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ABSTRACT 

 

EVALUATION OF AN EMOTIONAL AWARENESS PROGRAMME FOR 

CHILDREN IN MIDDLE CHILDHOOD IN A PRIVATE SCHOOL IN PRETORIA, 

GAUTENG PROVINCE 

 

Researcher:  Driana Zandberg 

Supervisor:   Dr MP le Roux 

Degree:   MSW (Play-based Intervention) 

Department:  Social work and Criminology 

 

 

Emotional awareness refers to a person‟s ability to identify and describe one‟s 

emotions and the emotions of others. It assists people to manage and control their 

emotions and is an important skill underlying effective psychosocial functioning. 

Emotional awareness is a core component of emotional intelligence. For children, 

the capacity for emotional intelligence and emotional awareness can hold 

advantages such as enhancing their interpersonal and communication skills, 

academic performance, coping skills and self-esteem. Emotional awareness can 

thus assist children with their adjustment to and academic performance in school. 

Emotional awareness is regarded as a skill that can be taught to children. The goal 

of this study was thus to evaluate an emotional awareness programme that was 

developed for children in middle childhood within the educational setting (Knoetze, 

2012). The study was based on a quantitative research approach. A quasi-

experimental comparison group pre-test post-test research design was followed, 

according to which the effect of the programme could be determined by comparing 

pre-test and post-test data of an experimental and a comparison group. The 

respondents were children in middle childhood attending a private school for learners 

with learning disabilities. A standardised measuring instrument, the Levels of 

Emotional Awareness Scale for Children (LEAS-C) was used to collect data.  
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The research findings indicated that the emotional awareness programme was 

effective in enhancing the emotional expression and vocabulary of the respondents 

in the experimental group up to a certain level. However, the findings did not indicate 

that the programme resulted in an increase in the level of emotional awareness of 

these respondents. It is concluded that emotional awareness programmes should be 

implemented with consideration of the context in which it is implemented; in this 

study a school that provide education for children with learning disabilities. Further 

research on the implementation of emotional awareness programmes with children 

with learning disabilities is recommended. 

KEY CONCEPTS 

 Emotional awareness 

 Emotional intelligence 

 Emotional awareness programme 

 Middle childhood 

 Private school 
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CHAPTER 1 

GENERAL BACKGROUND TO THE STUDY 

1.1 INTRODUCTION 

The ability to regulate their emotions is an important skill for children‟s healthy social 

functioning. This ability helps children to appropriately respond to others and to 

different situations, and can benefit them in their interactions with others and within 

their environment (Izard, King, Trentacosta, Morgan, Laurenceau, Krauthamer-Ewing 

& Finlan, 2008:371). The ability to identify and manage one‟s own emotions as well 

as the emotions of others, is known as emotional intelligence (Ioannidou & 

Konstantikaki, 2008:118). Children who have the skills related to emotional 

intelligence tend to function better in different areas of life, as emotional intelligence 

leads to better interpersonal relationships, improved self-confidence, enhanced pro-

social behaviour, better academic performance as well as improvement in decision-

making and coping skills (Louw & Louw, 2007:245). Emotional intelligence also helps 

children to more effectively control their emotions (Veirman, Brouwers & Fontaine, 

2011:265). Therefore, enhancing children‟s ability to identify their own emotions and 

the emotions of others, and their ability to effectively express their feelings are 

important building blocks for social competence (Geldard, Geldard & Yin Foo, 

2013:369). Emotional intelligence is closely related to emotional awareness. 

1.1.1 Emotional awareness 

Emotional awareness in essence refers to a person‟s ability to identify and describe 

their own emotions and also the emotions of others (Mancini, Agnoli, Trombini, 

Baldaro & Surcinelli, 2013:375) and is seen as the foundation of emotional 

intelligence (Bajgar, Ciarrochi, Lane & Deane, 2005:569). Daniel Goleman, who 

popularised the concept of emotional intelligence (Berk, 2013:327), outlined five 

crucial aspects of emotional intelligence: knowing one‟s emotions, managing one‟s 

emotions, self-motivation, recognising emotions in others, and managing 

relationships (Goleman, 1995:43). Emotional intelligence therefore starts with 

emotional awareness, where one needs to first learn about emotions. Emotional 

awareness as a core skill underlying emotional intelligence has numerous 

advantages for children, amongst others to identify and manage their emotions and 
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to more effectively adapt to and master situations (Knoetze, 2012:118, Veirman et 

al., 2011:265). Children who are emotionally aware tend to have fewer emotional 

and behavioural problems as emotional awareness supports the child‟s ability for 

self-regulation (Mancini et al., 2013:375; Oaklander, 2007:122). Subsequently, a lack 

of emotional awareness negatively affects a person‟s interpersonal relationships, 

which in children may lead to difficulties with peer and sibling relationships (Frewen, 

Dozois, Neufeld & Lanius, 2012:152; Mash & Wolfe, 2007:205). 

The development of emotional awareness is thus an important aspect of a child‟s 

overall development. This could be especially so for the child in middle childhood. 

1.1.2 The child in middle childhood 

Middle childhood, which is the life stage between the ages of six and 12 years, is an 

important time in a child‟s development that prepares them for the responsibilities 

they will perform in later life stages (Berk, 2013:6).  

During middle childhood children‟s physical and brain development enable them to 

master tasks related to gross and fine motor skills, such as writing, painting, running 

and throwing, as well as the coordination and attention to manage these tasks (Berk, 

2013:179; Louw & Louw, 2007:216; Sigelman & Rider, 2006:130). Cognitively, they 

develop, amongst others, the capacity for logical thought and reasoning, 

interpersonal communication, concentration and attention (Henderson & Thompson, 

2011:33; Papalia, Olds & Feldman, 2009:380; Sigelman & Rider, 2006:182). In terms 

of their emotional development, children in middle childhood develop the skills to 

identify and understand complex emotions, to consider the causes and 

consequences of emotions, and to regulate their emotions (Berk, 2013:419; Louw & 

Louw, 2007:244). Socially, children in this life stage become more independent from 

their parents, while the peer group starts to play a more significant role in their lives 

(Berk, 2013:577; Louw & Louw, 2007:247). Middle childhood is also a life stage 

when it is important for children to develop their abilities in terms of academic, social, 

physical and practical skills and gain a sense of competence (Berk, 2013:16; 

Henderson & Thompson, 2011:38). Failure to develop a sense of competence may 

result in a sense of inferiority. Children generally start their formal education during 

middle childhood (Louw & Louw, 2007:214). 
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1.1.3 The child in the school setting 

School entry requires emotional and social adjustments from children (Louw & Louw, 

2014:237). Middle childhood is then a life stage when children tend to experience 

anxiety, low self-confidence and self-doubt, which Eccles (1999:36) ascribes to the 

fact that school work and participation in sport put pressure on children to perform. 

Ntshangase (2004:67) emphasise that, apart from the pressure to perform 

academically, the social challenges that school presents could place more demands 

on school-going children and put them at risk. The challenges that children have to 

face in the school setting are seen to be related to factors such as the structured 

environment with certain rules and standards for behaviour; the tasks of forming peer 

relationships, engaging in team work, and dealing with peer approval, peer pressure 

and bullying; as well as the academic demands that are inherent in the school setting 

(Berk, 2006:404; Foley, Roche & Tucker, 2001:198; Liang, Flisher & Lombard, 

2007:169; Louw & Louw, 2007:262; Papalia et al., 2009:367; Seefeldt, 2005:134-

135; Tobias, 2012:109; Wait, Meyer & Loxton, 2004:131). Schools may also present 

challenges related to language barriers and to cultural and socio-economic diversity 

(Dieltens & Meny-Gibert, 2012:128; Parker, Rubalcava & Teruel, 2003:22; 

Pluddeman, Braam, October & Wababa, 2004:10, 40). These challenges can be 

exacerbated by the fact that children in middle childhood tend to compare their 

abilities, behaviour and appearance to those of their peers (Berk, 2013:458). 

Children who present with learning disabilities are likely to experience school and 

academic work as even more challenging. A learning disability is seen as affecting 

“the manner in which individuals with average to above-average intelligence take in, 

retain, or express information” which results in a significantly lower academic 

performance (Louw & Louw, 2007:232). Although many of these children attend 

mainstream schools, thus inclusive education, they may have difficulties related to 

social awareness and are often rejected by peers, leading to problems such as poor 

self-esteem, anxiety and depression, as well a social isolation (Berk, 2013:646; Louw 

& Louw, 2007:232). 

Authors such as Cowie, Boardman, Barnsley and Jennifer (2004:25), Foley et al. 

(2001:199) and Leach (2009:183) therefore suggest that schools should also 

become involved in ensuring children‟s emotional wellbeing and deliver services that 
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can prevent socio-emotional problems. Berk (2013:646) advises that, where children 

with learning disabilities attend mainstream schools, special measures should be 

taken to enhance peer relationships which could support peer acceptance and a 

sense of achievement in the child with a learning disability.  

1.1.4 Enhancing emotional awareness of children in the school setting 

Knoetze (2012) identified the potential that enhancing children‟s emotional 

awareness could enhance their overall functioning in the school setting. Emotional 

awareness is regarded as a cognitive ability, thus it is recognised that emotional 

awareness skills can be taught to children (Bajgar et al., 2005:572). As emotional 

awareness forms the basis of emotional intelligence (Bajgar et al., 2005:569), 

enhanced emotional awareness could support the advantages related to emotional 

intelligence, namely enhanced academic performance, self-esteem and 

interpersonal functioning (Berk, 2013:327). 

Based on the above, Knoetze (2012) developed, implemented and evaluated an 

emotional awareness programme for children in middle childhood within the 

educational setting. The programme includes seven modules, each with a theme 

related to emotional awareness and with activities related to the theme. The findings 

of Knoetze‟s study indicated that the respondents‟ emotional awareness was 

enhanced by the programme (Knoetze, 2012:212). She therefore recommended that 

the programme be evaluated in different educational settings with children from 

different backgrounds and in different geographical areas (Knoetze, 2012:235). The 

goal of this study was thus to evaluate the mentioned emotional awareness 

programme within the context of a private school in Pretoria, Gauteng Province; a 

primary school that caters for children in middle childhood who experience learning 

disabilities. The research formed part of a number of studies that evaluated the 

emotional awareness programme developed by Knoetze (2012) in different settings.  

The following key concepts are relevant to the study:    

Middle childhood:  Middle childhood refers to children in the developmental stage 

between the ages of six and twelve years (Ntshangase, 2004:64). 

Emotional awareness: Mancini et al. (2013:375) define emotional awareness as “… 

the ability to identify and describe one‟s own emotions, and those of other people.”  
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Emotional awareness thus enables a person to recognise his/her own emotions and 

the emotions other people are experiencing.  Knoetze (2012:18) refers to emotional 

awareness as a person‟s ability to be in contact with his/her feelings. 

Private school:  In this study, a private school refers to an independent school. A 

school is defined as follows: “… school means a public school or an independent 

school which enrols learners in one or more grades from grade R (Reception) to 

grade twelve” (South African Schools Act 84 of 1996). As the focus of the study was 

on learners in middle childhood, the educational setting for the study was a primary 

school with classes ranging from grade R to grade seven.  

Programme: A programme is defined as “a planned series of events … a set of 

related measures or activities with a long-term aim” (Concise Oxford English 

Dictionary, 2006). In this study, a programme refers to the Emotional Awareness 

Programme that was developed by Knoetze (2012) that was implemented and 

evaluated as part of the study. 

1.2 THEORETICAL FRAMEWORK 

The theory that formed the foundation of the study is Gestalt theory. Gestalt is 

defined as the totality of everything that forms part of the whole (Blom, 2006:18), 

meaning that interventions that focus on certain aspects of a child‟s functioning, can 

benefit the whole child.  Some of the core concepts of Gestalt theory are particularly 

relevant to the study and will be discussed in this section.  

Gestalt theory emphasises the importance of awareness in the present, including 

awareness of bodily sensations, emotions and thoughts (Geldard et al., 2013:39). In 

Gestalt play therapy, it is the role of the therapist to guide the child to become aware 

of his/her emotions and experiences in the present (Blom, 2006:57).    

Awareness is a prerequisite for healthy contact. Contact is the ability to use one‟s 

contact skills, namely touch, vision, hearing, taste, smell, thoughts and language to 

be fully present in a situation (Oaklander, 2006:22). Henderson and Thompson 

(2011:225) define contact as follows: “Contact is the process of knowing about a 

need and trying to fulfil that need by engaging with the environment.” As healthy 

contact allows children to identify their needs and act to fulfil them, contact affects a 

child‟s ability for healthy functioning by means of self-regulation (Blom, 2006:30).   
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Self-regulation is the process whereby people satisfy their needs (Blom, 2006:23-

24). Each child will handle his/her needs and situations differently. Needs could be 

physical, emotional, social, spiritual or intellectual in nature. Experiencing a need 

creates discomfort, until the person takes action to satisfy the needs. Once a need 

has been satisfied, homeostasis is reached until the environment gives rise to 

another need. 

Holism is a core concept in Gestalt theory. According to the concept holism, children 

function as a holistic entity within themselves but also within the environment (Blom, 

2006:22). Holism implies the following (Blom, 2006:23):  

… children are considered a holistic entity, which means that the sum 
total of their physical, emotional and spiritual aspects, language, 
thoughts and behaviour is more than its components. … The 
experience of emotion will thus also have an effect on the other 
components.  

   
From the concept of holism, it becomes clear that through enhancing their emotional 

awareness, other aspects of children‟s functioning can be enhanced.     

The goal of the study was to evaluate an emotional awareness programme for 

children in middle childhood in an educational setting. The mentioned programme 

was developed with the aim of enhancing children‟s emotional awareness and was 

based on Gestalt theory (Knoetze, 2012:24). Henderson and Thompson (2011:221) 

state the following: “No theory builds the capacity of clients to become more aware of 

themselves and the things around them than Gestalt therapy.” Their statement 

explains the relevance of Gestalt theory to the present study. 

To summarise, the emotional awareness programme that was evaluated in this study 

was intended to enhance the emotional awareness of children in middle childhood 

(Knoetze, 2012:212). As children become aware of what they are feeling and 

experiencing in their lives, they can make better contact with their environment to 

identify and fulfil their needs, which will promote their capacity for self-regulation and 

healthy functioning. Children function as holistic entities, therefore enhancing 

emotional awareness and their emotional functioning, could also enhance other 

aspects of their functioning. The concept of holism is highly relevant to emotional 

intelligence, as emotional intelligence benefit children in various other areas of their 
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functioning, for example their health and their academic and psychosocial 

functioning (De Klerk & Le Roux, 2008:1; Ioannidou & Konstantikaki, 2008:118; 

Louw & Louw, 2007:245). Holism is therefore also relevant to emotional awareness. 

Emotional awareness is seen as the foundation for emotional intelligence (Bajgar et 

al., 2005:569) and a child who has the ability to identify, manage and control his/her 

emotions is more likely to function effectively as a person and in his/her interpersonal 

interactions (Knoetze, 2012:118; Mancini et al., 2013:375). 

1.3 RATIONALE AND PROBLEM STATEMENT 

Middle childhood is the life stage when children‟s social world widens and they start 

attending school (Louw & Louw, 2014:225, 236). School entry exposes children to 

new experiences that they have to learn to cope with (Louw & Louw, 2014:237; 

Ntshangase, 2004:67; Seefelt, 2005:134-135). They have to master the cognitive 

ability for logical and conceptual reasoning, but also have to learn how to form 

friendships, work and play in groups, handle peer pressure and competition, and 

evaluate themselves according to their own expectations and the expectations of 

others (Wait et al., 2004:131). School-age children therefore often experience fears 

such as fear of poor academic performance and fear of rejection by peers (Berk, 

2006:404).  

Children who cannot cope with the demands of the school setting can develop 

anxiety and behavioural problems which may hinder their development, while 

children who experience success at school and are accepted by their peers tend to 

cope better in school (Papalia et al., 2009:367, 406). Children who experience 

learning disabilities, as was the case with the respondents in this study, are likely to 

struggle with their school work. As a result, they may face negative consequences 

such as poor self-esteem, peer disapproval, anxiety, depression and social isolation 

(Berk, 2013:646; Louw & Louw, 2007:232). A child‟s experiences at school can affect 

other areas in their lives and can influence them for the rest of their lives (Papalia et 

al., 2009:367; Tobias, 2012:109). In order to function optimally, children need to 

master their responses to such experiences. As stated by Levine and Munsch 

(2011:371), “All children and adolescents must deal with their emotional responses 

to a wide variety of life experiences.” 
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Authors therefore advise that children should be supported and guided to cope in 

school (Cowie et al., 2004:25; Eaude, 2006:63). Berridge, Biehal and Henry (2012:6) 

suggest that schools should implement higher care, a concept which refers to 

programmes that focus on learners‟ wellbeing. It is important that schools should 

take special steps to support children with learning disabilities (Berk, 2013:646).  

Emotional intelligence has several advantages for children as it enhances children‟s 

cognitive, social, emotional, and interpersonal functioning (De Klerk & Le Roux, 

2008:1). Louw and Louw (2014:261) note that teachers play an increasingly 

important role in emotional regulation of learners. Children spend most of their day at 

school and the school setting is a unique and practical place to teach them about 

emotional awareness.  There is thus the opportunity for children to learn more about 

emotional awareness at school, which would enhance their ability for self-regulation 

and their overall wellbeing (Izard et al., 2008:37; Oaklander, 2007:122).   

Emotional awareness forms the basis for emotional intelligence (Bajgar et al., 

2005:569). As emotional awareness is seen as a cognitive skill (Bajgar et al., 

2005:572; Barlow & Durand, 2005:58), one of the ways to enhance the emotional 

intelligence and wellbeing of learners, could be to present emotional awareness 

programmes at schools. Knoetze (2012) developed an emotional awareness 

programme for children in middle childhood in the educational system as part of her 

doctoral study. Children in middle childhood start to understand complex emotions 

and make rapid progress in the ability for logical reasoning, vocabulary and 

emotional expression (Berk, 2006:404; Louw & Louw, 2007:244; Papalia et al., 

2009:380), which would enable them to participate in such a programme. 

The mentioned emotional awareness programme was tested in one school and was 

proven to be effective in enhancing the emotional awareness of the learners, thus 

Knoetze (2012:230, 234) suggested that the programme be tested in different school 

settings. The goal of this study was to evaluate Knoetze‟s programme in a different 

school setting, namely in a private school in Pretoria, Gauteng Province.  

As the study followed a quantitative approach, it was guided by a hypothesis 

(Fouché & Delport, 2011:63-64). The hypothesis includes all the variables of the 

research study and made a projecting statement about the study. The following 

hypothesis and sub-hypotheses were formulated for the study:  
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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 

learners 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.  

1.4 GOAL AND OBJECTIVES OF THE STUDY 

The goal and objectives of the study were as follows:  

1.4.1 Goal  

The goal of the study was to evaluate the effectiveness of an emotional awareness 

programme for children in middle childhood in a private school setting in Pretoria.   

1.4.2 Objectives  

The objectives for the study were the following:  

 To conceptualise emotional awareness theoretically with specific emphasis on 

children in the middle childhood developmental phase within 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 increase the ability 

of children in middle childhood to discriminate between emotions.  
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 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.   

1.5 RESEARCH METHODOLOGY    

The study followed a quantitative approach as the researcher aimed to gather data 

by means of a standardised questionnaire in order to test a hypothesis and sub-

hypotheses which were formulated in an objective manner (Welman, Kruger & 

Mitchell, 2012:6). The research was implemented to determine whether exposure to 

an emotional awareness programme (the independent variable) would enhance the 

emotional awareness (the dependent variable) of the respondents.  

The type of research was applied research, as the research focused on a 

programme that could benefit children in a school setting by enhancing their 

emotional awareness; thus a situation in practice (Fouchè & De Vos, 2011:95l; 

Welman et al., 2012:25). As the goal of the study was to evaluate the effectiveness 

of an emotional awareness programme, the study was regarded as evaluation 

research, specifically programme evaluation (Babbie, 2007:350; Fouché, 2011:455).    

A quasi-experimental research design, namely the comparison group pre-test post-

test design (Fouché, Delport & De Vos, 2011:150-151; Neuman, 2006:357) was 

implemented. This research design was applicable to the study as the research 

wished to compare the levels of emotional awareness of an experimental and a 

comparison group in terms of the following (Knoetze, 2012:172):   

 Comparison between the emotional awareness levels of the respondents in the 

experimental group before and after exposure to the emotional awareness 

programme.  

 Comparison between respondents who were exposed to the emotional 

awareness programme (experimental group) and respondents who were not 

exposed to the emotional awareness programme (comparison group).  

For the purpose of data collection, the respondents in the experimental group were 

exposed to the emotional awareness programme. Due to ethical considerations, the 
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respondents of the comparison group were exposed to the programme after data 

collection was completed. 

The population for this study, thus the individuals relevant to the study (Strydom, 

2011a:223; Welman et al., 2012:55), were all children in middle childhood in a 

specific private school in Pretoria, Gauteng. The school was a primary school 

teaching children in middle childhood and was selected based on convenience 

sampling (Welman et al., 2012:69). The school catered for children with learning 

disabilities, therefore children with average to above-average intelligence who 

experienced problems with certain aspects of their learning (Berk, 2013:646). Based 

on certain sampling criteria, purposive sampling was used to select a sample of 30 

respondents with the help of the staff at the school (Maree, 2010:178; Strydom, 

2011a:224).  

Data was collected by means of a quantitative measuring instrument, namely the 

Levels of Emotional Awareness Scale for Children (LEAS-C) (Bajgar & Lane, 2003). 

Data collection involved the use of a group administered questionnaire consisting of 

twelve scenarios that were each followed by open-ended questions. The 

questionnaire was used for the pre-test and post-test for both the experimental and 

comparison groups.  Data was analysed according to the glossary of emotion words 

and the scoring manual that forms part of the LEAS-C, with the use of SPC XL 

Software for Microsoft Excel.  

A comprehensive overview of the research methodology is provided in Chapter 3 of 

the research report. The ethical considerations for the study are also discussed in 

Chapter 3. 

1.6 LIMITATIONS OF THE STUDY 

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

 The private school where the emotional awareness programme was presented 

was a relatively small school, with only two classes for each grade. Each grade 

had one Afrikaans and one English class. Further, the sizes of the classes were 

small, with the result that the researcher had to include the Afrikaans and English 

classes from two grades (Grade 4 and Grade 5 respectively) to ensure a 

sufficient sample size. The researcher had to present the emotional awareness 
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programme separately to the English and Afrikaans classes in the experimental 

group, which could have an effect on the consistency of the presentation. 

However, the researcher attempted to present the programme as consistently as 

possible to the two groups, for example by presenting a specific module to the 

two classes on the same day, directly after one another, and by being well 

prepared in terms of the content of the programme in English and in Afrikaans.  

 The school catered for children with various learning disabilities, which had an 

effect on their capacity to focus on a task at hand. The group-administered 

questionnaire therefore presented with some challenges as some learners would 

become distracted or talkative, which would then distract the whole group. This 

situation led to the questionnaires being completed in less than optimal 

circumstances. The researcher therefore needed the assistance of a teacher 

during the completion of the questionnaires. 

 The emotional awareness programme was presented in the last hour of the 

school day so as not to disrupt the respondents‟ academic activities. It was found 

that the respondents were less focused and less productive at the end of the 

school day, while for many it was also at a time when they had to take their 

follow-up medication. The respondents were all in an age group where they 

would be able to engage in the programme and the data collection, however the 

mentioned factors seemed to negatively affect their optimal engagement in the 

research. 

 Due to the small sample size and the fact that the research was conducted in a 

specific school setting, the results of the study cannot be generalised.  

1.7 CHAPTER OUTLINE  

The research report is presented in the following chapters:  

Chapter 1: The first chapter contains a general introduction to the study as well as 

the theoretical framework, rationale and problem statement, the goal and objectives, 

a summary of the research methodology, as well as an indication of the limitations of 

the study.   
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Chapter 2: A literature review is provided in this chapter, focusing on the key 

aspects related to the study. It entails a discussion on emotions and emotional 

development, emotional intelligence and emotional awareness, middle childhood, 

and the child in the school setting. 

Chapter 3: The focus of this chapter is on a description of the research methodology 

and the ethical considerations for the study. The empirical findings are presented 

and discussed.   

Chapter 4: The final chapter contains the key findings of the study. The conclusions 

and recommendations that are based on the findings are also presented.  

1.8 SUMMARY 

In this chapter a general overview of the importance of emotional awareness as a 

core skill of emotional intelligence was presented. Emotional awareness could assist 

children in middle childhood to face the challenges that the school setting can 

present. The goal and objectives of the study which related to the evaluation of an 

emotional awareness programme for children in middle childhood in a specific 

private school, as well as the rationale and problem statement, the theoretical 

framework, a summary of the research methodology, and the limitations of the study, 

was indicated. A more comprehensive literature review on the topic of emotional 

awareness, as it relates to children in middle childhood within a school setting, will 

be provided in the next chapter.  
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CHAPTER 2 

EMOTIONAL AWARENESS AND THE CHILD IN MIDDLE CHILDHOOD 

2.1 INTRODUCTION  

Middle childhood, the life stage between six and twelve years, is a decisive period in 

the development of children. It is a period when children begin to have continued 

interactions within various contexts outside of their immediate family and have to 

adjust to the rules and expectations of modern society (Coll & Szalacha, 2005:82). 

Children in middle childhood generally start their formal education which requires 

them to adapt to the school setting (Berk, 2013:640; Louw & Louw, 2014:236). It is 

increasingly recognised that emotional intelligence can enhance children‟s 

functioning in school (Berk, 2013:327). Emotional awareness is the building block for 

emotional intelligence (Bajgar et al., 2005:569). In this chapter the importance of 

emotional awareness for children in middle childhood will be highlighted, with 

specific reference to children in the school setting. Firstly, an overview of emotions 

and emotional development will be provided. 

2.2 EMOTIONS AND EMOTIONAL DEVELOPMENT  

An emotion, according to Berk (2013:401), is a feeling in response to a situation or a 

“rapid appraisal of the personal significance of the situation” which prepares a 

person for action. Emotions are thus caused by situations or experiences and are 

expressed in terms of physiological responses and behaviours (Louw & Louw, 

2007:16).  

Barlow and Durand (2005:58) argue that an emotion has three components, namely 

behaviour, physiology and cognition. They indicate that theorists who concentrate on 

the behaviour component of emotions argue that emotions differ according to how it 

is expressed behaviourally. Emotion is thus a way in which a person communicates 

to other people by means of behaviour, for example people who experience fear may 

run away while those who are scared will show it in their facial expression. Theorists 

who concentrate on physiology will argue that emotion is a brain function and that 

the emotional brain centres are activated once an emotion is felt. Those who 

concentrate on cognition hold the view that a person will appraise the environment 

by considering the potential impact of factors in the environment, which will then 
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determine the resulting emotion. In conclusion, Barlow and Durand (2005:58) 

classify the three components as follows:  

 Physiology: emotion is a brain function situated in the more primitive brain areas, 

and the connection between sensory input and these brain areas results in 

bypassing the higher cognitive processing of the experienced emotion. 

 Cognitive: appraisals, attributions and other ways in which people process 

experiences are related to their emotional understanding of the situation.  

 Behaviour: emotions are a means of communication and patterns of behaviour 

therefore differ according to the emotions experienced. 

The authors Zinck and Newen (2008:4) present a systematic classification of 

emotions in that they regard emotional experiences as a mental phenomenon 

consisting of different aspects, namely basic mental representations, emotions and 

cognitive attitudes. Basic mental representations include perceptions (people‟s 

perceptual experiences), basic mental dispositions (attention, interest, seeking, 

curiosity and acceptance in response to any stimuli from the environment), and felt 

body states (automatic and response behaviours). The aspect of emotions refers to 

the emotional responses to a situation, while the aspect of cognitive attitudes refers 

to the person‟s cognitive mental state, including wishes, desires and beliefs.  

In the researcher‟s opinion, the above classification can be linked to the statement 

by Louw and Louw (2007:116) that emotions serve to communicate one‟s needs, to 

initiate action, and to promote exploration of the environment.  Emotions thus have 

adaptive and protective functions (Zinck & Newen, 2008:4).  

Children‟s emotional development follows a specific sequence. Zinck and Newen 

(2008:5) suggest a developmental theory with the following four stages of emotional 

development: pre-emotions as unfocussed expressive emotional states, basic 

emotions, primary cognitive emotions, and secondary cognitive emotions. The 

stages are described as follows: 

 Stage one, pre-emotions, is mostly prevalent in infancy and mainly involves two 

emotions, namely comfort and distress. Emotional reactions occur as 

physiological arousal, automatic appraisal, facial expressions, emotion feelings, 

and interactive orientation towards others.  
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 Stage two, the stage of basic emotions, involves experiencing the basic 

emotions, namely joy, anger, sadness and fear.  

 Stage three, primary cognitive emotions, occurs when a child understands the 

societal and cultural norms of emotional expression, indicating that the child‟s 

primary cognitive functions become an extension of basic emotions. The person 

is capable of experiencing different nuances of an emotion, for example joy and 

amusement, while the emotion is also linked to a particular situation.  

 The last stage, secondary cognitive emotions, involves the capability to 

experience and understand more complex emotions. In this stage the person‟s 

emotional state is based on his/her expectations and evaluation of a certain 

situation. 

The above stages of emotional development correlate with emotional development in 

children as described by Louw and Louw (2007:116-118) and Berk (2013:406-408). 

The mentioned authors indicate that, although all individuals experience the four 

basic emotions (Louw & Louw, 2007:116), infants start showing emotions by means 

of two states of arousal: an attraction to pleasant stimulation and withdrawal from 

unpleasant stimulation (Berk, 2013:406). Self-conscious emotions, which include 

guilt, shame, envy and pride as well as empathy, start to emerge during the second 

year of life when children develop the cognitive capacity of self-awareness. 

Emotional self-regulation, which enables children to adjust their emotions to maintain 

a comfortable emotional level (Louw & Louw, 2007:121-122), gradually develops in 

conjunction with the increase in the child‟s cognitive capacities and is an important 

milestone associated with early childhood. 

In new-born babies, the expression of anger is shown as generalised distress in 

response to unpleasant experiences, and proceeds to more specific angry reactions 

as children start to develop the capacity for intentional behaviour during infancy 

(Berk, 2013:407). Anger is associated with increased heart rate and blood pressure 

as well as energy surges as chemicals such as adrenaline and cortisol stress the 

body and brain and inhibits clear thinking (Hantler, 2008:31). All these reactions can 

be extremely negative for a child because it places extra stress on the body. On the 

other hand, a child that is nurtured from a young age has a better chance of 
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development of the higher brain areas and an enhanced capacity to deal with 

emotions. 

Children tend to respond to fear when they are faced with a threat or perceive a 

situation as threatening, and generally start to show emotions of fear from the 

second half of the first year of their life (Berk, 2013:407). Their reactions to fear can 

manifest in somatic symptoms such as bed-wetting, nail biting, stomach aches and 

stuttering. Fear in children are usually recognised in typical facial expressions such 

as “widely opened and raised eyes, a hard stare, raised and drawn together eye-

brows, short horizontal/or vertical forehead wrinkles, and lips that are pressed tightly 

together or an opened squared mouth” (Zinck & Newen, 2008:15).  

During infancy, children experience sadness when they lack interaction with a 

familiar and sensitive caregiver, or when contact with a caregiver is suddenly 

disrupted (Berk, 2013:407). Older children can experience a variety of situations that 

make them sad, including the loss of a pet, a friend that is mean to them at school, 

and being exposed to parental conflict. Children lack the cognitive capacity to 

comprehend the situation as well as the capacity for changing or controlling the 

situation, the consequence of which is that they can only suffer the negative 

conditions (Zinck & Newen, 2008:16).  

In contrast to the negative effects of the above three basic emotions, happiness is a 

reaction to positive stimuli that allows a child to smile, be friendly, positive and in a 

good mood. This emotion also has a positive effect on a child‟s health, as it is related 

to lower blood pressure, lower arousal levels, and a more stable heart rate (Hantler, 

2008:50). Babies show happiness by smiling, mostly in response to being fed or 

gently touched, or in response to the mother‟s voice. At the end of the first year, 

smiling and laughter is expressed as a purposeful social signal (Berk, 2013:407). 

As children grow older, they develop the capacity to understand more complex 

emotions such as shame, guilt, envy, pride and embarrassment (Berk, 2014:408). 

Izard (1991) in Ahola and Kovacik (2007:175) provides an example of how basic 

emotions evolve into more complex emotions, as indicated in Table 1 (with the 

progression of emotions listed from top to bottom). 
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Table 1: Development of basic to complex emotions 

Fear Sadness Anger Happiness 

Weariness Dejection Frustration Joy 

Anxiety Unhappiness Jealousy Delight 

Suspicion Distress Disgust Contentment 

Dread Grief Annoyance Satisfaction 

Dismay Shame Defiance Pride 

Panic Guilt Fury Pleasure 

 

During the pre-school years children increasingly develop the ability to talk about 

emotions and to control their emotions, while children in middle childhood develop 

the ability to cognitively understand emotions (Louw & Louw, 2014:259). Children are 

however still learning about emotions and how to regulate their emotions and, as 

they lack defence mechanisms, their emotions often manifest as bodily symptoms 

which tend to disappear once the emotion has been adequately handled (Rieffe, 

Oosterveld, Miers, Terwogt & Ly, 2008:760). It is thus important that children learn to 

regulate their emotions, as “emotions can be powerful events where the child must 

reduce or find a way to regulate his emotions” (Mash & Wolfe, 2005:27). The ability 

to be in control of their emotional experiences help children to acquire a sense of 

emotional self-efficacy, a positive self-concept, an optimistic outlook, and enable 

them to more effectively face emotional challenges in life (Berk, 2013:412). De Klerk 

and Le Roux (2003:16) and Ioannidou & Konstantikaki (2008:122) list six steps to 

emotional coaching of children that serve as emotional development strategies: 

 Helping children to become aware of their emotions.  

 Accepting the child‟s feelings and recognising the emotion as an opportunity for 

intimacy and for teaching new skills.  

 Helping the child to acquire words to label his/her emotions. 

 Helping the child to talk about emotions and test out related perceptions. 

 Encouraging children to act on their initial emotion but also giving them time to 

think through the larger context. 

 Teaching the child acceptable behaviour by setting limits to solve a problem at 

hand, taking social values into consideration, and reflecting on possible solutions.  
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The steps outlined above show some similarities to the elements that form the basis 

for emotional intelligence, as will be discussed next. 

2.3 EMOTIONAL INTELLIGENCE 

Emotional intelligence refers to “the ability, capacity, skill or a self-perceived ability to 

identify, assess, and manage the emotions of one‟s self, of others, and of groups” 

(Ioannidou & Konstantikaki, 2008:118). According to De Klerk and Le Roux (2008:1) 

emotional intelligence is the ability to distinguish between different emotions and 

associated behaviours. Emotional intelligence comprises of different components. 

2.3.1 Components of emotional intelligence 

Emotional intelligence involves four main areas (Louw & Louw, 2007:245): 

 Developing emotional self-awareness, which involves being able to separate 

feelings from behaviours; 

 Managing emotions, thus controlling one‟s emotions; 

 Reading emotions or being able to note the emotions of others; 

 Handling relationships. 

The above areas are included in the five components of emotional intelligence listed 

by Ioannidou and Konstantikaki (2008:121). These components are subsequently 

discussed.  

 Knowing one‟s feelings  

Awareness of and recognising an emotion the moment it is formed, is regarded as 

the cornerstone of emotional intelligence. The ability to understand and appreciate 

one‟s emotions is a vital aspect in developing psychological insight and self-

understanding. On the other hand, the inability to recognise and understand one‟s 

real feelings leaves one at their mercy.  

 Controlling one‟s emotions 

The ability to manipulate and control one‟s emotions so that they are appropriate at a 

particular time is an ability built on consciousness or awareness. People lacking this 

ability tend to experience feelings of depression, while those who have the ability to 
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control their emotions are likely to overcome setbacks and disappointments in life 

more quickly. 

 Exploration of incentives 

Emotional self-control seems to be behind any kind of achievement, as the ability to 

control one‟s emotions is essential to focus attention, to find incentives, and to 

enhance self-confidence and creativity in order to achieve an objective. People who 

have this ability tend to be more productive and effective 

 Recognition of the emotions of other persons 

Empathy, an ability that has its roots in emotional awareness, is a fundamental 

human skill. Empathetic people are more responsive to social signals indicating what 

other people may want or need. The ability to recognise other people‟s emotions 

enhances a person‟s ability to excel in professions related to interpersonal 

interactions, such as community outreach, teaching, sales, and administration. 

 Handling interpersonal relations 

The art of interpersonal relations is to a large extent related to the skill of handling 

others‟ feelings. These are skills leading to popularity, wisdom in leadership, and 

interpersonal success. People who have good skills in handling interpersonal 

relations usually stand out in terms of smooth interaction with others. 

Another model of emotional intelligence, the Bar-On Model, provides a 

comprehensive description of the components of emotional intelligences and abilities 

related to each.  The Bar-On Model of emotional intelligence (1997) consists of five 

scales and fifteen sub-scales related to emotional intelligence (EQ) (Ramesar, 

Koortzen & Oosthuizen, 2009:3) and are summarised below. 

 Intrapersonal EQ  

This aspect of emotional intelligence refers to a number of competencies related to 

the self. Self-regard (SR) is the ability to be aware of, understand, accept, and 

respect oneself. Emotional self-awareness (ES) is the capacity to distinguish and 

understand one‟s own emotions. Assertiveness (AS) is the skill to state how one 

feels, what one believes in, and what one is thinking, and to confidently verbalise it. 
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Independence (IN) refers to the ability to be in control of one‟s own actions and 

thoughts, independent of one‟s emotions. Self-actualisation (SA) refers to the ability 

to function according to one‟s potential, and enjoy doing what one is good at.  

 Interpersonal EQ 

Interpersonal EQ involves certain abilities that are supportive of positive 

interpersonal interaction. Empathy (EM) is the skill to be mindful of, comprehend, 

and value the emotions of others, while social responsibility (RE) refers to being 

helpful and contribute to uplifting one‟s social group. Interpersonal relationship (IR) is 

the capacity to form and preserve relationships that are based on emotional intimacy 

and warmth. 

 Stress-management EQ 

This aspect of emotional intelligence refers to the capacity to effectively handle 

stressful situations and emotions. In this context, stress tolerance (ST) refers to the 

ability to cope with challenges, stressful events, and intense emotions, while impulse 

control (IC) is the skill to say no or keep oneself from doing something in order to 

keep one‟s emotions in control. 

 Adaptability EQ 

Adaptability EQ can be regarded as a person‟s capacity to effectively adapt to the 

environment. Reality testing (RT) is the skill to judge the link between what a person 

experiences internally and subjectively and what occurs outwardly and objectively. 

Flexibility (FL) is the capacity to manage one‟s feelings, thoughts, and behaviour 

amidst changing conditions and circumstances. Problem solving (PS) is the capacity 

to identify subjective and societal difficulties, and to plan and effect relevant 

solutions. 

 General-mood EQ 

This scale in the Bar-On model is related to competencies to regulate one‟s general 

mood. Optimism (OP) refers to the skill to be positive and to keep a positive outlook, 

even when experiencing challenges. Happiness (HA) is the ability to be content with 

and enjoy one‟s life, to have fun and enjoy other people, and to positively express 

one‟s feelings. 
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In addition to the above components of emotional intelligence, Petrides and Furnham 

(2001:426) are of the opinion that emotional intelligence is based on two constructs, 

namely ability EI and trait EI. These authors believe that there is a basic difference in 

the measurement of these two constructs. Ability EI involves actual abilities, is 

directly applicable to cognitive ability, and should thus be measured with “maximum-

performance” tests. Trait EI is comprised of the person‟s behavioural disposition and 

self-perceived abilities, is related to the study of personality, and should therefore be 

measured through self-report questionnaires. The authors further developed the 

theory of trait intelligence, which they regard as a collection of a person‟s 

temperamental characteristics and self-perceptions related to his/her personality 

(Petrides & Furnham, 2001:426). With enhanced emotional intelligence a person will 

be able to regulate his/her emotions and recognise his/her own and other people‟s 

emotional states. Emotional intelligence thus entails advantages for the individual. 

2.3.2 The advantages of emotional intelligence 

Emotional intelligence is seen as having numerous advantages for children and 

adults alike. Emotional intelligence enhances the child‟s ability for cognitive and 

physical control; results in better communication skills, relationships, coping skills, 

and decision-making skills; and improves self-esteem and the ability to create 

healthy boundaries in one‟s life (Ioannidou & Konstantikaki, 2008:118). Children who 

have the skill of emotional intelligence tend to enjoy better health, perform better 

academically, have more positive relationships with friends, have fewer behavioural 

problems, have an increased knowledge of their emotions, better understand values 

and perceptions of others, have more self-confidence and self-acceptance, make 

better decisions, show more pro-social behaviour, and have better coping skills 

(Louw & Louw, 2007:245). Overall, children who have emotional intelligence tend to 

have better interpersonal relationships and function better in life. It is highlighted by 

Veirman et al. (2011:265) that children who have emotional intelligence can adjust 

positively to situations and can internally control their emotions. 

Emotional intelligence is positively related to academic performance (Parker, 

Summerfeldt, Hogan & Majeski, 2004:170; Rode, Mooney, Arthaud-Day, Near, 

Baldwin, Rubin & Bommer, 2007:420). Educational success contains some 

uncertainty which has been shown to cause stress. Students or learners have to 
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cope with assignments and other academic tasks, adjust to the various teaching 

styles and demands by different teachers, independently manage their time, cope 

with their personal and academic schedules, and manage stressful situations such 

as taking exams. Furthermore, most of the academic work must be completed 

independently, which requires the ability for self-management. Understanding the 

causes and effects of one‟s emotions is an important component of emotional 

intelligence. Therefore, emotional intelligence can help students to more effectively 

handle the challenges related to academic tasks.  

In adulthood, emotional intelligence can facilitate transformational leadership (Harms 

& Crede, 2010:7). Transformational leaders have the ability for empathy that may be 

necessary to display individual consideration to their followers. They also have the 

ability for managing emotions that may enhance positive emotions and self-

confidence in their followers, and put the needs of other people before their own 

wants and desires. Leaders who possess self-awareness tend to have a higher 

sense of purpose and meaning in their lives, and in the workplace they have the 

ability to motivate their employees, to make decisions, and be able to better handle 

work related stress. Emotional intelligence can therefore improve academic success, 

job performance, and leadership (Harms & Crede, 2010:7). The benefits of emotional 

intelligence relate to certain indicators of emotional intelligence.  

Some of the indicators of emotional intelligence are outlined by Frewen et al. 

(2012:154) as follows: emotional attention (i.e. paying attention to how one feels), 

emotional clarity (i.e. rarely being confused about how one feels), and emotional 

repair (i.e. strategies to feel better about oneself).  In order for children to possess 

emotional attention, emotional clarity, and emotional repair and to be mentally 

healthy, they need to have knowledge about their basic emotions, situations that 

trigger those emotions, and how they react in certain situations. As a result of the 

advantages that emotional intelligence could have, schools are increasingly paying 

attention to enhancing emotional awareness of students (Berk, 2013:327).  

2.3.3 Enhancing emotional intelligence 

It is generally accepted that emotional intelligence can be enhanced by means of 

specific strategies (Berk, 2013:327; De Klerk & Le Roux, 2003 in Louw & Louw, 

2007:245). Shipley, Jackson and Segrest (2010:10) state that an emotional 
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intelligence course could include instruction and actual practice in skills in specific 

areas related to emotional intelligence: assertiveness, adaptability, emotion 

expression, emotion regulation, emotion management, emotion perception, 

relationships, self-esteem, self-motivation, social awareness, stress management, 

trait optimism, trait happiness, trait empathy, sensing or reading subtle social cues, 

managing conflict, and recognising personality traits in others. Research by these 

authors indicate that enhancing four subsets of emotional intelligence (wellbeing, 

self-control, emotionality, and sociability) was positively associated with academic 

performance and work experience (Shipley et al., 2010:9).  

The components of emotional intelligence described by different authors (refer 

section 2.3.1), indicate that emotional intelligence is based on certain abilities. To 

summarise these abilities, the researcher refers to the argument by Mayer and 

Salovey (1997:8) that emotional intelligence can be divided into four areas: the 

capability to observe and express emotions, to integrate an emotion into thoughts, to 

comprehend emotions, and to be able to manage one‟s emotions and emotions in 

others. Being able to perceive emotions refers to the capacity to identify emotions in 

the self and in others. Being able to integrate emotions into thought implies the use 

of emotions to guide one‟s thinking. Understanding emotions is the ability to 

comprehend relationships among emotions and how emotions fluctuate, while 

managing emotions refers to the capacity to manage emotions in oneself and others. 

These four areas are arranged in a specific order, from more basic emotional 

processes to more complex emotional processes. As an example, the lowest level of 

emotional processes refers to the basic capacity to identify and articulate emotions, 

while the highest level includes the ability to consciously manage one‟s emotions to 

improve emotional and intellectual development. The fundamental role of first 

perceiving or becoming aware of an emotion, as indicated by Mayer and Salovey 

(1997:20), was also evident in the description of the components of emotional 

intelligence described by Louw and Louw (2007:245) and Ioannidou and 

Konstantikaki (2008:121) in Section 2.3.1 in this chapter. This aspect, namely 

emotional awareness, is discussed next. 
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2.4   EMOTIONAL AWARENESS 

Emotional awareness is regarded as a core skill underlying emotional intelligence 

(Bajgar et al., 2005:569). Emotional awareness is the person‟s ability to identify and 

describe his/her emotions as well as the emotions of others (Mancini et al., 

2013:375). Knoetze (2012:118) believes that emotional awareness involves 

enhanced contact with one‟s feelings, which includes knowledge to discriminate 

between different emotions and using this knowledge to guide one‟s thoughts and 

behaviours. Geldard et al. (2013:369) regard the skills of identifying emotions in the 

self and in others and of expressing one‟s emotions as important skills underlying 

effective interpersonal functioning, as will be discussed in the next section.  

2.4.1 The role of emotional awareness 

Children who are emotionally aware can identify, manage, and control their 

emotions; however, if children are not emotionally aware, they tend to be unable to 

verbalise and own their feelings, and their functioning will be negatively affected as 

they are likely to feel out of control and not know how to act in social and personal 

situations (Knoetze, 2012:118; Mancini et al., 2013:375). A person‟s awareness of 

emotions that he/she experiences during a specific situation can help prepare the 

person for possible future situations and how he/she can adapt and deal with them 

(Veirman et al., 2011:265). Disturbances in emotional awareness, on the other hand, 

could have negative effects on the person‟s functioning. 

The concept of alexithymic symptomatology is highlighted by Frewen et al. 

(2012:152) in their study of disturbances of emotional awareness and emotional 

expression. The characteristics of the construct are typically having difficulty 

identifying feelings, difficulty describing feelings, and having an externally oriented 

thinking style. Being a consequence of posttraumatic stress disorder due to 

exposure to trauma, it must be noted there is a range of reasons why children find it 

difficult to identify or describe their feelings. Some children are afraid of the negative 

reaction they might receive when talking about their feelings or are too shy to 

discuss their feelings. However, children who do not develop emotional awareness 

even to just be aware of their emotions, will also not be able to identify and describe 

emotions and therefore can develop alexithymic symptomatology. According to Liese 

(2003:168) emotional poverty, which is defined as the lack of emotional resources 
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that stem from positive nurturing and human interaction, could contribute to problems 

related to emotional awareness and emotional expression. Oaklander (2006:41-42) 

points out that children often find it difficult to deal with intense or painful feelings. As 

a result, they may suppress their emotions, leading to a lack of awareness of their 

emotions. Hepworth, Rooney, Rooney, Strom-Gottfried and Larsen (2006:221) 

mention that some people are not able to feel even basic emotions and are therefore 

not in touch with themselves; a condition they refer to as anhedonia.  

As emotional awareness forms the basis for emotional intelligence, the effects of a 

lack of emotional awareness overlap with those related to a lack of emotional 

intelligence. A lack of emotional awareness seems to affect a person‟s psychological 

wellbeing, behaviour, and interpersonal relationships.  

Hepworth et al. (2006:221) argue that a person who cannot feel his/her basic 

emotions and therefore cannot identify it to know how to react to it, runs the risk of 

developing psychological problems. They state that people often wish not to feel 

anything and often complain about experiences. However, the alternative of not 

being able to identify one‟s emotions is worse, as being unable to identify an emotion 

means that the person will not be able to say how he/she feels and what behaviour 

would be linked to each emotion. In agreement, Izard et al. (2008:371) point out that 

children who find it difficult to regulate their emotions due to not being able to identify 

or express emotions are likely to experience emotional disorders. Emotional poverty 

is potentially also a casual factor in poor socio-moral reasoning and negative 

behaviour (Liese, 2003:168). Furthermore, poor emotional awareness can negatively 

affect a person‟s capacity for social interactions. 

A lack of emotional awareness tends to have a negative impact on a person‟s 

relationships with other people (Frewen et al., 2012:152). Southam-Gerow and 

Kendall (2000 in Mash and Wolfe, 2007:205) mention that some interpersonal 

difficulties with peers and siblings may be related to the inability to understand 

emotions. Emotion regulation is a core skill in containing a child‟s state of arousal 

and in preventing children from acting in haste, and can thus help a child respond 

effectively to an encounter or situation. Because a person‟s emotions are normally a 

significant part of thoughts and behaviour, emotion regulation is a critical factor in the 
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effective utilisation of emotions to guide one‟s thoughts and behaviour in social and 

interpersonal interactions (Izard et al., 2008:371).  

It is indicated that children who are more competent at emotional awareness skills 

tend to adjust better to social situations and to their environment, and display better 

quality social relationships, and fewer emotional and behavioural problems (Mancini 

et al., 2013:375). Emotional awareness can assist children to have a better 

understanding of emotions and this in return will enable them to have healthier 

interpersonal relationships. Oaklander (2007:122) and Izard et al. (2008:371) support 

this view by highlighting the fact that awareness of emotions will result in heightened 

wellbeing in children and the ability to function more effectively through self-

regulation.  

Again, the argument is made that children need to be equipped with emotional 

resources that include being able to identify their emotions (Liese, 2003:168).  Only if 

this happens, will children be aware of what they are experiencing and can they act 

accordingly. Not only is it important for children to know what they are feeling but 

they also need to be conscious of the correct manner in which to act upon the 

emotions. Veirman et al. (2011:267) state that “[i]t may be expected that children 

who have a disposition to attend to emotions for intra- and interpersonal functioning 

will also develop more complex representation of emotional information.” These 

authors mention that the capacity for emotional awareness will help children to 

distinguish between different emotional mechanisms, including their actions, bodily 

symptoms, and the expression and regulation of emotions.  They will thus be aware 

of their emotions and of how they react to different situations. There are different 

levels of emotional awareness. 

2.4.2 Levels of emotional awareness 

Authors indicate that emotional awareness occur at different levels. Szczyiel, Buczny 

and Bazinska (2011:433) identified five levels of emotional awareness that are 

arranged from the most basic to more complex emotional experiences:  

 bodily sensation 

 action tendencies 

 single emotions 
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 blends of emotions 

 a combination of blends of emotional experiences.  

Bodily sensations refer to the physiological sensations linked to emotions. A person 

may for example feel anger that is „building up‟ in the body, or wants to cry when 

he/she feels sad. Emotions in most cases have an action component. Even when the 

person decides to do nothing in reaction to an emotion, it is still a decision that was 

made. Emotions can be felt one at a time or in conjunction with one another, for 

example feeling angry and irritated. Certain situations illicit more complex emotions, 

where the person experiences different blends of emotions interchanged with single 

emotions (Szczyiel et al., 2011:433).  

Based on the work of different authors, Knoetze (2012:109-110) describes eight 

levels of emotional awareness, which show similarities to the levels described above. 

The eight levels of emotional awareness according to Knoetze (2012) is summarised 

in Table 2. According to this outline, emotional awareness is graded from the lowest 

level (Level 1) to the highest level (Level 8) of emotional awareness. 
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Table 2: Levels of emotional awareness 

Level Characteristics 

Level 1: emotional numbness At this level no emotion is experienced. 

 

Level 2: physical sensation Emotions are experienced as physical 

sensations. 

Level 3: primary experience The person cannot verbalise an emotion, but 

experiences emotion as heightened energy. 

Level 4: verbal blockage The person becomes aware of and can identify 

an emotion, but does not have the emotional 

vocabulary to express the emotion. 

Level 5: differentiation The person can identify the basic emotions and 

can understand different intensities of emotions. 

Level 6: causality At this level the person can understand and 

reflect on emotions and can link reasons to 

emotions. 

Level 7: empathy and interactivity The person has the capacity to be fully aware of 

emotions in the self and others, and can 

understand blends of emotions. 

Level 8: prediction of emotion The person is optimally aware of emotions and 

their effect and can use information to make 

decisions and direct behaviour. 

  

Knoetze (2012:111) further highlights that an individual can develop his/her 

emotional awareness to progress from the lower to the higher levels of emotional 

awareness. Emotional awareness is regarded as a cognitive ability, which implies 

that the skills related to emotional awareness can be taught to children (Bajgar et al., 

2005:572).  

The importance of emotional awareness is supported by Knoetze (2012:136) who 

developed an emotional awareness programme with the aim of enhancing the 

emotional awareness of children in middle childhood within the educational setting. 

This programme was evaluated in the current study. Before providing a description 
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of the programme, a brief overview of the developmental characteristics of the child 

in middle childhood (the life stage relevant to the study) as well as of the 

characteristics of the educational setting is presented.  

2.5 THE CHILD IN MIDDLE CHILDHOOD 

Middle childhood, the life stage between the age of six and 12 years, is an important 

phase for cognitive, social, and emotional development and development of the self-

concept (Louw & Louw, 2014:225; Ntshangase, 2004:64). For most children middle 

childhood is a life stage in which they learn to master and control their worlds by 

developing more confidence through positive experiences they are exposed to. 

Children in this life stage become more independent, start their formal education at 

school, and gradually move beyond their family circle by making friends at school 

and in the wider social environment. They are thus exposed to the wider world and 

have to master developmental tasks to prepare them for adolescence and adult life 

(Berk, 2013:6; Louw & Louw, 2014:225). Children‟s development can be divided into 

the broad domains of physical, cognitive, emotional, and social development (Berk, 

2013:4), which is subsequently discussed as it relates to middle childhood.  

2.5.1 Physical development 

During middle childhood the child‟s physical development involves a gradual 

increase in height and mass, as well as changes in the proportions of the body which 

slowly takes the shape of the adult body. Further, the milk teeth are replaced by 

permanent teeth and the brain reaches its adult size and weight (Louw & Louw, 

2007:215).  

Due to an increase in their strength, coordination, and muscular control, middle 

childhood is associated with the development and refinement of motor skills (Louw & 

Louw, 2007:216). The development of children‟s fine motor skills improves, which 

allows them to master school tasks related to using scissors, pencils and painting; 

therefore, also writing (Berk, 2013:189). Brain development results in messages to 

be delivered faster to the muscles aiding a child to have quicker reflexes and growth 

in gross motor skills. 

Children‟s gross motor skills become more synchronised than in early childhood and 

they start to master activities such as running, jumping and throwing (Berk, 
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2013:179; Louw & Louw, 2007:216). Boys do tend to do better than girls in terms of 

gross motor activities as boys develop more muscle tissue (Ntshangase, 2004:64). 

Growth takes place mainly in the areas of strength, stamina, speed, and aspects 

such as coordination, timing, and concentration are often as good as during the 

adolescent and adult years (Sigelman & Rider, 2006:130). 

2.5.2 Cognitive development 

Children in middle childhood are in the concrete operational stage according to Jean 

Piaget‟s theory of cognitive development, implying that children start to use mental 

operations to reason and solve problems (Louw & Louw, 2007:217). Charlesworth 

and Lind (2010:15-16) indicate that Piaget divided how children acquire knowledge 

into three areas: 

 Physical knowledge, which relates to learning about objects in the environment 

and the characteristics or features of the objects. 

 Logico-mathematical knowledge, which involves learning about the relationships 

among individual constructs in order to make sense of the world and to organise 

information, for example according to same/different, more/less, and 

classification. 

 Social knowledge, which refers to norms and guidelines created by people such 

as the rules that people must follow.  

Physical and logico-mathematical knowledge follow on one another - as the child 

learns about physical characteristics of objects, they start to form logico-

mathematical categories in their mind. As children‟s world expand and they 

encounter more experiences and different situations and learn about their 

environment, the rules and social constructs of society become more apparent to 

them (Charlesworth & Lind, 2010:16). 

In the concrete developmental stage, children develop a number of cognitive skills, 

which Henderson and Thompson (2011:33) indicate as follows:  

 they develop the capacity for logical thought, can master reverse thinking, and 

can distinguish reality from fantasy, 

 they have good conversation skills, 
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 they are less egocentric and can appreciate the views of others, while they see 

rules as changeable, 

 they have a greater capacity for concentration and attention, and their memory 

improves, and 

 they start to understand the concept of distance, however they still have difficulty 

with abstract thinking and need concrete aids for learning. 

The cognitive abilities of children in middle childhood lead to an improvement in their 

thinking and reasoning, as evident in reversibility of thought, decentration, 

transformational thought, logical and deductive reasoning, less egocentric thought, 

and multiple classification (Sigelman & Rider, 2006:182). They can thus start to 

concentrate on one task at a time while keeping the rest of the information intact, 

which helps them to cope with their school work and life. 

Bajgar et al. (2005:569) argue that emotions are part of a person‟s cognitive 

structure, thus “[e]motional awareness can be seen as a cognitive skill, where the 

child filters and process external and internal emotions.”  This implies that children 

who have the capacity for emotional awareness can consciously decide what 

emotions they are going to react on and what they do not want to think about. The 

skill of emotional awareness helps them in identifying, describing and naming their 

emotions, while filtering enables them to decide how they will react. Children in 

middle childhood can therefore more readily express their emotions, while they 

rapidly increase their skills for emotional regulation (Berk, 2006:404).    

2.5.3 Emotional development 

Louw and Louw (2007:244) explain that emotional development during middle 

childhood includes the following: 

 Children develop the ability to understand complex emotions such as pride and 

shame. They are capable to internalise emotions and acquire a sense of personal 

responsibility for their emotions.  

 They develop an understanding that one can experience more than one emotion 

in a particular situation. 

 They increasingly understand and consider the events and situations that lead to 

emotional reactions.  
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 They are capable of initiating and utilising strategies for redirecting feelings.  

To the above, Berk (2013:419) adds the following emotional development milestones 

of children in middle childhood:  

 Children become capable of aligning their self-conscious emotions with their 

views of good behaviour. 

 Their internal strategies for emotional self-regulation increase. 

 They acquire the ability to conform to emotional display rules. 

 They can consider multiple sources of information when explaining others‟            

emotions. 

 They become aware that a person‟s expression may not reflect their true feelings, 

and that people can have mixed feelings. 

 Their understanding of emotions and their perspective-taking improve, resulting 

in an increase in empathy. 

When comparing the skills described above with the levels of emotional awareness 

described by Knoetze (2012:109-110) in Table 1 in this chapter, it can be concluded 

that children in middle childhood could potentially reach the highest levels of 

emotional awareness, which includes empathy (level 7) and using strategies to 

redirect emotions and behaviour (level 8). 

From the above, it is clear that emotional development is closely linked with the 

child‟s cognitive development. Children in middle childhood are for example less 

egocentric, more proficient at tasks requiring logical reasoning, and make significant 

progress in terms of vocabulary (Papalia et al., 2009:380). These developmental 

milestones enable children to learn more about their emotions, about more complex 

emotions, the meaning of emotions, and the emotions of others. Also, children in 

middle childhood start to understand cause and effect of behaviour, that emotions 

result in reactions and that there are consequences for those reactions. The 

cognitive development of children in middle childhood will thus help them in the 

development of emotional awareness.  
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2.5.4 Social development  

Social development in middle childhood evolves mostly around family and peer 

relationships and the development of moral reasoning (Louw & Louw, 2007:247, 

257, 267). According to Erik Erikson‟s theory of psychosocial development, children 

in middle childhood are in the stage of industry versus inferiority; a stage in which 

they learn to be competent and productive and cooperate with others, or feel inferior 

when they have negative experiences at home, school, or within the peer group 

(Berk, 2013:16).  

Erikson‟s theory involves eight developmental stages, each with specific 

developmental tasks, with the belief that the person has to master one stage in order 

to move on to the next stage. The tasks in the stage of industry versus inferiority 

involve those related to learning academic, social, physical, and practical skills 

needed in an adult world. Children need encouragement, praise, and nurturing to 

grow their talents and abilities and achieve a sense of competence (Henderson & 

Thompson, 2011:38). 

Eccles (1999:31) mentions three key aspects that in combination influence children‟s 

confidence and engagement in activities, namely: 

 children‟s cognitive development that heightens their ability to consider their own 

achievements and disappointments, 

 the expansion of a child‟s world to include friends, family and activities outside of 

their immediate family, and 

 the opportunity to compare themselves with peers and other children at school.  

With all the changes and challenges that the phase of middle childhood brings, it is 

also a time when anxiety, low self-confidence, and withdrawal or doubt begins to set 

in. This is due to the fact that their school work and participation in sport put more 

pressure on them to perform, while they tend to have an overwhelming wish to 

succeed; otherwise they feel like a failure (Eccles, 1999:36). As a result, children in 

middle childhood often experience a temporary decline in self-esteem (Berk, 

2013:469). Children who view opportunities as a chance to succeed or learn 

something even if they do not succeed at once are more likely to be positive when 

attempting to accomplish any task at hand. Eccles (1999:36) argues that schools 
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should also provide opportunities where students can learn at their own pace, are 

respected, and receive social and emotional support, so that children can study 

without continual comparison to other students. This will give children the chance to 

experience success or failure but at the same time learn something from their 

experiences. Berk (2013:465) describes children‟s ability to learn from failure as an 

important aspect of achievement motivation, which is the tendency to persist at 

challenging tasks. She mentions that achievement motivation is just as important as 

intelligence in predicting academic achievement. 

In the middle childhood years, children tend to spend less time with their family 

(Berk, 2013:577). They spend more time away from home than they did in their 

earlier years due to school and school activities that they engage in. Due to 

children‟s increased capacity to take responsibility for their daily activities, the nature 

of the parents‟ involvement changes. Increasingly, the parent and child engage in co-

regulation, which means that parents continue to monitor and guide their children, 

while children increasingly take responsibility for day-by-day decisions (Berk, 

2013:577; Louw & Louw, 2007:247). Co-regulation thus involves a give-and-take 

relationship developing between the parent and child where children can experience 

more freedom. However, parents still need know their children‟s whereabouts, in 

case their assistance is needed.  

Louw and Louw (2007:249-250) describe a tripartite model of parenting. This model 

highlights the fact that parents are the main instructors and providers for their 

children. The authors argue that parents influence their children in a direct as well as 

an indirect way. This means that the parents choose what environments and 

opportunities their children are exposed to, and transmit societal and cultural values 

and attitudes to their children. However, children also start to influence their parents 

because of their growing autonomy. Discipline in this age groups need to consist of 

two fundamental factors, namely consistency in rules and the proper use of 

punishment (Louw & Louw, 2007:251-252). Consistency means that the rule that 

was made or the punishment thereof must be followed through. 

For children in middle childhood siblings are also an important source of support. 

Louw and Louw (2007:256) identified five patterns in sibling relationships, namely 

siblings that act as a parent, try to dominate the other by means of teasing and 
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quarrelling, engage in rivalry, have very little to do with one another, or enjoy being 

together. Most children rely on one another for support and companionship, however 

sibling rivalry tends to be common during middle childhood. Destructive sibling 

conflict can be detrimental and lead to anxiety, depression, and substance use, 

amongst others (Berk, 2013:586). 

As children in middle childhood enter formal schooling they are exposed to other 

children of the same age group (Berk, 2013:610). Social interactions with peers hold 

several advantages for children. The peer group can provide a child with 

opportunities for trying out new behaviours, experiencing an emotional bond outside 

of the family, opportunities to obtain knowledge and information, learning obedience 

to rules and regulations, reinforcing gender roles, and opportunities to experience 

age-related relationships with others on an equal level (Louw & Louw, 2007:257-

258). Peers provide comradeship and for children that do not experience this 

behaviour at home, having friends to play with and talk to is very important. 

However, the peer group can also cause a weakening in the child-parent 

relationship. Although this change can leave the child vulnerable to negative 

influences, it also serves the purpose of preparing the child for independence.  

Peer acceptance is an important factor for children, and children in middle childhood 

who experience rejection by the peer group tend to present with poor school 

performance, depression, anti-social behaviour, and other socio-emotional problems 

(Berk, 2013:619).  Bartol and Bartol (2008:42) refer to a study that was conducted 

with boys between the ages of six and 12 years. The study included a group of boys 

with ADHD and another group of boys without ADHD. The boys with ADHD 

presented with behaviours that included being argumentative, inattentive and 

disruptive, while they also had poorer social skills; behaviours that led to them being 

rejected by the peer group. Being rejected by peers resulted in negative socio-

emotional consequences, while the children that have not been rejected by their 

peers showed less signs of negative emotions and behaviours. On the other hand, 

Louw and Louw (2007:258) indicate that excessive conformity to the peer group may 

also have negative consequences, for example when children engage in harmful 

behaviours as a result of peer pressure. 
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Emotional intelligence, and by implication emotional awareness, is associated with 

many advantages that can assist children in middle childhood to deal with 

developmental and age-related challenges of everyday life. These advantages 

include among others an improvement in communication skills, relationships, coping, 

and decision-making skills, as well as in self-esteem, academic performance, 

emotion regulation, and pro-social behaviour (Ioannidou & Konstantikaki, 2008:118; 

Louw & Louw, 2007:245; Veirman et al., 2011:265). 

Louw and Louw (2007:214, 245) indicate that even though parents are mainly 

responsible for teaching children the skills of emotional intelligence and the family 

still plays a central role in the child‟s development, the role of the school should not 

be underestimated in this regard. In the next section, an overview of the child in the 

school setting is provided.  

2.6 THE CHILD IN THE SCHOOL SETTING 

Middle childhood is the stage in a child‟s life where he/she starts attending school, 

starts doing chores at home, and comes into contact with a wider social 

environment. Entering school places new demands on children, as highlighted by 

Ntshangase (2004:67): “Currently, school-going children are confronted by a variety 

of social factors, which are more demanding and more likely to put them at risk.” A 

number of challenges experienced by children in the school setting, are discussed in 

the next section. 

2.6.1 School-related challenges 

When a child enters the school setting he/she is confronted with an environment with 

its own roles and defined rules, which presents many challenges for the child. Louw 

and Louw (2007:222) mention the following aspects that children who enter school 

have to learn to manage: “Social skills and the ability to follow classroom rules and 

procedures, self-control over emotions and behaviour, ability to keep attention 

focused and the ability to avoid impulsive responses are considered major factors for 

school readiness.”   

Firstly, children need to adapt to a structured environment, where the teacher has 

complete authority. At school, children are expected to listen and conform, and be on 

their best behaviour, otherwise they get into trouble. Seefeldt (2005:134-135) points 
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out that factors that affect children‟s experience in schools include that rules and 

standards for behaviour are set and some children become the models of that 

behaviour, thereby setting new standards for social behaviour. Also, in class the 

teachers decide what the learners must do and have control over the way the 

classroom is being run. Children have to abide by the rules if they want to enjoy their 

school career. 

Furthermore, children have no control and choice at school, as teacher authority is 

absolute (Foley et al., 2001:198). In many cases children are treated as competent 

and yet, for everything they have to ask permission. Sometimes, with something as 

small as asking for permission to use the bathroom, children‟s motives are 

questioned and teachers will even tell the child that they cannot go or have the child 

wait until the end of a teaching period. This can be harmful to a child‟s self-esteem 

and can lead to trust issues with future teachers and adults in his/her life. Children 

may even start to lie just to avoid being questioned or keep an incident from 

occurring. Foley et al. (2001:198) accept that society, and therefore also school, 

needs rules in order to function well. However there needs to be a balance between 

trusting children and believing them, and being the adult that enforce rules. 

In addition to the capacity for concrete operations that involve logical, conceptual, 

and moral reasoning, the ability to form peer relations is an important developmental 

task for a child in middle childhood within the school setting (Wait et al., 2004:131). 

This task includes forming friendships and engaging in team play. Children learn 

from friendships about social norms, peer pressure, and the closeness that a 

friendship provides for a person. Team play helps to develop children‟s social skills, 

team goals, competition, and collaboration (Wait et al., 2004:144). Children that are 

accepted by their peers tend to do better in school as their confidence is higher 

(Papalia et al., 2009:367).  

Linked to peer acceptance, Tobias (2012:109) highlights two important aspects 

about education, namely that peers in schools teach one another, and that early 

learning experiences impact people‟s lives when they are older. Tobias (2012:109) is 

of the opinion that children learn and grow on the playground and what happens on 

the playground is sometimes more important for them than what happens in class. 

Outside of the classroom children experience the pressure to fit in and conform to 
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social rules or they will be teased and bullied; aspects that could affect them over the 

longer term. This view reflects the beliefs of Papalia et al. (2009:367) who state that 

each level of the context of children‟s lives, namely the family, the classroom, the 

peers, and culture, influences how well children do in school. 

Another aspect that could affect children‟s wellbeing at school, is their ability to deal 

with the academic demands inherent to the school setting.  According to Papalia et 

al. (2009:367), self-efficacy is an important aspect that influences the child‟s 

experience of school. Self-efficacy is the child‟s belief that he/she can succeed at 

school and do well. In this regard, children‟s self-evaluation plays a significant role. 

Self-evaluation is the process where children evaluate themselves according to what 

they expect of themselves and what other people expect from them (Wait et al., 

2004:144). Children tend to compare their school performance with that of other 

learners, with the result that poor academic performance is a common fear of school 

going children (Berk, 2006:404). If children are not able to handle the demands of 

the school setting, it can have harmful consequences for their psychosocial 

wellbeing. Bullying is another factor that can affect learners‟ wellbeing. 

Bullying is a problem in most schools and, as it happens on the school ground, 

learners cannot escape it. Victims of bullying were found to show increased levels of 

violence and anti-social behaviours (Liang et al., 2007:169). Reasons why learners 

bully other learners include delinquent behaviour or the fact that these learners 

themselves have emotional problems and attempt to deal with their emotional pain 

by bullying others. Bullying mostly includes verbal or physical acts that inflict harm on 

another child. Research indicates that boys tend to use physical, verbal, and 

relationally aggressive tactics, while girls tend to use verbal and relational tactics for 

bullying (Berk, 2013:621). Bullying has negative consequences for both the victim 

and the bully (Louw & Louw, 2007:262). Exposure to bullying damages the identity 

and the self-worth of the victims. Victims may also retaliate with aggressive 

behaviour, stealing or lying as a manner of dealing with their frustration or hurt. The 

Centre for Mental Health at ULCA (2000:54) advises that it is important for parents to 

take note of their child‟s behaviour and follow up on suspected bullying.  

In some schools and for some learners, language barriers in schools can be 

challenges that can affect how the child performs in school (Parker et al., 2003:22; 
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Pluddemann et al., 2004:40). Children that are taught in their home language tend to 

do better in school, whereas children who are taught in a second or third language 

are more likely to struggle with their school work. The effect thereof can be seen in 

their academic work and in their self-esteem. It leads to a cycle where their self-

confidence drops because of poor academic performance and this in turn can 

negatively affect their behaviour.  

Cultural diversity is an ever present topic in South African schools, as the move 

towards double-medium and parallel-medium schools involves that staff, children, 

and parents from different cultures will meet (Pluddemann et al., 2004:10). The 

mentioned authors define double-medium as exposure to two languages of 

instruction, for example English and Afrikaans, with learners being together in the 

same class, while parallel-medium is defined as a setting in which English and 

Afrikaans-medium classes co-exist side by side in the same school. Hewitt (2015:32) 

mentions that inclusion helps students to better understand differences among 

people while segregation fosters intolerance and prejudices that maintain myths. 

However, the researcher recognises that adjustment to diversity could also lead to 

other challenges, as discussed next. 

Children in school can experience challenges in terms of their identity in the school 

environment. Dawson (2007:460) mentions the following factors that can have an 

effect on a child‟s identity at school: their socio-economic class, colour, religion, 

language, and extracurricular activities. In the South African context these factors 

differ from school to school because the context differs between schools. Generally, 

children of primary school age do not see socio-economic class as such a big issue 

and tend to accept their friends for whom they are (Dawson, 2007:460). However, it 

appears that during break time children tend to play with other children from their 

own race. Also, poor children may feel inadequate when they do not have the same 

material resources as learners who come from more affluent backgrounds (Dieltens 

& Meny-Gibert, 2012:128). Based on the phenomenon of social comparison, it is a 

known fact that children in middle childhood are bound to compare themselves to 

other children (Berk, 2013:458). Another aspect that can present challenges to 

children in schools, is related to the ways in which teachers treat the learners. 
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Dawson (2007:465) indicates that most teachers, often because of a perceived lack 

of support, are frustrated in their jobs and are likely to take this frustration out on the 

learners. This can negatively impact on learners‟ self-esteem and on the learner-

teacher relationship. At times when they feel overwhelmed, teachers may forget the 

impact they have on a child‟s life, whether it be positive or negative. Hewitt (2015:39) 

agrees that teachers who are overwhelmed may take out their frustrations on the 

learners, which can affect their overall work quality and thus the wellbeing of the 

learners. 

In conclusion, Papalia et al. (2009:406) state that “[t]he child that struggles to cope 

with social and school demands can manifest anxiety, behavioural and 

developmental disorders that includes school phobia, separation anxiety, social 

phobia, generalized anxiety disorder and obsessive-compulsive disorder.” The 

authors describe school phobia in children as unrealistic fears about going to school; 

separation anxiety as prolonged anxiety when the child has to leave home or a 

person he/she is attached to; and social phobia as the fear of social situations, for 

example in the school context where children are afraid of speaking in class.  

Generalised anxiety disorder is when children worry about everything, such as their 

grades, friends, home, and teachers. Children who have obsessive compulsive 

disorder struggle with compulsive behaviour and/or repetitive thoughts or actions. 

Bartol and Bartol (2008:45) state that early school failure is linked to delinquent 

behaviour. This is all the more reason for schools to implement programmes to help 

children and staff to continually receive training on how to assist children at school.   

2.6.2 Responsibilities of the school setting 

From the discussion above, it is clear that the school setting can be a challenging 

environment for children. Berridge et al. (2012:6) conclude in a study they conducted 

that higher care is needed to assist children to function better in school. In their view, 

higher care refers to programmes that focus on learners‟ wellbeing, that are 

presented at schools. Eaude (2006:63) is of the opinion that it is the responsibility of 

the parents as well as educators to help, support, and guide children in actively 

creating their own identity and character in the school environment.  

Authors provide different reasons why schools should be involved in children‟s 

emotional wellbeing. Cowie et al. (2004:25) state eight such reasons, namely:   
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 psychosocial problems are common in communities,  

 the negative labels associated with emotional problems may make it more difficult 

for children to cope with emotional issues, 

 educational stressors are an important contributory factor to children‟s distress,  

 friendships are important for a person‟s emotional health and can help with 

determining their future psychosocial functioning, 

 learners often approach a teacher for help, 

 teachers‟ roles become complex and ever-changing   

 enhancing the psychosocial wellbeing of learners will enhance their academic 

success, and   

 enhancing the emotional wellbeing of learners is intrinsically a worthwhile 

objective.   

Leach (2009:183) agrees that schools should implement services to help learners. 

She argues that it is a priority to implement services that can counteract social and 

health problems that could negatively affect children‟s performance at school. These 

services include social work services, therapeutic services, speech therapy, and 

occupational therapy that the school can either provide on the premises or contract 

outside consultants. Parents of low-income neighbourhoods do not always have the 

time or financial aid to take their children to the necessary service providers and if 

schools can provide this service or put parents in contact with services, it could be 

beneficial to a child‟s growth. Foley et al. (2001:199) adopt a similar view and 

propose that health-related services should have higher priority in the school setting 

as these services could support the work of the school staff, children, and parents. 

Health-related services would enable children to have access to confidential welfare 

services which they would otherwise not have, while parents and staff members 

could get advice on key issues relating to children at school. 

The view that schools should provide support services is also held by Becker and 

Becker (2009:79) who argue that it is vital to provide training for teachers to provide 

these services at school. They make the following suggestions in terms of teachers‟ 

training (Becker & Becker, 2009:79): 

 staff development must be a process, not an event, 

 teachers must feel safe when talking about their work, 
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 in-service training and supervision must seek to build skills in developing 

relations between the professional staff and the families of the learners, 

 an in-service programme should adhere to the principle of scaffolding, and 

 staff development should emphasise an understanding and the use of 

developmentally appropriate practices with children.  

The authors further suggest that staff development, whether academically or training 

on how to handle child care issues, needs to take place at least once a term. There 

needs to be on-going training sessions that focus alternately on school work and on 

how to support children with socio-emotional problems. Teachers should 

continuously read literature on child development. In most schools there still seems 

to be a gap in terms of parental involvement, therefore schools should make it a 

priority to equip parents to further support their children, whether academically or 

emotionally (Becker & Becker, 2009:79). The debate surrounding support for 

learners can also go as far as considering what a healthy school would look like. 

With regard to a healthy school, Foley et al. (2001:198) focus on the nature of the 

child-adult relationship and argue that it could be beneficial to change the way of 

thinking about this relationship in the school setting. Presently children are 

subordinate to adults in almost every aspect of their life – at school and at home. 

The mentioned authors suggest that schools should start working on the assumption 

that children can also support staff, which could enhance learner self-esteem and 

stimulate children. This could in turn enhance learners‟ knowledge and behaviour. 

One of the best ways to get children to believe in themself is for teachers to show 

that they have that belief in the children (Foley et al., 2001:198).  Hewitt (2015:34) 

supports the view that schools need to change their view of learners and argues that, 

if the school environment makes accommodations to meet the needs of the learners, 

then learners would be more willing to comply with the norms of the school setting. 

This means that the school must accommodate its learners, as learners who feel 

respected and supported are more likely to work with the school to solve problems.  

Furthermore, a healthy school approach will support active parent involvement in the 

school. Becker and Becker (2009:46) emphasise the importance of communication 

with parents in creating a healthy school environment. They highlight the value of 

having a warm and trusting atmosphere at school and in the classroom in which 
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parents should feel welcome to come to school and to help with homework at home. 

This view is supported by Graham-Clay (2005:17) who proposes teacher-parent 

conferences to enhance the school environment. She states that in order to make 

teacher-parent meetings more successful, emphasis should be placed on 

communication skills, listening to the perceptions of parents, and putting together a 

plan that reflects the perspectives of everyone involved. She indicates that a lack of 

parental support can make the teacher‟s job harder because parental feedback 

cannot be given. This could change the atmosphere in the classroom, where a once 

calm classroom is turned into a place where children are yelled at, the teacher loses 

control of the class, and children no longer feel that the school is an extension of 

their home. 

Enoch (2007:221) suggests that schools should make more effort to ensure that 

different cultures are equally recognised in the school environment. Children should 

have opportunities to work with each other in school and learn about each other‟s 

culture. This can help children to understand each other and build cohesion within 

the classroom. Becker and Becker (2009:99) make some recommendations in terms 

of how schools can deal with the issue of cultural diversity: 

 Teachers must listen to parents and try to understand how the parent views 

his/her family. Parents need to be informed that teachers are there to help their 

child in the school environment. 

 The teacher should learn the correct pronunciation of the names of all the 

children, and even learn one or two words of their language.  

 Children who may at first struggle to work with children from other cultural 

backgrounds can be allowed to work alone at first in order for the child to build 

confidence and later join in the group.  

 Each child can be asked to bring their favourite song from their culture to class. In 

class, the child can act as the expert and teach his/her peers about the song.  

 The teacher should provide opportunities to let children talk about their different 

cultures in class. This can be done in a creative manner and on a regular basis, 

for example by allocating time once a week in class.  

It is important to recognise that teachers have certain key roles to play in the school 

setting (Becker & Becker, 2009:69). Teachers find themselves in the middle of 
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conversations or fights between children and could use this opportunity to teach 

children how to resolve conflict and how not to behave. This should be done in such 

a manner that children can learn from the situation, while also maintaining the 

integrity of all children involved, including the guilty party. It is further important that 

teachers as well as parents monitor children‟s friendships, as children learn about 

relationships through their friendships. Positive relationships build the child‟s self-

esteem, while interpersonal relationships help children to learn how to negotiate 

situations, and acquire social and emotional skills.  

Eccles (1999:84) points out that the educational setting consists of three nested 

environments, namely:  

 the individual classroom which refers to the child, teacher and peer relationships, 

how the classroom is set up, and the manner in which teaching takes places; 

 the individual school which refers to the school itself with its resources and staff 

members; and 

 the school district which refers to the values, policies, guidelines and processes 

of the schools in the district area.  

Individual classrooms and schools are most relevant to how children experience their 

school years. In the classroom, the teacher and how he/she treats the learners are 

very important. Children spend most of their days at school and teachers contribute 

through their words and actions to children‟s self-image. Furthermore, it is imperative 

to have personnel at school who can recognise children‟s needs. When children can 

positively experience this environment, their involvement in school activities is better 

(Eccles, 1999:84).  

Hewitt (2015:39) suggests that certain measures should be implemented to help 

combat work frustration for teachers and to support students with emotional 

difficulties. Measures suggested by the author includes that questions, beliefs and 

concerns of all parties are assessed and discussed, and that basic level training on 

emotional problems and strategies to deal with these problems are provided to all 

members of the school community. The mentioned author further suggests 

appointing qualified staff, providing in-house training and support to staff members, 

assisting staff members who are directly responsible for helping students with 

emotional problems, and evaluating guidelines and processes in order to see if 
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changes must be made within the specific school environmental. Hewitt (2015:39) 

believes that continuous opportunities must be provided to teachers to have 

discussions on strategies that are successful, and on failures and concerns. The 

Centre for Mental Health in Schools at UCLA (2000:185) proposes the establishment 

of intervention teams that work together in a coordinated manner. Such teams 

should have a system of how to deal with a problem that arises, have a lead 

coordinator for each grade and phase in the particular school, and hold regular 

meetings where the team will decide on how to deal with problems that may arise.  

The discussion of the child in the school setting highlights the fact that children as 

well as teachers are faced with a number of challenges that could have a negative 

effect on teaching and learning. Suggestions are made that measures should be 

implemented to address these issues. As emotional awareness has the potential to 

enhance the overall functioning and wellbeing of children in school, an emotional 

awareness programme could be regarded as a strategy to address school-related 

challenges. 

The present study was conducted with respondents who were children in a school 

that caters for children with learning disabilities. In the next section, a brief overview 

of the child with a learning disability is provided. 

2.6.3 The child with a learning disability 

Berk (2013:646) defines a learning disability as great difficulty with one or more 

aspects of learning, usually reading. According to Louw and Louw (2007:232) a 

learning disability influences the way in which individuals with different levels of 

intelligence take in, recall, or express information, which leads to limitations in 

speech, reading, writing, or numeracy. The latter authors state that a learning 

disability consist of communication disorders or learning disorders. Communication 

disorders cover difficulty in speech and understanding people while learning 

disorders cover difficulty with aspects such as reading, writing, and mathematics. 

Learning disability implies having a difficulty with one or more learning areas. 

Although children with learning disabilities have intelligence within the normal range, 

their academic achievement tends to be well below the expected level (Henderson & 

Thompson, 2011:704). Children with a learning disability could either receive 

inclusive education or attend schools that specifically provide for their needs. 
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Inclusive education is based on the philosophy that children with special learning 

needs should spend the entire school day rather than only parts of it in a regular 

classroom (Berk, 2013:646; Sigelman & Rider, 2006:75). However, the authors also 

indicate that research on this topic provides mixed findings. Ford (2013:15) 

emphasises that inclusion can only be successful if the needs of the child are 

considered and measures are put in place to help children with learning disabilities, 

otherwise their needs go unchecked and children with learning disabilities fall further 

behind and develop other problems that affects there functioning.  

Berk (2013:646) is of the opinion that two factors are significant in making inclusive 

education possible. The first is that teachers should promote positive peer-relations 

in order for cooperative and peer learning to take place. The other factor is having a 

resource room where the child with a learning disability first spend time learning new 

material and receive guidance, and then go to the regular classroom to do the work.  

Apprehensions about the potential negative effects of full inclusion for students with 

learning disabilities have caused researchers to be proactive and adopt a more 

individualised approach according to which the needs of each student will carry more 

value than the institution where the student will receive education (Vaughn, Elbaum 

& Boardman, 2011:48). Louw and Louw (2007:232) list features for programmes 

focussed on helping children with learning disabilities and state that remedial 

programmes can lead to improvement in their functioning. They suggest that such 

programmes should include the following (Louw & Louw, 2007:232): 

 fit the educational and developmental level of each child, 

 teach skills and abilities such as social skills, personal care and hygiene, 

 provide support to parents and care-givers, and 

 provide medication as needed. 

School can be challenging for children with learning disabilities. They are often 

teased by their peers, parents can put pressure on a child to perform academically, 

and teachers may not be very understanding; all of which could affect the child‟s self-

esteem. Vaughn et al. (2011:49) mention four areas of a child‟s functioning being 

affected by a learning disability, namely his/her social skills, self-concept, 

friendships, and classroom networks. Social skills refer to the child‟s interaction and 
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communication with others. These aspects can be negatively affected when the child 

does not get opportunities to communicate with peers in a positive manner because 

they are being teased. Furthermore, the child‟s self-concept is affected, resulting in 

fewer friendships and children becoming loners in the classroom, not participating in 

school and classroom activities. Kam, Greenberg and Kuscke (2004:66) indicate a 

number of effects of a learning disability on children. These children‟s frustrations 

lead them children to believe that they are not good enough and can never do better, 

which has academic consequence in that their academic performance is negatively 

affected. Behaviour consequences include acting out behaviours because they 

struggle in general, but also having to hear their peers telling them they are not good 

enough. This all leads to lower self-esteem and feelings of sadness. There is a thus 

need for intervention within special education to help children to overcome their 

frustrations in order to improve their social and emotional competence (Henderson & 

Thompson, 2011:704-705; Kam et al., 2004:66). 

Knoetze (2012:8, 10) recognised that enhancing the emotional awareness of 

children could improve their academic, social, and emotional performance in school. 

She reasoned that enhanced emotional awareness could promote positive 

behaviours in learners, which could support teachers in their task of managing large 

groups of learners. She developed a programme to enhance the emotional 

awareness of children in middle childhood to be implemented in the educational 

setting (Knoetze, 2012), hence referred to as the EA Programme. This programme 

was evaluated in the current study in a private school for children with learning 

disabilities and will be briefly discussed.  

2.7 EMOTIONAL AWARENESS PROGRAMME 

The EA Programme developed by Knoetze (2012) consists of seven modules. Every 

module has a specific theme related to emotional awareness, with relevant activities 

for each theme. The first six themes support the six main goals of the programme 

(Knoetze, 2012:140-142), while the seventh theme focuses on termination of the 

programme. The themes for the seven modules are as follows: 

 building and strengthening relationships with learners, 

 knowledge of different emotions, 

 emotional language, 
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 empathy, 

 emotional regulation, 

 problem solving and decision making, and  

 summarising and termination.  

The programme is intended to be implemented over a period of seven weeks, with 

one theme with its relevant activities to be completed each week. A detailed outline 

of the programme is attached as Appendix A. 

To determine the effects of the programme, the Levels of Emotional Awareness 

Scale for Children (LEAS-C), a standardised questionnaire developed by Dr Richard 

Lane and Dr Jane Bajgar, was utilised. The LEAS-C consists of a questionnaire, 

scoring manual, and glossary of emotion terms and was developed to measure 

emotional awareness in children (Bajgar et al., 2005:570). The questionnaire 

consists of twelve scenarios that are each followed by open-ended questions; one 

indicating the emotions the child would experience and the second indicating the 

emotions the child would ascribe to another person. The responses that are given 

are scored according to the glossary of emotion terms.  Each word is ranked on a 

different level (level zero, level one, level two, and level three) based on the emotion 

content of the word. The levels of emotional awareness are subsequently 

determined based on the total scores. Three scores are allocated for each scenario: 

Self-awareness, other awareness and total awareness. A combination of scores on 

the different levels and for the self and others, are utilised to determine the 

prevalence of more complex levels of emotional awareness (level four and level 

five). 

The LEAS-C is a group administered questionnaire that is completed within a group 

setting before and after the implementation of the EA Programme. Comparison of 

the emotion words and levels of emotional awareness before and after the 

implementation of the programme could provide an indication of the effect of the 

programme. 

2.8 SUMMARY   

Emotional awareness, as a core aspect of emotional intelligence, could benefit 

children‟s holistic functioning. Middle childhood is regarded as an important 
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developmental phase in which children are prepared for mastering the 

developmental tasks related to adolescence and adulthood. This is also the time 

when children enter formal education and are exposed to the challenges that the 

school environment can present. It is argued that enhancing the emotional 

awareness of children in middle childhood, could enhance their academic, social, 

and emotional performance in school. These aspects were discussed in this chapter 

as a background to the empirical study. The goal of the study was to evaluate the EA 

Programme developed by Knoetze (2012) for children in middle childhood in a 

private school setting in Pretoria. The research methodology, ethical considerations, 

and the research findings will be presented in Chapter 3. 
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CHAPTER 3 

RESEARCH METHODOLOGY AND RESEARCH FINDINGS 

3.1 INTRODUCTION 

The goal of the study was to evaluate the effectiveness of an EA Programme 

(Knoetze, 2012) for children in middle childhood in a private school setting in 

Pretoria. The first objective of the study, namely to conceptualise emotional 

awareness with specific reference to children in middle childhood in an educational 

setting, was the focus of Chapter 2 of the research report. In this chapter, Chapter 3, 

the researcher describes the research methodology as well as the ethical 

considerations that underpinned the study and subsequently presents the research 

findings. The focus of the chapter is thus on the three objectives related to the 

evaluation of the EA Programme, respectively to determine whether the EA 

Programme would enhance the ability of learners in middle childhood to be in 

contact with their emotions, to discriminate between different emotions, and to 

verbalise and „own‟ their emotions. 

3.2 RESEARCH METHODOLOGY 

In this section the researcher describes the research approach, type of research, 

research design, and the research methods that were followed in the study. 

3.2.1 Research approach 

The research approach in the study was quantitative as the researcher gathered 

data in an objective manner that focused on measurable behaviour in order to test a 

hypothesis and sub-hypotheses (Welman et al., 2012:6). Data was collected and 

interpreted by means of a standardised quantitative measuring instrument, namely 

the Levels of Emotional Awareness Scale for Children (LEAS-C) (Bajgar & Lane, 

2003). This instrument was designed to measure the levels of emotional awareness 

of children in terms of their ability to be in contact with their emotions, their ability to 

discriminate between emotions, and their ability to verbalise and „own‟ their 

emotions.    

The study was implemented with consideration of certain characteristics of the 

quantitative approach, namely that the researcher‟s role was to be objective; the 
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purpose of the research was to test hypotheses; the researcher studied well 

developed constructs that would be reported in statistical language; the research 

followed a fixed procedure that could be replicated; data was collected in a 

standardised manner; and data analysis focused on variables as units of analysis 

(Fouchè & Delport, 2011:66). The researcher replicated a study that was done by 

Knoetze (2012), followed specific procedures for the implementation of the EA 

Programme, and utilised a standardised measuring instrument for data collection 

and interpretation. The researcher could therefore be objective in obtaining the data 

and could test the hypotheses according to a research design and data collection 

methods that have already been determined. 

Alston and Bowles (2003:7) made the following statement about quantitative 

research: “This type of research is based on the idea that there is an objective reality 

which can be accurately measured and which operates according to natural laws 

which can be discovered by rigorous, objective research.” The findings of the present 

study are reported in numeric format. Through testing the hypothesis and sub-

hypotheses, the researcher was able to confirm or disconfirm whether the EA 

Programme was effective in enhancing the emotional awareness of children in 

middle childhood in a private school setting.    

3.2.2 Type of research   

The type of research was applied research with the sub-type being evaluation 

research. Applied research was relevant to the study as it “is aimed at solving 

specific policy problems or at helping practitioners accomplish tasks” (Fouchè & De 

Vos, 2011:95). Applied research is thus intended to address problems in practice 

(Welman et al., 2012:25). The proposed study was aimed at evaluating the EA 

Programme to enhance the emotional awareness of children in middle childhood. 

The results of the study could be used to inform practice in terms of enhancing 

children‟s emotional awareness and improving their self-regulation and functioning in 

the school system.  

Fouchè and De Vos (2011:97) state that research methodology can “be utilised to 

assess, among other things, the design, implementation and applicability of social 

interventions.” Based on the fact that the effectiveness of the EA Programme of 

Knoetze (2012) was evaluated in this study, the purpose of the research was 
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evaluative. Evaluation research is described by Babbie (2007:350) as research that 

is undertaken to determine the impact of a social intervention, such as a programme 

aimed at solving a social problem. For the purpose of this study, the EA Programme 

was implemented and evaluated in a private school setting, and was thus replicated 

and evaluated in a different setting than in the study by Knoetze (2012). As a 

programme was evaluated as part of the study, this research was characterised as 

programme evaluation (Fouché, 2011:455).   

3.2.3 Research design 

The research followed a quasi-experimental design, with implementation of the 

comparison group pre-test post-test design (Fouché, Delport & De Vos, 2011:150-

151). According to Neuman (2006:357) quasi experiments can be distinguished from 

true experiments primarily by the lack of random assignment of subjects to an 

experimental and a control group. It was not possible in this study to have 

respondents selected randomly due to the fact that the school where the study took 

place assigned four classes to the study according to certain criteria. Knoetze 

(2012:172) noted two factors that needed to be considered in the evaluation of EA 

Programme, namely:   

 Comparison of the levels of emotional awareness of respondents (learners) 

before and after exposure to the programme.  

 Comparison of the levels of emotional awareness of respondents (learners) who 

were exposed to the programme and respondents (learners) who were not 

exposed to the programme. 

The comparison group pre-test post-test design therefore fitted well with the study. 

The design implied that there were two groups, an experimental and a comparison 

group. For the purpose of data collection one group, the experimental group, were 

exposed to the EA Programme and the other group, the comparison group, were not. 

Both groups completed the pre-test and post-test (the LEAS-C questionnaire) within 

the same time frame directly before and after the implementation of the programme. 

The pre-test and post-test data were then compared to ascertain if the programme 

(the independent variable) had an influence on the levels of emotional awareness 

(the dependent variable) of the respondents. The researcher was able to compare 
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the results of the tests for the experimental group before and after the programme, 

as well as the results of the experimental group with that of the comparison group.  

As data were collected by means of a standardised measuring instrument, the 

LEAS-C (Bajgar & Lane, 2003), the chances that the researcher could influence the 

results were minimised, which increased the probability of obtaining accurate results.  

The standardised data collection instrument helped the researcher to “[e]xamine the 

effect on outcomes such as achievement or performance, of participants‟ level on 

some initial variable that is not under the researchers‟ control” (Tolmie, Muijs & 

McAteer, 2011:33). For ethical reasons the EA Programme was presented to the 

comparison group after the study had been completed. The programme for the 

comparison group was implemented by a teacher, who was oriented by the 

researcher regarding the content and presentation of the programme. The EA 

Programme for the experimental group was presented in the second semester, while 

the programme was presented to the comparison group at the start of the third 

semester.  

3.2.4 Research methods 

The research methods that were utilised are described in terms of the study 

population and sampling, data collection and data analysis. 

3.2.4.1 Study population and sampling 

The population for this study, namely individuals that would be relevant to the study 

and to whom the researcher wished to generalise the findings (Strydom, 2011a:223; 

Welman et al., 2012:55), were all the children in middle childhood in a specific 

private school in Pretoria, Gauteng. The school was selected based on the fact that it 

is a primary school, therefore a school attended by children in middle childhood, as 

well as due to its proximity and the willingness of the principal and the staff members 

to participate in the research study. Convenience sampling was therefore utilised to 

select the particular school (Welman et al., 2012:69).  

Another feature of the population was that the school catered for children with 

learning disabilities, mostly ADHD, and therefore had small classroom sizes 

(Steenkamp, 2015). Children with learning disabilities are “individuals with average 
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to above-average intelligence” who experience challenges to “take in, retain, or 

express information” (Louw & Louw, 2007:232). Cognitively, the children in the 

population would thus function on a level that would allow them to participate in the 

research, as confirmed by the school principal prior to obtaining permission for the 

research (Steenkamp, 2015). This study formed part of a number of studies to 

evaluate the EA Programme (Knoetze, 2012) in different settings. Four other studies 

were conducted at mainstream primary schools, thus the specific school involved in 

this research could provide valuable insights into the implementation of the 

programme in a school setting where children experience challenges in terms of 

academic learning. 

The school was a private school and therefore the researcher was not required to 

obtain permission for the research from the Gauteng Department of Education. The 

governing body of the school provided permission for the research to be conducted 

at the school (letter of permission attached as Appendix B).  

The study sample, thus the sub-group of the population that was considered for 

actual inclusion in the study (Strydom, 2011a:224), was selected according to certain 

sampling criteria that were in line with the goal of the study. Purposive sampling was 

used, as “[t]his method of sampling is used in special situations where the sampling 

is done with a specific purpose in mind” (Maree, 2010:178). The sampling criteria for 

the study were the following:   

 Age: learners between the ages of nine and 13 years, 

 Language: learners who were English or Afrikaans speaking,  

 Education: learners in the intermediary classes of the school,  

 Educational setting: learners who spent most of the school day in the same class, 

with the same educator. 

The school principal and staff members selected the Grade 4 and Grade 5 

intermediary classes to participate in the study. Each grade had two classes; an 

English-speaking and an Afrikaans-speaking class. Due to the small class sizes, the 

researcher included all four classes in the study. The two Grade 4 classes were 

allocated to the experimental group and the two Grade 5 classes to the comparison 

group by means of simple random sampling (Welman et al., 2012:59). Four cards 
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with the names of the classes were put in a container and the class indicated by the 

first card drawn (a Grade 4 class) was assigned to the experimental group. The other 

Grade 4 class was also assigned to the experimental group, while the two Grade 5 

classes formed the comparison group. The EA Programme was presented to all the 

children in the four classes, as will be described in the next section. All the children 

in these classes were willing to participate in the research. The final sample 

consisted of 14 respondents in the experimental group and 16 respondents in the 

comparison group.  

3.2.4.2 Data collection   

Data was collected by means of a quantitative measuring instrument, namely the 

Levels of Emotional Awareness Scale for Children (LEAS-C), a standardised 

questionnaire developed by Dr. Richard Lane and Dr. Jane Bajgar (Bajgar & Lane, 

2003). Permission to use the LEAS-C was obtained from the Department of 

Psychiatry at the University of Arizona, USA (attached as Appendix C). The LEAS-C 

consists of the standardised questionnaire, a scoring manual, and a glossary of 

emotion terms (Bajgar et al., 2005:572-573). The questionnaire was developed to 

measure levels of emotional awareness of children in middle childhood and was thus 

applicable to the study sample. Knoetze (2012) adapted the questionnaire for the 

South African context and the questionnaire was therefore available in English and in 

Afrikaans (attached as Appendix D). The questionnaire consists of twelve scenarios, 

each followed by an open-ended question, and the responses to the questions were 

scored based on the emotion terms provided in the glossary. The glossary of 

emotion words (Appendix E) was also translated into Afrikaans by Knoetze (2012) 

and was thus applicable to the respondents in both the Afrikaans speaking and 

English speaking classes.  

The LEAS-C is a group administered questionnaire and the respondents completed 

it individually within a group setting; before and after the EA Programme was 

implemented. The researcher was present to answer questions the respondents 

might have. It was observed that the respondents asked various questions during the 

completion of the questionnaires. The questionnaire was used as a pre- and post-

test and was intended to test respondents‟ ability to be in contact with their emotions, 

to discriminate between different emotions, and to verbalize and „own‟ emotions. The 
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respondents in the experimental and the comparison group completed the pre-test 

and the post-test within the same time frame. The experimental group completed the 

seven modules of the programme between the pre-test and the post-test, while the 

comparison group completed the programme after the post-test. 

As the experimental group involved two Grade 4 classes, one English and one 

Afrikaans, the researcher presented the seven modules of the EA Programme 

separately to the two classes in their respective language. A particular module was 

presented on the same day to both classes in order to enhance consistency in the 

presentation of the programme. The group administered questionnaires (LEAS-C) 

were also completed separately by the Afrikaans and English-speaking respondents, 

however also on the same days. The researcher ensured that she prepared herself 

well to present the EA Programme and conduct the data collection both in English 

and Afrikaans. 

3.2.4.3 Data analysis 

The purpose of data analysis is described by Fouché and Bartley (2011:249) as “to 

reduce data to an intelligible and interpretable form so that the relations of research 

problems can be studied and tested, and conclusions drawn.” The researcher 

analysed the data obtained from the questionnaires by firstly assigning numeric 

values (or weights) to the responses to each of the twelve questions in the 

questionnaire, using the LEAS-C glossary of words (Appendix E). Subsequently, the 

LEAS-C scoring manual (Appendix F) was used to score each response according to 

the level of complexity of emotions. In the scoring manual the complexity of emotions 

is scored according to different levels, ranging from level zero responses that 

indicate the least complex emotions to level five responses that indicate the highest 

level of complexity of emotions (Bajgar & Lane, 2003). The researcher used SPC XL 

Software for Microsoft Excel as this programme provided the statistical analysis 

features necessary to compile the data, interpret the data and present the data in 

tables and graphs. Data analysis focused on the comparison of the levels of 

emotional awareness of respondents in the experimental group before and after 

exposure to the EA Programme, as well as comparison of the levels of emotional 

awareness between the respondents in the experimental and the comparison groups 

(Knoetze, 2012:172). 
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The LEAS-C is a standardised scale of which the validity and reliability have been 

tested and have showed “acceptable internal consistency” (co-efficient alpha=.66) 

and “good inter-rater reliability” (r=.89) (Bajgar & Lane, 2003 in Knoetze, 2012:178). 

Validity involves two aspects, namely that it measures the concept in question and 

that the concept is measured accurately, while reliability refers to the consistency of 

the measurement over repeated measurements (Delport & Roestenburg, 2011:173, 

177). Based on the fact that a standardised questionnaire was used and that 

translated questionnaires in other languages were already successfully implemented 

(Knoetze, 2012:14), a pilot study was not conducted as part of the study. 

The Afrikaans translation of the LEAS-C was successfully used by Knoetze (2012) in 

her research on the topic of emotional awareness of children in middle childhood. 

The researcher however acknowledges that the use of both the English and 

Afrikaans translations of the LEAS-C in one study, as necessitated in this research 

study, could affect the validity and reliability of measurement. Furthermore, the 

researcher is aware of the fact that being the researcher as well as the presenter of 

the EA Programme in this study, could compromise objectivity. The use of a 

quantitative measuring instrument with specific guidelines for data interpretation (the 

glossary of words and the scoring manual) were found to be effective for maintaining 

objectivity in data analysis and for optimising consistency of data analysis between 

the Afrikaans and English responses. 

3.3 ETHICAL CONSIDERATIONS 

The research study was conducted with the intention to obtain the data in the least 

invasive way without doing any harm to the respondents. Researchers have a set of 

ethical guidelines that they need to bear in mind when conducting research. Ethics 

form the moral compass guiding the study.  Babbie (2007:155) mentions that the 

code of ethics can be defined as the “principles and guidelines developed by 

professional organizations to guide research practice and clarify the line between 

ethical and unethical behaviour.” The following ethical considerations were relevant 

to this study:  
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3.3.1 Avoidance of harm  

Throughout the research study the researcher aimed to protect the participants from 

any form of harm. Based on the statement by Strydom (2011b:115) that the 

“responsibility for protecting respondents against harm reaches further than mere 

efforts to repair, or attempt to minimise, such harm afterwards” the researcher was 

aware of her responsibility to prevent any harm from occurring. The respondents and 

their parents were therefore provided with full details of the study and informed of 

possible risks the study could entail. This provided them with the opportunity to 

decide whether to take part in the study. However, there was also a chance that 

respondents could experience emotional distress during the course of the research 

due to the nature of the study. As the focus of the EA Programme was on emotions, 

the respondents could become more aware of how they felt, which might lead to 

emotional distress. It was the duty of the researcher to explain the risk of possible 

harm to the respondents and ensure that support would be available, if needed. The 

researcher arranged that respondents who were identified as experiencing emotional 

distress could be referred to the counsellor at the school. This information was 

included in the letters of informed consent and informed assent. None of the 

respondents in the study needed to be referred for counselling. It needs to be 

emphasised that the EA Programme (Knoetze, 2012) was developed to enhance the 

emotional awareness of children in middle childhood, which was likely to benefit the 

respondents as it could help them to recognise their own emotions and deal with it 

more competently in the future. 

3.3.2 Informed consent and voluntary participation 

Respondents in the study were asked to sign a letter of informed assent (refer 

Appendix G) and, as they were minors, their parents/guardian were asked to sign a 

letter of informed consent (refer Appendix H). The informed consent and assent 

letters contained at least four items as recommended by Lang (2003:193), namely 

information on the nature and objectives of the study, what exactly the subject would 

be asked to do as a participant in research, the possible risks for the subject, and 

that the subject would be free to end his/her participation at any time. The informed 

consent and assent letters provided detailed information about the study to the 

respondents and to their parents/guardian.   
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Welman et al. (2012:20) emphasise the importance that informed consent letters 

need to thoroughly and truthfully provide information on the research before research 

participants and their parents/guardians can provide their permission to participate in 

the research. The researcher requested the parents/guardians and respondents to 

sign the letters of informed consent and assent before the pre-test was conducted. 

At the time of the pre-test, the information in the assent letters was repeated verbally 

to make sure the respondents understood the content.  

In both letters it was stated that the respondents would voluntarily participate in the 

study and could withdraw from the study at any time, and that there would be no 

negative consequences should they withdraw. This information was important to 

uphold the ethical principle of voluntary participation in research (Strydom, 

2011b:116-117). No respondents withdrew from the study. 

3.3.3 Deception of respondents  

The researcher is of the opinion that especially when working with children, as in this 

study, it would have been morally incorrect to deceive children in order to get 

information. The researcher therefore provided the respondents and their parents 

with accurate and detailed information about the study in the letters of informed 

assent and informed consent (Welman et al., 2012:20). Lang (2003:195) regards this 

aspect as important, as the researcher‟s credibility is at stake. 

3.3.4 Violation of privacy, anonymity and confidentiality  

The information collected from the respondents for the purpose of the study, whether 

personal details or any other form of information, was kept private which means that 

the participants‟ identity was not made known (Welman et al., 2012:201).  Tolmie et 

al. (2011:60) indicate that privacy entails the secure storage of data, while the 

personal information of the respondents is not divulged. In order to uphold privacy, 

the researcher labelled the questionnaires with code numbers. This, together with 

the fact that the questionnaires were group administered, also supported anonymity 

as it would not be possible to link a specific questionnaire with a specific respondent 

(Strydom, 2011b:120). The researcher kept a record of the codes so that the 

respondents‟ pre-test and post-test questionnaires could be compared. The use of a 

coding system also assisted the researcher to uphold confidentiality, as personal 
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information was protected. The raw data will be securely stored according to the 

stipulations of the University of Pretoria. 

3.3.5 Denial of treatment  

Because of the comparison group pre-test post-test research design, the comparison 

group was not exposed to the EA Programme as part of the empirical research. It is 

clearly stated by Strydom (2011b:121) that it would be unethical to deny beneficial 

services to clients for the purpose of research. Therefore, the EA Programme was 

presented to the comparison group after the data collection for the study was 

completed. The programme was presented to them during the first seven weeks of 

the third semester of 2015.  

3.3.6 Debriefing of participants  

Debriefing took place at the conclusion of data collection and offered the 

respondents in the study an opportunity to discuss their involvement in the study and 

receive more information about the research, should it be needed (Tolmie et al., 

2011:63). Debriefing included talking about the respondents‟ experience of being 

part of the EA Programme and the data collection, as well as clarifying possible 

misunderstandings related to the study (Strydom, 2011b:122). 

3.3.7 Actions and competence of researchers  

Researchers should at all times ensure that they abide by the ethics of research. 

One of the ethical aspects referred to is the competence of the researcher. Tolmie et 

al. (2011:62) mention the following about this aspect: “The principle of competence is 

concerned primarily with the maintenance of standards of performance through 

continuing professional development and learning.” 

The researcher is a qualified social worker and has experience in working with 

children. At the time of the study she worked at a therapy unit at a school and thus 

had insight into the educational setting. As the study was not conducted at the 

school where the researcher was employed, there was no conflict of interest.   

The researcher further thoroughly familiarised herself with the content of the EA 

Programme and of the measuring instrument, the LEAS-C, including the 
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questionnaire, the glossary of words, and the scoring manual. This ensured that she 

could optimally present the programme, both in English and Afrikaans, and 

accurately report the findings of the study.  

Finally, the research was approved by the Ethics Committee of the Faculty of 

Humanities (Appendix I). 

3.3.8 Publication of the findings   

The findings of the research are presented in this research report and will be 

accessible to other researchers and interested parties, as suggested by Strydom 

(2011b:126).  Creswell (2009:29) mentions that a research study must produce new 

material and not be a duplication of other research done. The research report 

presents the findings of a study that was aimed to evaluate the EA Programme 

developed by Knoetze (2012) based on her recommendation that further research be 

conducted to evaluate the programme in different settings (Knoetze, 2012:235). In 

this way the study could contribute to new knowledge. The research findings are 

presented in the next section. 

3.4  EMPIRICAL RESULTS 

The purpose of quantitative data analysis is to condense the data into interpretable 

form in order to obtain meaning from the information (Fouché & Bartley, 2011:249). 

The data obtained in this research was processed and interpreted by the researcher 

according to the scoring instructions in the LEAS-C (Bajgar & Lane, 2003). The 

research findings are presented in two sections. In the first section, Section A, the 

biographical profile of the respondents is presented, while the research findings are 

presented in the second section, Section B. 

3.4.1   Section A: Biographical profile of respondents 

The profile of the respondents is presented in terms of their age and developmental 

phase, gender and language. 

3.4.1.1 Age and developmental phase  

Based on the fact that the research focused on children in middle childhood, one of 

the sampling criteria for this study was that respondents should be between the ages 
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of six and 12/13 years (Louw & Louw, 2007:214). The researcher used purposive 

sampling and, with the assistance of the school, Grade 4 and Grade 5 learners were 

chosen as respondents for the research. The respondents were thus in the middle 

childhood phase, and were between the ages of ten and 11 years old. As their ages 

were towards the higher end of the developmental stage, they would have the 

necessary abilities to participate in the EA Programme and the study. These abilities 

include writing and language abilities, the ability for logical thought and for 

understanding the views of others, as well as ability to understand complex 

emotions, to understand situations that lead to emotions, and to express emotions 

(Berk, 2013:189; Berk, 2006:404; Henderson & Thompson, 2011:33; Louw & Louw, 

2007:244). During middle childhood children‟s social development also makes it 

possible for them to obey rules and participate in group activities (Louw & Louw, 

2007:216). The age distribution of the respondents is presented in Figure 3.1. 

 

 

Figure 3.1: Age composition of respondents  

As indicated in Figure 3.1, the 14 respondents in the experimental group were all 10 

years old, while the 16 respondents in the comparison group were all 11 years old. 

This age distribution between the groups was related to their school grades - the 

experimental group were in Grade 4 and the comparison group were in Grade 5. 
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3.4.1.2 Gender of the respondents 

Most of the respondents in the study were males. From the total of 30 respondents, 

five (5) were female and 25 were males. The gender distribution of the participants is 

presented in Figure 3.2.  

    

 

Figure 3.2: Gender composition of respondents 

As indicated in Figure 3.2 there were two females in the experimental group; one in 

the English and one in the Afrikaans class. Figure 3.2 also shows that there were 

three females in the comparison group. Of these, one was in the Afrikaans class and 

two were in the English class. There was therefore a substantial difference in the 

gender composition of both groups, with the majority of the respondents in the 

groups being males.  

3.4.1.3 Language 

The respondents included in the study were learners at a double medium primary 

school in Pretoria. The school had two Grade 4 classes and two Grade 5 classes, 

with an Afrikaans speaking and an English speaking class in each grade. Due to the 

small class sizes, all four classes were included in the study. With both grades the 

classrooms for the Afrikaans and English speaking classes were adjacent to each 
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other. The researcher presented the EA Programme to the experimental group, 

which consisted of the two Grade 4 classes; first to the Afrikaans class and directly 

afterwards to the English class. Each individual module of the programme was thus 

presented on the same day and in two consecutive class periods in an effort to 

present the programme as consistently as possible in terms of the content and time 

frame. After the post-test, the programme was presented in a similar way to the two 

classes that formed the comparison group. The language composition of the 

respondents in the groups is presented in Table 3.1. 

Table 3.1: Language composition of respondents  

Group Language Frequency Percentage 

Experimental group  

(Gr. 4) 

Afrikaans  6 42.8% 

English  8 57.0% 

Total: 14 100% 

Comparison group 

(Gr. 5) 

Afrikaans  6 37.5% 

English 10 62.5% 

Total: 16 100% 

 

In both the experimental and the comparison groups, there were more English 

speaking respondents than Afrikaans speaking respondents. As the EA Programme 

and the data collection was conducted separately for the different language groups, 

either in English or Afrikaans, the researcher is of the opinion that the language of 

the participants had no or limited effect on the outcome of the study. The research 

findings are discussed in the next section. 

3.4.2 Section B: Research findings  

This section contains the research findings of the study based on the data obtained 

during the pre-test and post-test. Data was collected by means of the Levels of 

Emotional Awareness Scale for Children (LEAS-C) (Lane & Bajgar, 2003). The EA 

Programme was implemented by the researcher and the aim of the study was to 

determine whether the programme had an effect in terms of the respondents‟ 

emotional vocabulary and their levels of emotional awareness (Knoetze, 2012:192). 

The findings will thus be presented according to these two aspects, namely:  
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 Sub-section 1: Development of emotional vocabulary 

 Sub-section 2: Levels of emotional awareness 

 

3.4.2.1 Sub-section 1: Development of emotional vocabulary 

In order for children to effectively express their emotions, they first need to be able to 

identify and name their emotions (Geldard & Geldard, 2008:252). One of the specific 

aims of the EA Programme was to enhance the emotional vocabulary of children in 

middle childhood (Knoetze, 2012:192). In essence emotional vocabulary can be 

measured according to the level of complexity of emotion words and in this study the 

respondents‟ emotional vocabulary was determined by assigning a value to their 

emotion responses according to the outline in the glossary of words (Appendix E) 

that form part of the LEAS-C measuring instrument. 

According to the LEAS-C measuring instrument the emotion words obtained from the 

responses to the 12 scenarios in the questionnaire can be scored on five levels, 

depending on the complexity of emotion words. The words listed in the glossary of 

words have values attributed to them, ranging from level zero (0) to level three (3). 

Level zero to level three words are thus scored according to the glossary of words 

(Appendix E), while level four (4) and five (5) words stem from the combination of 

complex words and sentence formation, according to the guidelines in the scoring 

manual (Appendix F). By comparing the pre-test and post-test levels of emotion 

words in the responses of the experimental group, as well as comparing them with 

the pre-test and post-test levels in the responses of the comparison group, a 

conclusion could be made on whether participation in the EA Programme made a 

difference in the respondents‟ emotional vocabulary.  

The development of emotional vocabulary was determined by two measurements. 

Firstly, the frequency of the emotion words used according to the respective levels in 

the LEAS-C was calculated, and secondly, the use of strong and weak emotion 

words was determined. The findings for these two measurements are presented 

next. 
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3.4.2.1.1 Frequency of emotion word responses according to the LEAS-C 

levels of emotional value   

In this section the number of emotion responses used by the respondents in the 

experimental and the comparison groups according to the levels in LEAS-C glossary 

of words and the scoring manual, is indicated. Each level will be presented according 

to the number of emotion words in the pre-test and post-test, for both the 

experimental and the comparison groups. However only level zero to level three 

responses will be discussed as the respondents‟ answers to the 12 scenarios in the 

questionnaire did not lead to the emotion word combinations that was required for 

level four and five responses. 

 Level zero responses 

Level zero responses in essence do not impact on the scoring of the questionnaires. 

However, it provides a good overall indication of the emotion word responses by the 

respondents (Knoetze, 2012:192). Level zero responses are mainly scored when no 

response is given or when a response indicates a cognition-based response, for 

example “I think” rather than an emotion-laden word (refer Appendix F). The 

frequency of level zero responses are presented in Figure 3.3 below. 

 

Figure 3.3: Level zero responses  
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As evident in Figure 3.3, there was minimal use of level zero words in the pre-test 

and in the post-test in both the experimental and the comparison groups. The 

experimental group‟s pre-test showed five (5) level zero responses, which remained 

constant at five (5) responses in the post-test. The comparison group‟s pre-test 

showed five (5) level zero responses, while the number of responses on this level 

decreased to one (1) in the post-test. As the aim of the EA Programme was to 

increase the level of emotion-laden responses, the fact that no change occurred in 

the level zero responses in the experimental group could be interpreted as that the 

programme had no effect on the level zero emotion words used by the respondents. 

With the data analysis it was noticed that one of the respondents in the experimental 

group used the level zero word „confused‟ on a few occasions in the post-test, which 

could explain the persistence of level zero words. 

 Level one responses 

A level one response is regarded as a low emotion response, indicating a low 

awareness of emotions. Level one responses refer to somatic symptoms, for 

example “I would feel sick”, or responses that show no emotional content, for 

example “I feel nothing” or “I don‟t know” (refer Appendix F). The level one 

responses in the study are indicated in Figure 3.4 below. 

 

Figure 3.4: Level one responses 
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Figure 3.4 indicates a relatively low number of level one responses in the 

experimental and in the comparison groups in the pre-test and post-test. The 

experimental group‟s pre-test responses showed seven (7) level one responses, 

which decreased by four (4) responses, resulting in three (3) level one responses in 

the post-test. The comparison group presented with fourteen (14) level one 

responses in the pre-test, which decreased by eight (8) in the post-test, in which they 

responded with six (6) level one responses. In both groups the post-test responses 

were just below half of those in the pre-test; thus showing a similar pattern. 

•   Level two responses 

A level two response refers to a response that indicates an action, for example “I 

would feel like hitting a wall” or reflects a generalised description of emotions, for 

example “I would feel bad” (refer Appendix F). Figure 3.5 indicates the level two 

responses for the pre-test and post-test of the experimental and comparison groups. 

 

Figure 3.5: Level two responses 

Compared to the level zero and level one responses, the responses of both the 

experimental and the comparison groups showed a relatively high number of level 

two emotion words in the pre-test. Both groups presented with a decrease in level 
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comparison group that showed a decrease of 12 points (from 38 to 26) from pre- to 

post-test. It could be argued that the notable decrease in the number of level two 

responses for the experimental group was due to their exposure to the EA 

Programme, however the findings cannot be interpreted without considering the 

findings on the other emotion word levels. 

 Level three responses 

Level three responses reflect unidimensional or single emotions such as “I feel sad” 

or “I feel happy” (refer Appendix F). Although level three responses indicate words 

with a higher emotion value than level zero to level two responses, they are 

presented as single emotion words and do not provide a rich description of emotions 

(Knoetze, 2012:194). Level three responses therefore reflect emotion words used in 

isolation and do not represent combinations of emotion words. Most of the 

responses given by the respondents, both in the pre-test and the post-test, were of 

this nature, as indicated in Figure 3.6 below. 

 

Figure 3.6:  Level three responses 
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experimental group increased by 35 responses; from 104 in the pre-test to 139 

responses in the post-test. The responses of the comparison group increased by 24; 

from 135 responses in the pre-test to 159 in the post-test. 

The experimental group showed a greater increase in level three responses from the 

pre-test to the post-test than the comparison group. The increase could be because 

of their exposure to the EA Programme, especially if interpreted together with the 

decline in level two responses in the post-test, as indicated in previously. These 

findings could indicate an increase in their emotional vocabulary. It should be noted 

that the findings for the comparison group in terms of level three as well as level two 

responses show a similar pattern, though not to the same extent as that of the 

experimental group. 

 Level four and five responses 

No level four or five emotion words were scored for either the experimental or the 

comparison group. Level four responses indicate a combination of emotion words 

that provide a more complex description of an emotion, for example indicating that 

the person feels sad as well as angry in the same situation; thus a combination of 

two or more level three responses. Level five responses are scored based on a level 

four response for both the self and for others in response to a scenario in the 

questionnaire (refer Appendix F). As there were no level four responses, it is evident 

that there would be no level five responses. 

The fact that no level four responses were evident in the questionnaires indicate that 

no respondents in the experimental and the comparison groups provided answers 

that contained a combination of two or more clearly distinguishable level three 

responses. Level four responses point to a higher complexity in emotional 

vocabulary. The absence of level four responses indicates that the EA Programme 

did not enhance the emotional vocabulary of the respondents in the experimental 

group on this level. 

3.4.2.1.2 Summary of frequency of emotion word responses 

A summary of the emotion word responses for the experimental group and the 

comparison group in the pre-test and post-test is provided in Figure 3.7 below. 
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Figure 3.7: Pre-test and post-test emotion word response frequencies in the 
                   experimental and comparison group  

As indicated in Figure 3.7 the responses on level zero and level one were generally 

low in the pre-test and post-test of both groups. Level zero and level one responses 

for both groups were more or less similar.  

A difference in responses between the experimental and the comparison groups is 

more notable when looking at level two and level three responses. In the pre-test the 

experimental group had a slightly higher frequency of level two responses (52 

responses) than the comparison group (38 responses). A comparison between the 

frequencies of level two responses between the pre-test and the post-test for the two 

groups show a notable decline in level two words in the experimental group (a 

difference of 31 responses), compared to the decline in level two words in the 

comparison group (a difference of 12 responses). In terms of level three words, the 

experimental group showed an increase of 35 responses from the pre-test to the 

post-test, while the comparison group showed an increase of 24 responses from pre- 

to post-test. 

When considering the total changes in the level two and level three words from pre- 

to post-test, it transpires that the extent of change was notably higher in the 

experimental than in the comparison group. In this regard the decline in level two 
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words from the pre- to the post-test was greater in the experimental group than in the 

comparison group. A similar pattern was observed in terms of the increase in level 

three words, where the increase in these words from the pre- to the post-test was 

greater in the experimental group than in the comparison group. The decline of 31 

level two responses and the increase of 35 level three responses in the experimental 

group add to a total of 66 words. In the comparison group the decline of 12 level two 

responses and the increase of 24 level three responses between the pre-test and the 

post-test, amount to 36 responses. Combined, these findings indicate a more 

prominent positive change in the levels of emotion words in the experimental group. 

In both groups there were no level four and five responses, indicating that none of 

the respondents in the study did at any time make use of responses that represented 

a combination of level three emotion words. The difference between the two groups 

in terms of the frequencies of emotion words on levels two and three, could indicate 

that exposure to the EA Programme enhanced the emotional vocabulary of the 

experimental group, even though only up to level two and three words.  

As in the study by Knoetze (2012:200), the complexity of emotion words could also 

be indicated by the use of strong and weak emotion words. The prevalence of strong 

and weak emotion words in the responses in this study is discussed in the next 

section. 

3.4.2.1.3 Strong and weak emotion words  

In her study Knoetze (2012:200) states that weak emotion words such as happy, 

sad, bad, glad and better are used in everyday life. She indicates that strong emotion 

words add suggestive meaning to a feeling or emotional experience and include 

words such as excited, disappointed, furious, shocked, surprise, worried and 

surprised. The prevalence of weak and strong words used by respondents in the 

experimental group and the comparison group is presented subsequently. A 

decrease in weak emotion words or an insignificant increase in strong emotion words 

would indicate that the respondents did not learn to use more emotion-laden words. 

On the other hand, an increase in strong emotion words or decline in weak emotion 

words in the responses of the experimental group would mean that the EA 

Programme enhanced their use of more emotion-laden words.  
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The use of weak emotion words by respondents in the experimental group and the 

comparison group will first be discussed, followed by the discussion on the use of 

strong emotion words by the respondents in two respective groups. 

 Weak emotion words 

The use of weak emotion words by the respondents in the experimental group in the 

pre- and post-test is presented in Figure 3.8 below.  

 

Figure 3.8: Weak emotion words used by the experimental group  

As indicated in Figure 3.8 the words happy and sad were the words that stood out as 

the words mostly used by the participants in the experimental group. This was the 

case for both the pre-test and the post-test. Overall there was not a marked 

difference in the use of weak emotion words between the pre-test and post-test. The 

words that showed the most change in the frequency of use from pre- to post-test, 

were sad, which decreased by nine (9) counts (from 55 to 46) and scared, which 

showed an increase of 13 counts (from nine to 22). Some words showed minimal 

change. These words are happy (an increase by one count from 39 to 40), OK (a 

decrease by three counts from four to one), and good (a decrease by two counts 

from six to four). The frequency of the words angry, sorry and bad remained the 

same from the pre- to the post-test. The relatively high increase in the word scared is 
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noted. Although it is a weak emotion word, it is recognised that children generally 

steer away from expressing painful emotions (Oaklander, 2006:41-42), of which the 

word scared is an example. The experimental group used a total of 138 weak 

emotion words in the pre-test, which remained at 138 in the post-test. 

The use of weak emotion words by the respondents in the comparison group is 

presented in Figure 3.9 below.  

 

Figure 3.9: Weak emotion words used by the comparison group  

The comparison group only used a variety of three weak emotion words in the pre-

test, namely the words sad, happy and angry.  In the post-test, the use of the word 

sad showed a decrease by nine (9) counts (from 22 to 13 responses), the word 

happy showed an increase by seven (7) counts (from five to 12 responses), and the 

word angry stayed the same at five (5) counts. The participants used a number of 

new weak emotion words in the post-test, namely scared, bad, sorry and good, 

however all with a low frequency of between one (1) and three (3) counts. In total, 

the comparison group used 32 weak words in the pre-test and 38 in the post-test. 

When comparing the variety of weak emotion words used by the experimental 

group with those used by the comparison group, the general pattern shows that both 

groups mostly used the emotion words happy and sad, both in the pre-test and the 

post-test. However, in the pre-test there was a noticeable difference in the variety of 

0

5

10

15

20

25

sad happy angry scared bad sorry good

Pre-test

Post-test

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

© University of Pretoria 



76 
 

weak emotion words used by the experimental group as compared to the 

comparison group - the experimental group used eight (8) different weak words to 

describe emotions, while the comparison group used only three (3) different weak 

emotion words. In the post-test the variety of words were almost equal between the 

groups, with the experimental group using eight (8) weak words and the comparison 

group using seven (7) weak emotion words. The variety of weak words in the 

experimental group remained constant from the pre-test to the post-test, while the 

respondents in the comparison group used a larger variety of weak words in the 

post-test than in the pre-test. 

Another pattern that appeared in the findings, was related to the total number 

(frequency) of weak emotion words used by the respondents in the two groups 

respectively. The respondents in the experimental group used a total of 138 weak 

emotion words in the pre-test, which remained the same in the post-test. In this 

group, the variety and total number of weak words thus remained constant from the 

pre-test to the post-test. The respondents in the comparison group used a total of 32 

weak emotion words in the pre-test. These increased to 38 words in the post-test 

and shows a similar pattern to the variety of weak words, which also showed an 

increase from the pre-test to the post-test. The strong emotion words used by the 

respondents in the experimental and the comparison groups will be discussed next. 

 Strong emotion words 

The strong emotion words used by the participants in the experimental group are 

presented in Figure 3.10 below. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

© University of Pretoria 



77 
 

 

Figure 3.10: Strong emotion words used by the experimental group 

The respondents in the experimental group made limited use of strong emotion 

words in the pre-test, both in terms of the variety and the frequency of words. 

Overall, the number (frequency) of strong emotion words in the pre-test and the 

post-test was low. In the pre-test 12 strong emotion words were used and in the 

post-test 19 strong emotion words were used.  

In terms of variety, five (5) strong emotion words were used by the respondents in 

the experimental group in the pre-test, namely disappointed, confused, nervous, 

excited and upset. This group showed an increase in strong emotion words used in 

the post-test. Although the frequency of use of two words showed a decrease by one 

count from the pre-test to the post-test, seven (7) new words, namely depressed, 

shocked, surprised, loved, satisfied, frustrated and relieved, were used in the post-

test. As the word upset was not used again in the post-test, the variety of strong 

emotion words amounted to 11 different words in the post-test, however still with a 

limited frequency. The increase in the frequency and the variety of strong emotion 

words in the post-test could possibly be ascribed to exposure to the EA Programme. 

The use of strong emotion words by the respondents in the comparison group is 

presented in Figure 3.11 below. 
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Figure 3.11: Strong emotion words used by the comparison group  

The participants in the comparison group used a variety of eight (8) strong emotion 

words during the pre-test. The words used in the pre-test were the following, with 

the frequency of responses for each indicated in brackets: disappointed (6), 

surprised (4), positive (1), concerned (6), anxious (1), excited (10), curious (1), and 

shocked (2). In this group the frequency of strong emotion words in the pre-test was 

higher (a total of 31 responses) when compared to the total of 12 strong emotion 

words in the pre-test responses of the experimental group. There was however a 

decline in the variety of strong emotion words in the post-test of the comparison 

group, with only five (5) words being used: proud (1), brave (1), guilty (2), concerned 

(3), and shocked (1). For this group, the total frequency of strong emotion words 

dropped from 31 in the pre-test to eight (8) in the post-test. 

For both the experimental and the comparison group the frequency of the use of 

strong emotions words was low when compared to the frequency of weak emotion 

words. In the experimental group, the total frequency of strong emotion words for the 

pre- and post-test was 31, compared to the total frequency of 276 weak emotion 

words in the pre- and post-test. In the comparison group, the total frequency of the 

strong emotion words in the pre- and post-test was 39, while the total frequency of 

weak emotion words in the pre- and post-test for this group was 70. The increase in 

the use of strong emotion words in the experimental group in the post-test and the 
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concurrent decrease in the use of strong emotion words in the comparison group, 

could indicate that the EA Programme had a positive effect on the use of strong 

emotion words in the experimental group. An overview of the use of weak and strong 

emotion words is presented in Table 3.2 below. 

Table 3.2: Weak and strong emotion words used by the experimental and 

comparison groups 

Group  Pre-test Post-test Total 

Experimental group  Weak emotion words 138 138 276 

Strong emotion words   12  19   31 

 Total: 150 157 307 

Comparison group Weak emotion words    32   38 70 

Strong emotion words    31    8   39 

 Total: 63 46 109 

 

An overview of the findings in this section, as presented in Table 3.2, indicates that 

the respondents in the experimental group tended to use more emotion words (307 

words in total) than those in the comparison group (109 in total) in the pre-test and 

the post-test combined. When comparing the two groups in terms of weak and 

strong emotion words, it is evident that the experimental group used a markedly 

higher number of weak emotion words than the comparison group. For the pre- and 

post-test combined, the experimental group presented with a total of 276 responses, 

compared to the 70 responses by the respondents in the comparison group in the 

two tests. Although the comparison group used a higher number of strong emotion 

words in the pre- and post-test combined (39 responses), this was not much higher 

than the combined frequency for the experimental group (31 responses).  

The above results are presented taking into account the number of respondents in 

each group, as well as the age range of the respondents in the two groups. Given 

the fact that there were 14 respondents in the experimental group and two more 

respondents in the comparison group, the difference in the total emotion word 

responses indicate that the experimental group seemed to have a much more 

frequent use of emotion words than the comparison group, though mostly in terms of 

weak emotion words. The use of more strong emotion words by the comparison 
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group (a total of 39 words) than the experimental group (a total of 31 words) in the 

pre- and post-test combined, could possibly be ascribed to the difference in age 

between the two groups. On average, the respondents in the comparison group were 

one year older than those in the experimental group, which could benefit them in 

terms of a more advanced emotional vocabulary. However, it is noticed that the 

number of strong emotion words used by the respondents in the comparison group 

showed a decline from the pre-test to the post-test (from 31 to 8 emotion words), 

while the strong emotion words in the experimental group showed an increase from 

pre- to post-test (from 12 to 19 words). Although it is not possible to explain this drop 

in strong words in the comparison group, it could be that the EA Programme 

contributed to the increase in strong emotion words in the experimental group. 

However, it is recognised that this increase was relatively limited. 

In the next section, the levels of emotional awareness in the two groups will be 

discussed.   

3.4.2.2 Sub-section 2: Emotional awareness levels 

Bajgar and Lane (2003) developed the LEAS-C as a standardised questionnaire for 

measuring the levels of emotional awareness of children. The measurement entails 

that the responses of the respondents to the scenarios depicted in the questionnaire 

add up to a total score according to a specified method of scoring. This method 

entails that the highest score for the self and the other is indicated as the final score 

in each scenario in this study. The sum of the highest score for each scenario then 

amounts to the total score for the respondent. The combined individual scores of the 

respondents in a specific group (i.e. the experimental and the comparison group) 

provide the total score for the group as a whole. The measurements for the levels of 

emotional awareness of both the experimental and comparison group are provided in 

this section. Firstly, Figure 3.12 indicates the level of emotional awareness for the 

experimental group in the pre-test and the post-test. 
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Figure 3.12: Level of emotional awareness: experimental group 

The total score for emotional awareness of the experimental group in the pre-test 

was 421, while their total score in the post-test add up to 427. An increase of six (6) 

points (1.4%) from the pre-test to the post-test was noted. This change can be 

regarded as a marginal increase. 

The level of emotional awareness for the comparison group in the pre- and post-

tests are presented in Figure 3.13 below. 
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Figure 3.13: Level of emotional awareness: comparison group  

As indicated in Figure 3.13 there was an increase in the pre-and post-test scores in 

the comparison group, from a score of 497 in the pre-test to 516 in the post-test. The 

difference of 19 (3.8%) between pre- and post-test scores shows a larger difference 

than that for the respondents in the experimental group.  

The fact that the comparison group showed a higher percentage difference in the 

levels of emotional awareness than the experimental group, indicates that the EA 

Programme did not have a marked influence on the levels of emotional awareness of 

the experimental group.  

3.5 DISCUSSION OF EMPIRICAL RESULTS 

The goal of the study was to evaluate the effectiveness of the EA Programme 

developed by Knoetze (2012) in enhancing the emotional awareness of children in 

middle childhood in an educational setting. In this study, the programme was 

implemented in a private school that provides education for children with a learning 

disability. The study was guided by a hypothesis and sub-hypotheses. The 

hypothesis for the study was: If an emotional awareness programme is implemented 

for children in middle childhood within the educational system, then the level of 

emotional functioning of the learners will be enhanced. 
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The sub-hypotheses were as follows: 

 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.  

Knoetze (2012:212) indicated the following aspects according to which it could be 

determined whether the findings support the hypotheses, namely emotional 

expression and vocabulary, level of emotional awareness, and the general success 

of the EA Programme within the educational system. 

3.5.1 Emotional expression and vocabulary 

The ability to acquire words to label emotions and to talk about emotions are 

important skills that children need to acquire (De Klerk & Le Roux, 2003:16; 

Ioannidou & Konstantikaki, 2008:122). According to Blom (2006:124-125) children 

should acquire an emotional vocabulary and become aware of emotions in general 

to help to talk about their emotions, experience the emotion, own and express the 

emotion, and learn different handling strategies for emotions. 

When comparing the emotion responses of the respondents in the experimental and 

the comparison groups, it appears that the EA Programme had a positive effect on 

the emotional vocabulary and expression of the respondents in the experimental 

group. In the findings related to the different levels of emotion responses, the 

respondents in the two groups both showed a limited use of level zero and level one 

responses. Differences in the pre-test and post-test results of the two groups were 

more noticeable in their use of level two and level three responses. The experimental 

group showed a decrease of 31 responses in level two responses and an increase of 

35 level three responses from the pre-test to the post-test, compared to a smaller 

decrease of level two responses (12 points) and a smaller increase in level three 
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responses (24 points) between the pre-test and the post-test of the comparison 

group. A decrease in the level two responses and an increase in level three 

responses are indicative of enhanced emotional vocabulary. The greater difference 

in the pre-test post-test results of the experimental group than in the comparison 

group, could indicate that the EA Programme enhanced their emotional vocabulary 

and emotional expression. 

None of the respondents made use of level four or level five responses. Where level 

three responses indicate the use of single emotion words, level four words indicate 

more complex emotion responses in which emotion words are combined to provide a 

rich description of emotions, while level five responses indicate the ability to describe 

emotions in the self and in others. Thus, although the EA Programme appears to 

have enhanced the emotional vocabulary and expression of the participants in the 

experimental group, more complex emotion responses were not enhanced. This 

outcome could possibly be related to the fact that the respondents in the study were 

children who experienced a learning disability, and might require longer exposure to 

the EA Programme in order to achieve level four and/or level five responses. 

Although children in middle childhood are generally able to understand and express 

complex emotions and understand the emotions of others (Berk, 2013:419), Louw 

and Louw (2007:232) mention that children with a learning disability experience 

challenges to take in, retain, or express information. 

The level of emotional vocabulary and emotional expression in this study was also 

determined by measuring the respondents‟ use of weak and strong emotion 

words. The pre- and post-test results showed that the number of weak words used 

by the respondents in the experimental group remained constant from the pre- to the 

post-test, while they showed a limited increase in strong words. In contrast, the 

comparison group showed quite a noticeable decline in strong words and a limited 

increase in weak words used from the pre-test to the post-test measurement. The 

findings related to weak and strong words indicate that the EA Programme appeared 

to enhance the emotional vocabulary and emotional expression of the respondents 

in the experimental group.  
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The above findings support the hypotheses that the EA Programme enhanced the 

respondents‟ ability to discriminate between different emotions (sub-hypothesis 2) 

and to verbalise and „own‟ their emotions (sub-hypothesis three).  

3.5.2 Emotional awareness 

Blom (2006:53) argues that emotional awareness is the process where a child knows 

what he is feeling, thinking and how he will react to the emotion. Emotional 

awareness is a cognitive ability and the skills of emotional awareness can thus be 

learnt (Bajgar et al., 2005:572). Knoetze (2012:109-110) indicates that emotional 

awareness develops from a very basic level where no emotion is experienced, to 

physical experiences of emotions, followed by identification and understanding of 

emotions, and finally full awareness of emotions and the use of emotions to direct 

one‟s decisions and behaviour. In this study, scoring of emotional awareness were 

conducted according to five levels, namely physical sensations, actions, single 

emotions, blends of emotions, and the capacity to understand emotion in the self and 

in others (Szczyiel et al., 2011:433).  

The findings of the study indicate that the levels of emotional awareness of the 

respondents in the comparison group showed greater change (3.8%) than those of 

the respondents in the experimental group (1.4%). Based on the findings, the 

conclusion is made that the EA Programme was not effective in enhancing the 

emotional awareness of the participants in the experimental group. The findings thus 

refute the first sub-hypothesis of the study that the EA Programme would enhance 

the participants‟ ability to be in contact with their emotions. It is again noted that in 

both the experimental and the comparison groups, none of the participants reached 

the higher levels of emotional awareness words, namely level four and level five 

words. 

Emotional awareness is a core skill for developing emotional intelligence (Bajgar et 

al., 2005:569). Emotional intelligence has numerous advantages, for example an 

improvement of communication, coping skills, interpersonal relationships, self-

esteem and academic performance (Ioannidou & Konstantikaki, 2008:118; Louw & 

Louw, 2007:245). Children with a learning disability experience challenges mainly in 

four areas of their functioning, namely their social skills, self-concept, friendships, 

and classroom networks (Vaughn et al., 2011:49). It is evident that the advantages of 
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emotional intelligence can benefit children with a learning disability in relation to all of 

these areas. It could thus be of value to present an emotional awareness programme 

to these children within the educational setting. This aspect is discussed in the next 

section. 

3.5.3 Success of the EA Programme within the educational setting  

The findings of the study indicate that the EA Programme was effective in enhancing 

the emotional expression and vocabulary of the respondents in the experimental 

group, however only up to level three responses. The EA Programme did however 

not result in a marked increase in their total levels of emotional awareness. The 

respondents in this study were children in middle childhood with a learning disability, 

who are considered as children who face many challenges in their personal 

functioning (Kam et al., 2004:44; Vaughn et al., 2011:49) in addition to the 

challenges that are usually related to school entry such as adhering to specific rules, 

discipline and standards of behaviour (Foley et al., 2001:198; Seefeldt, 2005:134-

135).  

Due to the challenges that children with a learning disability tend to experience in 

terms of taking in, retaining and expressing information (Louw & Louw, 2007:232), it 

might be necessary to change the way in which the EA Programme is implemented. 

The researcher observed that the respondents at times struggled to understand the 

questions in the questionnaire, found it difficult to focus on the long stories, and 

experienced challenges in fully expressing themselves on paper. A lot of time went 

into explaining activities and the questionnaire. It seemed that the amount of 

information in the different modules of the programme posed a challenge to many of 

the respondents. The researcher observed that these factors made the presentation 

of the programme more difficult as the respondents required more assistance. In the 

case of educational settings for children with a learning disability, it needs to be 

taken into account that the schedule of medication can affect a child‟s ability to 

concentrate. Some of the respondents in the study had to take medication for ADHD 

at certain intervals during the day (Steenkamp, 2015).  

Based on the experience of implementing the EA Programme during the study, the 

researcher is of the opinion that the EA Programme can be successfully integrated 

within the educational setting. Emotional awareness is a cognitive skill that can be 
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taught and programmes to enhance the emotional awareness of children therefore 

fits with the overall goal of the educational setting, namely that of teaching. The 

researcher also supports the implementation of the EA Programme during the school 

hours, as the formal classroom setting seemed to help the respondents to focus on 

the activities.  

Apart from their responsibility for teaching, schools are increasingly required to 

provide services that enhance the social and emotional functioning of learners 

(Cowie et al., 2004:25; Foley et al., 2001:199; Leach, 2009:183). Berridge et al. 

(2012:6) describe such services as higher care. Implementation of programmes such 

as the EA Programme can thus assist schools in performing their duties related to 

higher care and contribute to what Foley et al. (2001:198) would refer to as a healthy 

school. 

3.6 SUMMARY 

This chapter focused on the research methodology, the ethical considerations for the 

study, as well as the research findings. The research findings indicated that the EA 

Programme had a positive effect on the emotional vocabulary and expression of the 

respondents in the experimental group, who were exposed to the programmes. 

However, it could not be concluded that the programme enhanced the levels of 

emotional awareness of these respondents. The conclusions and recommendations 

that are based on the findings of the study will be presented in Chapter 4.  
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CHAPTER 4 

CONCLUSIONS AND RECOMMENDATIONS 

4.1 INTRODUCTION 

The main focus of the study was to evaluate the effectiveness of the EA Programme 

with children in middle childhood in a school setting. In the literature review it was 

made clear that emotional awareness is a prerequisite for emotional intelligence and 

that enhancing the emotional awareness of children could improve their overall 

functioning. The study was conducted in a private school for children in middle 

childhood who experience learning disabilities. 

The purpose of this chapter is to present the conclusions based on the research 

findings, and to propose recommendations regarding the implementation of the EA 

Programme and possible further research. This researcher also indicates how the 

goal and objectives of the study have been met.  

4.2 GOAL AND OBJECTIVES OF STUDY 

The goal of the study was to evaluate the effectiveness of an emotional awareness 

programme for children in middle childhood in a private school setting in Pretoria.   

The objectives for the study were:  

 To conceptualise emotional awareness theoretically with specific emphasis on 

children in the middle childhood developmental phase within 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 increase the ability 

of children in middle childhood to discriminate between 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.   
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The EA Programme developed by Knoetze (2012) was implemented with 14 

respondents who formed the experimental group and 16 respondents who formed 

the comparison group for the study in order to test the following main and sub-

hypotheses of 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 

learners 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.  

The literature review in Chapter 2 provided the background to the study, while the 

research findings of the study were presented in Chapter 3. Following, the 

researcher will present the conclusions for the study, based on the literature review 

and the research findings.  

4.3 CONCLUSIONS 

The improvement of emotional awareness was the core focus of the study. 

Emotional awareness is a pre-requisite for emotional intelligence (Bajgar et al., 

2005:569; Ioannidou and Konstantikaki, 2008:121; Louw & Louw, 2007:245; Mayer & 

Salovey, 1997:20). When conducting the literature review for the study it became 

clear that there is more literature available regarding emotional intelligence than on 

emotional awareness. Emotional awareness refers to the ability to identify and 

describe one‟s emotions, and to identify and describe the emotions of others 
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(Geldard et al., 2013:369; Knoetze, 2012:109-110; Mancini et al., 2013:375). 

Emotional awareness holds various advantages for the psychosocial functioning of 

children, for example to prepare them for situations and how to adapt to different 

scenarios (Veirman et al., 2011:265) and to enhance their social relationships and 

prevent emotional and behavioural problems (Mancini et al., 2013:375).  

Middle childhood was the developmental phase that the research focussed on. 

This is a phase where friends become more important and children enter school, 

which present more challenges to a child‟s psychosocial functioning (Berk, 2013:6; 

Louw & Louw, 2014:225). Due to the advantages of emotional awareness for 

people‟s psychosocial functioning, children in middle childhood could therefore 

benefit from enhancing their emotional awareness.  

The EA Programme developed by Knoetze (2012) was evaluated in the study. The 

EA Programme was based on Gestalt principles (Knoetze, 2012:24; Henderson and 

Thompson, 2011:221). The theoretical framework for the study was the Gestalt 

approach. This approach emphasises the concept of holism. Holism refers to the fact 

that children function as a holistic entity (Blom, 2006:22). Enhancing a child‟s 

emotional awareness can therefore benefit all aspects of the child‟s functioning. The 

EA Programme was developed for children in middle childhood (Knoetze, 2012) and 

was therefore applicable to the population for this study. The EA Programme was 

previously presented at a public school with good results, namely a 20.79 % 

increase in emotional awareness (Knoetze, 2012:228). The current study showed 

less improvement than in the study by Knoetze. Although there was an improvement 

in the respondents‟ emotional vocabulary and expression, this improvement was only 

up to level three words, implying that more complex vocabulary and expression of 

emotions was not enhanced. Furthermore, it could not be concluded that the 

programme enhanced the level of emotional awareness of the respondents in the 

experimental group. The limited effects of the programme could possibly be 

attributed to the fact that the respondents in this study were children with learning 

disabilities. A child with a learning disability as stated by Louw and Louw (2007:23) is 

a child who struggles to comprehend, store, and repeat information. The researcher 

proposes that the programme in its present format might have been beyond a level 

which the respondents could fully master. The EA Programme could for example be 

presented over a longer period of time, so that there is less information to be 
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mastered in each lesson. Despite the more limited effects of the EA Programme in 

this study, the findings are promising, given the fact that the respondents were 

children with a learning disability. These children experience challenges in terms of 

their social functioning in addition to the challenges that are characteristic of the 

school setting and could benefit from the EA Programme; however, one that is 

adapted to their situation. 

A standardised questionnaire, the LEAS-C developed by Bajgar and Lane (2003), 

was the measuring instrument used in the study. The LEAS-C included a 

questionnaire, scoring manual and glossary of words. The questionnaire consisted of 

twelve hypothetical scenarios to which the respondents had to provide a response 

for self and others. As indicated in the discussion of the EA Programme above, it has 

to be taken into account that the respondents in this study experienced learning 

disabilities which could affect their ability to understand and complete the 

questionnaire. Aspects such as difficulty in comprehension and writing, as well as 

poor concentration and the lowered effectiveness of medication at certain times of 

the day, could have played an additional role in the completion of the questions in 

the questionnaire. Children with learning disabilities could be expected to take more 

time and need more assistance in completing the questionnaire.  

As schools have an increasing responsibility to provide social care for children 

(Berridge et al., 2012:6; Cowie et al., 2004:25; Eaude, 2006:63), the EA Programme 

can be regarded as a suitable intervention for this purpose. Enhanced emotional 

awareness could be specifically relevant for children who experience learning 

disabilities, as these children experience additional challenges to the general 

challenges related to the school environment. These challenges involve aspects 

such as their academic performance, social skills, behaviour, self-concept, 

friendships, isolation and emotional problems (Kam et al., 2004:66; Vaughn et al., 

2011:49). Children with disabilities therefore need interventions to enhance their 

psychosocial competence (Henderson & Thompson, 2011:704-705; Kam et al., 

2004:66). The researcher experienced that, with the cooperation of the school 

principal and staff members, it was possible to integrate the programme into the 

school day. 
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4.4 RECOMMENDATIONS 

Based on the research findings, the following recommendations are made:  

 The EA Programme was developed for children in middle childhood in an 

educational setting and has proved to be effective in a main stream school. As 

children with learning disabilities present with certain challenges that may affect 

aspects such as their reading, writing and concentration, it is recommended that 

the presentation of the programme be adapted to the characteristics and needs 

of the learners. It could be beneficial if the programme can be presented over a 

longer period of time and structured over more sessions, each with a shorter 

duration. A co-presenter can be involved to ensure that all the children that attend 

the programme obtain sufficient support to optimally gain from the programme. 

Social workers, psychologists and teachers who work in schools for children with 

learning disabilities, could explore how the programme can be adapted to best 

suit the needs of the children. 

 As emotional awareness could be of great benefit to children with learning 

disabilities and help them to deal with the specific challenges they experience, it 

is recommended that adaptations of the EA Programme, as indicated above, be 

studied in populations of children with different learning disabilities. The 

researcher further recommends studies that include larger samples in order to 

draw more valid conclusions on the effectiveness of the EA Programme to 

enhance the emotional awareness of children with learning disabilities. The 

research could be conducted by social workers and psychologist in the school 

settings, or by university students who study in these fields. 

 Future studies that include learners with learning disabilities such as ADHD might 

be more effective if it can be presented in the morning as learners mostly receive 

their medication in the mornings, which will enable them to focus better on the 

programme content. Social workers or other staff members who implement the 

programme should thus consult with the principal and staff of schools to 

determine a suitable time to present the programme, taking into account the 

medication schedules of the learners. 
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 It is recommended that the Department of Education considers further studies on 

the inclusion of the EA Programme or similar programmes as part of the school 

curriculum, in order for schools to fulfil their task in terms of the social care of 

learners. 

 The study was conducted in a private school. Future studies can include different 

settings such as public schools and alternative care institutions. 

4.5 ACCOMPLISHMENT OF THE GOAL AND OBJECTIVES OF THE STUDY  

The goal of the study was to evaluate the effectiveness of an emotional awareness 

programme for children in middle childhood in a private school setting. The 

accomplishment of the five objectives that were set in order to achieve the goal of 

the study is discussed in this section. Each objective will be listed and the researcher 

will indicate how it was achieved. As objectives two, three and four were achieved by 

means of the empirical study, the achievement of these objectives will be discussed 

together.  

 Objective 1: To conceptualise emotional awareness theoretically with specific 

emphasis on children in the middle childhood developmental phase within an 

educational setting 

This objective was achieved by means of a literature review. The main concepts 

underlying the topic of the study was discussed in Chapter 2, including a discussion 

of emotional awareness, emotional intelligence, middle childhood, and the child in 

the educational setting.  

 Objective 2: To evaluate whether an emotional awareness programme will 

enhance the ability of children in middle childhood to be in contact with their 

emotions. 

 Objective 3: To evaluate whether an emotional awareness programme will 

increase the ability of children in middle childhood to discriminate between 

emotions. 

 Objective 4: To evaluate whether an emotional awareness programme will 

enhance the ability of children in middle childhood to verbalise and „own‟ their 

emotions. 
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The researcher achieved the above three objectives through the analysis of the data 

obtained in the pre-tests and post-tests that were conducted with the respondents in 

the experimental and the comparison groups, before and after the presentation of 

the EA Programme was presented at a school. It was concluded that the EA 

Programme enhanced the emotional vocabulary and expression of the respondents 

up to a certain level, however did not show conclusive results in terms of enhancing 

their levels of emotional awareness. 

 Objective 5: To draw conclusions about the applicability of the emotional 

awareness programme in a private school setting.   

The conclusions of the study, as stated above, contains conclusions about the 

applicability of the emotional awareness programme in a private school setting. 

Recommendations to adapt the programme to the school context of children who 

experience learning disabilities, are included in this section.  

4.6 SUMMARY 

Emotional awareness is a crucial aspect of a child‟s development and can benefit 

children in middle childhood who have to cope with the demands involved in 

adjusting to the school environment. An emotional awareness programme can be a 

suitable intervention to achieve this goal. As children with learning disabilities 

experience additional challenges related to their academic work and psychosocial 

functioning, the enhancement of emotional awareness could be of specific 

advantage to these children.  

In this study, an emotional awareness programme was presented and evaluated. It is 

recommended that further research be conducted in terms of the presentation of 

emotional awareness programmes in schools responsible for the education of 

children with learning disabilities.   
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