. R. (2002b) The Mayer-Salovey-
Caruso Emotional Intelligence Test (MSCEIT): User’s manual, Toronto, Canada:
Multi-Health Systems.

Each of the eight test sections or tasks is made up of item parcels or individual items. A
parcel is, for example, in the faces task where participants must identify different
emotions in the face in five subsequent items. According to Cattell and Burdsal (1975),
“the five items make up an item parcel because they are related to the same face, albeit
each asks about a different emotion” (cited in Mayer et al., 2003: 99). Other items
involve only one response.

The response format was intentionally varied in the

MSCEIT so that results generalised across various response methods. “Thus, some
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tasks, such as the pictures task, used five-point rating scales, whereas other tasks, such

as the blends task, used a multiple-choice format” (Mayer et al., 2003: 99).

According to Mayer ef al. (2003: 71) the MSCEIT yields a number of different scores.
They are: a) a total emotional intelligence score (Total EIQ); b) two area scores
(Experiential and Strategic emotional intelligence); c) four branch scores (Perceiving
emotion, Using emotion, Understanding emotion and Managing emotion); and d) scores
for eight individual tasks. The Experiential emotional intelligence score (EEIS) focuses
on more lower-level processing of emotions such as classifying and identifying feelings.
This score is based on the Perceiving and Using branches of the emotional intelligence
framework. The Strategic emotional intelligence score (SEIS) focuses on higher-level
processing of emotions and is based on the Managing and Understanding branches of
the emotional intelligence framework (cited in Salovey et al., 2000: 507). A graphic
illustration of the score structure for the MSCEIT is represented in Figure 5.2.

Figure 5.2 Graphic illustration of MSCEIT scores structure

MSCEIT Total
|
Experiential Strategic

Perceiving Using Understanding Managing

| | | |

Faces Sensations Blends Emotion
| | | Management

Pictures Facilitation Changes l.
Emotional
Relations

Source: Mayer, J. D., Salovey, P. and Caruso, D. R. (2002b) The Mayer-Salovey-
Caruso Emotional Intelligence Test (MSCEIT): User’s manual, Toronto, Canada:
Multi-Health Systems.

111




Independent scores can be calculated for each of the four branch scores and for the
individual tasks. Scores are displayed graphically and represented numerically and a
score range is provided to help interpret the results. Mayer et al. (2002b: 89) explain
the five score ranges which are presented in Table 5.3.

Table 5.3 MSCEIT score ranges

Score Numerical Score Range Defined

Range Score

Improve Less than 70 | You may have some difficulty in this area. It would be
helpful to enhance your skills and knowledge.

Consider 70 to 89 While this is not a strength, you can consider

developing enhancing this skill area if it is an important part of
your daily life.

Competent | 90 to 109 You have sufficient skill to perform in this area with
some degree of success.

Skilled 110 to 129 This is an area of strength for you.

Expert 130 or This may be a highly developed area of expertise; your

greater score suggests that you have great potential in this area.

Source: Mayer, J. D., Salovey, P. and Caruso, D. R. (2002b) The Mayer-Salovey-
Caruso Emotional Intelligence Test (MSCEIT): User’s manual, Toronto, Canada:
Multi-Health Systems.

Scoring EIl using the MSCEIT

According to Mayer et al. (2004: 200) true intelligence tests must have answers that can
be evaluated as more or less correct, meaning some of the possible answers must be
better than others. There are two methods in the MSCEIT that can be employed to
determine such correctness. The first method uses the general consensus of test-takers.
This method compares individuals against the normative sample and not against the
entire population in general. According to Mayer et al. (2004: 200), “the general
consensus should identify the optimal answer to many EI questions. This makes sense
because emotions are evolved signals, and the majority of the group should appreciate
the meaning of most of these messages.” The consensus scoring is based upon the
agreement of the normative sample (as outlined in Chapter 3). For example, if seventy

percent of the sample felt that a photo was of a very happy person, then the best answer
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for the photo would be “happiness”. Mayer et al. do, however, indicate that the group
can be wrong and for this reason possible alternative scoring procedures are examined.
This alternative method is according to an expert criterion in which experts judge the
correct answers to the test. However, according to Roberts at al. (2001), the expert
scoring, initially developed for the MEIS (one of the MSCEIT’s predecessors), created
scores that were unsettlingly different from general scoring (cited in Mayer et al., 2004).
It was, however, concluded that this was likely due to the use of only two expert raters
for roughly 2,000 test alternatives (five alternatives, typically, for each of 400-plus
items). Therefore to overcome this problem, the MSCEIT V2.0 was based on a larger
number of emotion experts. The expert sample was drawn from members of the
International Society for Research on Emotions (ISRE). The sample consisted of 21
experts, 10 male and 11 female, from eight Western countries. Participants ranged in
age from 30 to 52 years at the point of testing, while the mean age was 39.4 (SD = 6.4)
(Mayer et al., 2002b). Many of these individuals have spent their entire careers
investigating phenomena such as how emotions are conveyed in facial expression,
emotional language and phenomenological (conscious) experience of emotion and
emotion regulation. The potential convergence between the expert and general
consensus methods of scoring have since been investigated with results reported in the
Mayer-Salovey-Caruso Emotional Intelligence Test (MSCEIT): User’s manual (Mayer
et al., 2002b). In this investigation, the correspondence between the percentage of
experts who chose a given alternative and the percentage of a general sample across the
705 alternatives of the test was extremely high; correlations ranged from .93 to .99 for
total, area, branch and subscale scores (Mayer et al., 2002b). This indicates that the two
scoring methods yield very similar results. While the expert and general consensus

criteria often agreed on the same answers as correct, the experts’ convergence was
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better in areas where more emotions research has been conducted. Some critics have
argued that, as more experts are used, and their answers aggregated, their performance
would resemble that of the consensus of a large general group (Mayer et al., 2002b).
However, Mayer et al. (2003) concluded that the 21 experts in this study did exhibit
superior agreement levels relative to the general sample. For this reason, the expert

scoring method was used in this research.

Variability of Scores

The MSCEIT scores are reported like all traditional intelligence tests, the average is 100
and the standard deviation is 15. So for example, a person who obtains a score of 100 is
in the average range of emotional intelligence. A person who obtains a score of 115 is
one standard deviation above the mean, or at the eighty-fourth percentile. Someone
who scores 85 is one standard deviation below the mean, or at the sixteenth percentile.
Area and branch scores are scored in the same manner. Confidence intervals are
another procedure used to compare differences between two population means. They
are associated with the probability that the particular interval contains the true
population mean. The width of an interval (usually .95) tells us how precise our
estimate is; obviously the narrower the better (Shaughnessy et al., 2006). The total,
area, branch and subscale scores are reported with a ninety percent confidence interval.
This means that if you took the test again your score may differ, but you could expect
with ninety percent confidence that your new score will fall within the interval (Mayer
et al., 2002b). The MSCEIT is used in this research because it is argued to be the most
reliable and valid EI test available. In the next section I will discuss some of the

evidence which supports this claim.
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Reliability
“The reliability of a measurement is indicated by its consistency . . . when we speak of
instrument reliability, we are discussing whether an instrument works consistently”
(Shaughnessy et al., 2006: 39). One way to look at reliability is based on the idea that
individual items should produce results consistent with the overall questionnaire. So,
for example, if we take someone who is considered to have a high level of emotional
competency, then their overall score on the MSCEIT will be high; if the test is reliable.
If some items from the test are randomly selected, then the person’s score on those
items should also be high. The simplest way to do this in practice is to use split-half
reliability. Split-half reliability is,
a measure of reliability obtained by splitting items on a measure into two halves
(in some random fashion) and obtaining a score from each half of the scale. The
correlation between the two scores, corrected to take account of the fact that the
correlations are based on only half of the items, is used as a measure of
reliability. (Field, 2005: 745)
The technical manual for the MSCEIT (Mayer et al., 2002b) provides data to support its
reliability. The MSCEIT’s overall reliability is » = .91 or .93 (depending on whether
expert or general consensus scoring is employed respectively), with area reliabilities of
r=.86 to .90, and branch scores of » = .76 to .91. They also recommend that task level
scores should be interpreted with caution due to their lower reliability even though they
are comparable to those on tests such as the WAIS-R (an earlier version of the WAIS-
IIT; Wechsler, 1997). Another way in which to measure reliability is to compute test-
retest reliability. The test-retest reliability is “the ability of a measure to produce
consistent results when the same entities are tested at two different points in time”
(Field, 2005: 747). So ideally a person should get the same results on, for example, a

questionnaire if they complete it at two different points in time. Brackett and Mayer

(2003: 1152) reported a test-retest reliability of » = .86 for the MSCEIT Total EIQ score
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after a three week period. “A desirable value for test-retest reliability coefficients is .80
or above, but the size of the coefficient will depend on factors such as the number and
types of items” (Shaughnessy et al., 2006: 173). However, Kline (1999) notes that
although .8 is generally an acceptable value for Cronbach’s a for cognitive tests such as
intelligence tests, when dealing with psychological constructs values below .7 can
realistically be expected because of the diversity of constructs being measured (cited in

Field, 2005: 668).

Face and Content Validity

Face validity refers to the “extent to which a measure looks, on the face of it, to be
valid. Face validity has nothing to do with actual, scientific validity” (Mitchell and
Jolley, 2004: 554). Face validity is often used when comparing measures for practical
and political reasons. Pusey (2000; cited in Mayer et al., 2002b) conducted a study
where participants took the MSCEIT RV 1.1 and all thoughts and reactions to the test
were recorded and coded by two independent raters. Inter-rater reliability (the degree of
agreement among raters) was 7 = .83. The author concluded that the MSCEIT had good
face validity in general. Other feedback included that the RV1.1 was a bit long (the new
version 2.0 is half the length), that it might be a bit biased against non-native English
speakers (version 2.0 can now be translated into a number of languages), and that there
seems to be more than one correct answer (which there are). The test with the highest
face validity was the faces while the most problematic scale in that regard was
Synesthesia (now sensations on version 2.0). It should, however, be noted that this

subtask possesses a good correlation with the total test (Mayer et al, 2002b: 37).

? Validity data in this section sometimes refers to the; MSCEIT Version 2.0 (current version), MSCEIT
RVersion 1.1 (very similar to version 2.0), and the MEIS (predecessor of the MSCEIT).
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According to Mitchell and Jolley (2004: 552) content validity refers to the “extent to
which a measure represents a balanced and adequate sampling of relevant dimensions,
knowledge, and skills . . . a test has content validity if its content is a fair sample of the

2

larger body of knowledge.” According to Matthews et al. (2002), given disputes over
the definitions and conceptualisation of EI and attendant sampling difficulties, content
validity is a difficult area (cited in Mayer et al., 2004). Given these difficulties in
operationalising the construct (EI), content validity is typically evaluated according to
the author’s own stated position on the concept. The MSCEIT is specifically designed
to test the four-branch ability model with the tasks themselves having been selected
over a decade of study. The conceptual connection of each task to the theory was also
considered (Mayer et al., 2004). The authors argue that the MSCEIT is both reliable
and content valid, and is measuring something that traditional intelligence tests do not
measure; it is not just another traditional intelligence test (as discussed in Chapter 3).
They assert that EI measured this way meets several standard criteria for a new
intelligence: It is operationalised as a set of abilities; it is objective because answers on
the test are either right or wrong as determined by consensus or expert scoring; its
scores correlate with existing intelligences while also showing unique variance; and
scores increase with age from childhood to adulthood (Mayer et al., 1999; Mayer et al.,
2002b). This clear correspondence between the definition of emotional intelligence and

the test scores means the test can be regarded as having a high degree of content

validity.

Factorial Validity
Put simply, factorial or structural validity of a particular test refers to how many things

a test measures. “In this specific case, it indicates how many dimensions of EI the test
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is “picking up” — one unified dimension, many related dimensions, or something else”
(Mayer et al., 2003: 98). Scoring of the MSCEIT V2.0 at a full-scale level (Total EIQ),
two area levels, and four branch levels (as well as eight Task levels), implies that
mathematical interpretations of the test support such scoring. This can be determined
by examining the item and task intercorrelations (connection between the tasks) and
seeing whether latent factors exist that correspond to those divisions. Confirmatory
factor analyses are consistent with and supportive of the methods of scoring used. In
fact, the lineage of tests involved (MEIS, MSCEIT RVI1.1, and MSCEIT V2.0)
repeatedly indicate that such solutions represent good representations of the subtask
interrelations. According to Mitchell and Jolley (2004: 554), factor analysis is a
“statistical technique designed to explain the variability in several questions in terms of
a smaller number of underlying hypothetical factors.” As such, it involves logically
clustering the major factors thought to be related to EI and statistically testing the
results. A study carried out by Mayer, Caruso, and Salovey (1999) of the MEIS found
that one-, three- and four-factor solutions of the test were all supported. Ciarrochi,
Chan, and Caputti (2000) later reported the first two-factor solution of the test.
Exploratory factor analyses of the MSCEIT RV 1.0 clearly supported one-, two- and
four-factor solutions. While Mayer et al. (2003: 104) reported “the findings from the
factor analyses indicated that one-, two- and four-factor models provide viable
representations of the EI domain, as assessed by the MSCEIT V2.0.” In other words,
factor analysis supports the idea that the test is measuring four different abilities which
can be clustered together, in pairs, to represent a single measure of EI. According to
Mayer et al. (2004: 203), the MSCEIT and the MEIS yield one-factor solutions, this
implies that the ability can be considered unitary. In addition, a number of researchers

agree (Day and Carroll, 2004; Mayer et al., 2003; Roberts et al., 2001) that four-factor
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solutions reflecting the four branches individually (Perceiving, Using, Understanding
and Managing) provide an excellent fit to the tests (cited in Mayer et al., 2004: 203).
Also because the MSCEIT V2.0 shows a similar structure to the MEIS for both expert
and general scoring, the argument that the ability-based model of EI works across tests

is strengthened (Mayer et al., 2003).

Construct Validity

In psychological science, researchers refer to concepts by a different name: constructs.
“A construct is a concept or idea; examples of psychological constructs include
intelligence . . . An operational definition explains a concept solely in terms of the
observable procedures used to produce and measure it” (Shaughnessy et al., 2006: 35).
The operational definition is often used to define the construct. While many criticisms
exist regarding the use of operation definitions, they do, however, clarify
communication concerning the construct. This is particularly important in terms of EI
because it is defined and operationalised in a number of different ways (depending on
the researcher as outlined in Chapter 3). The model used in this research (Mayer and
Salovey, 1997) conceptualises emotional intelligence as a type of intelligence.
Research — some of which is still ongoing — tends to support the use of the term
intelligence in emotional intelligence. As outlined in the previous sections, the
conceptual, correlational and developmental criteria of an intelligence (proposed by
Mayer et al., 1999) are met by the construct (for further duscussion see Co6té and
Miners, 2006). Therefore, the evidence presented here and in the previous sections
tends to indicate good construct validity for the MSCEIT. However, this will be

critiqued further in the following sections.
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Discriminant Validity

Discriminant validity is “when a measure does not correlate highly with a measure of a
different construct.” (Mitchell and Jolley, 2004: 553). In order to determine
discriminant validity, it is necessary to provide evidence of the MSCEIT’s
distinctiveness in relation to other concepts and their measures. In Chapter 3 I
discussed the relationship between the MSCEIT and measures of cognitive 1Q.
However, it is also necessary to examine it relationship to existing measures of
personality traits. According to Ozer and Reise (1994), “a consensus is emerging
among many trait researchers that five dimensions capture most of what we mean by
personality-referred to as the big five” (cited in Smith et al., 2003: 455). These five trait
factors are openness, conscientiousness, extraversion, agreeableness, and neuroticism.
They are often referred to as the “Big Five” and summarised using the acronym
OCEAN. Research shows correlations between the MSCEIT V2.0 and NEO-PI were r
= -.13 (ns; not statistically significant) with Neuroticism, » = .04 (ns) with Extraversion,
r=.33 (p < .05) with Agreeableness, » = -.23 with Openness, and » = .25 (p < .05) with
Conscientiousness (cited in Mayer ef al., 2002b). These preliminary studies, along with
others (see for example Ciarrochi et al., 2000), show that the MSCEIT only correlates
moderately with these constructs. These correlations among the measures do not
provide evidence of convergent validity (the measures are not all measuring the same
thing; a participant’s scores on the different measures do not strongly converge on a
certain emotional intelligence score or ranking). Instead, the low correlations suggest

that the measures are measuring different constructs.

It is also necessary to examine other sources of potential overlap including, for example,

self-report scales of EI. While some small correlations might be expected, the MSCEIT
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V2.0 ought to be different from those other concepts and their measures. A study
conducted by Brackett and Mayer (2003) looks at the relationship between the MSCEIT
and various self-report measure of EI (namely the EQ-i; Bar-On, 1997a; and the SREIT;
Schutte et al., 1998). They conclude a lack of convergence between the MSCEIT and
these other measures. Put simply, the tests were minimally related (» = .21 and .18, with
the EQ-i and SREIT, respectively). These findings corroborate earlier findings reported
in Mayer et al. (2002b). Mayer et al. (2004: 203) argue that “one’s perceived
intelligence is considerably different from one’s actual intelligence” which may account

for these typically weak associations.

Prediction to Life Criteria and Academic Achievement

Correlations can also be used to predict one variable from another. For example, if » =
.50, then 7> = .25. This implies that 25% of the variance on one set of scores is
predictable from the correlated values of the other. The correlation between IQ and
grades tends to be around .50 (Neisser et al., 1996). Similar association between 1Q
scores and, for example, job performance, crime and delinquency are also discussed in
the report Intelligence: Known and Unknown (Neisser et al., 1996). It is therefore
worth asking whether the MSCEIT has useful predictive power in areas such as school,
work and so on. Preliminary research showing correlations between the MSCEIT V2.0
and real life criteria and academic achievement has been reported in Mayer et al.
(2002b). For example, Barchard (2003) showed that the MSCEIT RV1.1 total score
along with three of the scale scores were significantly related to academic achievement
as measured by the year-end college grades, called the grade-point average (GPA).
However, when the El tests were entered into a multiple regression, it was found not to

be a significant predictor of academic performance. Mayer et al. (2002b) explain this
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may have been due to the smaller N in that regression, coupled with the large number of
predictor variables employed. To investigate these findings O’Connor and Little (2003:
1896) carried out a study to determine whether EI would be a better predictor of
academic achievement, as measured by GPA, if it was viewed as a cognitive ability as
opposed to non-cognitive characteristics and traits (as measured by the MSCEIT and
EQ-i). Results were compared to respondents’ GPA at the end of the semester. They
concluded that both measures had limited predictive ability. More recent studies
contradict such findings and indicate that the MSCEIT predicts Self-Confidence,
Leadership, Shyness, the Prosocial Behaviour factor, and final grades (as measured by
students’ Science and Humanities final high school grades obtained from official school
records), after controlling for the Big Five. This study also shows the MSCEIT predicts
Cooperation, Self-Confidence, Leadership, Dominancy, Shyness, Prosocial Behavior
factor, and final grades after controlling for General Intelligence (see Gil-Olarte
Marquez et al., 2006). However, further criticism regarding the incremental validity of
the MSCEIT in the context of organisational research and managerial practice has also
sparked controversy (see Landy, 2005; Zeidner et al., 2004). In response to such
criticisms, studies (Coté and Miners, 2006) have showed the interaction between
emotional intelligence and cognitive intelligence predicts task performance and
Organizational Citizenship Behaviour directed at the Organization (OCBO). This
debate is clearly complex and for this reason further research is needed to explore the
incremental validity of the MSCEIT in different contexts (for example educational and
employment settings), with complete specification of potential completing explanations
(for example the MSCEIT should be compared and contrasted with measures of

personality and 1Q) and with larger more heterogeneous samples.
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Does the MSCEIT Measure EI?

The question as to whether the MSCEIT measures EI mirrors an earlier concern
outlined in Chapter 3, which was whether intelligence tests measure intelligence. The
answer to this question, in many ways, lies in the logic of the argument underlying
Mayer and Salovey’s operational definition of emotional intelligence and the MSCEIT,
which is intended to measure it. This concern extends considerations surrounding
construct validity. Mayer et al. (2002b: 43) question whether the MSCEIT is “a good
operationalisation of the concept it claims to measure.” In the next few sentences they
conclude that it is. A few sentences thereafter, however, they add, “Construct validity is
generally determined over many years, however, and so we leave a fuller discussion of
the tests’ construct validity for a future version of this manual.” They remain straddling
the fence, as it were. More importantly, they under-emphasise the shortcomings of
many intelligence type tests, including the MSCEIT; that is, they may measure a proxy
(developed skills) rather than the underlying ability directly (intelligence). If this is
true, then it suggests that the correspondence between the operational definition of EI

and the MSCEIT may be less certain.

A second area of concern is that while emotional intelligence — like intelligence tests as
discussed earlier — has been demonstrated to predict different types of success (see
Mayer et al., 2002b), it is far from a perfect predictor, leaving a significant amount of
the variance unaccounted for. One way of overcoming EI’s limited predictive ability is
to find better ways of assessing it. This brings Sternberg’s Triarchic Theory of
Intelligence (1985; 1988) into focus once again. According to Sternberg et al. (2001),
people have different profiles of skills according to their strengths in different aspects of

intelligence. For example, practical thinking involves applying the components of
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thinking to concrete and usually relatively familiar, everyday kinds of problems. Based
on these theoretical considerations Sternberg developed the Sternberg Triarchic
Abilities Test (STAT; Sternberg, 1993) which enables triarchically-based intelligence to
be measured. According to Sternberg et al. (2000: 98) the test has “nine four-option
multiple-choice subtests, each consisting of four items, plus three essays . . . with three
major content domains (verbal, quantitative, and figural).” For example, in the practical
subscales students are presented with everyday problems and scenarios typical in the
life of an adolescent. Put simply, the scale is context-specific and designed for
particular areas of intelligence; it is not a proxy for general intelligence, in that the skills
needed to solve everyday problems are different to those measured by traditional 1Q
tests (Sternberg et al., 2000). In turn, this raises considerations concerning the validity
of using hypothetical social scenarios in the MSCEIT to assess teachers’, including pre-
service teachers’, levels of emotional intelligence. The MSCEIT asks participants to
solve problems about emotions, or problems that require the use of emotion, and is
based on scenarios typical of everyday life (Mayer et al., 2002b). However, presenting
participants with broad social scenarios that lack any educational and teaching content
(that is, they are not context-specific) may result in the participants abandoning their
teaching role when taking the test and thereby compromise the results. Elm and Weber
(1994) raise the possibility of the existence of a “story pull” effect, which suggests that
familiarity and experience with particular scenarios may influence participants’
responses. They suggest the influence of “story pull” may account for significant
differences in the participants’ responses, depending on their ability to empathise with
the character in the scenario or understand the problem fully, owing to similar personal
experience. Further research could use the MSCEIT as a basis for the development of a

context-specific instrument which would offer an opportunity to compare results across
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studies. This in turn brings methodology into focus: ideally the instrument would need
to be developed and administered in such a way that comparability with the MSCEIT is
valid. Such research would help in determining whether the MSCEIT V2.0 accurately

measures emotional intelligence.

Qualitative Interviews

So what exactly is qualitative research? According to Bell qualitative researchers are
more concerned with,
understanding individual’s perception of the world. They seek insightful rather
than statistical analysis. They doubt whether social “facts” exist and question
whether a “scientific” approach can be used when dealing with human beings.
(1993: 6)
I needed to explore, for example, student’s perception of emotion and of their learning
through the course, most of which cannot be achieved through quantitative means. For
this reason, qualitative research was necessary. Another reason for choosing to use
semi-structured interviewing was because the research deals with human emotion and
this method would allow me to obtain such rich meaningful data. As outlined in the
research design section, interviews were carried out after the MSCEIT had been
administered and before the student went on teaching practice (pre-teaching practice)
and again post-teaching practice (after students returned from 10 weeks teaching
practice placement). The research study involved 87 interviews in total which
generated over 34 hours of taped data. This translated into 229,268 words on
approximately 557 pages. However, only the data which are most relevant to the

research questions are presented. In this section I will discuss the validity and reliability

of the qualitative aspects of this research, namely the semi-structured interviews.

125



Validity and Reliability

A series of measures can be taken at the data collection stage in qualitative research in
order to help attain empirical validity of the data. Respondent validation and
triangulation are two possible responses to concerns, voiced by Cohen et al. (2000) and
Silverman (1993), that personal involvement and in-depth responses of individuals do
not secure sufficient levels of validity and reliability in qualitative research. As
Silverman (1993) puts it, “whilst immediacy and authenticity make for interesting
journalism, ethnography must have more rigorous notions of validity and reliability”
(cited in Cohen et al., 2000: 107). Respondent validation, also called member
validation, is whereby the researcher submits an account of his or her findings to the
participants (Bryman, 2008). However, a further difficulty with this approach is the
linkage between the researcher’s interpretation of the participants’ response and the
elaboration of these data for presentation to an academic audience (Bryman, 2008). For
pragmatic reasons this approach was not feasible in this research. I was, however,
careful to check on my interpretation or understanding with the participant during the
interviews. If ever I felt there was a possibility for misunderstanding on my behalf I,
for example, asked “So, are you saying that . . .” Due to the possibility that the
interviewee could be influenced by this question, I tended to use this format sparingly.
Instead, to ensure my interpretation was accurate, I would triangulate by asking another
question aimed at getting similar information. I was also careful to check facts across a
number of different interviews. If I did not have independent verification, I did not
accept something as fact. However, finding out things which people held to be true,
even if they were not, could also help to address the research questions. Therefore non-

verified reports were also useful.
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Given the size of control group 2 (140 students), I knew I would not be able to
interview enough students to make statements about the undergraduate teacher
education cohort overall using the theoretical saturation concept, which is a central
process in grounded theory. According to Strauss and Corbin theoretical saturation
means that you carry on collecting data until
(a) no new or relevant data seem to be emerging regarding a category, (b) the
category is well developed in terms of its properties and dimensions
demonstrating variation, and (c) the relationships among categories are well
established and validated. (1998: 212)
While I felt I had reached saturation point in control group 1 and the experimental
group, I did not have the time to get close to saturation in control group 2. However, I
interviewed as many participants as were willing to take part. As a result, I found some

very interesting data which could be compared to findings from each of the other two

groups.

In order to encourage participants to talk, I started the interviews by asking an open-
ended question. I found that this gave them a chance to relax, get talking and forget that
it was a recorded interview. I generally started by asking them to tell me why they
wanted to become a teacher. I also had to ask specific questions in relation to facts or
feelings. However, I tended to keep such questions until the middle of the interview
since I did not want to break the flow of the participants early in the interview. I found
that asking such questions once they were relaxed and talking did not break their flow.
I asked open-ended questions where possible such as, “how did you feel about . . .”
These types of questions gave participants a chance to talk about events or stories which
were not part of the interview schedule but were meaningful to them. In order to
facilitate the flow of the interview I designed the interview schedule in order to facilitate

the interview being something like a story. This meant I identified possible questions
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which could link from one major topic to another. Once I was satisfied I had got
enough material on a topic I could use these linking questions to carry me naturally onto

the next topic.

While I followed the interview schedule, the format for the semi-structured interviews
changed from time to time as different stories came up during the first and second set of
interviews. [ was looking for facts and meaningful stories during the interviews. I was
also looking for quotations which were particularly poignant and would make the final
report more readable. The first set of interviews took place after the MSCEIT had been
administered and before the student went on teaching practice (pre-teaching practice).
The aim of this set of interviews was to explore their own perceptions of emotion, of
emotional skills and of their learning through the course. The second set of interviews
took place after the students returned from teaching practice (post-teaching practice).
The aim of this set of interviews was to identify if their increased awareness of the skills

of emotional intelligence had impacted upon their teaching.

The interviews also allowed me to seek clarification and understand why certain
individual’s tests scores (MSCEIT) increased dramatically in certain areas. According
to Bell (1993: 91), unlike a questionnaire a skilful interviewer can follow up ideas,
probe responses and investigate motives and feelings. I was looking for definitions to
see how various individuals’ conceptualised emotions. More importantly I wanted to
see if there were any notable differences between the experimental and the control
groups. [ allowed the conversation to flow and probed deeper with each individual in
order to elicit a more comprehensive response where necessary. At the end of each

interview participants were given the opportunity to ask questions or add any

128



information which, according to Denzin (1970), “allows respondents to raise important

issues not contained in the schedule” (cited in Silverman, 1993: 95).

Denzin and Lincoln (1994) outline some of the criticisms of qualitative studies. They
outline that sometimes qualitative researchers are called journalists or soft scientists and
their work is deemed unscientific or entirely personal and full of bias. However,
developing rapport with participants is an important part of the process (Silverman,
2000). This often raises ethical considerations concerning the relationship between the
researcher and the research participants. In his book Power/Knowledge: Selected
Interviews and Other Writing 1972-1977 Foucault (1980), in considering the exercise of
power, asks us to question not who has power, but rather how power is exercised
between and among groups and individuals. Drawing central links between knowledge,
power and identity, he highlights how discourses frame thoughts, behaviour and action,
constructing a normativity and way of relating to the self,
in thinking of the mechanisms of power, I am thinking . . . of its capillary form
of existence, the point where power reaches into the very grain of individuals,
touches their bodies and inserts itself into their actions and attitudes, their
discourses, learning processes and everyday lives. (Foucault, 1980: 39)
Foucault also highlights how power is never exclusively in the hands of one group to be
exercised over another. As he puts it,
individuals are also in the position of simultaneously undergoing and exercising
this power. They are not only its inert or consenting target, they are also the
elements of its articulation. In other words, individuals are the vehicles of
power, not its points of application. (1980: 96)
I was anxious not to engage in power plays with the participants for three main reasons.
The first was that the purpose of the interviews was to allow participants to tell their

stories. The second was that I realised a value in checking my own analysis against

theirs. By giving them the opportunity to disagree with my analysis (or telling them
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when I disagreed with theirs) it could highlight facts or meaning which had been taken
for granted or were unarticulated by them, but were important to me. Finally,
participants were unnerved and uneasy when I took on the role of silent listening
interviewer. It also drew attention to the fact that it was an interview which made
participants uncomfortable. I therefore reconsidered my role and relationship with

participants.

All interviews were face-to-face. This is important, as Gubrium and Holstein put it,
“signs of emotional expression and scientific practices such as eye contact and intimate
gestures are widely understood to reveal deep truths about individual selves” (2001: 11).
The choice of interview location, time and day was also important in putting
participants at their ease. For pragmatic reasons all interviews were carried out in the
University in an allocated office. Offices present their own problems since noise levels
can be high and the ringing of phones can obliterate some sounds on the tape, but
overall I found the office to be an excellent location. It was relatively small and
unoccupied, meaning there was only ever the interviewee and I there. 1 also
disconnected all phones during each interview to prevent unnecessary interruption.
Regarding the time and day of the interview, participants were given the opportunity
four weeks prior to the interviews to choose a one hour time slot over a period of nine
days which suited their schedule. Participants who could not attend these times were
accommodated at a later date. Participants were also emailed the week before the
interview, reminding them of their selected time, date and again the location. Each
interview as outlined to the participants lasted the specified one hour. Approximately
30 minutes was dedicated to the interview while the remaining 20 minutes involved

giving the participants feedback on their MSCEIT results. This helped prevent the
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participants from being bored and as a result unresponsive. With the participants’
permission the interviews were recorded (audio only). This allowed me to take note of
body language, facial expressions and any other non-verbal cues which would help
illicit a more meaningful response. According to Leavitt (1996), previous views of
emotion, that have forced us to think in dichotomous ways, mean that emotion should
also be studied in renewed theoretical and methodological perspectives. He writes:
We would have to see emotions as primarily neither meaning nor feelings, but as
experiences learned and expressed in the body, in social interactions through the
mediation of systems of signs, verbal and non-verbal. . . . But we would equally
recognise in theory what we all assume in our everyday lives: that emotions are

felt in bodily experiences, not just known or thought or appraised. (cited in
Zembylas, 2007: 67)

Data Analysis

Once this mass of quantitative and qualitative data waere collected they had to be
analysed. In this section I will briefly discuss how the data were analysed. Firstly, I
will discuss the quantitative data. I will outline how the MSCEIT was scored and how
the data were then analysed. Secondly, I will discuss the qualitative data. 1 will

similarly examine how the data were analysed and the techniques involved.

Quantitative Data Analysis

Completed MSCEIT scores were sent to Multi-Health Systems Inc. (MHS) for scoring.
The expert scoring method, which is also the scoring option recommended by MHS,
was used. This method compares the individual’s performance to the consensus of an
international group of experts (as outlined in this chapter). As soon as all tests were
scored, the processed data (an electronic copy using Microsoft Excel) were then

returned.
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Once returned, the data had to be interpreted and analysed. However, there were
different types of data. Different kinds of data results represent different scales of
measurement. As Loether and McTavish put it, measurement scales “illustrate some of
the different types of information a defined variable is intended to convey” (1993: 5).
The characteristics of each measurement scale are outlined in Table 5.4. Measurement
scales are important because they influence how subsequent data are analysed.

Table 5.4 Characteristics of measurement scales

Types of Scale Operation Objective

Nominal Equal/not equal Sort stimuli into discrete
categories

Ordinal Greater than/less than Rank-order stimuli on a single
dimension

Interval Addition/subtraction Specify the distance between

stimuli on a given dimension

Ratio Addition/multiplication/ Specify the distance between
subtraction/division formation | stimuli on a given dimension
of rations of values and express rations of scale

values.

Source: Shaughnessy, J. J., Zechmeister, E. B. and Zechmeister, J. S. (2006) Research
methods in psychology, seventh ed., Boston, Mass.; London: McGraw-Hill.

Many scores on tests used in educational research, such as achievement tests, aptitude
tests, and intelligence tests, represent interval scales. The MSCEIT scores represent
interval scales for two reasons. Firstly, the MSCEIT like all interval scales does not
have a meaningful zero point. Instead the MSCEIT has an arbitrary minimum score, or
zero point. So for example, if the MSCEIT produces a score of zero, this does not
indicate the absence of emotional intelligence. Instead a score of zero only indicates the
lowest level of performance possible on the MSCEIT. Secondly, MSCEIT scores
cannot be expressed as ratios. For example it can be said that an overall MSCEIT score
of 90 is 45 points higher than a score of 45. However, a person who scores 90 is not

necessarily twice as emotionally intelligent as a person who scores 45. Nominal scales
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include gender with the categories male/female and college course, while age represents

a ratio scale.

Three main issues were taken into consideration when deciding the type of statistical
tool and different analytical procedures to be used in this research. They were as
follows: the data (whether they were nominal, ordinal, interval or ratio data); whether
the aim was to describe the sample (descriptive statistics) or to make inferences about a
population from a sample (inferential statistics); and the number of variables included in
the analysis. Bearing these issues in mind, preliminary analysis was firstly performed
on the data. The demographic breakdown of the sample and descriptive statistics was
examined on all the measures. Relationships between the demographic variables and
the measures were then assessed using techniques such as an analysis of variance

(ANOVA) and t-tests (each of these will be discussed in detail in the next chapter).

Qualitative Data Analysis

All interviews were transcribed and coded using NVivo, software designed to assist
researchers’ code qualitative data. I used three principles in analysing my data. The
first was triangulation, the second was analytic induction and the third was checking. In
triangulation (as discussed in the previous sections), I compared the results from each of
the data sources against one another to give a more comprehensive view. For example,
the interviews allowed me to seek clarification and understand why some students’ test
scores (MSCEIT) increased dramatically in certain areas. The second principle was
analytic induction. Some authors (Bryman, 1988; Silverman, 1993) have voiced
concerns regarding the tendency to use qualitative data in an anecdotal manner. As

Bryman puts it:
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There is a tendency towards an anecdotal approach to the use of “data” in
relation to conclusions or explanations in qualitative research.  Brief
conversations, snippets from unstructured interviews, or examples of a particular
activity are used to provide evidence for a particular contention. There are
grounds for disquiet in that the representativeness or generality of these
fragments is rarely addressed. Further, field notes or extended transcripts are
rarely available . . . The reader is rarely given a vantage point from which the
formulation of alternative accounts is possible. (1988: 77)

Analytic Induction possibly responds to some of these concerns. It is “a
nonexperimental qualitative sociological method that employs an exhaustive
examination of cases in order to prove universal, causal generalisations” (Vidich and
Lyman, 1994 : 39). This involves (a) theorising, (b) checking for cases which do not fit
and (c) checking if any other categories exist which this case might belong to. This
method does not suggest that we cannot generate or test hypotheses “grounded” in our
own data. Instead, according to Fielding (1988: 7-8), once a hypothesis is identified, a
small body of data is examined as follows:
One case is . . . studied to see whether the hypothesis relates to it. If not, the
hypothesis is reformulated (or the phenomenon redefined to exclude the case).
While a small number support practical certainty, negative cases disprove the
explanation, which is then reformulated. Examination of cases, redefinition of
the phenomenon reformulation of hypothesis is repeated until a universal
relationship is shown. (cited in Silverman, 2001: 237)
I do, however, acknowledge that this research was not entirely inductive as I had
general impressions as a result of contact in the field before beginning the data analysis.
But, according to Silverman, “no hypothesis testing can or should be theory-free”
(2001: 238). Analytic induction therefore involves two techniques: the constant
comparative method; and deviant case analysis. The constant comparative method
involves finding another case through which to test out a provisional hypothesis. In this
research I used this method by moving from small to large data sets. A small amount of

data were analysed, then having generated a set of categories, the emerging hypothesis

was tested by expanding the data corpus (Silverman, 2001: 239). According to Mehan
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(1979): “The provisional analytic scheme is constantly confronted by ‘negative’ or
‘discrepant’ cases until the researcher has derived a small set of recursive rules that
incorporate all the data in the analysis” (cited in Silverman, 2001: 239). However,
deviant case analysis is also a useful technique. Deviant cases are identified on the
basis of concepts derived from the experimental model in this particular research.
Therefore pieces of data are never intrinsically “deviant” but instead become so in
relation to the approach I adopted. According to Silverman (2001: 239) deviant case
analysis is used in two circumstances:
e When the existing variables will not produce sufficiently high statistical
correlations; and
e When good correlations are found but you suspect these might be “spurious”.
While this is a useful technique it does involve repeated toing and froing between data,
meaning at some point all the data must be analysed. This leads us to comprehensive
data treatment “all cases of data . . . [are] incorporated in the analysis™ (Silverman,
2001: 240). According to this method the researcher should not be satisfied until they
are able to apply the generalisation to every piece of relevant data collected. According
to Mehan (1979: 21):
The result is an integrated, precise model that comprehensively describes a
specific phenomenon [sic], instead of a simple correlation statement about
antecedent and consequent conditions. (cited in Silverman, 2001: 240)
This comprehensive data treatment can then be aided by the use of appropriate
tabulations. This suggests how qualitative data can be brought into quantitative
research. This of course goes against the anecdotal view that “no good qualitative
researcher should dirty their hands with numbers” (Silverman, 2001: 241). However, it
is evident that both methods are already prominent features throughout my research.

Analysing the data in this way allowed me to identify different patterns and emerging
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themes which did not derive from my own pre-conceptions. In order to demonstrate
analytic induction in practice, I have indicated the extent to which statements could be
attributed to more than one interviewee. Also where quotations are presented the
interview where they came from is noted. This allows the reader to formulate his or her

own opinions about the perspective of the participants.

The third way in which these data were analysed was called checking. It involved
checking statements of fact against their context. According to Duffy (1993), this
method includes: checking if the respondent actually witnessed what they are
describing, or how long after the event that are recounting the story; checking if they
have a vested interest in the account, or if they may have wished to mislead the
interviewer (cited in Bell, 1993: 71). The first set of interviews took place immediately
after the intervention; less than one week for all participants. The post-teaching practice
interviews also took place immediately after participants returned from teaching
practice (less than one week for all participants). This meant that participants were
telling stories and describing their experiences relatively soon after the events had
occurred. This generally resulted in greater attention to detail on behalf of the
participants. For example, students were able to accurately recall or articulate certain
points further if necessary. Relating to the second point outlined above, there is good
reason to believe participants had a vested interest in the accounts given. Firstly, all
participants involved in this research, volunteered to take part in the interviews. Taking
part was a choice, not an obligation. Secondly, participants made the effort to be at the
location on time for the interview. This involved, for some, at least a 20 minute walk.

Finally, all participants were aware that their feedback would be used to plan and
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improve the intervention for the following year and so were encouraged to be as honest

as possible.

Grounded theory is another way in which the relationship between theory and data in
this research was formulated. This approach draws on some of the basic ingredients of
analytic induction. The idea of grounded theory was first formulated by Glaser and
Strauss (1967) as a means of generating theory which is embedded in data (cited in
Bryman, 1988). According to Glaser and Strauss (1967), theory is emergent and should
arise from particular situations. It should be grounded on data generated from the
research (cited in Cohen ef al., 2000: 23). From this perspective, theory should follow
research, not precede it. However, both Strauss and Glaser began to develop the theory
differently, with Strauss’s version receiving considerably more prominence (Bryman,
2008). Grounded theory has since been defined as “theory that was derived from data,
systematically gathered and analyzed through the research process. In this method, data
collection, analysis, and eventual theory stand in close relationship to one another”
(Strauss and Corbin, 1998: 12). One of the key processes in grounded theory is coding.
As Charmaz (1983:186) puts it: “Codes . . . serve as shorthand devices to label,
separate, compile, and organize data” (emphases in original) (cited in Bryman, 2008:
542). It entails processes whereby data are broken down into component parts and
given labels (names) and begins soon after the collection of data. Strauss and Corbin
(1990) distinguish between three types of coding practice, all of which were used in this
research. They are:
e Open coding: “the process of breaking down, examining, comparing,
conceptualising and categorising data” (1990: 61); this process of coding yields

concepts, which are later to be grouped and turned into categories;
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e Axial coding: “a set of procedures whereby data are put back together in new ways
after open coding, by making connections between categories” (1990: 96). This is
done by linking codes to contexts, to consequences, to patterns of interaction and to
causes; and

e Selective coding: “the procedure of selecting the core category, systematically
relating it to other categories, validating those relationships, and filling in categories
that need further refinement and development” (1990: 116). A core category is the
central issue or focus around which all other categories are integrated. It is what
Strauss and Corbin calls the storyline that frames your account (cited in Bryman,
2008: 543).

Coding the data in this way led to a number of outcomes (for further discussion see

Bryman, 2008: 544). These outcomes were as follows: concepts, category, hypotheses

(initial hunches about relationships between concepts); and theory (a set of well-

developed categories that form a theoretical framework).

Ethics

Cavan (1977) has defined ethics as,
a matter of principled sensitivity to the rights of others. Being ethical limits the
choices we can make in the pursuit of truth. Ethics say that while the truth is
good, respect for human dignity is better, even if, in the extreme case, the
respect of human nature leaves one ignorant of human nature. (cited in Cohen et
al., 2000: 56)

In this section, I will firstly describe how access was negotiated to carry out this

research. I will then discuss ethical issues concerning informed consent which were

involved in this research. Finally, I will discuss how I have endeavoured to engage in

ethical practices throughout this research.
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Negotiating Access

Once I had agreed the project outline with my supervisor, I had to formally request
permission to carry out the research. I started with an ethics proposal which I submitted
to the Research Ethics Committee in the university. The proposal outlined the aims of
the research; its practical applications; the research design, methods and procedures to
be used; the tests to be administered and how; and the nature and size of the sample
groups. The proposal also addressed practical issues such as the time involved,
arrangements to guarantee confidentiality with respect to data; the role of feedback and
how it would be distributed; and whether assistance would be required in the
organisation of the research. One area of consideration by the Research Ethics
Committee was the concern for the rights and respect of the research participants. As
Zechmeister and Shaughnessy put it, “to strike a balance between the rights of
investigators to seek an understanding of human behaviour, and the rights and welfare
of individuals who participate in the research” (cited in Cohen et al., 2000: 58). As a
result of this concern it was agreed that a Volunteer Informed Consent Form would be

given to all participants before taking part.

Once the research proposal had been approved, I had to contact influential gatekeepers
within the university. These included the head of the department and the lecturer of the
undergraduate and graduate diploma teacher education courses. I contacted both in
person (which was later confirmed in writing) outlining the students I wished to involve
in the study and outlined the conditions under which the research would be conducted.
As the research was college-based, their support and cooperation was vital. “The
backing of prestigious academic institutions and figureheads may be vital to access in

some setting” (Punch, 1994: 86). Both were willing to facilitate the study, provided the
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assessment process, for those students involved in the intervention study, was coherent
with other tutorial groups. The lecturer also voiced ethical concerns which arose from
“experimenting” with a compulsory course component. Before continuing I had to
establish that the new approach (which involved testing students) was not damaging to
student learning globally. Both were then willing to facilitate the study, negotiation
regarding access ensued. Once permission had been granted to carry out the research I
then had to address the students who would be involved in the research.

I addressed all potential participants during their tutorials (as opposed to during their
lectures) one week in advance of the study so that they would have time to consider
participation and decline participation if they wished to do so. I outlined the structure
of the research, the time frame, the voluntary nature of the study, the semi-structured
interviews, the MSCEIT and feedback concerning the test. I also addressed the issues
of anonymity (in the final report) and confidentiality in terms of data security. Students
were instructed that they had one week to consider participating but were free to
withdraw consent and to withdraw their results at any time throughout the research.
According to Cohen et al. (2000), consent also protects and respects the right of self-
determination. One aspect of the right to self-determination is that the subject has the
right to refuse to take part, or to withdraw once the research has begun. While
discussing the research I used language which was appropriate for them in particular

when speaking about the emotional intelligence theory.

Informed Consent
Researchers have a responsibility to take into account the effects the research may have
on the participants. They should also take steps to ensure that potential harm is

minimised. Problems can be anticipated if, for example, the age of those being
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researched; whether the subject matter of the research is a sensitive area; and how the
data are to be processed, interpreted and used are considered prior to the research
(Cohen et al., 2000: 57). According to Mitchell and Jolley (2004: 474), even if the
research is approved by a review board, the researcher is still responsible for any harm
done to the participants. To help minimise the harm, students were given a Volunteer
Informed Consent Form which had been approved by the ethics committee. All
students were given one week to consider their option of taking part after which time
written consent was required from anyone who wished to be included in the study.
According to Mitchell and Jolley (2004: 475), informed consent forms should stress the
following:
e any foreseeable risks or discomforts that might cause the participant to decide not to
participate;
o that the participant’s participation is totally voluntary;
e that the participant can quit the study at any time, without giving a reason, and
without any penalty; and
o that the participant’s responses will be confidential.
I had outlined on the Volunteer Informed Consent Form that no additional course work
was required by participating in this research as testing took place during scheduled
tutorial times. Students were also informed that the average testing time took
approximately 30 minutes. I outlined that there was no obligation to take part in this
study and participation in the research was on a voluntary basis. To ensure
confidentiality, students were assured their results would be maintained in the database
of the testing company (Multi Health Systems), strictly on an anonymous basis, for use

in any future research that would involve the test. Students were also informed that
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results formed part of a database used in this research to evaluate the effectiveness of

the intervention model.

Privacy, harm, identification and confidentiality are always major issues concerning
ethical research. According to Bulmer (1982), the researcher should ensure “identities,
locations of individuals and places are concealed in published results, data collected are
held in anonymised form, and all data kept securely confidential” (cited in Punch, 1994:
92). The Volunteer Informed Consent Form informed students that: they could have
their data withdrawn from the project database at any time; that personal data would be
stored securely (via password on computer) and anonymously at the University of
Limerick; that the findings from this research would be presented as part of a
dissertation as well as in conference papers and other academic publications; and that all
publications from the project were to be presented in a way that ensured no individual
participant was identifiable. Finally, contact details of my supervisor, independent
advisors and I were on the form if participants had any concerns regarding the research.
Negotiating access and addressing ethical considerations in this way allowed me to
develop a greater awareness of ethical dilemmas which are intrinsic to the research

process.

Ethical Considerations

To ensure participants fully understood the nature of this research, students were given
as much information about the research as was available. Deception is an area which
causes great concern in ethical research. According to Punch (1994: 91), “one should
not normally engage in disguise. One should not steal documents. One should not

directly lie to people. And, although one may disguise identity to a certain extent, one
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should not break promises made to people.” However, in the past researchers have been
prepared to use disguise and deception in order to conduct research. In this research,
students were also invited to ask questions concerning any aspects of the research. The
voluntary aspect of the research was also made clear while the Volunteer Informed
Consent Form contained a disclaimer stating that participants were under no obligation
to participate and had the right to withdraw at any time. All students received feedback
regarding the MSCEIT as promised. Engaging in ethical practices such as these
increased the level of trust between the participants and me.
In general, serious academics in a sound academic community will espouse
trust, reject deception, and abhor harm. They will be wary of spoiling the field,
of closing doors to research, and of damaging the reputation of their profession-
both as a matter of principle and out of self-interest. (Punch, 1994: 94)
It was imperative that an amicable relationship existed between the interviewees and me
so as to facilitate the interview process. Goodwill was of utmost importance as the
success of the interviews depended on the level of participation and engagement of the
participants. It proved advantageous in gaining participants’ trust and cooperation that I
had worked within the institution previously. However, as Punch puts it, this approach
is not without problems “in using one’s personality to enter the field situation, and in
acting out a transient role, one has to face the personal and emotionally charged
accusations that not infrequently accompany this style of work™ (1994: 94). I did,

however, endeavour to engage in ethical interviewing practices. At the very least I felt I

had engaged in an equal exchange which if not valuable for them was at least harmless.

Finally, I have not used the participant’s names in any part of this report. To ensure
anonymity, students are referred to by number only. I have, on occasion, amended
reported quotations in order to protect the anonymity of the person being quoted. In

doing so, I have endeavoured to maintain the sense of the quotation. I have also
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endeavoured to maintain in the analysis, if not always in the presentation, the
relationship of the person to the action being described in so far as this is important to
contextualise the quotation. While I did endeavour to engage in ethical practices at all
times it can, however, be difficult, as Punch (1994) puts it, since there is no consensus
on what is public and private, what constitutes harm, and what the benefits of
knowledge are. Therefore, adhering to the recommendation of the University’s
Research Ethics Committee ensured that such issues, which I may have otherwise

overlooked, were addressed.

Limitations

In this section I will outline some of the limitation of this research. Firstly, as discussed
earlier in this chapter, the validity and reliability of the MSCEIT is well established.
However, quantitative models for assessing emotional skills, like the MSCEIT, are not
without limitations. As with any quantitative test, one must be cautious to avoid
drawing overstated inferences from the scores. The MSCEIT is designed to assess the
four areas of skill included in the Mayer and Salovey definition of emotional
intelligence. It is not a measure of “niceness”, personal warmth or moral behaviour.
Nor does it tell us whether or not a person is likely to use their EI skills in any given

interaction. Put simply, EI skills do not necessarily relate to behaviours.

Secondly, the MSCEIT is a test developed in the United States, therefore U.S. language,

syntax and colloquialism are used throughout. This may have proved problematic for

an Irish audience (though no such problems were reported by those taking the test).
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Thirdly, these data have been collected in an Irish context. As with all quantitative tests
there are questions about the applicability of the MSCEIT to different ethnic or national
groups. It was norms-based on an expert group drawn from an international panel, with
participants from a number of continents, but primarily based in the US. As such, while
the test constructors have made an effort to ensure that the test is not culturally biased, it
is still open to question as to whether or not the norms are genuinely transferable across

different ethnic groups or national origins (Sue, 1999).

Fourthly, a common criticism is that levelled at all or most quantitative research — that
qualitative research would lead to a better and more effective understanding of
emotional processes and emotional competences. It is therefore not surprising that
much of the existing research in the area of emotions in education is qualitative and
descriptive. This makes obvious sense, given that meaning is central to the experience
of emotion (Denzin, 1984). Recognising the dominance of qualitative approaches,
Sutton and Wheatley (2003) conclude that multiple-measures research is needed to gain
a more complete picture of teachers’ emotions. This research addresses these gaps by
matching quantitative with qualitative data within the study, while also complementing

the qualitative data that are found in the literature.

Finally, it is possible that students’ responses in the interviews may have been
positively biased. Possible reasons for such bias include my relationship with the
students and also that I worked within the institution. While I have highlighted some
techniques used to overcome such bias, it is important to acknowledge that factors such

as these may have influenced their responses.
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Conclusion

In the previous chapters I aimed to tell the story of what I was researching and why I
was researching it. However, this chapter has told the story of how I researched it. I
have clarified the research question and how it was to be answered. To recap, the
research question is:
What is the role of emotional intelligence (EI) in initial teacher education
(ITE)? Specifically, (a) what level of emotional intelligence (as measured on the
MSCEIT triangulated with qualitative interviews) do student teachers have, (b)
can student teachers’ emotional intelligence be increased through focused
workshops and (c) what is the overall impact of these workshops.
I then progressed with a discussion of epistemological viewpoints and evaluated a
mixed methods action research approach. I described what this meant in terms of the
research design and discussed how such an approach is operationalised. I examined the
value of an experimental methodology, based on a randomised controlled trial and
identified the key elements which enable experimental research to be carried out. This
was followed by an evaluation of the quantitative (psychometric properties of the
MSCEIT) and qualitative aspects of the research (semi-structured interviews). The
chapter also mapped out the context of the research. It describes the sample of
participants involved in the research. It identifies the methods of data collection and
analysis used before finally outlining the ethical considerations which were taken into
account. In Chapter 6 I will look at the results and findings in relation to the data
gathered. I will draw conclusions from these findings which will provide evidence and

support the answers to each of the research questions.
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CHAPTER 6 THE LEVELS OF EMOTIONAL

INTELLIGENCE AMONG PRESERVICE TEACHERS

Introduction

Chapter 3 outlined the research methodology used in this research. This chapter and the
next two present the results. Specifically, Chapters 5 and 6 address the findings from
the interviews. This chapter is about the MSCEIT and what it tells us about the
participants in relation to overall emotional intelligence (Total EIQ) and each of the four
skills (Perceive, Use, Understand, and Manage). The chapter consists of two sections.
Section 1 presents the main findings originating from 356 undergraduate (UG) and
graduate diploma (GD) students’ scores on the MCSEIT. In order to address the
questions I laid out in Chapter 2, this chapter firstly looks at the demographic
breakdown of the sample. Then total scores for emotional intelligence (Total EIQ)
attained by all participants in the first taking of the test are discussed before each of the
four skills (Perceive, Use, Understand, and Manage) are analysed separately. This
section also presents findings outlining the relationship between levels of emotional
intelligence and independent variables such as college course and gender. This is

followed by a discussion on the main findings.

Section 2 presents the main findings originating from 60 third year undergraduate
students, who did participate in the emotional competencies workshops (the
experimental group) along with those who did not participate in the emotional
competencies workshops (the control group). This section will firstly examine the
demographic breakdown of the samples. Then total scores for emotional intelligence

and the four skills are compared between test 1 (pre-intervention) and test 2 (post-
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intervention) for both groups. This is followed by a discussion on the main findings to
address whether an emotional intelligence workshop series can give rise to an increase

in students’ level of emotional intelligence.

Section 1 Description of Total Sample

The sample consisted of 356 student teachers, from third year undergraduate (UG) and
graduate diploma (GD) college courses in the University. The college courses
represented included UG P.E. (Physical Education), UG Engineering (Metalwork), UG
Construction (Woodwork), UG Science, GD Business, GD P.E., GD Languages, GD

Technology and GD Music (Table 6.1).

Table 6.1 Distribution of sample by college course

College Course (n) Percent (%)
UG P.E. 51 14.3%
UG Engineering 47 13.2%
UG Construction 52 14.6%
UG Science 50 14%
GD Business 49 13.8%
GD P.E. 30 8.4%
GD Languages 21 5.9%
GD Technology 18 5.1%
GD Music 38 10.7%
Total 356 100%

% within columns
Table 6.2 shows the gender breakdown of the sample.

Table 6.2 Distribution of sample by gender

Gender (n) Percent (%)
Female 206 57.9%
Male 150 42.1%
Total 356 100%

% within columns
The sample consisted of 206 females and 150 males representing 57.9% and 42.1%

respectively of the sample. Table 6.3 shows the college course by gender distribution.
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Table 6.3 Distribution of sample by college course and gender

College Course Females Males
(n) Percent (%) (n) Percent (%)

UG P.E. 40 19.4% 11 7.3%
UG Engineering 4 1.9% 43 28.7%
UG Construction 7 3.4% 45 30%
UG Science 50 24.3% 0 0%
GD Business 37 18% 12 8%
GD P.E. 23 11.2% 7 4.7%
GD Languages 19 9.2% 2 1.3%
GD Technology 0 0% 18 12%
GD Music 26 12.6% 12 8%
Total 206 100% 150 100%

% within columns

Given the gender imbalance in the courses of study, the male student teachers were
largely drawn from the UG Engineering, UG Construction and GD Technology
programmes and female students were largely drawn from UG Physical Education, UG
Science, and GD Business programmes. According to Table 6.3, 30% of males were
drawn from UG Construction, 28.7% from UG Engineering and 12% from GD
Technology, while 3.4%, 1.9% and 0% of females were drawn from these courses
respectively. As shown in the females column, 19.4% were drawn from Physical
Education, 24.3% were from Science and 18% from Business, while 7.3%, 0% and 8%

of males were drawn from these courses, respectively.

Figure 6.1 shows the distribution of age in years of the sample. Participants ranged
from 19 to 49 years old at the point of testing. As shown in Figure 6.1, the majority of
the sample (64.6%) were aged between 19 and 22 years. The remainder of the total

sample (35.4%) were from 23 to 49 years old.
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Figure 6.1 Histogram displaying distribution of sample by age
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Summary Description of Sample

The sample consisted of 356 third year UG and GD students, across nine college
courses in the University. The college courses represented included UG P.E. (Physical
Education), UG Engineering (Metalwork), UG Construction (Woodwork), UG Science,
GD Business, GD P.E., GD Languages, GD Technology and GD Music. The sample
consisted of 206 females and 150 males, representing 57.9% and 42.1% respectively of
the sample. Given the gender imbalance in the courses of study, the male student
teachers were largely drawn from the UG Engineering, UG Construction and GD
Technology programmes and female students were largely drawn from UG Physical
Education, UG Science, and GD Business programmes. Participants ranged in age from

19 to 49 years at the point of testing.
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Level of Emotional Intelligence

The first question asked what level of emotional intelligence (EI) student teachers have.
The analysis will firstly look at total scores for emotional intelligence (Total EIQ), that
is an average score encompassing all four skills (Perceive, Use, Understand, and
Manage). Then each of these skills will be analysed separately. As with other
intelligence tests, MSCEIT scores are constructed so that the average score for the
population would be expected to be 100, with a standard deviation of 15. Score ranges
(as outlined in the previous chapter) are sometimes used to help interpret the results. It
is also important to note for each data set and each statistical test where appropriate,

tests for normality were carried out and appeared normally distributed.

Total EIQ
Table 6.4 outlines the mean test score and standard deviation for total level of emotional
intelligence attained by all participants in the first taking of the test (n = 356).

Table 6.4 Comparing the mean and standard deviation (c) for total level of
emotional intelligence attained by all participants

Group Total EIQ
Total Mean 91.99
(n =356) SD 12.99

The average score for the 356 students on the MSCEIT is 91.99. This is within the

competent range, but is below the expected average score of 100.

Table 6.5 displays the results of a one-sample t-test between the sample mean and the
expected mean for the 356 participants. The t-test is often used to compare two means.
The one-sample t-test is used where “the comparison is between a mean obtained from

the particular sample of scores that you have obtained under some condition, and a
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hypothesized population mean” (Robson, 1993: 438). For these data, the one-sample t-
test tests whether the mean of a single variable (the sample mean test score for Total
EIQ) differs from a specified constant (the expected mean test score for the population
which is 100).

Table 6.5 One-sample t-test comparing the mean score for total level of emotional
intelligence with the average score for the population of 100 (sample size 356)

Test Value = 100

Group EI t df Sig. (2- Mean 95% Confidence
Score tailed) Difference Interval of the
Difference
Lower Upper
Total EIQ -11.63 355 .000 -8.01 -9.36 -6.65

The comparison of means test shows this difference (between the mean Total EIQ score
and the expected mean) to be significant (p < .001). This indicates the mean score for
total level of EI is statistically significantly lower than the average score for the
population which is expected to be 100. This means the lower than average score in this
sample probably does reflect a lower than average score in the wider population of

student teachers on such initial teacher education courses.

However, Total EIQ in this case is not the best indicator of skill level because it is an
average of all four skills and the variance between the skills is quite large. It is
therefore more accurate to compare the means between the various skills. This is

explored in the next section.

EI Skills
Table 6.6 represents the mean scores for each of the four EI skills (Perceive, Use,

Understand and Manage) scores attained by all participants.

152




Table 6.6 Comparing mean scores and standard deviation for each of the four EI
skills attained by all participants (sample size 356)

Group Perceive Use Understand Manage
Total Mean 94.25 96.96 93.64 97.21
(n=356) |SD 13.55 16.11 12.10 14.41

The average scores on each of the domains are within the competent range, but below
the expected average of 100. It is notable that the students performed comparatively

well on the skills Manage and Use, but worse on the skills Perceive and Understand.

Table 6.7 displays the results of a one-sample t-test between the mean scores for each of
the four EI skills and the expected mean for the population of 100.
Table 6.7 One-sample t-test comparing mean scores for each of the four EI skills

attained by all participants with the average score for the population of 100
(sample size 356)

Test Value = 100

t df Sig. (2- | Mean Difference | 95% Confidence

tailed) Interval of the
Difference

Lower | Upper

Perceiving -8.01 355 .00 -5.75 -7.17 -4.34
Using -3.56 355 .00 -3.04 -4.72 -1.36
Understanding | -9.92 355 .00 -6.36 -7.62 -5.10
Managing -3.65 355 .00 -2.79 -4.29 -1.29

Looking at the significance column (Sig. 2-tailed) in Table 6.7, results indicate that
there is a significant association in each of the skill areas, namely Perceive (p = .000),
Use (p = .0004), understand (p = .000) and Manage (p = .0003) at the p < .01 level.
This indicates the mean scores for each of the four EI skills are statistically significantly

lower than the expected mean for the population.
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Summary Discussion

While there are very few existing data with which to compare these Irish data,
Kremenitzer et al. (2004) have reported that in-service (practicing) teachers had
significantly higher MSCEIT scores (Management of emotions), than preservice teacher
candidates (those in initial teacher education, like this sample). It may be, therefore,
that the low levels of EI found in this study is because I was focusing on initial teacher
education students rather than qualified and practicing teachers. According to
Huberman (1993), teachers careers begin with either easy or painful beginnings (cited in
Hargreaves, 2005). As young teachers become acquainted with the emotional labour of
teaching (Hochschild, 1983) they must learn to manage their emotions in order to meet
the challenges of a demanding profession. In doing so they often struggle to define and
delineate themselves as people (Sikes et al., 1985). They find it challenging to establish
themselves as competent professionals and, as Lortie (1975) puts it, successfully cross
to “the other side of the desk”. In fact emotional issues often arise in studies relating to
problems encountered by beginning teachers (Bullough et al., 1991). It may be that it is
these experiences that lead to an increase in their levels of emotional intelligence after

their initial teacher education.

A contrary view can be found in the work of Brackett et al. (2010), who recently
conducted a study with secondary school teachers in England. This study investigates
the relationship between the emotional Management score (which they refer to as
emotion-regulation ability), and both job satisfaction and burnout. They outline that the
mean emotion-regulation ability score for participants was slightly lower (about 0.5 of a
standard deviation) than those reported in the normative sample (see Mayer et al.,

2002b). While one should be slow to read too much from a small number of studies it is
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notable that both this study and Bracket et al. found relatively low levels of average

emotional intelligence among a teaching population.

Byron (2001) further concretes this discussion with her study which investigates the
effects of emotional knowledge education in the training of novice teachers (those in
initial teacher education, like our sample) in the US. Byron reports that novice teachers
scored no differently on measures of emotional intelligence than the normative sample.
While it should be noted that Byron uses an earlier version of the test (MSCEIT version
1.1), the findings suggest that the low levels of EI found in this study may not be as a

result of focusing on initial teacher education students.

It is also worth asking if this lower than average score represents a real lack of
emotional intelligence among student teachers and teachers or if it might be caused by
some other factor. In particular, one might wonder if the lower than average score in
the UK and Irish studies represents some kind of cultural bias built into the test. There
are some who believe that cognitive ability tests are transportable across cultures and
argue for “universalism and, usually, cross-cultural quantification” (Sternberg and
Grigorenko, 2001: 336). According to Poortinga (1998), researchers who support this
position “view conventional Western tests as anchors with known psychometric
properties that, when translated as necessary, can produce basic data for cross-cultural
comparative purposes” (cited in Sternberg and Grigorenko, 2001: 336). The assumption
underlying research in this tradition is that universal sets of the best ability tests can be
transported from one culture to another, “as long as they are adequately translated and
administered by a ‘native’ tester” (Sternberg and Grigorenko, 2001: 336). The

MSCEIT is a test developed in the United States, therefore U.S. language, syntax and
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colloquialism is used throughout. This may have proved problematic for an Irish

audience (though no such problems were reported by those taking the test).

More generally, one might ask if the theoretical assumptions and predictions derived
from the normative population are applicable in the Irish (or UK) context. While
normative data for the MSCEIT came from over 50 research sites including the United
Kingdom, Canada, Malta, South Africa, Australia, Switzerland, Scotland, the
Philippines, India, Slovenia, and Sri Lanka, the majority of data came from U.S. sites
(Mayer et al., 2002b: 29). This means that the question as to what extent predictions
and assumptions from the normative data are applicable to samples outside the U.S.

remains open.

Mean Scores, Undergraduate and Graduate Diploma Courses

In the previous section, mean scores for total level of EI and each of the four skills
attained by all participants are examined. However, this does not tell us the whole
picture, in that there are significant differences between the scores obtained by students
in different undergraduate and graduate diploma courses. In this section the relationship
between total level of emotional intelligence along with each of the four EI skills

between undergraduate and graduate diploma courses will be explored.

Total EIQ, Undergraduate and Graduate Diploma Courses

This section will explore the relationship between total level of emotional intelligence,
undergraduate and graduate diploma courses. “The t-test is used to discover whether
there are statistically significant differences between the means of two groups, using
parametric data drawn from random samples with a normal distribution” (Cohen et al.,
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2007: 543). The independent t-test tests whether two means collected from independent
samples (the two groups being unrelated to each other) differ significantly (Field, 2005).
An independent t-test is used to examine the relationship between mean scores for total
level of EI, undergraduate and graduate diploma courses, using the Levene test (which
is used as a guide as to whether equal variances may or may not be assumed; Cohen et

al., 2007).

Table 6.8 represents the mean scores and standard deviation for total level of emotional
intelligence achieved by all participants based on undergraduate and graduate diploma
courses.

Table 6.8 Comparing the mean and standard deviation for total level of emotional
intelligence based on undergraduate and graduate diploma courses

Programme Total EIQ
Undergraduate Mean 92.25
(n =200) SD 12.50
Graduate Diploma Mean 91.67
(n =156) SD 13.62

Table 6.8 shows, perhaps surprisingly, the mean scores for total level of EI is slightly
higher for students on undergraduate than graduate diploma courses. While the mean
Total EIQ score for both courses are within the competent range, they are below the

expected average score of 100.

Table 6.9 displays a standard independent t-test summary table showing the t-statistic
(t), the degrees of freedom (df), the two-tailed significance (Sig. 2-tailed), the mean
difference, the standard error difference, and the 95% confidence interval of the

difference between the means (Field, 2005).
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Table 6.9 Independent t-test comparing mean score for total level of EI based on
undergraduate and graduate diploma courses

Independent Samples T-Test
t-test for Equality of Means

t df Sig. Mean Std. 95%

(2- | Difference Error Confidence

tailed) Difference | Interval of the

Difference

Lower | Upper

Total | Equal 042 | 354 .67 0.58 1.39 -2.15 3.31
EIQ | variances
assumed

When testing for the difference between the mean scores from the two independent
samples, Levene’s test is first carried out to check for equal variances. Equal variance
is assumed if p > .05 (Cohen ef al., 2007). The Levene test indicates that equal variance
is assumed (p = .42). Looking at the (2-tailed) significance column in Table 6.9, a non-
significant relationship is evident between both groups (p = .67), which indicates that
while the mean Total EIQ score for undergraduate is higher than for graduate diploma
students it is not significantly higher. The next section looks at whether this trend

emerges across each of the four EI skills.

EI Skills, Undergraduate and Graduate Diploma Courses

This section will explore the relationship between the four EI skills in undergraduate
and graduate diploma courses. Table 6.10 represents the mean scores for each of the
four EI skills based on undergraduate and graduate diploma courses for all participants.

Table 6.10 Comparing mean score and standard deviation for each of the four EI
skills based on undergraduate and graduate diploma courses

College Course Perceive Use Understand | Manage
Undergraduate Mean 95.72 95.92 92.89 97.11
(n =200) SD 13.59 15.75 11.90 13.69
Graduate Mean 92.35 98.30 94.61 97.35
Diploma (n = 156) SD 13.30 16.50 12.31 15.34
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Looking at Table 6.10, the mean scores for the skills Use, Understand and Manage are
higher for graduate diploma students, while the mean for the skill Perceive is higher for
undergraduate students. However, it is important to note that mean scores for all four

skills, for both courses, are within the competent range.

Independent t-tests, as represented in Table 6.11, are used to discover whether there are
statistically significant differences between the means of each of the four skills for both
groups.

Table 6.11 Independent t-tests comparing mean score for each of the four EI skills
based on undergraduate and graduate diploma courses

Independent Samples T-Test
t-test for Equality of Means

t df Sig. Mean Std. 95%
(2- Diff Error Confidence
tailed) Diff Interval of the
Difference
Lower | Upper
Perceive Equal 235 | 354 | .020 3.37 1.44 0.54 6.20
variances
assumed
Use Equal -1.39 | 354 | .165 -2.39 1.72 -5.77 0.99
variances
assumed
Understand | Equal -1.34 | 354 | .183 -1.72 1.29 -4.26 0.81
variances
assumed
Manage Equal -0.16 | 354 | .875 -0.24 1.54 -3.27 | 2.79
variances
assumed

Levene’s test for variance allows for the assumption of equal variances. As shown in
the (2-tailed) significance column in Table 6.11, a statistically significant relationships
emerges for the skill Perceive (p = .020), while a non-significant relationship emerges
for the skills Use (p = .165), Understand (p = .183) and Manage (p = .875). This
indicates the mean score for the skill Perceive is statistically significantly higher for

undergraduate students that graduate diploma students.
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Summary Discussion

The first area of interest in this study was whether or not different entry routes to
teaching (undergraduate or graduate entry, for example, entry by academic scores or
through a process which involves some interview element) attributes to differences in
levels of emotional intelligence. Results from the current study indicate that, despite the
differences between the entry and qualifications of the undergraduate and graduate
elements of the sample, there are very little differences between the scores obtained by
students in undergraduate and graduate diploma courses. It is notable that, contrary to
what one might have expected, the mean score for Total EIQ and the skill Perceive for
graduates (who are on programmes that require both high academic attainment and an
interview for entry) is actually lower than the score for undergraduates (who enter on

the basis of academic achievement alone).

Entry onto teacher education programmes is often based on academic criteria alone.
Critics of this system argue that “personal suitability data” should accompany academic
criteria and suggest “it is desirable to seek to recruit more mature students with varied
work experience” which would enrich the teaching profession (Coolahan, 2003). These
data do not support such contentions. It is notable that the comparatively low level of
EI for student teachers holds true irrespective of whether the student teachers in
question are on a graduate programme (in which acceptance on the programme requires
both high academic attainment and a strong performance at interview) or an
undergraduate programme (in which acceptance on the programme is based on high
academic attainment). This suggests that raising teachers’ level of emotional
intelligence is something that would need to be addressed within programmes, rather

than through a review of entry criteria into programmes.
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Mean Scores and College Course

In the previous section, mean scores for total level of EI and each of the four skills
attained by all participants are examined. However, this does not tell us the whole
picture, in that there are significant differences between the scores obtained by students
in different programmes. In this section the relationship between total level of
emotional intelligence along with each of the four EI skills and college course will be

explored.

Total EIQ and College Course

When examining the relationship between mean scores for total level of EI and course
of study an analysis of variance or ANOVA is used. ANOVA is used to test whether
group means differ (Field, 2005). It is “an extension of the test for differences between
means to cover the case where more than two samples . . . are involved” (Loether and
McTavish, 1993: 519). ANOVA is used because the assumptions upon which this test
are based on, apply in this particular situation. “Analysis of variance is premised on the
same assumptions as t-tests, that is random sampling, a normal distribution of scores,
and parametric data, and it can be used with three or more groups” (Cohen ef al., 2007:
546). ANOVA also assumes that the independent variable is categorical and one is
continuous (Cohen et al., 2007). Table 6.12 represents the mean Total EIQ scores

achieved by all participants based on college course.
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Table 6.12 Mean score and standard deviation for total level of EI based on college
course

College Course Total EIQ
UG P.E. Mean 96.47
(n=51) SD 12.29
UG Engineering Mean 89.67
(n=47) SD 11.75
UG Construction Mean 87.38
(n=152) SD 13.40
UG Science Mean 95.43
(n =50) SD 10.16
GD Business Mean 93.60
(n =49) SD 13.46
GD P.E. Mean 89.08
(n=30) SD 13.85
GD Languages Mean 98.27
(n=21) SD 13.16
GD Technology Mean 83.60
(n=18) SD 10.19
GD Music Mean 91.38
(n=38) SD 13.57

Table 6.12 shows that the highest average score is found among graduate Languages
students, with the next highest average score found among undergraduate Physical
Education students. Scores for undergraduate and graduate Technology subject teachers
(Engineering and Construction studies) are lowest. Graduate language student teachers
and undergraduate Physical Education student teachers are typically female.

Technology student teachers are typically male.

Table 6.13 displays a standard ANOVA summary table showing the sum of squares, the

degrees of freedom (df), the mean square, the F-ratio (F) which is the test of whether the

group means are the same and the significance (Sig.) of the F ratio (Field, 2005).
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Table 6.13 ANOVA comparing mean score for total level of emotional intelligence
based on college course (sample size 356)

ANOVA
Total EIQ Score Sum of df Mean F Sig.
Squares Square
Between Groups | 5466.11 8 683.26 4.36 .000

The significance column (Sig.) results from Table 6.13 indicate that mean scores for
total level of EI are significantly different (p < .001) from each other depending on
However, this test only indicates that a difference exists; it doesn’t

college course.

show where the differences lie (Table 6.13 does not identify which courses differ).

Table 6.14 represents mean score differences for total level of EI between college
courses using the Bonferroni test.

Table 6.14 Comparing mean score for each of the four EI skills based on college
course using post hoc test Bonferroni (sample size 356)

Skill | College Course Mean Std. Sig. | 95% Confidence
Difference Error Interval
Lower | Upper
Bound | Bound
Total | UG P.E. 9.09%** 2.47 .01 1.14 17.05
EIQ | UG Construction
UG P.E. 12.88%** 3.43 .007 1.81 23.94
GD Technology
UG Science -8.05%* 2.48 046 | -16.04 | -0.06
UG Construction
GD Languages -10.89* 3.24 031 | -21.32 | -0.45
UG Construction
UG Science 11.83* 3.44 024 0.74 22.93
GD Technology
GD Languages 14.67* 4.02 011 1.71 27.63
GD Technology

*p< .05 % p< 0l.

The Bonferroni test is a comparison often used to find out which groups are different
from each other. The test is like taking every pair of groups and performing a t-test on
each pair. In this test a simple but effective correction is applied when multiple

significance tests are carried out (Field, 2005). For each pair of means the p-value
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(significance) is adjusted so that it can be compared directly to .05. When using the
Bonferroni test to describe mean score differences for total level of EI between college
courses, the following differences are identified: significant mean differences were
noted between participants from the courses of: UG Physical Education and UG
Construction (p = .01); UG Physical Education and GD Technology (p = .007); UG
Science and UG Construction (p = .046); GD Languages and UG Construction (p =
.031); UG Science and GD Technology (p = .024); and GD Languages and GD
Technology (p = .011). This indicates the mean Total EIQ scores for UG Physical
Education, UG Science and GD Languages are statistically significantly higher than the
mean scores for GD Technology and UG Construction. The next section will discuss

whether similar trends emerge for each of the four EI skills.

EI Skills and College Course

This section will explore the relationship between each of the four EI skills and college
course. When examining the relationship between mean EI skills scores and course of
study an analysis of variance or ANOVA is used. The Bonferroni test is also used to
find out which groups (college courses) are significantly different from each other.
Table 6.15 outlines mean scores for each of the four EI skills based on college course

for all participants.
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Table 6.15 Mean score and standard deviation for each of the four EI skills based

on college course (sample size 356)

College Course Perceive Use Understand | Manage
UG P.E. Mean 96.50 100.55 96.85 100.56
(n=351) Std. Deviation 13.63 12.72 10.94 13.30
UG Engineering | Mean 97.22 96.03 89.62 90.48
(n=47) Std. Deviation | 1414 | 16.69 14.98 13.82
UG Construction | Mean 91.47 88.10 91.49 94.96
(n=52) Std. Deviation | 1461 17.02 10.53 11.18
UG Science Mean 97.95 99.21 93.37 102.04
(n =350) Std. Deviation | 1715 13.48 9.90 13.66
GD Business Mean 93.31 98.95 95.09 102.16
(n=49) Std. Deviation | 1327 | 1537 12.97 13.57
GD P.E. Mean 92.72 98.54 91.73 92.53
(n=230) Std. Deviation | 1171 21.29 11.89 16.10
GD Languages Mean 98.55 101.62 98.77 99.29
(n=21) Std. Deviation | 15 g3 12.68 14.13 11.65
GD Technology | Mean 87.51 96.25 89.92 86.64
(n=18) Std. Deviation | 17 g4 19.53 8.25 17.15
GD Music Mean 89.70 96.42 96.19 98.95
(n=38) Std. Deviation | 14 g 14.29 11.71 15.01

Looking at Table 6.15, GD Languages demonstrate the highest mean score for
Perceiving emotions, while GD Technology demonstrate the lowest mean score for this
skill. Mean scores for GD Technology and GD Music are within the consider
developing range, while the mean scores for all other courses are within the competent
range for this component. For the skill Use, UG Construction display the lowest mean
score and are the only course with a mean score within the consider developing range,
while GD Languages display the highest mean scores. For the skills Understand, GD
Languages continue to display the highest mean score, while UG Engineering display

the lowest mean score for this skill. Mean scores for UG Engineering and GD
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Technology are the only courses with mean scores within the consider developing range
for this skill. The GD Business students display the highest mean score for Managing
emotions while GD Technology students once again display the lowest mean score for
this skill and are the only course with a mean score within the consider developing

range.

Table 6.16 displays a standard ANOVA summary table of mean scores for each of the
four EI skills based on college course.

Table 6.16 ANOVA comparing mean score for each of the four EI skills based on
college course (sample size 356)

ANOVA
Sum of df Mean F Sig.
Squares Square
Use Between Groups | 5771.91 8 721.49 2.90 .004
Manage Between Groups | 8207.43 8 1025.93 5.43 .000

The significance column (Sig.) results from Table 6.16 indicate there is a significant
association in two skill areas, namely Use (p = .004) and Manage (p < .001) at the p <
.01 level. Table 6.17 represents mean score differences for each of the four EI skills
between college courses using the Bonferroni test. The Bonferroni test identifies the
following significant mean differences, for the skill Use, between the groups: UG
Physical Education and UG Construction (p = .003); UG Science and UG Construction
(p = .016); GD Business and UG Construction (p = .022); and GD Languages and UG
Construction (p = .037). For the Managing skill significant mean difference are
displayed for: UG Physical Education and UG Engineering (p = .012); UG Physical
Education and GD Technology (p = .009); UG Science and UG Engineering (p = .002);
GD Business and UG Engineering (p = .001); UG Science and GD Technology (p =
.002); GD Business and GD Technology (p = .002). This indicates the mean scores for

the variable Use are statistically significantly higher for UG Physical Education, UG
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Science, GD Business and GD Languages than UG Construction. For the skill Manage,

the mean scores for UG Physical Education, UG Science and GD Business are

statistically significantly higher than the mean scores for UG Engineering and GD

Technology.

Table 6.17 Comparing mean score for each of the four EI skills based on college
course using post hoc test Bonferroni (sample size 356)

Skill College Course Mean Std. Sig. | 95% Confidence
Difference Error Interval
Lower | Upper
Bound | Bound
Use UG P.E. 12.44%* 3.11 .003 242 22.46
UG Construction
UG Science -11.10* 3.12 016 | -21.17 | -1.03
UG Construction
GD Business -10.85* 3.14 022 | 2097 | -0.73
UG Construction
GD Languages -13.52%* 4.08 037 | -26.66 | -0.37
UG Construction
Manage | UG P.E. 10.08* 2.78 012 1.12 19.03
UG Engineering
UG P.E. 13.92%* 3.77 .009 1.77 26.06
GD Technology
UG Science -11.56** 2.79 002 | -20.56 | -2.56
UG Engineering
GD Business -11.68** 2.81 001 | -20.72 | -2.64
UG Engineering
UG Science 15.40** 3.78 .002 3.23 27.58
GD Technology
GD Business 15.52%* 3.79 .002 3.31 27.73
GD Technology

*p< .05 % p< 0l.

Summary Discussion

Perhaps one of the most obvious findings from the present study is the negative

comparison in levels of emotional intelligence between respondents from the present

study and their international peers. Lopes et al. (2003) reported MSCEIT scores for 103

college students enrolled at Yale University for an introductory psychology course.

Table 6.18 displays a comparison of mean scores and standard deviation between these
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participants (college students in the United States) and participants in the present study
(college students in Ireland).

Table 6.18 Comparing mean scores and standard deviation (SD) for total level of
EI and each of the four EI skills between college students in Ireland and the United

States

College Course Perceive Use Under | Manage Total

stand EIQ
Irish College Mean 94.25 96.96 93.64 97.21 91.99
students (n =356) | SD 13.55 16.11 12.10 14.41 12.99
U.S. College Mean 102 100.7 109.3 101.7 103.6
students (n =200) | SD 13.3 11.8 10.3 9.5 10.6

Irish students consistently display lower mean scores for total level of EI and each of
the four EI skills than their U.S. peers. Specifically, the mean Total EIQ score for the
US group is 103.6, more than 11 points higher than the 91.99 score for the Irish student
teachers. While these results should be interpreted as preliminary rather than
confirmatory, because the sample used in the comparison may not be entirely
representative, the lower scores reported in this study are notable. While the current
research indicates that participants’ level of emotional intelligence is significantly below
the expected average score and that there are significant differences between mean EI
scores obtained by students in different college courses, there is limited international
research available that compares the levels of emotional intelligence of teacher
education students with those of other college students in various academic disciplines.
O’Flaherty and Gleeson (2010) similarly found that Irish student teachers had lower
levels of moral reasoning than US college students when measured using the Defining
Issues Test 2 (DIT 2; Rest and Narvaez, 1998). They suggest that part of the
explanation for this may lie in the exam-centred approach which dominates Irish post-
primary education experiences. They advocate that the preparation for the current state

examination system has in part resulted in a focus on lower order thinking, something

which militates against the development of moral reasoning. Emotional intelligence
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similarly involves, for example, problem solving which tends to be conceptualised in
terms of higher order thinking (see for example Bloom’s taxonomy of cognitive
educational objectives; Bloom ef al., 1956). It may be, therefore, that it is these post-

primary schooling experiences that led to the low levels of EI found in our study also.

Mean Scores and Gender

In the previous section the relationship between mean EI scores and college course are
examined. However, there are also significant differences between the scores obtained
by males and females. In this section the relationship between mean score for

emotional intelligence and gender is explored.

Total EIQ and Gender
This section will explore the relationship between total level of emotional intelligence
and gender. An independent t-test is used to examine the relationship between mean

scores for total level of EI and gender, using the Levene test (Cohen et al., 2007).

Table 6.19 represents the mean scores and standard deviation for total level of
emotional intelligence achieved by all participants based on gender.

Table 6.19 Comparing the mean and standard deviation for total level of emotional
intelligence based on gender

College Course Total EIQ
Female Mean 94.59
(n =206) SD 12.73
Male Mean 88.42
(n =150) SD 12.52

Table 6.19 shows the mean score for total level of EI is higher for females than males.

The mean Total EIQ score for females is within the competent range, while the mean
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Total EIQ score for males is within the consider developing range. However, the mean

scores for both females and males are below the expected average score of 100.

Table 6.20 displays a standard independent t-test summary table comparing the mean
score for total level of EI based on gender for all participants.

Table 6.20 Independent t-test comparing mean score for total level of EI based on
gender

Independent Samples T-Test
t-test for Equality of Means

t df Sig. Mean Std. 95%

(2- | Difference Error Confidence

tailed) Difference | Interval of the

Difference

Lower | Upper

Total | Equal 455 | 354 .00 6.17 1.36 3.50 8.84
EIQ | variances
assumed

When testing for the difference between the mean scores from the two independent
samples, Levene’s test is first carried out to check for equal variances. Equal variance
is assumed if p > .05 (Cohen ef al., 2007). The Levene test indicates that equal variance
is assumed (p = .995). Looking at the (2-tailed) significance column in Table 6.20, a
statistically significant relationship is evident between both groups (p < .001), which
indicates the mean Total EIQ score for females is statistically significantly higher than
the mean Total EIQ score for males. The next section looks at whether this trend

emerges across each of the four EI skills.

EI Skills and Gender
This section will explore the relationship between the four EI skills and gender. Table
6.21 represents the mean scores for each of the four EI skills based on gender for all

participants.
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Table 6.21 Comparing mean score and standard deviation for each of the four EI
skills based on gender

College Course Perceive Use Understand | Manage
Female Mean 95.54 99.93 94.91 100.18
(n =206) SD 13.20 14.89 11.86 14.20
Male Mean 92.47 92.89 91.90 93.14
(n =150) SD 13.87 16.86 12.24 13.74

Looking at Table 6.21, females consistently outscores males across each of the four EI
skills. However, it is important to note that mean scores for all four skills for both

males and females are within the competent range.

Independent t-tests, as represented in Table 6.22, are used to discover whether there are
statistically significant differences between the means of each of the four skills for both
groups.

Table 6.22 Independent t-tests comparing mean score for each of the four EI skills
based on gender

Independent Samples T-Test
t-test for Equality of Means

t df Sig. Mean Std. 95%
(2- Diff Error Confidence
tailed) Diff Interval of the
Difference
Lower | Upper
Perceive Equal 2.12 | 354 .034 3.07 1.45 0.23 5.92
variances
assumed
Use Equal 4.17 | 354 .00 7.04 1.69 3.72 10.37
variances
assumed
Understand | Equal 233 | 354 .02 3.01 1.29 0.47 5.54
variances
assumed
Manage Equal 4.68 | 354 .00 7.03 1.50 4.08 9.99
variances
assumed

Levene’s test for variance allows for the assumption of equal variances for each of the

four EI skills. As shown in the (2-tailed) significance column in Table 6.22, a
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statistically significant relationships emerges for the skills Perceive (p = .034), Use (p =
.00), Understand (p = .02) and Manage (p = .00). This indicates the mean scores of
females for the skills Perceive, Use, Understand and Manage are statistically

significantly higher than those of males for the same skills.

Summary Discussion

The third area of interest in this study was whether or not gender contributes to
differences in levels of emotional intelligence. Results from the current study indicate
that there are significant differences between the mean EI scores obtained by females
and males. This is consistent with previous research which also found gender
differences in levels of EI (Mayer et al, 1999). In the current study females’ mean
scores outscore males’ consistently across each of the four EI skills and total level of EI.
A statistically significant relationship emerges for each of the four skill areas, namely

Perceive, Use, Understand and Manage along with Total EIQ at the p < .05 level.

The first possible explanation for females displaying higher levels of emotional
intelligence includes their ability to read unstated social information as reflected in a
number of studies. Such information includes, for example, feelings from facial
expressions and other nonverbal cues (see for example: Hall, 1978; 1984; Rosenthal,
Hall, DiMatteo, Rogers and Archer, 1979; cited in Brackett et al., 2004b). Another
possible explanation for females’ higher level of EI is related to child-parent interaction.
Brody (1985) reported that mothers discuss more and display a wider range of feelings
and use more vivid facial expressions when communicating with their daughters as
compared with their sons (cited in Brackett ez al., 2004b). Other research conducted by

Gur et al. has shown that certain areas of the brain devoted to emotional processing may
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be larger in women than men, which “may explain gender differences in emotional
processing” (2002: 1002). While it is acknowledged that environmental and cultural
factors may also contribute to such differences, the “marked neuroanatomical
differences in brain structure related to emotional regulation warrant systematic effort to
link emotional behaviour to neural substrates” (2002: 1002). These findings may be
related to gender differences in EI reported in the current study. The implications of
such differences also merit further investigation. If females exhibit a higher level of EI
than males, then broad social and behavioural ramifications, which may impact on
teaching, could potentially result. Addressing such issues goes beyond the scope of this

research but could be carried forward to future research.

Gender and College Course

In the previous sections the relationship between mean EI scores and (1) college course,
and (2) gender are examined. However, this does not tell us the whole picture, for
example how gender and course of study interact. In this section the relationship
between mean EI scores and the two independent variables (gender and college course)

will be explored.

Total EIQ, College Course and Gender

When examining the relationship between mean scores for total level of EI and the
independent variables (college course and gender) a two-way independent ANOVA is
used. The test is conducted because there are two variables (two-way) measured using
different (independent) students (Field, 2005). Table 6.23 represents the mean Total

EIQ scores based on college course and gender.
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Table 6.23 Comparing mean score and standard deviation for total level of EI
based on college course and gender

College Course Mean SD n
UG P.E. Female 95.49 13.02 40
(n=51) Male 100.05 8.72 11
UG Engineering Female 100.22 9.40 4
(n=47) Male 88.68 11.54 43
UG Construction Female 96.68 11.96 7

(n=52) Male 85.94 13.14 45
UG Science Female 95.43 10.16 50
(n =50) Male - - -

GD Business Female 94.43 11.63 37
(n=49) Male 91.05 18.40 12
GD P.E. Female 90.23 15.34 23
(n=30) Male 85.32 6.54 7

GD Languages Female 99.57 13.17 19
(n=21) Male 85.92 1.98 2

GD Technology Female - - -

(n=18) Male 83.60 10.19 18
GD Music Female 90.64 15.11 26
(n=38) Male 93.00 9.83 12

Table 6.23 indicates the highest average score is found among female undergraduate
Engineering students, with the next highest average score found among male
undergraduate Physical Education students. Scores for male undergraduate and
graduate Technology subject teachers (Engineering and Construction studies) are
lowest. When testing for the difference between the mean scores, Levene’s test is first

carried out to check for equal variances. The Levene test indicates that equal variance is

assumed (p = .078).

Table 6.24 displays a standard two-way independent ANOVA summary table showing
the sum of squares, the degrees of freedom (df), the mean square, the F-ratio (F) and the

significance (Sig.) of the F ratio (Field, 2005).
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Table 6.24 Two-way independent ANOVA comparing mean score for total level of
EI based on college course and gender (sample size 356)

Source Type III Sum df Mean F Sig.
of Squares Square
Corrected Model 7447.38" 15 496.49 3.22 .000
Intercept 1446071.12 1 1446071.12 | 9375.93 .000
College course 2191.76 8 273.97 1.78 .081
Gender 912.20 1 912.20 5.91 016
College course*Gender 1584.64 6 264.11 1.71 A17
Error 52438.97 340 154.23
Total 3072720.36 356
Corrected Total 59886.35 355

a. R Squared = .124 (Adjusted R Squared = .086)

The significance column (Sig.) results in Table 6.24 indicate a significant main effect
for gender on mean Total EIQ, controlling for college course, is found (p = .016).
While a non-significant main effect for college course on mean Total EIQ, controlling
for gender, is found (p = .081). The significance column (Sig.) also shows a non-

significant interaction between college course and gender on mean Total EIQ (p =.117).

The graph in Figure 6.2 displays the interaction of college course and gender in mean
Total EIQ score. As shown in Figure 6.2, mean Total EIQ scores for females are
consistently higher across most college courses. The next section looks at whether this

trend emerges across each of the four EI skills.
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Figure 6.2 Graph displaying the interaction of college course and gender in mean
Total EIQ score
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EI Skills, College Course and Gender

This section will explore the relationship between each of the four EI skills, college
course and gender. When examining this relationship a two-way independent ANOVA
is used. Table 6.25 represents the mean scores for each of the four EI skills based on
college course and gender. As shown in Table 6.25, the highest average score for
Perceive is found among male undergraduate Physical Education students, while the
lowest average score is found among male graduate Technology students. For the skill
Use, the highest average score is found among female undergraduate Engineering
students, while the lowest average score is found among male undergraduate
Construction students. For the skill Understand, the highest average score is found

among male undergraduate Physical Education students, while the lowest average score
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is found among male undergraduate Engineering students. For the skill Manage, the

highest average score is found among female graduate Business students, while the

lowest average score is found among male undergraduate Engineering students.

Table 6.25 Comparing mean score and standard deviation for each of the four EI
skills based on college course and gender

College Course Perceive Use Understand | Manage
Mean Mean Mean Mean
SD SD SD SD
n n n n
UG P.E. Female 95.35 100.65 95.96 100.63
(n=>51) 14.22 13.55 11.54 13.55
40 40 40 40
Male 100.68 100.16 100.05 100.31
10.72 9.64 8.05 12.98
11 11 11 11
UG Engineering | Female 99.51 105.74 98.89 102.34
(n=47) 13.91 12.58 11.29 12.87
4 4 4 4
Male 97.01 95.13 88.76 89.38
14.30 16.86 15.09 13.52
43 43 43 43
UG Construction | Female 98.72 97.21 98.09 98.64
(n=52) 12.13 14.10 12.66 8.20
7 7 7 7
Male 90.34 86.69 90.61 94.38
14.75 17.13 10.04 11.54
45 45 45 45
UG Science Female 97.95 99.21 93.37 102.04
(n =50) 11.15 13.48 9.9 13.66
50 50 50 50
Male - - - -
GD Business Female 94.20 101.15 94.21 104.37
(n=49) 13.31 13.24 12.21 13.32
37 37 37 37
Male 90.54 92.17 97.77 95.35
13.32 19.77 15.34 12.47
12 12 12 12
GD P.E. Female 94.30 101.14 92.32 90.74
(n=30) 12.39 23.10 12.58 16.58
23 23 23 23
Male 87.55 90.02 89.82 98.42
7.72 11.11 9.85 13.87
7 7 7 7
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GD Languages Female 99.14 102.91 99.84 100.34

(n=21) 12.90 12.46 14.37 11.76
19 19 19 19
Male 92.99 89.41 88.60 89.27
15.12 9.67 6.77 1.39
2 2. 2 2
GD Technology | Female - - - -
(n=18) Male 87.51 96.25 89.92 86.64
12.94 19.53 8.25 17.15
18 18 18 18
GD Music Female 90.12 95.07 94.72 98.22
(n=38) 15.45 15.19 12.70 15.76
26 26 26 26
Male 88.80 99.35 99.38 100.51
10.99 12.21 8.83 13.78
12 12 12 12

When testing for the difference between the mean scores, Levene’s test indicates equal
variance is assumed for each of the four EI skills. The significance column (Sig.)
results from the ANOVA tables indicate the following: for Perceive, there is a non-
significant main effect for college course (p = .072) and gender (p = .154) and a non-
significant interaction between both variables (p = .547). For Understand, there is a
non-significant main effect for college course (p = .222) and gender (p = .219) and a
non-significant interaction between both variables (p = .153). For Manage, there is a
non-significant main effect for college course (p = .144) and gender (p = .102) and a
non-significant interaction between both variables (p = .166). However, for Use there is
a significant main effect for gender (p = .009). There is a non-significant main effect
for college course (p = .640) and a non-significant interaction between college course

and gender (p = .352).

Summary Discussion
The findings show the highest average Total EIQ score is found among female
undergraduate Engineering students, with the next highest average score found among
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male undergraduate Physical Education students. Scores for male undergraduate and
graduate Technology subject teachers (Engineering and Construction studies) are
lowest. Using a two-way independent analysis of variance, a significant main effect for
gender on mean Total EIQ, controlling for college course, is found. The findings also
show, for the skill Perceive, the lowest average score is found among male graduate
Technology students. For the skill Use, the lowest average score is found among male
undergraduate Construction students. For the skill Understand and Manage, the lowest
average score is found among male undergraduate Engineering students. Using a two-
way independent analysis of variance, a significant main effect for gender on the mean
Use score, controlling for college course is found. These findings indicate that at least

some of this difference is attributable to gender factors.

Section 2 Increasing Levels of Emotional Intelligence

The second research question asked whether or not the intervention (the emotional
competencies course) would have a positive impact upon the emotional intelligence of
the students studied. This section will firstly examine the demographic breakdown of
the experimental and control groups. The analysis will then compare Total EIQ scores
from test 1 (pre-intervention) to test 2 (post-intervention), for the experimental and
control group. Finally, each of the four skills (Perceive, Use, Understand, and Manage)

will be analysed separately from test 1 to test 2 for both groups.

Description of Experimental and Control Groups

The experimental and control groups consisted of 60 third year undergraduate students
(30 in cycle one and 30 in cycle two), across three college courses. This 30 in each

cycle were further divided into an experimental (15 students) and control group (15
179



students, referred to as control group 1 in the research design section).

The three

college courses represented included Physical Education, Engineering (Metalwork) and

Construction (Woodwork). Table 6.26 outlines the distribution of the experimental and

control groups by college course.

Table 6.26 Distribution of experimental and control groups by college course

College Group Total
Course Experimental Control n (%)

n (%) n (%)
P.E. 15 (50%) 22 (73.3%) 37 (61.7%)
Engineering 15 (50%) 0 (0%) 15 (25%)
Construction 0 (0%) 8 (26.7%) 8 (13.3%)
Total 30 (100%) 30 (100%) 60 (100%)

% within columns

As can be seen from Table 6.26, in the experimental group 15 students were sampled
from Physical Education and 15 from Engineering. However, in the control group 22
students were sampled from Physical Education while the remaining 8 were from
Construction. Table 6.27 shows the gender breakdown of the experimental and control
groups.

Table 6.27 Distribution of experimental and control groups by gender

College Group Total
Course Experimental Control

n (%) n (%) n (%)
Female 14 46.7% 17 56.7% 31 51.7%
Male 16 53.3% 13 43.3% 29 48.3%
Total 30 100% 30 100% 60 100%

% within columns

The experimental group consisted of 14 females and 16 males, representing 46.7% and
53.3%, respectively, of the experimental group. The control group consisted of 17
females and 13 males, representing 56.7% and 43.3%, respectively, of the control
group. The analysis earlier reveals a significant main effect for gender on EI,

controlling for college course. Therefore, the slightly larger number of females in the
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control group may contribute to differences in the initial test scores between the groups.
Table 6.28 shows the college course by gender distribution.

Table 6.28 Distribution of experimental and control groups by college course and
gender

College Group
Course ExpT1 ControlT1
Gender Total Gender Total
Female Male Female Male
n % n| % |n| % | n % n % n %
P.E. 11786 | 4 | 25 |15| 50 | 17| 100 | 5 | 385 |22 | 73.3
Engineering 31214 (12] 75 | 15| 50
Construction 0 0 8 1615 8 26.7
Total 14| 100 | 16| 100 |30 | 100 | 17 | 56.7 | 13| 100 |30 | 100

% within columns

Table 6.28 identifies that in the experimental group, the majority of females (78.6%)
were drawn from Physical Education, while the majority of males were drawn from
Engineering (75%). In the control group, all females (100%) were drawn from Physical
Education. The majority of males were drawn from Construction (61.5%), while the

remainder were drawn from Physical Education (38.5%).

Figure 6.3 shows the distribution of age in years of the students in the experimental

group.
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Figure 6.3 Histogram displaying distribution of experimental group by age
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Participants ranged in age from 19 to 33 years at the point of testing. As can be seen
from the histogram in Figure 6.3, the majority of the experimental group (73.3%) were
aged between 19 and 21 years. The remainder (26.7%) of participants in the

experimental group were aged from 22 to 33 years.

Figure 6.4 shows the distribution of age in years of the students in the control group.
Participants ranged from 19 to 37 years old at the point of testing. The majority of the
control group (76.7%) were between 19 and 21 years old. The remainder (23.3%) of

participants in the control group were aged from 22 to 37 years.
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Figure 6.4 Histogram displaying distribution of control group 1 by age
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Summary Description of Experimental and Control Groups

The experimental and control groups consisted of 60 third year undergraduate students
(30 in cycle one and 30 in cycle two), across three college courses; Physical Education,
Engineering (Metalwork) and Construction (Woodwork). This 30 in each cycle were
further divided into an experimental (15 students) and a control group (15 students). In
the experimental group, 15 students were sampled from Physical Education and 15 from
Engineering. However, in the control group 22 students were sampled from Physical
Education while the remaining 8 were from Construction. The experimental group
consisted of 14 females and 16 males, while the control group consisted of 17 females
and 13 males. In the experimental group, the majority of females (78.6%) were drawn

from Physical Education, while the majority of males were drawn from Engineering
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(75%). In the control group, all females (100%) were drawn from Physical Education.
The majority of males were drawn from Construction (61.5%), while the remainder
were drawn from Physical Education (38.5%). Participants ranged from 19 to 37 years

old at the point of testing.

Total EIQ, Experimental and Control Groups

This section will examine the distribution of Total EIQ scores between test 1 and test 2
for the experimental and control groups. Boxplots, as shown in Figures 6.5, 6.6 and 6.7,
are used to display this distribution. The box (the tinted area) shows the middle 50% of
scores known as the interquartile range. In the middle of the box is a thick horizontal
line which represents the value of the median. “The median is the score value below
which and above which half the scores in an ordered distribution fall” (Loether and
McTavish, 1993: 123). Sticking out of the top and bottom of the box are two whiskers
which extend to the most (where the top 25% of scores fall known as the top quartile)
and least (where the bottom 25% of scores fall known as the bottom quartile) extreme
scores respectively (Field, 2005). So, the boxplots display the range of scores, the range
between which the middle 50% of scores fall, and the median score. They also indicate
whether the distribution is symmetrical or skewed. “The skew in a distribution refers to
the trailing off of frequencies towards extreme scores in one direction, away from the
bulk of cases” (Loether and McTavish, 1993: 119). Curves skewed to the bottom
(negative values of skewness) indicate a pile-up of score on the top of the distribution.
Curves skewed to the top (positive values of skewness) indicate a pile-up of scores on
the bottom. Some boxplot also have circles above them. The circles represent deviant
or extreme scores which are very different to the rest of the data. These are cases which

are deemed to be outliers. Outliers can bias statistics such as the mean (Field, 2005).
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For this reason it is important to consider the mean and median when examining such

distributions.

Paired samples t-tests are used to explore the relationship between test 1 and test 2 mean
EI scores for each of the groups. Paired samples t-tests are used to establish whether
two means collected from the same sample (or related observations) differ significantly
(Field, 2005: 728). According to Howitt and Cramer (2001: 103) this type of t-test is
used when “the two sets of scores to be compared come from a single set or sample of
people or when the correlation coefficient between the two sets of scores is high.” The
boxplot in Figure 6.5 displays the distribution of Total EIQ scores between test 1 and
test 2 for the experimental and control group.

Figure 6.5 Boxplot comparing the distribution of Total EIQ scores by the
experimental and control group for test 1 and test 2
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The boxplot in Figure 6.5 indicates that Total EIQ scores remain approximately
constant from test 1 to test 2 for the experimental group and decrease from test 1 to test
2 for the control group. For instance, the median for the experimental group in test 1 is
96.09 and 96.38 in test 2, while the median for the control group decreases from 94.21
in test 1 to 88.97 in test 2. The minimum and maximum values for the experimental
group in test 1 are 74.01 and 115.14 respectively giving a range of 41.13. In test 2, the
experimental group has a smaller spread with minimum and maximum values of 72.89
and 109.02 respectively giving a range of 36.13. The control group in test 1 shows the
greatest spread with minimum and maximum values of 63.63 and 122.69 respectively
giving a range of 59.06, while in test 2 the minimum and maximum values reported for
the control group are 67.49 and 118.33, respectively, resulting in a range of 50.84.
There are no outliers in any of the distributions. These differences are also borne out in
a comparison of means. Table 6.29 outlines the mean test score and standard deviation
for total level of emotional intelligence between test 1 and test 2 for both groups.

Table 6.29 Comparing mean scores and standard deviation (o) for total level of EI
between test 1 (T1) and test 2 (T2) for the experimental and control group

Group Total EIQ T1 | Total EIQ T2
Experimental Group (n =30) | Mean 95.30 95.32

SD 10.94 9.37
Control Group (n =30) Mean 95.10 93.21

SD 14.32 13.53

Table 6.29 indicates the mean scores for each group of students are around 95 —5 points
below the mean score for the wider population. Table 6.29 also shows that, contrary to
what we might have hoped, the scores obtained by the student teachers in the
experimental group remained approximately constant between the first and second test,
while scores obtained by student teachers in the control group dropped between the first

and second test. The mean score for the experimental group is 95.3 in test 1 and 95.32
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in test 2, while the mean score for the control group decreases from 95.1 in test 1 to

93.21 in test 2.

Table 6.30 displays a standard paired samples t-test summary table showing the 95%
confidence interval of the difference between the means, the t-statistic (t), the degrees of
freedom (df), and the two-tailed significance (Sig. 2-tailed) (Field, 2005).

Table 6.30 Paired samples t-test comparing mean scores for total level of EI
between test 1 (T1) and test 2 (T2) for the experimental and control groups

Paired Samples Test

Paired Differences t | df | Sig.
Mean Std. Std. 95% 2-
Deviation | Error | Confidence tailed)
Mean | Interval of the
Difference

Lower | Upper

Exp EIQ T1- | -.022 9.076 1.657 | -3.411 | 3.366 | -.01 | 29| .989
Group | EIQ T2

Control | EIQ T1- | 1.881 10.778 1.968 | -2.144 | 5906 | .956 | 29 | .347
Group | EIQ T2

Looking at the (2-tailed) significance in Table 6.30, no apparent significant relationship
is evident for the experimental group (p = .989) or the control group (p = .347) as p >
.05. A further analysis of the data (examining each of the skills separately), however,

reveals some interesting nuances which are lost in this analysis.

EI Skills, Experimental and Control Groups

This section will examine the distribution of EI skills scores between test 1 and test 2
for the experimental and control group. Boxplots are used to examine the distribution
of scores for the two groups. Paired samples t-tests are used to explore the relationship
between test 1 and test 2 EI skills scores for the experimental and control group.

The boxplot in Figure 6.6 displays the distribution of EI skills scores between test 1 and

test 2 for the experimental group.
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Figure 6.6 Boxplot comparing the distribution of EI skills scores between test 1
and test 2 for the experimental group
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The boxplot in Figure 6.6 indicates that the median score for the skills Perceive and Use
decrease from test 1 to test 2, while the medians scores for the skills Understand and
Manage increase from test 1 to test 2. The median score for the skill Perceive decreases
from 96.97 to 93.93 and the median score for the skill Use decreases from 101.38 to
99.29. The median score for the skill Understand increases from 95.47 to 97.48, while
the median score for the skill Manage shows a marked increase from 98.22 in test 1 to
104.04 in test 2. The minimum and maximum values for the skill Perceive in test 1 are
77.29 and 119.22, respectively, giving a range of 41.93, while the corresponding values
in test 2 are 73.28 and 110.76, respectively, giving a range of 37.48. The minimum and
maximum values for the skill Use in test 1 are 67.43 and 120.74, respectively, giving a
range of 53.32, while the corresponding values in test 2 are 73.60 and 132.9,
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respectively, giving a range of 59.3. The minimum and maximum values for the skill
Understand in test 1 are 72.8 and 112.03, respectively, giving a range of 39.24, while
the corresponding values in test 2 are 71.74 and 121.7, respectively, giving a range of
49.96. The minimum and maximum values for the skill Manage in test 1 are 66.18 and
143.20, respectively, giving a range of 77.02, while the corresponding values in test 2

are 65.88 and 143.18, respectively, giving a range of 77.30.

Table 6.31 outlines the mean test score (as distinct to the median which was discussed
in the previous paragraphs) and standard deviation for each of the four EI skills between
test 1 and test 2 for the experimental group.

Table 6.31 Comparing mean scores and standard deviation (SD) for each of the
four EI skills between test 1 (T1) and test 2 (T2) for the experimental group

College Course Perceive Use Understand | Manage
Experimental Mean 97.45 100.53 93.98 100.19
Group T1 SD 10.67 13.41 11.11 15.29
Experimental Mean 93.75 100.08 96.20 105.63
Group T2 SD 9.16 13.9 12.26 15.7

Table 6.31 indicates that the mean score for the skill Manage shows a marked increase
from test 1 to test 2. The mean score for the skill Understand also increases from test 1
to test 2, while the mean score for the skills Perceive and Use shows a decrease from
test 1 to test 2. Table 6.32 displays the results of a paired sample t-test between test 1
and test 2 mean scores of the four skills for the experimental group. Using paired
samples t-tests, results indicate that although the increase in the mean Manage score is
marked it is marginally not significant (p = .064) at the p > .05 level. Nor is there a
significant association in the other skill areas, namely Perceive (p = .069), Use (p =

.862), and Understand (p = .224) for the experimental group as p > .05.
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Table 6.32 Paired samples t-test comparing test 1 (T1) and test 2 (T2) mean scores
of each of the four EI skills for the experimental group

Paired Samples Test

Paired Differences t df | Sig.
Mean Std. Std. | 95% Confidence (2-
Deviati | Error | Interval of the tailed)
on Mean Difference
Lower | Upper
Perceive - 3.709 | 10.749 | 1962 | -.305 7.722 | 1.890 | 29 | .069
Post-Test
Perceiving
Use - Post-Test | .451 14.066 | 2.568 | -4.802 5.703 176 |29 | .862
Using
Understand - -2.215 | 9.760 | 1.782 | -5.859 1.430 | -1.243 |29 | .224
Post-Test
Understanding
Manage - Post- | -5.432 | 15.433 | 2.818 | -11.195 331 -1.928 | 29 | .064
Test Managing

The boxplot in Figure 6.7 displays the distribution of EI skills scores between test 1 and
test 2 for the control group. Figure 6.7 indicates that the median score for all four skills
decrease from test 1 to test 2 for the control group. The median score for the skill
Perceive decreases from 95.90 to 91.54 and the median score for the skill Use decreases
from 98.8 to 94.91. The median score for the skill Understand decreases from 98.57 to
94.62, while the median score for the skill Manage shows decreases from 102.14 in test
1 to 100.19 in test 2. The minimum and maximum values for the skill Perceive in test 1
are 60.66 and 127.08, respectively, giving a range of 66.42, while the corresponding
values in test 2 are 60.67 and 140.32, respectively, giving a range of 79.65. The
minimum and maximum values for the skill Use in test 1 are 60.19 and 121.45,
respectively, giving a range of 61.26, while the corresponding values in test 2, the group
with the largest spread, are 60.15 and 140.27, respectively, giving a range of 80.12. The
minimum and maximum values for the skill Understand in test 1 are 74.94 and 120.82,
respectively, giving a range of 45.88, while the corresponding values in test 2 are 76.25

and 117.10, respectively, giving a range of 40.85. The minimum and maximum values
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for the skill Manage in test 1 are 79.85 and 123.47, respectively, giving a range of
43.62, while the corresponding values in test 2 are 74.33 and 123.47, respectively,
giving a range of 49.14.

Figure 6.7 Boxplot comparing the distribution of EI skills scores between test 1
and test 2 for the control group
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Table 6.33 outlines the mean test score and standard deviation for each of the four EI
skills between test 1 and test 2 for the control group. Table 6.33 shows the mean score
for Perceiving, Using and Managing emotions decreased from test 1 to test 2. The mean
score for Understanding emotions remains approximately constant from test 1 to test 2.

Table 6.33 Comparing mean scores and standard deviation (SD) for each of the
four EI skills between test 1 (T1) and test 2 (T2) for the control

College Course Perceive Use Understand | Manage

Control Group T1 | Mean 95.31 98.03 96.46 100.64
SD 16.88 15.73 10.47 11.28

Control Group T2 | Mean 93.56 96.78 96.33 99.18
SD 17.56 15.44 10.85 11.49
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Table 6.34 displays the results of a paired sample t-test between test 1 and test 2 mean
scores of the four skills for the control group.

Table 6.34 Paired samples t-test comparing mean scores for each of the four EI
skills between test 1 (T1) and test 2 (T2) for the control group

Paired Samples Test

Paired Differences t df Sig.
Mean Std. Std. 95% 2-
Deviation | Error Confidence tailed)
Mean | Interval of the
Difference
Lower | Upper
Perceive - 1.752 14.159 2.585 | -3.535 | 7.039 |.678 | 29 503
Post-Test
Perceiving
Use - Post-Test | 1.251 12.498 2.282 | -3.415 | 5918 |.548 | 29 588
Using
Understand - 137 8.601 1.570 | -3.074 | 3.349 |.087 | 29 931
Post-Test
Understanding
Manage - 1.457 13.412 2.449 | -3.551 | 6.466 |.595| 29 556
Post-Test
Managing

Looking at the (2-tailed) significance column in Table 6.34, results indicate that no
significant relationship is evident between test 1 and test 2 mean scores for the skills
Perceive (p = .503), Use (p = .588), Understand (p = .931), and Manage (p = .556) as p

> .05.

Summary

The second area of interest in this study was whether or not including emotional
intelligence education as an element in an initial teacher education programme led to an
increase in measured levels of emotional intelligence. The findings show, the mean
score for total level of EI for these samples of students is around 95 —5 points below the
mean score for the wider population. The findings also show that, contrary to what we
might have hoped, the scores obtained by the student teachers in the experimental group
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remained approximately constant from test 1 (before the emotional competencies
workshop series) to test 2 (after the emotional competencies workshop series), while
scores obtained by student teachers in the control group dropped between test 1 and test
2. This could be due to a number of reasons such as familiarity with the test, boredom
or participants over-analysing the pictures during test 2 as a result of the activities
performed during the intervention. This may have led to the decrease in scores. Using
paired samples t-tests, no apparent significant relationship is evident for the
experimental group or the control group as p > .05. This appears to suggest that, at the
level of Total EIQ score, the intervention did not improve the participants’ levels of EIL
However, Total EIQ in this case is not the best indicator of skill level because it is an
average of all four skills and the variance between the skills is quite large. It is
therefore more accurate to compare the scores between test 1 and test 2 for the various

skills.

The mean score for Managing emotions — the skill area that is perhaps most relevant to
their career choice as teachers — did show a marked — if marginally non-significant —
increase from test 1 to test 2 in the experimental group. During the intervention, a great
deal of time was spent on developing skills such as communication, decision making,
constructively analysing previous actions and so on. It is possible that these activities
may have contributed to this increase. Although the data are far from conclusive, they
do hint that an emotional intelligence skills component in initial teacher education may

lead to increases in measured levels of EI skills.
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Conclusion

Teaching is an emotional practice, with the facilitation of emotionally rich learning
contexts being a key capacity among teachers. This in turn, is likely to be dependent on
the teacher having a high degree of emotional intelligence. These findings show that
initial teacher education students do not have high levels of emotional intelligence.
Instead they have levels of emotional intelligence that are more than 0.5 of a standard
deviation below the average for the wider population. The lower than average levels of
emotional intelligence are found in participants in this research irrespective of whether
they are on a graduate or undergraduate course, irrespective of mode of entry onto the
course, irrespective of gender, and largely irrespective of college course (that is the
subjects in which they are to be qualified as teachers). This is important, in that, it
highlights that, while teaching is an intensely emotional experience, students in initial
teacher education may not have the emotional intelligence skills to enable them to deal

effectively with these emotions. This is a significant, if disquieting, finding.

Given the findings presented here, given that stress and poor emotion management
continually rank as the primary reasons why teachers become dissatisfied with the
profession and end up leaving their positions (Darling-Hammond, 2001), and given that
social and emotional skills are associated with success in many areas of life, including
teaching, student learning, quality relationships, and academic performance (Brackett
and Salovey, 2004; Mayer et al., 2004; Sutton and Wheatley, 2003) the case for a focus
on development of emotional competencies in preservice teacher education seems very
strong (Palomera et al., 2008; Weare and Gray, 2003). These data suggest that even a
short series of emotional competencies workshops, undertaken as part of an initial
teacher education programme, can have an impact upon at least some of the elements of
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emotional intelligence and that the need to develop on such work is evident and

immediate.

As outlined earlier, a common criticism levelled at such quantitative data is that
qualitative research would lead to a better and more effective understanding of
emotional processes and emotional competencies. This is in part because emotion is
closely associated with “meaning” systems, something that is often better accessed
through qualitative research (see Denzin, 1984). Yet, as Sutton and Wheatley (2003)
pointed out, multiple measures research — including quantitative measures — are needed
to gain a more complete picture of teachers’ emotions. This research aims to address
these gaps by matching quantitative with qualitative data within the study. For this
reason, the following Chapters 7 and 8 present the main qualitative findings of the
study. These chapters will examine whether differences between the intervention and
control groups emerge in the qualitative interviews, suggesting that the MSCEIT does
not detect at least some of the benefits that had accrued to students through the
emotional competencies workshops and that an emotional intelligence skills component
in initial teacher education may well lead to increases in awareness of and consequently

a capacity to develop EI skills.
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CHAPTER 7 HOW DID STUDENT TEACHERS

EXPERIENCE THEIR OWN EI SKILL LEVELS?

Introduction

Figure 7.1 Graphic illustration of methodology
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The aim of this chapter is to address the second research question which is: can student
teachers’ emotional intelligence be increased through focused workshops. In addressing
this question, the main qualitative findings from the pre-teaching practice interviews (as
indicated in Figure 7.1) will be used to determine whether differences emerge between
the experimental group (the group that did participate in the emotional competencies
workshops) and control group 1 (the group that did not participate in the emotional
competencies workshops). If such differences emerge, this would suggest that the
MSCEIT does not detect at least some of the benefits that had accrued to students

through the emotional competencies workshops and that an emotional intelligence skills
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component in initial teacher education may well lead to increases in awareness of, and
consequently a capacity to develop, EI skills. In this chapter and the next, the language
changes in terms of emotional competencies. This is because emotional competencies
is a broader concept — yet clearly related to — Mayer and Salovey’s specific concept of

EIL and is more accessible in qualitative terms.

This chapter comprises two sections. Section 1 presents the main findings originating
from 27 undergraduate student teachers in the experimental group. Section 2 presents
the main findings originating from 23 interviews with undergraduate student teachers in
control group 1. As outlined in Figure 7.1, the MSCEIT was administered (test 1) to
these two groups of students. One group then undertook the emotional competencies
workshops, while the other did not and continued with their tutorials® as normal. At the
end of the process, the MSCEIT was re-administered (test 2) to both the experimental
group and control group 1 to identify what changes (if any) had occurred (these
quantitative findings were addressed in the previous chapter). Students from these two
groups then participated in qualitative interviews (pre-teaching practice interviews)
exploring their own perceptions of emotion, of emotional skills and of their learning
through their course. These qualitative findings will be explored in this chapter. Put
simply then, the first section will examine what (if anything) the experimental group
learned about emotions from the workshops and the MSCEIT. The second section will
examine what the control group learned about emotions from the MSCEIT, and from
becoming a teacher more generally. This qualitative evidence will be used to determine

whether the workshops made any difference to the experimental group around emotions.

3 The term ‘tutorial’ is used when referring to students in the control group while ‘workshop’ is used
when referring to students in the experimental group, for clarity.
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Students’ interview responses, in this chapter and the next, are organised according to
Mayer and Salovey’s four-branch model of emotional intelligence (1997) outlined in
Table 7.1.

Table 7.1 The emotional intelligence framework

Perception, appraisal, and expression of emotion (Perceive)

e Ability to identify emotion in one’s physical and psychological states.

e Ability to identify emotion in other people and objects.

e Ability to express emotions accurately, and to express needs related to those
feelings.

e Ability to discriminate between accurate and inaccurate, or honest and dishonest,
expressions of feelings.

Emotional facilitation of thinking (Use)

e Ability to redirect and prioritize one’s thinking based on the feelings associated with
objects, events, and other people.

e Ability to generate or emulate vivid emotions to facilitate judgements and memories
concerning feelings.

e Ability to capitalize on mood swings to take multiple points of view; ability to
integrate these mood-induced perspectives.

e Ability to use emotional states to facilitate problem solving and creativity.

Understanding and analysing emotional information; employing emotional knowledge

(Understand)

e Ability to understand how different emotions are related.

e Ability to perceive the causes and consequences of feelings.

e Ability to interpret complex feelings, such as emotional blends and contradictory
feeling states.

e Ability to understand and predict likely transition between emotions.

Regulation of emotion (Manage)

e Ability to be open to feelings, both those that are pleasant and those that are
unpleasant.

e Ability to monitor and reflect on emotion.

e Ability to engage, prolong, or detach from an emotional state, depending on its
judged informativeness or utility.

e Ability to manage emotion in oneself and others.

Note: Adapted from Mayer and Salovey (1997); cited in Salovey, P., Bedwell, T. B.,
Detweiler, J. B. and Mayer, J. D. (2000) 'Current directions in emotional intelligence
research' in Lewis, M. J. and Haviland-Jones, J. M., eds., Handbook of emotions, second
ed., New York: Guilford Press.

In their model emotional intelligence is defined as “the ability to perceive and express

emotions, to understand and use them, and to manage emotions so as to foster personal
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growth” (Salovey et al., 2000: 506). According to Gross (1998a: 275) emotional
regulation refers to the processes by which individuals unconsciously and consciously
influence “which emotions they have, when they have them, and how they experience
and express these emotions”. The data relating to the Manage component in each
section are organised according to Gross’s (1998b) antecedent-focused or response-
focused classification.  Antecedent-focused emotion regulation includes: selecting
situations, modifying situations, attention deployment, and cognitive change. Response-
focused emotional regulation includes strategies that “intensify, diminish, prolong, or

curtail the ongoing emotional experience, expression or physiological responding.”

(Gross, 1998b: 225).

Section 1 Experimental Group

It made me more aware of things that ’'m probably good enough at dealing with,
but I just don’t know I am or that it’s important to deal with these issues. To
know when someone is sad or happy, just anything to do with emotions. I
would never think it had anything to do with planning my lessons when it
actually has a huge part to do with it. When I think of planning a lesson I think
of aims, objectives, resources. I don’t think of the organisation of the room,
depending on how people are feeling because it’s a certain time of the day.
Whereas I definitely will take those things into account now. (11E: 72)

This section aims to present the main qualitative findings, originating from interviews

with 27 undergraduate student teachers, who participated in the emotional competencies

workshops (the experimental group). These interviews took place after the MSCEIT

had been administered to the group and before teaching practice (pre-teaching practice).

Perceive
The response to the workshops from students in the experimental group was generally
quite positive, with many articulating opinions that they developed various skills.

Students frequently mentioned the ability to recognise different emotions as a skill they
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felt they had developed throughout the module. According to Salovey et al. (2000: 507)
the first branch of the emotional intelligence framework refers to the ability to identify
emotions in one’s physical and psychological states. Responses to emotions, for
example how an individual reacts to their own emotion, are also included in the
components model of emotion (as discussed in Chapter 2). Nine students reported an
awareness of body language, with seven of these students indicating that they had
developed their awareness as a result of activities in the workshops. For example, one
student demonstrated an awareness of his own body language and appraised how it
might be interpreted by others.
I suppose recognising people’s emotions, even the way I’'m sitting here with
you, I could be like this [student folds arms and crosses leg] whereas I'm
probably more open this way just chatting away to you. So yes I’d recognise
that even afterwards when I came into class if I was talking to you I’d be like
“she’s sussing me out now”. (11E: 54)
Five students highlighted an awareness of tone of voice, with three reporting they had
developed their awareness as a result of some of the activities in the module. Students
who mentioned this skill generally discussed it in terms of recognising their own tone.
They indicated how their tone of voice could contribute to them successfully managing
particular situations. As one student put it, “there is no point in screaming and roaring
because it is not going to help” (21E: 1). Another said, “your tone of voice might
suggest that you are calm” (21E: 125). According to Scherer (1986) voice tones contain

important emotional information and, while they vary across cultures and from person

to person, can be useful in determining a person’s emotions.

This branch of the emotional intelligence framework also refers to the ability to identify
emotions in other people and objects (Salovey et al., 2000: 507). When interviewed, 18

students reported an awareness of facial expressions, while 15 said they had developed
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an increased awareness following the workshops. Facial expression is also included in
the components model of emotion (discussed in Chapter 2). Students who highlighted
this skill discussed it mainly in terms of recognising the facial expressions of others and,
as one student put it, “recognising how facial expressions can convey the emotions”
(11E: 148). Many of these students resisted any simplistic single cause-effect
explanation for the development of such skills. Students instead attribute their
development to multiple factors such as discussions, taking the test and being made
aware of it in the workshops. One student said,
As regards the facial features and the exercise we did with that, I thought it was
very good because even though you’d recognise the features you’d never put a
name on the features and you wouldn’t say “oh that person is frustrated, is
happy” . . . Then the one with the sketching the facial expression as well where
you had to explain what is on the sketch without them seeing. You’d be kind of
moving your eyebrows and things just to explain it yourself what they’re
actually doing. (11E: 54)
Some students believed that following the workshop they were able to identify and
“differentiate different types of emotions” (11E: 166). This is important, in that it
highlights earlier research presented in Chapter 2 which outlines distinct differences in,
for example, facial expressions and autonomic patterns for certain emotions (Keltner
and Ekman, 2000; Smith et al., 2003). While I also address some of the ongoing
tensions in the literature regarding facial expressions and autonomic patterns being used
to distinguish certain emotions, the findings are notable. Students who mentioned this
skill discussed it in terms of recognising the emotional states of others rather than
themselves.
Reading people’s emotions through the facial expressions, body language, just
their tone of voice. Putting across how you feel at a certain time. Simple skills
like that I think I’ve learned. (11E: 191)

Five students in the experimental group highlighted eye contact as a skill they had

become more aware of. Eye contact and paying attention to the eyes are important for a
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number of reasons. Research shows that the behaviour of the eyes, along with other
facial areas, conveys information relating to what another person is feeling as shown by
Ekman and Friesen’s (1978) Facial Action Coding System (FACS) (see for further
discussion Matsumoto et al., 2008). It should be noted that some of the strongest
evidence for universality of facial expressions and emotion more generally (as discussed
in Chapter 2) stems from such research which measures facial behaviour when emotions
are elicited (Matsumoto et al., 2008). For example, the change in appearance of the
eyes and the direction of the gaze have been associated with particular emotions.
Blinking, pupil dilation and tear production are also important sources of information
regarding emotions and are arguably more reliable (Ekman, 1992b). Secondly, people
who disagree or dislike one another tend not to make as much eye contact (Caruso and
Salovey, 2004) while others may avoid eye contact when lying or trying to deceive
others (Ekman, 1992b). Some students who highlighted the skill discussed the
importance of making eye contact with people while others spoke about a heightened
understanding of themselves.
I probably have improved on listening and eye contact . . . Just through some of
the activities, well I noticed from doing some of the activities that I was poor at
it and that made me think about it more and I worked on it consciously to try and
get a little bit better at it because when you are out on teaching practice if you
don’t look at the kids. Straight away I think it helps to be able to hold that eye
contact and not feel awkward. I would be inclined to get embarrassed just
looking at, I feel really bad staring at someone but when you work on it, it gets a
bit easier. (21E: 95)
Another skill associated with this branch refers to the “ability to discriminate between
accurate and inaccurate, or honest and dishonest, expressions of feelings.” (Salovey et
al., 2000: 507). One student described an activity where he had to utilise this skill.

This student indicated that he could identify different characters by watching and

listening to others reading statements relating to themselves.
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When we had to stand up and act out the “I am me” that really stood out to me . .
. it was gas to see how people reacted to what they were saying about
themselves because you could see different characters whether they’re shy or
open about themselves. By the first reading you’re kind of head in the reading
just reading away. The second one you’re kind of ah sure I’'m great, I’'m so
powerful. But it gave me lot of confidence going around talking to others.
(11E: 122)

Interestingly, following on from the discussion in Chapter 2 regarding universality in

emotion, a number of studies to date (some of which are reported in Matsumoto et al.,

2008) have reported associations between facial emotional expressions and self-reports

of the same emotional states.

Use
Six students identified empathy as an important skill which they felt they had
developed. It is important to note that students tended to report how they used empathy
to manage their own and other people’s emotions. This in turn meant it was difficult to
determine the students’ understanding of this skill. For example, one student described
how he managed an interaction with his niece differently after taking part in the
workshops. He described how his ability to empathise not only helped him to see and
understand things from her perspective but also to reach a shared understanding.
Put myself in her position the next time it happened and then just talked it
through as to why it couldn’t happen. Like, see where she was coming from,
accept that her thing was valid and then put your own point across and reach a
compromise. That was a much better outcome, we both got what we wanted and
it worked out fairly well. (11E: 160)
Another student similarly reported how the workshops helped him to consider other
people’s emotions. He articulated the value of allowing people to express themselves
and indicated that the ability to empathise with others was highly beneficial.
I certainly take more time to consider the emotions of the people I'm dealing
with. This is something I feel will be very useful. Hints and tips from yourself

regarding the results, something as simple as asking why. In the past I may have
found I might be a little too invasive but if you consider that someone is coming
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to you say to speak about something that concerns them or whatever, they
perhaps want you to investigate a little further. That they don’t want to come
out with directly how they’re feeling or what’s affecting them. They want you
to perhaps draw them out a little bit, it makes it easier for them to speak of it.
Certainly empathy is something of huge benefit if you can develop that. If this
module is showing that that’s developing within me that can’t be bad. (11E:
107)
The language used by this student is particularly interesting in that it is quite formal.
This student was much older than many of the others in the group. He believed that it
took longer to improve levels of emotional intelligence as an individual begins to reach
their full potential. He said, “had I done this module when I was eighteen I would have
seen a marked improvement . . . I’'m certainly more aware when I’'m speaking to people
but it’s not quite as marked an improvement as if [ were younger” (11E: 107). Students
spoke enthusiastically about various activities in the workshops (see Appendix B for a
description of the workshop activities) which encouraged the development of empathy.
Activities that were different from those experienced in previous tutorials, such as the
jigsaw activity and the relaxation techniques, were rated highly by many students.
While reflecting on their experience students indicated that participating and engaging
in these activities often helped them to empathise with others.
The activities were interesting; say, the jigsaw one. It was hard and you would
understand how it might feel to be in a group and working at that and you would
see what way the [pupils] would take it. If you couldn’t do something it was
good to have those other people to help you out and you understood that it
would be best to have groups that were mixed so they could help each other out.
I was with someone who really knew what to do so we just switched around and
they, not took over but, kind of helped out by showing me what they had done
so I just put that back together. It helped. (21E: 95)
Palfai and Salovey review a number of studies which suggest how various moods can
influence different types of problem solving. They conclude that an elated mood
appears to be more beneficial when “the solution to a problem requires restructuring,

breaking of mental set, or seeing connections between seemingly unrelated objects.

Conversely, a depressed mood seems better for problems that have a high cost of error
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or require logical, systematic thinking” (1993: 59). Moods also affect reasoning
processes. Sternberg (1986) suggests that reasoning tasks can be decomposed into three
processes: selective encoding, selective comparison, and selective combination.
According to his theory the first two processes are essentially inductive while the third
is essentially deductive. Based on this analysis, Palfai and Salovey (1993) argue
different moods create different information-processing styles which are effective for
different reasoning tasks. One student highlighted the use of moods to support
particular cognitive processes. He said if he was in a happy mood he would be “very
welcoming of others” and “more inclined to engage in conversation and ask them how
they feel”, whereas if he felt “kind of down” he would “stand back from people and
situations” (11E: 54). Four others articulated a vague understanding of the area. For
example, one student said it was important to understand the reasons for feeling a
particular way and whether those reasons would affect his “decision making” (11E:
122). Another broadly discussed the ability to generate emotional states and use them
to support cognitive processes. He said that when teaching he could “see those
emotions and develop them, you can bring that sense of pride or enjoyment of the
subject out in them” (21E: 1). Others simply highlighted the importance of getting
pupils into a particular “mood” or “energy point” for learning. Three students
highlighted the existence of a relationship between energy levels and particular times of
day. For example, one of these students said, “the vast majority of people, research has
shown they, have more energy in the morning for cognitive activities” (11E: 107).
Research into the “clock gene” or genetic influence suggest that it is linked to peak alert
times (Archer et al., 2003). However, the relationship, if it does exist, is complex.
According to Biggers (1980) 10 clock genes interact to exert an influence, while

Coffield et al. (2004) highlight the possibility of genetic and environmental influences.
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They, like other researchers (discussed in Chapter 2), acknowledge the complex

influence of cultural and environmental factors.

Understand
Emotionally intelligent individuals have, according to Ortony et al. (1988), the ability to
recognise that the terms used to describe emotions can be arranged into families, and
that groups of emotion terms form fuzzy sets. As previously discussed in Chapter 2, the
question as to how emotions can be classified is one that is fraught with difficulty with
several researchers proposing alternative methods of classifying emotions, representing
various approaches (see for example Kemper, 1978; Plutchik 1980; Hochschild 1983;
Ortony et al., 1988; Turner, 2002 [cited in Thamm, 2006]). A number of students felt
that following the workshops they were better able to recognise and understand the
relationships and transitions between various emotions. Two students used
sophisticated emotional vocabulary in their response, with both specifically mentioning
the “circumplex”. For example, one described an activity where she developed skills
relating to this component and discussed how she could apply this information. She
outlined her understanding of how emotions can intensify and considered the causes for
some of these progressions.
The emotions thing, the circumplex. I thought that really stood out, to kind of
see the progressions between the different emotions. It kind of gives you more
of an understanding; well I think it was in one of the questions about how certain
people reach certain emotions, how they get there. That really kind of clicked
with me because you are kind of there and someone is kind of angry or someone
is in rage, you are like “why?” But at least now you know that there were
progressions along that way. If someone came to you and they were like that,
you could work out what exactly went wrong and how it could be solved like.
Really just seeing the different stages of it really. I just always thought before,

oh rage you are just a bit angry but it is more than angry, you are progressing on.
So I thought that was good. It was one of the best things we did. (21E: 150)
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Three other students talked about how the “circle” or “diagram” developed their
understanding of the “meaning” of certain emotion and how emotions “elevate” or
“varied”. One of these students gave an example of emotional progressions saying, “it
would start off as annoyance and it could turn to rage” (21E: 51). Two other students
similarly demonstrated their understanding of emotional progressions and vague
knowledge of the complex ways in which emotions can combine. For example one
said, “there’s all different types like happiness and it goes from one extreme to the next
ecstatic like. Then there is all the way down to grief or sadness and just that there a
mixture between” (21E: 78). While some reported they had developed these skills as a
result of some of the activities, others believed it was a combination of taking the test
and participating in various activities.

Doing the emotions test was something that I had never done before. I wasn’t

really aware of, and by looking at the different clips and the diagram with the

emotions, how they varied just to be aware of them. I never really thought about

that, that one would lead to the other. (21E: 16)
According to Salovey et al. (2000) this component also refers to the ability to
understand what emotions convey about relationships. Lazarus (1991: 122), for
example, describes how “core relational themes™ are associated with different kinds of
feelings. Six students reported some understanding (some were more vague than
others) of the information about relationships conveyed through emotions. Some
indicated that emotions reflect relationships between themselves and their environment
and/or other people. For example, one student said, “how you feel about something will
determine how you will react towards people, towards your environment” (11E: 72).
Another referred to the ability to recognise the meaning of emotional patterns.
Interestingly this student, as outlined earlier, was older than many of the others.

Again it’s a matter of exposure, if you’re exposed on a regular basis to, for

example in the case of people who regularly consume drugs, if they’re readily
exposed to a high then they feel the high they first had, is probably not as
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significant as the high they may have had the hundredth time they consume the
substance. So I think emotions are like that, if you’re consistently exposed to
difficult situations, for example, children from a difficult household situation
then the cat dying may not be such a big deal, as to those who have not been
exposed to it as much. So they may feel a great deal more grief to their pet
dying than a child who has bigger things to be worrying about. (11E: 107)
Another discussed how emotions are associated with different feelings. He believed the
way a person felt was related to something else. He said,
The way you feel is directly related to something else, like something else that
might be going on in your life. It’s not just how you feel physically like, let’s
say if you heard that your cousin was sick that would directly affect you
emotionally but in your head you don’t feel tired because somebody is sick.
(11E: 54)
While discussing the causes of particular emotions, some students demonstrated a vague
awareness of the area but nobody directly highlighted actual causes. For example one
student said, “just linking the moods together, what changes your moods and emotions.

I don’t know would I say I have developed them but definitely more aware of them

anyway” (21E: 91).

Manage

Fifteen students highlighted strategies that involved modifying the situation as
important regulation strategies. For example they highlighted modifying lesson plans,
modifying teaching methods, and refocusing lessons based on their own and their
pupils’ emotions. One student said, “the weather . . . Just look at the different things
and how it could affect your class, you might have to change your whole plan
depending on the day. I didn’t really look into that in second year at all” (21E: 47).
Some highlighted the importance of modifying the situation as the emotional cue. For
example students mentioned strategies that involved asking pupils to speak to them after
the class, modifying their own tone of voice (not shouting) and not “flying off the

handle”. One student said knowing how her pupils are feeling would facilitate her to
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“deal with something quicker” than if she didn’t know what was happening (11E: 95).
Another student explained how the workshops provided him with good opportunities for
learning. He discussed different methods of engaging the pupils at the beginning of the
lesson. He believed the discussions gave him the opportunity to process the information
and skills derived from the activities in the workshops.
Just different things about your introduction, the way you would come in, start
off a lesson, you know, grab the [pupils’] attention and stuff like that. And for if
a [pupil] was not paying attention the way you can pick up on that. There is lots
of different skills that you might not normally recognise but they were just
obvious there in that tutorial and highlighted then too when we were discussing
them. (21E: 1)
Two students reported an awareness of the reciprocity of attitude and feeling between
the teacher and the pupils while reflecting on an activity in the workshops. One student
described how the teacher’s reaction to a situation was mirrored by the pupil and
reasoned, “so if you’re going in shouting and roaring they are only going to give it back,

kind of thing” (21E: 47). He indicated that modifying the situation could help him

manage disruptions effectively.

Twenty-four students reported cognitive change strategies as important emotional
regulation strategies. For example, they highlighted using relaxation techniques,
shifting perspectives, self-talk, looking at things more positively and putting things into
perspective. According to Salovey et al. (2000: 507) this component of EI refers to the
“ability to engage, prolong, or detach from an emotional state, depending on its judged
informativeness or utility.” Some students were of the opinion that they had developed
skills in the workshops which allowed them to detach or “step back” from situations.
Students believed that engaging in this process would allow them to “think rationally”
and help them, as one student put it, “in that split second when you have to make a

decision” (11E: 3), while another student similarly reported that the workshops allowed
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him space and time to consider emotions and as a result his interactions with people
changed. He began to think about how others felt. Considering this information
influenced both his thinking and how he managed certain situations. He said,
Certainly simply taking two hours a week where perhaps an hour of that was to
consider emotions meant that the rest of my week it was certainly percolating in
my head shall we say, and when I would deal with people I would just take a
moment. I don’t know physically was it a moment or was it just a moment in
my own mind where I’d consider how does this person feel. What’s the best
way to approach the situation if the person is feeling sad or happy or whatever
so it certainly made me more aware and I considered it more in my dealings with
people daily. But I think that was simply the action of discussing emotions for
an hour a week which is something that I wouldn’t have been exposed to or
familiar with in the past. (11E: 107)
Eight students felt the relaxation techniques were skills developed in the workshops
which enabled them to detach from emotional states. Students who mentioned this skill
strongly valued the experience with many articulating opinions that it allowed them to
manage their own and other people’s emotion.
The relaxation technique was one skill for my own self. The deep breaths, the
counting to ten would be one that I would use. Not to panic, to kind of relax and
not panic ‘cause I kind of do sometimes. Not all the time but sometimes on
certain things, but that would be one skill that I could say I picked up on. (11E:
160)
Another student discussed how the relaxation techniques taught her how to dispel
feelings of tension. She said, “you would feel way better after it. Going into the exam
you would not be half as stressed. It kind of teaches you as well to know where you are
feeling tension and make yourself get rid of it” (21E: 51). Five students reported an
awareness of cognitive response strategies. Two highlighted how they could use the
relaxation techniques after the event, for example after school or when they were
already stressed. The three others referred to their ability to monitor and reflect on their
emotions, which Salovey ef al. (2000) also identify as an important skill relating to this

% e

branch. For example, one student described how he could use the pupils’ “emotions as
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part of the reflective process” (11E: 160). Using emotions in this way would allow him

to see things from the pupils’ perspective and aid lesson planning.

The fourth component involves the ability to be open to feelings, both those that are
pleasant and those that are unpleasant (Salovey et al., 2000). A number of students
involved in the workshops believed that they had become open to emotion. However,
rather than attributing this development to any one particular activity students
maintained it was the various discussions about emotions which brought this about.
Just to be more open to emotion really . . . Just even talking about it, most
people don’t talk about emotions very much. Just even talking about it and
becoming more open to the whole situation that people can feel different things
and can reflect on their personality, so learning about that. (21E: 141)
Interestingly, one student considered how she could inhibit or suppress certain emotions
based on what she had learned and discussed in the workshops. “You might find
yourself inside in a classroom and you start yelling at someone and then you think back
to that tutorial and think, oh no I am not meant to be doing this. I am meant to be down
at their level, I am meant to be nice to them and everything else” (21E: 71). This is
important, in that it highlights two issues. Firstly, that teaching involves emotional
labour (Hochschild, 1983) which takes effort (as discussed in Chapter 4). Secondly,

this example highlights how teachers regulate their emotions because of “display rules”

(discussed in Chapter 2).

MSCEIT

Twenty-four students (three did not comment on the MSCEIT or feedback) reported
positive experiences of taking the test and receiving feedback. Students highlighted the
accuracy of the feedback, and the advantages of knowing their strengths and skills they

needed to improve. It was also evident from the interviews that these students, who had
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participated in the workshop, had a better understanding of the feedback and discussed
examples of how they could apply it to their teaching practice. For many the
application of the results and feedback to teaching practice was an important element
with some indicating that they felt more “confident” after the feedback. For example
one student said, “I suppose it gives me a bit of confidence that I have a certain ability .
.. it will also be beneficial for next September for teaching practice because like I said,
you will be able to understand people better, maybe look into it deeper” (11E: 3).
Another student said, “the categories were increased by the module. It lends some
weight to the ideas that these emotional intelligences that we cover in the module can be

developed through training” (11E: 107).

Summary Section 1

Nine students reported an awareness of body language, with seven of these students
indicating that they had developed their awareness as a result of activities in the
workshops. Five students highlighted an awareness of tone of voice, with three
reporting they had developed their awareness as a result of some of the activities in the
module.  Students who mentioned this skill generally discussed it in terms of
recognising their own voice tone. When interviewed, 18 students reported an increased
awareness of facial expressions, with many attributing this development to multiple
factors such as discussions, taking the test and activities in the workshops. Five
students highlighted eye contact as a skill they had become more aware of. Some
discussed the importance of making eye contact with people while others spoke about a

heightened understanding of themselves.
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Six students identified empathy as an important skill which they felt they had
developed. Students tended to report how they used empathy to manage their own and
other people’s emotions, meaning it was sometimes difficult to determine the students’
understanding of this skill. Students highlighted the jigsaw activity and the relaxation
techniques as activities which encouraged the development of empathy. One student
highlighted the use of moods to support particular cognitive processes, while four others
articulated a vague understanding of the area. Three students highlighted the existence

of a relationship between energy levels and particular times of day.

A number of students felt that following the workshops they were better able to
recognise and understand the relationships and transitions between various emotions.
Two students specifically mentioned the “circumplex” in their response, while three
others referred to it as the “circle” or “diagram”. Two other students similarly
demonstrated their understanding of emotional progressions and vague knowledge of
the complex ways in which emotions can combine. Six students reported some
understanding of the information about relationships conveyed through emotions. Some
indicated that emotions reflect relationships between themselves and their environment
and/or other people. While discussing the causes of particular emotions, some students
demonstrated a vague awareness of the area but nobody directly highlighted actual

causes.

Fifteen students highlighted strategies that involved modifying the situation as
important regulation strategies. For example, they highlighted modifying lesson plans,
modifying teaching methods, and refocusing lessons based on their own and their

pupils’ emotions. Twenty-four students reported cognitive change strategies as
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important emotional regulation strategies. For example, they highlighted using
relaxation techniques, shifting perspectives, self-talk, looking at things more positively
and putting things into perspective. Five students reported an awareness of cognitive

response strategies highlighting the relaxation techniques and reflection as important.

Twenty-four students reported taking the test and receiving feedback was a positive
experience. Students highlighted the accuracy of the feedback, and the advantages of
knowing their strengths and skills they needed to improve, while some discussed
examples of how they could apply it to their teaching practice. For many the
application of the results and feedback to teaching practice was an important element

with some indicating that they felt more confident after the feedback.

Section 2 Control Group

This section aims to present the main qualitative findings, originating from 23
interviews with undergraduate student teachers, who did not participate in the emotional
competencies workshops (the control group). These interviews took place after the
MSCEIT had been administered to the group and before teaching practice (pre-teaching

practice).

Perceive

“The ability to introspect has been highly touted among self-help advocates as a critical
component of personal growth and development . . . but it must be accurate and not
obsessive” (Caruso and Salovey, 2004: 36). Fifteen students, out of the 23 interviewed,
were asked whether they felt they had become more aware of emotion as a result of the
tutorials. The format for semi-structured interviews can change slightly from time to
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time as different stories arise during the interviews. Six students said the tutorials had
not increased their awareness of emotions, saying “not really” (11C: 10) or “no, not at
all to be honest” (21C: 110). One of these students believed that while she had not
become more aware of emotion through the tutorials, previous experiences of bullying
forced her to think about and judge emotions.
I don’t know, personally I wouldn’t have found that it was very in your face
obvious. But it has been something that I think I have always been able to judge
probably with my past experiences with being bullied. Having to make that
effort and trying to make new different friends and recognising how are they
reacting to you so that is probably where I picked it up from. But I don’t think
that I learned it from the module. It was probably past experiences that really
influence it. (21C: 105)
Another student held a similar view. He was of the opinion that while he did not see the
link between the current module and emotions, other activities in previous modules had
encouraged him to think about emotions. He said, “reflections and stuff like that. They
made you think more about your emotions and how you were feeling at the time” (21C:
53). It should be noted that this is not an implied criticism of the module in question,
that is dealing with emotion was not the purpose of this module. However, it is
important, in that it highlights differences between what the students in the experimental
and control groups learned, that is it indicates that students in the experimental group
learned something about emotions that students in the control group did not. During the
interviews, eight students agreed that taking the MSCEIT and getting feedback
increased their awareness of emotion. One student felt it helped her to understand and
clarify some interactions with her pupils. She said, “I would never really have thought
about it” but that she was much more aware after the feedback. She recalled an
experience from her second year teaching practice where, as she put it, “my legs

actually were shaking. 1 was in my head going “what do I do like” (11C: 30).

“Nonverbal information is often the basis for successful social interaction. This
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information consists of gestures, voice tone, and facial expressions” (Caruso and
Salovey, 2004: 40). Another student held a similar view and said he became more
aware of emotional intelligence as a result of doing the test and getting feedback. “We
didn’t centre too much on EI except for when we were doing the tests” (11C: 194). At
times it was the language that these students used which demonstrated their level of
awareness of emotional issues. For example, one student said,

My judging other people’s emotions, definitely I need to work on that and I saw

that in second year. I should have copped it faster but I think if you are willing

to accept, willing to work at it and accept that it is not a negative thing to be told

that you could do with working on it, you should be able to take it in your stride
and try and work on it. (21C: 162)

Use

“People do seem to know which moods are helpful and which moods are not in a
particular situation. It’s just that they don’t always know that they know it.” (Caruso
and Salovey, 2004: 51). From their responses, some students tended to recognise the
benefit of positive moods. For example, one student highlighted the importance of
being “in a good mood it is going to be a lot more effective than if you go in kind of
tired” (21C: 120). Two students were of the opinion that the feedback they received
from the MSCEIT had encouraged them to think about how moods can facilitate
thinking. While both students only indicate an increased awareness, Caruso and
Salovey (2004: 51) outline the importance of this awareness of the connections between
emotions and cognitive processes before attempting to match the mood to the task. One
student said she never “thought about how to construct an atmosphere that is positive or
if you need loads of energy how to do that”. She discussed her surprise when students
were not as excited about participating in an experiment and said, “you would need to

know the atmosphere there and try to increase their perception of the task and get them
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into the mood for doing it” (11C: 176). Thinking about moods and the atmosphere
encouraged her to empathise with students and think about the situation differently. She
also recognises the important role of empathy which, according to Mayer and Salovey’s
framework, relates to generating an emotional state rather than simply understanding.
According to Caruso and Salovey (2004: 48), “people who are good at using emotions
to facilitate thinking can be better at motivating others. They may have an intuitive
sense of what inspires people, motivates them, and excites them”. The student believed
that developing skills related to emotional intelligence would help her to deal with
disruptive students. She discussed the possibility of helping students to think
differently. According to Caruso and Salovey (2004: 46), when “moods shift, so does
our thinking. Those who are able to harness moods and alter them are more likely to
engage in creative thinking, seeing the world in one way and a different way soon after
that.” This student highlighted the importance of placing a greater emphasis on dealing
with disruptive pupils.
Like they don’t really tell you how to deal with disruptive [pupils] like. It is all
from the books Kyriacou or whatever, but it is different between theory and
practice. I found that when you go out [on teaching practice]. I just wish they
would give you better guidelines in order to deal with that . . . disruptive [pupils]
have a lot to do with what is going on in their heads and their emotions and their
minds. If you could change their emotions, change their mental attitude, they
wouldn’t be as disruptive. If you knew what was going on in their heads, you
could solve it probably. So it [EI skills] probably would help. (11C: 176)
This example is important, in that it shows the changing nature of teachers’ work but
also highlights teaching as an emotional practice, particularly for student teachers. It
also suggests that the need to better prepare student teachers to meet the challenges
associated with the profession is something that would need to be addressed within
teacher education programmes (as discussed in Chapter 4). “Emotions facilitate

thought, but they can also act like a stick thrown into the spokes of a bicycle wheel”

(Caruso and Salovey, 2004: 105). In this student’s response she indicated that the
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feedback had encouraged her to think about how certain moods and the atmosphere are
related to particular tasks. “Oh definitely it will be helpful and I’ll try think about it
[feedback] how I’'m going to organise the atmosphere for certain tasks” (11C: 176).
Another student acknowledged the difficulty in setting tasks and catering for mixed
ability. According to Caruso and Salovey (2004) one of the fundamental principles
underlying emotional intelligence is that emotions influence thought. Before attempting
to select appropriate tasks based on how pupils are feeling it is important to be “aware
of the various connections between emotions and cognitive processes — attention,
memory, thinking, reasoning, problem solving” (Caruso and Salovey, 2004: 51). For
this student setting tasks for mixed ability classes presented one of the greatest teaching
challenges. This was a skill she believed she needed to develop further.
Yes I suppose the thing about mixed ability, everyone is like, try, and involves
everyone in the class but it is actually a lot harder than you expect . . . I thought
that was the hardest thing, mixed ability or setting tasks. It is great to say set a
task that everyone will have success in, but how? (21C: 110)
This example highlights how, arguably, the emotional intelligence framework of Mayer

and Salovey, with clearly articulated and measurable skills, overcomes some of the

difficulties in preparing student teachers.

Understand

One student indicated that the test caused her to think about the complexity of emotions.
“Some emotions consist of combinations of simpler emotions . . . Situations can also
give rise to complex or multiple emotions . . . some emotions theorists, including
Plutchik, explicitly recognize the existence of emotional blends and the similarity of
various emotions” (Caruso and Salovey, 2004: 58). Individual differences in awareness
of this kind of emotional complexity and how one uses emotion words to represent

emotional experience are termed emotional granularity (Barrett, 1995; 1998).
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Interestingly, this student used language such as “multidimensional” and “different
degrees” in her response.
Student
Not sure to be honest, definitely taking part in the research study has started to
get me thinking about the different emotions and the different degrees of

emotions but other than that not really no.

Interviewer
What do you mean by different degrees of emotion?

Student
Like say some of the questions that were asked on the test. It was asking you
“what do you think this person is feeling?” You looked at it and you were like
“oh I don’t know”. There was so many things that they could have been. They
could have been sad, they could have been tired, things like that and you had to
decide which was which. So it is definitely multidimensional or difficult to sort
of assess. (11C: 127)
Another student indicated that the MSCEIT and feedback highlighted her limited
vocabulary of emotions. “There is a vocabulary of emotions that you need to possess in
order to engage in sophisticated reasoning about emotions.” (Caruso and Salovey, 2004:
56). She also shows an awareness of the importance of an emotional vocabulary as
evidenced in the fact that she said this was an area that she needed to improve.
I knew myself vocabulary with regards to emotions that I didn’t understand.
Well it’s not that I didn't understand, I didn’t know how to define them really so
I knew that. But it’s good to show me again that I need to extend my
vocabulary. (11C: 176)
After discussing the feedback with another student, he said one of the skills he wanted
to develop further was identifying pupils who were not enjoying the lesson and
understanding the causes of this problem. According to Caruso and Salovey (2004: 57),
“emotions contain information or data about ourselves in relation to our environment . .
. The information in a feeling tells us about the event that gives rise to that feeling.”
The pupils that are having trouble in the class to understand why they are having
trouble and realise that there is other things going on outside the classroom. It

might not necessarily be under my control but being able to help my [pupils]
with it. Being able to listen like. (21C: 162)
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While this is not an implied criticism of the module in question, it is important, in that it
highlights some of the gaps in teacher education programmes in addressing some of the
current work on teachers’ emotions and emotions more generally (as discussed in
Chapter 4). It also emphasises some of the differences between what students in the

experimental and control groups learned.

Manage

Nine students reported strategies that involved modifying the situation as important
regulation strategies. Students said it was important to be very well prepared. For
example, they highlighted the importance of planning “interesting” activities,
demonstrations, mixed ability tasks, groups (thinking about group formation in
advance), and resources. Students highlighted the importance of modifying the
situation by redirecting questions and relating to pupils who are “quieter and shy,”
“come across as kind of negative” or, as one student put it, “isn’t as positive as me or as
engaged as me or enthusiastic”. One student discussed the reason for modifying her
lessons (on second year teaching practice), indicating that it was related to outcome
expectancies and gave the impression that it was in conflict with her own personal
goals. She said, “I want to go into a class and help them, but the whole system that you
have to teach to the test . . . I don’t want to” (21C: 179). This is in line with earlier
research (Cochran-Smith and Fries, 2006) presented in Chapter 4 which defines teacher
quality as pupil achievement. Another student reported that, on second year teaching
practice, she was focused on academic goals saying that she was “occupied with lesson
plans, timing resources and making the lesson so interactive”. She said that she was
“worried about getting through it, rather than did they get it” but then realised that she

was “teaching way above their level”. She highlighted the importance of teaching as a
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relational art and said that she would need to “relate it to [pupils] more” (11C: 30). As
discussed in Chapter 4, this is an example of how teachers’ work is changing in light of
new managerialism that relies on fear, embarrassment, and teacher guilt to gain
improved pupil performances (Bullough, 2009). Fifteen students reported cognitive
change strategies as important emotional regulation strategies. One student said,
“disruptive pupils has a lot to do with what is going on in their heads and their emotions
and their minds. If you could change their emotions, change their mental attitude they
wouldn’t be as disruptive. If you knew what was going on in their heads you could
solve it probably” (11C: 176). Students discussed the benefit of learning relaxation
techniques, shifting perspectives, building rapport with pupils and colleagues. Many
indicated how strategies such as these would help them to change how they appraised
the situation. One student said, “I think in teaching you kind of have to get to know
your pupils to understand their emotions also” (21C: 140). Ekman (1992b) outlines the
possibility of misjudging people due to unfamiliarity or not being acquainted with the
person. He refers to this as the Brokaw hazard. Another student reported that moods
influence thinking. “I think that if they are in a good mood they will perform a lot
better” (21C: 162). However, he did not articulate particular types of thinking tasks
which are associated with positive moods. Students also described how their own
previous teachers influenced their thinking and behaviour. As one student put it, “some
of our best teachers they connected with us on a better level . . . I’d love to be a teacher
like that, that cared about the kids in the class as opposed to just caring about the subject
and what their results were at the end of it” (11C: 81). This shows how teachers can
learn “display rules” (discussed in Chapter 2) from their fellow or previous teachers.
Another student indicated that she wanted to learn how to take pupils’ behaviour and

comments less “personally” (21C: 105). Three students discussed an awareness of
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behavioural strategies. One student said, “if there is someone talking look at them, walk
beside them”. He reported that these strategies were useful but said, “I don’t think we
did enough of it” (21C: 162). Another student said it was important to “read the school
rule book” when dealing with disruptive pupils (21C: 197), while the other student
reported an awareness of how pupils regulate their emotion differently. “Some might
bottle it up and get smart back at you while others might cry” (11C: 201). Three
students discussed an awareness of cognitive strategies with three referring to their post-
lesson appraisals. One student said, “they made you think more about your emotions
and how you were feeling at the time . . . did it go well and why did it go well and what
would you change” (21C: 53). Another discussed how disruptive pupils impacted him.
He said, “if you have a child in your class that is a bit disruptive it could get to you and

leave you feeling frustrated and angry” (11C: 194).

Two students reported some awareness that the idea of motivation is closely linked to
emotion (discussed in Chapter 2). According to Mayer et al, (2000) both are
recognised as classes of mental operations (as outlined in Chapter 5). However,
emotions are more flexible than motivations. Basic motivation includes basic
evolutionary needs such as the need for food, water and so on. Needs are translated into
urges, to for example eat and so on, due to the motivation system. Therefore
motivations direct individuals to carry out acts to satisfy survival and have a rhythmic
pattern. For example, thirst rises until quenched and is satisfied by drinking, whereas
emotions respond to external changes in relationships (or internal perceptions of them)
and organise behavioural responses to the relationship. For example, fear organises
avoidance. One student said, “some pupils won’t like Irish and you just have to try and

motivate them to enjoy it more and get more interest in it, but I think it takes time to get
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to know people’s emotions like” (21C: 140). The other student recognised the
interaction between emotion, motivation and cognition and was able to reason on the
basis of this information.
I have zero interest in plant biology; that kind of thing just does not interest me
at all and as a result, like, my emotions towards it are completely negative and
when I had to teach it on teaching practice I hated it and I don’t think I
understood it as well as I could have. So I think my emotions and cognitive
process were interlinked then. (11C: 81)
During the interviews three students in the control group recognised their tendency to
focus on pupils who exhibited positive emotions in the class. According to Caruso and
Salovey (2004: 67), “we have to allow ourselves to feel a feeling, even to welcome the
emotion that might be unexpected or uncomfortable.” All three students admitted that

they were more likely to ask question of or, as one student put it, to have been “zoning

in” on these pupils (21C: 18).

When asked if there were any skills that students felt they needed to develop further, six
students said classroom management skills. “Effective emotion management is not a
question of whether we should strive to control our feelings but how we can
intelligently engage and disengage from them” (Caruso and Salovey, 2004: 68). Four
students specifically mentioned dealing with discipline issues in the class. For example,
one student reported difficulties in thinking of alternative ways to respond to disruptive
pupils. He said, “on the spot it would catch you out. Trying to think of different things,
we were never told a thing you could do just to sort out kids that were giving you
hassle” (11C: 192). “Emotions act as a signalling system, yet if we always act on those
signals, we can react impulsively and not blend emotion and thought” (Caruso and
Salovey, 2004: 68). Two of these students were of the opinion that throughout the

course, there was little time devoted to classroom management issues and in particular
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dealing with disruptive pupils. “I would say there is a lot of students around the place
that did have classroom management difficulties, just weren’t given enough help with it
here, in my opinion, over the last two years or whatever” (21C: 27). This is important,
in that it highlights the “sink-or-swim” (Lortie, 1975) approach for beginning and
preservice teachers’ induction into teaching. Four students mentioned developing
teacher relationships with pupils and parents as skills they would like to develop further.
For example, one student mentioned developing parent teacher relationships which she
viewed as important in terms of “being a professional”.
Maybe professional skills a little bit. Just being a professional you know like,
knowing how to act in certain situations or like you know if parent teacher
meeting were to come up during the few weeks like I wouldn’t have a clue how
to deal with those or how best to approach the situation or anything. (21C: 18)
For one of these students being “professional” was in conflict with emotional regulation
as he discussed the importance of building “rapport” with the pupils.
Obviously we are told that there is a [pupil] teacher relationship, and that should
be in a certain way professional, and obviously it should be. But I definitely
think that some kids don’t respond well to that and they don’t need as much as
that. Ok you are the [pupil] I am the teacher, I am going to act that way,
whereas other students I know I should act that way but that is not me, I’'m not
going to do that. So you have to have that rapport with [pupils], where you
understand how they are feeling about a situation also. (21C: 169)
This highlights the emotional labour involved in teaching which for Hochschild (1983)
was largely a negative phenomenon. It also indicates some of the moral dilemmas faced
by teachers within such a culture which have led some to argue that “teaching cannot be
emotionally laboured” (Oplatka, 2009: 66). Another student indicated that he would
like to develop skills relating to emotional intelligence. He believed the development of
such skills was important for him as a teacher but also for his pupils and would require

time and “concrete” examples of how he could incorporate these skills into his teaching.

Solid concrete ways in which you can incorporate this [EI] . . . how you develop
that in children and yourself as well. (11C: 152)
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MSCEIT

All students in the control group who discussed the feedback from the test (15 in total)
indicated that it was a positive experience and that the feedback was accurate. The
importance of discussing the feedback was highlighted by many of these students.
“You need the feedback, if I just got the results I probably wouldn’t think anything of it,
when it is discussed, it is different. I’ll work on certain weaknesses I have” (21C: 1).

Like I always knew that I was able to judge a situation fairly well but I thought
that everyone was able to do that, which not everyone can. (21C: 105)

Another student believed taking the test and receiving feedback provided him with an
opportunity to engage in a positive learning experience.

Finding out about yourself, what you need to change, to find out how you can be

a better teacher. What you need to become more aware of. What you are good

at. (21C: 120)
One student indicated that while taking the test initially, he failed to see the relevance of
some of the questions. This resulted in a somewhat sceptical attitude towards getting
the feedback. However, he indicated his surprise at his perceived accuracy of the
results. He said, “I didn’t think the test would get it right because it is only colours and
pictures and stuff but it did” (21C: 162). This is important, in that it highlights some of
the differences that emerged between students in the control (received the MSCEIT
feedback alone) and experimental groups (received feedback from the MSCEIT and
participated in the workshops). That is, students benefited more from the MSCEIT
(both taking the test and the feedback) if they participated in the workshop also.
Another student indicated that the feedback “focused on how to improve”. He believed
that the results from the MSCEIT were accurate and he could “identify” with them
(21C: 169). Another student was of the view that the experience was very “personal”.

She liked that the feedback focused on her individual skills and felt that the course up

until that point had been quite generic. She felt that she could “relate” the feedback to
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her own teaching but it also provided a motivational platform from which she could
aspire to develop her skills further. She said, “I can go away with something and say ok
this is exactly what I need to work on, this is what I’'m struggling with. This is what I
could do to be a better teacher” (21C: 18). Another student, while valuing the
experience of receiving feedback from the test, felt that the ability to “empathise” and
“relate” to pupils was an area she would like to develop further. She believed that the
“school context” had changed from when she was in school, four years previously,
which sometimes made it difficult for her to relate to pupils (21C: 50). This is in line
with previous research, presented in Chapter 4, regarding the changing context in which
teachers work. During the interviews one student held the opinion that he had been
“introduced to these kinds of topics”, referring to emotion, in other modules in the
programme (11C: 152). When asked to give an example, the student mentioned the
affective domain in Bloom’s taxonomy. He indicated that highlighting the affective
domain and how it applied to teaching made him more aware of it. Another student,
when asked if she had become more aware of emotion as a result of the tutorials, said
“the test kind of helped a bit to think about it,” but she would need more information to
“fully understand” it. She indicated that being able to identify emotions in others was
an important skill for teaching and unlike the student earlier, said it had not been
developed throughout the programme. Indeed this student was of the opinion that she
“never really did anything on emotion” in the programme and that the area was new to
her. When asked to clarify her understanding of the “emotions thing,” she discussed the

influence of emotions and the ability to identify emotions.

226



Student
Just the whole emotions thing was a whole new thing I suppose, that’s why I’d
see that as one of the skills I need to develop a bit more.

Interviewer
What do mean by the emotions thing?

Student
The emotion in the classroom and of the [pupils], being able to tell that they’re
reacting in such a way because of such an emotion. (11C: 4)

These examples are important, in that they highlight that students in the control group in

general learned a bit about emotions from the MSCEIT and some from becoming a

teacher more generally, but were less coherent around emotions than the experimental

group.

Summary Section 2

Six students in the control group indicated that they had not become more aware of
emotion as a result of the tutorials. Others outlined how previous experiences such as
bullying had contributed to their awareness. A further eight students agreed that taking

the MSCEIT and getting feedback had made them more aware of emotion.

From their responses, some students tended to recognise the benefit of positive moods.
Two students indicated that the feedback they received from the MSCEIT had
encouraged them to think about how moods can facilitate thinking. One student said
she never thought about how to construct an atmosphere and that this was something
she needed to think about. She also recognised the important role of empathy in
generating particular moods. This student went on to explain how developing skills
related to emotional intelligence would help her to deal with disruptive pupils. She
indicated in her response that the feedback had encouraged her to think about how

certain moods and the atmosphere are related to particular tasks. Another student
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acknowledged some of the challenges in setting tasks for mixed ability classes and

indicated that she would like to develop this skill further.

One student indicated that the test caused her to think about the complexity of emotions
using language such as “multidimensional” and “different degrees” in her response.
Another student indicated that the MSCEIT and feedback highlighted her limited
vocabulary of emotions but showed an awareness of the importance of an emotional
vocabulary as evidenced in the fact that she said this was an area that she needed to
improve. Identifying the causes or reasons why pupils were not enjoying lessons was a
skill another student in the control group wanted to develop after discussing the

feedback.

Nine students reported strategies that involved modifying the situation as important
regulation strategies. Students said it was important to be very well prepared. For
example, they highlighted the importance of planning interesting activities,
demonstrations, mixed ability tasks, groups (thinking about group formation in
advance), and resources. Students highlighted the importance of modifying the
situation by redirecting questions and relating to pupils. Fifteen students reported
cognitive change strategies as important emotional regulation strategies. Students
discussed the benefit of learning relaxation techniques, shifting perspectives, and
building rapport with pupils and colleagues. Many indicated how strategies such as
these would help them to change how they appraised the situation. Three students
discussed an awareness of behavioural strategies when dealing with disruptive pupils.
Three students also discussed an awareness of cognitive strategies, referring to their

post-lesson appraisals. Two students reported awareness that the idea of motivation is
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closely linked to emotion with one recognising the interaction between emotion,
motivation and cognition and reasoning on the basis of this information. When asked if
there were any skills that students felt they needed to develop further, six students said
classroom management skills. Students mentioned dealing with discipline issues and

teacher relationships with pupils and parents as skills they would like to develop further.

Fifteen students in the control group indicated that the feedback from the test was
accurate and that it was a positive experience. The importance of discussing the
feedback was highlighted by many of these students. Some students indicated that the
feedback helped them to focus on areas they needed to improve while others were of the
view that the test was very personal. One student indicated that the feedback provided
her with a motivational platform from which she could aspire to develop her skills
further. Many students, while they agreed they had become more aware of emotion as a
result of the feedback, also recognised that these areas needed to be developed further.
Indeed some students were of the opinion that they had never done anything on
emotions throughout the entire the programme. These responses highlight that students
in the control group in general learned a bit about emotions from the MSCEIT and some
from becoming a teacher more generally, but were less coherent around emotions than

the experimental group.

Conclusion

Emotion is closely associated with “meaning” systems, something that is often better
accessed through qualitative research (see Denzin, 1984). These findings show that
clear differences did emerge in the qualitative interviews between the experimental and
control groups. Interviews with the experimental group showed that students learned a
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lot about emotions. In these interviews, students described a heightened self-awareness
with many highlighting skills developed relating to the Mayer and Salovey model of EI
Interestingly, students tended to highlight both the MSCEIT (taking the test and
receiving feedback) and participating in the workshop activities as important for the
development of these skills. Interviews with the control group showed a far more
limited capacity to engage around emotions. While the process of receiving feedback
on their MSCEIT scores and from becoming a teacher more generally had raised their
awareness of emotional issues, they were less coherent around emotions than the
experimental group. Students in the control group were more likely to highlight gaps or
lacunae in their emotional understandings and skills than to highlight actual skills. This
is important, in that it highlights that, despite the comparatively disappointing results
from the MSCEIT tests in the previous chapter, the emotional competencies workshops
made a difference to those involved around emotions. The findings indicate that
receiving feedback from the MSCEIT alone (that is, not participating in the workshops)
made a lesser difference both in the sense that (a) students learned more from both
doing the workshops and receiving feedback from the MSCEIT, and (b) students
benefited more from the MSCEIT feedback if they participated in the workshops also.
This is a significant finding, in that it suggests that the MSCEIT did not detect at least
some of the benefits that had accrued to students through the emotional competencies
workshops and that an emotional intelligence skills component in initial teacher
education may well lead to increases in awareness of, and consequently a capacity to
develop, EI skills. The next chapter will explore if students could carry that through to

their teaching practice and how their teaching was impacted.
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CHAPTER 8 BRINGING IT TO THE CLASSROOM

Introduction

Figure 8.1 Graphic illustration of methodology
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The aim of this chapter is to address the third research question which is: what is the
overall impact of the workshops? Specifically, do the experimental group show a
capacity to use the skills developed while on teaching practice, and do they differ in this
respect from the control groups? The first set of interviews (as discussed in Chapter 7),
which took place before teaching practice (pre-teaching practice interviews), explore
students’ perceptions of emotion, of emotional skills and of their learning through their
tutorials. However, these data do not show how their teaching was impacted.
Therefore, students were interviewed again after undertaking teaching practice. This
chapter will present these findings from the post-teaching practice interviews (as

indicated in Figure 8.1). The findings will be used to determine whether differences
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emerge between the experimental and control groups in addressing the third research

question.

This chapter comprises three sections. Section 1 presents the main findings originating
from 17 interviews with undergraduate student teachers in the experimental group. As
shown in Figure 8.1, the experimental group were administered the MSCEIT pre-
intervention (test 1), undertook the emotional competencies workshops, and were
administered the MSCEIT again post-intervention (test 2). These students also
participated in qualitative interviews before they went on teaching practice (pre-
teaching practice interviews) and were interviewed again after undertaking teaching
practice (post-teaching practice interviews). These students also received personalised
feedback in a one-to-one session regarding their scores on the MSCEIT. The purpose of
interviewing students in this group post-teaching practice was to identify whether
students’ increased awareness of the skills of emotional intelligence had impacted upon
their teaching. Section 2 presents the main findings originating from 10 interviews with
undergraduate student teachers in control group 1. As shown in Figure 8.1, students in
control group 1 were administered the MSCEIT pre-intervention (test 1), did not
participate in the emotional competencies workshops, and were administered the
MSCEIT again post-intervention (test 2). These students participated in qualitative
interviews before they went on teaching practice (pre-teaching practice interviews) and
were interviewed again after undertaking teaching practice (post-teaching practice
interviews). Students in this group also received personalised feedback in a one-to-one
session regarding their scores on the MSCEIT. The purpose of interviewing students in
this group post-teaching practice was to demonstrate that any increase in skills is not as

a result of testing and feedback. Section 3 presents the main findings originating from
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10 interviews with undergraduate student teachers in control group 2. As shown in
Figure 8.1, students in control group 2 did not participate in the emotional competencies
workshops, and were administered the MSCEIT only once post-intervention (test 2).
These students did not participate in interviews before they went on teaching practice
(pre-teaching practice interviews), but were interviewed after undertaking teaching
practice (post-teaching practice interviews). Students in this group received formal
personalised feedback regarding their scores on the MSCEIT and attended a generic
session which aided interpretation of these scores. The purpose of interviewing students
in this group post-teaching practice was to demonstrate that any increase was not as a
result of familiarity with the test and testing procedure. If qualitative differences
emerge, this would also further suggest that the MSCEIT does not detect at least some
of the benefits that had accrued to students through the emotional competencies

workshops.

Students’ interview responses in this chapter are organised, similarly to those in the
previous chapter, according to Mayer and Salovey’s four-branch model of emotional
intelligence (1997) outlined in Table 8.1. The data relating to the “manage” component
in each section are organised according to Gross’s (1998b) antecedent-focused or
response-focused classification.  Antecedent-focused emotion regulation includes:
selecting situations, modifying situations, attention deployment, and cognitive change.
Response-focused emotional regulation includes strategies that “intensify, diminish,

prolong, or curtail the ongoing emotional experience, expression or physiological

responding” (Gross, 1998b: 225).
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Table 8.1 The emotional intelligence framework

Perception, appraisal, and expression of emotion (Perceive)

e Ability to identify emotion in one’s physical and psychological states.

e Ability to identify emotion in other people and objects.

e Ability to express emotions accurately, and to express needs related to those
feelings.

e Ability to discriminate between accurate and inaccurate, or honest and dishonest,
expressions of feelings.

Emotional facilitation of thinking (Use)

e Ability to redirect and prioritize one’s thinking based on the feelings associated with
objects, events, and other people.

e Ability to generate or emulate vivid emotions to facilitate judgements and memories
concerning feelings.

e Ability to capitalize on mood swings to take multiple points of view; ability to
integrate these mood-induced perspectives.

e Ability to use emotional states to facilitate problem solving and creativity.

Understanding and analysing emotional information; employing emotional knowledge

(Understand)

e Ability to understand how different emotions are related.

e Ability to perceive the causes and consequences of feelings.

e Ability to interpret complex feelings, such as emotional blends and contradictory
feeling states.

e Ability to understand and predict likely transition between emotions.

Regulation of emotion (Manage)

e Ability to be open to feelings, both those that are pleasant and those that are
unpleasant.

e Ability to monitor and reflect on emotion.

e Ability to engage, prolong, or detach from an emotional state, depending on its
judged informativeness or utility.

e Ability to manage emotion in oneself and others.

Note: Adapted from Mayer and Salovey (1997); cited in Salovey, P., Bedwell, T. B.,
Detweiler, J. B. and Mayer, J. D. (2000) 'Current directions in emotional intelligence
research' in Lewis, M. J. and Haviland-Jones, J. M., eds., Handbook of emotions, second
ed., New York: Guilford Press.

Section 1 Experimental Group

This section aims to present the main qualitative findings originating from 17 interviews
with undergraduate student teachers in the experimental group. The experimental group

were administered the MSCEIT pre-intervention (test 1), undertook the emotional
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competencies workshops, and were administered the MSCEIT again post-intervention

(test 2).

Perceive
For me it definitely was effective for teaching practice. 1 know myself I did
learn from it. At the start I was sceptical, I was thinking how will this work,
how is it going to change and I said well if I learn one thing from it I will be
happy, and I learned a lot from it, and it really did affect, compared to second
year, teaching practice. I'm definitely more aware of it and it did help me
teaching because I could tell where the [pupils] were like, he is going to drift
now because I’m saying something that he is not interested in. You would ask
them a question and you would see them looking away and you would spot
them, just little things like that. Definitely reading emotions was a big thing for
me. That was what the most part of the course that I used on teaching practice.
It was the most effective. (12E: 108)
While discussing this component, students in the experimental group discussed an
awareness of various skills relating to themselves and to others. Two students in the
experimental group discussed an awareness of the impact of their facial expressions,
which is included in the components model of emotion discussed in Chapter 2, on
teaching practice. As outlined earlier, Ekman (2003) finds that individuals differ in
their ability to express emotions. Expressing emotions accurately is important if the
individual’s needs are to be met. One student acknowledged the difficulty he faced in
accurately expressing emotion as he discussed the importance of keeping a “stern face”
and not appearing “anxious, eyes down and not confident” (22E: 97). Another student
was of the opinion that his expression of emotion often depended on the group of pupils
he was teaching. He voiced the impression that he was purposefully more expressive,

99 ¢

for example using “different facial expressions,” “going quiet” or raising his voice,
when teaching older groups (22E: 47). This student said he used different techniques

that others told him to try. This is another example of the “emotional labour”

(Hochschild, 1983: 7) involved in teaching and how student teachers may learn to
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regulate their emotions because of “display rules” (Ekman and Friesen, 1975). This
example is also interesting because the student refers to others’ comments or
recommendations related to emotional regulation which are similar to the emotional
labour literature (Steinberg and Figart, 1999), which typically views display rules as
originating in management norms (cited in Sutton, 2004). Eleven students in the
experimental group highlighted an increased awareness of the facial expressions of
others. “The ability to read facial expressions and identify the emotion expressed in the
face accurately is a core skill . . . Emotions are a signaling system, and emotions contain
important data . . . if we are unable to read these signals, then our data and information
about a situation is either incorrect or flawed” (Caruso and Salovey, 2004: 37). One of
these students was of the view that some of the activities in the workshops (outlined in
Appendix B), relating to facial expressions, helped him in terms of recognising pupils’
facial expressions on teaching practice. This student said he was “more aware of the
students’ facial expressions”. He also reported paying more attention to facial clues of
deceit which helped him to determine whether pupils were “telling the truth or not”
(12E: 108). According to Ekman (1992b) the face receives the most attention from
others after words. However, liars generally try to monitor and control both of these
because they know others will focus upon them, more so than voice or body language.
He outlines that while there “are more clues to deceit in the face than in words . . .
Suspicious people should pay more attention to the voice and body than they do” (1992:
84). Another student explained how he distinguished one emotion from another. He
mentioned the facial features and nonverbal cues (such as the pupils’ eyes, smile and
face changing colour) which helped him to determine the emotion being expressed

(12E: 160). He similarly believed that he had become more aware of this skill as a
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result of some of the activities in the workshops and that he was able to apply the skills
while on teaching practice.
I suppose the facial features, you know, you could actually see sometimes in a
kid by just looking at them, you know, the eyes, the way he is moving his eyes,
if he was confused, if he was frustrated. Whether he felt hard done by for when
you give out to them. A lot of the time it wasn’t anger, it was ashamed that they
had been caught, you could, I don’t know, if you could call shame an emotion
but it was that sort of a look. You know, face change colour, it wasn’t anger.
(12E: 160)
This is important, in that it highlights students’ capacity to use the skills developed in
the workshops on teaching practice. In turn, this demonstrates some of the differences
which emerged between students in the experimental and control groups. According to
Ekman (1992b) shame is closely related to guilt, one of the main differences being that
shame requires disapproval or ridicule by others who are somewhat respected. Blushing
is a sign occurring with shame; while the face also turns red with anger, more research
is needed to establish how the reddening of anger might differ from the blush of shame.
Some believe, for example Lewis (2000: 623), emotions such as shame are self-
conscious, emerge later in life and, drawing on the work of Darwin (1872/1965),
necessitate the observation of bodily actions perhaps more so than facial cues. Another
student said, “I always looked for [pupils’] expressions when maybe I introduced a new
topic”. She also explained how she recognised pupils’ facial expressions if they were
“looking down or depressed,” as she put it, “I just seen her face, just completely
dropped and her eyes were welling up with tears” (22E: 150). This information
prompted her to react and mange the situation. According to Caruso and Salovey
(2004: 37), “tone of voice, gestures, posture and facial expression are conduits for
information. If the information enhances the verbal message, it is likely that the

message will be communicated in a more accurate and meaningful way.” Another two

students similarly indicated that following the workshops they were better equipped to
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recognise facial expressions. At times it was the language that these students used
which demonstrated their level of awareness of emotional issues. They mentioned in
their responses, for example, “eyes go down” (22E: 97), “a grin or a smirk” (12E: 108).
One student indicated that she was more aware of facial expressions following the
workshops and “had a better idea of how to deal with” situations as a result (22E: 121).
One student, while commenting on the workshops, discussed the importance of
allowing them to actively engage in the learning process. She highlighted the
importance of providing an “opportunity to practice” these skills. She reported how the
active learning methodology, or as she put it, “go do this and see what you find out”
approach, encouraged her to think about facial expressions and how the pupils were
feeling on teaching practice (22E: 71). These examples are important because they
highlight the student teachers’ skills along with the workshop activities, including the
active learning methodologies used in the workshops, which helped them to develop

these skills.

Eight students in the experimental group highlighted an increased awareness of their
own body language on teaching practice. Body language features in the components
model (discussed in Chapter 2) as responses to emotion which refers to how the
individual copes with or reacts to their own emotion or the situation that triggered the
process (Smith et al., 2003: 392). One student said he had to think about it because on
second year teaching practice he was walking around with his “head down deliberately
not looking at anyone” (22E: 97). “Nonverbal information is often the basis for
successful social interaction. This information consists of gestures, voice tone, and
facial expressions” (Caruso and Salovey, 2004: 40). Another student reported an

awareness of her body language which she believed was related to her relationship with
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the pupils. She said that she was more confident and relaxed in terms of her body
language once she got to know the pupils (22E: 121). These examples are important
because they highlight students’ awareness of emotional issues. Students also vividly
recalled certain activities in the workshops which helped them to think about their own
body language. For example, the classroom management video (see Appendix B) was
highlighted by students as an activity which encouraged them to consider their body
language when speaking to pupils on teaching practice.
Yes when you talked to someone at first you might talk down to them or point
down at them and I have to say I did have to think about it. Some of the clips
[classroom management video] we saw in class and am I making the situation
worse or better. Sometimes you do it naturally and you think oh God and you
are more conscious of it and you might start to do it and then you stop.
Definitely 1 was very conscious not to speak down to the children or be
aggressive towards them because it doesn’t resolve anything. Sometimes now in
the heat of the moment but generally yes I would have been conscious of it.
(22E: 16)
Another student highlighted one of the workshops, which focused on developing
effective communication skills, that involved the storytelling from teaching practice
activity (see Appendix B). She felt that she had developed skills in the workshops that
enhanced her teaching and the way in which she interacted with pupils on teaching
practice.
Definitely, yeah. At first, I didn’t think about it at all, and then, then the way the
kids were reacting and stuff, like if, was it in that module that you found, like if
you’re sitting across from someone or sitting beside someone . . . I noticed that
bit. The lads needed to see you, and the girls were more kind of like, help me,
you know. I noticed all that and I was, I was thinking about it. (22E: 71)
A number of students felt that the workshops provided them with good opportunities for
learning. One student indicated that following the group work activities in the
workshops she was better equipped to use group work on teaching practice. She

indicated how she became more aware of her position in the room and how she stood

when using such activities.
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I suppose, I don’t know, like learning to listen more to people and not like, I
know, do you know, sometimes you’d be sitting there and you kind of, well I’d
be inclined to day dream like and forget about what’s going on like, but just
being more, trying to improve with that. Because I find with myself sometimes
like, you know, going around to groups like, giving feedback, I'd get too
involved in what I was doing there, kind of, you know, forget to keep, well not
forget, but like wouldn’t be standing as well as I should like or have my back to
pupils or something like that, so kind of improving that and just being able to
keep an eye on the whole class and know what was going on with everyone
rather than just like individual, just working with like individuals and trying to, I
don’t know, keep everyone involved. (22E: 95)
These examples are important, in that they highlight the activities that students found
useful in terms of developing emotional skills, but also demonstrate students’ capacity
to use these skills while on teaching practice. Seven students in the experimental group
highlighted an increased awareness of other people’s body language on teaching
practice. At times it was the language that these students used which demonstrated their
level of awareness of emotional issues. For example, a student reported how pupils
would “put their head down,” “hunch” or “come up right in the chair and stare at you”
(22E: 97). He indicated how his awareness of the pupils’ body language helped him to
deal with discipline issues in the class. Another student discussed his ability to identify
how pupils were feeling by considering their body language. He discussed how he
could influence others and how emotions can spread from one person to another, a
phenomenon referred to as emotional contagion (Caruso and Salovey, 2004: 8).
However, it is the strategic application of emotional contagion which makes it
important. As this student pointed out, he used this skill when teaching topics which
pupils did not often enjoy as evidenced by their body language. This involved planning
various activities to try and change the mood of the group and engage pupils.
I tried to like, if I was in a class that was interesting try and get the pupils
interested also and try and be as energetic as you can. Sometimes you know that
they are doing something that they don’t particularly like and you kind of have
to relate it back to their own knowledge or whatever that you do try and put a

nice bit of energy into it because you can see them heads down or whatever and
you know you need to do something to get them going again. (22E: 91)
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This example highlights the challenges that student teachers face (as discussed in
Chapter 4) in terms of communicating with pupils in a more personal manner (Klaassen,
2002) and the expectation, by the culture of teaching, to express concern (Oplatka,
2007). Nine students in the experimental group highlighted an increased awareness of
their own tone of voice on teaching practice. “Estimates vary, but as little as ten percent
of the information in an interchange between two people comes from their actual words,
and the rest from tone of voice, gestures, and facial expression” (Caruso and Salovey,
2004: 40). Many of these students indicated that they had become more aware of this
skill as a result of the workshops.
I didn’t want to go in the first day with the shaky voice, I wanted them to think
she means business or whatever . . . Yes I did; I did more so than the last
teaching practice I went on. I was a bit more aware of it; maybe it was after the
[workshops] or whatever. I was more aware how to position myself and even
just little things that do gain respect from your [pupils] and kind of give you a
bit of authority also. I was more aware of it this time. The tone of my voice
even in the [subject] class. I was adamant that I would never shout and like even
if they were talking I would wait until they came down to my level rather than
shout at them because I suppose I felt like they would get used to me shouting
and it would not be a big deal. It wouldn’t have an effect and that really worked.
(22E: 121)
This example highlights the utility and impact of the workshops on student teacher
teaching practice experience. At the same time it indicates the simplistic beliefs that
student teachers have about what it takes to be a successful teacher (as discussed in
Chapter 4). Another student highlighted an awareness of her tone of voice and her
reluctance to raise her voice while teaching which in her opinion made her “more
approachable”. She indicated that her tone of voice affected how she interacted with
pupils; as she put it, “I didn’t want to go in and be completely domineering over them”
(22E: 150). Another student held a different view and believed that raising his voice

helped him with classroom management issues. He said, “if you shout they would

listen up”. He believed that the pupils responded to his tone of voice. “If you had a
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constant tone of voice and then you raise it all of a sudden, then they know there is
something wrong here if they are talking or whatever” (22E: 89). Ekman, among
others, believes that “the sound of the voice tells us what emotion a person feels”
(1992b: 92). While this research has “arguably not enjoyed the same degree of
cumulative success as has work on the facial channel,” there is “a substantial body of
work focused on how emotion is conveyed and perceived from vocal acoustics”
(Bachorowski and Owren, 2008: 196). Seven students in the experimental group
highlighted an increased awareness of the tone of voice of others on teaching practice.
“If we focus on a person’s words alone, we are at serious risk of misunderstanding the
underlying message” (Caruso and Salovey, 2004: 40). One of these students discussed
how he managed a situation on teaching practice involving a pupil that used “bad
language”. In this example it is the student’s awareness of nonverbal information such
as tone of voice and facial expression that is particularly interesting and which
demonstrates the student’s skill in terms of this component.
Was it said in malice, it wasn’t because there was no force behind it, from the
pitch of the voice you could know that it was just said in jest, but it was said too
loud and it was too vulgar to let go, you know that sort of way. I don’t know I
said a lot of words there to explain it but yes, the pitch the voice you were able
to recognise the emotion that was behind it, anger or rage. That was something
that we did cover in the module last semester also the pitch of the voice, the
force behind it and stuff like that, facial expressions. In that sense it did help
there also. (22E: 160)
Bachorowski and Owren (2008), while conducting an overview of research relating to
the perception of emotion from speech, conclude that rates of identification are usually
best for anger, fear and sadness, and poorer for disgust. They suggest that this is
because disgust is usually conveyed via vocal emblems or exclamations. According to
Ekman (1992b) while emblems have a precise meaning which is known to everyone

within a cultural group, they are not universal. A number of students felt that paying

attention to subtle cues such as tone of voice helped them to accurately identify the
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emotion being expressed. One student highlighted the importance of listening to pupils’
tone of voice which helped him to determine how the pupils were feeling.
Definitely you would find out a lot more by listening to the [pupils] than
anything else even in the tone of their voice if they didn’t understand something
you would hear them getting frustrated. Their voice would change, even their
breathing would change. Little things like that would tell you if they are happy
or not about it. (12E: 108)
According to Bachorowski and Owren (2008: 199) studies show that anger is associated
with “higher amplitude in the sounds produced”. Many also believe that emotions are
related to unique sets of feelings or physical sensations, for example anger has been
associated with breathing becoming more shallow and increased heart rate (Caruso and
Salovey, 2004). However, it is also recognised that “the cumulative evidence for
emotion-specific patterns remains inconclusive” (Larsen et al., 2008: 189). Another
student held a similar view and believed that recognising the pupils’ tone of voice
helped her to determine if pupils were having difficulty. She also reported that “a slight
delay” in the pupils’ response signalled that either work wasn’t done or something was
wrong (12E: 191). Pauses are, according to Ekman (1992b), the most common vocal
deception clues. A number of students believed that those involved in the workshops
became more competent in dealing with discipline issues in the classroom. “Accurate
emotional identification results in core emotional data that are required for decisions
and actions” (Caruso and Salovey, 2004: 39). As one student put it, early detection of
“warning signs” such as the pupils’ tone of voice helped him to anticipate problems and
avoid further disruption (22E: 97). Again, one of these students demonstrated an
awareness of the reciprocity of behaviour between the teacher and the pupils and
discussed an example of this from teaching practice. He noted that when he raised his

voice it was mirrored by the pupil and the situation deteriorated. However, when he

treated the pupil with respect and “talked to them . . . normally,” it was reciprocated
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(22E: 115). Another student remarked on his ability to distinguish between genuine and
manipulated expressions of emotion (Caruso and Salovey, 2004: 38).
They might’ve been hiding it or bundling up their emotions. But they’re just

that little bit more evident now so, there are no problems identifying them if they
had a problem, if they were struggling or if there was something going on. (22E:

1)
Use
During the interviews 13 students said they tried to understand and see things from their
pupils’ point of view. However, as Caruso and Salovey (2004: 45) note, seeing and
experiencing the world from a different perspective “requires us to generate an emotion
or a set of emotions. Once we are in that mind-set, or feeling set, we are better able to
understand, from a thinking and emotional level, what it is like to be that person or to be
in that situation.” From the responses it was evident that while the students did try and
understand their pupils’ point of view, in some cases they did not articulate whether
they generated emotions which would allow them to truly experience their pupils’
perspectives. An example of this was evident when a student recalled a situation on
teaching practice where one of the pupils used bad language (this example was also
referred to in the previous section). He described why he made the decision to give the
pupil the minimum punishment and how he listened to the pupil’s explanation.
However, he did not articulate whether he generated emotions to truly look at it from
the pupil’s perspective and to feel what the chosen course of action might be like.
I always tried to get where they were coming from because there was one
occasion where there was bad language used in the class and it had to be dealt
with. But it was said in jest, but it was still vulgar and I mentioned it to the
principal and he said “well that is an automatic two demerits and detention”. I
said “personally I didn't feel it was as serious as that” and he said “ok well you
can deal with it in your own way” so I didn’t give the maximum sentence
because I talked to the kid afterwards and he said well I just blurted it out. I
didn’t mean to blurt it out. I said well that is fair enough you admitted to it also

and I’'m happy that you did that also. I asked him to repeat what he said and he
did and I said fair enough, you were honest about it so I am not going to kill
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you, come in and we will do a bit of work at lunch time and I will give you one
demerit and we will leave it at that. There was compromise there also but the
different situations have different context and you have to look at each context.
(12E: 160)

Another student, like many of the others who discussed this skill, was vague in
explaining how he tried to see things from the pupils’ perspective.
I suppose when you’ll be helping a [pupil] out or explaining something, you try
and put yourself in their shoes and try and see from the way they’re looking at it,
you know, something that they might, you’d be trying to explain something that
they just don’t get, you know, you have to relate it to something that they know,
you know. (22E: 73)
One student did explain how she attempted to generate emotions by trying to remember
what it was like when she was in first year in school eight years previous. This is
important, because according to Banks (cited in Cochran-Smith and Fries, 2006: 41) the
context in which teachers perform their work is changing (as discussed in Chapter 4).
This student empathised with the pupil and also appraised and expressed her own
experiences which facilitated her understanding of the pupil’s perspective. She was of
the opinion that by using her own experiences she was able to manage the moods of
others. This example demonstrates how the components of EI are — to some degree —
hierarchical, inter-related and interpenetrating.
I suppose in the sense of when I was trying to calm an individual down, I did in
the sense of saying “ok don't worry, you are ok”, like we talked about telling
them that you know how they feel and that you are sympathetic towards them.
Those kinds of things worked well, especially with first year because they were
quite anxious about their exams. I remember taking one girl aside and just
telling her how I felt when I was in first year in school and I understand how she
feels and it was ok to be worried but she will be fine. I think [pupils] responded
very well to me letting them know that I have felt these things and I know how
they feel and I remember talking about that a lot with you. Just getting them on

side and calming them down when they were stressed or anxious about
something. (12E: 72)

Sixteen students in the experimental group highlighted their awareness of how other

people’s moods can enhance thinking. Positive moods help generate new ideas,
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facilitate creative thinking and inductive problem solving, whereas more negative
moods may facilitate attention to detail and help in solving deductive reasoning
problems (Isen et al., 1987; Palfai and Salovey, 1993). During the interviews a student
highlighted how she considered the pupils’ moods which impacted her teaching. As she
put it, “I had to weigh up how they were feeling and then decide what way I should
approach the teaching”. She explained how she took time to settle the pupils at the
beginning of the lesson depending on the activity she had planned. “If they were quite
hyper I would maybe have to try and bring them down a bit, calm them down . . . at the
start of the lesson I did take time to take those few minutes”. She compared her
teaching practice placement on second year, highlighting the importance of getting
“through the work™ and fourth year saying she was “more willing to settle them down,
try figure out who was feeling what, or what kind of form they were in.” On some
occasions she changed the sequence of the activities in the lesson, depending on how
the pupils were feeling. She indicated that activities in the workshops (see Appendix B
match the mood to the task) had made her more aware of matching moods and
particular tasks.
So I think I was more aware of how I had to adapt my teaching depending how
they were feeling . . . I considered the order of how I did things, say did I want a
more hands on activity, a settled start of the lesson, or should I leave that until
the end . . . Some days I would have planned to have a practical thing first and
then do some more didactic teaching on the board, and I might switch that
around depending if I thought the children were quite settled. I might start with
the didactic teaching and then move on, or if I thought they were quite hyper, |
might start with a more fun activity because that was the mood they were in,
they wanted to be up and active and kind of facilitate for that regardless of how I
had planned the lesson. I would change it around if needs be. So I think that I
did use how they were feeling to make the lesson more effective. (12E: 72)
Another student held a similar view and indicated that the time of the day affected the

moods of the pupils. Indeed a number of students believed that the pupils’ moods

changed at certain times of the day or days of the week, with students highlighting the
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pupils’ tendency to be less focused and “hyper”. For example, one student reported it
was something he had to consider when planning his lessons saying, “it was the last two
classes on a Friday evening and I found it very hard.”

I started using the likes of videos for the last ten minutes, planned activities for
the last fifteen minutes or so and just had the kids talking. 1 started
photocopying the sketches and got them to write notes one week. Notes were
printed for them the next week just to break it up because it was the time of
evening they just wanted to get home. You could notice it; they were looking
out the window they were shuffling in the seats. I suppose I was able to vary the
stimuli as much as I could . . . Could you say I knew that from the module? I
suppose because your awareness, you were looking for these things. You were
trying to look out for ways to get them engaged; you would be more heightened
to what works and what wouldn’t work. I also knew from the module that the
time of evening, it wasn’t a class that was going to be easy to teach. (12E: 160)

Gohm and Glore (2002) have indicated that how individuals feel influences what they
pay attention to, how they think, remember and make decisions. During the interviews
a student in the experimental group discussed how he used a particular type of music
during the lesson to change the pupils’ mood and engage them in the task. He was of
the opinion that the music lifted the pupils but was also an effective means of managing
the class.
I made up a CD with lively enough music for them and it helped them. It
definitely gave them a bit of a lift and you could see that they were singing away
to themselves and they were working and didn’t even realise that they were
working. It was great for controlling the class because if you wanted to say
anything and as soon as you stopped the music, they all stopped and they were
waiting for you to say something, because they know no music means

obviously, I have to say something to them and then they just go back working
again. (22E: 97)

Eleven students in the experimental group indicated an increased awareness of how
their emotions could enhance thinking. For example, during the interviews a student
indicated that emotions are an integral part of decision making. As noted by Damasio
(1996) appropriate emotions can speed up decision making. This particular student, as

evidenced in his response, recognised that positive emotions helped him to manage the
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class more effectively and make decisions quickly to prevent further discipline issues.
However, this was based on his ability to accurately appraise and express his emotional
states (congruence), something which is typically associated with the first component of
the model. This example demonstrates how the components of EI are — to some degree
— hierarchical, inter-related and interpenetrating.

I found the class could change your mood also. If you are tired and a class starts
to irritate you it definitely makes you more prone to correcting them for silly
things. I find that if I am in a good mood and I have good energy I can handle
the little things like movement and projecting your voice. You are a bit sharper
and you get eye contact in and you can stop the little things. If you are tired and
you are in bad humour you just don’t really be bothered to do them things and
then they start escalating into bigger things. You would have controlled them a
bit better depending on your mood. That Monday morning thing I used to play
the music for them to get them more focused up and working but it definitely
helped me because I just knew that you could relax with that double class then.
They were working and it wasn’t so much of a pressure situation as regards
teaching them. You had them two classes to get back into them for the week.
(22E: 97)

A student discussed the influence of her own moods on how she persuaded pupils to
take part in a Physical Education class. She indicated that her mood affected the
arguments she made when trying to get pupils to change their minds. Individuals in a
happy mood tend to generate a greater number of arguments which are likely to be more
creative and original (DeSteno and Braverman, 2002).

Yeah, because like, do you know, if you went in tired and just not in the form
for, you could see nearly like the pupils would be nearly acting the same, and if
you weren’t, just like if you were in a bad mood and you start like shouting and
giving out to them, they, I don’t know, it just wasn’t the same like. You know,
they kind of got on better when you were like being funny and trying to like just
motivate them more, like be enthusiastic about it like. Like even giving them
feedback and stuff like talk to them, go around more you know, rather than just
standing there like, yeah, do this, do that, but not really caring like or, do you
know, just being, like you know, if you weren’t enthusiastic about it, they would
feed off that as well. Because a lot of them, you know, there would be a good
few that didn’t have the interest and just thought it, you know, either they
wouldn’t bring gear or else they’d bring in gear or just not bother, like stand at
the edge of the sports hall or something like, you know, you had to kind of be
really enthusiastic to get those to kind of try. (22E: 95)

248



From the interview responses it became apparent that students were less likely to see
negative emotions as useful. “Harnessed properly, fear allows us to revisit our old
assumptions, and we see new things in the familiar . . . sadness can help us solve a
certain type of problem: deductive reasoning problems . . . Anger narrows our field of

vision, our view of the world, and it focuses and targets our energy on a perceived

threat” (Caruso and Salovey, 2004: 103).

During the interviews 13 students said they considered how emotions impacted thinking
during the planning stages of their lessons. Many of these students indicated that the
workshops facilitated the development of these skills and, as one student put it, in
“considering the pupils more” (22E: 97). For example, one student said she tried to
anticipate what “moods they’re going to be in”. She gave an example where some of
her pupils were involved in a play in the school. She reported trying to take this into
account by having a “chat at the end of the lesson, just ask them how it’s going . . . with
the rehearsals”. In her response, she highlighted the importance of showing the pupils
that she “cared” and was “interested in what was going on” (22E: 95). Another student
held a similar view saying,

I think definitely it helped, just at the back of your head when you were
preparing stuff to think about, not just resources am I going to use, but actually
what are the pupils going to be like. What attitude are they going to have, what
time of day or what mood are they going to be in. Just think about it a little
more, not throwing in new things when you know right well that their energy
levels are not going to be up. Their engagement isn’t going to be as good
picking your times of the week to try the more active stuff. Get better feedback
off them . . . If you don’t have an understanding of how the pupils are feeling
along with how you are feeling yourself and how they both go hand in hand
really when you are in the classroom environment because it touches on
everything. It affects planning because you have to think about it in your
planning. It affects organisation, classroom management, getting good
relationships going in the class, the environment you create. I think it is
something that everyone should consider, definitely student teachers because it
is good practice before you go out there. [ think it makes for a better
professional. (22E: 97)
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Understand
Sixteen students in the experimental group indicated that they were aware of the
relationships and transitions between various emotions in relation to others. While
discussing this component many of these students referred to emotional progressions.
“Emotions by their nature change, develop, and progress. They are usually not static;
instead, they follow a certain course as the feeling lessens or intensifies” (Caruso and
Salovey, 2004: 58). During the interviews, a student discussed her awareness of the
pupils’ emotional progressions. She was of the opinion that she understood how her
actions could give rise to pupils experiencing complex or multiple emotions.
Interestingly, this student used sophisticated language in her response, such as
“intensify” or “spectrum”. She also used words which suggest weaker versions of an
emotion, for example “angry or annoyed”. According to Plutchik (1994: 65) it is this
possibility, for most words in the emotion lexicon, “to find other words that suggest
either a more intense or a weaker version of that emotion” which imply that emotions
vary in intensity.
It did in a sense of if someone was angry or annoyed. I knew that by me giving
out, that I was sending them into the next spectrum. What I needed to do was
bring them back down one, if they were say sad, I needed to get them out of that
instead of making them angry. I could see the link between my actions could
send them higher, or more intensified into that emotion, or bring them down a
little bit. So I was aware that I needed to tread carefully, so I didn’t intensify the
emotion and make things worse, which I learned by doing really and then
realising, ok I need to bring them back down a little and try calm them down, or
if they were sad, try lift them a little bit. (12E: 72)
Students highlighted activities in the workshops (see emotional literacy and classroom
management video in Appendix B), involving an emotions model devised by Robert

Plutchik (1994), as important in terms of making them more aware of emotional

progressions. A student described how he was able to apply knowledge from this
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activity to teaching. He was of the opinion that understanding how pupils would react
helped him to make decisions which avoided further disruptions.
I suppose it helped all right, even that colourful chart [Plutchik circumplex] we
were doing when we went through the emotions, you can kind of see some
examples of that throughout the classroom, you know if you give out to
someone, you could see their mood kind of change. A first year might go kind
of quiet or something, someone might react, almost get aggressive like and
taking offence, you know, going on defensive straight away, and others might
just agree to and go quiet . . . Well if you see someone starting to build up or
someone who’s going to react, you might want to back off a little bit early and
kind of avoid a situation like that in the classroom. And I’ve seen that once or
twice, like you can see it happening. And it’s just better to back off and maybe
leave them cool down for a second. Avoid a scene like in the class, it’ll just
disrupt the rest of your class then, you know. That happened once or twice, you
know, so I said just take a step back and leave them cool down and then maybe
have a quiet word later on. Again, thinking back to the, we watched a couple of
videos last year, kind of, similar situations like, and they definitely helped. (22E:
47)
“This knowledge of emotional changes, and of their rules, represents a sophisticated
understanding of emotional systems” (Caruso and Salovey, 2004: 58). Plutchik’s model
of emotions presents them in a circular pattern called a circumplex. “In a circumplex,
the categories blend into one another in a continuous form without beginning or end”
(1994: 72). Terms close together on the circle tend to be synonyms, while terms that
are opposite one another on the circle tend to be antonyms. Another student in the
experimental group, as she recalled her experiences, reflected on how she noticed a
pupil’s emotion had “intensified” and he got “aggressive”. She was of the view that her
knowledge of emotional changes helped her to manage the situation effectively saying
she “backed off” and highlighting the importance of being able to “read” the situation,
“so you don’t push the student that bit too far” (12E: 191). As evidenced in their
responses, students who discussed this component tended to focus on basic emotions
such as anger, happiness and sadness. It may be, therefore, that students focused on

those emotions which were experienced most frequently while teaching, for example

anger relating to discipline issues. However, it is also possible that these students had a
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limited emotional vocabulary, which may have inhibited their reasoning about emotion.
Emotional language and reality are provided by our emotional vocabulary which also
provides a means of communicating this information with others (Ortony et al., 1988).
During the interviews a student, for example, indicated that he recognised how his
feelings intensified or lessened in particular situations, but was unable to label the
emotion correctly.
Yes for myself, now say if a [pupil] was annoying, you would start off getting
gradually worse and worse . . . you would get frustrated and frustrated. I wasn’t
naming the emotions as I went along but you would feel yourself getting happy
or sad. It is good to know, I suppose I would not have labelled what emotion I
was at the moment, but I know myself, I am getting worse. I know this is
getting bad or this is getting better. It is good to be aware of it. (12E: 108)
Thirteen students in the experimental group indicated an awareness of the relationships
and transitions between various emotions in relation to themselves. These students used
language such as “going up through the stages”, “transitions” and “intensify” in their
responses.
I spotted it in myself more so than the [pupils], because I was, I actually, I know
you are not meant to do it, I actually told the kids one day to shut up. I said
right, “I am getting angry, I’m gone past angry, I have raised my voice” because
one of my tutors said to me, “you don't raise your voice in the class, you can
keep a class so well organised, and you don't have to raise your voice to them,
that is a good trait”. But I could hear myself shouting and I said “right I'm
angry and I’'m getting very angry at this stage so I said right I have to stop so
what can I do about this.” (12E: 160)
These examples are consistent with and complement previous research, outlined in

Chapter 4, which focuses on the positive and negative emotions teachers experience

while teaching (Hargreaves, 1998; Sutton and Wheatley, 2003).

Four students in the experimental group were of the view that following the workshops
they had a better understanding of what causes emotions. Feelings contain information

which tells us about the event that gives rise to that feeling (Scherer ef al., 2001). One
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student indicated that because of his involvement in the workshops, he developed a
better understanding of how he felt and what caused those feelings. “Anger arises out
of a sense of wrong or injustice — a sense that someone is being unfair to us or to others”
(Caruso and Salovey, 2004: 117). He firstly identified the emotion and recognised that
he was getting frustrated. As evidenced in his response, he understood why he was
feeling annoyed and frustrated. He knew that an immediate threat did not exist;
however, the situation could escalate if he did not attempt to solve the problem
efficiently. According to Lemerise and Dodge (2000: 594), “anger signals something
important about the individual’s relationship to the environment (often the social
environment), and it influences the individual’s response to the situation — a response
that may be more or less adaptive in the short term or the long term”. He tried to see the
situation from the pupils’ perspective. He realised that their interest in the task was a
positive thing and that the problem had arisen because he hadn’t organised and managed
the activity efficiently. The student realised that if he did not address the situation his
feelings would intensify. He decided to handle the situation by communicating how he
was feeling with the class. He acknowledged that this approach took time but
eventually defused the situation. This student was of the view that various elements of
the workshops along with the classroom management activities (that is, the video as
described in Appendix B and debriefing sessions) helped him to understand and manage
his own emotions. According to catharsis theory venting one’s anger, for example
“acting aggressively or even viewing aggression is an effective way to purge angry and
aggressive feelings” (Bushman, 2002: 724). However, more recent studies such as
Bushman (2002) contradict catharsis theory, by suggesting that venting one’s feelings
does not seem to help manage such feelings, and instead support cognitive

neoassociation theory (Berkowitz, 1993) which suggests that aversive events (for

253



example frustrations, provocations, hot temperatures) produce negative affect.
“Negative affect, in turn, automatically stimulates thoughts, memories, expressive
motor reactions, and physiological responses associated with both fight and flight
tendencies. The fight associations give rise to rudimentary feelings of anger, whereas
the flight associations give rise to rudimentary feelings of fear” (Bushman, 2002: 725).
I suppose just getting a better understanding for how you feel and what causes it
and to think a little bit more. Maybe sometimes think before you react. I think
by doing that module, instead of just flying off the handle because I was getting
so many questions thrown at me, I was able to just think for a minute, like ok
I’'m annoyed and I'm frustrated now, but at the same time step back for a few
seconds and just think, why am I annoyed and frustrated, because they are
asking questions, is that not a good thing? Yes it is, so it not the pupils’ fault, it
is my fault for not managing how many questions they are allowed to ask or the
way they ask questions, so I think it was good like that. (22E: 97)
Another student also indicated his awareness of the causes of emotions. The
importance of recognising emotional progressions in himself and the pupils was
highlighted in his response. He demonstrated his understanding of emotional systems
by highlighting a view previously held by Aristotle, who discussed emotions such as
anger at length. Aristotle said that “anger is always directed towards someone in
particular” (cited in Solomon, 2000: 4).
Yes, I think it is as important for themselves as for the [pupils], recognising it in
[pupils], because if a [pupil] is getting angry, they have to be getting angry with
someone and usually if you are getting angry with someone, the other person is a
lot of the time angry with you . . . There is something to aggravate it to go to
rage it is anger there is something you need, that little thing, to elevate it to rage
and a lot of the time that is the teacher, or the task the teacher has got them to
do. So recognising it in yourself I suppose is as important as recognising it in
[pupils]. (12E: 160)
Some of these students engaged in what Caruso and Salovey (2004) refer to as
“emotional what-if analysis”. This type of analysis allows individuals to make certain

emotional predictions. A student in the experimental group demonstrated how his

knowledge of emotional changes over time allowed him to successfully predict how the
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pupils would react if they broke the piece. This knowledge helped him to plan and

prepare for this particular situation and guided his actions.

Student
Maybe a couple of [pupils’] pieces, they messed up their pieces a bit, they broke
it, and that was very disheartening for them, to have to start it again, just a
certain piece of the project . . . I was expecting it. I had it out for some [pupils]
because it would have been a very delicate piece they were working on. So in
fact, I was expecting more [pupils] to have, to make that mistake . . . I had that
piece, well not fully made, but I had the marking out of it done, so . . . it didn’t
mean they had to start from scratch again, so I had that prepared so.

Interviewer
So you kind of had anticipated those problems?

Student
Yeah, yeah. And that’s why, if I hadn’t anticipated that, their reaction probably
would have been different, too, if they had to start all over again. It probably
would have been worse, but the fact that I had the piece half ready for them
made, wasn’t so bad so that was just because I had those, I was expecting that.
(22E: 1)
Another student discussed how he used his knowledge of the patterns and progressions
which emotions follow to help determine how pupils would react. He used these
emotional predictions to manage situations and avoid confrontations with the pupils.
“Emotions have rules . . . Understanding the way in which emotions change and
transition, as well as the underlying causes of emotions, gives you the ability to gaze
into the future and to predict it with some degree of certainty” (Caruso and Salovey,
2004: 131).
Straight away they could be at the start of a confrontation or, you know, you
could be just stopping all that if you didn’t, if you could see that actually, oh,
this fella is going to go onto the next phase if I don’t approach it right, or kind
of, you know, where it could go next. (22E: 73)
These examples indicate the skills that student teachers had on teaching practice. They
are important, in that they highlight that despite the comparatively disappointing results

from the MSCEIT tests, the emotional competencies workshops made a difference to

those involved around understanding emotions.
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Manage
I don’t think, I’'m not sure, there’s debate there to deal with a lot of classroom
management issues, and maybe if you had something like that [workshops]
before going out on second year [six week teaching practice placement], I think
it might help, and that definitely helped me in fourth year. Like you can look at
things a lot more logically instead of getting caught up in it like. And it would
help if there was something like that before you go for second year TP,
definitely, yeah. (22E: 47)
Students in the experimental group expressed the view that elements of the workshops
helped them to regulate their own and their pupils’ emotions on teaching practice.
I think that it is a very positive thing for teachers to do, because it is such a big
part of your teaching, especially on teaching practice. It is very emotional, you
know yourself when a class goes wrong the smallest thing can upset you,
especially because you are so tired planning lessons, doing appraisals and
weekly observations, getting ready for supervisions, changing gear between
classes. There is so many things that you need to do, it is so easy for something
to go wrong. It is important to be aware of how you are feeling and others are
feeling. It is a big bonus to have that ability, to know how to deal with those
things on your teaching practice in particular and probably for your first few
years of teaching, when you are not established in the school. (12E: 72)
Thirteen students reported strategies that involved modifying the situation. Students
highlighted modifying and revising lesson plans, including activities in the lesson such
as group work, writing goals on the board before the lesson and modifying language
used for first year pupils. Others said they were very careful to be well prepared which
helped them to anticipate problems in advance. Students said they modified the
immediate situation by asking disruptive pupils to talk to them after class. One student
said she talked to pupils after class rather than, as she put it, “having an issue in front of
everyone like, do you know, and try and calm them down so that it won’t get out of
hand” (22E: 95). Another similarly said he tried to “avoid shouting . . . just calm them
down . . . have a quiet word with them before something gets out of hand” (22E: 47).
Interestingly this student also used language such as “level head” and “logically” in his

response. Interestingly, two students said they encouraged the pupils to modify the

situation by getting them to actively participate in lesson planning. These students
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9 Cer

highlighted the importance of using the pupils’ “input” and “opinions” or giving them
“control” to develop topics. This is important in that it highlights the strategies used by
the student teachers which are particularly appropriate for teaching. One student
reported attention deployment saying she started “ignoring the small things,” when
dealing with disruptive pupils (22E: 71). Fifteen students reported using cognitive
change strategies either before or during a situation to regulate their emotions.
Cognitive regulation strategies are regarded as antecedent-focused if they take place
early in the emotion-generative cycle (Gross and Thompson, 2007). Students
highlighted watching and analysing others, self-talk, viewing teaching as a relational art
(relating new material to previous experiences), looking at things more “logically”, a
different “outlook™ and a “controlled level head”. Students reported thinking about
situations in advance. “I could definitely say I went out with a different outlook . . . I
remember you saying what will do you do if a child does come to you with bullying and
then I thought about it whereas I don’t think I would have otherwise” (22E: 121). It is
notable that some students reported developing pupils’ communication skills and
develop their sense of perspective taking. “I was teaching them that it is important to
listen and communicate with each other, it was good to see it in action” (12E: 191).
Others similarly reported helping the pupils to see things from a different perspective,
encouraging them to express and challenge their own opinions, and helping the pupils to
relax. These examples highlight the strategies that the students used on teaching

practice, some of which were appropriate for, but not specific to, the teaching situation.

Fourteen students reported various behavioural strategies including following the
protocol of the school (and if necessary “refer it up the ladder”), giving detention,

shouting, sitting quietly (waiting for the noise to subside), sitting in a quiet area and
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writing a list of things that needed to be done. Another student discussed how she used
exercise, which according to Thayer (2001) is a key factor in the management of mood.
She highlighted the importance of balancing work and exercise while on teaching
practice.

I took weekends off and went training twice a week to just get away from it.

You have to do something. It is not all work and no play. A healthy balance

between the two. (22E: 16)
Exercise is an example of an emotional regulation strategy that is not specific to the
teaching situation, and can be used by those who are not teachers or teachers in their
personal lives as shown in this example. Thirteen students reported using cognitive
response strategies to regulate their emotions. Students highlighted self-talk, trying to
see things from the pupils’ perspective, talking to friends and colleagues and teaching as
a relational art as strategies they employed. Students also reported reflecting on their
previous experience in their post-lesson appraisals (PLA). Post-lesson appraisals are an
example of an emotional regulation strategy that is specific to the teaching situation.
While it is arguably similar perhaps to diary entries used by those who are not teachers,
PLAs focus specifically on evaluating and analysing teaching experiences. One student
discussed how she used to write about how she was feeling on teaching practice. She
reflected on her attempts to discuss these events with others; however, constraints such
as confidentiality or lack of understanding meant that it was not always a viable option.
She voiced the impression that written expression filled an important niche — it allowed
her process her feelings and reflect on how she managed the situation. James
Pennebaker has shown that people who write about their feelings can lower their heart
rate and blood pressure (cited in Caruso and Salovey, 2004). Smyth carried out a
statistical meta-analysis of findings relating to research in this area. This study shows

that written emotional expression produces significant health benefits in healthy
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participants in terms of reported physical health, psychological well-being,
physiological functioning, and general functioning.

I think at the start I was fairly emotional . . . Your brain is just so full of stuff
like and stuff you want to talk about . . . There was some instances in my class
and I used to just write for pages . . . and once I had it done, I was like oh I feel
like I’'m after talking to someone about it and I was after getting rid of it. I
didn’t want to be going home every evening, going on about it because some
stuff you shouldn't be talking about outside of school and then others what you
might see as major, they would be like oh you are grand like. That annoys you
even more because you don’t think it is fine. You are actually worried. (22E:
150)

This example is consistent with previous research by Meyer (2009), outlined in Chapter
4, which indicates that student teachers are urged to manage their emotions and conform
to professional expectations by others including their mentors (2009: 74). The example
also highlights some of the challenges faced specifically by initial teacher education
students as distinct from beginning teachers or teachers already in the profession for a
number of years. Four students expressed the view that they found the relaxation
techniques (see Appendix B) developed in the workshops beneficial, and used them on
teaching practice. Progressive muscular relaxation is one of the steps involved in a
behaviour therapy technique known as systematic desensitization (Wolpe, 1958). This
technique can be applied to help people remain more open to emotion.
I used to actually take deep breaths some days. On a couple of days I got
overwhelmed, but when I stood back and kind of took myself out of the situation
sort of thing I said “right ok, I can get through this. I know I can get through
this what I have to do”. It was when I just let things get too much on top of me,
that is when I got overwhelmed, but when I actually stepped back and said “right
I’m in control and I can take this back to where I want to” most of the time I was
able . . .  was able to use that a lot more as my teaching practice went on. [ used
that technique and it helped take a deep breath sort of thing and say it is not the
end of the world . . . T used it a good bit to help me just taking that step back,
taking the breath, kind of stepping outside you know just looking in at what is
happening. That was something that we discussed in the tutorials so it did help

but in terms of the overall experience, the relaxation, I enjoyed it in the tutorial
because you felt there was no weight in your shoulders. (12E: 160)
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This is an example of an emotional regulation strategy that is not specific to the
teaching situation and can be used by those who are not teachers or teachers in their
personal lives. Interestingly, most students who mentioned this skill specifically
discussed how they used and applied it to their teaching practice experience. According
to Thayer (2001) people resort to cognitive self-regulation of bad moods. His research
shows that when adults are faced with bad moods they try to change their thinking using
techniques such as attempting “to think positively, or they concentrate on something
else, trying not to let it bother them. They may also try to give themselves a pep talk.
Such cognitive techniques are among the most successful ways of changing mood”
(Thayer, 2001: 125). Repeating statements has been shown to be effective in changing
moods. Research carried out by Velten (1968), for example, shows that self-referent
statements can induce elation pertaining to moods. During the interviews one of the
students indicated how he used these techniques to help him relax.
Some of the techniques were useful. I remember doing it in the [workshops] like
the breathing techniques you know to get yourself relaxed and stuff like that . . .
sometime I might just take in a few deep breaths and I basically taught myself to
relax and that is what I was saying I just talked to myself saying relax just to
reassure myself. I think I kind of got that from the course . . . with the course
what we did what we experienced it was a way of showing you how to relax and
I think from all those things that I saw from what I took on board from that
course I think I was better able to relax than [ would have been normally. (12E:
3)
Two others students expressed regret that more time had not been spent during teaching
practice using the relaxation techniques developed in the workshops. As one student

put it, “thinking back on it I probably could have done with using them a few times”

(22E: 97).

Four students reported non-classifiable strategies. These students said they simply tried

to “forget about it” or “get over it”. One student, as she recalled her experiences on
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teaching practice, reflected on how she tried to suppress her emotional reaction when
supervising classes on teaching practice which she found difficult. “I didn’t really let
myself get worked up until I left the room and then kind of calmed myself. I suppose I
didn’t want to show that the students were affecting me at all” (12E: 72). “How we deal
with emotional events makes a big difference in how successful we are in achieving our
objectives, even in how we remember and process information” (Caruso and Salovey,
2004: 66). A recent study (Gross and John, 2002) asked participants to suppress their
emotions while watching a movie, while another study (Richards and Gross, 2000)
similarly asked participants to suppress their emotions while viewing upsetting slides.
These studies showed that participants who were asked to suppress their emotions
remember less information about the movie than others who were given no special
instruction (Gross and John, 2002) and remember less verbal information about the
slides than others who were asked to make the experience a positive one (Richards and
Gross, 2000). This research suggests that even if this student tried to revisit and think
about the situation at a later stage, she may not remember important details about the
event. It is possible that, by avoiding emotions, this student missed a valuable
opportunity to learn and develop as a teacher. Another student similarly said, “I didn’t
really show my emotions” (12E: 166). However, he recognised the importance of
organising the demonstrations differently, which allowed him to devote more time to
individual pupils. “It takes a good deal of energy not to feel, and this energy — mental
energy — gets siphoned away from problem solving, decision making, and being aware”
(Caruso and Salovey, 2004: 67). These examples are important in that they not only
highlight the strategies that the students used, but also show that some students in the

experimental group had arguably better and more appropriate strategies than others.
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Seven students in the experimental group highlighted the classroom management video
(see Appendix B) as one of the most influential and memorable activities in the
workshops. These students indicated that they often thought back to and remembered
aspects of this activity while on teaching practice. Many believed that they benefited
from this activity in terms of effectively dealing with discipline issues.

That video thingy with your man, that was very good. Because it showed, it
showed you how not to do it and how to do it, and I found myself doing the, you
know, keep everyone else quiet and go down and have the word without being
kind of confrontational, just kind of fix it like and walk away. I found that was,
that was probably the handiest thing I got out of it like, you know, how to deal
with the discipline and stuff. (22E: 71)

MSCEIT

All 15 students in the experimental group who discussed the feedback from the
MSCEIT remarked that they found it beneficial for teaching practice. Many of these
students gave examples of how the feedback impacted their teaching.

Yes for me there was. I could definitely say I went out with a different outlook
and I went in being more confident and I remember speaking to you that day and
you were giving just little tips even for teaching practice. Really we have no
module that tells you what is really going to happen out there. You don’t until
you try it and I remember you saying what will do you do if a child does come
to you with bullying and then I thought about it whereas I don’t think I would
have otherwise. Even working with that group like everyone got on very well
now to this day you would have a better relationship. I’'m definitely more
confident and sure if you know a bit more about yourself I thought that was
good for me anyway going out. (22E: 121)

Some indicated the importance of discussing the feedback. As one student put it:

I think that we all got the hour was good because we got proper feedback and we
got to talk to you about things instead of maybe on a sheet or whatever. I don’t
think I would have paid as much attention to it if I was just reading it from a
sheet. So I think that the feedback was good and I think it was best that it was
related to teaching . . . Well I enjoyed the course but I think it was more the
feedback telling me that I am good at it. I remember feeling throughout the
course that I am doing well, but I needed to know at the end, that yes you did do
good in this area and not so good in this area. I think it was the feedback that
made me know yes I am able to do this. I felt that at the end I knew how I did
throughout. (12E: 72)
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Mixed reviews were evident as to whether the feedback should have been given to
students directly after the workshops or before they went out on teaching practice.
However, most indicated that they would have liked a reminder of their results and how
to interpret them, perhaps in the form of a short seminar, before they went out on
teaching practice.

It would have been beneficial if you told us before we went out on TP or give
them a refresher because you would forget some of it. (12E: 191)

Summary Section 1

In terms of identifying emotions, students discussed an awareness of facial expressions
on teaching practice. However, as indicated by their responses students were more
likely to highlight an increased awareness of the facial expressions of others rather than
themselves. Students tended to highlight activities in the workshops (for example, the
classroom management video and storytelling from teaching practice) which involved
identifying and analysing the facial expressions of others as important in terms of
developing this skill. It may be, therefore, that it was these activities that led to their
skills and capacity to identify pupils’ facial expressions on teaching practice. Students
also highlighted an increased awareness of their own and other people’s body language
on teaching practice. Interestingly, students again highlighted the same activities in the
workshops (the classroom management video, storytelling from teaching practice and
the group work) as important in terms of developing these emotional skills. Students in
the experimental group highlighted an increased awareness of their own tone of voice
and of the tone of voice of others on teaching practice. Students were more likely to
attribute the development of this skill to various activities in the workshops but were

more specific in giving examples of how it impacted their teaching.
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While many students demonstrated a vague awareness of how emotions can enhance
thinking, nobody directly highlighted which emotions were associated with success in
different types of thinking tasks. Students were more likely to indicate that pupils’
moods changed at particular times of the day. Some indicated that activities in the
workshops, such as the match the mood to the task activity, had made them more aware
of this emotional issue. While a number of students indicated that they tried to see
things from another perspective on teaching practice, students tended to be vague in
articulating how they shifted perspectives. It was evident from their responses that
some failed to generate emotions which would allow them to truly experience their

pupils’ perspectives.

The qualitative findings indicate that the emotional competencies workshops made a
difference to those involved around understanding emotions which impacted their
teaching. Students indicated that they were more aware of the relationships and
transitions between various emotions in relation to themselves and others. They
highlighted activities in the workshops such as the emotional literacy and classroom
management video as important in terms of making them more aware of emotional
progressions on teaching practice. Students were more likely to focus on basic
emotions such as anger, happiness and sadness with some demonstrating a limited
emotional vocabulary, which may have inhibited their reasoning about emotion.
Students also demonstrated some understanding of the causes of emotions, and an

ability to engage in emotional what-if analysis.

Students reported strategies that involved modifying the situation such as modifying

lesson plans, including activities in the lesson such as group work, writing goals on the
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board before the lesson and modifying their language. Others said they were very
careful to be well prepared which helped them to anticipate problems in advance.
Students also said they modified the immediate situation by asking disruptive pupils to
talk to them after class. These are examples of emotional regulation strategies that are
appropriate and specific to the teaching situation. Many students reported using
cognitive change strategies either before or during a situation to regulate their emotions.
Students highlighted watching and analysing others, self-talk, viewing teaching as a
relational art (relating new material to previous experiences), and viewing situations
more logically or with a different outlook. Students also reported thinking about
situations in advance. Others reported helping the pupils to see things from a different
perspective, encouraging them to express and challenge their own opinions, and helping
the pupils to relax. These are examples of emotional regulation strategies that are not
specific to the teaching situation, and can be used by those who are not teachers or
teachers in their personal lives. Students reported various behavioural strategies
including exercise, following the protocol of the school, giving detention, shouting,
sitting quietly, sitting in a quiet area, and writing lists. Students also reported using
cognitive change strategies such as self-talk, trying to see things from the pupils’
perspective, talking to friends and colleagues and teaching as a relational art. Students
also reported reflecting on their previous experience in their post-lesson appraisals.
Some reported non-classifiable strategies such as trying to “forget about it” or “get over
it”. These examples are important in that they not only highlight the strategies that the
students used, but also show that some students in the experimental group used arguably
better and more appropriate strategies than others. Students expressed the view that
they found activities such as the relaxation techniques and classroom management video

beneficial and used them on teaching practice. This is important in that it highlights the
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activities in the workshops that students believed were particularly useful and indicates

that the workshops did make a difference to those involved around emotions.

Students in the experimental group, who discussed the feedback from the MSCEIT,
remarked that they found it beneficial for teaching practice with many giving examples
of how it impacted their teaching. Students indicated the importance of discussing the
feedback and highlighted the need to recap on their results before going on teaching
practice. Importantly, the findings also indicate that students in the experimental group

benefited more from the feedback because of their involvement in the workshops.

Section 2 Control Group 1

This section aims to present the main qualitative findings from 10 interviews with
undergraduate student teachers in control group 1. Students in this group were
administered the MSCEIT pre-intervention (test 1), did not participate in the emotional
competencies workshops, and were administered the MSCEIT again post-intervention

(test 2).

Perceive

While discussing this component, some students in the control group discussed an
awareness of various skills relating to themselves and to others. One student discussed
an awareness of his own tone of voice on teaching practice. He believed that the pitch
and tone of his voice helped him to maintain discipline in the class. He discussed how
he experienced classroom management difficulties on second year teaching practice.
These experiences led him to adopt a more authoritarian approach and consider the tone
of his voice on fourth year teaching practice.
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On second year when I started off, I don’t think I started off strong. I kind of
lost the, lost one group especially straight away, you know. I never had good
control over them and that obviously affected my six weeks. This time, I was
very aware of my voice, keeping good discipline; you know, from the start, you
know, kind of laying down authority. (22E: 197)
Two students discussed an awareness of their own body language on teaching practice.
One student vividly recalled how he thought about his posture. For this student body
language was related to classroom management issues as he talked about the importance
of having a “presence” in the classroom.
I thought about how it’s, I can’t really put it into words, to be honest. Just, I
thought about what way, say I walked, or was I hunched over like this or, like I
think you have to have a certain amount of presence in the class. So if you’re
walking in all meek, you could be walking, you could be maybe showing that
you’re, is your teaching going to be meek. Like are you going to be strong
enough to stand up and lead in front of everyone else? So I was aware of it,
yeah, walking in and walking in relaxed, yeah, that would have been, aware of
walking into the class relaxed and standing up. (22E: 53)
Two other students discussed an awareness of the pupils’ body language on teaching
practice. One of these students indicated that the feedback he received from the
MSCEIT encouraged him to think about it.
Yes I suppose just from what we had done form the interview last semester and
the feedback that we got. It definitely made me think more about it . . . If you
look down and somebody is slouched over on the desk, without ever asking you
know that I’'m not going to get his best, so how do I get ninety-five percent out
of this guy, and I definitely thought about that more because of what we had
done last semester. (22E: 169)
This example is important in that it shows the process of receiving feedback from the
MSCEIT provided students in the control group with the opportunity to engage with
emotional issues. Two students indicated an awareness of their own facial expressions
on teaching practice. One student voiced the impression that her facial expressions

occurred spontaneously. “The true, felt expressions of emotion occur because facial

actions can be produced involuntary, without thought or intention” (Ekman, 1992b:
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123). However, according to Ekman (1992b), facial expressions can also occur
deliberately because there is voluntary control over the face.
Yes, I suppose I used facial expressions . . . in PE like when the kids were
performing dance or gymnastics routines, I would have a big smile on my face
or something . . . I don’t think it is something that you plan to do, it is something
that you just do. (22E: 140)
This example highlights the student’s arguably limited awareness of the various
components of emotion (as discussed in Chapter 2). Another student voiced the opinion
that he could identify emotions accurately. However, people can be misled by others
expressing emotions that they do not actually feel. According to Ekman (1992b) an
experiment showed that people were not able to detect when student nurses were lying
or when they were telling the truth. Those who saw only the facial expressions and
were asked to make one judgement — honesty or deceit — did worse than chance (which
would be 50 percent) in spotting which was which (that is, they rated the students as
honest when they were lying).
It is more something within yourself, within your own head; it is not something
you can learn. It is within yourself . . . You are able to tell when someone is
angry, or when someone is sad, or someone is not feeling well. I wouldn’t think
that was a big thing for me. (22E: 194)
This response demonstrates the student’s limited knowledge of current research
pertaining to emotion. In turn, the findings suggest gaps in initial teacher education
programmes in addressing some of the current research on emotions. Four students
indicated that they thought about other people’s facial expressions on teaching practice.
As one put it, “Yes you would know from some kid’s facial expression that they don’t
have a clue what is going on or they might be afraid to do something . . . .They just have
blank faces” (22E: 140). Three students indicated that skills such as recognising

emotions should be developed further with one partially faulting her teacher education

programme for not better preparing her in terms of developing these skills. One student
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indicated that taking the MSCEIT and getting the feedback made him more aware of
other people’s facial expressions. “Yeah, I became aware of colours and the facial
expression thing and how much you can read a situation by someone’s facial
expression.” (22E: 53). Another student voiced a similar opinion indicating that getting
the feedback made him think about facial expressions but also highlighted the difficultly
in concealing emotions. “Like I can come in here and say whatever I want to say really,
but you can’t hide or you can't fake how you feel about something, because it will come
true every single time” (22E: 53). Research carried out by Ekman (1992b: 129)
supports this point. He shows how micro expressions and squelched expressions are
important sources of facial clues to deceit. These expressions provide a picture of the

concealed emotion, but can sometimes be missed.

Use
Seven students outlined a vague awareness of how their own moods affect thinking and
teaching. Four outlined how negative moods affected them during the lesson and in
some cases for the remainder of the day. As one student put it, “then something just
throws you off completely like and that is it. The negative stays with you . . . and that
really does affect your day . . . I would still be thinking about that one class that didn’t
go well” (22C: 140). Nine students said they tried to consider how their pupils’ moods
affected their thinking. Some students recalled how they tried to anticipate the students’
moods and use this information when planning activities. Some recognised how moods
could enhance thinking in different types of tasks. One student said:
I [had] class like late Friday afternoon, and they were just, their minds were
anywhere but on that class, it was the last class. So, like I knew their mood, you
know, like you had to anticipate that like so what we used to do a lot of the time

was just do like tape work for that time because they actually would work at
that. (22C: 18)
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This is important, in that it highlights that students may have developed this vague
awareness of how moods affect thinking from becoming a teacher generally. It may be,
therefore, that students in the experimental group developed an awareness of how
moods affect thinking from the activities in the workshop and also from becoming a
teacher more generally. One student highlighted the difficulty she experienced when
trying to sequence some of the activities. “I thought my planning sometimes just wasn’t
in the right sequence, the activities were at the start when they should have been at the
end kind of thing” (12C: 17). She indicated that she often changed the order of
activities during her lessons but did not articulate whether she attempted to match the
mood of the class to the task or consider methods of generating moods associated with
types of thinking tasks. This example is consistent with previous research, discussed in
Chapter 4, which recognises the need to better prepare student teachers to meet the
challenges associated with the profession (Brookhart and Freeman, 1992; Fullan and
Stiegelbauer, 1991; Goodlad, 1990; Kagan, 1992). It is important for students to be
aware of the connections between emotions and cognitive processes when trying to
match emotions with particular tasks. Another student indicated a keen awareness of
the difficulties of getting pupils into the right moods. She believed that pupils’ negative
emotions were counterproductive and finding ways to change them was important.

You just have to seem enthusiastic in what they are doing and try and take them
out of moods if they are cross or if they are just tired or angry. (22C: 140)

This again highlights the student’s limited knowledge of current research, which for
example, suggests how various moods can influence different types of problem solving
(see for further discussion Palfai and Salovey, 1993). Another student similarly
highlighted some of difficulties he experienced when planning his lessons. He outlined
that he tried to think about the students’ moods but recognised that he needed to devote

more time and effort to planning.
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It was just about getting it down on paper. That was an issue I have, just
something I have to work on . . . it was a head thing driving to work I found that
I would plan a lot of stuff in my head like. (22C: 169)
Another student saw unrealised potential. While recognising the value of learning about
emotions and how they can affect thinking, he was critical of the limited importance

that had been placed on developing such skills in the course. As he put it, “it’s there but

it’s not always evident to you” (22C: 53).

Seven students said they tried to see things from the pupils’ perspective. However, for
some this involved identifying with the pupils, by assuming they could relate to similar
experiences, rather than truly seeing it from another perspective. As one student said, “I
know where their social background was and stuff, so I could identify with what issues
they might have been possibly coming to school with” (22C: 53). This example
highlights the student teacher’s awareness of the uncertain emotional lives that many
young people live (Day and Qing, 2009). Another indicated that he needed to develop
the skill further. He outlined his difficulty in seeing things from a different perspective
especially when teaching subjects where he typically excelled.
I suppose that was one problem I had because I was always good at PE, so
maybe [ wasn’t able to have empathy for people that were not trying and just,
who just didn’t care about PE, and just weren’t willing to put in an effort, even
though it was for their own benefit and their health. Maybe that is one place
where I didn’t use it that well. (12C: 194)
This, arguably, suggests gaps in initial teacher education programmes in preparing
student teachers to meet the demands associated with the profession. Three students
voiced the opinion that they had developed the skill through teaching practice or part-

time work. Some faulted their teacher education programme for not developing such

skills. “I think some people have it naturally, anyway for my part time job . . . I think I
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would have more of it from working through that, than what I’ve gained through

college” (12C: 17).

Understand
Seven students indicated a vague awareness of how their own emotions changed over
time.
I would find myself just getting angry all of a shot, just increasing the tone of
my voice and just warning them you know, it would not have been serious . . . |
would be pretty well able to calm myself in that situation because they would
usually quieten down and the class would continue. (12C: 194)
Most of these students referred specifically to anger in their response. Possible reasons
for this are outlined by Caruso and Salovey (2004: 51): “Emotion-laden memories are
recalled better, and over longer periods of time, than are memories that are less intense.”
Only one student discussed emotional progressions in relation to happiness. Research
shows that emotion can influence what we pay attention to and how we think,
remember, and make decisions (Gohm and Glore, 2002).
Again there was some days that you might go in, in a bad mood the odd day you
find that and one of the students might say something or you just end up nearly
like you turn round to the board and are nearly laughing and your mood would
change, it was in a good and a bad way. (22C: 50)
One student did articulate a more complex understanding of emotional progressions and
was able to somewhat predict how he would feel if his emotions continued to intensify.
He outlined how he used this information in his decision making. It is important to note
that this student engaged in self-directed learning regarding emotional intelligence
before going out on teaching practice.
I said to myself, now the next stage after, I might be feeling a bit, I felt
undermined, and the next stage would be, say, trapped, and then is it going to

lead onto anger, and that’s what I didn’t want so I said, OK, stop this now.
(22C: 53)
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Seven students indicated that they considered how the pupils’ emotions changed over
time. Another highlighted the difficulty in recognising emotional progressions due to
her limited exposure to the pupils. “I had PE once a week . . . So it was kind of hard in

that way to kind of get to know those [pupils]” (22C: 50).

One student indicated her difficulty in understanding the cause of emotions. As she put
it, “I just couldn’t understand it, one minute they might be fine and then something just
kind of snaps. They just change completely like” (22C: 140). Another recalled a
teaching experience where she recognised a pupil’s attitude had changed but
demonstrated limited understanding of the cause of these changes. “It seemed to
improve the last two weeks of teaching practice. It improved so I figured obviously
maybe she turned a corner or something I don’t know” (12C: 17). One student
recommended a greater emphasis on emotional progressions in the course. It is the
language that this student uses that is interesting:

People mightn’t be aware of the increments that they go through within

emotional states or, so I think it would be beneficial to know a bit more about it .
.. it helps you to read situations. (22C: 53)

Manage

Six students in the control group reported difficulties in regulating their emotions on

teaching practice.
Switching off was fine, switching back on to do lesson plans was the problem. .
.. I felt sometimes it was harder to switch back on and get thinking again about
the activities that I was doing. (12C: 17)

“Doing lesson plans” is a particular student teaching experience and also, as evidenced

by the students’ responses, a source of considerable stress on teaching practice.

Students discussed a variety of antecedent-focused (preventative) strategies used to
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regulate their own emotions which can be classified according to Gross’s categories of
modifying the situation, attention deployment, and cognitive change. Students recalled
strategies that involved modifying the situation. One student reported modifying her
lesson plans and bringing in activities earlier to get “the girls thinking and working
faster” (12C: 17). Two other students similarly reported modifying their lessons plans
to include fun or innovative activities to help motivate the pupils. One indicated that it
often involved spending more time preparing for her class, in particular those involving
mixed ability pupils. Three students said they tried to modify the situation by asking
disruptive pupils to talk to them after class. Students reported using these techniques to
defuse the situation and prevent negative emotions from escalating in the immediate
situation. One student reported using attention deployment strategies to help regulate
their emotions in the immediate situation, remarking that she ignored pupils’ minor
behavioural infractions unless the behaviour was intimidating for others in the class.
These are examples of emotional regulation strategies that are specific to the teaching
situation and are also used by teachers in the profession for a number of years (see for
example Sutton, 2004). Four students reported using cognitive change strategies to
regulate their emotions. Students highlighted self-talk, trying to see things from the
pupils’ perspective and focusing on one thing at a time as strategies they employed. It
is important to note that at times it was difficult to classify cognitive strategies as either

antecedent-focused or response-focused.

Students used a range of response-focused strategies to modify the emotional

experience, expression or physiological response. Nine students reported the use of

various behavioural strategies including shouting, raising their voice, exercise (e.g. golf
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driving range), giving extra homework and reporting pupils to the year head. For
example a student said,
the noise would increase in the room a lot, all of a sudden, and maybe I would
find myself, just getting angry all of a shot, just increasing the tone of my voice
and just warning them you know. (12C: 195)
Two students reported physically stepping back from the situation and pausing as
strategies used to aid emotional regulation. Previous research (for example Parkinson,
Totterdell, Briner and Reynolds, 1996) has reported the use of such behavioural
strategies which indicates that, while the context may be different, the strategies are
obviously not specific to teaching and can be used in different situations where
individuals wish to regulate their emotions (cited in Sutton, 2004). Four students said
talking with pupils was a strategy they used to modify the experience. Students also
highlighted the importance of regulating their emotional expression. Four students
reported attempts to conceal their emotions. As one student put it, “you definitely had
to deal with anger and whatever like, but try and not let it show” (22C: 18). While all of
these students spoke specifically about regulating negative emotion, or “putting on a
front” (22C: 18), one said she also “down regulated” (Bonanno, 2001) positive
emotions and attempted to conceal her expression. Students also expressed regret
relating to their failure to conceal their emotional expressions. A student said,
[T] remember one class and I was really frustrated and someone even said to me
you showed that you were really frustrated in that class and I was like yes. So
obviously didn’t deal with that well because the [pupils] could see that I was
frustrated and that I was annoyed . . . After that class I was like ok that can’t
happen again. (22C: 110)
Some students did articulate why they regulated their emotional expression. One
student believed it wasn’t “fair” to take it out on the pupils. Another held the opinion

that regulating his emotional expression prevented him from appearing “weak” and

made him more effective. Sutton reported a similar statement from a teacher who said,
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“This one class I have to really come out and be another whole person. I have to mask,
and it’s not really me; I have to be somebody else” (Sutton, 2004: 392). These
examples are important in that they highlight that some students in the control group
had arguably better strategies than others and some used strategies that are more

appropriate for the teaching situation.

Eight students used cognitive response strategies including reflecting on their previous
experience. Some students engaged in this activity through self-talk while others used
their post-lesson appraisals (structured reflections as part of the course requirement).
Other strategies included shifting perspectives. This involved, as one student put it,
coming into “proper teacher mode” and for others trying to see things from the pupils’
point of view. Students also reported discussing their experiences with parents and
other teachers. Some used this strategy as a means of venting, “even if they weren’t
listening I would still be telling them about it” (22C: 140). Others indicated that it
helped them to put things in perspective. Three students highlighted the importance of
taking pupils behaviour and comments less personally. The language used by one of
these students is particularly interesting; as she put it, “you can never let it get to you or
you’ll just go on a killing spree” (22C: 162). However, the remaining two students
highlighted the difficulty in using this strategy.
I would be going home thinking about it and you would be thinking about it on
and on. I think I just took it too much to heart sometimes. Sometimes I know
you should just forget about things and move on to the next stage but it kind of
builds up a bit. (22C: 162)
This is consistent with a number of other studies which report anxiety experienced by

beginning teachers (Bullough et al., 1991; Erb, 2002; Lortie, 1975; Tickle, 1991). Two

students did not articulate how they regulated their emotions. These interview
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responses were coded as non-classifiable. As one explained, “I would just get over it”
(22C: 162). The other said:
To a certain extent I would have put my emotions to the side . . . I would have
said grand, I have to do this, just get on with it and do it. That would have been
personally me. (22C: 50)
Another similarly voiced the impression that he used response-focused strategies
saying, “if somebody slipped out of order, I came down on them like a ton of bricks and
that was it, perfect class” (22C: 162). This is important, in that it highlights some of the
differences which emerged between the experimental and control groups. The example
shows that while students in the control group were able to describe the strategies used,
some strategies were obviously less appropriate than others. Some students expressed
regret when reflecting on their response to certain situations.
I probably felt that I could have maybe made sure, because she was one that
stood out with all the questions that she didn’t really get it straight away as fast
as the other girls, so I felt that I should have done a bit more. (12C: 17)
One student questioned whether the programme adequately prepared students in terms
of emotional regulation. The example also highlights the “sink-or-swim” (Lortie, 1975)
approach for beginning and preservice teachers’ induction into teaching.
All you’re told is never get into confrontation with a pupil within the classroom,
never lose your temper, never raise your voice. But sure, you’re not actually
told how to deal with it yourself. (22C: 162)
Such examples further support recommendations to better prepare student teachers by,
for example, Flores and Day (2006) who suggest more opportunities to experience,
understand the tensions between, and subsequently reflect on personal biography and
cultural contexts of schools (cited in Meyer, 2009). However, two students experienced
difficulties in regulating the pupils’ emotions. One said, “I don’t think I really thought

about them as much” (22C: 140). The other said at times she didn’t know how to

regulate the pupils’ emotions, “I didn’t know how to handle it” (12C: 17). These
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responses are interesting and again highlight some of the differences which emerged

between those involved in the workshops and those who weren’t.

MSCEIT
All 10 students in the control group reported that taking the MSCEIT and receiving
feedback was beneficial for teaching practice, with many giving examples of how it
impacted their teaching.
I think anyone who’s in the tests are so fortunate like and lucky because I
wouldn’t, because I don’t think I would have been as aware of all those skills
and all the kind of emotions, the cognitive aspect of it if I hadn’t have, if we
hadn’t have had that chance, you know, the chance to do it last year. I really
don’t think I would have been analysing like everything in the same way,
definitely not. (22C: 18)
Four students indicated that they became more aware of emotions in terms of
themselves and others. Some outlined they had a better understanding of themselves
and their pupils. Three students said they were more aware of emotional expression.
Two indicated that the feedback made them more aware of their pupils’ facial
expression, body language and gestures on teaching practice. The other student said she
thought about how she expressed her emotions. One student said he considered
emotional progressions while another tried to shift perspective and see thing from the
pupils’ point of view.
I have to remember that other people think differently so that was good I thought
on teaching practice it let me ok I think they should do it like this but they think
they should do it like that so they are allowed to think like that. So I kind of
stood back a bit like that. Whereas before maybe I would be like no, do it this
way. That was good. (22C: 110)
One student said the feedback encouraged him to think about the difficulty in

concealing emotions. He said,

you can’t hide or you can’t fake how you feel about something because it will
come true every single time. (22C: 169)
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Finally, four students said they considered the positive-negative bias scores from the
MSCEIT. The positive-negative bias score indicates the individual’s typical tendency
to assign more or less positive or negative emotion to the pictorial stimuli (Mayer ef al.,
2002b). These students said the result from the MSCEIT encouraged them to consider
their tendencies to focus on positive or negative emotions while teaching. For example
one student said,
one thing I found out was that I might have a tendency to zone in on my, like the
positive, the kind of upbeat, positive [pupils], the bubbly ones. So I was
definitely aware of that, and like, even the first week I found that I was doing
that without actually realising it so I actually, you know, had to think about it
and process it . . . By just like recognising, by being aware of it. Like I said like,
the fact that I had the tendency to zone in on positive [pupils] and maybe miss,
like what was going on, you know, missing other aspects like of the class and
like how all the other [pupils] were feeling. Like whereas like just taking the
few bubbly [pupils] and saying, oh well, they liked that so that went well, you
know, so I don’t know, it’s just more critical than anything, definitely. (22C:
18)
Future research should perhaps explore the relationship between individuals’ positive-

negative bias scores and teaching. These findings are important, in that they highlight

that students learned a bit about emotions from the MSCEIT.

Summary Section 2

While discussing the first component, identifying emotions, few students in the control
group discussed an awareness of various skills relating to themselves and to others on
teaching practice. The findings suggest that the process of receiving feedback from the
MSCEIT provided these students with an opportunity to engage and made them aware
of emotional issues. Some responses demonstrate students’ limited knowledge of
current work pertaining to emotion. In turn, the findings suggest gaps in initial teacher

education programmes in addressing some of the current research on emotions. This
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view is supported by students who indicate that such skills should be developed further

in their teacher education programme.

Students outlined a vague awareness of how moods affect thinking. The findings
highlight that students may have developed this awareness from becoming a teacher
generally. It may be, therefore, that students in the experimental group developed their
awareness of how moods affect thinking from the activities in the workshop and also
from becoming a teacher more generally. Students outlined that they tried to see things
from the pupils’ perspective. However, for some this involved identifying with the
pupils, by assuming they could relate to similar experiences, rather than truly seeing it
from another perspective. A student highlighted the difficulty she experienced when
trying to sequence some of the activities while another failed to recognise the utility of
negative emotions. The examples demonstrate students’ limited knowledge of current
research in the area. These findings, coupled with students’ responses relating to the
limited importance that had been placed on developing such skills in the course, in turn
highlight some of the gaps in initial teacher education programmes in addressing such

research.

Seven students indicated a vague awareness of how their own emotions changed over
time. Most of these students referred to anger in their response, with some highlighting
the difficulty in recognising emotional progressions. One student said it was due to her
limited exposure to the pupils while another indicated her difficulty in understanding
the cause of emotions. One student, who had engaged in self-directed learning

regarding emotional intelligence before going out on teaching practice, reported a more
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complex understanding of emotional progressions. Another recommended a greater

emphasis on emotional progressions in the course.

Students recalled a range of antecedent-focused and response-focused strategies which
they used on teaching practice. Some emotional regulation strategies are specific to the
teaching situation while others are not specific to teaching and can be used in different
situations where individuals wish to regulate their emotions. Six students in the control
group reported difficulties in regulating their emotions on teaching practice. Students
highlighted the difficulty in taking pupils’ behaviour and comments less personally and
in regulating their pupils’ emotions, with one student questioning whether the
programme adequately prepares students in terms of emotional regulation. Also the
findings show that differences emerged between the experimental and control groups.
While students in the control group were able to describe the strategies used, some
strategies were obviously less appropriate than others, with some students expressing

regret when reflecting on their response to certain situations.

All 10 students in the control group reported that taking the MSCEIT and receiving
feedback was advantageous, with many giving examples of how it impacted their
teaching positively. Students indicated that they became more aware of emotional
progressions, concealing emotions, seeing things from the pupils’ point of view,
emotions, positive-negative emotional bias, and emotional expression (including pupils’
facial expressions, body language and gestures). These findings suggest that students

learned a bit about emotions from the MSCEIT.
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Section 3 Control Group 2

This chapter aims to present the main qualitative findings, originating from 10
interviews with undergraduate student teachers in control group 2. Students in this
group did not participate in the emotional competencies workshops, and were

administered the MSCEIT only once post-intervention (test 2).

Perceive

While discussing this component, some students in control group 2 discussed an
awareness of various skills relating to themselves and to others. One student reported
an awareness of the pupils’ tone of voice, while another discussed an awareness of her
own tone of voice. Two other students reported an awareness of both on teaching
practice in certain situations.

You would be aware of it from the point of view if you were getting angry or
frustrated, you would not want to shout at them or let it out with them. (22C2:
63)

Another two students reported an awareness of the speed at which they spoke. Both
said others (for example, their teaching practice supervisors) had indicated that they
spoke very quickly and needed to slow down. One student said, “I do talk quite fast
anyway, [’ve been told, so I’ve been trying to slow that down” (22C2: 115) but did not

articulate how.

One student indicated an awareness of his own and a pupil’s facial expressions on
teaching practice.
One kid we had to deal with safety and I was talking to him outside the

classroom and he was so scared, he was like, just don’t tell my parents and you
could really see fear in his eyes. (22C2: 40)
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Three said facial expression wasn’t something they thought about. As one student put
it, “it wasn’t something that I’d be analysing or sitting down thinking about afterwards.”
(22C2: 115). One of these students explained why he didn’t think about it, saying it
was important to show the pupils that he was human.
I think it is important to show pupils that you are human and you are just like
them other than you are doing this job . . . I didn’t think about that, it just
happened. (22C2: 164)
Sutton (2004) similarly reported teachers in her study that talked about “being real”.
Five students reported an awareness of their body language on teaching practice in
certain situations. One student vividly recalled how she was conscious of her body
language when checking the pupils” homework. She expressed the view that her body
language related to how approachable she was.
A little bit when I was going round checking if they had their homework done,
stuff like that, the way I did that, I was conscious of that like . . . For the kids to
ask questions, I felt it much easier when I was right beside them. My body
language to them, yes you do have to change it a bit to make you more
approachable. (22C2: 12)
One of these students reported that she was “semi-conscious” of her body language, but
that it happened naturally. She said she didn’t plan or analyse it. Three students
indicated that their body language was not something they were aware of on teaching
practice. As one of these students put it, “I didn’t really think about it” (22C2: 38).
Five students reported an awareness of the pupils’ body language on teaching practice.

For example, a student said,

their slouching and them not showing any interest. So I would be more aware of
their body language I think. (22C2: 63)

Another student did not articulate how he recognised the pupils’ emotions but just said,
“you kind of know” (22C2: 167). These findings are important, in that they highlight
some of the differences that emerged between students in the experimental and control

groups.
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Use
Eight students reported different ways in which their moods affected them on teaching
practice. These included their relationships, how they interacted with the pupils and the
pupils’ moods. One student said it was important “not to let it affect you” (22C2: 38).
He said he tried to move on and not let it affect the remainder of the lesson. Another
said when she got tired she got more “emotional” (22C2: 63). She recalled an
experience where, after reflecting on her lesson, she later apologised to her pupils
because she was in a bad mood as result of an earlier encounter. She expressed regret
over her actions because as she said, “it was nothing that they had done.” (22C2: 63).
Another student reported an awareness of how her moods affected her lessons and
planning. She said when she felt tired she sometimes modified her lessons so that the
pupils were doing activities that she found easier:
if you are not feeling well or whatever, you don’t want to be going home facing
into corrections for the night . . . Give them a shorter test so you could do the
corrections at the end of class. (22C: 184)
However, for some, thinking about their moods was not their primary focus on teaching
practice.
When I was going on TP I was thinking about my inspections, my lesson plans,
activities to do, learn the kids’ names rather than my mood going into lessons or
how I'm feeling going into lessons. It was more the academic side of it like.
Getting results out of teaching practice. I suppose what I was thinking going
into teaching practice was my QCA and trying to get it up a little bit. (22C: 12)
This highlights the exam-centred approach, as discussed in Chapter 6, which dominates
Irish post-primary education experiences as outlined by O’Flaherty and Gleeson (2010).
This student reported awareness that she became anxious when she wasn’t sure if pupils
understood the content and had to go “backwards” (22C2: 12). According to Sutton and

Conway (2002) thwarted academic goals can be a source of negative emotions for

teachers (cited in Sutton, 2004). After reflecting on the experience during the interview
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she said that she realised her mood “was making it even worse”. Some students
reported how their moods impacted on their pupils and voiced the impression that
moods were contagious.
Like if I came in enthusiastic and in a good mood, they automatically get in a
little bit of a good mood and start to think about things, and start to answer and
ask their own questions, whereas if I am in a bad mood going through the stuff,
they are like “this is crap!” (22C2: 12)
Three students said they didn’t consider the pupils’ moods on teaching practice. As one
student put it, “I never really thought about it until now.” (22C2: 40). Six others
discussed the different ways they considered the pupils’ moods on teaching practice.
One student said she considered the pupils’ moods and energy levels at certain times of
day, which then impacted her planning. For this student, considering pupils’ moods
was in conflict with her pursuit of academic goals. She said:
But you can’t let it take over either, you know, there’s curriculum to be covered
and there’s things that you have to do, and just because it’s the last class on a
Friday evening doesn’t mean that you’re going to let them get away with more,
it doesn’t mean that you’re going to, you know, not get as much work done.
(22C2:5)
One student said, while discussing how moods were associated with particular types of
thinking tasks during the feedback from the MSCEIT, it was an area she needed to
consider further when planning lessons. Another said, “I didn’t think of that too much
when [ was kind of planning lessons” (22C2: 40). She, like the student earlier,
highlighted her focus on the academic lesson. Another student said that while he
believed certain moods were associated with particular types of thinking tasks, some
things were “black and white on the paper, it is in the syllabus, it has to be learned and
that is just the way it is” (22C2: 164). One student discussed how pupils’ moods could

impact on the lesson negatively. She said that she tried to change their moods because

pupils are “more willing to work” and “learn better” when they are happy (22C2: 115).
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For another student, considering the pupils’ moods involved anticipating when they

were likely to be disruptive due to extra-curricular distractions such as sporting events.

Six students discussed how they used empathy on teaching practice. Three said they
used it when planning lessons. This involved, for some, trying to imagine things from
the pupils’ perspective without talking directly to the pupils, and for others
remembering back to when they were pupils themselves. For two students, empathy
involved allowing the pupils to talk. Another said some people “naturally” empathise
with others and reported that she generally did. She gave an example from her teaching
practice where she used the skill, which for her involved finding out about the pupils’
backgrounds, by speaking with other members of staff. One student said she sometimes
forgot about using empathy, while another reported that it was a something he needed to

work on.

Understand

Six students discussed a vague awareness of emotional progressions in relation to
themselves. Five of these students discussed experiences where they were conscious of
their emotions changing, most of which related again to negative emotions such as
anger. For example, a student said,

but even as the class went on I should have, I shouldn’t have, I got negative, you
know, I started panicking, and the class had started pretty OK. (22C2: 146)

Another student similarly described an experience where she became annoyed because
of a pupil’s behavioural infraction.
I had one [pupil] like that and she really got on my nerves. I would tell her not

to do something and she would insist on doing it, just because I told her not to
do it and that really did annoy me. (22C2: 184)

286



One student reported it wasn’t something he thought about while another said it “would
be good to be conscious of it” (22C2: 63). Seven students indicated that they
considered how the pupils’ emotions changed over time. Two of these students said
they only noticed it in extreme cases; as one put it, “a lot of the time you are just
focusing on your lesson rather than your students” (22C2: 164). The other four
similarly said they only noticed it in certain situations.
I noticed it on very few occasions I have to say, maybe if they were doing a
project and they did something wrong, you could see they were a bit sad or
something, or if they got angry they would just throw the tools down and just sit
there in disgust. I could see that, but I have to say I wouldn’t really have noticed
if they had other than dealing with a project. If I could see they made a mistake
I would understand it and I could see their emotions change. (22C2: 40)
One student reported the pupils “were pretty much the same usually in each lesson.”
(22C2: 63). Another said she noticed how the pupils’ mood changed and that “any little
thing seems to change the mood” (22C2: 115). However, many of these students did

not articulate the relationships between various emotions or how emotions transition

from one stage to another.

Five students reported attempts to understand the cause of pupils’ emotions, by talking
with the pupils and other teachers, to find out about their background or reasons for
their behaviour. These students said this information helped them to anticipate how the
pupils might behave and in some cases changed the way they interacted with the pupils.
As one student put it, “I would have been more lenient” (22C2: 40). However, some
students rationalised the pupils’ behaviour differently. One student said that while the
junior classes were “more enthusiastic and more eager”, the senior classes generally
appeared “tired” and had an “apathetic attitude” towards the class and that “it didn’t
really change greatly” (22C2: 63). Another student reported his difficulties with a “very

temperamental” pupil. When asked if he thought about why the pupils might be
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reacting that way he said, “it was just his personality, it was the same way in every
class” (22C2: 167). One student also said she had to be aware covering certain topics
not to let the pupils “get too much emotionally into it because they would end up
arguing with each other.”
If you brought out too much emotion it caused an explosion in your class. When
you are covering certain topics you have to be careful not to go too far into
them, because some kids you never know what is going on behind them. They
might feel emotional about different things. (22C2: 12)
Three students recognised if they were tired then they were usually in a bad mood or as
one girl put it, “when I get tired I get more emotional”. Another student reported that
the pupils often caused her to feel a certain way.
Well a lot of the time [pupils] can spur off things in you. They can do things

just to annoy you, like if you tell them not to do something then you will have
certain [pupils] who will do it. (22C2: 184)

Manage
Four students discussed the importance of being professional. For example, they

29 ¢¢

mentioned “I would keep the boundaries of teacher [pupil],” “a teacher this time and not
their friend,” or “you give off the impression that you’re not going to take any
messing.” These are examples of display rules (Ekman and Friesen, 1975) or an
“idealized emotion self image” (Bonanno, 2001). According to Caruso and Salovey
(2004: 22), emotional display rules “are a form of knowledge. . . .that we are aware of,
but we’re not quite sure where we acquired it.” However, one student explicitly recalls
where she acquired this knowledge.

I had a teacher who kind of used to try and be our friend and I hated that, I just

think it’s so unprofessional. So I said I’'m not going to be all nicey nice because

I’m here to do a job, I'm a professional. (22C2: 5)

Two students discussed the importance of appearing “human” or as a “person”. For

both of these students being “human” was in conflict with emotional regulation; as one
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reported, “it is wrong to deny your emotions,” while the other said, “you sort of have to
distance yourself from them a little bit as well . . . It is important that you can talk to
them like that as well, but then you sort of have to stay back a little bit as well” (22C2:
146). According to Baumeister and Heatherton (1996) individuals are more likely to
experience self-regulation failures if they hold conflicting beliefs concerning emotional
self-regulation. Interestingly, this student reported “snapping” at pupils, “panicking,”

getting “negative,” and “stressed”.

Students discussed a range of strategies used to regulate their own and the pupils’
emotions on teaching practice which were categorised using Gross’s (1998) antecedent-
focused or response-focused classification. Six students reported strategies that
involved modifying the situation. These strategies included modifying lesson plans in
the immediate situation; as one student put it, “you kind of had to think on your feet or
make up something” (22C2: 167). Other students said they tried to be very well
prepared to prevent problems from arising. For some it involved modifying their lesson
plans, for example the inclusion of team teaching or group work activities, before the
lesson. Another student made sure she was in bed early during teaching practice and
got enough sleep because as she said, “if I don’t get enough sleep, I will be in bad
humour” (22C2: 5). Another student told pupils to “stop and forget about it” (22C2: 40)
when they got angry over equality issues in the school. This student highlighted the
conflict he faced when dealing with such issues. “I didn’t really know how to say to
them, like I knew that they were right, but I couldn’t be seen to say it to them” (22C:
40). Two students reported strategies that involved attention deployment. As one
student put it, “I was just kept so busy; I didn’t allow myself to get worried” (22C2:

184). The other student indicated that he tried not to think about the class until two
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minutes before it, “and then I would be like oh God” (22C2: 164). However, not all
students reported regulating their emotions consciously. “No I didn’t really think about
it. I didn’t think about it then, I suppose I am thinking about it now, but I didn’t really
think about it as [ was going along” (22C2: 12). According to Gross (1998a) emotion
regulation is so common, it is typically taken for granted and noticed only in its

absence.

Students in this group were more likely to use response-focused than antecedent-
focused strategies. As one put it, “I prefer to focus on the teaching and if discipline
issues arise I will deal with them” (22C2: 164). Students reported a range of response-
focused strategies to modify the emotional experience, expression or physiological
response. Nine students reported various behavioural strategies which included
reprimanding pupils using punishments consistently, going for a walk, keeping a record
of pupils’ misbehaviours, adjusting seating arrangements, controlling emotional
expression by not shouting and staying quiet with arms folded. One student said, “I
would snap at somebody and then I would go ‘oh sorry I am just stressed’” (22C2: 12).
Three students reported difficulties in dealing with disruptive pupils and in some cases
used a range of response-focused strategies. One student said she would sometimes
ignore the misbehaviour but when the pupil persisted she gave her detention, used
penalty sheets and took her out of the class. Another said:
Yeah, there was one incident all right like where I had a [pupil], he was being
very disruptive in the class and I really didn’t know what to do, like, you know,
just panicked . . . at the time I just let it go on, you know what I mean, and gave
out to him . . . [ panicked at the time. (22C2: 146)
Another student highlighted the difficulty he experienced in responding to a pupil’s

parent. “I didn’t really know what to say to be honest.” (22C2: 38). A student recalled

how she allowed the pupils to talk or, as she put it, “rant over what was wrong with
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them” (22C2: 115). This student’s language here is interesting. Another reported an
authoritarian approach saying it was important for them to “realise they couldn’t just do
that when they wanted . . . I had to get an organised system for them to come in, sit

down and be quiet, and take out the material” (22C2: 167).

Seven students used cognitive response strategies which included talking to others (for
example colleagues, parents, pupils and special needs assistants), reflecting on their
previous experience using post-lesson appraisals and changing perspectives by thinking
about how other factors, such as pupils’ home life (see for example Day and Qing,
2009), were influencing their behaviour. Another strategy included focusing on long
term goals; as one student put it, “I didn’t sit down and try to deal with it. I kind of
focused on the work I had to do. I told myself, if I got an A in this it is worth four As.”
(22C2: 164). Interestingly, this suggests that the exam-centred approach, as discussed
in Chapter 6 by O’Flaherty and Gleeson (2010), may also feature heavily in Irish third-
level education experiences. Some highlighted the importance of being “fair” and
“consistent” with one student reporting she apologised to the pupils after reflecting on
the class. A moral tone is evident in these responses, which relate to those discussed by
Lortie (1975) in Chapter 4, who reported that American teachers believed public
displays of impulsive anger to be shameful. While the students in this research did not
mention shame, they did regret and in some cases apologise for “snapping” at pupils or
being in a bad mood. Four students used non-classifiable strategies to regulate their
emotions. These students did not articulate how they regulated their emotions but said
that they would “just move on,” “leave it at the classroom,” or “just wipe it out of my

system and start afresh again.”
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MSCEIT

Two students commented on taking the MSCEIT and receiving feedback. One student
said she believed the feedback was “good” and helpful for teaching. The other student
said she thought it was interesting and that some of the questions on the test got her
thinking about different emotions. “I don’t know why I thought some of them were say
angry or sad or something, I don’t know why, but I definitely, you definitely do” (22C2:
5). Five students in this group also reported skills they wanted to develop further which
included: confidence; communication skills; managing their own emotions; managing
pupils’ emotions; dealing with discipline issues; and remaining calm. “We never

covered how to remain calm and saying your lot at times” (22C2: 38).

Summary Section 3

The findings indicate that some students developed an awareness of, for example, tone
of voice, facial expressions and body language from their teaching practice supervisors
and from becoming a teacher more generally. However, as noted, some of these
students were more aware of these emotional issues in certain situations or gave the
impression that they did not think about them intentionally, saying “you kind of know”.
Others said facial expression and body language weren’t something they thought about

on teaching practice.

Some students demonstrated an awareness of their own and their pupils’ moods while
on teaching practice. However, the findings also highlight the exam-centred approach
which dominates Irish post-primary education experiences with some students saying
thinking about moods was not their primary focus on teaching practice. Three said they

used empathy when planning lessons on teaching practice. This involved trying to
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imagine things from the pupils’ perspective, talking to the pupils and remembering back

to when they were pupils themselves while others reported difficulty using this skill.

Some students discussed a vague awareness of emotional progressions, most of which
related to negative emotions such as anger. Two students said they only noticed it in
extreme cases. The other four similarly said they only noticed it in certain situations.
However, many of these students did not articulate the relationships between various
emotions or how emotions transition from one stage to another. Five students reported
attempts to understand the cause of pupils’ emotions by talking with the pupils and
other teachers to find out about their background or reasons for their behaviour.
However, some students rationalised the pupils’ behaviour differently saying that they

generally appeared “tired” or that it was related to the pupil’s personality.

Students discussed the importance of being professional and appearing “human”.
However, being “human” was in conflict with emotional regulation. Students discussed
a range of strategies used to regulate their own and the pupils’ emotions on teaching
practice. The findings show that some students had difficulties in dealing with
disruptive pupils and parents. The findings also indicate that students in this group were
more likely to use response-focused than antecedent-focused strategies and not all
students reported regulating their emotions consciously. This is important, in that it
highlights some of the differences which emerged between students in the control and

experimental groups in terms of emotional regulation.

Two students commented on taking the MSCEIT and receiving feedback, reporting that

the experience was “good” and “interesting”. Five students in this group also reported
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skills they wanted to develop further which included confidence, communication skills,
managing their own emotions, managing pupils’ emotions, dealing with discipline
issues and remaining calm. These findings are important in that they suggest that
getting the MSCEIT feedback alone (that is, not participating in the workshops) made a
lesser difference to those students, in terms of understanding and applying it to teaching

practice.

Conclusion

The findings show that clear differences emerge between the experimental and control
groups in terms of their emotional intelligence skills and how these skills impacted their
teaching practice experience. Interviews with the experimental group show that
students were able to carry through some of the skills they had learned in the workshops
to teaching practice but also that they had skills in some areas (managing emotions)
more than others (using emotions). The findings suggest there were particular activities
in the workshops which helped students to develop their emotional intelligence skills
and that made a difference to those involved in terms of their teaching practice
experience. These activities included: the classroom management video, storytelling
from teaching practice, match the mood to the task, emotional literacy and the
relaxation techniques. Interviews with control group 1 showed that students developed
some awareness of emotional intelligence skills from the MSCEIT and from becoming
a teacher more generally which impacted their teaching practice. The findings also
suggest that being interviewed pre-teaching practice and receiving the feedback in a
personalised one-to-one session got students thinking about and reaffirmed the
centrality of emotions for them. However, it was also evident that these students
demonstrated a far more limited capacity to engage around emotional issues. The
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qualitative evidence demonstrates students’ limited knowledge of current work
pertaining to emotion, which in turn suggests gaps in initial teacher education
programmes in addressing some of the current research on emotions. Interviews with
control group 2 show that fewer students report an awareness of emotional issues and
they tend to be less coherent in terms of making sense of emotional experiences on
teaching practice. It may be, therefore, that it was the pre-teaching practice interviews
and the experience of receiving one-to-one feedback from the MSCEIT that led to
control group 1 students’ awareness — albeit limited — of emotional intelligence skills.

Students in general discuss a wide range of emotional regulation strategies, some of
which are specific to the teaching situation and others that aren’t, that is, strategies
which can be used by those who are not teachers or teachers in their personal lives.
However, the qualitative evidence suggests that the workshops made a difference to
those involved in the sense that (a) students developed and subsequently used a wider
range of strategies on teaching practice and (b) students used more appropriate
strategies to the teaching situation. Finally, these findings further support the evidence
in the previous chapter in that getting the MSCEIT feedback alone made a lesser
difference to students’ teaching practice experience both in the sense that (a) they
learned more from doing the workshops too and (b) they got more from the MSCEIT if

they did the workshop too.

These findings are important in terms of addressing the third research question, which
was: what is the overall impact of the emotional competencies workshops? The
qualitative evidence suggests that the emotional competencies workshops made a
difference to those involved in terms of developing emotional intelligence skills and the

application of such skills on teaching practice, despite the comparatively disappointing
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results from the MSCEIT tests in Chapter 6. In turn, such findings suggest that the
MSCEIT did not detect at least some of the benefits that had accrued to students
through the workshops and that an emotional intelligence skills component in initial
teacher education may well lead to increases in awareness of, and consequently a

capacity to develop, EI skills.
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CHAPTER 9 CONCLUSION

Introduction

The construct of emotional intelligence (EI) has gained increasing popularity over the
last 15 years and now has a relatively large academic and popular associated literature.
There is evidence to suggest that an ability to recognise, use and manage emotion in
oneself and others is an important skill for teachers and that this has a particular
relevance for beginning teachers and those in preservice teacher education. After all, as
Hargreaves has put it, emotions “are at the heart of teaching . . . Good teachers are . . .
emotional, passionate beings who connect with their students and fill their work and
their classes with pleasure, creativity, challenge and joy” (1998: 835). Consequently,
one might expect an equally strong focus on emotion or EI in studies of teacher skills,
education and development. Unfortunately, this is not the case. Indeed some would
argue that the mainstream discourse about education is moving in the opposite direction
with a focus on measureable, behavioural outcomes and little attention to processes.
This is not to suggest that there is no focus on emotion in education. The special edition
of the Cambridge Journal of Education (edited by Nias, 1996), several articles by
Hargreaves (1998; 2000), along with the more recently edited book Advances in
Teacher Emotion Research (Zembylas and Schutz, 2009a) have attracted some much
needed attention to the area, yet when viewed from a contemporary perspective the
existing research has limitations. Authors point to the heavy reliance on qualitative and
descriptive (Sutton and Wheatley, 2003; Zembylas and Schutz, 2009a) or philosophical
and normative (Sutton and Wheatley, 2003) studies and conclude that multiple
measures research — including quantitative measures — is needed to gain a more

complete picture of teachers’ emotions. However, the question as to how emotional
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skills can be measured is one that is fraught with difficulty. Indeed, some would argue
that “the intangible emotional and empathic qualities which make a ‘good teacher’ from
the viewpoint of the students cannot be measured” (Constanti and Gibbs [2004: 247]
cited in O'Connor, 2008: 117). Yet this is what emotional intelligence models (Bar-On,

1997b; Goleman, 1995; Mayer and Salovey, 1997) seek to achieve.

The term “emotional intelligence” was coined by Peter Salovey and John D. Mayer
(1990). They have also developed a model of emotional intelligence (Mayer and
Salovey, 1997) which is broken down into four components, each representing a class
of skills. The four categories utilised are (1) Perception, Appraisal, and Expression of
Emotion, (2) Using Emotion to Facilitate Thinking, (3) Understanding and Analysing
Emotional Information and (4) Managing the Regulation of Emotion. In turn, they have
developed a testing framework called the Mayer, Salovey and Caruso Emotional
Intelligence Test (MSCEIT; Mayer et al., 2002a) that enables these four areas of
emotional intelligence to be measured (while there are a number of EI tests available the
MSCEIT is the only skills-based test and therefore is the most valid of the existing
tests). While there are good grounds for seeing a high level of emotional intelligence as
a valuable part of the teacher’s skills set (Tormey, 2005a), the comparative newness of
the approach means that there is little research in the field at present which makes use of
this framework to explore the levels of EI among populations of teachers, including
beginning and preservice teachers. Furthermore, there is limited research which looks
at whether or not the skills that make up emotional intelligence can be developed in
teachers during their period of preservice teacher education. Finally, although there is a

broad recognition of the need to match quantitative work on emotional intelligence with
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qualitative data collection, little such work exists. These are the gaps that this research

addresses.

Developing Emotional Competencies in Initial Teacher Education

Chapter 1 identifies the significance of the current research and outlines the content and

organisation of the thesis.

In Chapter 2, the idea of “emotion” is explored, identifying the physical/behavioural
dimensions, the cognitive dimensions and the social/cultural dimensions of emotions.
Categorising it in this way allows for rigorous analysis of the construct. Also,
understanding emotion is central to understanding emotional intelligence which is

addressed in Chapter 3.

In Chapter 3, the relationship between emotion and cognition is explored further.
Influential perspectives on this relationship (such as Bloom’s/Krathwohl’s taxonomy on
the Affective Domain) are identified along with more current attempts to address this
relationship such as Multiple Intelligences Theory. This section then progresses by
addressing some of the ongoing tensions in the literature regarding theories and
measurement of intelligence. This is followed by a review of the existing literature on
the construct of emotional intelligence. In doing so, the various models of EI and their
measures are evaluated, while highlighting the strength of the Mayer and Salovey

(MSCEIT) model.

In Chapter 4, the role of emotions in teaching and in becoming a teacher is explored,
highlighting the extent to which emotional intelligence is or should be a central issue for
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teachers and for those in initial teacher education. Relatively little research in teacher
education currently addresses emotions as an issue, and what research does exist tends
to focus on describing the emotions teachers experience rather than looking at the skills
they need to work with those experiences. The chapter identifies that we know very
little about the skill levels that teachers or beginning teachers have, or about whether or
not emotional intelligence skills can be learned in initial teacher education or whether or

not they are simply innate to particular people.

Chapter 5 outlines the question at the core of this research which is what is the role of
emotional intelligence (EI) in initial teacher education? Specifically, (a) what level of
emotional intelligence (as measured on the MSCEIT triangulated with qualitative
interviews) do student teachers have, (b) can student teachers’ emotional intelligence be
increased through focused workshops and (c¢) what is the overall impact of these
workshops. Chapter 5 shows how this research, based on the use of both quantitative
and qualitative measures, addressed these questions in the following way. An
experimental research design was adopted, with 60 students being given an emotional
intelligence test (the MSCEIT V2.0), before being assigned to either an experimental
group (who undertook the emotional competencies workshop series) or a control group
(who received their normal classes). At the end of the period, the students were re-
tested and interviewed. In the later phase of the work, students were interviewed again
after undertaking teaching practice to identify if their increased awareness of the skills
of emotional intelligence had impacted upon their teaching. At this time the MSCEIT
was also administered to another group of undergraduate students (control group 2) and
a group of graduate diploma students (control group 3). This provided MSCEIT

(emotional intelligence) scores for 356 student teachers in total.
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Chapter 6 addresses the findings from the MSCEIT and consists of two sections.
Section 1 addressed the first research question, which is what level of emotional
intelligence (as measured on the MSCEIT) do student teachers have? This section
presents the main findings originating from 356 initial teacher education students’
scores on the MCSEIT. The data suggest that — perhaps surprisingly — preservice
student teachers typically have a level of emotional intelligence significantly below the
average for the wider population and that this holds true irrespective of the level at
which they are studying (undergraduate or graduate level) and of the mode of entry to
teacher education (by academic grades alone or by grades combined with an interview).
The data do show differences between male and female student teachers and teachers of
different subjects; however, these differences notwithstanding, the average EI score
across all groups was below the average for all subject areas taught and for both male
and female student teachers. Section 2 explores whether or not student teachers’
emotional intelligence can be increased through a short workshop series integrated into
their initial teacher education programme. The quantitative results suggest that while
the students who participated in the workshop series did not show a significant increase
in their EI levels, the mean score for Managing emotions — the skill area that is perhaps
most relevant to their career choice as teachers — did show a marked — if marginally
non-significant — increase. As noted earlier, if the MSCEIT is a proxy for emotional
intelligence, then it is possible that this increase represents an increase in learned skills
(that is, the products of learning). However, it is not known whether these changes in

scores reflect real changes in underlying abilities.

Chapters 7 and 8 present the main qualitative findings of the study. Chapter 7 returns to

the question as to whether the emotional competencies workshop series led to an
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increase in students’ level of emotional intelligence. It highlights the extent to which
the students who participated in the workshops experienced an increase in their
understanding and skill levels when compared to those who did not participate in the
workshops. It notes that this increase was not picked up by the MSCEIT quantitative
test, highlighting the value of using both quantitative and qualitative tools to assess the

extent of EI skills development.

Chapter 8 explores the overall impact of the workshops on the students’ classroom
practices. It highlights the extent to which the understandings and skills developed in
the workshop series did not “wash out” when student teachers entered the classroom but
instead shows that they were able to bring a more sophisticated set of emotional
intelligence understandings and skills to their practice when compared to those who did

not take the workshop series.

Conclusion

Overall then, it is evident that there is a growing literature on emotion in teaching and
learning which highlights the intensely emotional nature of the experiences of beginning
teachers and the importance of those beginning teachers having or developing the
capacity to work effectively with their emotions and those of others. Consequently, one
might expect an equally strong focus on emotion or EI in studies of teacher skills,
education and development. Unfortunately, this is not the case. Indeed some would
argue that the mainstream discourse about education is moving in the opposite direction
with a focus on measureable, behavioural outcomes and little attention to processes.
The dearth of evidence in this area means that there is a need for larger studies of

emotional intelligence among teachers.

302



This study, based on a reasonably large data set, shows that preservice student teachers
have levels of emotional intelligence below the norm for the wider population. This is a
worrying finding, in that it highlights that while teaching and learning are intensely
emotional experiences, students in initial teacher education may not have the skills to
enable them to deal effectively with these emotions. The data also show that the
comparatively low level of EI for student teachers holds true irrespective of whether the
student teachers in question are on a graduate programme (in which acceptance on the
programme requires both high academic attainment and a strong performance at
interview) or an undergraduate programme (in which acceptance on the programme is
based on high academic attainment alone). This suggests that raising the EI level of
teachers is something that would need to be addressed within programmes, rather than
through a review of entry criteria into programmes. The study explores whether or not
student teachers’ emotional intelligence can be increased through a short emotional
competencies workshop series integrated into their initial teacher education programme.
It highlights the extent to which the students who participated in the workshops
experienced an increase in their understanding and skill levels when compared to those
who did not participate in the workshops. While it not known whether this increase
reflects real changes in underlying abilities and/or learned skills, what matters is that
students were able to bring a more sophisticated set of emotional intelligence
understandings and skills to their practice when compared to those who did not take the
workshop series. It notes that the full extent of this increase was not picked up by the
MSCEIT quantitative test, highlighting the value of using both quantitative and
qualitative tools to assess the extent of EI skills development. The findings support the
view that, in order to better understand and contextualise quantitative data on emotional

intelligence, qualitative data is also needed. It concludes that even a relatively short
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workshop series appears to have real and lasting effects upon student teachers’
emotional intelligence skills and understanding, which they are able to bring to bear
when they enter the classroom. However, the need to develop on such work is evident

and immediate.
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APPENDIX B - WORKSHOP ACTIVITIES

The intervention involved a short emotional competencies workshop programme
consisting of a two-hour class every second week for 12 weeks (six classes in all). It
aimed to develop students’ emotional intelligence capacity through a range of
activities. Many of these activities were developed as part of the EI skill building
workshop (Caruso et al., 2005) — an application-based training course for MSCEIT
certified individuals — some of which were modified to include a teaching and teacher
education lens. In the intervening weeks, students had to engage with content relating
to the compulsory initial teacher education module to ensure coherency with other
tutorial groups (given that they were being assessed on the module in the same way as
other groups). During this time students were encouraged to develop and apply their
emotional intelligence skills. Some of the activities included in the workshops are

listed below.

Perception, appraisal, and expression of emotion
Mood meter: The mood meter (Caruso et al., 2005) plots emotions along two
dimensions: feelings (negative to positive) and energy (high to low). This activity

helps students to monitor and track change in their own and other students’ moods.

Drawing and describing facial expressions of emotion: In pairs sitting back-to-back,
one student had to describe the physical characteristics revealed in pictures of facial
expressions of emotion. The other student had to draw these features and guess the

emotion based on the description (without seeing the picture).
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Emotion poker: In groups, student are dealt cards and must try to match as many as
possible according to six emotion families; anger, fear, disgust, sadness, happiness
and surprise (Caruso et al., 2005). The aim of this activity was to help students to

accurately identify and label emotion facial expressions in pictures.

Emotional charades: The purpose of this activity was to accurately express and
identify different emotions in a group setting (see for further discussion Caruso ef al.,

2005; 88).

Emotional facilitation of thinking
Match the mood to the task: In groups, students had to discuss how emotions could
help them to think in different ways and match the right emotion to the task using the

mood meter.

Storytelling from teaching practice: In groups, one member (the storyteller) had to
pick a card with an emotion word and tell a story from second year teaching practice
(six week block the previous year as discussed in Chapter 4) regarding that emotion
without using the word. The storyteller had to generate emotions in themselves and in
the listener. The listener had to engage in active listening, ask question that reflected
the storyteller’s emotion and make empathic comments throughout. The third
member of the group used a people watching chart, similar to that outlined by Caruso
et al. (2005) to observer and evaluate the listener. This activity is similar to those
outlined by Caruso et al. (2005) and Caruso and Salovey (2004) except that students
had to tell a story relating to their teaching practice in second year and the listener was

observed during the activity.
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Understanding and analysing emotional information

Why we do what we do: This activity is similar to that outlined in Caruso et al.
(2005). Students had to review a list of causes of emotions and reflect on times from
teaching practice when they experienced that emotion. They had to indicate specific
events that made them and others experience a particular emotion. They also had to
discuss for example the motivated behaviour associated with the emotion, whether the

emotion intensified and so on.

Emotional literacy: In groups, students had to fill in the blanks of the plutchik
circumplex (see Appendix B.1). In doing so, student had to think about: the causes of
emotions; the meaning of emotion words; the transitions between different emotions;
and the relationships between various emotions.

Appendix B.1 Graphic illustration of plutchik circumplex

Source: Caruso, D., Kornacki, S. and Brackett, M. A. (2005) Understanding and
developing your emotional intelligence skills, MSCEIT certification workshop,
London school of business: unpublished.
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Regulation of emotion

Classroom management video: Students watched video clips of teachers using
preventative and responsive emotional management strategies and had to evaluate the
emotionally charged situations between the teacher and pupils. The aim of the
activity was to identify how the teacher managed a conflict type situation with a pupil

and strategise alternative more desired outcomes.

Jigsaw and people watching: This activity is similar to the original Broken Squares
game by Bavelas (1973). Working in groups of five, each student is given an
envelope containing two or three pieces of a puzzle. The aim of the activity is to put
these pieces together in such a way that each member of your group ends up with a
complete square. However, the activity must be completed in silence and students
may not point or signal to other players in any way. Each student must put together
his or her own square by giving their pieces to another member of the group. Each
square also contained a picture which was used for debriefing and discussion purposes
after the activity. People watching charts as outlined earlier were also used during

this activity.

Relaxation techniques: Students engaged in various relaxation techniques throughout
the workshops and were also given a C.D. of BodyMind Relaxation Programme by

Declan Aherne (2005) to develop these strategies.

In each workshop students participated in activities but also engaged with content and
research relating to emotional intelligence. Emotional intelligence self-study surveys,

similar to those published in Caruso and Salovey (2004), were used throughout where
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students had to answer and score surveys. These surveys often formed the basis of
discussions to help students better understand and stimulate thinking about each of the
EI abilities. Finally, it is important to highlight that debriefing activities were used

after each activity and at various stages throughout the workshops.
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