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ABSTRACT
EVALUATION OF AN EMOTIONAL AWARENESS PROGRAMME FOR CHILDREN
IN MIDDLE CHILDHOOD IN A PRIVATE SCHOOL SETTING IN KYALAMI,
GAUTENG PROVINCE
BY
MOIRA SEVERIN
SUPERVISOR:

DR H HALL

DEPARTMENT:

SOCIAL WORK AND CRIMINOLOGY

DEGREE:

MSW PLAY THERAPY

As substantiated by the various sources of reference used in this study, emotional
awareness has a positive and far-reaching effect on the development of many areas
of a child’s life. Emotional awareness impacts on various dimensions of children in the
middle childhood developmental phase. Emotional awareness is seen as a
prerequisite for emotional intelligence, as at the core of emotional intelligence is the
ability to understand ourselves and others as emotional beings (Howe, 2008:11).
Being emotionally aware not only enhances self-esteem and self-expression, it also
has a positive impact on peer relationships, learning and academic performance.
As children in middle childhood spend a large part of their days in school, the goal of
this study was to evaluate the effectiveness of a seven-week Emotional Awareness
Programme (EA Programme) developed by Knoetze (2012). For the purpose of this
study the EA Programme was implemented with Grade Two learners in a private
school setting. The study also aimed to evaluate whether the implementation of the
EA Programme would have an influence on emotional vocabulary, emotional
expression and emotional awareness.
The Gestalt perspective provided the theoretical framework for this study, as it views
the child as a whole and complex being. The experience of an emotion will thus always
be associated with a physiological and psychological component (Blom, 2006:22).
Confluent education, the synthesis between the affective and cognitive domain, is
seen as a valued condition directly related to healthy growth and development (Yontef,
2005:xxii). The Gestalt perspective was therefore identified as best suited for the
research study.
ii
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The study was conducted using a quantitative research approach and this type of
research was applied, as it was undertaken to tackle real-world social problems in
order to contribute to public policy decisions, specifically with regards to emotional
awareness within the field of education. By means of programme evaluation the
researcher aimed to examine the effectiveness of the EA Programme developed by
Knoetze (2012). A quasi-experimental design was utilised in order to test the existence
of a causal relationship between emotional awareness and the EA Programme. A total
of twenty-eight participants took part in the study. A purposive sampling process was
utilised in order to select an experimental and comparison group. The data was
collected by employing the Levels of Emotional Awareness Scale for Children (LEASC), a standardised measuring instrument used to test the respondents’ level of
emotional awareness, emotional vocabulary and expression.
The outcome of the empirical study demonstrated that the EA Programme developed
by Knoetze (2012) achieved its aim – to develop and enhance the emotional
awareness of learners in middle childhood in a South African school setting. It is the
opinion of the researcher that it would be of value to conduct future research with a
broader target population, within varied cultural and socio-economic South African
school contexts. The Draft National Policy for the Role of Therapists and Social
Workers (Department of Education, 2001-2015:3) suggests that needs-based
programmes and services to learners who experience social problems within the
context of the educational environment, should be implemented. This study
demonstrated the value social work expertise and skills can add to developing the
emotional needs of children within a school context, which in turn enhances children’s
social well-being and learning.
Key words
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CHAPTER ONE
GENERAL INTRODUCTION
1.1.

INTRODUCTION AND CONTEXTUALISATION

Schools have a responsibility to create a secure and safe environment for children
(Price & Jones, 2001:35), as children who do not obtain the skills needed to develop
social emotional competence are at greater risk of falling behind in school. Aviles,
Anderson and Davila (2006:34) support this view by stating that these children have a
greater chance of behavioural, emotional, academic and social developmental
problems. Woldt (2005:xxvvii) states that many learners’ primary motivation derives
more from feeling than from thinking, consequently, their learning derives more from
the emotional aspects of living than from the cognitive aspects. School is the primary
environment in which children must negotiate and function; it thus plays a consistent
role in children’s lives and in meeting their social emotional needs (Aviles et al.,
2006:32, 33).
The structure of South Africa’s education system has undergone numerous changes
over the past few years, as dictated by several major policy documents on education.
The Gauteng Department of Education (GDE) (2011-2015:2) states that it is
committed to ensure that every learner does well at school and leaves our educational
institutions with values, knowledge, skills and qualifications that will give them the best
opportunity to succeed in adult life. In order to prevent and overcome barriers that
inhibit learners from reaching their full potential, the Draft National Policy for the Role
of Therapists and Social Workers (Department of Education, 2011-2015:3) suggests
that needs-based programmes and services to learners, parents and educators who
experience social problems within the context of the education environment, should
be implemented. Egbochuku and Aihie (2009:3) make the statement that as society
faces increasing challenges – financial, cultural and social – so do learners and
teachers. “Education is at the centre of all social change, as without education there
can be no change in mentalities and society” (Gacel-Avila, 2005:122).
However, “[t]he new reality is that agreements reached on policy and implementation
at national level generate responsibilities for provincial departments of education
which they are often unable to carry out, because of lack of managerial capacity, or
1
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simply because their budgets are too small” (SAIDE in Harley, Barasa, Bertram,
Mattson & Pillay, 2000:300). Mukhuthu (2011:1) notes that principals interviewed in
four school districts are of the opinion that schools had neither counsellors nor
programmes in place to deal with troubled learners, leaving teachers burdened with
the role of counselling over and above their teaching duties – a role for which they
have no professional training.
As noted above, “[p]olicy makers have placed great faith in education as a means of
transforming and developing South African society” (Harley et al., 2000:287). Bronson
(2000:226) observes that those who advocate reform have suggested that effective
educational practice throughout formal schooling should focus on developing selfregulated learning skills such as self-evaluation. Based on the aforementioned – the
non-implementation of such policies and services due to a lack of social workers and
budget restraints – the holistic well-being and development of children can be
addressed by providing and empowering educators with an emotional awareness
programme to implement in the classroom environment. This will assist in ensuring
that the full extent of children’s needs are met.
Extending educators’ responsibilities is adding to an already heavy workload.
Conversely Aviles et al. (2006:32) emphasise that it is critical to note that educators
would have to play an expanded role in the lives of the children they teach in order for
social-emotional needs to be addressed in school. Harley et al. (2000:293) expands
on this by stating that addressing children’s social-emotional needs should be provided
collectively by the school rather than by each individual educator.
Children need to be “… emotionally mature to build and maintain the relationships that
they will require to succeed in the 21st century… Emotions and feelings play an
important role in our lives as they drive our behaviour and influence our lives” (Bush &
Codrington, 2012:247). In support of this, Rieffe, Oosterveld, Miers, Terwog and Ly
(2008:756) believe a child’s day is inundated with emotions; basic emotions which
serve to quickly and adequately respond to changes in the environment that might
affect a person’s well-being. Bush and Codrington (2012:29) state that millennial
children are being forced to grow up very quickly in a world of unparalleled
opportunities. At the same time, they are also exposed to serious pressures such as

2
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terrorism, ecological collapse, wide-spread poverty and abuse, educational crises and
a competitive work market.
Campbells (2011:1) points out that middle childhood is recognised by developmental
psychologists as a distinct developmental stage between early childhood and
adolescence, characterised by increasing cognitive development, relative social
independence and emotional regulation. “Research on children’s emotional
competence… has received considerable attention in the last decade due to its
relevance for school adjustment and success” (Beck, Kumschick, Eid & Klann-Delius,
2012:503). Inter alia, emotional competence refers to the awareness and
understanding of emotions.
“The cognitive interpretation of subjective feelings are emotions” (Kolb & Whishaw,
2011:396). An emotion is usually experienced as a distinctive type of mental state,
sometimes accompanied or followed by bodily changes, expressions and/or actions
(Howe, 2008:38). Emotional awareness is defined by Rieffe and De Rooij (2012:349)
as the attention to and insight into one’s own emotional functioning and responses, in
other words, the ability and capacity to reflect upon one’s own emotions. The ability to
understand ourselves and others as emotional beings is a precursor to emotional
intelligence. The emotionally intelligent person understands that emotions affect
behaviour, beliefs, perceptions, interpretations, thoughts and actions (Howe,
2008:12). In addition, the ability to adjust, modify and regulate our emotions as we
relate to others is a key element of emotional intelligence. The researcher views
emotional awareness as the understanding of one’s own as well as others’ emotions,
which is essential in interpersonal exchanges and in emotionally charged situations.
Understanding and management of one’s own and others’ emotions, influence the
thoughts and actions that follow and assist in dealing with basic life-tasks.
A seven-module Emotional Awareness Programme (EA Programme) was developed
by Knoetze in 2012. As part of Knoetze’s study, the programme was implemented in
Grade Three classes in a primary school in the Limpopo Province, with children aged
between eight and nine years. A limitation of the study, as identified by Knoetze, was
that the research results could not be generalised as the emotional awareness
programme was only presented to one individualised sample of respondents. The
researcher therefore aimed to implement and evaluate the emotional awareness
3
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programme in a different educational system, specifically a private school setting. The
World English Dictionary [sa] defines an education system or school as an institution
at which children receive education. A “… school’s ability to prepare [children]
academically overlaps with their role to serve the social-emotional needs of their
[children]” (Aviles et al., 2006:35). The focus of this study was therefore the evaluation
of the effectiveness of an emotional awareness programme for children in middle
childhood – specifically Grade Two learners between the ages of seven and eight
years – for utilisation in the South African education system.
1.2.

THEORETICAL FRAMEWORK

One of the basic tenets of the person-orientated approach, as clarified by Meyer,
Moore and Viljoen (2003:324), is that each individual should be seen as an integrated,
unique, organised whole or ‘Gestalt’. There is no precise English definition for the word
‘Gestalt’, however, it has been loosely translated by Viney and King (2003:328) using
words such as configuration, form, holistic, structure and pattern. Blom (2006:18)
states that:
… the Gestalt concept can be considered an entity or whole of which
the total is more than its component parts, which has a certain
degree of structure and which remains recognisable as a whole, as
long as the relationship between the parts remain.
Human-Vogel (in Eloff & Ebersöhn, 2004:18) proposes that human experience and
consciousness form an integrated whole, and are understood as such rather than
being broken into simple units. Healthy behaviour therefore takes place when people
act as an integrated whole within their environment – as no person can exist
independent of their environment.
The Gestalt approach, formulated by Fritz Perls in the twentieth century, is considered
to be “… an existential, phenomenological and holistic approach, with the emphasis
on awareness in the here and now and the interdependence between people and their
environment” (Thompson & Rudolph, 2000:4). The goal of the Gestalt approach, as
stated by Gouws (in Blom, 2006:3), is to improve the perceptions of his or her
experiences in their totality. The most important areas of concern identified by the
Gestalt approach are the thoughts and feelings people are experiencing at the moment
(Thompson & Rudolph, 2000:4), with Perls believing that awareness alone can be
curative.
4
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Geldard and Geldard (2005:67) are of the opinion that a Gestalt approach, which
primarily focuses on experientially exploring the child’s internal and external worlds
and is based on the notion that change occurs as a result of raised awareness, provide
the most appropriate way to promote change in middle childhood. Awareness is the
core of Gestalt philosophy and methodology (Yontef, 2005:87); it is a self-process
which happens at the interface of the individual and the environment. It includes
observation of the self and others and knowing the choices that are being made.
Yontef (2005:87) clarifies that:
[w]ith awareness people can learn, can change behaviour that does
not work, can be creative and experiment with new behaviour and
be aware of the results, and can strive to change the environment
so that the individual’s and the environment’s needs are better met.
Gaining awareness of needs should be a primary step towards healthy organismic
self-regulation in a child, as it is believed that children internally have the necessary
energy and resources to satisfy their needs (Blom, 2006:29). Yontef (2005:87)
describes awareness as being sensory, affective and cognitive, and characterised by
contact and sensing.
Engle and Holiman (2002:183) are of the opinion that people are always in contact
with their environment in some fashion, however, they may develop patterns of
interaction with the environment that do not meet their needs. A Gestalt perspective,
as the theoretical frame of reference for the proposed research, allows a child to be
made aware of their own process, so that they can experience their needs or
incompleteness (Botha & Dunn, 2004:255). The authors clarify that through this
process children acknowledge their responsibility, realising that they have choices with
regard to their behaviour. This in turn leads to self-reliance and healthy emotional
functioning.
The self arises in contact and is a ‘process’ and not a ‘thing’ (Parlett & Lee, 2005:55).
A contact boundary disturbance, or neurosis, occurs when a child is no longer capable
of forming a sound balance between themselves and the world (Blom, 2006:31),
therefore impeding gestalt completion, as well as disturbing contact and awareness.
According to Reynolds and Mortola (2005:161) the process of forming balance:
… begins with awakening of a sensation and perception within the
child to an internal or external stimulus in his or her field. As the child
focuses on the stimulus by experiencing it affectively and
5
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cognitively, a figure emerges from the ground, at which point
awareness of feelings or possible choices develops.
Awareness of emotions that may arise in a particular situation (Vierman, Brouwers &
Fontaine, 2011:265) will assist children to be prepared before the situation occurs, to
adapt to that situation and to manage with the possible consequences of the situation.
As children become aware of themselves they also become more aware of the fact
that they can exercise choices regarding the expression of their emotions (Blom,
2006:53).
Gestalt therapy is seen as an experiential and process therapy, therefore making it
perfectly suitable for children, many of whom may have not yet developed an
emotional vocabulary to communicate feelings, desires and needs (Reynolds &
Mortola, 2005:159). According to Aviles et al. (2006:34) children who have limitations
in their social-emotional development often demonstrate poor social, emotional and
academic success. The authors point out that children do not leave their problems at
the school door, and as school is a constant in children’s lives it plays an important
role not only in the academic, but also in the social and emotional development of the
child.
The focus of the proposed research is on evaluating the effectiveness of an emotional
awareness programme for children within an educational setting. As stated earlier,
when working from a Gestalt approach, children need to be capable of forming a sound
balance between themselves and the world. School forms an integral part of a child’s
world, where experiential learning takes place. When working with children from a
Gestalt perspective, ultimately the concern is with their worlds – the interior world and
the outer world (Reynolds & Mortola, 2005:155).
1.3.

RATIONALE AND PROBLEM STATEMENT

The researcher’s personal experience as an educator and school counsellor is that
many children are ill-equipped with the skills necessary to embark upon the abovementioned critical developmental stages, in a society which is demanding and
frequently under-resourced to fully meet individual needs. Gouws, Kruger and Burger
(2000:96, 97) suggest that excessively high standards of maturity expected by society,
as well as unrealistic aspirations, lead to feelings of inadequacy and to heightened
emotionality. In addition, as with social, moral and other aspects of a child’s
6
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development, they are also reliant on educational intervention for their successful
emotional development.
Howe (2008:44) is of the opinion that nature and nurture play a role in emotional
development, and as emotional awareness emerges so does social well-being. In
addition, if children are to become competent social players, they must learn to
manage their own and other people’s emotions. Education White Paper 6 (Department
of Education, 2001) outlines how through the implementation of strategies, the
education system can transform itself to contribute towards establishing a caring and
humane society.
The enhancement of emotional awareness of children in middle childhood within the
South African education system will, therefore, have a positive impact on children’s
social, moral, emotional and educational development. Integrating emotional
development in the education system is a valuable tool to assist the Department of
Education’s transformation in creating a caring and humane society. To promote
general social, educational and developmental changes, infusing general life-skills
education into the curriculum is important in the promotion of healthy development for
all children (Donald, Lazarus & Lolwana, 2002:31).
The focus of the study was to implement a seven-module EA Programme for children
in middle childhood, which was developed by Knoetze in 2012. As part of Knoetze’s
study, the programme was implemented in Grade Three classes in a primary school
in the Limpopo Province, with children aged between eight and nine years. The
evaluation of the effectiveness of the programme was, therefore, limited to the study
conducted by Knoetze. This study would thus allow for further evaluation.
The following hypothesis and sub-hypotheses were formulated for the study:
Main hypothesis:
If an emotional awareness programme is implemented for children in middle childhood
in a private school setting, then the level of emotional functioning of the children will
be enhanced.

7
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Sub-hypotheses:


If an emotional awareness programme is implemented for children in middle
childhood in a private school setting, their ability to be in contact with their
emotions will be enhanced.



If an emotional awareness programme is implemented for children in middle
childhood in a private school setting, their ability to discriminate between
different emotions will increase.



If an emotional awareness programme is implemented for children in middle
childhood in a private school setting, they will gain the ability to verbalise and
‘own’ their emotions.

1.4.

GOAL AND OBJECTIVES

The goal and objectives of the study follow below.
1.4.1. Goal
The goal of the study was to evaluate the effectiveness of an emotional awareness
programme in order to enhance the level of emotional functioning of children in middle
childhood in a private school setting, in Kyalami, Gauteng Province.
1.4.2. Objectives
The objectives of the study were:


To theoretically contextualise emotional awareness as it relates to children in
the middle childhood developmental phase within the context of an educational
setting;



To evaluate whether an emotional awareness programme will enhance the
ability of children in middle childhood to be in contact with their emotions;



To evaluate whether an emotional awareness programme will enhance the
ability of children in middle childhood to discriminate between different
emotions;



To evaluate whether an emotional awareness programme will enhance the
ability of children in middle childhood to verbalise and ‘own’ their emotions;



To draw conclusions about the applicability of the emotional awareness
programme in a private school setting.
8
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1.5.

OVERVIEW OF RESEARCH METHODOLOGY

The researcher utilised a quantitative approach in the execution of this study. A
structured approach of inquiry was necessary, in order to objectively evaluate the
effectiveness of the EA Programme developed by Knoetze (2012) for children in
middle childhood for utilisation in a private school setting. The researcher aimed to
measure the effectiveness of the emotional awareness programme in terms of specific
variables, namely the children’s ability to:


be in contact with their emotions;



discriminate between different emotions;



verbalise and ‘own’ their emotions.

This study was applied in nature as the researcher aimed to acquire new knowledge,
specifically with regards to emotional awareness within the field of education. By
means of programme evaluation the researcher examined the impact of this
programme and its effectiveness in real-world terms. In order to achieve the objectives
of the proposed research, namely, to evaluate the effectiveness of an EA Programme,
developed by Knoetze (2012), evaluative research was used; a type of research which
was best suited to reach the objectives of the study. By using evaluative research, the
expectations of the study were that the findings would provide the necessary
information to empower schools and educators with valuable insight regarding the
emotional awareness of children in middle childhood.
The design that the researcher utilised was a quasi-experimental design, the purpose
of which was to test the existence of a causal relationship between two or more
variables (Bickman & Rog, 2009:17). For the purpose of the study a comparison group
pretest-posttest design was utilised. The two variables tested in this study were
emotional awareness (dependent variable) and an emotional awareness programme
(independent variable). The dependent variable was measured in the experimental
group with a pre-test, following which the independent variable was implemented. A
post-test measuring of the dependent variable was then conducted, in order to draw a
comparison and test the existence of a causal relationship. The control group was
measured using the pre- and post-test but did not receive the independent variable,
namely, the emotional awareness programme. In order to evaluate the effectiveness
9
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of the independent variable, the measures of the dependent variable in the pre- and
post-test of the experimental and control group, were compared. The effectiveness of
the emotional awareness programme was determined by comparing the difference
between pre-intervention and post-intervention measures (Brandt in Fouché, Delport,
& De Vos, 2011:151). A standardised measuring instrument, which was administered
in a group context, was implemented to determine the effectiveness of the programme.
The data for the proposed research was collected using the Levels of Emotional
Awareness Scale for Children (LEAS-C), a standardised scale developed by Dr
Richard Lane and Dr Jane Bajgar (Lane & Bajgar, 2003). By employing the LEAS-C
the researcher was able to make use of a standardised measuring instrument to test
the respondents’ level of emotional awareness, with the permission of the developers,
Dr Richard Lane and Dr Jane Bajgar.
The population for this study were children in middle childhood, specifically Grade Two
learners between the ages of seven and eight years. A sample of twenty-eight learners
in the middle childhood development phase of a private preparatory school based in
Kyalami, Gauteng Province was selected. An experimental and a comparison group
were selected according to specific criteria. Two classes were randomly selected in
such a manner, that the two classes – an experimental and a control group – had the
same probability of being selected (Strydom, 2011a:228).
Quantitative data analysis was conducted following the implementation and
completion of the seven-week EA Programme, and the administration of the pre- and
post-tests. Data collected was processed and interpreted by the researcher through
the use of computerised data analysis, in order to configure the data into
comprehensible information by using the SPC XL Software for Microsoft Excel
programme. Research methodology will be discussed in-depth in chapter three.
1.6.

LIMITATIONS OF THE STUDY

During the course of this study, the following limitations were identified:


The researcher conducted the study within one sample group of respondents.
Although the research results cannot be generalised, conclusions may be
drawn from the study due to the number of respondents who participated in the
study.
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The private school context where this study was conducted, is a multi-cultural
environment with children from diverse degrees of affluence. The context of
some of the material referred to in Knoetze’s EA Programme (2012) was foreign
to the reference-framework of a number of learners, which may have influenced
their understanding and internalisation of the material being taught.



The medium of instruction at the private school where the study was conducted
is English, however, the majority of the children speak English as a second or
third language. Some children may have experienced limitations expressing
their emotions in English.



Respondents who were absent for the pre- and/or post-test had to be excluded
from the study, resulting in fewer usable questionnaires. Additionally,
respondents had the right to withdraw from the study at any given time without
consequence, which also resulted in fewer usable questionnaires.



Where pre- and/or post-tests were administered towards the end of the school
day, respondents’ energy levels and ability to concentrate may have been low,
thereby influencing their responses to questions.

1.7.

COMPOSITION OF THE RESEARCH REPORT

The remainder of the research report is structured as follows:
Chapter Two: The focus of Chapter Two is on an in-depth review of literature
exploring emotional awareness as a concept, middle childhood as a developmental
phase and emotional awareness within an educational setting.
Chapter Three: The focus of Chapter Three is on the research methodology utilised
in the study and a discussion of the empirical findings of the research, as well as an
interpretation thereof.
Chapter Four: The key findings of the study are highlighted in Chapter Four and
recommendations are presented for possible enhancement of the EA Programme
developed by Knoetze (2012) and for the implementation thereof.
1.8.

SUMMARY

Emotional awareness and the vital role it plays in the middle childhood development
phase was introduced in this chapter. The impact of emotional awareness and
11
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emotions on learning, as well as other dimensions of learners within an education
setting, were outlined. The implementation and evaluation of the effectiveness of an
EA Programme developed by Knoetze (2012), in order to enhance the level of
emotional functioning of children in middle childhood in a private school setting, was
thus identified as the goal of the study. The Gestalt perspective provides the
theoretical framework for the study, as it approaches the child as a whole and provides
extensive guidelines for emotional well-being.
The following chapter will focus on an in-depth review of literature exploring emotional
awareness as a concept, middle childhood as a developmental phase and emotional
awareness within an educational setting.

12
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CHAPTER 2
EMOTIONAL AWARENESS IN MIDDLE CHILDHOOD

2.1. INTRODUCTION
Gesturing, or action, is our first language; it is the mind-body communication upon
which all subsequent language is built (Camilleri, 2007:199). Camilleri (2007:200)
explains that each gesture is double-coded with emotion and is stored by the brain
and body with emotional purpose and meaning attached to it. Emotional life is mostly
a matter of coordinating with others, through participating in their states of mind,
thereby predicting what they will say and do – thus enabling us to share each other’s
experiences to a certain extent (Gerhardt, 2009:31). Emotional development, formerly
overshadowed by cognition, is an exciting, rapidly expanding area of research (Berk,
2006:395). Sociobiologists say our emotions guide us in facing predicaments and
tasks too important to leave to intellect alone; each emotion points us in a direction
that has worked well to manage the recurring challenges of life (Goleman, 2006:13).
As emotions form an integral part of who we are, the concept of emotion will be
explored below.
2.2. EMOTIONS
Emotions facilitate the struggles of warm-blooded mammals to survive and flourish
(Lazarus, 2006:10). “Psychologically speaking, emotions are a large part of what
makes a person unique. People are endowed with variable genetic constitution and
are exposed to different learning histories of threats and challenges, interpersonal
relationships, and life events” (Kuppens, Stouten & Mesquita, 2009:1249). As a result
of our diverse and varied histories, we are each characterised by an individual and
unique emotional life. Turner (2011:xi) is of the opinion that humans are the most
emotional animals on earth; we are wired to be emotional. Humans are emotional
because we need emotions to form social bonds that can build social structures
(Turner, 2011:9).
Emotional life is mostly a matter of coordinating with others, through participating in
their states of mind, thereby predicting what they will say and do – thus enabling us to
share each other’s experiences to a certain extent (Gerhardt, 2009:31). Emotional
development, formerly overshadowed by cognition, is an exciting, rapidly expanding
13
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area of research (Berk, 2006:395). Sociobiologists say our emotions guide us in facing
predicaments and tasks too important to leave to intellect alone; each emotion points
us in a direction that has worked well to manage the recurring challenges of life
(Goleman, 2006:13).
2.2.1. Defining the concept emotion
“People are their emotions. To understand who a person is, it is necessary to
understand emotion” (Denzin, 2009:1). Emotions are defined as the cognitive
interpretation of subjective feelings, such as joy, sadness, anger and fear (Kolb &
Whishaw, 2011:396). Emotions are the feeling or affect that occurs when a person is
in a state or interaction that is important to them, especially their well-being (Santrock,
2009:181). Mood is viewed as the subjective emotional state of a person whereas
affect refers to the external manifestations of emotion (O’Connor & Ammen, 2013:46).
Santrock (2009:181) concurs that emotion is characterised by behaviour which
expresses the pleasant or unpleasantness of the state a person is in or the
transactions being experienced.
Emotions most often arise through interactions – real or anticipated – between people;
they are part of an organism’s social environment (Salovey, 2004:32). Certain
situations and experiences cause emotions, and are associated with physiological and
behavioural reactions (Louw & Louw, 2007:116). For example, fear is accompanied
by a faster heartbeat and often by self-protective action. Emotions have adaptational
and protective functions, namely: to communicate needs, mobilise action in
emergencies and promote exploration of the environment, which in turn motivates
participation in the learning environment (Louw & Louw, 2007:116-117).
Pinker (2003:5) is of the opinion that our most ardent emotions are not evoked by
landscapes, spiders or desert, but by other people. Turner (2011:2-3) states that
emotions are a double-edged sword; they bring us together but they can also push us
apart, causing many problems for people and societies. However, we need emotions
to form bonds and attachments to each other and social structures, from small
groupings to whole societies. As social creatures, we therefore need to monitor other
people as well as our own internal state, to maintain the relationships on which we all
depend (Gerhardt, 2009:30).
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Emotions play an important role in our lives as they drive our behaviour and influence
our values (Bush & Codrington, 2012:247). The importance of emotion in our everyday
lives is invaluable, as so much of our lives revolve around emotions that understanding
them is central to understanding our humanness. All individuals experience certain
basic emotions which emerge in humans early in life; examples are joy, sadness,
anger and fear (Louw & Louw, 2007:116; Santrock, 2009:181).
2.2.2. The range of human emotions
Lewis (in Santrock, 2009:181) distinguishes between primary and self-conscious
emotions. Primary emotions, which appear in the first six months of a child’s
development, include surprise, interest, joy, anger, sadness, fear and disgust. Selfconscious emotions require self-awareness which involves consciousness and a
sense of ‘me’. Self-conscious emotions, most of which occur for the first time in the
second half of the first year through the second year, include jealousy, empathy,
embarrassment, pride, shame and guilt. Santrock (2009:182) states that some
theorists categorise self-conscious emotions, such as embarrassment, shame and
guilt, as other-conscious emotions as they require emotional reactions from others
when they are generated.
The range of human emotional states is built from a few primary emotions, or emotions
which are hard-wired into our neuro-anatomy (Turner, 2011:3). Researchers and
theorists agree that the four primary emotions are happiness, sadness, anger and fear
(Louw & Louw, 2007:116; Santrock, 2009:18; Turner, 2011:3; Ahola & Kovacik,
2007:175). Primary emotions can be blended, and vary by degree of intensity and
valence – the valence of the emotion goes from a low- through moderate- to highintensity state (Turner, 2011:3). Ellsworth and Scherer (in Kuppens et al., 2009:1253)
state that blending primary emotions can occur in an infinite number of ways to
produce finely nuanced emotional experiences and responses, going far beyond the
combinations of a number of basic emotions, as outlined in the table on the following
page.
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Table 2.1.

The range of affective states of each primary emotion

Primary Emotion
Happiness

Low Intensity
Content
Sanguine
Serene
Gratified

Moderate Intensity
Cheerful
Buoyant
Friendly
Amiable
Enjoyment

Sadness

Discouraged
Downcast
Dispirited

Anger

Annoyed
Agitated
Irritated
Vexed
Perturbed
Nettled
Rankled
Piqued

Dismayed
Disheartened
Glum
Resigned
Gloomy
Woeful
Pained
Dejected
Displeased
Frustrated
Belligerent
Contentious
Hostile
Ire
Animosity
Offended
Consternation

Fear

Concern
Hesitant
Reluctance
Shyness

Misgivings
Trepidation
Anxiety
Scared
Alarmed
Unnerved
Panic

High Intensity
Joy
Bliss
Rapture
Jubilant
Gaiety
Elation
Delight
Thrilled
Exhilarated
Sorrow
Heartsore
Despondent
Anguished
Guilt
Crestfallen

Dislike
Loathing
Disgust
Hate
Despise
Detest
Hatred
Seething
Wrath
Furious
Inflamed
Incensed
Outrage
Terror
Horror
High anxiety

Source: (Turner, 2011:4)
The abovementioned primary emotions will be briefly discussed.


Happiness

Happiness, first expressed in joyful smiles and later through exuberant laughter,
contributes to many aspects of development (Berk, 2006:400). Happiness includes the
feeling that we have some control over our lives, that we have a sense of purpose and
16
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meaning, and can regularly experience what psychologists call ‘flow’ (Howe,
2008:177). Flow is the ability to become lost and fully absorbed in what we are doing,
occurring when we become lost in the immediacy of an experience. Staying with the
unfolding of the here-and-now experience is one of the well-recognised central
features of the Gestalt approach (Parlett, 2005:41). Children focusing their awareness
in the present enable growth, as growth cannot take place by recreating the past or
predicting the future (Blom, 2006:57). According to Martin (2005:50-71) happy people
share a number of characteristics, namely: social connectedness; support; good
personal relationships; emotional competence and good communication skills.
Emotional competence improves social competence, social competence deepens and
improves the quality of one’s personal relationships, inter alia, good personal
relationships make you feel happy (Howe, 2008:177). Happy people tend to be more
physically active, and activity itself promotes the release of brain chemicals that further
increase feelings of happiness (Howe, 2008:113). Happy children are more energetic,
persistent, creative, focused and cooperative with their peers and adults (Hantler,
2008:50).


Sadness

Failing to realise individual or societal expectations, may result in people experiencing
sadness (Turner, 2011:39). However, this is dependent on the attributions that
individuals make and whether or not they blame themselves. Guilt, an affective state
of the primary emotion sadness, is the emotion of social control, as we experience
guilt when we perceive or are told by others that we have not lived up to labels which
define morality (Turner, 2011:7). Moral codes are powerful as they have emotions
attached to them.
Hantler (2008:45) identifies that children may experience a range of losses which in
turn leads to sadness. Losses may be due to the loss of a pet or family member; loss
of a parent through divorce, or of a friend or educator when moving classes or
changing grades. “Loss can briefly be described as a condition of losing someone or
something that is to the disadvantage of the child because the person or thing lost has
played an important role in the healthy functioning and existence of the child” (Blom,
2006:185).
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Anger

The ability to express anger healthily; in other words, when allied with calm rational
thought, self-awareness, empathy and control tactics; is a sign of good mental health
and a skill which should be encouraged (Hantler, 2008:31). Anger is a natural
emotional response to mobilise, protect or help people cope with threats, hurt, violation
and frustration, or to satisfy needs (Berk, 2006:401; Hantler, 2008:31).
By means of projection, children deny their own personal experiences (Blom,
2006:33). Emotions are projected by children when it is too painful to possess them.
Hantler (2008:31) identified a range of physiological changes, which some people may
identify as the first signs that they are experiencing anger, namely: increased heart
rate; rise in blood pressure; energy surges of chemicals such as adrenaline and nonadrenaline flow; as well as stresses on the body and brain, inhibiting clear thinking.
“The manifestation of psychosomatic symptoms in the child can [also] be an indication
of retroflection… negatively [influencing] a child’s self-awareness” (Blom, 2006:36).
Retroflection means that a person treats him- or herself as he or she would treat others
(Blom, 2006:35). Projection and retroflection are viewed by Gestalt theorists as “… a
creative adjustment of the person in a difficult situation” (Lobb, 2005:33).


Fear

Children tend to present a range of anxious behaviours in order to alleviate their fears
and conceal their fears from others (Hantler, 2008:41). Children may experience
various fears; inter alia, humiliation, vulnerability, rejection, failure and loneliness. Fear
is strongly somatic and many symptoms manifest physically, namely; stammering,
stomach aches, bed-wetting and/or nail-biting (Hantler, 2008:41). Howe (2008:119) is
of the opinion that linking the diverse categories of mental health, is the underlying
theme of emotions being out of kilter, with emotions being dulled, out of balance or
control.
2.2.3. Understanding emotions
Early perspectives of emotions, such as Freud and Bowlby’s, implied that individual
histories affect the ways in which individuals experience emotions, focusing on the
gestalt of emotional experiences over time and contexts that characterise individuals
(Kuppens et al., 2009:1251). In the study of individual differences in emotion, explicit
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attention is paid to individual differences in the componential architecture of emotions,
as well as their unfolding across contexts and time, and to the processes that underlie
these differences (Kuppens et al., 2009:1253). Individuals regulate their behaviour
with varying degrees of awareness, which encompasses observing the self and others,
and knowing the choices that are being made (Yontef, 2005:87).
Lazarus states that all emotions have at least two psychological structures: a figure
and a background (Lazarus, 2006:13). Lazarus comments that figure-ground analysis
was introduced by Gestalt psychologists as a method of examining perceptual
phenomena as component parts or substructures that comprise a phenomenological
whole. Change and awareness happens at every moment (Yontef, 2005:89); moments
in which a figure emerges that is a result of various influences. Yontef (2005:89-90)
clarifies that in the now, at a moment, the past flows into the future, and in the now
people can experience needs and resources. Thus, as these figures flow one to
another, as one figure recedes into the background and another becomes salient,
larger gestalten form, and awareness is possible. The concept emotional awareness
will be defined below and the levels of emotional awareness explored. Emotional
regulation will be discussed, as well as the role it plays in managing one’s emotions.
2.3.

DEFINING THE CONCEPT EMOTIONAL AWARENESS

Awareness is the very heart of Gestalt philosophy and methodology – awareness
intends towards some otherness, and otherness is part of what and how one is aware
(Yontef, 2005:87). The awareness of emotions is the ability to identify and describe
one’s own emotions and those of other people (Mancini, Agnoli, Trombini, Baldaro &
Surcinelli, 2013:375). Creating internal awareness elicits deeper thinking behind the
emotion and increases the likelihood of change (Holroyd & Field, 2012:42).
As early as 1960, Mowrer concluded that emotions do not deserve being put in
opposition with intelligence, rather they should be categorised as a high order of
intelligence, thereby suggesting that emotions play a key part in the way we perceive,
understand and reason about people and things (Howe, 2008:10). Goldstein and
Brooks (2006:3) are of the opinion that no child is immune from pressure in our current
fast-paced, stress-filled environment – an environment we have created to prepare
children to become functional adults. The awareness of emotions which may arise in
a particular situation assists a person to be prepared before the situation occurs, to
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adapt to that situation, and to deal with the possible consequences of the situation
(Vierman, Brouwers & Fontaine, 2011:265).
“The gestalt theoretical framework alerts us to the interrelationship between
awareness and energy. When awareness is scattered and bound up in unknown
feelings and thoughts, energy flow is diminished throughout one’s personality”
(Fiebert, 2012:49). To perceive and reflect upon one’s own emotional state constitute
an important capacity; establishing a foundation for conceptualising the nature of the
transformation that occurs in emotion as one becomes aware of feelings (SubicWrana, Beutel, Garfield & Lane, 2011:306). Goleman (2006:111) is of the opinion that
for some people emotional awareness is overwhelming, while for others it barely
exists.
2.3.1. Levels of emotional awareness
The conflict between emotion and reason originated in ancient Greece over two
thousand years ago (Lazarus, 2006:18). In ‘The Nichomachean Man’ – Aristotle’s
philosophical enquiry into virtue, character and the good life – his challenge was to
manage man’s emotional life with intelligence; as our passions, when well-exercised,
have wisdom; they guide our thinking, values and survival (Goleman, 2006:29). The
extent of the inner qualities of an emotion is not directly visible, making it difficult to
accurately infer (Lazarus, 2006:17). The study of the emotion process as a science
therefore remains a significant challenge.
The theory of Levels of Emotional Awareness (LEA), first published by Lane and
Schwartz in 1987, explains disturbed processing of emotions based on a model of
cognitive-emotional development, integrating Gestalt psychology principles of sensory
perception, and Piaget’s concept of cognitive development (Subic-Wrana et al.,
2011:291-292). Healing in Gestalt therapy is a process of growth; of re-establishing
the natural process of growth and development, enabling children to experience
meaningful patterns of awareness (Reynolds, 2005:159). Change from a less to a
more differentiated state of emotional awareness is conceptualised as transformation;
the conscious use of emotion differentiation and integration of newly evolved
structures of thinking and language enables a ‘new understanding’ of the perceived
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(Subic-Wrana et al., 2011:292). Ochsner and Gross (2005:243) are of the opinion that
the capacity to control emotion is important for human adaptation.
Children learn the labels, expressions and situations associated with different
emotions (Garner, 2010:300). Lazarus (2006:14) is of the opinion that reason or
rationality plays an essential role in emotion. Croyle and Waltz (in Novick-Kline, Turk,
Mennin, Hoyt & Gallagher, 2005:558) concur, stating that emotional awareness
includes experiencing, but more than mere experience of emotion, it also involves
contemplation of the emotion experience. Lane and Schwartz proposed a structural
agreement between the schemata of sensory-cognitive development and the levels of
emotional-cognitive development (Subic-Wrana et al., 2011:292). The five levels
describing the cognitive organisation of emotional experiences are hierarchically
organised; functioning at one level adds to and modifies the function of previous levels
but does not eliminate them (Subic-Wrana et al., 2011:293). The five levels of
emotional awareness as proposed by Lane and Schwartz (in Subic-Wrana et al.,
2011:292-293) are described in the following manner:


Level 1 is characterised by the predominance of stimulus-reflex patterns;



Level 2 refers to an action response to external or internal perceptions;



Level 3 is when bodily sensations, action tendencies and tension states can be
mentally represented as feeling states. A certain mood or feeling fills
consciousness;



Level 4 enables one to experience emotional ambivalence/blended emotions.
This development advance in the structural representation of affective state is
assumed to bring with it an increase in emotional stability;



Level 5 is when other people’s feelings can be experienced as separate from
one’s own. In addition, the ability is gained to put oneself into a feeling state
previously not experienced by the self.

Subic-Wrana et al. (2011:294) clarify that the LEA framework puts implicit and explicit
processes on the same continuum, while distinguishing between subtypes of implicit
(Level 1 and 2) and explicit (Level 3, 4 and 5). Level 1 (physical sensations) and Level
2 (action tendencies) phenomena may not be considered typical indicators of emotion,
however, within emotional responses they are fundamental components. Levels 3, 4
and 5 consist of conscious feelings at different levels of complexity. An emotional
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encounter is not a single action or reaction; it is a continuous flow of actions and
reactions among the persons who participate in it (Lazarus, 2006:14).
The transformative nature of emotional awareness “… enables emotional responses
to be more flexible, adaptive and creative” (Subic-Wrana et al., 2011:294). Emotions
depend on processes; it implies the give and take of interpersonal exchanges among
the participants in an encounter from which one or more emotions are generated
(Lazarus, 2006:14).
2.3.2. Emotional regulation
Self-regulation is essential to normative functioning, and society’s expectations that
children control their impulses increase with age (Wenar & Kerig, 2005:315). Acquiring
the capacity for effective self-regulation is one of the major challenges of human
development (Colman, Hardy, Albert, Raffaelli & Crockett, 2006:421). From infancy,
when children are buffeted by the effects of emotional storms over which they are able
to exert little control, responsive environments and sensitive care assist the child to
develop the capacity to regulate emotions and engage in increasing degrees of selfcontrol (Wenar & Kerig, 2005:34).
Emotional regulation is about using feelings as signals to alert the individual to the
need for action, particularly to sustain essential relationships (Gerhardt, 2009:29).
Wenar and Kerig (2005:44-45) affirm that emotional regulation:
requires the capacity to identify, to understand, and, when appropriate,
to moderate one’s feelings. Emotion regulation might involve inhibiting
or subduing emotional reaction… But emotional regulation may also
involve intensifying emotional arousal in order to meet a goal… In
essence, emotion regulation allows the child… to be [the] “boss of own
self”.
From a Gestalt theoretical framework, people are viewed as an organism that is part
of nature, living in natural cycles of contact and withdrawal (Crocker, 2005:73). People,
like all other natural organisms, regulate themselves in changing circumstances
thereby enabling them to function within their environment.
Children need to manage their emotions and behaviour, and to possess behavioural
social skills, which enable them to carry out solutions effectively with others (Zins,
Bloodworth, Weissberg & Walberg, 2007:196). As social creatures, it is necessary to
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monitor other people as well as our own internal state, in order to maintain the
relationships on which we all depend (Gerhardt, 2009:30). Children, specifically within
the school context, compare their accomplishments to those of their peers and seek
peer approval (Berk, 2006:404). It is therefore important that children learn to manage
negative emotions which may threaten their sense of self-worth.
Among individuals with emotion skills deficits, emotions may become dysregulated
(Novick-Kline et al., 2005:559). Novick-Kline et al. (2005:559) state that emotionally
dysregulated individuals have difficulty influencing the latency, magnitude, duration
and expression of their emotions as appropriate to the current situation. Emotion
dysregulation may be associated with a variety of activities detrimental to adaptive
functioning, for example: binge eating, worrying and substance abuse. Impairments in
emotion awareness are also associated with higher levels of internalising problems
such as symptoms of depression or anxiety (Rieffe & De Rooij, 2012:349).
Emotions are often difficult to control, especially when intense (Lazarus, 2006:17).
Emotional regulation, as a function of coping, is therefore necessary in order to enable
children to adjust their emotional state to a comfortable level of intensity so that they
may accomplish their goals (Berk, 2006:403; Lazarus, 2006:17). Gaining awareness
of needs is a primary step towards healthy organismic self-regulation in a child (Blom,
2006:29). Children learn from very early on how to modify their emotions and express
them in socially acceptable ways (Rieffe & De Rooij, 2012:349). In other words,
children who are taught how to find a balance between their own wants and needs,
with demands from society, without jeopardising their social relationships. The role
and importance of emotional awareness within various relationships will be discussed
below.
2.4.

EMOTIONAL AWARENESS AND RELATIONSHIPS

Emotional life is largely a matter of coordinating ourselves with others; through
participating in their states of mind we are enabled to share each other’s feelings and
experiences (Gerhardt, 2009:31). Throughout the life course, relationships continue to
be where we experience many of our most intense feelings (Howe, 2008:68). A
growing body of research suggests that helping children develop good emotional and
social skills early in life makes a big difference in their long-term health and well-being
(Lantieri, 2008:28). Emotional awareness among children is important for their
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interpersonal functioning, as children with greater emotional awareness tend to have
better social and environmental adjustment, an incremental quality of social
relationships, and fewer emotional and behavioural problems (Mancini et al.,
2013:375).
The ability to understand another person’s and one’s own emotional states is essential
for virtually all aspects of social behaviour (Olsson & Ochsner, 2007:654). Studies
have shown that children’s emotional and social functioning and behaviour begin to
stabilise around the age of eight, and can predict the state of their behaviour and
mental health later in life (Lantieri, 2008:28). The years of middle childhood bring many
changes to children’s emotional and social life (Santrock, 2009:317); transformations
occur in their relationships with peers and parents, and schooling takes on a more
academic flavour.
2.4.1. Peer relationships
Emotions always depend on what transpires between a person and their environment
(Lazarus, 2006:10). Furthermore, our relationships with others and the physical
environment are dynamic, and it is this meaning that shapes and defines our emotions.
Greater emotional competence has been linked to better peer relations (Katz,
2011:78). Social relationships among children focus heavily on being accepted, brave
and popular, and having attributes perceived by others as ‘desirable’ (Geldard &
Geldard, 2005:263).
Interest in the larger world of the peers comes to the fore in middle childhood, where
the child begins to subordinate personal interests to the goals of the group (Wenar &
Kerig, 2005:71-72). Friendships or close relationships contribute towards the
development of trust, sensitivity and intimacy, whereas peer groups provide practice
in cooperation, leadership, followership and loyalty to collective goals (Berk,
2006:613). The mutuality and intimacy of friendship (Berk, 2006:495), which fosters
decisions based on consensual agreement, may also contribute to moral
development.
According to social psychologist Lev Vygotsky, social interaction is key for allowing
the development of higher mental processes in eight- to eleven-year-olds (Lantieri,
2008:110). Development of peer sociability is also supported by and contributes
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greatly to cognitive, emotional and social milestones (Berk, 2006:598). Research on
sociability is based on children’s sociometric status, in other words the way they are
received by their peers (Wenar & Kerig, 2005:71). Four types of children emerge from
sociometric studies (Berk, 2006:609; Santrock, 2009:336-337; Wenar & Kerig,
2005:71-72), namely:


Accepted – the child who is accepted by other children is resourceful, intelligent,
emotionally stable, dependable, cooperative and sensitive to the feelings of
others;



Rejected – rejected children are aggressive, distractible and socially inept, in
addition to being unhappy and alienated. They are also at risk for dropping out
of school, and for having serious psychological difficulties in adolescence and
adulthood;



Neglected – a neglected child is neither liked nor disliked by peers. They tend
to be anxious and lacking in social skills;



Controversial – a controversial child is perceived positively and negatively by
others. They are often troublemakers or class clowns, however, they possess
interpersonal skills and charisma that attract or impress their peers.

The ability to modulate one’s emotions is evidently an important skill that benefits
children in their relationship with peers (Santrock, 2009:249-250). Peers are therefore
a vital source of support and contribute greatly towards development (Berk, 2006:598),
however, peer relationships are more effective when children also have warm,
supportive ties to parents. Children first acquire skills for interacting with peers within
the family – parents influence children’s peer interaction skills by offering guidance
and examples of how to behave (Berk, 2006:601).
2.4.2. Parent-child relationships
When children are young their emotional needs are usually met by adults (Geldard &
Geldard, 2005:264). There is considerable research indicating that how parents
socialise children’s emotions has a significant effect on children’s emotional and social
adjustment (Katz, 2011:78). As children move into middle childhood parents spend
considerably less time with them, however, they continue to play an extremely
important role in their child’s lives (Santrock, 2009:333). Open communication
between parents and children in middle childhood increases the chances of children
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communicating openly with parents during adolescence – a developmental period
fraught with challenges and increased demands (Gentzler, Contreras-Grau, Kerns &
Weimer, 2005:608).
Traditionally, emotional understanding has been passed on in the midst of everyday
life – by parents and relatives, and in the rough-and-tumble of free play – opportunities
that are now being lost to the young (Goleman, 2006:17). Unsupportive parental
responses, hostility or not validating a child’s feelings, are likely to teach children not
to communicate their feelings or problems (Gentzler et al., 2005:592). Children who
have grown up in environments where feelings were not talked about, or behaviours
were inconsistent with expression of emotion, experience difficulty identifying their
emotions and intentions when they try to self-reflect (Camilleri, 2007:200). However,
as noted earlier, children depend on responses from parents to help them identify and
interpret their own feelings (Aviles et al., 2006:33). Emotionally open discussions
between parent and child may help children better understand and regulate their own
emotions and develop adaptive coping strategies (Gentzler et al., 2005:592).
Parents have to be physically and emotionally present in the lives of their children, and
be prepared to have conversations that matter about questions of life which today’s
children face (Bush & Codrington, 2012:39). Emotion-coaching parents (Santrock,
2009:249) monitor their children’s emotions as opportunities for teaching, assist them
in labelling emotions and coach them in how to deal with emotions more effectively.
The more a child feels loved, cared for, valued and accepted by those around them,
the better they will feel about themselves and they will develop better coping
mechanisms (Camilleri, 2007:51). Settings which support a child’s socio-emotional
development (Aviles et al., 2006:33) consist of responsive, nurturing environments that
will, among other things, properly prepare children for academic achievement.
Educational settings are also seen as environments in which emotional awareness
can be fostered.
2.5.

EMOTIONAL AWARENESS WITHIN AN EDUCATIONAL SETTING

The relationship between emotional awareness and the educational setting will be
discussed below, as well the role and responsibility of educators within the school
context and classroom environment in fostering emotional awareness.
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2.5.1. Emotional awareness within the school context
Children bring their own emotional history with them into the educational system,
affecting their ability to have successful relationships and regulate themselves within
the learning environment (Camilleri, 2007:200). Emotions can facilitate or hamper their
learning, as well as their overall success in schools (Zins et al., 2007:191). There are
many reasons that a child may demonstrate social-emotional difficulties (Aviles et al.,
2006:33). Barbarin (in Aviles et al., 2006:33) identifies possible risk factors that may
impair a child’s functioning, namely: a history of early deprivation and/or trauma, family
conflict and instability, involvement in the welfare system, and contextual factors such
as minimal resources.
Children who have limitations in their social-emotional development often demonstrate
poor social, emotional and academic success (Aviles et al., 2006:34). When chronic
anxiety, anger or upset feelings intrude on children’s thoughts, less capacity is
available in working memory to process what they are learning (Lantieri, 2008:30). The
Gestalt pedagogical model (Woldt, 2005:xxii), namely confluent education:
… is essentially the synthesis of the affective domain (feelings,
emotions, attitudes and values) and the cognitive domain (the
intellectual and the activity of the mind in knowing). Confluent
education, however, also includes learning experiences wherein may
exist an interplay between affectivity and cognition, where frustration
and tension in appropriate degrees resulting from this interplay are
seen as valued conditions, directly related to healthy growth and
development.
Children spend a significant part of their day at school (Aviles et al., 2006:32-36); a
school setting therefore has the potential to provide services and programmes that will
have a positive impact on overall academic achievement, as well as on the emotional
development of learners. A school’s responsibility to see to the academic needs of
their learners overlaps with their role to also address their emotional needs. Goleman
(2006:5) concurs, stating that helping children improve their self-awareness and
confidence; manage their emotions and impulses, will not only assist in improving
behaviour but also in measureable academic achievement.
There is a constant push for children to achieve academic skills from a young age,
and so school becomes a big source of stress in their lives (Lantieri, 2008:20).
Traditionally, schools emphasise intellectual learning, thereby masking the extent to
27
© University of Pretoria

which emotions inform and drive our ability to learn (Camilleri, 2007:200). The idea
that emotions can assist learning is not entirely new (Eloff & Ebersӧhn, 2004:32).
Educational researchers have done significant theoretical work linking emotion and
cognition (Lazarus, 2006:299), highlighting the importance of having awareness and
understanding of emotional cues, and the ability of regulating and managing the
experience of expressing emotion. Difficulties in adapting to school are expected to
relate to problems in children’s emotional awareness (Vierman et al., 2011:266).
Problems in understanding emotions might also contribute towards children’s inability
to attend during instructional tasks (Garner, 2010:304), as school-based learning takes
place within an emotion-laden context (Garcia, Baker & De Mayo, 2005:305). Schools
therefore need to recognise the extent to which social-emotional development impacts
on academic outcomes, and develop ways in which to identify learners with socialemotional difficulties and provide services that will address these issues, potentially
mediating and/or improving academic outcomes (Aviles et al., 2006:32).
At present we leave the emotional education of children to chance, with ever more
disastrous results (Goleman, 2006:10). Though education has always purported to be
for the ‘whole’ person, the obvious focus has been on academic and intellectual
development, not emotional or social development (Garcia et al., 2005:302). If schools
are aware of the underlying issues of poor social-emotional development and address
the issue, it will break the cycle in support of academic achievement (Aviles et al.,
2006:34). Goleman (2006:10) is of the opinion that one solution is a new vision of what
schools can do to educate the student, bringing together mind and heart in the
classroom, as emotional learning is like an insurance policy for a healthy, positive,
successful life (Lantieri, 2008:34). The primary role of children is that of student, a role
which must be supported in order for them to be successful in school and life (Aviles
et al., 2006:38).
The foundation for life competencies are laid in childhood (Goleman in Lantieri,
2008:2). By incorporating emotional awareness programmes into the regular school
day – which address improving self-awareness and confidence, managing emotions
and impulses, increasing empathy and cooperation (Goleman in Lantieri, 2008:1) –
children will be equipped with the inner strength they need to meet both the intense
challenges and the great opportunities that come their way (Lantieri, 2008:11).
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Research has shown that such programmes enhanced learners’ behavioural
adjustment in the form of increased prosocial behaviours, reduced conduct and
internalising problems, and improved academics (Durlak, Dymnicki, Taylor,
Schellinger & Weissberg, 2011:417). As schools collectively have access to virtually
all children and are expected to educate them to become responsible, contributing
citizens, they are ideal settings in which to develop children emotionally as well as
academically (Zins et al., 2007:191).
In recent years there has been growing pressure and a greater interest from
professionals and the public in how well schools perform with respect to learner
achievement (Zins et al., 2007:193). Academic failure has far-reaching implications for
future success; it can contribute towards humiliating outcomes in adulthood, such as
illiteracy and unemployment, which in turn have devastating effects on self-worth and
overall achievement (Camilleri, 2007:45). Conversely, numerous studies have found
that young people who possess social and emotional skills are happier, more
confident, and more capable as students, family members, friends and workers
(Lantieri, 2008:34). Therefore, it is imperative that the emotional intelligence of
everyone in a school should be improved by implementing an emotional development
intervention for the whole school (Cowie, Boardman, Dawkins & Jennifer, 2004:122).
Specific issues may be highlighted where it influences individuals, however, a wholeschool approach can generate benefits for all role-players.
2.5.2. Educators as role-players within the school context
Educators’ ability to create a positive emotional climate in the classroom is thought to
be critically important in the learning that occurs in schools (Garner, 2010:311). Gestalt
educators value holistic education and view the classroom situation as a means of
promoting personal growth, self-understanding and interpersonal contact, in order to
maximise learning and healthy development (Garcia et al., 2005:302). An optimal
classroom climate is thus achieved when a teacher allows for the appropriate
expression of emotions, respectful communication and problem solving, strong
interest and focus on tasks, and supportiveness and responsiveness to individual
differences and learner needs (La Paro & Pianta in Jennings & Greenberg, 2009:492).
Garner (2010:309) concurs, stating that children’s classroom emotion expression also
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impacts on their relationship with teachers, which in turn can influence their school
performance.
Children do not learn alone but rather in collaboration with their educators, in the
company of their peers and with the encouragement of their families (Durlak et al.,
2011:405). The academic outcomes of learners with socio-emotional difficulties will
vary depending on the support they receive from adults in their lives, namely, parents
and educators (Aviles et al., 2006:33-34). Learners are dependent on their educators
for assistance, approval and encouragement. Educator support includes whether or
not a child feels close to his/her teachers and acknowledged by them (Camilleri,
2007:51).
By creating a supportive learning environment, in order for learning to take place within
a safe, caring atmosphere in which high expectations are expressed, children may be
more engaged, feel more attachment and exert greater effort (Zins et al., 2007:200).
Emotionally and socially competent educators set the tone of the classroom by
developing supportive and encouraging relationships with their learners (Jennings &
Greenberg, 2009:491). Coetzee and Jansen (2007:1) affirm that the emotional state
of educators affects learners’ attention, focus, perception, time spent on tasks and
their academic performance. They add that educators who demonstrate emotional
awareness behaviour in the classroom are more effective in achieving academic goals
and creating an emotional environment which enhances learning. Furthermore, by
facilitating a desirable teaching context, peer conflict is reduced.
However, educators can be distracted and also become emotionally overwhelmed by
personal concerns and aspects of teaching that go beyond the classroom (Garner,
2010:310). Learning to attend to these emotions is critical because the inability to
control one’s psychological and behavioural arousal can interfere with the quality of
the teaching that occurs in the classroom. Jennings and Greenberg (2009:495) have
identified some of the following characteristics evident in educators who are
emotionally competent. They:


demonstrate high self-awareness, recognising their emotional strengths and
challenges;



know how to generate and use emotions to motivate learning in themselves
and others;
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have a realistic understanding of their capabilities;



understand how their emotional expressions affect their interactions with
others;



are culturally sensitive, understanding others may have different perspectives
than they do;



know how to manage their emotions and relationships with others;



manage their behaviour even when emotionally aroused by challenging
situations;



regulate their emotions in healthy ways;



are comfortable with a certain level of ambiguity and uncertainty that comes
from letting children figure things out for themselves.

Schools therefore need to provide the appropriate resources to prepare and support
educators, in order to best serve the emotional needs of children, which in turn would
serve the academic needs of a multitude of children (Aviles et al., 2006:38). Training
educators to address children’s emotional needs is vital, as part of their role within the
context of the classroom is to assist children with their emotional expressions in order
to meet the demands of the school environment (Garner, 2010:312). Developing
teachers enables them to make important contributions to desirable classroom and
learner outcomes (Jennings & Greenberg, 2009:495). Research suggests that
interventions can be incorporated into routine educational processes and therefore do
not require external personnel (Durlak et al., 2011:417).
As part of legislation, schools are mandated to provide children with services that
address their specific needs (Aviles et al., 2006:35). The different provincial
departments as well as the district offices have made it their task to train and support
educators to implement these programmes effectively (Prinsloo, 2007:169). However,
the quality and quantity of the training and support are not always as successful as
intended, but although the present problems are many and varied they are not
insurmountable. The attention of educators, policy makers and the Department of
Education should thus be focused on ways and means to accomplish this task as soon
as possible. Durlak et al. (2011:420) concur, stating that if effective programmes are
to be more widely used, concerted efforts need to be made in order to assist schools
through the multiple steps of the diffusion process.
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Schools and educators thus play a pivotal role in preparing learners to become
responsible and contributing adult members of society, through creating emotional
awareness as the foundation for emotional intelligence.
2.6.

EMOTIONAL INTELLIGENCE

Emotional awareness is considered to be a central aspect of emotional intelligence
because conscious processing of emotional information fosters emotional and
intellectual growth (Lane in Vierman et al., 2011:265). Emotional intelligence is seen
as a basic requirement for the effective use of one’s IQ – that is, one’s cognitive skills
and knowledge (Lanteiri, 2008:30). According to Harvard professor Howard Gardner,
intelligence is not a single IQ number, rather it is a mosaic of multiple, interconnected
intelligences which also work independently (Bush & Codrington, 2012:62-63).
Emotional Intelligence includes interpersonal, intrapersonal and spiritual intelligence.
Interpersonal intelligence is the ability to easily connect with others, to network and
form relationships, while intrapersonal intelligence is the ability to be self-aware and
see oneself in context. Spiritual awareness is the ability to appreciate and
accommodate views and opinions from people of other spiritual persuasions.
Emotional intelligence refers to the ability to recognise feeling states in oneself as well
as others, and to control the expression of one’s emotions (Blundon & Schaefer,
2006:368). Mayer, Salovey and Caruso (in Howe, 2008:12-13) define emotional
intelligence as the capacity to reason about emotions, and of emotions to enhance
thinking. It includes the abilities to accurately perceive emotions, to access and
generate emotions so as to assist thought, to understand emotions and emotional
knowledge, and to reflectively regulate emotions so as to promote emotional and
intellectual growth. Four separate clusters were identified in emotional intelligence,
namely the Four-Branch Model of Emotional Intelligence. The four branches, in other
words the developmental phases in which emotional intelligence is obtained, are:


The perception and expression of emotion in the self and others;



The use of emotion to facilitate thought, and the integration of emotion in
thought;



Understanding and analysing emotions in self and others;



Regulating and managing emotions in self and others depending on one’s
needs, goals and plans.
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The first, third and fourth branches involve reasoning about emotions, as well as the
ability to regulate emotions in ourselves and others; the second branch uniquely
involves using emotions to improve reasoning (Salovey, 2004:33). The following table
expands on the various abilities/skills present in each branch.
Table 2.2.

The Four-Branch ‘Ability/Skill’ Model of Emotional Intelligence

Branch
Abilities/Skills
Branch One:
Ability/skill to:
Perceiving emotions
 identify emotion in our physical and psychological
states;
 identify emotion in other people;
 express emotions accurately and express needs
related to them;
 discriminate between accurate/honest and
inaccurate/dishonest feelings.
Branch Two:
Ability/skill to:
Using emotions to
 redirect and prioritise thinking on the basis of
facilitate thought
associated feelings;
 generate emotions to facilitate judgement and
memory;
 capitalise on mood changes to appreciate multiple
points of view;
 use emotional states to facilitate problem-solving and
creativity.
Branch Three:
Ability/skill to:
Understanding
 understand relationships among various emotions;
emotions
 perceive the causes and consequences of emotions;
 understand complex feelings, emotional blends and
contradictory states;
 understand transitions among emotions.
Branch Four:
Ability/skill to:
Managing emotions
 be open to feelings, pleasant and unpleasant;
 monitor and reflect on emotions;
 engage, prolong or detach from an emotional state;
 manage emotions in oneself;
 manage emotions in others.
Source: (Salovey, 2004:35)
As portrayed in Table 2.2 above, emotional intelligence can be seen as an important
factor in determining one’s ability to succeed in life and directly influence one’s general
psychological well-being in terms of overall emotional health (Reissland, 2012:3).
Furthermore, emotional intelligence helps to predict success in social situations as it
reflects how a person applies knowledge to the immediate situation. Emotional
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awareness and intelligence can therefore be seen as crucial to enhancing a child’s
ability to effectively transition through middle childhood, as discussed below.
2.7.

MIDDLE CHILDHOOD

Freud perceived middle childhood as a relatively uneventful phase of development,
however, in the twenty-first century middle childhood is recognised as a potentially
turbulent time in children’s lives (Charlesworth, Wood & Viggiani, 2007:182). Middle
childhood is filled with challenges and opportunities, as children in middle childhood:
… are on a different plane, belonging to a generation and feeling of
their own. It is the wisdom of the human life span that at no time are
children more ready to learn than during the period of expansive
imagination at the end of early childhood… They seek to know and
understand. They are remarkable for their intelligence and for their
curiosity (Santrock, 2009:279).
Middle childhood as a developmental phase is delineated by Cooper (2005:211) as
spanning the ages six to twelve years. However, Lassonde (2012:60) indicates that
developmentalists define middle childhood as the period from roughly age five to
twelve. The age range classified as middle childhood by various theorists is thus
subject to debate (Charlesworth et al., 2007:182).
From a Gestalt perspective, human development is viewed as a process involving
movement from total environmental support to optimal self-support (Reynolds,
2005:155). Knowledge of traditional developmental theory is important, in order to
understand the physical, cognitive, social and emotional transitions in childhood. Each
of the aforementioned domains is not really distinct, rather they combine in an
integrated, holistic fashion to yield the maturing, growing child (Berk, 2006:4).
Vaihinger as quoted by O’Connor and Ammen (2013:1) emphasises that it must be
remembered that the object of the world of ideas as a whole (the map or model) is not
the portrayal of reality, but rather to provide us with an instrument for finding our way
about more easily.
2.7.1. Theoretical perspectives on child development
There are numerous theoretical perspectives (maps or models) which have evolved
through the years, offering different viewpoints and thoughts on child development.
Geldard and Geldard (2008:31-33) have summarised the work of different theorists on
child development as it has evolved through the years.
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Table 2.3.

The work of the early pioneers (1880-1940)

Child development
theorist
Sigmund Freud

Summarised viewpoint

Developed psychoanalytic psychotherapy including
the following concepts: unconscious processes,
defense mechanisms, id, ego, superego, resistance,
free association, transference and psychosexual
development.
Anna Freud
Sought an affectionate attachment with the child
(positive transference). Interpreted child’s nondirected free play after an affectionate attachment
with the child had been established.
Melanie Klein
Started to interpret the child’s behaviour early in the
therapeutic relationship, interpreted child’s nondirected free play.
Donald Winnicott
Saw the therapeutic relationship with the child as a
parallel to the transitional space in which the child is
separating from the mother. Thought that the
relationship with the therapist was sufficient in itself to
produce therapeutic change.
Carl Jung
Introduced ideas about the symbolic representation
of a collective unconscious.
Margaret Lowenfeld
Used symbols in a sand tray as a substitute for verbal
communication.
Alfred Adler
Introduced the need to take account of the person’s
social context.
Source: (Geldard & Geldard, 2008:31)
Table 2.4.

Theories of child development (1920-1975)

Child development
theorist
Abraham Maslow
Erik Erikson

Summarised viewpoint

Introduced the idea of a hierarchy of needs.
Believed that the individual has the potential to solve
their own problems. Postulated eight stages of
development. Believed that ego-strength was gained
through successful resolution of developmental
crises.
Jean Piaget
Had a concept of children obtaining particular skills
and behaviours at particular developmental stages
and recognised stages of cognitive development.
Lawrence Kohlberg
Looked at the relationship between Piaget’s concepts
of cognitive development and the acquisition of moral
concepts.
John Bowlby
Introduced theory of attachment whereby a child’s
emotional and behavioural development was seen to
be related to the way in which a child was able to
attach to its mother.
Source: (Geldard & Geldard, 2008:33)
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Geldard and Geldard (2008:41) clarify that they chose to reference the work of
theorists which they felt significantly influenced the practice of working with children.
Many theories have been developed over centuries, which have had implications for
educational practice (Maree, 2004:388). Three classical-stage theorists, namely
Freud, Erikson and Piaget, made an invaluable contribution to the fundamental
perception of the development of children in middle childhood, and are therefore briefly
summarised as follows:


Sigmund Freud

Freud’s work exerts as great an influence today as it did in the early part of the
twentieth century (Danto, 2011:174). Classical psychoanalytical theory, also known as
the drive theory, is concerned with discovering the dynamics of human behaviour,
namely: the basic motives and the prime movers (Wenar & Kerig, 2005:9). According
to the psychoanalytical perspective:
… children move through a series of stages in which they confront
conflicts between biological drives and social expectations. The way
these conflicts are resolved determines the person’s ability to learn, to
get along with others, and to cope with anxiety… [Freud’s]
psychosexual theory… emphasised that how parents manage their
child’s sexual and aggressive drives in the first few years is crucial for
healthy personality development (Berk, 2006:16-17).
According to Freud’s psychosexual stages, he described middle childhood as the
latency period, characterised by sexual instincts dying down and the superego
(conscience) developing further (Berk, 2006:17). Furthermore, the child in the latency
period acquires new social values from adults outside the family and from play with
same-sex peers. Freud introduced conceptual ideas about the formation of personality
and he developed five stages of psychosexual development, from birth to adolescence
(Berk, 2006:17; Geldard & Geldard, 2008:26).


Erik Erikson

Several of Freud’s followers took what they believed to be useful from his theory and
built on his vision (Berk, 2006:18). In Erikson’s psychosocial theory, he stated “… that
the individual has the potential to solve their own conflicts, and that competent
functioning is achieved through the resolution of crises occurring throughout the
individual’s life at particular developmental stages” (Geldard & Geldard, 2008:32).
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Erikson believed that child-rearing can only be understood by making reference to the
competencies valued and needed by a child’s society (Berk, 2006:18). Erikson was
one of the first theorists to recognise the lifespan nature of development; dividing an
individual’s lifespan into eight stages, from birth through to old age, each of which is
represented by a personal social crisis (Berk, 2006:19; Geldard & Geldard, 2008:32).


Jean Piaget

According to Berk (2006:21) Piaget influenced the contemporary field of
developmental child psychology more than any other. Piaget was of the opinion that:
… children’s learning is dependent on reinforces, such as rewards from
adults… children actively construct knowledge as they manipulate and
explore their world. In Piaget’s theory, as the brain develops and
children’s experiences expand, they move through four broad stages,
each characterised by qualitatively distinct ways of thinking (Berk,
2006:21).
Piaget noticed that children interact with human and inanimate objects, and the
relationship the child has with these objects allow them to become more adaptive in
their behaviour (Geldard & Geldard, 2008:32). With adaptation, the child develops
higher levels of cognition and starts to understand their environment in a progressively
complex way.
O’Connor and Ammen (2013:3) are of the opinion that theories are cognitive models
we, as human beings, use to describe or explain events or phenomena in our world.
The above discussion of the three classical-stage theorists’ contribution to the
fundamental perception of the development of children in middle childhood, provides
us with a cognitive model from which to explore the developmental framework of
middle childhood.
2.7.2. Developmental framework of middle childhood
In order to examine various characteristics of transition in middle childhood, physical,
cognitive, social and emotional dimensions of development will be examined as the
developmental phase focused on for the purposes of this study. As previously stated,
changes in the developing child reflect the dynamic interaction continuously occurring
across the aforementioned dimensions (Charlesworth et al., 2007:183). Development
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is defined as “… the process of change associated with age which characterizes all
human beings from conception to death” (Schaffer, 2006:6).
2.7.2.1.

Physical development

Middle childhood involves slow, consistent growth, and is viewed as a period of calm
before the rapid growth spurt of adolescence (Santrock, 2009:282). This
developmental phase is a period when increased public attention and self-awareness
is directed towards various aspects of physical growth, skill or activity patterns, and
levels deemed outside the normal range (Charlesworth et al., 2007:187). Additionally,
as physical development is outwardly visible, it also has an effect on perceptions of
self and the way a child is viewed and treated by peers and adults.
Physical development of children in middle childhood takes place in proportion to
body, rather than in height or mass (Blom, 2006:206). Physical development continues
steadily but children of the same chronological age may vary greatly in stature, weight
and sexual development (Charlesworth et al., 2007:183). At approximately the age of
eleven, females develop more fatty tissues while males develop more muscle tissue
(Rathus, 2014:352). Changes in size, proportions and muscle strength support an
explosion of new gross motor skills, and there is improved balance, strength, agility
and flexibility in this developmental phase (Berk, 2006:175). Motor skills become much
smoother and more coordinated than they were in early childhood, with a dramatic
increase in fine motor skills (Santrock, 2009:283; Bergin & Bergin, 2012:53). Children
in middle childhood are normally encouraged to gain a high level of mastery over
physical skills associated with particular interests such as dance, sports or music
(Charlesworth et al., 2007:183). By the ages of eight to ten children demonstrate the
balance, coordination and strength which enables them to participate in team sports
(Rathus, 2014:359).
According to Bergin and Bergin (2012:46) some neuroscientists view the first ten years
in brain development as a sensitive period; one in which a child develops specific
abilities following which change is less likely. Berk (2006:182) states that despite its
complexity, the human brain reaches its adult size earlier than any other organ. The
various parts of the brain develop at different rates (Shaffer & Kipp, 2010:205). The
first areas to mature in the developing brain are involved in motor skills and the senses,
followed by development in language areas (Bergin & Bergin, 2012:44). Changes in
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the brain include advances in functioning in the prefrontal cortex, which are reflected
in improved attention, reasoning and cognitive control (Santrock, 2009:312). The
frontal part of the brain encompasses functions such as self-regulation, the focusing
of attention, cognitive flexibility, goal setting and information processing (Rathus,
2014:351). The rational part of the brain does not work in isolation (Damasio in
Gerhardt, 2009:6), but at the same time as the basic regulatory and emotional parts
of the brain. Therefore, body and mind cannot be split when exploring development in
middle childhood.
2.7.2.2.

Cognitive development

“Cognition refers to knowing, and cognitive development to the acquisition of
knowledge in childhood” (Schaffer, 2006:96). Cognitive development involves various
mental functions or “… expressions of human intelligence that we use to adapt to and
make sense of the world” (Schaffer, 2006:96). There are vast advances in children’s
cognitive development during middle childhood years (Rathus, 2014:375). Flavell in
Berk (2006:292) is of the opinion that we owe Piaget the present field of cognitive
development with its image of the developing child, who through its own active and
creative commerce with its environment, builds an orderly sequence of cognitive
structures en route to intellectual maturity. Piaget stated that “… knowledge is not just
a copy of the world, but that knowledge is an intention or construction in the mind of
each person” (Bergin & Bergin, 2012:96).
Berk (2006:242-253) and Charlesworth et al. (2007:188-189) discuss cognitive
development in middle childhood in accordance to Piaget’s cognitive development
theory. In Piaget’s concrete operational stage (seven to eleven years), school-aged
children think in an organised and logical fashion about concrete objects, using
problem-solving strategies. Long-term memory increases in middle childhood, with
children using strategies such as imagery and elaboration to improve their memory.
Cognitive development in middle childhood is also characterised by critical and
creative thinking. Potential gains in cognitive development enable new learning in a
variety of environments. For example, children gain an enhanced ability to understand
people, situations and events in their surrounding environments.
As children attend school throughout their formative years, school plays a major role
in the cognitive development of children (Charlesworth et al., 2007:187). “[M]any of
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the competencies underlying intelligence manifest themselves during middle
childhood, when most children are first exposed to formal schooling” (Rathus,
2014:394). Intelligence is defined by Rathus (2014:394) as a child’s underlying
competence or learning ability. There are varying theories on intelligence and debates
as to the number of intelligences. Sternberg’s triarchic theory of intelligence identifies
three elements or aspects of intelligence, which he believes everyone has to a greater
or lesser extent (Papalia, Olds & Feldman, 2011:348), namely:


The componential element is the analytic aspect of intelligence; it determines
how efficiently people process information. It tells people how to solve
problems, how to monitor solutions and how to evaluate results.



The experiential element is insightful or creative; it determines how people
approach novel or familiar tasks. It allows people to compare new information
with what they already know and to come up with new ways of putting facts
together – in other words, to think originally.



The contextual element is practical; it determines how people deal with their
environment. It is the ability to size up a situation and decide what to do: adapt
to it, change it or get out of it.

School-age children are better able to understand and interpret verbal and non-verbal
communication, and to make themselves understood (Papalia et al., 2011:348). As
children become better communicators they possess a more sophisticated sense of
humour (Zembar & Blume, 2009:1). For most children, the acquisition of cognitive
abilities that occurs early in middle childhood allows for the communication of thoughts
with increasing complexity (Charlesworth et al., 2007:187). Schaffer (2006:207) view
verbal communication, namely language, as a means through which we can control
our emotions and regulate the actions we take. In order to use language in a socially
appropriate manner the speaker needs to have some awareness of the recipient’s
possible thoughts and feelings (Schaffer, 2006:230). Children in middle childhood are
“… better at taking intention into account when judging others’ behaviour” (Bergin &
Bergin, 2012:360). Cognitive processes involve emotional processes but could not
exist without them (Gerhardt, 2009:6).
Cognitive growth enables children to gradually develop a more in-depth understanding
of the meaning of rules, laws and interpersonal norms – in other words, morality
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(Shaffer & Kipp, 2010:586-587). Moral development is a complex concept (Rathus,
2014:380), which on a cognitive level, relates to the basis from which children make
judgements as to whether an act is socially right or wrong. As children develop these
new understandings, they progress through a sequence of moral stages/levels as
described by Piaget and Kohlberg. Piaget found that when children reach middle
childhood they begin to show autonomous reality, where moral judgements become
more self-governed and complex (Papalia et al., 2011:340; Rathus, 2014:381-382).
Kohlberg identified children in middle childhood as being at the conventional level of
moral reasoning, a period during which moral judgements mainly reflect social rules
and conventions (Rathus, 2014:384).
Cognitive development in middle childhood enables children to develop more complex
self-concepts (Papalia, Olds & Feldman, 2008:385). A self-concept is defined as the
differentiated conception of self in specific domains, such as academic self-concept,
social self-concept and relational self-concept (Bergin & Bergin, 2012:506). According
to Schaffer (2006:77-78) autobiographical memory, a cognitive mechanism, provides
a child with data about past experiences which are often of considerable emotional
significance to the child. These autobiographical memories, which form part of a child’s
self-concept, are reinforced further when shared with others. Relationships are thus
an important dimension in the development of a child in middle childhood – social
development is further explored in the section below.
2.7.2.3.

Social development

Traditional developmentalists have pointed out that the school-age child searches for
opportunities to demonstrate personal skills, abilities and achievements (Charlesworth
et al., 2007:194-195). Erik Erikson provides a scientific view into the social
development of children in middle childhood in his developmental theory. Erikson
described the developmental task of middle childhood as industry versus inferiority, a
period when children at school develop the capacity to work and co-operate with
others (Charlesworth et al., 2007:194; Berk, 2006:18). Inferiority develops when
negative experiences at home, school or with peers lead to feelings of incompetence.
In the process children gain an increasing awareness of their position in the network
of relationships in their surrounding environment. Love, guilt, shame, pride and
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jealousy are social emotions which arise in our relationships with others (Howe,
2008:83).
Erikson was of the opinion that the major development task of middle childhood is
acquiring cognitive and social skills (Rathus, 2014:421). This opinion is echoed by
Fonagy (in Gerhardt, 2009:15), a distinguished researcher into early attachment, who
views the brain as a ‘social organ’. “Our minds emerge and our emotions become
organised through engagement with other minds, not in isolation” (Fonagy in Gerhardt,
2009:15). Socialisation is an important task for all children, as it provides opportunities
for them to acquire the beliefs, attitudes and rules of behaviour of those around them
(Schaffer, 2006:179). Additionally, in the journey from birth to full maturity,
relationships with parents and peers help shape our emotional make-up (Howe,
2008:44). According to Bronfenbrenner’s ecological systems theory, the child is
viewed as developing within a complex system of relationships, in which the child is at
the centre of, and embedded in several environmental systems (Berk, 2006:26-29).


The parent as an environmental system

As children in middle childhood become more independent they spend less time with
their parents (Rathus, 2014:426). The atmosphere in the home, whether it’s supportive
or characterised by conflict, is an important influence of the family as an environmental
system on a child’s development (Papalia et al., 2011:368). Research has shown that
children exposed to poor parenting tend to show high levels of internalising
behaviours, such as anxiety and fearfulness, and externalising behaviours, such as
aggressiveness and disobedience (Papalia et al., 2011:368).
Applied to parent-child interaction, the transactional model views child development
“… as the outcome of reciprocal, circular interchanges that occur over time between
child characteristics and parental influences” (Schaffer, 2006:183). By effectively
connecting with their children, through sharing the same time and space, parents are
developing their children’s emotional security (Bush & Codrington, 2012:105).
Children who feel secure in their relationships with their parents are more likely to
experience balanced friendships, empathy for others and resilience to negative peer
influence (Bergin & Bergin, 2012:220). “Nature and nurture both play a part in
emotional development” (Howe, 2008:44). In the journey from birth to full maturity,
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relationships with parents and peers help shape our emotional make-up and the very
ideas of a social self (Howe, 2008:44).


Peers as an environmental system

In middle childhood children form strong emotional attachments to friends and begin
to value intimacy and reciprocity in these relationships – friendships are central to a
child’s healthy development (Pedersen, Vitaro, Barker & Borge, 2007:1037). A
supportive friendship provides a context for children to acquire adaptive social
behaviours (Berk, 2006:608). Warm, gratifying childhood friendships are related to
many aspects of psychological health and competence into emerging adulthood for
several reasons (Bagwell, Schmidt, Newcomb & Bukowski in Berk, 2006:608):


Close friendships provide opportunities to explore the self and develop a deep
understanding of another. Through open, honest communication, friends
become sensitive to each other’s strengths and weaknesses, needs and
desires;



Close friendships provide a foundation for future relationships, as selfdisclosure to friends precedes disclosure to romantic partners;



Close friendships help young people deal with the stressors of everyday life.
Supportive, prosocial friendships enhance sensitivity to and concern for
another, and they promote empathy, sympathy and positive social behaviour;



Close friendships can improve attitudes toward and involvement in school.
When children enjoy interacting with friends at school, they could begin to view
all aspects of school life more positively.

Individual friendships facilitate capacities such as open communication and mutual
trust, whereas peer groups facilitate the development of negotiation and social rules.
Peer interaction becomes more intricate as a result of the gains in cognitive abilities,
which promote more complex communication skills and greater social awareness
(Charlesworth et al., 2007:198). This is a vital resource for the development of social
competence; in other words, the ability to participate in sustained, positive and
mutually satisfying peer interactions. As the desire for belonging to a peer group
becomes especially strong, Newman and Newman (Charlesworth et al., 2007:198)
highlight three important lessons children potentially learn within a peer group, namely:
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to appreciate different points of view; to recognise the norms and demands of their
peer group and to have a closeness to the same-sex peer.


School as an environmental system

Schools have an important role to play in raising healthy children by nurturing not only
their cognitive development but also their social and emotional development (Durlak
al., 2011:406). The ability to understand others’ mental states assists children in
middle childhood to navigate their social worlds, more specifically school (Bergin &
Bergin, 2012:344). Schools have a strong influence on many aspects of a child’s
development – they make demands for mature behaviour, while nurturing positive
social development (Rathus, 2014:452).
“Prosocial behaviour is voluntary behaviour that benefits others or promotes
harmonious relationships with others” (Bergin & Bergin, 2012:377). Research has
shown that the presence of prosocial behaviour in a classroom environment is linked
to happier learners and academic achievement (Bergin & Bergin, 2012:383). Socially
competent children are inclined to demonstrate well-developed coping strategies and
problem-solving techniques in a range of cognitive situations (Rathus, 2014:178).
Additionally, social competence has been integrated with emotional competence – a
child’s ability to regulate their own emotions and their awareness of others’ emotions.
2.7.2.4.

Emotional development

Blom (2006:208) identifies that the emotional development of children in middle
childhood is characterised by emotional flexibility and differentiation, while their
expression of emotions like anger and aggression is closely related to their
psychosocial development. A child’s competence alone interacts with the child’s
competence in the company of others; the result being developmental progress
(Charlesworth et al., 2007:196). As children become older, they typically become more
aware of their own and other people’s feelings (Papalia et al., 2011:367). A young
child’s growing awareness of the self is linked to the ability to feel an expanding range
of emotions (Santrock, 2009:248).
Children in middle childhood become progressively more able to reflect on their own
internal states and articulate emotions (Rieffe & De Rooij, 2012:350). Davies (in
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Charlesworth et al., 2007:193) lists the following common emotional gains during
middle childhood, namely the:


ability to mentally organise and articulate emotional experiences;



cognitive control of emotional arousal;



use of emotions as internal monitoring and guidance systems;



ability to remain focused on goal directed actions;



ability to delay gratification based on cognitive evaluation;



ability to understand and use the concept of planning;



ability to view tasks incrementally;



use of social comparison;



influence of internalised feelings (e.g., self-pride, shame) on behaviour;



capacity to tolerate conflicting feelings;



development of increasingly effective defence mechanisms.

“In middle childhood, children demonstrate an increasing capacity to determine the
social appropriateness of emotional expressions and to suppress or disguise their
emotional reactions when the situation and social standards warrant it” (Wenar &
Kerig, 2005:43). Berk (2006:406) is in agreement that children in middle childhood
gradually become consciously aware of emotional display rules. These rules specify
when, where and how it is culturally appropriate to express emotions. According to
Carr (2011:58) middle childhood indicates increased use of emotional expression to
regulate closeness and distance within peer relationships. Within this context, children
in middle childhood make a clear distinction between emotional expressions with close
friends and managed emotional displays with others.
The ability to talk about emotions enables children to step back, think about and
understand emotions, thereby objectifying their feelings as well as those of others
(Schaffer, 2006:151; Howe, 2008:54). Children’s emotional expressiveness is
intimately tied to their ability to interpret the emotional cues of others (Berk, 2006:407).
Emotional expression is governed by emotional display rules, which are “… the cultural
norms for the overt expression of emotion, including both the kind of emotions
displayed and the circumstances under which they should be displayed” (Schaffer,
2006:151).
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Awareness precedes and is essential to a sense of self (Schaffer, 2006:77). Cognitive
development and growth in emotional understanding which occurs during middle
childhood, enable children to develop more complex concepts of themselves (Papalia
et al., 2011:366). Children are typically able to describe themselves in terms of their
inner qualities such as their values, beliefs and ideologies rather than their external
traits (Schaffer, 2006:77; Shaffer & Kipp, 2010:484). A self-concept is the specific
mental representations children construct of their self, in order to provide an answer
to the question “Who am I?” (Schaffer, 2006:77). Judgements about the self become
more conscious, realistic, coherent and balanced as children form representational
systems, “… broad, inclusive self-concepts that integrate various aspects of the self”
(Papalia et al., 2011:366). Autobiographical memory provides a child with information
about past personal and emotional experiences (Schaffer, 2006:78). These memories
become integrated into a child’s self-concept, thus providing “… a sense of continuity
when the past is linked to the present and used to anticipate future events” (Schaffer,
2006:78).
Temperament is one’s characteristic manner of responding emotionally and
behaviourally to environmental events, and is influenced by nature and in part by
nurture (Bergin & Bergin, 2012:230; Shaffer & Kipp, 2010:440). Temperament is
defined by Schaffer (2006:70) as the set of inborn characteristics which distinguish
one person from another in the behavioural style they manifest. However, research
into the stability of temperament suggests that genetically influenced aspects of
temperament can be altered by environmental influences (Shaffer & Kipp, 2010:443).
Children vary, they may be “… naturally sociable or reserved, optimistic or pessimistic,
cheerful or dour, extrovert or introvert, placid or fractious” (Howe, 2008:45). These
temperamental traits affect the tone of our emotional lives (Howe, 2008:45). Although
present early in life and a predictor in personality, temperamental traits are not static
as some do and some do not get carried over into later adult life (Bergin & Bergin,
2012:230; Shaffer & Kipp, 2010:444).
Psychologists are not in agreement as to which traits are part of temperament, there
are, however, four commonly identified traits (Rothbart in Bergin & Bergin, 2012:230):
1. Activity refers to how much children move;
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2. Effortful control refers to controlling attention and behaviour, such as inhibiting
impulses, concentrating, following instructions and resisting temptations;
3. Negative emotionality refers to how easily children become irritated, angry or
scared, how intense the emotions are and how well they control the emotions;
4. Behavioural inhibition refers to inhibited children who react strongly to potential
threats so they are wary of novel things, whereas bold, uninhibited children
embrace novelty.
Emotions are the lifeblood of our well-being (Turner, 2011:23). “Our emotional
character is the product of a long evolutionary history, embedded in our genes and
social nature” (Howe, 2008:43). From the above discussion linking the various
characteristics of transition in middle childhood within the physical, cognitive, social
and emotional dimensions of development, the importance of fostering emotional
awareness in children in middle childhood is evident.
2.8.

EMOTIONAL AWARENESS PROGRAMME AND ASSESSMENT

The goal of this study was to evaluate the effectiveness of an emotional awareness
programme for children in middle childhood for utilisation in the South African
education system. The emotional awareness programme developed by Knoetze in
2012 and the measuring instrument used, are discussed below.
2.8.1. Emotional awareness programme
Knoetze (2012:136) developed an emotional awareness programme to aid in
enhancing and developing emotional awareness for learners in the middle childhood
developmental phase. The seven-module emotional awareness programme is
applicable to all primary school grades, with adjustments for learners from Grades One
to Seven. The programme was developed to address different emotional aspects
which are essential for the expansion of emotional knowledge and which aim to guide
learners to enhanced emotional awareness (Knoetze, 2012:140). These aspects aim
to achieve six main goals, namely to:


build and strengthen the relationship between the educator and children;



supply knowledge of different emotions;



obtain emotional language;



develop and show empathy;
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develop emotional regulation;



acquire and expand problem-solving and decision-making skills.

These goals were integrated into seven different modules with different activities
aiming to achieve the goal of each module, namely to:


build and strengthen relationships with learners;



acquire knowledge of different emotions;



develop emotional language;



heighten empathy;



develop emotional regulation;



enhance problem-solving.

A Gestalt approach was utilised as the theoretical framework in the development of
the emotional awareness programme. Knoetze’s abridged version of what emotional
awareness, within the Gestalt approach, entails and how the emotional awareness
programme fits within the gestalt constructs is as follows:
Heightened awareness is created when children are able to identify
who they are (identify and own their emotions), what they feel (be
aware of the emotions’ effect on themselves and others), what they like
and dislike (determine if the emotion is a positive or negative one), their
choices and how their needs are met (decide on the appropriate action
to take in order to regulate their emotional state) (Knoetze, 2012:138).
A summary of Knoetze’s EA Programme (2012) is attached as Appendix A (Nero,
2015:40-46).
2.8.2. Assessing emotional awareness in middle childhood
“The last decade has seen significant and frequently debated changes and shifts in
the way we approach assessment. Theoretical advances and practical experience
have influenced each other” (Lubbe, 2004:318). Assessment is a complex process
and as a scientific approach to enquiring into human behaviour, it must be applied in
a standardised way (Foxcroft & Roodt, 2009:33).
Researchers have developed and implemented a variety of standardised tests in order
to assess emotions. The Difficulties in Emotion Regulation Scale (DERS) was
developed to comprehensively assess emotion dysregulation (Gratz & Roemer,
2004:43). The DERS items were chosen to reflect difficulties within the following
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dimensions of emotion regulation: awareness and understanding of emotions;
acceptance of emotions; the ability to engage in goal-directed behaviour, and refrain
from impulsive behaviour, when experiencing negative emotions; and access to
emotion-regulation strategies perceived as effective. The final dimension reflects an
attempt to measure the flexible use of situationally appropriate strategies to modulate
emotional responses.
The Emotion Awareness Questionnaire (EAQ30) was used in a study by Rieffe and
De Rooij (2012:351) in order to assess the longitudinal relationship between emotional
awareness and internalising symptoms during late childhood. The EAQ30 aims to
identify how children and adolescents feel and think about their feelings. It was
designed with a 6-factor structure describing six aspects of emotional functioning, thus
containing six scales:


Differentiating emotions;



Verbal sharing of emotions;



Not hiding emotions;



Bodily awareness of emotions;



Attending to others’ emotions;



Analyses of emotions.

Most research on emotional awareness has been done with adults, however, recently
research has also looked at emotional awareness in childhood (Vierman et al.,
2011:266). Bajgar, Ciarriochi, Lane and Deane (2005) created a modified child version
of the Levels of Emotional Awareness Scale (LEAS), namely the LEAS-C. It is
comprised of twelve real-life scenarios, each involving two people; oneself and another
person (Bajgar & Lane, 2004:3). The twelve real-life scenarios are organised around
the four primary emotions, namely: happiness, sadness, anger and fear. The LEASC, a self-report instrument designed to specifically assess emotional awareness in
children, scores the complexity of emotion words used and the extent to which these
emotions can be differentiated from one another.
The Kusche Affective Interview – Revised (KAI-R) is perhaps closest to the LEAS-C,
in that it distinguishes between the emotions of the self and others, acknowledging the
complexities of emotions (Bajgar et al., 2005:572). However, while the LEAS-C
conceptualises emotional complexity on five levels, and in relation to structural
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organisation, the KAI-R conceptualises emotion complexity on only two conceptual
levels – simple and complex. Vierman et al. (2011:271) are therefore of the opinion
that the LEAS-C provides a valuable assessment of emotional awareness in
childhood.
Bajgar and Lane (2004:4) affirm that the LEAS-C provides information about the extent
to which children are aware of emotion in themselves and others, as well as the range
and complexity of emotions. This is important information, as emotions help us to
make sense of our own and others’ thoughts and behaviours. Within an educational
context “… an understanding of individual differences in emotional awareness
provides valuable insight into children’s social and emotional competence. This
baseline information can then be used to guide curriculum focus and delivery” (Bajgar
& Lane, 2004:4). It is therefore evident that for the purpose of this study, the LEAS-C
– a standardised measuring instrument – will enable the researcher to test levels of
emotional awareness in children in middle childhood developmental phase.
2.9.

SUMMARY

This chapter demonstrates that emotions are an indispensable part of social life,
providing a framework with which to make sense of others and the environment, as
“[s]ocieties are created and held together by people’s emotions” (Turner, 2011:60). It
was therefore important to define the word emotion before examining emotional
awareness and emotional intelligence from various theoretical points of view.
Children’s emotional knowledge, and the development thereof, is an extensive and
complex research field encompassing various, and frequently overlapping, domains
(Bajgar et al., 2005:570).
As awareness can enhance well-being, helping people to live longer and enabling
them to transcend what they thought were their limits (Keeton, 2014:14), emotional
awareness of children in middle childhood was explored not only in the context of
relationships, but also within the context of the educational setting. “[T]here is a
growing body of scientifically based research supporting the strong impact that
enhanced social and emotional behaviours can have on success in school and
ultimately life” (Zins et al., 2007:208). Educators as role-players, and the
learning/teaching programmes implemented in schools, are vital in developing a
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child’s emotional awareness. Additionally, the current focus in education is on the
‘whole’ learner, not just academic outcomes.
As the focus of this research was on children in middle childhood, development was
examined on a physical, cognitive, social and emotional level, linked to the complex
concept, emotional awareness. “As children move toward adolescence and adulthood,
the amount of social and emotional resources acquired, determines the feelings of
competence to succeed and success” (Charlesworth et al., 2007:194-195).
In order to assess emotional awareness of children in middle childhood, and the
effectiveness of an emotional awareness programme in developing children’s
emotional awareness, various measurement instruments were discussed. The LEASC, a standardised measurement instrument selected for the purpose of this study, was
discussed in-depth. The following chapter presents the research methodology applied,
as well as the results obtained from an experimental and comparison group’s pre- and
post-test results, following the experimental group’s completion of the EA Programme
developed by Knoetze (2012).
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CHAPTER 3
RESEARCH METHODOLOGY AND EMPIRICAL FINDINGS

3.1.

INTRODUCTION

The researcher’s personal experience as an educator and school counsellor, is that in
a society which is demanding and frequently under-resourced to fully meet individual
needs, many children are ill-equipped with the skills necessary to embark upon the
aforementioned critical developmental stages. Gouws et al. (2000:96, 97) suggest that
excessively high standards of maturity expected by society, as well as unrealistic
aspirations, lead to feelings of inadequacy and to heightened emotionality. In addition,
as with social, moral and other aspects of children’s development, they are also reliant
on educational intervention for their successful emotional development.
Howe (2008:44) is of the opinion that nature as well as nurture play a role in emotional
development, and as emotional awareness emerges so does social wellbeing. In
addition, if children are to become competent social players, they must learn to
manage their own and other people’s emotions. Education White Paper 6 (Department
of Education, 2001) outlines how, through the implementation of strategies, the
education system can transform itself to contribute towards establishing a caring and
humane society.
The enhancement of emotional awareness of children in middle childhood within the
South African education system will, therefore, have a positive impact on children’s
social, moral, emotional and educational development. Integrating emotional
development in the education system is a valuable tool to assist the Department of
Education’s transformation in creating a caring and humane society. To promote
general social, educational and developmental changes, as well as infusing general
life-skills education into the curriculum, is important in the promotion of healthy
development for all children (Donald et al., 2002:31).
3.2.

RESEARCH METHODOLOGY

The focus of this study was to implement a seven-week Emotional Awareness
Programme for children in middle childhood, which was developed by Knoetze in
2012. As part of Knoetze’s study, the programme was implemented in Grade Three
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classes in a primary school in the Limpopo Province, with children aged between eight
and nine years. The evaluation of the effectiveness of the programme was, therefore,
limited to the study conducted by Knoetze. This subsequent study thus allowed for
further evaluation.
The following hypothesis and sub-hypotheses were formulated for this study:
Main hypothesis:
If an emotional awareness programme is implemented for children in middle childhood
in a private school setting, then the level of emotional functioning of the children will
be enhanced.
Sub-hypotheses:


If an emotional awareness programme is implemented for children in middle
childhood in a private school setting, their ability to be in contact with their
emotions will be enhanced.



If an emotional awareness programme is implemented for children in middle
childhood in a private school setting, their ability to discriminate between
different emotions will increase.



If an emotional awareness programme is implemented for children in middle
childhood in a private school setting, they will gain the ability to verbalise and
‘own’ their emotions.

3.2.1. Goal and objectives of the study
The goal and objectives of this study follow below.
Goal:
The goal of the study was to evaluate the effectiveness of an emotional awareness
programme in order to enhance the level of emotional functioning of children in middle
childhood in a private school setting in Kyalami, Gauteng Province.
Objectives:
The objectives of the study were:
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To theoretically contextualise emotional awareness as it relates to children in
the middle childhood developmental phase within the context of an educational
setting;



To evaluate whether an emotional awareness programme will enhance the
ability of children in middle childhood to be in contact with their emotions;



To evaluate whether an emotional awareness programme will enhance the
ability of children in middle childhood to discriminate between different
emotions;



To evaluate whether an emotional awareness programme will enhance the
ability of children in middle childhood to verbalise and ‘own’ their emotions;



To draw conclusions about the applicability of the emotional awareness
programme in a private school setting in Kyalami, Gauteng Province.

3.2.2. Research approach
Babbie (2008:25) states that quantification makes our observations more explicit. The
researcher utilised a quantitative approach as this is an approach in which everything
forms part of the process – objectives, design, sample and questions to be asked of
the respondents – which are pre-determined and classified as such (Kumar, 2005:12).
The researcher therefore utilised a quantitative approach in the implementation of the
proposed research as a structured approach of inquiry needed to be used, in order to
objectively evaluate the effectiveness of an emotional awareness programme for
children in middle childhood for utilisation in the South African education system.
This study was regarded as quantitative seeing that a quantitative variable, namely a
standardised measuring instrument, was implemented to gather data to gain a better
understanding of the phenomenon of emotional awareness of children in middle
childhood. The researcher aimed to measure the effectiveness of the emotional
awareness programme in terms of specific variables, namely the children’s ability to:


be in contact with their emotions;



discriminate between different emotions;



verbalise and ‘own’ their emotions.
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3.2.3. Type of research
Applied knowledge is defined as the use of research to develop knowledge which will
inform social work practice (Krysik & Finn, 2013:12). Marlow (2005:30, 31) is of the
opinion that social work is in itself an applied field, so any question related to social
work in any way will be some type of applied question. The author adds to this by
stating that these questions are directed at solving problems that arise in practise and
are intended to produce practical outcomes. This research was applied in nature as
the researcher aimed to tackle real-world social problems, thereby contributing to
major public policy decisions (Bickman & Rog, 2009:ix), specifically with regards to
emotional awareness within the field of education.
The ‘mainstream’ of evaluation research in the caring professions consists of
programme evaluation (Fouché, 2011:449). Programme evaluation is directly linked
to social work practice by helping to improve practice through ongoing feedback about
programme processes (Krysik & Finn, 2013:145); in other words finding out whether
an emotional awareness programme is effective. By means of programme evaluation
the researcher therefore examined the impact of this programme and its effectiveness
in real-world terms (Steinberg, 2004:80).
In order to achieve the objectives of the research, namely, to evaluate the
effectiveness of an emotional awareness programme developed by Knoetze (2012),
evaluative research was used; a type of research which was best suited to reach the
objectives of the research. By using evaluative research, the expectations of the
research were that the findings would provide the necessary information to empower
schools and educators with valuable insight regarding the emotional awareness of
children in middle childhood.
3.2.4. Research design
The design that the researcher used is the quasi-experimental design, the purpose of
which is to test the existence of a causal relationship between two or more variables
(Bickman & Rog, 2009:17). A quasi-experimental design, as described by Steinberg
(2004:41), is an attempt to approximate real experiments when one cannot control the
entire process, as one cannot realistically or ethically cause something to happen and
then test its effect, or randomly assign people into an experimental or comparison
group. For the purpose of this research a comparison group pretest-posttest design
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was utilised. The treatment effect was estimated by how much more or less the
experimental group gained on average than the control group (Bickman & Rog,
2009:189).
Variables are simply factors that become objects of examination (Steinberg, 2004:27);
whatever factors have capacity for variation can be conceptualised and studied as
variables. The two variables tested in this study were emotional awareness
(dependent variable) and an emotional awareness programme (independent variable).
The dependent variable was measured in the experimental group with a pre-test,
following which the independent variable was implemented. A post-test measuring of
the dependent variable was then conducted, in order to draw a comparison and test
the existence of a causal relationship. The comparison group was measured using the
pre- and post-test but did not receive the independent variable, namely, the emotional
awareness programme. In order to evaluate the effectiveness of the independent
variable, the measures of the dependent variable in the pre- and post-test of the
experimental and comparison group, were compared. Upon completion of the data
collection and analysis, the seven-module emotional awareness programme was also
conducted with the comparison group.
The effectiveness of the emotional awareness programme would be determined by
comparing the difference between pre-intervention and post-intervention measures
(Brandt in Fouché et al., 2011:151). A standardised measuring instrument,
administered in a group context, was implemented to determine the effectiveness of
the programme.
3.2.5. Research methods
In this section the researcher will provide detail as to how the study was undertaken.
The specific methods and techniques implemented are addressed. The study
population and sampling, data collection and analysis, as well as the pilot study are
discussed.
3.2.5.1.

Study population and sampling

A study population (Strydom, 2011a:223) is the totality of persons with which the
research problem is concerned, one that the researcher is interested in generalising
about (Rubin & Babbie, 2013:668). The population for this study were children in
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middle childhood, specifically Grade Two learners between the ages of seven and
eight years, who are in a private primary school based in Kyalami, Gauteng Province.
The sample represents a portion of the population of interest that conform to
designated criteria. In order to enhance objective sampling in the research, purposive
sampling was utilised which consists of purposively selected respondents, because of
their particular characteristics (Steinberg, 2004:102). Preparatory school A, where the
researcher is employed and the proposed research was conducted, has three Grade
Two classes. An experimental and comparison group were selected according to the
following criteria:


Location: A private primary school based in Kyalami, Gauteng Province.



Level of education: Grade Two learners.



Age of learners: Between the ages of seven and eight years.



Gender of learners: Male and female.



Manner of education: Learners who spend the majority of their school-day in
the presence of the same educator.



Medium of instruction: English.



Number of learners per class: Twenty per class.

Two classes were randomly selected in such a manner that these two classes – an
experimental and a comparison group – had the same probability of being selected
(Strydom, 2011a:228). In total the sample comprised of thirteen respondents in the
experimental group and fifteen respondents in the comparison group. As school A is
a private school, approval from the Department of Education was not required.
Approval from school A’s management trust and principal was, however, sought (see
Appendices B and C).
3.2.5.2.

Data collection

Quantitative data collection methods often employ measuring instruments (Delport &
Roestenburg, 2011:171). Delport and Roestenburg (2011:172) explain that in a data
gathering instrument, a set of questions about the properties of an object are
formulated. A scaling format is then assigned to the questions in order to obtain data
that describe the presence of the properties in the research respondents. In the case
of this research, emotional awareness is the object which was measured.
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An advantage of employing data gathering instruments is that they allow study of the
past and future, as well as the ‘here and now’ (Steinberg, 2004:109). In addition, they
are relatively inexpensive and easy to administer. However, they do require some
degree of literacy and respondents must be able to express themselves in writing.
Delport and Roestenburg (2011:189) are of the opinion that some respondents may
experience difficulties in understanding certain questions and instructions but may not
ask for clarification due to possible embarrassment in a group setting.
The data for the proposed research was collected by using the Levels of Emotional
Awareness Scale for Children (LEAS-C), a standardised scale developed by Dr
Richard Lane and Dr Jane Bajgar (Lane & Bajgar, 2003) (see Appendix D). As the
scale was developed specifically for children the content thereof is comprehensible for
seven- to eight-year old children, who have by Grade Two developed basic reading
and writing skills. The data gathering instrument was group-administered where each
respondent received the same stimulus and completed the instrument without
discussion among those present in the group (Delport & Roestenburg, 2011:169). The
researcher first explained the purpose and method of completing the data gathering
instrument to all respondents, similarly any queries were addressed, following which
each respondent independently completed the instrument.
The LEAS-C consists of a questionnaire, a scoring manual (see Appendix E) and a
glossary of words (see Appendix F). Twelve emotional scenarios are described in the
questionnaire. The respondent’s response to these scenarios is scored based on the
complexity of emotional experiences described for himself/herself, as well as a second
person portrayed in the scenario (Knoetze, 2012:175, 176). “[T]he LEAS-C assesses
individual differences in how emotion would be experienced in hypothetical
situations… it requires children to generate their own descriptive responses, providing
information on their ability to monitor emotion states, as well as the structural
complexity of that experience” (Bajgar et al., 2005:572). The developers of the LEASC divide the emotional vocabulary in the glossary of words into different levels,
according to the emotional weight of a word. This glossary of words aids the scoring
of emotion words according to the emotional value attached to it (Knoetze, 2012:175176).
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Permission was granted by the University of Arizona’s Department of Psychiatry in the
U.S.A. to utilise the LEAS-C for this study (see Appendix G). The researcher was
therefore able to make use of a standardised measuring instrument as a data
collection method to measure the respondents’ level of emotional awareness.
Prior to the implementation of Knoetze’s EA Programme (2012), the researcher
provided training for the educator of the experimental group, in order to ensure that
the goal and objectives of the research study were achieved. The educator who
received the training is a qualified foundation phase educator, with extensive Grade
Two teaching experience. The full-day training focused on the concept emotional
awareness in middle childhood and on the implementation of Knoetze’s EA
Programme (2012). The educator reported that the training enabled her to build on her
existing knowledge base and meaningfully enhanced her emotional awareness skills
as an educator.
In order to maintain confidentiality, educators were required to complete a
confidentiality agreement (see Appendix H). Following completion of the seven-week
programme, a post-test was conducted with the experimental and comparison group.
The data gathered was then processed and analysed into comprehensible information.
3.2.5.3.

Data analysis

Quantitative data analysis describes the researcher’s findings, in other words how the
children in the study respond (Steinberg, 2004:114). Furthermore, it assists the
researcher to infer the significance of the findings of the sample and the extent to
which these findings can be generalised to the population from which the sample was
drawn.
For the purpose of the research, data collected was processed and interpreted by the
researcher through the use of computerised data analysis, in order to configure the
data into comprehensible information by using SPC XL Software for Microsoft Excel
programme. Data analysis does not in itself provide answers to research questions,
rather answers are found by way of interpretation of the data and results –
interpretation is therefore to explain and find meaning (Fouché & Bartley, 2011:249).
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In order to evaluate the effectiveness of the independent variable, the emotional
awareness programme as well as the measures of the dependent variable in the preand post-test of the experimental and control group, were scored through the use of a
scoring manual, statistically analysed and then presented through graphical
presentations in the form of graphs, diagrams and tables. The graphical presentations
listed are defined by Steinberg (2004:125) as visual nutshells in which quantitative
findings are described.
As previously stated, by employing the LEAS-C the researcher made use of a
standardised scale – the validity and reliability of which have been established (Lane
& Bajgar, 2003). The evaluation of validity entails specific analysis aimed at producing
evidence that the data-gathering instrument is measuring what it is intended to
measure, while reliability is the extent to which numerical results are consistent
(Bickman & Rog, 2009:376). Lane and Bajgar (2003), developers of the LEAS-C,
provide preliminary evidence for the reliability and validity of the LEAS-C. They state
that “[t]otal scores have acceptable internal consistency (coefficient alpha = .66) and
good inter-rater reliability (r = .89)”. The LEAS-C will, therefore, accurately reflect the
emotional awareness of children (Lane & Bajgar, 2003).
3.2.5.4.

Pilot study

As outlined in the discussion on data collection, for the purpose of this research the
researcher employed the LEAS-C, a standardised measuring instrument. It was
therefore not necessary to conduct a pilot study in the research.
3.2.6. Ethical considerations
According to Babbie (2005:71) the concept ethics, in most dictionaries and in common
usage are typically associated with morality and dealing with matters of right and
wrong. Children in middle childhood are at an impressionable age, where they
continue an earlier process of acquiring emotional, cognitive and social tools.
Respondents can be harmed psychologically in the course of a study (Babbie,
2005:73), and the researcher must be aware of the often subtle dangers and guard
against them. It is only through identification and awareness of the possible ethical
issues in the study that the researcher could guard against them. The ethical issues
as discussed below, were identified as pertaining to the study.
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3.2.6.1.

Denial of treatment

Strydom (2011b:121) is of the opinion that it would be unethical to deny beneficial
services to clients strictly for the purpose of research. Therefore, following the
completion of the study, the researcher ensured that the emotional awareness
programme was made available to the comparison group, as well as the third Grade
Two class. The programme was presented by the Grade Two educator who received
the full-day training.
3.2.6.2.

Avoidance of harm

Social work research should never injure the people being studied, regardless of
whether they volunteer for the study (Babbie, 2005:73). According to Strydom
(2011b:115) participants can be harmed in a physical and/or emotional manner. Social
work research may also force participants to face aspects of themselves that they do
not normally consider (Rubin & Babbie, 2013:98).
The guardians of the participants, as well as the participants, were informed of the
purpose and process of the study, which remained transparent at all times. The
guardians received this information in a written format. Participants were also informed
that they had the right to withdraw from the study at any given time, without
consequence. Due to the sensitive nature of the study, namely emotional awareness,
counselling services would have been arranged for participants to be referred to an
educational psychologist if necessary. However, no referrals were made as the need
did not arise.
3.2.6.3.

Informed consent and voluntary participation

Social work research, often though not always, represents an intrusion into people’s
lives (Rubin & Babbie, 2013:96, 97). Obtaining informed consent implies that all
possible or adequate information regarding the goal of the investigation, the
procedures which will be followed, the possible advantages, disadvantages and
dangers to which respondents may be exposed, as well as the credibility of the
researcher, be rendered to potential subjects or their legal representatives (Williams,
Tuffy & Grinnell, 1995; Royse, 2004 in Strydom, 2011b:117).
The legal guardians of the Grade Two children were required to provide informed
consent (see Appendix I). Consent was also sought from the child in middle childhood
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– not only did this validate and empower them, it also informed them of their rights
within the proposed research – that their participation was voluntary and they could
choose to withdraw at any time. Informed assent was therefore obtained from all
respondents (see Appendix J).
3.2.6.4.

Deception of respondents

Strydom (2011b:119) is of the opinion that deception occurs when the researcher
intentionally misleads participants by way of written or verbal instructions, the actions
of other people, or certain aspects of the setting. In the study the respondents were
not misled or coerced in any way by the researcher. As previously stated, the purpose
and process of the study remained transparent at all times.
3.2.6.5.

Violation of privacy, anonymity and confidentiality

Strydom (2011b:119) clarifies that every individual has the right to privacy and it is
his/her right to decide when, where, to whom, and to what extent his or her attitudes,
beliefs and behaviour will be revealed. The respondents in the study were therefore
informed of, and allowed to exercise these rights, in the process of the research at all
times.
In the research study names and personal information were handled in a confidential
manner. A coding system was implemented instead of the use of names when
referring to respondents. A given response could therefore not be linked to a given
respondent (Babbie, 2005:78, 79).
3.2.6.6.

Debriefing of respondents

Participation in the study could cause some respondents emotional upset, due to the
sensitivity of the aspects being explored. After the study the researcher presented
debriefing sessions, during which respondents got the opportunity to work through
their experiences and its aftermath, in order to assist the respondents in minimising
possible harm (Strydom, 2011b:122).
3.2.6.7.

Actions and competence of researcher

Researchers are ethically obliged to ensure that they are competent and adequately
skilled to undertake the proposed investigation (Strydom, 2011b:123). The researcher
did not undertake any study until approved to do so by the university and study
supervisor, providing support. In addition the researcher possesses a social work
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qualification and is bound by a professional code of ethics. The researcher was
therefore required to act and report in an unbiased manner, while demonstrating
sensitivity towards respondents, irrespective of any evident differences. Even though
the norms of science cannot force individual scientists to give up their personal values,
the use of accepted scientific practices provides a safeguard against ‘scientific’
findings being the product of bias alone (Rubin & Babbie, 2013:121).
3.2.6.8.

Release or publication of the findings

It was vital that the researcher made it known to the respondents, their legal guardians
and the private preparatory school, that the findings of the study would be made public
in written form, albeit anonymously. This information was included in the written
consent forms, as stated earlier.
Furthermore, the researcher ensured that the report was as clear as possible and
contained all the written information necessary for readers to understand the nature of
the research (Strydom, 2011b:126). As a social work researcher one has an ethical
obligation to your professional colleagues and the progression of science (Rubin &
Babbie, 2013:104). Through the release or publication of the proposed research
findings, fellow social workers and researchers may benefit from the research
undertaken. (Refer to Appendix K: Ethical clearance to conduct the research.)
3.3.

EMPIRICAL FINDINGS

The data collected during the empirical phase of the study will be presented in two
sections, namely:


Section A: Biographical profile of the respondents; and



Section B: Discussion of empirical findings.

3.3.1. Section A: Biographical profile of the respondents
The biographical profile of the respondents was compiled from information which is of
relevance to the context of the study, namely:


Age and developmental phase;



Language; and



Gender.

63
© University of Pretoria

3.3.1.1.

Age and developmental phase of the respondents

The respondents selected for this study were children in middle childhood, specifically
Grade Two learners between the ages of seven and eight years. The experimental
group was made up of thirteen respondents, two of whom were seven years old and
eleven of whom were eight years old. The comparison group was made up of fifteen
respondents, two of whom were seven years old and thirteen of whom were eight
years old. Reading and writing skills were a requirement in order to take part in
programme activities and for questionnaires to be completed. Children in middle
childhood “… are better able to understand and interpret oral and written
communication and to make themselves understood” (Papalia et al., 2011:349).
Children between the ages of seven and eight years begin the stage of concrete
operations, therefore, processing more than one task at a time becomes easier
(Papalia et al., 2011:335-347). Additionally, their sense of self-worth becomes more
explicit and empathic, and prosocial behaviour increases, and they understand cause
and effect.
3.3.1.2.

Language of the respondents

The respondents included in the study were learners in a private primary school based
in Kyalami, Gauteng Province. The medium of instruction is English, however, the
majority of the learners are second-language learners.
3.3.1.3.

Gender of the respondents

The gender of the respondents was random to the distribution of gender in the classes.
A factor which affected the gender balance between the respondents was learners
who were absent on the day when the post-test questionnaire was completed. Two
respondents, one from the experimental group and one from the comparison group,
did not complete the post-test questionnaire. In total 28 respondents from the sampled
30 respondents completed the measuring instrument in the pre- and post-test.
The ratio between male and female respondents reflected a significant difference, and
the experimental and comparison group had more female than male respondents as
reflected in Figure 3.1 on the following page.
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Gender composition of the respondents
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Figure 3.1. Gender composition of the respondents
Figure 3.1 provides a percentage indication, as well as the frequency of the gender
composition of the respondents. The gender of the respondents had no significant
influence on the study and was therefore not examined.
3.3.2. Section B: Discussion of empirical findings
The following section of this chapter focuses on the empirical data acquired by means
of the standardised scale of Lane and Bajgar (2003), namely the Levels of Emotional
Awareness Scale for Children (LEAS-C), as described earlier.
The aim was to administer the EA Programme, developed by Knoetze (2012), as part
of the daily curriculum in the school setting and to then determine:


whether the respondents of the experimental group acquired a higher level of
emotional language in comparison to the comparison group, and to what extent
they were able to utilise this language for emotional expression;



the effect that the seven-week exposure to the EA Programme had on the
respondents’ emotional awareness levels.

The empirical findings of this study will be presented in two parts, namely:


Sub-section 1: Development of emotion vocabulary;



Sub-section 2: Levels of emotional awareness.
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3.3.2.1.

Sub-section 1: Development of emotion vocabulary

According to Knoetze (2012:191) the EA Programme aspires to develop and enhance
the emotional awareness of children in the middle childhood developmental phase.
Additionally, it was developed to expand emotion vocabulary for the purpose of
heightened abilities in emotional expression. This component was therefore measured
aside from the overall level of emotional awareness attained by the respondents.
The glossary of words, which forms part of the standardised measuring instrument
(the LEAS-C) used in this study, attaches different values to words with different
emotional impact, ultimately measuring the emotional awareness levels of
respondents. Level zero to level three emotion words obtain their value from the
glossary list, however, level four and five emotion words are allocated when a
complexity of emotional blends are used in a response. A complexity of emotion words
is when different emotion words are used to describe a complex feeling. A decrease
in using lower levels of emotion words, and an increase in the use of higher levels of
emotion words based on pre- and post-test results, would accordingly indicate that
emotional awareness, in its entirety, has been enhanced.
For the purpose of this study it was, therefore, necessary to first calculate the number
of emotion words used by the respondents. A comparison between the responses
obtained from the experimental and comparison group would indicate whether the EA
Programme developed by Knoetze (2012) succeeded in the development and
expansion of emotion vocabulary, and subsequently the enhancement of the
respondents’ abilities regarding emotional expression.
The following section will, therefore, present the results of this study according to the
number of words that were used by the respondents from the different levels of
emotional value attached to those words. As previously clarified, the emotional values
were pre-determined in the glossary of words compiled by the developers of the
standardised scale and used for the scoring of the LEAS-C (Lane & Bajgar, 2003).
3.3.2.1.1.

Frequency of emotion word responses according to the LEAS-C
levels of emotional values

The following graphs indicate the number of emotion word responses used by
respondents according to the different levels in the LEAS-C glossary of words, namely:
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level zero (low emotional value) to level five (high emotion words) emotion word
responses. The graphs are discussed according to the level they present and a
percentage comparison of the frequency of levels of emotional awareness.


Level zero

Level zero responses are described in the LEAS-C and LEAS (Lane & Bajgar, 2003)
as a thought or impression, which reflects an act of cognition without any indication of
the emotional reaction which followed from the cognitive act, or words which describe
cognitive states, e.g. puzzled, confused, think or wonder. Level zero responses are
words which also reflect conclusions reached from evaluative judgements which do
not consistently have an associated positive or negative emotional tone, e.g. alone or
“I feel like she did it on purpose”. A level zero response thus indicates that the
respondent used a non-emotion word. Where a response was not given to an item a
level zero was also indicated. Figure 3.2 depicts the results of the level zero emotion
word responses.
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Figure 3.2. Frequency of level zero emotion word responses
Figure 3.2 indicates that the comparison and experimental group made use of nonemotion words in their pre-test responses, namely, 23 in the comparison group and
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29 in the experimental group. The post-test indicated a slight decrease in level zero
responses of the comparison group, the difference being 2 level zero responses.
However, there was a significant decrease in the level zero responses of the
experimental group; the difference being 21 level zero emotion word responses.
The significant decline in the post-test level zero responses of the experimental group
may be attributed to respondents having developed their emotional vocabulary due to
exposure to the EA Programme, therefore making use of higher level emotion word
responses in the post-test.


Level one

Level one responses are described in the LEAS-C (Lane & Bajgar, 2003) as low levels
of emotional awareness describing bodily sensations and physical states, e.g. “I would
feel sick”, or may directly state a lack of emotional response, e.g. “I would feel nothing”.
A level one response thus indicates that the respondent used a low level emotion
word, acknowledging the possibility of experiencing feelings without saying what they
are. Figure 3.3 depicts the results of the level one emotion word responses.
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Figure 3.3. Frequency of level one emotion word responses
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Figure 3.3 indicates that the comparison and experimental group made minimal use
of low emotion words in their pre-test responses, namely, 3 in the comparison group
and 2 in the experimental group. The post-test indicated a slight decrease in level one
responses of the comparison group, the difference being 2 level one responses. The
level one responses of the experimental group remained constant.
It is evident that the experimental group responded with more level zero than level one
emotion word responses in the pre-test, which may be attributed to a limited emotional
vocabulary. As level one responses indicate low level emotion words, the lack of posttest responses from the experimental group may be attributed to respondents having
developed their emotional vocabulary, therefore making use of higher level responses
in the post-test.


Level two

Level two responses are described in the LEAS-C (Lane & Bajgar, 2003) as nonspecific emotions, describing actions associated with emotions, e.g. “I would feel like
punching the wall”, or a more global generalised response, e.g. “I would feel good/
bad/upset”. A level two response thus indicates that the respondent used a stronger
emotion word than listed for level one responses, according to the LEAS-C’s glossary
of words. However, it is a lower level emotion word linking passively experienced
actions with emotional connotations. Figure 3.4 depicts the results of the level two
emotion word responses.
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Figure 3.4. Frequency of level two emotion word responses
Figure 3.4 indicates that the comparison group made use of stronger emotion words
in their pre-test responses, namely 13. The experimental group, however, made
significant use of stronger emotion words in their pre-test responses, namely 30. The
post-test indicated an increase in level two responses of the comparison group, the
increase being 9 level two responses. The level two responses of the experimental
group decreased by 2 level two responses.
The slight decrease in level two emotion word responses of the experimental group
may be attributed to respondents having developed their emotional vocabulary,
therefore making use of higher level responses in the post-test.


Level three

Level three responses are described in the LEAS-C (Lane & Bajgar, 2003) as specific
emotions, describing unidimensional emotions, e.g. “I would feel sad”, single words
which refer to multiple emotions, e.g. “I would feel unsure”, or complex emotions, e.g.
“I would feel guilty”. A level three emotion word response thus indicates that the
respondent used a specific emotion word, however, it was used in isolation and without
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blending emotional descriptions. Figure 3.5 depicts the results of the level three
emotion word responses.
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Figure 3.5. Frequency of level three emotion word responses
Figure 3.5 indicates that the comparison and experimental group made use of specific
emotion words in their pre-test responses, namely, 305 in the comparison group and
235 in the experimental group. The post-test indicated a slight decrease in level three
responses of the comparison group, the difference being 13 level three responses.
However, there was an increase in the level three responses of the experimental
group, the increase being 31 level three responses.
The increase in the post-test level three responses of the experimental group may be
attributed to respondents having developed their emotional vocabulary from level zero
(as indicated in figure 3.2, pre-test experiment) to level three responses, therefore
making use of higher level emotion word responses in the post-test.


Level four

Level four responses are described in the LEAS-C (Lane & Bajgar, 2003) as reflecting
greater complexity in awareness with emotion blends evident, e.g. “I would feel angry
but maybe a little bit sad as well”. A level four response thus indicates that the
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respondent used a combination of emotion words thereby describing an emotional
state. Therefore, a higher development in the ability to verbally express the emotions
experienced, is evident. Figure 3.6 depicts the results of the level four emotion word
responses.
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Figure 3.6. Frequency of level four emotion word responses
Figure 3.6 indicates that the comparison and experimental group made use of emotion
blends in their pre-test responses, namely, 16 in the comparison and experimental
group. The post-test indicated an increase in level four responses of the comparison
group, the difference being 7 level four responses. However, there was a more
significant increase in the level four responses of the experimental group, the increase
being 10 level four responses.
Evaluating figure 3.6 with the scoring method for level four and five in mind, it stands
to reason that the increase in level four emotion word responses of the experimental
group is of significance, as combinations, compilations and blends of emotions from
level one to three, result in allocating a level four or five score (Lane & Bajgar, 2003).
The results thus indicate heightened levels of emotional awareness and emotional
expression in the experimental group.
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Level five

Level five responses, as with level four, are described in the LEAS-C (Lane & Bajgar,
2003) as reflecting greater complexity in awareness with emotion blends evident. Each
of the twelve scenarios in the pre- and post-test questionnaire completed by the
respondents, require two responses, namely, how would the respondent feel and how
would the other person feel. Each question therefore obtains two scores, a score for
the ‘self’ and ‘other’. A response which scores a level four in the ‘self’ and ‘other’
response will be allocated as a level five response, therefore indicating a high level of
emotional awareness and an optimal ability to express emotions experienced. Figure
3.7 depicts the results of the level five emotion word responses.
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Figure 3.7. Frequency of level five emotion word responses
Figure 3.7 indicates that respondents from the comparison and experimental group
did not demonstrate high levels of emotional awareness nor an optimal ability to
express emotions experienced, as both groups scored zero in the pre-test. The
comparison post-test indicated that the respondents scored zero. However, the posttest indicated a minimal increase in level five responses of the experimental group, the
difference being 1 level five response. This result is of slight significance in that only
one respondent from the experimental group reflected greater complexity in emotional
awareness.
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3.3.2.1.2.

Summary of frequency of emotion word responses according to the
LEAS-C levels of emotional value

The frequency of emotion word responses, as outlined on the previous page, are
summarised in the following section in order to provide a general overview of
responses with regards to higher quality emotional responses and the frequency
thereof. Additionally, an analogous format enables a comparison of the results
between the comparison and experimental group.
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Figure 3.8. Synopsis of a comparison in emotion word response frequency
between the comparison and experimental group
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Figure 3.8 indicates that a significant number of level zero responses occurred in the
pre-test of the comparison and experimental group; 23 and 29 level zero responses
respectively. However, there was a noted decrease of level zero responses from the
pre- to post-test of the experimental group, from 29 to 8 level zero responses. This
may be attributed to the replacement of level zero responses in the post-test with level
three, four and five responses, as depicted in Figure 3.8, showing a combined increase
of 42 level three, four and five responses. The comparison group had a decrease of 2
level zero post-test responses, from 23 to 21, and a slight increase of 7 post-test four
responses. When compared to the comparison group, the post-test responses of the
experimental group indicate that the respondents in the experimental group acquired
increased emotional language levels and methods of emotional expression.
It is therefore of significance to explore the actual responses or specific emotional
language of the respondents, as it may serve as a meaningful measurement as to
whether the EA Programme developed by Knoetze (2012) contributed to the
development of the emotional language of the experimental group. The following
section will therefore look at the extent to which the emotional vocabulary of the
respondents developed, as measured in the pre- and post-tests. The emotional
vocabulary of the respondents are referred to as weak and strong emotion words.
3.3.2.1.3.

Strong and weak emotion words

Strong emotion words are defined by Knoetze (2012:200) as specific, descriptive
words which add suggestive meaning to a feeling or emotional experience, for
example, worried, amazed, excited, nervous and joyful. Usage of strong emotion
words was interpreted by Knoetze (2012) as an indication of heightened emotional
awareness in children in middle childhood, as strong emotional words are not
characteristically part of their emotional vocabulary. Weak emotion words were
defined by Knoetze (2012:200) as general everyday language, acquired incidentally
through conversation, which do not provide an emotionally laden description of a
specific feeling or experience. Examples of weak emotion words are better, good, bad,
sad and fine. According to Knoetze (2012) a comparison of the utilisation of strong
and weak emotion words from the pre- to the post-test, will indicate whether the
respondents developed a higher level emotional vocabulary and the skill to express it
contextually.
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Figure 3.9 presents the weak emotion words utilised by the respondents in the
comparison group.

Weak emotion words utilised by the comparison group
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Figure 3.9. Weak emotion words utilised by the comparison group
Figure 3.9 indicates that the respondents of the comparison group did not make use
of the weak emotion words ‘better’ and ‘normal’, and their use of ‘good’ and ‘sorry’
remained constant from pre- to post-test. However, the comparison group’s use of
certain weak emotion words increased slightly from the pre- to post-test, namely; ‘bad’
increased from 0 to 1, ‘fine’ increased from 2 to 4, ‘pain’ increased from 0 to 3, ‘sad’
increased from 131 to 135 and ‘weird’ increased from 1 to 2. It is therefore evident that
the aforementioned weak emotion words remained part of the respondents’ expressive
emotional vocabulary, despite these words not consisting of strong emotional
substance (Knoetze, 2012).
Figure 3.10 presented the weak emotion words utilised by the respondents in the
experimental group.
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Weak emotion words utilised by the experimental group
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Figure 3.10. Weak emotion words utilised by the experimental group
Figure 3.10 indicates that the respondents of the experimental group declined in their
use of weak emotion words from pre- to post-test. The words ‘sad’, ‘sorry’ and ‘bad’
measured high in the pre-test (135, 36 and 16 respectively) but reflected a notable
decline in the post-test (94, 15 and 9 respectively). The decline therefore indicated
that the experimental group’s emotional vocabulary and expressive abilities increased.
A decline in the use of weak emotion words in the post-test may be due to the
experimental group developing an emotional vocabulary with stronger emotional
words, acquired through participation in Knoetze’s (2012) seven-week EA
Programme. This is of further significance when compared to the increased use of
certain weak emotion words in the comparison group, as indicated in Figure 3.9.
The following figures, Figure 3.11 and Figure 3.12, compared the results of the
comparison and experimental groups’ utilisation of strong emotion words.
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Strong emotion words used by the comparison group
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Figure 3.11. Strong emotion words utilised by the comparison group
Figure 3.11 indicates that the respondents of the comparison group did not use the
strong emotion word ‘joyful’, and their use of ‘excited’ and ‘nervous’ remained constant
from pre- to post-test. The words ‘mad’, ‘unhappy’ and ‘worried’ measured low in the
pre-test (4, 3 and 8 respectively) but reflected a slight increase in the post-test (5, 4
and 10 respectively). The use of the strong emotion word ‘happy’ increased from 56
to 63 in the pre- to post-test. This indicates that the comparison group did not
demonstrate usage of a strong emotional vocabulary.
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Strong emotion words used by the experimental group
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Figure 3.12. Strong emotion words utilised by the experimental group
According to Knoetze (2012:204) the EA Programme focuses on emotion words that
carry illuminating and explanatory emotional weight. In participating in the seven-week
EA Programme developed by Knoetze (2012), the experimental group was exposed
to developing an emotion vocabulary, the appropriate contextual use of strong emotion
words and the manner in which it aids emotional expression.
Figure 3.12 indicates more than a fifty percent increase in the use of six of the seven
strong emotion words from pre- to post-test, namely; ‘excited’, ‘happy’, ‘joyful’, ‘mad’,
‘nervous’ and ‘unhappy’. The strong emotion word ‘worried’ reflected an increase from
pre- to post-test, from 13 to 17.
The assumption that could therefore be drawn from the results indicated in Figures
3.11 and 3.12, is that respondents from the experimental group developed a higher
level emotion vocabulary and the skill to express it contextually, following their
participation in the seven-week EA Programme developed by Knoetze (2012).
The following section will focus on the levels of emotional awareness of the
respondents, which is defined by Knoetze (2012:205) as the overall emotional
awareness. In addition it will further ascertain whether the respondents’ emotional
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awareness abilities were developed or enhanced through participation in the sevenweek EA Programme developed by Knoetze (2012).
3.3.2.2.

Sub-section 2: Levels of emotional awareness

Lane and Bajgar (2003) developed the LEASC-C as a standardised questionnaire for
measuring the levels of emotional awareness of children. The combined individual
scores for the emotion word responses of the respondents are indicated in the figures
below, providing a measurement of the comparison and experimental groups’ level of
emotional awareness.
Figure 3.13 indicates the total scores of the emotion word responses in the comparison
group.
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Figure 3.13. Total scores of emotion word responses in the comparison group
Figure 3.13 indicates the total scores achieved by the comparison group in their preand post-test, which totalled 360 in the pre-test and decreased to 359 in the post-test.
The comparison group’s level of emotional awareness thus decreased by 1 score.
Albeit a slight decrease, it is indicative that the level of emotional awareness and
emotional vocabulary of the comparison group remained fairly static between the preand post-test.
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Figure 3.14 indicates the level of emotional awareness of the experimental group as
measured in the pre- and post-test.
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Figure 3.14. Total scores of emotion word responses in the experimental group
Figure 3.14 indicates the total scores achieved by the experimental group in their preand post-test, which totalled 312 in the pre-test and increased to 329 in the post-test.
The experimental group’s level of emotional awareness thus increased by 17 points.
The total number of respondents in the comparison and experimental group differed,
therefore, the difference in post-test scores was not a comparable measure in order
to determine the effectiveness of the EA Programme. As suggested by Knoetze (2012)
percentages were thus calculated in order to compare the post-test levels of emotional
awareness observed in the comparison and experimental groups.
Figure 3.15 indicates the levels of emotional awareness of the comparison and
experimental groups as measured in the post-test.
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Percentage increase measured in post-test
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Figure 3.15. Comparison of levels of emotional awareness between the
comparison and experimental group measured in the post-test
Figure 3.15 indicates that the comparison group’s level of emotional awareness
decreased from the pre- to post-test by 0.28 percent, while the level of emotional
awareness of the experimental group increased by 5.17 percent. The percentages
therefore indicate that the EA Programme developed by Knoetze (2012), which the
experimental group participated in, may have had an effect on the development of
emotional awareness of the respondents in the experimental group.
3.4.

DISCUSSION OF EMPIRICAL RESULTS

When considering the empirical results it must be kept in mind that the study was
guided by the following main and sub-hypotheses:
Main hypothesis:
If an emotional awareness programme is implemented for children in middle childhood
in a private school setting, then the level of emotional functioning of the children will
be enhanced.
Sub-hypotheses:


If an emotional awareness programme is implemented for children in middle
childhood in a private school setting, their ability to be in contact with their
emotions will be enhanced.
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If an emotional awareness programme is implemented for children in middle
childhood in a private school setting, their ability to discriminate between
different emotions will increase.



If an emotional awareness programme is implemented for children in middle
childhood in a private school setting, they will gain the ability to verbalise and
‘own’ their emotions.

In order to test these hypotheses the empirical findings will be discussed by exploring
three related topics, namely: emotional expression and vocabulary, emotional
awareness and the success of the EA Programme within the educational setting
(Knoetze, 2012:212).


Emotional expression and vocabulary

Darwin considered emotional expression as the expression of underlying emotional
states (Hess & Thibault, 2009:120). Furthermore, the expression of emotions, or the
language of emotions, was seen by Darwin as important to one’s well-being. Through
emotional expression, labels are provided for emotional experiences, enabling
facilitation and understanding of the emotions surrounding an event (Kahn, Tobin,
Massey & Anderson, 2007:263). Emotional expression is therefore an important factor
in becoming emotionally aware. Blom (2006:123) is of the opinion that some children
are not aware of what emotions are, however, this does not mean they do not
experience emotions, rather it’s because children often do not know how to verbalise
them.
The EA Programme developed by Knoetze (2012) focuses to a large extent on the
development of emotional vocabulary. Additionally, it employs age appropriate Gestalt
play therapy exercises to enable children to use their newly acquired emotion
vocabulary to enhance their emotional expression abilities. The empirical results in
this study indicated that the experimental group’s use of emotion words increased from
pre- to post-test. Emotional expression was positively developed in the experimental
group as their use of level one and two responses decreased, while their level three,
four and five responses increased. In other words, the respondents of the experimental
group decreased their use of non-emotion words, while increasing their use of stronger
emotion words and emotion blends.
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A similar finding was made in the results which focused on ascertaining whether
respondents developed the use of strong emotion words and the manner in which it
aids emotional expression. A distinction was made between weak and strong emotion
words, general everyday language and descriptive words which add subjective
meaning. The empirical results indicated that the respondents from the experimental
group developed a higher level emotion vocabulary and the skill to express it
contextually. Furthermore, the comparison group’s use of weak words increased while
the experimental group’s responses indicated a decrease in the use of weak words
from pre- to post-test. It is therefore evident that the experimental group gained a
higher level emotion vocabulary through their participation in the EA Programme
developed by Knoetze (2012), which they applied in the post-test in order to express
the emotions which they would experience in the scenarios depicted in the LEAS-C.
Children in middle childhood are able to regulate and sustain attention, process and
retain information, reason inductively, as well as plan and monitor their own behaviour
(Papalia et al., 2011). These interrelated developments are central to executive
function which is “… the conscious control of thoughts, emotions, and actions to
accomplish goals or solve problems” (Papalia et al., 2011:341). The results of this
study align with the aforementioned developmental milestones attained by children in
middle childhood, as the experimental group respondents expanded their emotion
vocabulary for the purpose of heightened abilities in emotional expression. Knoetze
(2012:214) is of the opinion that middle childhood is the ideal phase for extensive
emotional learning. Furthermore, emotional knowledge attained in middle childhood
can be consolidated throughout adolescence in order to result in emotionally aware
adults, better equipped to manage the challenges of life.
These findings therefore proved sub-hypotheses one, two and three to be true, as the
implementation of the EA Programme developed by Knoetze (2012) for children in
middle childhood within the educational setting did enhance their ability to be in contact
with their emotions, to discriminate between different emotions and to verbalise and
‘own’ their emotions.


Emotional awareness

According to Knoetze (2012:214) emotional awareness and cognition are relevant with
regard to emotional awareness as an ability to be in contact with emotions as it formed
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part of the study. This particular study therefore also aimed to consider whether
emotional awareness (being in contact with emotions) will be enhanced if incorporated
into the formal educational process of children in the middle childhood developmental
phase. In addition it aimed to determine whether emotional awareness can be
educated in the same cognitive manner as Piaget’s theory.
Emotional and cognitive processes require mental resources, however, research
suggests the difference between emotion and cognition may be phenomenological
(Gu, Liu, Van Dam, Hofz & Fan, 2013:20). Emotion, in interaction with higher order
cognition, i.e. beyond perception, is the predominant source of emotion experiences
(Izard, 2011:371).
As previously discussed, the LEAS-C is a performance measure assessing emotional
awareness within a cognitive-developmental framework (Subic-Wrana et al.,
2011:404). The cognitive-development theory of levels of emotional awareness
clarifies that the ability to experience and express an emotion as a specific conscious
feeling state, requires the creation of a mental representation of that state by putting
the emotion into words (Subic-Wrana et al., 2011:408). Structurally parallel to Piaget’s
stages of cognitive development, this model holds that awareness of one’s own and
others’ emotions progresses in levels, namely:
Level 1: Awareness of physical sensations;
Level 2: Action tendencies;
Level 3: Single emotions;
Level 4: Blends of emotions; and
Level 5: Blends of emotions (Subic-Wrana et al., 2011:404).
The levels of emotion progression inform the calculation of the results of the LEAS-C.
Optimal awareness is evident in enhanced emotional functioning or the description
thereof for the purpose of the LEAS-C (Knoetze, 2012:215). The LEAS-C results from
the comparison group’s level of emotional awareness decreased from the pre- to posttest by 0.28 percent, while the level of emotional awareness of the experimental group
increased by 5.17 percent. The percentages therefore indicate that the EA Programme
developed by Knoetze (2012), in which the experimental group participated, enhanced
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the respondents’ levels of emotional awareness or their ability to be in contact with
their emotions.
These findings therefore proved sub-hypothesis one to be true, as the implementation
of the EA Programme developed by Knoetze (2012) for children in middle childhood
within the educational setting did enhance their ability to be in contact with their
emotions.
Additionally, the findings indicate that emotional awareness can be taught within the
South African educational system, in a similar manner as other cognitive abilities and
skills are taught, as discussed below.


Success of the EA Programme within the educational system

“Recent advances in the neuroscience of emotions are highlighting connections
between cognitive and emotional functions that have the potential to revolutionize our
understanding of learning in the context of schools” (Immordino-Yang & Damasio,
2007:3). Traditionally viewed as separate, recent research has indicated that
communication, emotion and learning are intertwined in the classroom (Dewey in
Titsworth, Quinlan & Mazer, 2010:445). It thus stands to reason that promoting
learners’ social and emotional skills plays a critical role in improving their academic
performance (Shriver & Weissberg, 2005:1).
Since January 2012 the National Curriculum Statement Grades R – 12 has aimed to
provide clear specification of what is to be taught and learnt on a term-by-term basis
in South African schools (Basic Department of Education, 2011). Curriculum and
Assessment Policy Statements (CAPS) were implemented for all approved subjects.
The CAPS Grades R – 3 Life Skills aim to ensure that all learners acquire and apply
knowledge and skills in ways that are meaningful to their own lives (Basic Department
of Education, 2011:4). The study area Life Skills includes social health, emotional
health as well as relationships with other people and our environment, including values
and attitudes (Basic Department of Education, 2011:8).
Thus far, this study has indicated that the EA Programme developed by Knoetze
(2012) has achieved its aim – to develop and enhance the emotional awareness of
learners in middle childhood in a South African school setting. Emotional programmes,
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when well designed and executed, produce learners who are good citizens committed
to serving their communities and cooperating with others (Shriver & Weissberg,
2005:2). Furthermore, research studies show that emotional learning programmes
significantly improve learners’ academic performance.
As learners’ emotional awareness increased through participation in Knoetze’s sevenweek EA Programme (2012), it can be deduced that learners would benefit from
ongoing participation in emotional learning programmes. Although the CAPS Life Skills
document provides guidelines and aims, it does not provide clearly delineated
programmes. As discussed in Chapter One, departmental policies and guidelines are
frequently not implemented in schools, however, providing and empowering educators
with emotional learning programmes to implement in the classroom environment, will
assist in ensuring that learners’ needs are met.
3.5.

SUMMARY

This chapter analysed the data collected from the completion of the LEAS-C by the
comparison and experimental group in a pre- and post-test. The data was analysed
and presented in table form as well as in figures. The data analysis was presented
under the development of an emotion vocabulary and levels of emotional awareness.
The findings of this study indicated that the emotion vocabulary of the experimental
group was positively developed and/or enhanced by the EA Programme developed by
Knoetze (2012). Additionally, the respondents’ level of emotional awareness
improved, following participation in the EA Programme.
The conclusions drawn from the analysed data were examined and discussed in order
to determine whether the hypothesis and sub-hypotheses were proven to be true or
false. From the results obtained and the amalgamation thereof, the researcher is of
the opinion that the main hypothesis was proven to be true: If an emotional awareness
programme is implemented for children in middle childhood in a private school setting,
then the level of emotional functioning of the children will be enhanced.
The key findings of the study are highlighted in the following chapter and
recommendations are presented for possible enhancement of the EA Programme
developed by Knoetze (2012) and for the implementation thereof.
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CHAPTER 4
CONCLUSIONS AND RECOMMENDATIONS

4.1.

INTRODUCTION

In conducting this study the researcher had a goal and objectives to attain, which will
be examined in this chapter in order to ascertain the extent to which they were met.
Evaluating an emotional awareness programme for children in middle childhood in a
private school setting entailed reviewing literature and analysing empirical findings. In
this chapter the researcher will outline the key outcomes of the empirical study and
literature, in order to provide conclusions and recommendations based on the
research study. A Gestalt approach provided the theoretical framework for this study
and the activities of the EA Programme developed by Knoetze (2012) were embedded
in Gestalt play therapy techniques.
4.2.

ACCOMPLISHMENT OF RESEARCH GOAL AND OBJECTIVES

The accomplishment of the research goal and objectives is of importance to the
researcher in order to determine whether the research study can be regarded as
successful. In the following section the researcher will demonstrate the extent to
which, as well as the manner in which, the goal and objectives of the study were
achieved.
4.2.1. Goal of the study
The goal of the study was to evaluate the effectiveness of an emotional awareness
programme for children in middle childhood for utilisation in a private school setting in
Kyalami, Gauteng. The goal was successfully achieved through employing
appropriate research methodology. The researcher made use of applied research, a
quantitative research approach and a quasi-experimental design, where pre- and posttest questionnaires were utilised in order to gain data from twenty-eight participants.
Accomplishment of this goal was made possible by focusing on the objectives
formulated for the purpose of this study, which guided the researcher.
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4.2.2. Objectives of the study
In order to attain the goal of this study, the researcher formulated five objectives,
namely:


To theoretically contextualise emotional awareness as it relates to children in
middle childhood within an education setting;



To evaluate whether an emotional awareness programme will enhance the
ability of children in middle childhood to be in contact with their emotions;



To evaluate whether an emotional awareness programme will increase the
ability of children in middle childhood to discriminate between different
emotions;



To evaluate whether an emotional awareness programme will enhance the
ability of children in middle childhood to verbalise and take ownership of their
emotions;



To draw conclusions regarding the applicability of the emotional awareness
programme in a private school setting.

These objectives could not have been obtained without a thorough review of literature
and in-depth analysis of the empirical findings as demonstrated in Chapter Two and
Three respectively. In the following discussion, the researcher will focus on how these
objectives were achieved.
Objective one: To theoretically contextualise emotional awareness as it relates
to children in middle childhood within an education setting
Prior to the study the researcher had a limited understanding of emotional awareness
as it relates to children in middle childhood within an education setting. As emotional
intelligence (EQ) has been a much debated and researched topic, the researcher was
more au fait with EQ than emotional awareness. Through reviewing literature for the
purpose of Chapter Two in this study, the researcher gained a broader and more indepth understanding of emotional awareness as a pre-curser to emotional intelligence.
Additionally, the literature review further developed the researcher’s knowledge of
middle childhood as a developmental phase and the value of emotional awareness
within an education setting.
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The literature review therefore enabled the researcher to theoretically contextualise
emotional awareness as it relates to children in middle childhood within an education
setting.
Objective two: To evaluate whether an emotional awareness programme will
enhance the ability of children in middle childhood to be in contact with their
emotions
In order to evaluate to what extent the EA Programme developed by Knoetze (2012)
enhanced the ability of learners in middle childhood to be in contact with their
emotions, purposive sampling was utilised as a means to selecting respondents. A
control group and experimental group were selected according to criteria listed in
Chapter Three. Data for the study was collected using the LEAS-C questionnaire – a
standardised scale specifically developed by Dr Richard Lane and Dr Jane Bajgar
(2003) to measure emotional awareness. A comparison and control group completed
the group-administered pre-test questionnaire, following which the experimental group
participated in a seven-week EA Programme developed by Knoetze (2012). Both
groups then completed a group-administered post-test questionnaire. The researcher
was thus able to collect data and proceed with data analysis. The empirical findings
signify that the development of emotional awareness of the respondents in the
experimental group increased, following participation in the EA Programme, as
indicated in Figure 3.15.
The development of emotional awareness is the result of children being in contact with
their emotions. Objective two was therefore realised through undertaking an empirical
study.
Objective three: To evaluate whether an emotional awareness programme will
increase the ability of children in middle childhood to discriminate between
different emotions
As outlined above, the researcher undertook several steps in the research process. In
order to achieve objective three the actual responses or specific emotional language
of the respondents were measured in the pre- and post-tests. The emotion vocabulary
of the respondents was identified as either weak or strong emotion words. According
to Knoetze (2012) a comparison of the utilisation of strong and weak emotion words
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from the pre- to the post-test, indicates whether the respondents developed a higher
level emotional vocabulary and the skill to express it contextually. Figure 3.12 indicates
a more than fifty percent increase in the use of six of the seven strong emotion words
from pre- to post-test in the experimental group.
The assumption was therefore drawn that respondents from the experimental group
developed a higher level emotion vocabulary and the skill to express it contextually,
following their participation in the seven-week EA Programme developed by Knoetze
(2012). Objective three was therefore realised through undertaking an empirical study.
Objective four: To evaluate whether an emotional awareness programme will
enhance the ability of children in middle childhood to verbalise and take
ownership of their emotions
As outlined under objective two, the researcher undertook several steps in the
research process. In order to achieve objective four the actual responses or specific
emotional language of the respondents were measured in the pre- and post-tests.
Figure 3.12 indicates that the experimental group was able to utilise a significant
number of strong emotion words following their participation in the seven-week EA
Programme developed by Knoetze (2012).
Emotional expression thus improved through the enhancement of emotion vocabulary,
thereby enabling learners to verbalise and take ownership of their emotions. Objective
four was therefore realised through undertaking an empirical study.
Objective five: To draw conclusions regarding the applicability of the emotional
awareness programme in a private school setting
As outlined under objective two, the researcher undertook several steps in the
research process. In order to achieve objective five the actual responses or specific
emotion language of the respondents were measured in the pre- and post-tests, thus
determining whether or not learners within a private school setting would benefit from
ongoing participation in an emotional awareness programme. Post-test responses of
the experimental group, as indicated in Figure 3.8, demonstrate that respondents
acquired increased emotion language levels.

91
© University of Pretoria

The assumption was therefore drawn that respondents from the experimental group
acquired increased emotion language levels, following their participation in the sevenweek EA Programme developed by Knoetze (2012). It can thus be deduced that the
EA programme was applicable in a private school setting and that children would
benefit from ongoing participation in an emotional awareness programme. Objective
five was therefore realised through undertaking an empirical study.
The goal and objectives were therefore achieved as reviewed above. In pursuing the
aforementioned goal and objectives, the researcher deduced conclusions based on
the research study and empirical findings, which will be discussed in the following
section.
4.3.

CONCLUSIONS

In this research study the literature review provided invaluable information regarding
emotional awareness in middle childhood within a private school setting, supporting
some of the findings in the empirical study. Conclusions reached by the researcher
will therefore be made based on the literature review and empirical research findings.
4.3.1. Literature review
Conclusions deduced from the literature review are presented below:


The focus of this study was on evaluating the effectiveness of an emotional
awareness programme for children within a private school setting, from a
Gestalt approach. The Gestalt approach suggests the child be viewed as a
whole of which the total is more than its component parts. Children’s social,
emotional, cognitive and physical development (whole gestalt) needs to be
addressed in its entirety – the emotional aspect of the child’s development
being the focus of this study. According to Knoetze (2012:222) it seems as
though the full benefit of the Gestalt approach is presently not acquired by
children within the South African educational system, as emotional education
does not receive the same degree of attention as cognitive and physical
development.



The Gestalt approach is seen as an experiential process, therefore making it
perfectly suitable for children, some of whom may not yet have developed an
emotional vocabulary to communicate feelings, desires and needs (Reynolds
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& Mortola, 2005:159). It primarily focuses on experientially exploring the child’s
internal and external worlds and is based on the notion that change occurs as
a result of raised awareness, therefore providing the most appropriate way to
promote change in middle childhood (Geldard & Geldard, 2005:67).


Awareness is the core of Gestalt philosophy and methodology; it is a selfprocess which happens at the interface of the individual and environment
(Yontef, 2005:87). With awareness people can learn and change behaviour
which does not work. A Gestalt perspective, as the theoretical framework for
this study, enables children to be made aware of their own process, so that they
may experience their needs or incompleteness (Botha & Dunn, 2004:255).



The developmental phase of middle childhood was the focus of the study in
terms of the study population and sampling. Middle childhood, which ranges
from 6 to 11 years, is a developmental stage in which children learn about the
wider world while mastering new responsibilities that begin resembling those
which they will perform as adults (Berk, 2006:6). During this developmental
stage children begin to find their own way through societal structures, acquiring
a more individual sense of identity. Middle childhood as a developmental phase
can therefore be seen as a phase where emotional awareness begins to play
an important role. Furthermore, studies have shown that children’s emotional
and social functioning and behaviour begin to stabilise around the age of eight,
and can predict the state of their behaviour and mental health later in life
(Lantieri, 2008:28).



The study of emotions is a broad and complex field. Emotions are seen as
necessary to form bonds and attachments with others and social structures –
from individuals, to small groupings to whole societies. Turner (2011:9) states
that humans are emotional because they need emotions to form social bonds
that can build social structures. A deeper interest in peers comes to the fore in
middle childhood, where the interests and goals of the group take preference
to individual interests.



Emotional awareness is seen as the skill most fundamental to emotional
intelligence (Lane in Bajgar et al., 2005:569) and is defined as the ability to
identify and describe one’s own emotions, as well as those of other people.
Creating internal awareness elicits deeper thinking behind the emotion and
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increases the likelihood of change (Holroyd & Field, 2012:42). Emotional
intelligence is seen as a knowledge of how our bodies, minds and relationships
work at the level of emotions and feelings (Howe, 2008:23). Emotional
awareness is therefore seen as a prerequisite for emotional intelligence.
Knoetze (2012:227) is of the opinion that children becoming aware of their
emotions, and their effect on functioning, leads them towards achieving
emotional intelligence.


Children who have suffered neglect or deprivation tend to have a limited
understanding of their own and others’ emotional character, consequently, peer
relationships are likely to be poor, depriving children of potentially useful social
experiences (Howe, 2008:61). Additionally, children who have limitations in
their social-emotional development often demonstrate poor social, emotional
and academic success (Aviles et al., 2006:34).



Social emotional development and academic achievement are dynamic,
interrelated areas that are necessary for children to develop and be successful
in a myriad of contexts, specifically schools (Klein in Aviles et al., 2006:34).
Emotions may trigger, sustain or reduce academic motivation (Pekrun, Goetz,
Titz & Perry, 2002:97). As schools form an integral part of a child’s world, where
experiential learning takes place, they are perceived as an ideal environment
in which to provide an emotional programme.



School is seen as a place that plays an active role in children’s search for
meaning rather than merely a place where they are taught (Rinaldi in James &
James, 2009:114). Free time at school is defined by James and James
(2009:114) as a time when friendships flourish, and for many children going to
school to meet their friends may be as important, if not more important, than
the education they will receive.



The Gauteng Department of Education (GDE) (Inclusions Strategy, 20112015:2) states that it is committed to ensure that every learner does well at
school and leaves the educational institution with values, knowledge, skills and
qualifications which will give them the best opportunity to succeed in adult life.
In order to prevent and overcome barriers that inhibit learners from reaching
their full potential, the Draft National Policy for the Role of Therapists and Social
Workers (Department of Education, 2011-2015:3) suggests that needs-based
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programmes and services to learners, parents and educators who experience
social problems within the context of the education environment, should be
implemented. Egbochuku and Aihie (2009:3) make the statement that as
society faces increasing challenges, financial, cultural and social, so do
learners and teachers. However, policies and services are frequently not
implemented due to a lack of resources, social workers and budget restraints.
The holistic well-being and development of children can therefore be addressed
by providing and empowering educators with an emotional awareness
programme to implement in the classroom environment. This will assist in
ensuring that the full extent of children’s needs are met.


The school’s ability to prepare students academically overlaps with their role to
serve the emotional needs of their learners (Aviles et al., 2006:35). Schools are
therefore not only seen as an academic institution but also as a social
environment offering opportunities for emotional awareness and growth. As
learning is emotional in character, emotions are an integral part of education.
Clarity of emotions, as defined by Dizén, Berenbaum and Kerns (2005:114),
refers to how clearly one understands emotions, discriminates between feelings
and knows what one feels. Therefore, learners with clarity are more likely to
have their intrapersonal needs met, thus enabling them to focus more of their
attention on others and learning.

4.3.2. Empirical findings
Conclusions based on the empirical findings, following learners’ participation in the
seven-week EA Programme developed by Knoetze (2012), are outlined below:


According to Knoetze (2012:191) the EA Programme aspires to develop and
enhance the emotional awareness of children in the middle childhood
developmental phase. Additionally, it was developed to expand emotion
vocabulary for the purpose of heightened abilities in emotional expression.
Measuring the frequency of emotion word responses according to the LEAS-C
levels of emotional value, when compared to the comparison group, the posttest responses of the experimental group indicate that the respondents in the
experimental group acquired increased emotional language levels, use of
emotional blends and methods of emotional expression.
95
© University of Pretoria



When comparing the utilisation of strong and weak emotion words from pre- to
post-test, respondents from the experimental group developed a higher level
emotion vocabulary and the skill to express it contextually. An increase in the
use of higher levels of emotion words based on pre- and post-test results
therefore indicate that emotional awareness, in its entirety, has been
enhanced.



Knoetze (2012) stated that the EA Programme aimed to determine whether
emotional skills could be successfully developed during class activities. This
was evident in the empirical findings which indicate an increase in the
emotional awareness of the experimental group, following the learners’
participation in the seven-week EA Programme developed by Knoetze (2012).
The necessity of learners being emotionally aware within an education
environment has been extensively researched. Educational researchers have
done significant theoretical work linking emotion and cognition (Lazarus,
2006:299), indicating that emotional learning programmes significantly
improve learners’ academic performance.



The empirical findings proved sub-hypotheses one, two and three to be true,
as the implementation of the EA Programme developed by Knoetze (2012) for
children in middle childhood within the educational setting enhanced their
ability to be in contact with their emotions, to discriminate between different
emotions and to verbalise and ‘own’ their emotions.



The levels of emotion progression inform the calculation of the results of the
LEAS-C. Optimal awareness is evident in enhanced emotional functioning or
the description thereof for the purpose of the LEAS-C (Knoetze, 2012:215). The
empirical results indicate that the EA Programme developed by Knoetze (2012),
in which the experimental group participated, enhanced the respondents’ levels
of emotional awareness and their ability to be in contact with their emotions.
These findings therefore proved sub-hypothesis one to be true, as the
implementation of the EA Programme developed by Knoetze (2012) for children
in middle childhood within an educational setting did enhance their ability to be
in contact with their emotions.



The aforementioned empirical findings indicate that emotional awareness can
be taught within the South African educational system, in a similar manner as
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other cognitive abilities and skills are taught. This study has indicated that the
EA Programme developed by Knoetze (2012) has achieved its aim – to develop
and enhance the emotional awareness of learners in middle childhood in a
South African school setting.


The EA Programme developed by Knoetze (2012) was previously implemented
in a government education institution for children in the middle childhood
developmental phase, the results of which indicated an increase in the learners’
emotional awareness in its entirety. Conversely, this study was implemented in
a private school setting, the results of which also indicated an increase in the
learners’ emotional awareness, in its entirety. It is therefore deduced that the
EA Programme can be successfully implemented in a variety of educational
settings with children in the middle childhood developmental phase.

Based on the conclusions derived from the study, the researcher is able to make
recommendations with regards to emotional awareness programmes within the
educational context and the EA Programme developed by Knoetze (2012).
Recommendations for possible future research will also be made.
4.4.

RECOMMENDATIONS

With reference to the findings derived from this study, the following recommendations
can be made:


As learners’ emotional awareness increased through participation in Knoetze’s
seven-week EA Programme (2012), it can be deduced that learners would
benefit from ongoing participation in emotional learning programmes. Although
the CAPS Life Skills document (Basic Department of Education, 2011) provides
guidelines and aims, it does not provide clearly delineated programmes.
Extending educators’ responsibilities is adding to an already heavy workload.
However, providing educators with emotional learning programmes to
implement in the classroom environment, as part of the CAPS Life Skills
document, will assist in ensuring that learners’ needs are met. In addition, it
relieves the educators’ burden of having to develop specialised teaching and
learning material, the focus of which may be beyond the expertise of their
training. In order to ensure the successful implementation of such programmes,
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intensive teaching training would be a prerequisite. Training would also
influence the emotional well-being of the educator – as referred to in literature;
educators who demonstrate emotional awareness in the classroom are more
effective in achieving academic goals and creating an emotional environment
which enhances learning. Addressing learners’ emotional needs should thus be
provided collectively by the Department of Education and the school.


The Draft National Policy for the Role of Therapists and Social Workers
(Department

of

Education,

2011-2015:3)

suggests

that

needs-based

programmes and services to learners, parents and educators who experience
social problems within the context of the educational environment, should be
implemented. This study demonstrates the value social work expertise and
skills can add to developing the emotional needs of learners within a school
context, which in turn enhances learners’ social well-being and learning.


As learners’ emotional awareness increased through participation in Knoetze’s
seven-week EA Programme (2012), it is evident that schools need to prioritise
time-tabling weekly lessons for the implementation of such programmes,
making it part of the teaching curriculum.



The research findings indicate that the emotional awareness of children who
participated in Knoetze’s seven-week EA Programme (2012) increased. It may
therefore be deduced that participation in a long-term programme will yield
positive results. Thus a similar study could be undertaken, evaluating the
effectiveness of a long-term emotional awareness programme for children in
middle childhood. Following long-term participation in an emotional awareness
programme, the influence thereof on peer/social and teacher-learner
relationships can be evaluated, as well as the possible impact on learners’
ability to learn and subsequent academic achievements.



Following participation in Knoetze’s seven-week EA Programme (2012) a
longitudinal study would be of value in order to determine the sustainability of
the emotional awareness attained by the participants.



The researcher conducted the study with a small sample group in a private
school setting. It would be of value to conduct future research with a broader
target population, within varied socio-economic South African school contexts,
as well as in a range of contexts such as children placed in alternative care.
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The private school context where this study was conducted is a multi-cultural
environment with children from diverse degrees of affluence. The context of
some of the material referred to in Knoetze’s EA Programme (2012) was foreign
to the reference-framework of a number of learners. The researcher therefore
recommends that the context of the material be revisited in order to enable all
learners to relate, irrespective of their socio-economic background.



The medium of instruction at the private school where the study was conducted
is English, however, the majority of the learners speak English as a second- or
third-language. Some of the language used in Knoetze’s EA Programme (2012)
was too advanced for second or third language speakers. The researcher
therefore recommends that the language used in the EA Programme be
simplified in order to meet the language level of second- or third-language
learners.



Some of the stories in Knoetze’s EA Programme (2012) were too lengthy for
the learners’ level of concentration. The researcher therefore recommends that
the length of the stories be reduced in order to align with the concentration level
of children in middle childhood.



The data for the study was collected using the Levels of Emotional Awareness
Scale for Children (LEAS-C), a standardised scale developed by Dr Richard
Lane and Dr Jane Bajgar (Lane & Bajgar, 2003). As the scale was developed
specifically for children the content thereof is comprehensible for the age group
seven to eight years, who have by Grade Two developed basic reading and
writing skills. However, the researcher found the LEAS-C to not be appropriate
for use in the diverse South African context. A contextually standardised scale
should ideally be used for future studies conducted within the South African
context.

As conclusions regarding the literature review and empirical findings have been
provided followed by recommendations, overall concluding remarks will be highlighted
below.
4.5.

CONCLUDING REMARKS

It is the researcher’s conviction that the research statement, “Evaluation of an
emotional awareness programme for children in middle childhood in a private school
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setting in Kyalami, Gauteng Province”, was adequately explored. As indicated in
sections 4.2.1 and 4.2.2 of this chapter, the research goals and objectives were
accomplished. The empirical findings, as indicated in section 4.3.2, proved subhypotheses one, two and three to be true, as the implementation of the EA Programme
developed by Knoetze (2012) enhanced learners’ level of emotional functioning.
The findings enabled the researcher to formulate conclusions and recommendations,
thus informing future adaptation and implementation of the CAPS Life Skills document,
as well as highlighting the responsibility of the Department of Education and schools
with regards to enhancing learners’ emotional awareness. Recommendations made
by the researcher also add value to potential adaptations of the seven-week EA
Programme developed by Knoetze (2012), as well as to future research endeavours
in this field.
The advantages of developing and enhancing emotional awareness in children in
middle childhood are extensive, as explored in the literature review. Developing and
enhancing emotional awareness are attainable in the same manner as cognitive skills
are acquired – through implementation in the curriculum and teacher instruction. In
conclusion, emotional awareness as an area of development and learning for children
in middle childhood, needs to become an integral part of the educational system
thereby creating emotionally aware learners, able to meaningfully contribute to the
communities to which they belong.
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