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Abstract

This PhD thesis explores the impact of emotional intelligence (El) on the effectiveness of
schoolteachers to deliver primary Physical Education (PE) in England. Emotional intelligence,
broadly defined as the ability to monitor, understand, and manage emotions in oneself and
others, is increasingly recognised as a vital skill in various professional fields, including
education (Bar-On, 1997; Goleman, 2001; Mayer, Caruso, & Salovey, 1999). Despite the
extensive research on the role of emotional intelligence in classroom teaching, there is a notable
gap in the literature regarding its application in primary PE (Deci & Ryan, 2008; Domville et
al., 2019; Kremenitzer & Miller, 2008). This doctoral research investigates the specific facets
of emotional intelligence that contribute to successful PE teaching and evaluates the
effectiveness of targeted emotional intelligence training for primary school teachers. The PhD
research is structured around four discrete but interconnected studies, which collectively
contribute towards developing a richer and more nuanced understanding of how emotional
intelligence influences primary PE teaching, as well as how best to support teachers in training

of emotional intelligence via online CPD.

Study 1 was a pilot study to examine how the emotional intelligence of the teacher and its
utilisation while teaching could enhance the delivery of primary PE and to check that research
tools and methods were suitable for use in the rest of the thesis. Six teachers took part in semi-
structured interviews and completed the Trait Emotional Intelligence Questionnaire (TEIQue)
and the (ability-based) Emotional Intelligence Questionnaire Version Two (EIQ-2). They were
then observed teaching primary PE on three occasions using a bespoke observation template
and completed a self-reflection journal. The key findings were that after reflecting on their
utilisation of emotional intelligence in three PE lessons through the journals, the teachers felt
more confident to deliver primary PE. In addition, several changes were made to the research
tools for future use in the thesis, such as to use of the emotional intelligence tests for study two,

to shorten the reflective journal and to use a Dictaphone for data collection.

Study 2 considered the specific facets of emotional intelligence exhibited by primary school
PE teachers, this time focusing on lessons across the different key stages. Employing a mixed-
methods approach, 17 teachers undertook the EIQ-2 test, were observed teaching two PE
lessons to different key stages, completed a reflective journal and took part in semi-structured

interviews. The triangulation of the data helped to identify notable differences in the way



teachers applied emotional intelligence when teaching to different age groups, with certain
facets, such as ‘emotional regulation and empathy,’ being particularly important in managing

younger pupils.

The purpose of the third study (16 primary teacher participants) was to develop (based on the
findings of Study 1 and 2) and evaluate a bespoke on-line training programme, "Training
Emotional Intelligence in Primary PE" (TEIPPE), designed to enhance the emotional
intelligence of primary school teachers, specifically in the context of PE. The programme
educated the teachers on the importance of emotional intelligence in fostering engaging and
supportive learning environments and gave suggestions for how various facets of emotional
intelligence could be utilised to improve PE lessons. After training on the TEIPPE programme
the teachers gave feedback on their experience and its effectiveness via focus group discussions.
The programme was generally well-received, suggestions were made for improvements and
the teachers reported on how it could build on their confidence and ability to manage the

dynamics in a PE lesson.

The fourth and concluding study evaluated the effectiveness of a revised and updated CPD
programme (TEIPPE-2) for 17 primary PE teachers. The teachers were observed teaching two
PE lessons pre- and post-training on the TEIPPE-2 programme. After the pre-training
observation the teachers were provided with a feedback form (based on the observations) by
the researcher, explaining which facets of emotional intelligence were used and could be used
to improve the PE lesson. After the post-training session the teachers were again provided
feedback on how their session had changed and the teachers completed a self-reflection journal
on the process. The findings were that training on the TEIPPE-2 programme led to
improvements in the ability of the teachers to manage classroom dynamics, build positive
relationships with pupils, and adapt their teaching strategies to meet the emotional needs of
their pupils. Moreover, these teachers reported increased confidence and job satisfaction, which
positively influenced the overall effectiveness of their PE teaching.

The thesis findings underscore the importance of emotional intelligence in the specific context
of primary PE. The overall conclusions are that teachers with higher or improved emotional
intelligence were more capable of delivering engaging and motivating PE lessons. The
TEIPPE-2 was effective in developing the use of relevant facets of emotional intelligence in

primary teachers when teaching PE, but such training should be integrated into initial teacher



education and professional development to ensure that all teachers are equipped with the

necessary emotional skills to support their pupils effectively.
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Chapter 1 Introduction

1.1 Introduction

Emotional intelligence (EI) is increasingly recognised as a critical skill for primary education
teachers, as it can significantly enhance pupils’ enthusiasm and passion for learning (Mortiboys,
2005; Mouton, Hansenne, Delcour, & Cloes, 2013; Sutton & Wheatley, 2003). Some scholars
define emotional intelligence as the ability to monitor and understand both one's own emotions
and those of others, using this awareness to guide thinking and behaviour. Others describe it as
the capacity to perceive, control, evaluate, and express emotions (Bar-On, 1997; Goleman,
2001; Mayer, Caruso, & Salovey, 1999). The concept of emotional quotient (EQ), introduced
by Beasley (1987), is often used interchangeably with emotional intelligence, a term originally
coined by Peter Salovey and John D. Mayer in 1980. The "quotient™ aspect refers to the
measurement of underlying abilities or traits, similar to how intelligence quotient (1Q)

measures cognitive abilities (Goleman, 2001).

Individuals with a high EQ can effectively manage and utilise their emotions to simplify
complex thoughts, understand emotional meanings, and accurately perceive others' emotions
(Bar-On & Parker, 2000). This thesis adopts this definition, accepting that emotional
intelligence is partially determined by how well a person relates to others while maintaining
emotional control. This definition encompasses the four key dimensions of many El
frameworks: self-awareness, understanding others' emotions, managing one's emotions, and
managing others' emotions (Mayer, Caruso, & Salovey, 1990). The rationale for choosing this
definition is elaborated in the literature review (Chapter Il), where the various facets of emotion

characteristics within these dimensions are discussed.

Leading from these definitions, substantial research has highlighted the importance of
emotional intelligence in high-quality teaching, suggesting it is a vital component of successful
teaching and leadership in education (Corcoran & Tormey, 2013; Mortiboys, 2005; Alavinia
& Kurosh, 2012). Studies consistently show that teachers with high emotional intelligence
positively impact job performance, self-esteem, and leadership qualities (Mayer, Caruso, &
Salovey, 1999). Furthermore, teachers with strong emotional intelligence are more supportive
of their colleagues and exhibit better organisational management skills, managerial
effectiveness, and leadership effectiveness (C6té & Miners, 2006; Kerr, Garvin, Heaton, &
Boyle, 2006; Rosete & Ciarrochi, 2005).



Although the role of emotional intelligence in classroom teaching has been widely studied,
there is limited literature on its role in teaching PE. Kremenitzer and Miller (2008) emphasised
that early childhood teachers, especially those teaching PE, must be well-versed in emotional
intelligence. This is because teachers who manage their emotions and behaviours can foster
positive relationships and regulate emotions in ways that lead to positive outcomes. It has also
been suggested that pre-service and qualified teachers should follow Mayer and Salovey's
(1997) revised emotional intelligence model to promote autonomy, motivation, and
adaptability in PE lessons, thereby fostering self-interest and exploring innovative teaching
practices (Reeve, 2009). The significance of emotional intelligence whilst delivering in the
sports hall was further highlighted by Mouton et al. (2013), who argued that it is the teacher's
responsibility to recognise pupils' emotional states and effectively use their emotional
intelligence to motivate and guide pupils toward achieving learning outcomes. This thesis will
explore these studies in greater detail in the literature review (Chapter Il), examining their

methodologies and findings to support the research direction.

However, as the mentioned literature focused on secondary PE, there is a notable lack of
research on emotional intelligence in PE teaching within primary schools, especially in
England. Nonetheless, the several papers that have researched in this area have suggested that
teachers must utilise strong emotional intelligence to deliver engaging and passionate lessons
that encourage pupils to enjoy the subject (Jordan & Troth, 2004; Tram & O’Hara, 2006); with
Nebioglu (2004), noting that strong emotional intelligence can help build positive relationships
with pupils. Additionally, it is crucial for teachers to apply critical thinking in PE lessons, using
their ability-based emotional intelligence to adapt their teaching to the cultural, physical, and
developmental needs of each pupil (Castillo-Gualda et al., 2019; Wenn, Mulholland, Timmons,
& Zanker, 2018). This leads to the question: can teachers' evaluate their emotional intelligence
before, during, and after PE lessons to improve pupil engagement and enjoyment (Celik &
Gungor, 2020)?

Other researchers have examined trait-based emotional intelligence (or self-efficacy) in
teachers, finding that those with higher EQ scores are better able to create harmonious PE
lessons that increase pupil engagement, contributing to better mental well-being and physical
fitness (Alavinia & Kurosh, 2012; Di Fabio & Palazzeschi, 2008; Moafian &- Ghanizadeh,
2009). As mentioned, there is limited research on emotional intelligence in primary PE in
England, though studies in secondary education have shown that passion and emotion in PE

teaching can motivate pupils and increase participation (Faraji, Mohammadi, Yektayar, &
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Nazari, 2013; Gorozidis, 2019). It remains to be seen whether these findings apply to primary
education, particularly in the Early Years Foundation Stage (EYFS), Key Stage One (KS1),
and Key Stage Two (KS2) in the UK.

It had been suggested that emotional intelligence can be more crucial than intellectual quotient
(1Q) in teaching, as skills like empathy and emotional regulation are essential for engaging
pupils (Braaten & Norman, 2006; Goleman, 2010;). However, what other facets of emotional
intelligence are important when teaching primary PE? Few studies have addressed this question.
Aka and Sarier (2020) identified several key emotional characteristics for PE teachers to help
deliver engaging and motivating lessons, including benevolence, motivation, positive
reinforcement, patience, sensitivity, and cheerfulness. But do these emotional facets differ
when teaching different age groups? Moreover, teachers with strong emotional intelligence can
positively influence pupils’ cognitive skills, attendance, punctuality, and pupils' understanding
of the importance of physical activity, potentially leading to increased enrolment in out-of-
school sports clubs (Kirk, 2002).

Hence, it is essential for teachers to use their emotional intelligence to motivate pupils,
increasing their interest in PE (Domville, Watson, Richardson & Graves, 2019). Strategies such
as positive reinforcement, holistic communication, and adaptability can create a supportive and
enjoyable environment in PE lessons (Deci & Ryan, 2008). Conversely, using controlled
motivation, which involves external pressures or internal feelings of shame or guilt, can have
the opposite effect, deterring pupils from participating (Kirk, 2002). Deci and Ryan (2008)
found that controlled motivation in PE lessons leads to negative pupil feelings, while
autonomous motivation, which is driven by personal interests and internal satisfaction, can
create a more enjoyable experience. Jaakkola et al. (2017) and Karagiannidis et al. (2015) also
observed that autonomous motivation increases pupils' enjoyment of PE and encourages
physical activity outside of school. These findings emphasise the importance of positive early
experiences in PE for fostering lifelong physical activity (Papaioannou et al., 2015).

In 2018, the UK government allocated premium funding to improve PE and sports in schools
and provided CPD programmes to help newly qualified teachers gain additional training
(Gov.com, 2018). However, many schools have used this funding to hire external sports
coaches for PE lessons, allowing teachers to focus on planning, preparation, and assessment
(PPA) time (Rainer & Jarvis, 2021; Woodley, 2023). This has led to concerns that teachers are
missing opportunities to develop their own skills in delivering primary PE. Backhouse (2020)



warned that the current delivery-focused approach in primary PE, driven by external coaches,
may limit the broader educational potential of the subject. A more balanced approach,
considering both delivery and individual developmental needs are required. Thus, evidence
has indicated that training and developing teachers' knowledge and skills in PE delivery can
have significant benefits. Klemola, Heikinaro-Johansson, and O'Sullivan (2013) found that
learning social and emotional learning (SEL) strategies helped teachers respond more
effectively to pupils' emotions. The education and training inspectorate for Wales (ESTYN )
report (2008) also highlighted a shortage of primary PE specialists in parts of the UK, noting
that many PE lessons are delivered by teachers with limited experience and knowledge in the
subject (Humphries & Ashy, 2006; Maude, 2010). Finally, Harris, Cale, and Musson (2012)
argued that continuing professional development (CPD) in PE is crucial for improving teachers'
confidence and addressing insecurities in their delivery.

However, many PE-CPD programmes for primary teachers consist of one-day workshops,
which are often costly and have limited impact, as most of the information is not retained
(Hunzicker, 2011; Jess, McEvilly, & Carse, 2017). It has been noted that effective CPD should
engage teachers in ongoing, collaborative, and instructionally focused learning activities
(Morgan, Bryant, & Diffey, 2013). Collaborating with PE specialists and researchers could
enhance the quality of the learning environment in schools. Despite the common belief that
emotional intelligence is innate, Goleman (2000) and Mayer & Salovey (1990) argue that it
can be nurtured. Therefore, if primary school teachers' emotional intelligence could be
developed and nurtured, it might enhance their delivery of PE lessons, resulting in numerous
benefits (Hargreaves, 1998; Rainer & Jarvis, 2021; Warren et al., 2003). Yet are primary
teachers receiving sufficient support through CPD and training to improve their emotional

engagement in PE delivery?

There is a significant body of literature suggesting that primary school teachers often lack the
capability and subject experience to deliver high-quality PE lessons (Boyatzis, 2009; Domville
et al., 2019). Although emotional intelligence can be developed through training, few CPD
programmes focus specifically on enhancing emotional intelligence in teaching techniques for
primary PE, despite its importance for making a positive first impression on pupils (Morgan et
al., 2018). Harris et al. (2012) stressed that CPD in PE is vital for improving teachers'
confidence and tackling delivery insecurities. Early introduction of such training is critical, as
a significant portion of primary teachers in England receive only one day of PE training during

their initial teacher qualifications (Morgan, Bryant, Edwards, & Mitchell-Williams, 2019).
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Stirrup (2020) questioned whether the current approach to primary PE fully meets the diverse
needs of pupils, suggesting a curriculum shift towards more holistic PE in primary schools is

required.

Could inadequate training and CPD contribute to the delivery of subpar PE lessons, leading to
pupil disengagement? Some studies suggest that teachers with low emotional intelligence
deliver less enjoyable and engaging PE lessons compared to those with higher emotional
intelligence (Hagger et al., 2014; Kauts & Kumar, 2013). Therefore, it is crucial to provide
training for all primary teachers on how to develop and nurture their emotional intelligence,
with evidence suggesting that a higher EQ enables teachers to better manage all pupils,
regardless of their backgrounds and individual starting points (Aka & Sarier, 2020; Celik &
Gungor, 2020; Morgan et al., 2018).

1.2 Statement of the problem

The introduction has highlighted the significance of emotional intelligence in delivering
primary school PE lessons. Teachers with a higher EQ tend to deliver more engaging and
motivating lessons. However, there is limited knowledge about which facets of emotional
intelligence are most effective when delivering PE lessons to primary school pupils. Thus, the
aim of this thesis is to observe and analyse the specific facets of emotional intelligence that are
most beneficial in primary school PE lessons and to design a targeted emotional intelligence
CPD initiative. This will be evaluated to determine whether such a training programme is
perceived to enhance the delivery of primary school PE.

1.3 Aims of the thesis

To investigate the impact of emotional intelligence on teachers' effectiveness in delivering PE

to primary education pupils in England, the following gquestions have to be investigated:

o How does engaging in reflective practice on emotional intelligence contribute to the

enhancement of teaching effectiveness in primary PE settings?

« In what ways do teachers demonstrate different dimensions of emotional intelligence

when teaching primary PE to pupils with varying levels of maturity?



To what extent can a bespoke CPD programme, specifically designed to enhance

teachers’ emotional intelligence, support the advancement of primary PE teaching?

Finally, what impact does an emotional intelligence-focused intervention programme
have on the delivery of primary PE, when measuring the changes in teaching

effectiveness before and after training?

1.4 Organisation of the thesis

To answer these questions, the thesis is organised as follows:

Chapter 2: A critical evaluation of the current literature on emotional intelligence and

its importance in delivering primary PE.

Chapter 3: Identifying the methods and research design of the four studies,

underpinning the collection and analysis of qualitative and quantitative data.

Chapter 4: A pilot study investigating the impact of emotional intelligence on teachers'

effectiveness in delivering primary PE.

Chapter 5: A study exploring the facets of emotional intelligence exhibited by primary

school teachers during PE lessons across different key stages.

Chapter 6: A study focused on designing and evaluating an online CPD programme
aimed at improving the delivery of primary PE by enhancing teachers' emotional

intelligence.

Chapter 7: An intervention study assessing the impact of improved emotional
intelligence on teachers' delivery and perceptions of primary school PE lessons.

Chapter 8: A general discussion providing a critical evaluation of the four studies and

refining the definition of emotional intelligence for primary PE teaching.

1.5 Significance of the PhD thesis

As an exploratory inquiry, this thesis builds on existing research that emphasises the

importance of developing teachers' emotional intelligence to produce more engaging and

positive lessons. However, the current body of research lacks qualitative studies that allow

teachers to reflect on the specific facets of emotional intelligence required for teaching PE to



different age groups in English schools. Most research focuses on composite scales through
EQ questionnaires and tests, measuring which of the dimensions of emotional intelligence

teachers score highly in, often concentrating on secondary education in non-UK contexts.

This thesis seeks to fill this gap by examining teachers' reflections on how emotional
intelligence affects their delivery of PE. Through observation and interviews, it will delve
deeper into how emotional intelligence can enhance teaching delivery. The insights gained will
be integral to designing CPD programmes to support teachers across England, potentially
increasing pupil engagement, motivation and enjoyment in primary PE. If a primary teacher's
emotional intelligence can be linked to pupil professional growth, then training programmes
could be adapted for teacher preparation courses at universities and integrated into the
curriculum. This could also benefit trainee teachers by enhancing their subject knowledge and
understanding of the PE curriculum, ultimately increasing their confidence and self-
appreciation when delivering lessons (Whewell & Garrett, 2021; Domville et al., 2019; Keay
& Spence, 2012).



Chapter 2 Literature Review

2.1 Introducing emotional intelligence

Firstly, it is important to define emotional intelligence. Many researchers have stated that
emotional intelligence is a unigque source of intelligence that can support one’s own personal
emotions, as well as others. To this end, they have also sought to define emotional intelligence
as the ability to monitor the emotions of fellow colleagues, as well as recognising one’s own
emotional behaviour, which consequently helps to manage and guide people’s thinking and
actions (Bar-On, 1997; Goleman, 2001; Mayer, Caruso & Salovey, 1999). Others have
suggested that emotional intelligence refers to an individual’s capability to perceive, control,
evaluate, and express emotions. As a result, it is suggested that individuals with a high EQ are
able to manage and use their emotions to simplify thinking, and to readily understand emotional
meanings, as well as being able to accurately perceive other peoples’ emotions (Bar-On &
Parker, 2000). Based on these interpretations, emotional intelligence may be partially

determined by how a person relates to others and maintains emotional control.

It is valuable to know and to acknowledge that emotional intelligence has been researched in a
variety of different settings and industries. Many researchers see that having a high EQ is as
important, if not more, than having a high Intellectual Quotient (IQ) (Goleman, 2001), with
many academic papers showing the importance of emotional intelligence in workplaces such
as the NHS (Clark, 2003), policing (Romosiou, Brouzos, & Vassilopoulos, 2019) and in the
world of business and marketing (Dann, 2012.; Goleman 2001). Therefore, in whichever
industry that people work, especially when managing or collaborating with a large number of
people, young or old, it is essential that they have strong emotional intelligence if they wish to
be successful in their profession, which includes the world of teaching in primary education.
Dann (2012) identifies that being a successful mentor is predicated on being able to build a
rapport, motivate, influence and delegate accordingly. Relatedly, the ability to be self-aware,
as well as developing strong intrapersonal skills are identified as indicators that a person has
durable emotional intelligence (Gard & Wright, 2001).

Conversely, it must be recognised that not everyone has strong emotional intelligence, which
can manifest as key indicators such as, wasting time on unresolved conflicts, being feared by
others, and outwardly showing one’s feelings when stressed or anxious. This was explored by
Rich (2010) in the context, who reported that autocratic teaching schemes have proved
ineffective whilst teaching PE as it can foster humiliation, disrespect and disregard towards
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the pupils’ ability. This claim echoes the work of Gard and Wright (2001) who suggested that
expressing a lack of empathy or sensitivity when delivering PE to very young pupils may
reduce self-esteem and confidence. Consequently, pupils may be less likely to actively
participate in PE and as Brackett, Alster, Wolfe, Katulak & Fale (2006) have contended, it
provides a rationale as to why it is important to measure teachers’ emotional intelligence when
delivering PE; as it can help enhance teaching quality, character and harmony, whilst

minimising potential conflict, disagreement, and discontent during PE lessons.

2.2 The neurobiology of emotional intelligence and emotional hijacking

It has been recognised that for any teacher delivering engaging and motivating lessons, they
must manage and prepare their own mental wellbeing (Willoughby et al., 2022). To do this,
Holland (2021) suggested that teachers require better sleep, positioning themselves in less
stressful situations and develop their social and cognitive skills. Therefore, it is important for
the teachers to manage and perceive their emotional expression and from a neurobiological
concept, these emotions are controlled from the higher anterior cingulate cortex and particular
frontal areas (the major message centre of brain) (Hogan, 2006). If this area of the brain
experiences abnormality, such as observing a severe incident or injury during a PE lesson, the
function of the ‘amygdala’ is to provide an emotional process, forcing the body to respond.

This is commonly referred to as flight or fright movement (Dann, 2012).

It has been noted that for many teachers, delivering primary PE can be quite frantic and stressful,
especially with the lack of time to prepare a lesson with all other responsibilities that lay on
their shoulders; with Harris (2018) stating that these pressures often lead to decreased
confidence in teaching PE, resulting in suboptimal educational outcomes for pupils. Teachers
can become tense, somewhat irritable and their appearance changes, such as showing flustered
faces and/or perspiration. Due to this, the PE delivery may become rushed, the tone and volume
of the teacher’s voice becomes more agitated, which leads to a less motivating and unenjoyable
lesson for the pupils (Harris, 2018). When a teacher is placed into a stressful situation, their
brain function becomes altered, and as a result, quickly become irrational. This is known as

emotional hijacking or often referred to as ‘amygdala hijacking’ (Goleman, 2001).

To elaborate, emotional hijacking occurs when the stressors react, disabling the higher cortex
of the brain (Versino, 2023). A teacher with emotional hijacking may express frustration, raise
their voice, and may become defensive. Anatomically, the teacher may start perspiring, become

red-faced, and find themselves neither engaging nor motivating the pupils during the PE lesson



(Christison, 2002). Past research has suggested there are two main criteria to minimise or seek
to avoid emotional hijacking in teaching environments. According to Jennings (2015), one
strategy would be for the teacher to increase their emotional intelligence and to, in effect,
protect themselves by identifying and addressing possible triggers that have a negative impact
on one’s emotional composure. Therefore, it is essential that the amygdala is working correctly
in order to act appropriately in stressful situations (Guy-Evans, 2021). Secondly, it can be
argued that it is essential for PE teachers to develop their self-awareness, enabling them to
recognise their own state of emotions prior to teaching, which can help the teacher deliver

engaging PE lessons (Hargreaves, 2000).

2.3 Emotional intelligence frameworks

In seeking to build upon the working definitions outlined at the beginning of this chapter, a
number of scholars have developed a range of emotional intelligence models or frameworks,
with the intended purpose of developing a clearer understanding. Salovey and Mayer (1990)
have been attributed as one of the first to define emotional intelligence. They developed a four
dimensional model to assist in identifying the main functions of emotional intelligence, which
are: understanding, perception, regulation, and facilitation. One of the strengths of this model
is that is emphasised the importance of each dimension, whilst also acknowledging that all four
components complimented each other (figure 1), confirming that an individual with strong
emotional intelligence had to be competent in all four components. It has been recognised that
this elementary model (Salovey & Mayer, 1997) has aided subsequent researchers to develop

their own emotional intelligence models.

Figure 1: Mayer and Salovey (1990) Four-branch model of Emotional Intelligence
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2.3.1 Facets of emotional intelligence

From Mayer and Salovey’s framework, it was followed by Goleman’s Emotional Intelligence
Model (1998), who was the first researcher to help raise awareness and promote the importance
of emotional intelligence to a wider audience. He devised a framework that originally
incorporated five dimensions to help breakdown the notion of emotional intelligence. The
model identifies the importance of having strong ‘self-awareness’ and ‘self-management’ of
one’s own emotions, whilst also highlighting ‘social awareness’ and possessing ‘social
management’ skills in order to control other people’s emotions. The fifth dimension, according
to Goleman (1998) is ‘empathy’, who argued that it should be in the forefront of everyone’s
mindset when developing one’s emotional intelligence. In 2002, the framework was adapted
to ‘Daniel Goleman’s Emotional Intelligence Quadrant’ model (figure 2), which integrated
‘empathy’ as a facet within the ‘social awareness’ dimension (Goleman, Boyatzis & McKee,
2002). This revised model broke down the facets of emotions within each dimension to show
what training and development is required to build an individual’s emotional intelligence

within each of the four dimensions.

Figure 2: Daniel Goleman'’s Emotional Intelligence Quadrant (2002)
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Emational self-awareness Empathy
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0]
> t
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Transparency Inspirational Leadership
Adaptability Developing Others
Achievement Change catalyst
Initiative Building bonds
Optimism Conflict Management
Teamwork & Collaboration

Regulation/Control

From this framework, other researchers developed their own models, evolving a more in-depth
approach, seeking to embed further emotional characteristics within the dimensions. Bar-On in
2006 devised a more detailed framework, the Bar-On Model of Emotional-Social Intelligence’
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(ESI), which has been a significant contribution to the field of emotional intelligence. The
model's development began in the early 1980s as part of Bar-On's doctoral research and has
since undergone a rigorous process of refinement and validation. The key components of the
Bar-On model include ‘Intrapersonal skills’, which includes sub categorises the self-awareness,
self-expression, and self-actualisation of an individual; ‘Interpersonal skills’ that hones in on
someone’s social awareness and interpersonal relationships; ‘Stress management’, which is
how an individual can emotionally manage and regulate themselves; ‘Adaptability’, which is
how someone can change incorporate problem-solving; and ‘General mood’, which looks at
the self-motivation and optimism of an person. Bar-On then incorporated a number of facets to

specify and elaborate each of the five dimensions, which can be seen in figure 3 below.

Figure 3: Bar-On Model of Emotional-Social Intelligence (ESI) (2006)

EQ-i SCALES

Intrapersonal
Self-eegard
Emotional self-awareness
Assertiveness
Independence
Self-actualization

Interpersonal
Empathy
Social responsibility
Interpersonal relationship

Stress management
Stress tolerance

Impulse control

Adaptability
Reality-testing
Flexibility
Problem-solving

General mood
Optimism
Happiness

The EI competencies and skills assessed by each scale

Self-awareness and self-expression:

To accurately perceive, understand and accept oneself

To be aware of and understand one's emotions

To effectively and constructively express one’s emotions and oneself
To be self-reliant and free of emotional dependency on others

To strive to achieve personal goals and actualize one’s potential

Social awareness and interpersonal relationship:

To be aware of and understand how others feel

To identify with one's social group and cooperate with others

To establish mutually satisfying relationships and relate well with others

Emotional management and regulation:
To effectively and constructively manage emotions
To effectively and constructively control emotions

Change management:

To objectively validate one's feelings and thinking with external reality
To adapt and adjust one'’s feelings and thinking to new situations

To effectively solve problems of a personal and interpersonal nature

Self-motivation:
To be positive and look at the brighter side of life
To feel content with oneself, others and life in gener ..

From Bar-On’s model, the development of the Emotional Quotient Inventory (EQ-i)
questionnaire, played a crucial role in shaping the framework. The EQ-i has been translated
into over thirty languages and has been extensively used in research and applications
worldwide. The Bar-On model (2006) has demonstrated strong construct and predictive
validity, with studies showing that the model can predict various aspects of human performance,
including physical and psychological health, social interactions, academic and occupational
success, self-actualisation, and subjective well-being. Furthermore, the model has been shown

to be teachable and learnable, with interventions demonstrating the ability to enhance
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emotional-social intelligence (Waterhouse, 2006). The strength of the Bar-On model lie in its
comprehensive and empirically based approach to understanding emotional-social intelligence.
By incorporating both intrapersonal and interpersonal competencies, the model provides a
holistic view of emotional and social functioning (Mayer, Roberts, & Barsade, 2008). The
model's ability to predict a wide range of human outcomes and its potential for practical
applications in various settings, such as education, workplace, and healthcare, have made it a

valuable tool in the field of emotional intelligence.

Overall, the Bar-On model has made a significant contribution to the understanding and
assessment of emotional-social intelligence, and its continued development and application has
provided other researchers to develop their own model by adopting concepts from the Bar-On
model. One such recent example is the Jerus Emotional Quotient Framework (2010), which
was adapted from Bar-On’s Emotional Intelligence Model (2006). When comparing, this
framework is also similar to the previously outlined Goleman’s quadrant model, although this
approach incorporates additional facets of emotions, with five included within each of the four
dimensions (figure 4), with some facets being compacted together due to similarities. This
recent emotional intelligence framework will become a key feature during this PhD journey,
especially when examining which of facets of emotions are frequently exhibited by primary

school teachers while delivering PE in England (study two).

Figure 4: Jerus Emotional Quotient Framework (2010)
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2.4 Comparisons between emotional intelligence frameworks

The exploration of the four mentioned emotional intelligence models (Mayer and Salovey,
Goleman, Bar-On, and Jerus) reveals a rich tapestry of evolving thought in this domain. The
Mayer and Salovey model, introduced in 1990, serves as the cornerstone by emphasising the
perception, facilitation, understanding, and regulation of emotions. This foundational
framework has been instrumental in shaping subsequent models, which have expanded and
refined these core concepts. Goleman's 1998 model builds upon Mayer and Salovey's work by
introducing self-awareness, self-management, social awareness, and relationship management.
These dimensions are pivotal in emotional intelligence that recur across various models. The
Bar-On model (2006) offers a distinctive perspective by incorporating the "Emotional-Social
Intelligence™ framework. This model includes intrapersonal, adaptability, stress management,
and general mood components, with a unique emphasis on social concepts such as interpersonal
skills, social responsibility, and relationship dimensions. These aspects, while not explicitly
present in other models, correlate with various emotional facets across different dimensions,
highlighting the interconnectedness of emotional and social intelligence. Finally, the Jerus
model, synthesises elements from its predecessors, further refining the understanding of
emotional intelligence. While it shares many commonalities with earlier models, it presents

these concepts in a manner that reflects the evolving comprehension of emotional intelligence.

Table 1: Comparisons between emotional intelligence frameworks

Four-branch model of Emotional
Intelligence

Mayer and Salovey

Emotional Intelligence model of emotional-social Emotional Quotient
Quadrant intelligence Framework

Goleman Bar-On Jerus

Perception (awareness of own
emotions)

Intrapersonal (noticing own

Self Awareness .
emotions)

|
1990 ‘ 1998 2006 2010

Self-Recognition

Emotionally self Emotional Self Self-

aware >>>>> Awareness >>>>> Awareness/Understanding

Self-assessing >>>>> Self-Regard >>>>> Emotional Identification

No facet's introduced in this early Self-confidence (self- T T S Self-Appreciation &and
framework esteem) >>>>> Confidence
Self-Actualisation Consciousness,
(realisation)>>>> Assertiveness
Independence Connections of Cause and
P Effect

Facilitation (managing own
emotions)

Adaptability (managing own
emotions)

Adaptable >>>>> Flexibility >>>>> Flexibility & Adaptability

Self Management

Self-Management

Achievement (Goal Goal Directed Performance,

Reality testing >>>>>

direct) >>>>> Targeted Action
No facet's introduced in this early Initiative >>>>> Problem Solving >>>>> Initiative self-energising
framework
Transparency >>>>> Integrity & Trustworthiness
Self-Control (///lf) >>>>> Self-Control (///If)

Optimism (***)
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Understanding (recognising Interpersonal (noticing

Social Awareness

Social Recognition

emotions) other's emotions)

Empathy, Sensitivity,
Appreciation
Situational Perceptual

Empathy >>>>> Empathy >>>>>

No facet's introduced in this early Organisational Social Responsibility >>>>>

framework Awareness >>>> Awareness
Sentoe QUMD | paionstponnes | e Compasion
Regulatio oo '.' LR » _:. e Social Management
Influential >>>>> Leadership and Influence
Inspiring >>>>> Holistic Communication
Developing others >>>>> Interpersonal Development
No facet's introduced in this early Change of Catalyst >>>>> g::ggssgatalyst and
framework

Building bonds

(Relationships) >>>>> Developing Relationships

Conflict Negotiation and Conflict
Management >>>>> Management
Teamwork >>>>> Teamwork and Collaboration

Stress management
Stress Tolerance (/////)

Impulse control (xxxx)
General mood
Optimism (***)

Happiness

When reviewing table 1, which compares the facts of emotional intelligence in each
dimensional framework, a consistent thread across these models are highlighted in 'green’.
These facets form the core of emotional intelligence across different theoretical frameworks.
However, Bar-On's unique contribution lies in explicitly addressing social concepts, which,
while not directly mirrored with the other models, correlate with various emotional facets

across different dimensions.

The Mayer and Salovey model forms the foundation, with Goleman, Bar-On, and Jerus
building upon and expanding the core concepts. The 'green’ facets serve as common threads,
highlighting their importance in emotional intelligence. Bar-On's inclusion of "Social
Concepts” adds a unique dimension, emphasising the interpersonal and social aspects.
Collectively, they offer a comprehensive view of this complex aspect of human psychology,

emphasising the consistent threads and unique contributions of each framework.

2.5 Theoretical approaches of emotional intelligence

Within each of the frameworks explored, it has been proposed that there are broadly two types

of emotional intelligence, which are referred to as ‘ability based’ or ‘cognitive based;” and
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‘trait based’ or ‘trait emotional self-efficacy’ (Petrides, 2011). To help measure both of these
emotional intelligence theoretical approaches, different methods have been developed,
including self-report tests, observations and reflective questionnaires (Thompson, Kuah, Foong,
& Ng., 2020).

2.5.1 Ability (Cognitive) based emotional intelligence

According to Mayer & Salovey (1997), ability or cognitive based emotional intelligence is the
ability to perceive and express emotion, adapt emotion in thought, understand and reason with
emotion, and regulate emotion in the self and others within a working environment. Relatedly,
it has been suggested that having the ability to deal with one’s own emotions within a
workplace environment, allows individuals to be more open minded with regards decision-
making and to seek superior solutions to improve productivity, without feeling threatened if
their decision-making proves to be flawed (Jordan and Troth, 2004; Tram, & O’Hara, 2006).
As a consequence of this way of thinking, EQ ability-based tests and questionnaires were

designed to measure an individual’s effectiveness within a work environment.

Therefore, the ability based emotional intelligence of a teacher can be measured effectively
whilst observing a teacher whilst performing a classroom lesson, which was investigated by
Reed (2021). They detected that ability-based emotional intelligence of primary PE teachers
could effectively be assessed via observation. Key indicators included teachers' ability to
manage pupil behaviour, demonstrate empathy, and foster positive interactions. High
emotional intelligent teachers were observed to maintain better classroom control, exhibit
greater sensitivity to pupils' emotional needs, and create a more supportive learning
environment. The observational approach provided nuanced insights into the teachers' real-
time emotional responses and interactions, proving to be a reliable method for evaluating
emotional intelligence in an educational setting. This method underscored the importance of

context-specific assessments in understanding teachers' emotional capabilities.

Nonetheless, whilst the theory and testing of ability or cognitive based emotional intelligence
has received encouraging feedback, Roberts, MacCann, Matthews, & Zeidner (2010) identified
a number of limitations. Firstly, research has yet to fully demonstrate the extent to which
ability-based emotional intelligence is distinct from other existing constructs such as
personality reports and general intelligence questionnaires, nor how it includes the importance

of emotional intelligence effectiveness (Fiori et al., 2014). Scholars have also outlined that
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ability, or cognitive based emotional intelligence is problematic due to the potential bias of
emotional experience, as well as challenges to the development of maximum performance tests
(Matthews, Zeidner, & Roberts, 2007; Robinson & Clore, 2002).

The subsequent use of alternative scoring procedures that seek to elicit a more empirically
robust response among a number of seemingly logical alternatives had lead to a host of
problems repeatedly noted in the literature; such as test anxiety, as some primary PE teachers
might experience anxiety whilst completing ability-based EQ tests, leading to results that do
not accurately reflect their true emotional intelligence in everyday teaching situations.
Secondly, it was noted ability-based EQ tests often lack the contextual relevance to specific
classroom environments, failing to account for the unique challenges and interactions that
occur during PE lessons. Finally, many EQ tests provide a snapshot of emotional intelligence
at a single point in time, ignoring the dynamic and evolving nature of a teacher's emotional
skills as they adapt and respond to ongoing classroom experiences and pupil needs (Ortony,
Revelle, & Zinbarg, 2007; Roberts, Zeidner, & Matthews, 2001).

2.5.2 Ability based emotional intelligence testing

There are several ability or cognitive based emotional intelligence tests which are designed to
analyse how individuals perform at their best in certain conditions (maximal effectiveness) as
opposed to assessing how individuals perform on a more routine or daily basis (or perceiving
their own personality). In other words, the ability emotional intelligence tests that have been
developed are questionnaires that seek to determine the basis of the external conditions of an
individual’s effectiveness. One of the most problematic aspects is to determine the optimum
way of using/feeling emotions across individuals, given that individuals may differ with respect

to how they feel and manage their emotions effectively on a day to day basis.

Arguably the most well known and most widely used ability based emotional intelligence test
is entitled the Mayer Salovey Caruso Emotional Intelligence Test (MSCEIT) (Mayer, Salovey,
& Caruso, 2002). It is designed to measure the four dimensions of ‘hard skilled’ emotional
intelligence, which are perceiving, facilitating, understanding, and managing emotions. The
test intends to specifically assess emotional intelligence using a Multifactor Emotional
Intelligence Scale. MSCEIT consists of 141 items (questions), typically taking approximately
30-45 minutes to complete, providing 15 main scores and an overall score as an outcome

(Mayer, Salovey, & Caruso, 2002). Whilst acknowledging its widespread use, a number of
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limitations with this test have been identified. With regards its practical application, for an
instructor to be able to process the MSCEIT, a training course which lasts two and half days
has to be completed. Additionally, it has had been suggested that the MSCEIT does not measure
any coherent dimension of psychological interest (Keele & Bell, 2009).

An alternative, and well-known test that is commonly used is the Emotional Intelligence
Questionnaire Version Two (EIQ-2), which also focuses on measuring the workplace
behaviours that represent the effective demonstration of emotional intelligence in an
organisation. This test was originally designed by Jerus in 2005, focusing on five main
dimensions of emotional intelligence. According to Druskat (2005) and Bradberry & Greaves
(2010) from existing studies in coaching and in the professional workplace, both have praised
the accuracy and the validity of the EIQ-2 questionnaire. In addition to the accuracy and
precision, other advantages of this questionnaire is that it is both accessible and cost effective
(Mayer, Caruso, & Salovey, 2016). Furthermore, there are only 35 questions, in comparison to
the 141 items for the MSCEIT, which potentially takes less time for respondents to complete.
Nonetheless, to provide a counterbalance, the shorter questionnaire instruments tend not to
provide the breadth and depth of accurate scoring. In addition, the EIQ-2 does not particularly
lend itself to multi-rater assessment format, because a large number of the items concern
internal attitudes, thoughts, and preferences, rather than what individuals’ palpably display to
others (Jerus et al., 2011).

2.5.3 Trait (self-efficacy) based emotional intelligence

Trait, or self-efficacy, based emotional intelligence tests seeks to examine an individual to
perceive their own emotional behaviour, which can be measured by someone reflecting on their
own emotional stability in certain situations or by observing the participant whilst working in
their profession. Put simply, trait emotional intelligence helps forms the personality of an
individual (Petrides, 2011). As previously articulated, ability based emotional intelligence tests
seek to capture maximal effectiveness of the teacher, whereas measuring trait based emotional
intelligence, the purpose is to capture typical delivery and persona of the PE teacher (Petrides
& Furnham, 2003). From past research, when measuring trait emotional intelligence in all
industries, not just specifying in PE teachers, it has documented a positive association between

trait emotional intelligence and the general well-being and mental welfare of the participants
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(Petrides, Pita, & Kokkinaki, 2007; Schutte, Malouff, Simunek, Hollander, & McKenley,
2002).

2.5.4 Trait based questionnaires

Much of the academic literature concerning the measurement of teacher’s EQ is conducted
within the broader domain of trait based emotional intelligence. An example of a trait based
test that is frequently employed by researchers and crossed referenced with other self-report
psychology tests is Petrides’ (2009) Trait Emotional Intelligence Questionnaire (TEIQue).
This comprises 153 items, measured using a seven-point Likert scale, and categorises the
results within 15 facets of emotional intelligence: emotion perception, trait empathy, emotion
expression, relationships, emotion regulation, stress management, impulsiveness, adaptability,
self-motivation, assertiveness, emotional management, social awareness, self- esteem, trait
happiness and trait optimism. According to Austin et al. (2008) the TEIQue is the only
inventory covering the sampling domain of trait emotional intelligence comprehensively, with
Mikolajczak, Menil & Luminet (2007) reporting its excellent psychometric properties when
measuring the accuracies of the test, noting that, with a Cronbach’s alpha ranging, it measured
from .75 to .86. A Cronbach's alpha score ranging from 0.75 to 0.86 for the TEIQue test is
positive, as it indicates good to acceptable internal consistency, meaning the test items are
reliably measuring the construct of trait emotional intelligence. This level of reliability is
generally deemed sufficient for psychological research and practical applications (Stough &
Parker, 2009). Finally, from a researcher’s perspective, the TEIQue is easily accessible and
relatively straightforward to assess participants, as it takes just 10-15 minutes to complete,
which is normally longer than other EQ tests, though it will provide more accuracy than other
trait based EQ tests (Burt, 2007).

2.6 Qualitative testing for measuring emotional intelligence (observations and self-reflection

guestionnaires)

Drawing from the academic literature, an alternative approach in seeking to gain insights on
how emotional intelligence is being exhibited by teachers in PE lessons, is to observe their
teaching practice. Other potential data collection methods to gain further insights of teacher’s
perceptions of their emotional effectiveness, is through conducting interviews, as well as

requesting teachers to complete a self-reflective questionnaire. Both approaches provide a
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means through which teachers are encouraged to reflect on how they utilise their emotional
intelligence whilst delivering PE lessons. Lewis et al. (2005), purport that measuring emotional
intelligence should take place through observing the delivery of the participant, to see how
their emotions may be influencing their teaching. Notable exceptions are Alan Mortiboys’
guidebook, used to support FE and HE lecturers wishing to develop their own emotional
intelligence (Mortiboys, 2005) and Brian Dwyer’s model, which incorporates an understanding
of emotional intelligence alongside brain-based learning, multiple intelligences and personal
reflection (Dwyer, 2002). Aside from the aforementioned, purposefully designed observation
templates and/or reflective questionnaires specifically designed to gain further information on

the EQ of teachers are scarce.

Researchers have developed the use of self-reflective journals so the participants can take stock
of their own emotional intelligence development, although these have been designed for
employees in business or industry settings. For example, Larrivee (2000) found that reflective
journals were utilised in their study to promote self-awareness and encourage teachers to
critically analyse their teaching practices and emotional responses; whilst Hwang &
Vrongistinos (2012) found that using reflective journals can help facilitate professional growth
by identifying areas for improvement and fostering continuous learning. They also noted that
journals help teachers manage their emotions more effectively, improving their emotional
intelligence and classroom management skills. Subsequently, researchers have highlighted the
challenges and limitations in reflective practice, including the scarcity of tools specifically
tailored for measuring emotional intelligence through reflective journals. For example, Finlay
& Gough (2008), with Moon (1999) highlighted there is a limited availability of structured
tools for assessing emotional intelligence through reflective journaling, emphasising the need

for more targeted instruments to gain greater qualitative data.

One example of note here, is the reflective journal designed by Harrison & Fopma-Loy (2010),
which helped to explore the effectiveness of teaching for early childhood education teachers,
discovering how they thought they effectively utilised their emotional intelligence whilst
teaching to their pupils. The reflective journal comprised a total of 26 questions, taking teachers
between 17-23 minutes to complete. The questions on the reflective journal related to
Golemans et al. (2002) framework, Emotional Intelligence Quadrant (2002), delving deeper in
the nineteen facets of emotions. They found that the use of reflective journals significantly
enhanced the pupils' self-awareness and critical thinking abilities. The reflective practice

helped pre-service teachers to better understand and analyse their teaching experiences, leading
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to improved instructional strategies and classroom management skills. This structure ensured
comprehensive reflection on various aspects of teaching practice. Additionally, the journals
fostered a habit of regular reflection, promoting continuous professional growth. The reflective
journaling process also provided a personalised learning experience, allowing pupils to connect
theory with practice in a meaningful way, ultimately contributing to their development as

reflective practitioners.

In addition, the lack of availability of reflective journals to measure emotional intelligence is a
similar story when obtaining observation instruments to measure the emotional intelligence of
teachers whilst teaching lessons. Researchers in the field of education have noted the
challenges in measuring teachers' emotional intelligence through observational methods and
highlights the lack of standardised observation templates, pointing out the need for more robust
and validated instruments (Jennings & Greenberg, 2009; Brackett & Katulak, 2007).
Nonetheless, Pugh (2008), did develop an observation template to observe and evaluate trainee
QTS teachers that helped researchers to examine how teachers exhibit emotional intelligence
when delivering mathematics to primary school pupils. The observation report investigated
teachers’ verbal communication, specifically focusing on how the teacher’s altered their tone
and volume of their voice when discussing certain topics with young pupils. The observation
template also sought to measure non-verbal communication, such as hand gestures, facial

expression, and body posture.

Past studies have concurred that when working with pupils, non-verbal communication can be
as powerful, if not more, than verbal communication, especially when trying to motivate and
engage with young people (Hen & Sharabi-Nov, 2014; Mortiboys, 2005). These measures
provided insights to the extent to which the teachers were emotionally prepared, as well as their
self-appreciation with regards their stature and appearance. Finally, the researcher’s observed
how often the pupils were praised and whether the practitioner showed patience and
understanding whilst managing any pupils’ misbehaviour. It could be argued that similar traits
of delivery are required by teachers whilst delivering PE lessons to primary school pupils, with
Chen (2016 & 2018) stating that schools are complex, emotional environments for pupils and
the teachers and must constantly manage the emotional demands of their pupils (Hargreaves,
2000; Sutton & Wheatley, 2003; Zembylas 2005).
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2.7 The importance of emotional intelligence in teaching Physical Education

Whilst research focusing on emotional intelligence in teaching within a classroom environment
has attracted considerable attention, conversely relatively little literature has examined
emotional intelligence in the context of PE. Kremenitzer & Miller (2008) indicated that PE
teachers who know how to manage their emotions and behaviour are able to manage
relationships with others and regulate their emotions in healthy ways that facilitate positive
outcomes. The authors’ case study concluded that, in order to be a successful early year
foundation stage (EYFS) teacher (pupils aged between 4-5years), teachers require to utilise
their emotional intelligence to help deliver engaging and motivating lessons. To this end, the
authors suggest that pre-service pupils or qualified teaching status teachers should follow

Mayer and Salovey’s (1997) revised model of emotional intelligence.

To elaborate, firstly, teachers should concentrate and recognise their own emotions, such as
natural facial expressions or tone of voice. Secondly, it is recommended that teachers should
understand how to manage their own feelings during stressful situations. The third dimension
is for the teachers to work on recognising how pupils are feeling emotionally, either by
watching their behaviour or the intonation of their voice. Finally, teachers are encouraged to
learn how to manage other pupils’ emotions, by using specific techniques to make the pupil or
group of pupils to feel happy, engaged and motivated to learn. Kremenitzer (2005) clarified
that working on these four dimensions can help increase the teacher’s emotional facet of
sensitivity as they need to be more aware of their own and the pupils’ emotions. These
guidelines of control and improving their emotional intelligence are imperative when teaching
to EYFS pupils. The Kremenitzer & Miller (2008) case study solely concentrated on how
teachers would manage EYFS pupils in the classroom, though would the same facets of
emotions be required during a PE lesson and when teaching to different age groups?

In contrast, a search of the scholarly literature concerning the measurement of the facets of
emotional intelligence being exhibited by teacher’s during the delivery of PE to older pupils
discloses a number of studies, in particular from teaching out of the UK and in secondary
education. Al-Zaid and Al-Khayat (2016) examined the extent to which PE teachers are able
to adapt to the needs of their pupils, depending on their own emotional and mental abilities. In
this study, all pupils are at an adolescent age and are abled-bodied and sound in mind. This
study focused on three problem statements. Firstly, many high school pupils struggled to
recognise and understand their own emotions, and secondly this difficulty in managing their

emotional responses appropriately resulted in inappropriate or disruptive behaviour in a school

22



setting. Thirdly, a deficiency in emotional intelligence was adversely affected pupils' ability to
form and maintain healthy relationships with peers and teachers, followed by academic
effectiveness issues. In previous studies (Mayer & Salovey, 1997; Petrides, Frederickson &
Furnham, 2004; Brackett, Rivers, & Salovey, 2011), many have stated that emotional
intelligence is linked to academic success, and pupils with lower emotional intelligence
experiencing difficulties in concentration, motivation, and handling academic stress, leads to
lower academic performance. Finally, insufficient social skills, such empathy and effective
communication, which are crucial for successful interactions both within and outside the school

environment.

These problem statements highlight the critical areas where improvements in emotional
intelligence could significantly benefit high school pupils' overall well-being and success. By
utilising Schutte’s Emotional Intelligence scale, the respondents scored themselves highly in
‘utilisation” (being active and effective) and being optimistic, whilst in contrast scoring
themselves very low with regards to their social skills. The same questionnaire was provided
to their pupils, who conversely scored the teachers’ social skills as their strongest emotional
trait when delivering PE lessons. Al-Zaid and Al-Khayat (2016) also suggest that the pupils
may have scored the teachers relatively highly in their social skills due to having a strong
relationship with the pupils. They also proposed that due to the PE lessons taking place outside,
there was greater freedom for the pupils to express themselves and in turn to establish a bond

with their teacher.

According to Domville et al. (2019) it is important for PE teachers to utilise their emotional
intelligence in order to help motivate the high school pupils, which as a result, will help foster
an interest in partaking in the subject. In expanding upon this, the authors suggest that teachers
who utilise emotional intelligence may help to improve the pupils’ enjoyment of PE.
Introducing positive reinforcement, the use of holistic communication and being both flexible
and adaptable are identified by the authors as techniques that will help to foster a supportive
environment, whether in the sports hall or on the playing field. In contrast, attempts to use
controlled motivation by placing external pressure on the pupils, such as the use of negative
reinforcement, and/or an internal pressure, for example, making the pupils feel ashamed or
guilty for not participating; suggested it may contribute to the pupils becoming withdrawn and
not fully participating.
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In another study, which closely relates to the above, Deci and Ryan (2008) have previously
defined both internal and external pressure as ‘controlled motivation’. In the context of a PE
lesson, a teacher portraying controlled motivation may result in the pupils harbouring negative
feelings about both themselves and towards PE. A potential consequence may be a lack of
effort being shown and tedium may result for the remainder of the lesson. Alternatively, if the
PE teacher presents ‘autonomous motivation,” this has the potential for the lesson to become
more harmonious and enjoyable for the pupils. To achieve this, the authors recommend that
teachers need to provide more voluntary engagement in the session, enabling and encouraging
the pupils to have their own voice and opinion; a strategy which may lend itself better for older
and more mature pupils (for example, KS2). Relatedly, it is suggested that providing the pupils
with choices may help improve psychological wellbeing, better behaviour in the lesson, and
greater interest for the subject. Karagiannidis et al. (2015) reported that when the teacher
demonstrates autonomous motivation, the pupils’ enjoyment of PE may be increased, resulting
in an increase in physical activity participation outside of school (Jaakkola et al., 2017). Deci
and Ryan (2008) have stated that having early positive PE experiences are vital if young people

are to have physically active lifestyles.

In addition, a study by Reeve (2009) reported on several teaching strategies to support
autonomy motivation. These included minimising the use of controlling language, providing
variety and options in the PE lesson, by encouraging pupils to take ownership of their learning
and physical activities. By providing choices and promoting self-directed goals, it resulted in
the Key Stage 2 (aged between 7 and 11 years old) pupils developing a personal interest in PE.
In addition, Reeve also introduced innovative teaching methods, such as integrating technology
and varied physical activities that catered to diverse pupil interests and abilities. This approach
ensured that pupils remained engaged and motivated throughout the lessons. Furthermore, it
highlighted the significance of offering supportive and detailed feedback that focused on
improvement, helping pupils understand their progress and areas for growth. This feedback not
only reinforced positive behaviours but also encouraged a growth mindset, making pupils more

invested in their PE and overall well-being.

Another study by Lee and Yin (2011), also examined the importance for teachers to manage
and express their emotions in a motivating and positive way whilst teaching young people. The
authors reported that when a teacher delivers a lesson, and has control of their own emotional
intelligence, their competent, smooth and calm demeanour made the pupils feel relaxed,

focused and positively engaged in the lesson. Furthermore, the study also noted that teachers

24



who did not have full control of their emotions resulted in the lessons being tense and the pupils
became unengaged and misbehaved. Therefore, is it the case that teachers with higher
emotional intelligence are, as a result, better at acknowledging their own emotions and reading
the emotions of others? If we accept this premise, are we are also able to conclude that teachers
with higher emotional intelligence have the potential to be more cognisant of the needs of
individual pupils and are able to effectively manage the pupils’ emotional responses?
According to Sasa (2016), from their study on the reading of pupils’ emotions, “Investigating
Emotional Intelligence in Developmental Contexts”, they suggest that having the ability to read
a pupils’ emotions, may in turn help to encourage interactions with young pupils and as a result,
improve the learning environment. One of the outcomes, according to Sasa (2016) is the

building of stronger teacher-pupil relationships.

Rajasekaran and Selvan (2018) underscore the critical role PE teachers have, not just to seek
to help improve a pupils’ fitness, physicality, cognitive, and mental well-being, but also to
develop their physical literacy, teamworking, collaboration, and self-esteem. To be able to
successfully develop all these skills in the pupils, it could be important for the teacher to nurture
their emotional intelligence as early as possible in their profession, though as explained by
Goleman (2001), this will improve with experience and age. Kauts and Kumar (2013) and Dann
(2018) also stated that emotional intelligence may increase with maturity with significant
training and CPD. So could providing teachers with training in developing their emotional
intelligence and emotional wellbeing provide lower stress levels in their profession, as well as

benefiting the pupils?

In terms of the benefit for pupils of teachers having high emotional intelligence, Faraji,
Mohammadi, Yektayar & Nazari (2013) concluded that PE teachers with high emotional
intelligence are able to perceive the emotions and the feelings of the pupils within the PE lesson,
meaning that they could adapt the session in order to make it more accommodating for the
needs of the pupils. This self-management sub-scale (Jerus, 2015) according to Harrison &
Forma Loy (2005) tends to be displayed by more experienced PE teachers, heightening their
attention to be able to recognise emotions, attitudes, and cater for expectations of the pupils.
Harrison & Forma Loy (2005) also suggested that teachers who have been tested with a high
EQ, are very good in controlling conflicts, resolving group weaknesses, and fostering positive
long-term relationships with the pupils. Relatedly, a number of researchers have suggested that
understanding the psychological characteristics of emotional intelligence is not only useful for

teachers to be able to cope with various responsibilities and scenarios, such as lack of
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engagement or motivation, it also helps the teacher to understand and control certain
behaviours (David & Murphy, 2007; Goleman, 2001; Jordan, 2003; Orlick & Partington 1998;
Shuk-Fong et al., 2009).

At this juncture, it is worthwhile emphasising that teaching PE may take place on a playground,
a playing field, or school hall, which is a distinctive environment with pupils likely to be less
restricted in comparison to a demarcated space such as classroom. Therefore, the pupils will
have a sense of freedom when running on the playground, leading them to become over excited
and vibrantly overwhelmed with emotions. Consequently, Gorozidis (2019) stated that it is up
to the PE teacher to control the pupils’ excitement by using their own emotional intelligence
and to manage the environment by providing positive instruction and innovative interaction
with the pupils. From Aka and Sarier’s study (2020), which is reflected in many government
papers and policies, it is reported that PE lessons contribute both to a pupils’ emotional and
social development, as well as developing the fitness and physicality of young people (Bailey
et al., 2009; Department of Education, 2013). This helps us to consider that the PE teacher’s
emotional intelligence can aide pupils to build on their own emotional wellbeing and improve
their social development. Wenn et al., (2018) concurred that developing emotional intelligence
in teachers also has potential to influence potential, positive teacher behaviours, such as
positive communication skills, while supporting the teacher’s own personal and professional

wellbeing.

2.8 Measuring the emotional intelligence of PE teachers

As mentioned, there are very few studies utilising qualitative research methods which have
examined the importance of a strong emotional intelligence in primary PE teaching. In contrast
several papers have utilised quantitative research methods and have measured the EQ of PE
teaching professionals by using the mentioned trait and ability based tests and questionnaires

in chapter 2.5.

One study by Mouton, Hansenne, Delcour and Cloes (2013) examined the relationship between
emotional intelligence and self-efficacy in PE teachers. The authors employed the Teacher
Sense of Efficacy Scale (TSES) test (Tschannen-Moran & Woolfolk Hoy, 2001) which is a 24-
item questionnaire that measures three factors: pupil engagement, instructional strategies, and
classroom management. The instrument used to record each PE teacher’s emotional quotient

was Petrides’ (2001) Trait Emotional Intelligence Questionnaire (TEIQue). The study reported
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a positive correlation between a PE teacher’s emotional intelligence and their self-efficacy,
with neither age or experience of the teacher having relatively little effect on the emotional
intelligence or self-efficacy scores. This study, based in Belgium, had a mixture of both primary
and secondary PE teacher participants, meaning that the teaching methods would differ whilst
delivering to different age groups, which in turn, will have led to teachers exhibiting different
facets of emotional intelligence to effectively teach the PE lesson. In addition, the participants
were specialist PE teachers, compared to this thesis, which concentrates on primary education
teachers in England. Also, the author stated that there was no cross validation between the
quantitatively measured TEIQue and the teacher’s perception of their own levels of emotional

intelligence.

Rajasekaran and Selvan (2018), also utilised a trait-based emotional quotient test scores of PE
teachers to evaluate how their natural emotional intelligence could affect their teaching of PE.
The authors adapted the Emotional Intelligence Scale (EIS) test, originally developed by Hyde,
Pethe & Dhar (2001), comprising 24 questions. This was completed by 253 further education
PE teachers, with Rajasekaran & Selvan stating that the high number of participants would
contribute to reliability, validity and generalisation of the findings. A larger sample also
increased the statistical power of the study, allowing for more accurate detection of
relationships and differences within the data. The EIS test later included questions relating to
the teachers’ demographic background such as age, gender, race and religious background.
The authors reported that 11% of the respondents had a low level of emotional intelligence,
with 14% having a high EQ. In addition, the authors reported that female PE teachers, with
greater experience (having 5 years or more teaching experience) had significantly higher EQ
than the other participants in the study. Similar to Lee & Yin (2011) research paper, the study
solely investigated PE teachers that worked with pupils’ further education (age 16-18 years of
age) within the Indian sub-continent, noting that the validity of their bespoke questionnaire was

limited by not being piloted prior to this study.

Another quantitative study by Farji et al., (2013) examined teachers conflict management skills
and their ability to control pupils’ behaviour in PE lessons in the Ardabil province, Iran. 196
PE teachers were asked to complete the Bradberry & Greaves (2004) standard questionnaire
(EQ-i) and compared their results to the Robin’s Management Questionnaire (1998), which
measures an individual’s conflict management skills. The findings suggested a relationship
between conflict management strategies and the four psychological components of relaxation,

positive thoughts, concentration and energy control, which the authors suggest can help PE
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teachers to manage conflicts between pupils, as well as how to compose themselves during
stressful classroom situations. In addition, they reported significant positive relationship
between the four components of emotional intelligence (self-awareness, self-management,
social awareness, relationship management) and conflict management strategies. As this study
solely concentrated on teachers from Arabian province, it is unclear whether or not these

findings can be generalised to teachers in England, due to cultural differences.

A more recent paper by Sasa (2016) explored whether emotional intelligence of younger PE
teachers differed when compared with older teachers. As discussed, it has been previously
postulated that emotional intelligence can be nurtured over time, and through maturity, it could
be assumed that older teachers are likely to have a higher EQ than their younger counterparts.
In this study, 439 Slovenian teachers completed Taksic’s Emotional Skills and Competences
Questionnaire (Faria et al., 2006). The latter measured three dimensions of emotional
intelligence: namely, the perception of understanding of other people’s emotions, the ability to
positively express emotions to others, and the ability to manage your own emotions.
Interestingly, the results suggested, statistically, there were no significant differences in the
emotional intelligence of younger and older PE teachers. In seeking to explain the findings,
Sasa (2016) suggested that predominantly, people that enter the teaching profession are likely
to be caring, considerate, and emotionally stable individuals.

Finally, a study undertaken by Celik and Gungor (2020), similarly employed a quantitative
approach to measuring PE teachers’ emotional intelligence. In contrast, this study investigated
the predictive effect relationship with emotional intelligence which was linked to critical
thinking. The research called for teachers to develop an innovative PE lesson, employing
critical thinking if they faced challenging situations during the PE sessions. The study sample
included 205 teacher training pupils from Gazi University in Turkey, whose emotional
intelligence was assessed using Chan's (2004) Emotional Intelligence Scale. These scores were
then compared with Facione, Facione and Giancarlo’s (1998) Critical Thinking Disposition
Scale. The results confirmed that the teachers with positive scores with regards to their critical
thinking, gained above average EQ scores. Surprisingly, all 205 participants scored an above
average score for their emotional intelligence, which relates to previous research stating that
teacher training pupils do have an above average or a higher EQ when comparing other
employment sectors (Ekinici-Vural & Giirsimsek, 2008; Khassawneh, Mohammad, Ben-

Abdallah & Alabidi., 2022). With the research taking place in Turkey and examining trainee
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teachers, it still remains unclear whether or not high emotional intelligence can improve

primary PE teaching in England.

Although recent research on emotional intelligence has broadened the understanding and
demonstrated the importance of achieving high EQ scores for success as PE teachers in several
countries, there remains a paucity of qualitative studies. Specifically, few studies have
examined, through observations and reflective journals, how specific facets of emotional
intelligence are manifested during PE lessons. Despite the growing body of quantitative
research indicating that meeting pupils' needs in PE requires teachers to possess strong
emotional intelligence to enhance enjoyment and promote autonomously regulated behaviour
qualitative insights remain limited (Hastie, Rudisill, & Wadsworth, 2012; Haerens, Aelterman,

Vansteenkiste, Soenens, & Van Petegem, 2015)

2.8.1 Measuring the influence of emotional intelligence in primary education teaching

It was cited in a study by Yan, Evans & Harvey (2010) that a positive classroom environment
reflects on the shared emotional perceptions between teachers and pupils (Moos, 1979; Trickett
& Moos, 19). This theory has since been expanded to include an engaging atmosphere marked
by enthusiasm, inquiry, risk-taking, discovery, and enjoyment (Woods & Jeffrey, 1996). To
review these positive environments, measurements in New Zealand elementary schools use
one method called the Classroom Environment Scale (CES) (Trickett & Moos, 1995), which
evaluates classrooms across nine scales within three dimensions: emotional relationships, goal
orientation, and system maintenance. However, these traditional tools overlooked the
emotional skills teachers use to cultivate a warm environment, despite teachers being

recognised as the primary managers of classroom dynamics.

Due to this, Yan et al. (2010) devised a study that to gather illustrative examples of implicit
emotional teaching by selecting teachers known for using spontaneous learning opportunities.
Through classroom observations, it focused on identifying instances of teacher-initiated
emotional interactions. The five-component model proposed by Harvey and Evans (2003)
served as the framework for identifying relevant instances. This evidence-based model of the
classroom emotional environment comprises of the following five dimensions: interpersonal
relationships, interpersonal guidelines, emotional awareness, emotional coaching, and
intrapersonal beliefs (Figure 9). Intrapersonal emotional beliefs are intrinsic to the teachers
themselves; while these beliefs influence their behaviour, they can only be fully understood
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through personal disclosures from the teachers. The observational study had the potential to
confirm the dimensions of interest, using the model as a framework to make it easier to identify
interactions that illustrated the five key principles.

Figure 5: The five-component, teacher-initiated emotional interaction model (Harvey and
Evans, 2003)

Emotional Emotional
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Observations took place in six teachers' classrooms teaching between Years 4 and 7/8 (U.S.
Grades 3-6/7), with one classroom being part of the school's bilingual unit (Maori/English),
whereas the others followed the mainstream curriculum. Class size varied between 20 and 31
pupils, with an average class size of 27 pupils. Teachers reported that their teaching experience
was between two and four years, whereas the other one-half of teachers ranged between 10 and
40 years. To select the six teachers, they were identified as having a positive emotional
personality based on nominations from education specialists, parents, and fellow teachers.
Other criteria included emotional awareness, the ability to build strong relationships, a calming

interaction style, valuing each pupil, emotional coaching, and empowering and engaging pupils.

The observations collected qualitative descriptions of emotion-related occurrences between
teachers and pupils. The findings of the study noted four broader categories when observing
the classrooms: Firstly, relationships; with teachers building and managing close connections
with pupils; Secondly, emotional guidelines, with the teachers setting expectations, boundaries,
and routines; Thirdly, emotional awareness; this is when teachers stayed attuned to pupils'
emotions; and finally, emotion coaching, which is when teachers helped pupils to recognise
and regulate their emotions. Key findings were the teachers built a relationship with the pupils
by getting to know their likes and dislikes. Teachers involved themselves in school activities
like sports, and music, which fostered cross-classroom relationships, with teachers actively
participating in fitness routines and recess activities. In addition, the teacher’s shared personal

information with pupils, such as their favourite colour and food. Relating to the category
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‘emotional guideline, the result found that maintaining consistency, encouragement, praising
the pupils, and teachers showing respect and fairness were key components in building an
emotional trust between teacher and pupil. It was also stated by the researchers that being in
tune to an individual’s pupils emotions and recognising negative feelings and tensions in the
classroom were key strengths of being emotionally aware. Finally for emotional coaching, it
was important for the teacher to ask how individual pupils were feeling if they noticed if one
was anxious or upset, followed by introducing positive reinforcement to get the pupils engaged
in the classroom. A bespoke table (table 4) concurs the main findings that Yan et al. (2010)

noted in their study.

Table 2: Main findings of emotional intelligence (Yan et al., 2010)

Relationships Emotional guidelines Emotion coaching

Getting to know pupils

Being aware of pupils' R . ability to be in tune with Asking pupil how they
o : Maintaining consistency : :
activities outside of pupils' emotions felt

school

Getting involved in pupil ; - . . __
- ) Encouraging positive tension was felt in the positive problem-
activities and using - ) ; )
decision-making classroom solving techniques
humour

Being available to interact
with pupils Using terms of Praise
endearment

Sharing personal

: ; : ; Values—Respect and
information with pupils: ;
; fairness
favourite food

pupils to get to know one

another

Another study that explored the teacher’s emotional intelligence, but this occasion via a mixed
methods approach, was a study by Gkonou and Mercer (2017) that aimed to investigate the
emotional intelligence and social intelligence of English language teachers, and how these
competencies are enacted in their classroom practices. The researchers administered 890
teachers globally to assess their trait and ability based emotional intelligence, followed by
conducting observations and stimulated-recall interviews with six highly emotionally and

socially intelligent teachers in the UK and Austria. The researchers designed a semi-structured
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observation protocol specifically for their study to guide the observations of the teachers'
classes. This protocol focused on several key aspects for each lesson stage and activity type,
including the teacher’s classroom management techniques, the teacher’s body language and
facial expressions, and the teacher’s communication of emotions non-verbally and the use of
voice. Finally, the teacher’s visual behaviour (e.g., eye contact and hand expression). The
researchers designed an observation protocol focused on teacher behaviour and classroom
management aspects that would be difficult to capture by re-watching lesson videos. Rather
than adapting existing tools, they developed a custom protocol to ensure comparability of
observation notes between the UK and Austria, with video recordings complementing the

observations.

During the observation process, the researchers attempted to gage the teachers' emotional
behaviours by mediating both individual and contextual factors. Individual differences
included their beliefs about teaching, as well as their personal leadership styles and tolerance
for classroom behaviour. Contextual factors encompassed the school culture and physical
classroom environment. Following the observations, stimulated-recall interviews were
conducted with the observed teachers. This method involved discussing specific moments from
the classroom observations, enabling the researchers to gain deeper insights into the teachers'
thought processes and decision-making related to their emotional and social interactions with
pupils. These findings emphasise the importance of emotional and social intelligence in
creating positive learning environments and fostering effective teacher-pupil relationships. The
authors suggest that developing these competencies should be a key focus in teacher training

and professional development programmes for language educators.

The findings of the observation data revealed several key themes and patterns regarding the
emotional intelligence of the six teachers. When measuring the ‘Quality Interpersonal
Relationships,” they noted that the primary focus of the teachers was on creating and
maintaining quality interpersonal relationships with their pupils and among the pupils
themselves. In addition, they recognised the nature of these relationships, where the quality of
the relationships influenced their own professional well-being, humour and motivation.
Secondly, ‘Relational Characteristics’ had four key findings in the observation recordings,
these were the empathy, respect, trust, and responsiveness they showed the pupils. In addition,
the teachers displayed a lot of sensitivity to the emotional needs and backgrounds of their pupils,

accommodating individual differences and cultural diversity.
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Thirdly, ‘Specific Strategies’ findings noted that a various strategies were employed to foster
quality relationships, such as using pupils' names, “cold calling” to involve everyone, and
demonstrating genuine interest in pupils as individuals. Furthermore, non-verbal
communication, such as eye contact, smiling, positive body language, humour, and open
communication were also utilised to build rapport and manage classroom dynamics. The
Austrian teachers, in particular, reported using rituals and routines to create a sense of structure
and shared identity. Finally, ‘Mediating Factors’ noting that the length of the teacher-pupil
relationship emerged as an important factor, with longer-lasting relationships facilitating the

development of deeper, more meaningful connections.

Overall, the findings highlight the central role of emotional and social intelligence in the
teachers' daily practices and their efforts to create positive, supportive, and inclusive learning
environments for their pupils, which are clearly outlined in table 3.

Table 3: Gkonou and Mercer’s (2017) observation findings of primary school teachers in
primary education

Interpersonal Relational

_ : . Mediating Factors | Specific Strategies
Relationships Characteristics

Empathy and respect,
: ; The teachers, Personal beliefs about Foster quality
Relationships among the R : . : ;
; accommodating individual | teaching as well as school relationships by using
pupils themselves. ) . )
differences and cultural culture and policies pupils' preferred names
diversity.

Notice the nature of their ; Teacher's role and demonstrating genuine
; e Trust and responsiveness e ; ; ;
relationship with each : ) responsibilities of school interest in pupils as

; with pupils ) L
pupil leadership. individuals
Sensitivity to the Non-verbal
e emotional needs and The length of the teacher- communication, such
motivation and humour : ) . : -
backgrounds of their pupil relationship as eye contact, smiling
pupils and humour
using rituals and
Noting their own routines to create a
professional well-being sense of structure and

shared identity.

From both of these papers, and the previous qualitative studies that were outlined in the
literature review (Hen & Sharabi-Nov, 2014; Pugh, 2008; Reed, 2021), even when the author’s

33



utilised different observation templates, noted that the teachers exhibited similar emotional
intelligence characteristics and strategies to help the pupils feel motivated and engaged in a
classroom environment. The question for this study will be, if observing the four dimensions
of emotional intelligence in a PE will it produce different findings due to the setting of the

sports hall, compared to teaching in a classroom environment?

2.9 Female vs. male PE teachers Emotional Quotient

From the mentioned studies, some authors have examined female and male EQ scores. An
example is the work of Mouton’s et al. (2013) whose study reported that female PE teachers
exhibited significantly higher scores for the ‘emotionality factor’ of the TEIQue, and lower
scores compared to men for the ‘self-control’ and ‘sociability factors’. Even though the EQ
test results between genders were rather small, the researchers felt these differences could be
relevant to the field of PE teaching. Celik and Gungor (2020), Rajasekaran & Selvan (2018)
and Kremenitzer (2005) have all confirmed that the female PE teachers have a stronger EQ,
especially in the EI dimensions relating to control and regulation of one’s own emotions. This
echoes the work of Petrides and Furnham (2000) who similarly reported higher scores for
females on empathic factor of trait emotional intelligence. In contrast, the male respondents
exhibited higher effectiveness for inhibiting the facet of ‘emotional expression.’

Similar findings were also reported in a study of teacher effectiveness undertaken by
Rajasekaran & Selvan (2018), notifying that the female teachers had a significantly higher EQ
than their male counterparts. This contrasts with a study by Celik & Gungor (2020), where the
authors concluded there was no notable difference in EQ nor in the critical thinking scores
between the male and female teacher training pupils. Moreover, the findings in Sasa’s (2016)
study were mixed, with male PE teachers scoring higher than their female counterparts in the
dimension of managing their own emotions, whilst females in the sample scored higher than
the men when perceiving and understanding emotions, as well as at expressing emotions.
Reflecting on these findings, consideration needs to be given to the gender of the participants
for this PhD thesis and therefore the aim will be to recruit of both male and female participants,
even though 75.8% of primary school teachers in the UK are female (School Teacher
Force.gov.uk, 2022).
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2.10 CPD and training of emotional intelligence in primary teaching

From examining the importance of emotional intelligence in primary PE teaching, the
overarching question is it indeed possible to develop a teachers emotional intelligence by
providing training and CPD to further improve their emotional intelligence and enhance certain
components or facets of emotional intelligence (explained in the emotional intelligence
frameworks, chapter 2.3)? Relatedly, according to Brackett et al (2007), teachers delivering
to young pupils, particularly at the age of five years and onward, require emotional intelligence
to build harmony and to minimise conflict, disagreement and discontent.

Therefore it is important to investigate what training and CPD has been provided to teachers in
the UK, which supports the provision of PE. There have been a number of papers showing that
primary school teachers have a lack of capability and subject experience to deliver PE
(Domville et al. 2019; Tannehill, Demirhan, Caplové, & Avsar, 2021). In Harris’ (2018) study,
it was highlighted that PE teachers often lack adequate training in delivering inclusive and
engaging PE. Teachers reported feeling ill-equipped to address diverse pupil needs and to
incorporate effective instructional strategies, leading to less effective PE lessons. Similarly,
Domville et al. (2019) found that insufficient professional development opportunities for PE
teachers resulted in gaps in their knowledge and skills, particularly in areas such as pupil
motivation and the integration of modern educational technologies. Both studies underscore
the need for enhanced training programmes to better prepare PE teachers for the multifaceted

demands of their roles.

This is why the UK government in 2018 (DfE, 2018) provided premium funding to improve
the provision of PE and sport in all schools, helping teachers with their CPD in PE. This funding
aimed to enhance the quality and quality of PE programmes, ensuring that all pupils had access
to high-quality physical activity opportunities. The initiative was part of the broader objective
to combat childhood obesity, promote healthy lifestyles, and foster a lifelong interest in
physical activity among young people. Schools were encouraged to use the funds to develop
sustainable improvements, such as hiring qualified PE specialists, investing in new sports
equipment, and offering a wider range of extracurricular activities. The funding also supported
professional development for teachers, enabling them to deliver more effective and engaging
PE lessons. By improving the infrastructure and resources for PE and sport, the UK government

sought to create a positive impact on pupils' physical, mental, and social well-being (DfE, 2018).
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Nonetheless, many sport coaches are now covering PE lessons whilst the teachers work on
their planning, preparation, and assessment' time (PPA). Griggs (2010) discussed the growing
trend of UK primary schools hiring freelance sports coaches to deliver PE lessons, instead of
using the teachers to deliver PE lessons. The consequences included potential inconsistencies
in the quality of PE instruction, a diminished role for classroom teachers in PE, with Blair and
Capel (2021) concurring that there was an increasing use of external sports coaches in English
primary schools. They explored how this practice affected PE delivery and highlight the need
for ongoing professional development for teachers to ensure high-quality, sustainable PE
programmes, with many teachers using their time to prepare and assess core subject areas
whilst free lance coaches deliver their tutor group PE. The reasoning for this is that recent
research identified that mathematics, English and science (often referred to as the ‘core
subjects’) take priority over all other subjects in primary schools (Rainer and Jarvis, 2021;
Whewell, & Garrett, 2021;). Many researchers have noted that many of these sport coaches
who cover the lessons do not have the pedagogical skills, nor teaching experience, to encourage
pupil engagement in PE sessions (Cote & Gilbert, 2009; Griggs, 2010; Nash & Collins, 2006).

Nonetheless, there has been literature showing the benefits of training and developing the
teachers’ emotional intelligence and knowledge in PE and how it can benefit the pupils’
engagement in the subject. The ESTYN report (2008) acknowledged that there is a shortage
of primary PE specialists in the UK, as the pupils’ experiences of PE lessons are mainly derived
from sessions delivered by teachers with a relative lack of experience and limited subject
knowledge (Humphries and Ashy 2006; Maude 2010). Blair and Capel (2011) discussed the
significant shortage of specialist PE teachers in UK primary schools, highlighting the
challenges schools face in recruiting qualified PE teachers and the impact this shortage has on
the quality and delivery of PE. Blair and Capel (2011) further emphasising the need for targeted
recruitment and training initiatives to bring in higher quality teachers to deliver PE in primary
education. Therefore, as Harris et al. (2012) suggest, providing continuing professional
development (PE-CPD) for teachers can play a significant role in improving their confidence
and combat any insecurities they may have with regards delivery. Many PE-CPD programmes
for primary teachers are one-day workshops that occur off the school site, which has cost-
implications for the participating schools (Jess, et al., 2017). Moreover, according to Hunzicker
(2011) this type of CPD has relatively little impact and most of the information is not recalled
into their teaching habits. Morgan, Bryant, and Diffey (2013, p.10) suggests that effective CPD
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should engage teachers in ‘learning activities that are supportive, job embedded,

instructionally focused, collaborative and ongoing.’

To further explore the advantages of CPD in PE, a study by Klemola, Heikinaro-Johansson and
O’Sullivan (2013) examined 13 secondary Finnish PE teachers who had retrospective insights
of realising which social and emotional learning (SEL) strategies could be used to build an
emotional understanding with pupils. The participants completed the Physical Education
Teacher Education programme (PETE) over a five-year period. The PETE programme
included advanced training in social and emotional learning, pedagogy, curriculum
development, and instructional strategies. It all focused on enhancing teachers' skills in
delivering effective PE lessons, incorporating modern teaching techniques, and addressing
diverse pupil needs to improve overall educational outcomes. In the study, the 13 participants
engaged in focus groups and questionnaires were completed to investigate which key elements
of the training helped them develop their skills in emotional intelligence. The findings showed
that having strategies in emotional understanding helped them to respond to pupils’ emotions
more effectively. 10 out of the 13 teachers expressed that using holistic communication by
naming the emotions that they detected in their pupils during PE classes was extremely
effective, as it showed the pupil that their feelings were understood. Other findings showed that
there was more interaction and positive delivery if teachers responded to the pupils’ emotions
and when the teachers expressed their own positive attitude, with seven teachers admitting that
they would amend future lesson plans to provide a better experience for the pupils. Thus,
learning the emotional intelligence facets of ‘social responsibility’ and ‘sensitivity’ was
reported as a positive experience. Nonetheless, the study stated this importance of emotional
intelligence, it did not cover how to utilise different styles of emotional intelligence to a
younger generation of pupils, as teachers would effectively deliver a lesson to different key

stages.

Keay and Spence (2012) reported that, in part due to a lack of PE specific training, newly
trained teachers recorded low self-esteem and competence whilst teaching PE, meaning that
providing high quality training in PE could possibly provide the teacher with more confidence
and motivation to deliver engaging PE lessons. Further research by Morgan, Bryant, Edwards
& Mitchell-Williams (2019) investigated how collaborative professional learning (CPL) can
help develop the teacher’s knowledge, enthusiasm, and confidence in delivering PE. The
intervention involved PE specialist teachers passing on their own learning experiences to help

develop pedagogic practice for primary generalist teachers. The participants in the study were
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observed, provided with teaching resources, as well as taking part in interviews where teachers
were encouraged to reflect upon their development. Additionally, the pupils who were taught
in the PE lessons were interviewed in focus groups. Many teachers’ development of certain
facets of emotional intelligence were nurtured during the CPD training, such as building the
teachers self-appreciation, building positive relationships with the pupils, and delivering
holistic communication. The results suggest there was a significant improvement in the
delivery of the PE lessons throughout the 6-7 weeks of training. The 27 teachers and two
mentors that took part in the study identified that the confidence of delivering the PE lessons
blossomed, whilst the pupils highlighted how eventually each lesson became enjoyable and

fun. This study was researched in a secondary PE specialist, not in primary education.

Overall, the above research noted the importance of PE-CPD within education, but there is
limited attention on developing a teachers’ emotional intelligence when delivering to primary
education pupils in England. Therefore, could there be more research investigating how
supporting primary school teachers on their emotional intelligence could enhance the delivery
of PE? In addition, due to the heavy workload that primary school teachers have on their
shoulders, would it be of benefit for these training programmes to be more accessible, such as
online training? Meaning, they can frequently go back and recap on improving their emotional
intelligence to enhance their delivery in primary PE. Another issue, which was notified by
Morgan et al. (2019), is that primary teachers themselves did not have a clear understanding
on how to manage and teach the learning outcomes of the current PE curriculum, yet these
practices took place with other subjects within a classroom environment, such as English and
Maths.

Whilst reading through the limited scholarly literature on the CPD of emotional intelligence in
PE, one relevant source by Majeski, Stover, Valais, and Ronch (2017) undertook a study that
investigated how emotional intelligence could develop successful leadership qualities but in
higher education teaching, not primary education. Similarly, a study by Wenn et al. (2018)
reported a positive association between emotional intelligence and aspects relating to
performance, such as job effectiveness and self-efficacy, with Isenbarger and Zembylas (2006)
emphasising that working with emotions plays a major part in teaching, heightening a teacher’s

sense of commitment, satisfaction, and self-esteem.

Relatedly, Majeski, et al. (2017) stated that developing an online CPD programme on
emotional intelligence is vital for both managers and leaders, therefore, it is important to design
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a purposeful CPD course that can help teachers the use of emotional perception, emotional
understanding, and emotional facilitation for enhancing the engagement and delivery of
primary PE. Moreover, it has to be easily accessible for teachers to frequently let them go back
and re-cap on how they can improve certain concepts of emotional intelligence. One off courses
will not be productive, as they will forget key information in time. In their studies, Grant,
Kinman, and Alexander (2014) and Orak & Inézii (2016) both emphasise the importance of
CPD programmes for effective teaching and argued that the training programmes should allow
teachers to frequently revisit and consolidate key concepts, such as emotional intelligence, to
enhance their teaching practices. Furthermore, they explained that a well-designed CPD
programme should also offer ongoing support, enabling educators to regularly update their
knowledge and skills, and addressing emerging challenges so they can reflect on their teaching
strategies. Orak & Inozii (2016) did state that one-off CPD courses, are often criticised for
being less effective due to their limited scope and lack of follow-up. These sessions may lead
to information being quickly forgotten, as they do not provide opportunities for continuous
practice and reinforcement. Consequently, teachers may struggle to apply new concepts
effectively over time, whilst accessing recurring CPD opportunities ensure that educators can
revisit and refine their understanding, making professional growth more sustainable and

impactful.

One particular interest of research is a qualitative study undertaken by Ryan and Deci (2000)
noted that trained teachers in PE are more engaged, less controlling, and more supportive in
supporting other teaching staff in delivering better PE lessons. This study investigated how
teachers could use the ‘Self-Determination Theory (SDT) to influence 60 primary school pupils
to be more engaged and motivated during PE lessons. Self-Determination Theory (SDT)
training often employs three techniques designed to enhance motivation by focusing on
autonomy, competence, and relatedness. To embellish these techniques, autonomy support
encouraged the participants of the study to make choices and set their own goals, which fostered
a sense of control and personal investment. This technique emphasised the importance of
providing options and respecting personal preferences. Secondly, ‘competence building’
implemented a structured feedback and goal-setting that helped individuals to develop their
skills and confidence. Finally, ‘relatedness enhancement,” which allowed teachers create a
supportive community where individuals feel connected and strengthened motivation. These
techniques included team-building activities and fostering supportive relationships (Ryan &
Deci, 2000).
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After the teacher’s developed these three techniques and taught their PE lessons, the pupils
were interviewed to gain their opinion of the newly delivered PE sessions. The pupils noted
they liked how the teachers ‘took part’ in the PE lesson, giving the impression that they cared
about the lesson, with them previously stating that they rarely partook in the lessons and
showed little interest. It was reported that the pupils perceived PE to be more enjoyable when
teachers were understanding and were seen to be respectful towards the pupils. Some pupils
liked that they had the opportunity to vote on what sports and/or activities they could participate
in PE lessons, as they felt like everyone’s opinion counted, and not just the teacher instructing
the rules and regulations. Within this study the participants did not have the opportunity to
reflect on their own delivery after the SDT training. Furthermore, no observations of the PE
lessons took place, nor were the teachers provided any feedback on their delivery. Therefore,

could this additional knowledge and feedback enhance the teacher’s effectiveness even further?

Several training programmes have been developed to help teachers to improve different
dimensions and facets of emotional intelligence but within a classroom environment. These
include programmes such as Emotional Literacy in Middle School (ELMS) and The Emotional
Intelligent Teacher (EIT), both of which have been used by many schools globally (Mayer,
Salovey& Caruso, 2004; Friedman & Thorelli, 2011; Brackett, Rivers & Salovey, 2011).
Completing these programmes support teachers to increase their knowledge in different
emotional skills such as holistic communication, managing stress and conflict, and motivating
the pupils (Hargreaves, 1998). Moreover, teachers who do not improve their emotional
intelligence tend to have a classroom of pupils with very low self-esteem, which is expressed
by negative emotions (such as guilt and feeling ashamed) (Jennings & Greenberg, 2009; Rivers,
Brackett & Salovey, 2007).

Sutton and Wheatley (2003) investigated that teachers who did not nurture their emotional
intelligence often struggle to manage their own emotions and respond effectively to pupils'
emotional needs. This deficiency can result in a negative classroom atmosphere where pupils
experience low self-esteem. Such an environment may lead to the prevalence of negative
emotions among pupils, including guilt and shame. The methods used to the measure the
emotional intelligence of teachers, and its impact on pupils' self-esteem, involved both
qualitative and quantitative approaches. Teachers' emotional intelligence was assessed using
self-report questionnaires and observational methods, focusing on their emotional regulation
and interpersonal skills. The study also collected data on pupils' emotional states through

surveys and interviews, measuring their levels of self-esteem and negative emotions. The study
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emphasised that when teachers lack emotional intelligence, they are less equipped to provide
the emotional support necessary for fostering a positive and encouraging learning environment.
This study did not indicate how training on the Emotional Literacy in Middle School (ELMS)
and The Emotional Intelligent Teacher (EIT) programme could cater when teaching in different
key stages, as teachers would require to exhibit different facets of emotional intelligence to

different age group of pupils.

When addressing the above literature, there has been very limited research on the positive
impact that a teacher’s emotional intelligence can have whilst delivering PE in primary
education in England. Another indicator is that the majority of peered reviewed journals were
predominantly quantitative research, investigating the teachers scoring of trait and ability based
questionnaires, resulting in quantitative results on what the teacher perceived of their own
emotional quotient. Therefore, hardly any research projects concentrated on building a
portfolio of qualitative data via observations and of the teacher’s perceptions on how their

emotional intelligence had affected the teaching of primary PE.

2.11 The current landscape of Primary PE in England

The current landscape of primary PE in England has undergone significant shifts in recent years,
shaped by educational policies, public health concerns, and pedagogical developments. While
PE remains a statutory subject within the national curriculum, its implementation varies widely
across schools, influenced by teacher training, resource availability, and broader societal
attitudes towards physical activity (Armour & Makopoulou, 2012; Whitehead, 2010; Green,
2008). Physical literacy has emerged as a central tenet of primary PE, with Whitehead (2016)
defining it as the motivation, confidence, physical competence, understanding, and knowledge
necessary to maintain physical activity throughout life. However, Almond (2013) critiques the
increasing focus on fundamental movement skills at the expense of a holistic approach to PE.
Instead of viewing physical literacy as a finite goal to be achieved within formal schooling.
Green et al. (2018) states that PE for a lifespan approach helps to integrate psychological,
emotional, and physical dimensions of activity. In response to these challenges, alternative
pedagogical approaches have been proposed. The Constraints-Led Approach (CLA), as
advocated by Moy, Renshaw, and Davids (2014), emphasises that learning PE should be
through exploration and adaptation, rather than rigid skill acquisition. This perspective aligns
with Jurbala’s (2015) call for a move away from directive teaching and moving towards self-

directed, experiential learning that fosters intrinsic motivation and personal development.
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To further elaborate on the importance of teacher training, Armour’s work on PE in the UK
has highlighted the crucial role of CPD in fostering effective teaching practices and adapting
to contemporary challenges, stating that CPD is central to ensuring that PE teachers remain
equipped with the necessary knowledge and skills to deliver high-quality education,
particularly in an era of shifting educational priorities and policy pressures (Armour et al.,
2017). One of the key arguments Armour presents is that CPD should not be a one-time event,
but a continuous process embedded in teachers’ professional journeys. She draws upon
Dewey’s philosophy of "education as growth" to argue that effective CPD should be
contextually relevant, bridge research and practice, and prioritise the long-term professional
learning of teachers (Armour et al., 2017). This perspective challenges traditional, often rigid,
models of CPD that fail to engage teachers in meaningful ways. Instead, Armour advocates for
professional learning communities (PLCs) and constructivist approaches that foster

collaboration, reflective practice, and situated learning (Armour et al., 2017).

The broader landscape of PE in the UK is also shaped by ongoing debates about its role in
schools, particularly concerning the physical, social, and cognitive benefits it claims to provide.
Armour, alongside Bailey et al. (2009), critically examines these claims, noting that while PE
has the potential to enhance student wellbeing and academic performance, its actual impact is
heavily mediated by pedagogical approaches and school contexts (Bailey et al., 2009). This
raises concerns about simplistic assumptions that equate participation in PE with guaranteed
educational benefits. Current challenges in PE in the UK include a growing emphasis on
physical activity for health and the integration of digital technologies in education. Armour
highlights the need for CPD to address these evolving demands, ensuring that teachers can
engage students effectively in ways that go beyond traditional, performance-based models of
PE (Armour et al., 2017). Moreover, she critiques the fragmentation of CPD structures, arguing
that without a coherent, long-term strategy, efforts to enhance PE teaching will remain

disjointed and largely ineffective (Armour et al., 2017).

Additionally, Armour (2014) discusses the importance of a holistic approach to PE teaching,
which moves beyond simply achieving curriculum targets. She emphasises the role of teacher
content knowledge, such as coaching techniques and pedagogical processes, in shaping
students’ learning experiences, advocating for assessment approaches that recognise the
broader social and political dimensions of education (Armour, 2014). This perspective aligns
with her broader argument that PE should not be reduced to a mechanistic system of skill

acquisition but should instead focus on fostering active and engaged learners.
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When delving further into the landscape of primary PE, the English national curriculum for PE
outlines broad aims, including the development of competence in a range of activities,
sustained physical activity, engagement in competitive sports, and an understanding of health
and fitness (Department for Education, 2020). However, Herold (2020) notes that while the
curriculum language has evolved, its practical implementation remains largely unchanged, with
traditional games and sports dominating PE provision, especially within English primary and
secondary schools. Recent research highlights the potential of pupil-led curriculum models to
enhance engagement and inclusivity. Stidder (2017) suggests that giving students greater
autonomy in selecting activities can increase participation rates and foster a sense of ownership
over their physical development. This aligns with the findings back in 2014, when the Youth
Sport Trust (2014), emphasised the importance of adapting PE to better reflect students’
interests and contemporary lifestyle trends.

A persistent issue in primary PE is the lack of specialist training for generalist teachers who
are responsible for delivering lessons. Harris (2018) argues that without adequate training,
teachers may lack confidence in their ability to deliver high-quality PE, leading to a reliance
on traditional methods that prioritise sport over broader physical literacy objectives. This
concern is echoed by Sullivan (2021), who categorises students into groups such as
‘participants’, ‘passengers’, ‘prisoners’, and ‘protesters’, highlighting the need for
differentiated teaching strategies to engage all learners. In addition, the Association for
Physical Education (AfPE, 2020) issued guidelines to support teachers in navigating these
challenges, particularly in the wake of the COVID-19 pandemic. Recommendations include
focusing on non-contact activities, integrating digital resources, and fostering a more inclusive
approach to PE that accommodates diverse learning needs. Nonetheless, the COVID-19
pandemic had profound implications for primary PE, accelerating changes in curriculum
delivery and highlighting existing disparities in access to physical activity. Research by Sport
England (2021) indicates that school closures and social distancing measures resulted in 94,000
fewer children meeting the recommended 60 minutes of daily physical activity. This decline
was particularly pronounced among children from disadvantaged backgrounds, exacerbating
existing health inequalities (Stidder & Blair, 2020). In response, schools have had to adapt their
PE provision, with an increased emphasis on digital platforms, home-based fitness activities,
and non-contact sports. However, Swaithes (2021) cautions that these adaptations, while
necessary, should not replace the fundamental role of PE in fostering social interaction,

teamwork, and holistic well-being.
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Looking ahead, scholars advocate for a shift towards a more inclusive and diverse PE
curriculum that moves beyond traditional competitive sports. Stirrup et al. (2024) highlights
the re-legitimisation of health-focused discourses within contemporary curricula, noting a
growing emphasis on competency-based models, which is a framework that defines the specific
skills, behaviours, and knowledge needed for PE teachers to succeed in their roles, that will
grant educators and learners greater autonomy. Therefore, the landscape of primary PE in
England is at a critical juncture, shaped by ongoing debates surrounding physical literacy,
curriculum reform, and pedagogical innovation. While policy frameworks provide a foundation
for high-quality PE, their successful implementation depends on adequate teacher training,
inclusive curriculum design, and a commitment to fostering lifelong physical activity habits.
By embracing teachers in training on their emotional intelligence, as well as developing their
knowledge of diverse pedagogical models, primary PE can play a vital role in promoting
holistic health and well-being in the years to come. Furthermore, primary PE encompasses not
only the development of fundamental movement skills, but also fosters social interaction,
teamwork, and a broader focus on holistic health and well-being. In supporting the
development of these core components of physical literacy, teachers’ emotional intelligence
may play a crucial role in nurturing and enhancing pupils’ engagement, interpersonal

relationships, and overall personal growth within the PE context.

2.12 Discussion

The literature review provides a comprehensive overview of the importance of emotional
intelligence in the context of primary PE teaching in the UK. It highlights the multifaceted
nature of emotional intelligence, exploring various theoretical frameworks and measurement
approaches, including ability-based and trait-based models. A key theme emerging from the
review is the critical role of emotional intelligence in effective PE teaching. Studies have shown
that teachers with higher emotional intelligence are better equipped to manage pupil behaviour,
demonstrate empathy, and foster positive interactions, leading to more engaging and enjoyable
PE lessons. Conversely, teachers with lower emotional intelligence may struggle to regulate

their own emotions, resulting in suboptimal educational outcomes for pupils.

The review also delved into the neurobiological aspects of emotional intelligence, discussing
the concept of "emotional hijacking" and the importance of self-awareness and emotion
regulation for primary school teachers. This underscores the need for targeted professional
development and training to enhance teachers' emotional intelligence skills. While the existing
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literature emphasises the significance of emotional intelligence in teaching, the review
identifies a paucity of qualitative research exploring how specific facets of emotional
intelligence are manifested during the teaching of primary PE lessons. The majority of studies
have employed quantitative methods, such as self-report questionnaires and ability-based tests,
to measure teachers' EQ. However, there is a lack of observational and reflective data that could
provide deeper insights into the practical application of emotional intelligence in the PE.
Furthermore, the review highlights the limited research on the impact of emotional intelligence
focused CPD programmes for primary school teachers in England. The available studies
suggest that such training can positively influence teachers' confidence, motivation, and
instructional strategies, but more research is needed to understand the long-term effects and the

specific facets of emotional intelligence that are most beneficial for primary PE delivery.

Overall, the literature review underscores the importance of emotional intelligence in primary
PE teaching and the need for further research this area to address the identified gaps. Therefore,
this thesis will focus on exploring the manifestation of emotional intelligence facets during
primary PE lessons through a mixed-methods approach, combining observations, reflective
journals, and targeted emotional intelligence training for teachers, thus contributing a deeper
understanding on how emotional intelligence can be leveraged to enhance the development of

primary PE teaching in England.
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Chapter 3 Methodology

3.1 Introduction to methodology

This chapter outlines the data collection methods used for the four studies of this thesis and to
address the aims and objectives stated earlier in chapter 1.3. Cohen, Manion & Morrison (2018)
emphasised that effectively understanding and conducting research requires engaging with a
body of knowledge known as the philosophy of social science. The philosophy of social science
encompass the nature of the realities encountered in individual research (ontological
assumptions) and the assumptions of human knowledge (epistemological assumptions) (Bell,
Bryman, & Harley, 2019). Recognising and understanding these assumptions will facilitate a
credible and consistent philosophical approach to research, which fundamentally informs
methodological choices, data collection, and analysis techniques that will support the thesis.

Consequently, philosophical considerations are presented at the beginning of this chapter.

3.2 Philosophy and research

When conducting any thesis, it is important to explain the philosophical and epistemological
foundation for our knowledge claims, often described as ‘research paradigm. A research
paradigm refers to a set of beliefs, values, and assumptions that guide the inquiry process and
shape how researchers perceive reality, acquire knowledge, and apply it to a particular domain.
Guba and Lincoln (1994) describe research paradigms as worldviews that define the basic
principles of research by outlining the philosophical underpinnings that govern how knowledge
is created and validated. A research paradigm typically consists of four key components:
ontology, epistemology, methodology, and axiology, each contributing to how the research

process is approached and understood.

Ontology concerns the nature of reality and being. It involves fundamental questions about
what exists and the nature of that existence. In research, ontology informs how the researcher
views the reality they are studying. For instance, a realist ontology assumes that an objective
reality exists independently of human perception, while a relativist ontology posits that reality
is subjective and constructed through individual or social experiences (Guba & Lincoln, 1994).
When conducting research on emotional intelligence in teachers, for example, a realist might
assume that emotional intelligence is a measurable trait inherent to individuals, while a
relativist would view emotional intelligence as a socially constructed concept that varies

according to context and interpretation.
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Secondly, epistemology refers to the theory of knowledge and how we come to know what we
know. It explores the relationship between the researcher and the knowledge they seek to
generate. In positivist research, the epistemological stance is typically objectivist, meaning that
the researcher assumes an impartial, detached role in discovering knowledge that exists
independently of human thought (Bryman, 2012). Conversely, in interpretivist or constructivist
paradigms, the epistemology is subjectivist, acknowledging that the researcher and the
researched are interlinked, and knowledge is co-created through interaction. When examining
the role of emotional intelligence in PE teachers, an objectivist approach might use
standardised measures to assess emotional intelligence levels, while a constructivist might
engage teachers in interviews to explore their experiences and interpretations of emotional

intelligence within the context of their teaching.

Thirdly, methodology concerns the processes and techniques used to gather and analyse data.
It is informed by both the ontological and epistemological positions of the researcher. In a
positivist paradigm, researchers often rely on quantitative methods, such as surveys and
experiments, aiming for objectivity and generalizability. On the other hand, interpretivist or
constructivist paradigms favour qualitative methods, such as interviews or case studies, which
focus on understanding individual experiences in specific contexts (Creswell & Plano Clark,
2011). For instance, in researching emotional intelligence among primary school teachers, a
positivist might use statistical analysis to correlate EQ scores with teaching effectiveness, while
an interpretivist would explore teachers' lived experiences through thematic analysis of
interview data. Mixed methods research, integrating both qualitative and quantitative
approaches, draws from multiple methodological paradigms, providing a fuller picture of the
research problem (Johnson et al., 2007).

Finally, axiology refers to the role of values in research, including the ethical and moral
dimensions of the research process. It addresses the influence of the researcher’s values on the
research design, execution, and interpretation of findings. While positivist paradigms often
emphasise value-neutrality, claiming that the researcher can remain detached from the research,
interpretivist and critical paradigms acknowledge the researcher’s values as integral to the
inquiry process. Axiology in research on emotional intelligence could involve reflecting on
how a researcher’s personal beliefs about emotions, education, and teaching may shape their
interactions with participants and interpretation of data (Greene, 2007). For example, in

constructivist research, the researcher’s values are explicitly acknowledged as influencing how
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knowledge is constructed and understood. In the case of studying emotional intelligence in
primary school teachers whilst delivering PE, these components shape how the thesis will be

designed, how to gather data, and interpret their findings.

It is important to acknowledge the interconnection between epistemology and ontology, as
Audi (2011) notes that an ontological stance often implies a particular epistemological
perspective, and vice versa. In their philosophical framework, Patterson and Williams (2005)
further argue that epistemological and ontological theories are closely aligned. They suggest
that these, along with axiology (the study of values) interact dynamically to shape the
researcher’s approach to inquiry. Figure 5, which adapts this framework, illustrates how these
elements work together systemically to inform the justification and direction of research while

embedding deeper philosophical understanding.

Figure 6: Paradigmatic commitments in the macrostructure of science (from Patterson and
Williams 2005: 286, as adapted from Laudan 1984)
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3.3 Research paradigms

Considering the epistemological and ontological assumptions, it is valuable to examine in
greater depth the ideologies of research and their application to various research paradigms.

Over the years, researchers have proposed numerous paradigms (Kivunha & Kuyini, 2017).
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This detailed examination allows us to understand how different paradigms influence research
approaches, methodologies, and interpretations of data (Thomas, 2017). Therefore, with a
review of prior literature usually revealing that positivist and interpretivist paradigms position
themselves at opposite ends of a continuum, figure 6 illustrates the stark contrasts and
highlights the differing assumptions of these two concepts. It is crucial to understand the
philosophical differences between these extremes and to recognise the research paradigms that
may exist along other points of this continuum (Kivunha & Kuyini, 2017). Thomas (2017)
shows the comparison of positivism and interpretivism research in several categories, which
includes the researcher aims of their study, the use of data collection, type of population,
quantitative or qualitative, on how to analyse the data, finally interpreting and designing the

findings.
Figure 7: Differing assumptions of Positivism and Interpretivism (Kivunha & Kuyini, 2017)
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Positivism asserts that social constructs, and the world at large, can and should be researched
and explained objectively in a structured, scientific manner. Positivists believe that this world,

along with various phenomena within it, can be interpreted and understood through meticulous
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observation and measurement, akin to the approach taken by physicists. They prefer to use
well-designed data collection instruments that allow them to remain as objective as possible,
avoiding reliance on individual interpretations, beliefs, and attitudes. Positivists also contend
that the researcher’s role is to objectively measure the phenomena under study with minimal

influence on the research situation (Easterby-Smith, Thorpe & Jackson, 2012).

In practice, these beliefs influence both the focus of positivist investigations and their
methodologies. Positivists are generally uninterested in individual perspectives and beliefs,
opting instead to study patterns and trends that are relatively universal across larger populations.
They favour quantitative data collection and analysis methods because these methods allow
them to remain detached from the studied situation and maintain objectivity, as well as to
generalise their findings. Using tools such as questionnaires, positivists can gather large
amounts of data, which they then analyse using rigorous statistical tests. In this approach, all
knowledge, beliefs, and attitudes are transformed into variables to be isolated and examined in
terms of the relationships between them (Kruikow, 2020). Eisner (1991) observed that although
the philosophy of science has shifted somewhat away from positivism toward a broader
understanding of science and knowledge, there remains little consensus on the definition of
science. The positivist approach may be appropriate for sport research in fields closely related
to the natural sciences, such as biomechanics. However, sport is generally seen as a social
phenomenon. Therefore, it is crucial to recognise that individuals involved in sports (or in this
study thesis, improving teacher’s emotional intelligence) are influenced by external forces and
are not inanimate objects whose behaviour can be fully explained through causal relationships
(Jones & Gratton, 2015).

3.3.2 Interpretivism

Interpretivism presents a stark contrast to positivism, arguing that the social world is
constructed by each individual and is constantly evolving as people change their views and
opinions. Interpretivists believe the world is not simply waiting to be discovered; instead, we
are active participants in its development (Saunders et al., 2016). Unlike positivists,
interpretivists assert that researchers cannot remain detached from the world they study because
they are inherently part of it. In practice, this perspective means that rather than claiming
complete objectivity, researchers must show the steps they have taken to minimise their

influence on participants to enhance the validity of their findings. Interpretivists focus on
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exploring individual views, beliefs, and attitudes, considering each a valuable contribution to
understanding the subject of investigation. Consequently, they prefer qualitative methods of
data collection, such as interviews, focus groups, or diary entries (Patterson and Williams,
2005). When analysing this data, interpretivists' beliefs are evident in their focus on
understanding individual perspectives and in the analysis process itself, where researchers use
their interpretations to make sense of the collected data. This approach acknowledges the
researcher's role in shaping the study and emphasises the importance of individual experiences

in constructing knowledge (Myers, 2008).

It is important to recognise that positivism and interpretivism are not the only paradigms
available to researchers. Other approaches include critical realism, post-positivism,
postmodernism, and pragmatism (O’Gorman & Maclntosh, 2014). While some of these
paradigms may share similarities, each offers a distinct combination of ontological and
epistemological assumptions. These alternatives exist along the continuum between positivism
and interpretivism, as shown in Figure 3. Nevertheless, these approaches are not relevant to
this current research, which will use qualitative and quantitative data to investigate the cause
of developing emotional intelligence in the delivery of primary PE in England. Consequently,
paradigms like postmodernism and interpretivism, which often involve exploratory research
without a specific question, are less applicable. According to Hallebone and Priest (2009), in
such paradigms, any specific research questions typically emerge after data analysis, which is
a similar exploratory approach with this thesis study, making these alternative paradigms
suitable for the current research.

3.4 Research Approach

The selection of a research approach is determined by the nature of the research problem and
the researcher's philosophical assumptions (see section 3.2). Hallebone and Priest (2009)
highlight that, while research is often categorised as qualitative or quantitative, a more crucial
and fundamental distinction exists. This section will first delineate the difference between
deductive and inductive research approaches. Following this, it will delve into the three main
research methodologies: quantitative, qualitative, and mixed methods (Jones & Gratton, 2015;
Saunders et al., 2016; Skinner et al., 2015). Understanding these distinctions is essential for
choosing the most appropriate method for a given research problem, ensuring the methodology

aligns with the research objectives and philosophical stance.
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3.4.1 Deductive versus Inductive Approach

Deductive research is often associated with the scientific method and is characterised by a top-
down approach. This method begins with a general theory or hypothesis, which researchers
then test through empirical observations. The process is logical and linear, moving from a
general premise to a specific conclusion (Jones & Gratton, 2015). The relevance of hypotheses
to any study is a key distinction between deductive and inductive approaches. According to
Saunders et al. (2016), a research project is typically aimed either at testing an existing theory

or developing a new one.

The deductive approach involves several key steps. Firstly, the researcher starts with an
existing theory or hypothesis, which will be formatted based on previous theoretical findings.
These hypotheses are predictive statements that can be tested through research. Secondly, the
data collection can help the researcher to design experiments or collect data to test the
hypotheses. This step often involves quantitative methods such as surveys, experiments, or
secondary data analysis. After collecting the data, this will be analysed to determine whether it
supports or refutes the hypotheses. Finally, based on the analysis, researchers draw conclusions
about the validity of the hypotheses and, by extension, the theory (Saunders, et al., (2016).
Despite the predominance of the deductive approach, it has recently faced challenges in several
fields. Woiceshyn and Daellenbach (2017) argue that deductive reasoning fails to adequately
reflect how people think and respond to their environments, leaving the 'scientific method'

inadequately explained.

Inductive research, on the other hand, takes a bottom-up approach. It begins with specific
observations or data, from which researchers identify patterns and develop broader
generalisations or theories. This method is exploratory and flexible, allowing for the discovery
of new phenomena and the development of new theories. Inductive reasoning is particularly
useful in fields where little prior research exists, or where existing theories may not adequately
explain observed phenomena. The inductive approach involves the following steps. Firstly,
the researcher collects data without preconceived notions or hypotheses. This data can come
from various sources, including interviews, case studies, or field observations. After collecting
data, researchers analyse it to identify patterns, themes, or relationships. This step often

involves qualitative methods, such as thematic analysis or grounded theory. Following the
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identified patterns, researchers develop new theories or generalisations. These theories are then

subjected to further testing and refinement.

While both deductive and inductive approaches have their strengths and weaknesses, they serve
different purposes and are often used in complementary ways. Deductive research is typically
more structured and aimed at testing existing theories, making it highly valuable for confirming
or refuting established hypotheses (Saunders, et al., 2016). However, it can be limited by the
scope of existing theories and may not be as effective at uncovering new insights. Inductive
research, by contrast, is more open-ended and flexible, making it well-suited for exploring new
phenomena and developing new theories. Its exploratory nature allows for the discovery of
unexpected patterns and relationships, but it can be less rigorous in terms of hypothesis testing
and generalisability (Jones & Gratton, 2015). In practice, researchers often use a combination
of both approaches. For instance, inductive research might be used to generate new theories,
which are then tested through deductive research. This iterative process allows for a more
comprehensive understanding of the research problem and the development of robust,
evidence-based theories.

3.4.2 Quantitative versus qualitative research methods

Quantitative and qualitative research methods represent two fundamental approaches to
gathering and analysing data. Each method has its strengths, weaknesses, and applications,
often complementing each other in a mixed-methods approach (discussed in chapter 3.4.3).
This comparison will expose the core aspects of both methods, with an example drawn from
research on emotional intelligence in teaching to illustrate their distinct contributions. Over the
years, numerous authors (Cavaye, 1996; Darke et al., 1998; Hussey and Hussey, 1997; Miles
and Huberman, 1994; Myers and Avison, 2002) have discussed the decision between
qualitative and quantitative research methods. However, more recently, it has been recognised
that there is no single best research method, especially in the field of sport and PE management
(Skinner, Edwards & Corbett, 2015). Quantitative research focuses on quantifying variables
and analysing numerical data to identify patterns, relationships, and causality. It is
characterised by structured methodologies, such as surveys, experiments, and statistical
analysis (Skinner et al., 2015). To elaborate further quantitative study on emotional intelligence
might involve a large-scale survey using a validated emotional intelligence assessment tools,

such as the Emotional Quotient Inventory (EQ-i) (Bar-On, 2000). Researchers could collect
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data from thousands of participants to explore correlations between EQ scoring and job

effectiveness.

Qualitative research, on the other hand, delves into understanding phenomena from a holistic,
subjective perspective. It employs open-ended methods such as interviews, focus groups, and
participant observations (Myers & Avison, 2002). For example, in a qualitative study on
emotional intelligence, researchers might conduct in-depth interviews with a small group of
employees who have been identified as having high EQ. They could explore how these
individuals perceive and manage their emotions in challenging workplace situations or via
observing their delivery. Thematic analysis of the interviews might uncover strategies that
high-EQ employees use to navigate interpersonal conflicts and stress, providing valuable

insights into the mechanisms behind emotional intelligence in practice (Rahman, 2017).

Table 4: Key Features between Qualitative and Quantitative research

Qualitative Quantitative

Depth of Understanding:  Qualitative | Objectivity: Quantitative research aims for

research provides deep insights into | objectivity, often through standardised

participants' experiences, emotions, and | instruments that minimise researcher bias.

motivations.

Contextualisation: It places emphasis on the
context in which the research subjects
operate, offering a nuanced understanding of
complex phenomena.

Flexibility: The flexible, iterative nature of

qualitative methods allows researchers to

adapt their approach based on emerging

findings.

Rich Data: Qualitative data, such as
interview transcripts, provide rich, detailed
information that can reveal hidden patterns

and meanings.

Replicability: The structured nature of
quantitative methods allows for replicability,
ensuring that findings can be tested and
verified by other researchers.
Generalisability: Large sample size and
random sampling techniques enhance the
ability to generalise findings to broader
populations.

Statistical Analysis: Sophisticated statistical
tools are used to analyse data, providing

precise and measurable insights.

The major difference stated by Gibson, Timlin, Curran & Wattis (2004) is that quantitative

research prioritises reliability and internal validity through controlled variables and
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standardised procedures. Qualitative research, however, emphasises credibility, transferability,
and trustworthiness, ensuring findings accurately reflect participants' experiences. Therefore,
qualitative methods excel in exploring complex, context-dependent phenomena where
understanding depth and meaning is crucial, making them ideal for exploratory and descriptive
studies (Myers and Avison, 2002). In the field of emotional intelligence, a mixed-methods

approach can harness the strengths of both methods.

Quantitative and qualitative research methods each offer unique strengths and insights, making
them invaluable in their respective domains. By leveraging both approaches, researchers can
achieve a more holistic and nuanced understanding of complex phenomena, such as emotional
intelligence. This synergy ultimately enriches the scientific inquiry, providing robust,
actionable knowledge that spans the breadth and depth of human experience. For instance, a
study could begin with quantitative surveys to establish general patterns and follow up with
qualitative interviews to delve into the personal experiences behind these patterns. This
integrative approach ensures a comprehensive understanding of EIl, encompassing both
measurable outcomes and the subjective experiences that drive them (Altricher et al., 1996).
This can be done by including a mixed methods approach to the researcher’s methods. A
rationale of using both quantitative and qualitative research in each of the four studies of the

thesis is explained further in chapter 3.4.4.

3.4.3 Mixed methods (triangulation)

Mixed methods research (MMR) is an approach that combines both qualitative and quantitative
methodologies to provide a more comprehensive understanding of research problems. Creswell
and Plano Clark (2011) define MMR as the process of collecting, analysing, and integrating
both qualitative (e.g., interviews) and quantitative (e.g., surveys) data within a single study.
This methodology offers a richer insight into complex phenomena by combining numerical
data with detailed contextual information, making it particularly valuable in fields like

education, where understanding human behaviour and experiences is crucial.

In studying emotional intelligence of teaching in the delivery of primary PE, mixed methods
research can offer significant advantages. For example, quantitative methods such as surveys
mentioned in chapter 2.5.2 and 2.5.4, could be used to measure the EQ of teachers. At the

same time, qualitative methods like in-depth interviews or focus groups could explore how
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teachers perceive the role of emotional intelligence in their teaching practices and relationships
with pupils. By combining these methods, researchers can gain both measurable data and a
deeper understanding of how emotional intelligence manifests in real-world educational
settings. One key advantage of mixed methods research is its capacity to provide a holistic
understanding of the research topic. For instance, when investigating the relationship between
emotional intelligence and teaching effectiveness in primary PE, a mixed methods approach
allows researchers to collect quantitative data that can show patterns and trends across a larger
population. At the same time, qualitative data can provide rich narratives on how teachers
perceive the impact of their emotional intelligence on pupil engagement, classroom
management, and their overall teaching experience. Johnson, Onwuegbuzie, and Turner (2007)
argue that by integrating both methods, researchers can address research questions more
robustly, combining the precision of quantitative data with the depth of qualitative insights.

Supporters of mixed methods research, such as Tashakkori and Teddlie (2010), highlight that
integrating different data types leads to more comprehensive conclusions. For example, in a
study on how emotional intelligence influences primary teachers’ ability to manage pupil
behaviour, quantitative measures could reveal a correlation between high EQ scores and fewer
disciplinary incidents. Meanwhile, qualitative interviews with teachers could uncover specific
strategies they use to regulate emotions in high-stress situations, such as during conflict with
pupils. This dual approach allows for a deeper understanding of the connection between
emotional intelligence and practical teaching outcomes, which could be missed if only one

method were used.

Despite these strengths, mixed methods research is not without challenges. One limitation is
the complexity involved in designing and executing the study. Greene (2007) notes that
researchers often face difficulties in the integration phase, where findings from qualitative and
quantitative methods must be combined in a meaningful way. In a study of emotional
intelligence in primary teachers whilst teaching PE, reconciling the different insights from
statistical data and personal interviews might require significant effort, especially when the

findings seem to conflict.

Data triangulation involves collecting data from different sources to increase the validity of the
research findings. This is explored further in chapter 3.4.4. In emotional intelligence research,
data triangulation could mean gathering information from various stakeholders such as

employees, supervisors, and peers to assess an individual's emotional intelligence. This

56



approach helps in understanding how emotional intelligence is perceived and demonstrated
across different contexts and relationships, offering a holistic view of the subject (Patton, 2002).
Embedding triangulation in research not only enhances the validity and reliability of the
findings but also enriches the analysis by integrating diverse perspectives. This multifaceted
approach is particularly valuable in understanding the complexities of emotional intelligence,

leading to more comprehensive and actionable insights (Skinner et al., 2015).

3.4.4 Rationale of trianqulation research

The process of triangulation research, incorporating interviews, overt observations, emotional
quotient testing and reflective journals, offered a robust and comprehensive approach to
investigating the emotional intelligence of teachers delivering primary physical education.
Each method contributed distinct yet complementary insights, enabling a more nuanced and
multifaceted understanding of how emotional intelligence is enacted within primary PE
teaching. Integrating these methods helped to mitigate bias and enhance the validity of the
findings (which is explained later within this chapter), while also uncovering multiple
dimensions across the three or the four studies within this thesis.

Semi-structured interviews, conducted in studies one, two, and three (focus groups), provided
teachers with a platform to articulate their perspectives, experiences, and perceptions of
emotional intelligence in their teaching practices. In study one, interviews were conducted prior
to the intervention, enabling teachers to discuss their initial knowledge of emotional
intelligence, their emotional awareness, and how they regulated emotional responses towards
pupils. In study two, interviews served to support teachers in articulating the rationale behind
their emotional responses when teaching PE across different age groups. In study three, post-
intervention focus groups explored teachers’ evaluations of the newly designed online CPD
programme. This format allowed teachers to express diverse professional insights regarding
the content, structure, and delivery of the training, within a streamlined process that respected
their time constraints (Denzin & Lincoln, 2018).

To complement these interviews, observations were conducted in studies one, two, and four
that provided tangible insights into the practical application of emotional intelligence.
Systematic observation of teacher—pupil interactions enabled the evaluation of how teachers
regulated their emotions in response to lesson dynamics, pupil behaviour, and unexpected
challenges. For instance, some teachers experienced emotional hijacking (explained in chapter

2.2) due to personal circumstances, which impacted their delivery. Observational data also
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captured non-verbal behaviours, such as tone of voice, body language, and facial expressions,

which are often absent from interview data (Creswell & Poth, 2018).

Reflective journals, employed in studies one, two, and four, further enhanced methodological
rigour by encouraging teachers to critically examine their emotional processes and provide
introspective insights that neither interviews nor observations alone could fully capture. In
study one, teachers documented emotional self-awareness, empathy, and pupil engagement
across three PE lessons. This ongoing self-assessment and reflexivity supported teachers in
designing more engaging sessions (Moon, 2006). Unlike retrospective interview accounts,
journals enabled continuous, real-time documentation of the development of emotional
intelligence over multiple teaching sessions. When triangulated with observational data,
reflective journals helped to reconcile discrepancies between self-perceived and externally

observed behaviours.

Quantitative data were also collected in studies one and two using the Trait Emotional
Intelligence Questionnaire (TEIQue) and the ability-based Emotional Intelligence
Questionnaire — Version Two (EIQ-2). These tools provided an objective measure of each
teacher’s emotional quotient, identifying both strengths and areas for development. The
quantitative findings were subsequently integrated with the qualitative data from interviews,
observations, and journals to enrich interpretation for study one and two. This was done by
comparing the strongest facets recorded in the EQ tests, to the most exhibited facets of

emotional intelligence within the reflective journals and observation notes.

The triangulation process ensured that the findings were not overly dependent on any single
method but were developed through multiple perspectives. Moreover, this approach noted
alternative interpretations of emotional intelligence in practice. For example, while some
teachers rated themselves as emotionally responsive during the interviews, observations
exposed instances of frustration or disengagement. Reflective journals further showed
occasions in which teachers overcame emotional challenges through regulation strategies. Such
divergences encouraged critical reflection and deepened the interpretative process, showing the
complexities inherent in the construct of emotional intelligence (Bryman, 2016).

Each data source required careful alignment, ensuring meaningful synthesis rather than parallel
analysis. For instance, in study one, interviews were conducted before the observations and
reflective journals were collected, whereas in study two, interviews followed the observed

lessons and reflective journaling. Ethical considerations were also vital. Some teachers
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expressed discomfort during observations, feeling scrutinised, while reflective journaling
required a level of personal disclosure that could be emotionally demanding. Thus, data
collection was conducted with careful regard to participant autonomy and psychological well-
being, fostering a research environment where teachers could share authentic experiences
without fear of judgement (Tracy, 2020). Assurances of confidentiality and transparency
regarding research aims supported ethical practice and enhanced trust in the findings. As
explained in a later chapter (3.7.5.1), the researcher has vast experience in providing feedback
to trainee teachers, alongside previous observation reporting that were completed during the
researcher’s role as Ofsted trainee officer at Heart of Worcestershire College, Worcestershire,

England.

Across the four studies, triangulation served as a powerful strategy to elevate the credibility,
organisation, and depth of data analysis. By converging evidence from interviews, observations,
EQ testing, and reflective journals, consistent themes emerged, minimising the risk of over-
reliance on a single source (Denzin, 2012). This multidimensional perspective facilitated the
detection of patterns that might not have been evident in isolation. For instance, alignment
between reflective accounts and observational data reinforced the validity of certain behaviours,
while inconsistencies stimulated further investigation (Flick, 2018). Ultimately, triangulation
promoted analytical rigour by requiring ongoing engagement between the data, theoretical
frameworks, and interpretative processes. As Patton (2015) asserts, triangulation compels
researchers to remain open to complexity and contradiction, thereby enriching the quality of
qualitative inquiry and contributing to a more comprehensive understanding of the research

problem.

3.4.5 Data Analysis of qualitative data

In qualitative research, various data analysis methods were employed to interpret complex data
gathered from observations, interviews, reflective journals, and evaluation forms, which were
three primary methods for collecting qualitative data throughout the thesis. Common
approaches included thematic analysis and content analysis, both of which enabled to explore
and explain patterns and trends. These methods proved particularly useful in investigating how

emotional intelligence influenced teaching practices in primary PE.

Thematic analysis is a widely used qualitative method for identifying, analysing, and

interpreting themes; often employed to explore participant experiences and understand their
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underlying meanings (Clarke & Braun, 2019). In thematic analysis, researchers systematically
review the data, such as interview transcripts and developed themes based on recurring ideas
or insights (Maguire & Delahunt, 2020). For example, themes such as emotional
communication (both verbal and non-verbal), praise and motivation, empathy, and pupil-
teacher relationships emerged (Pugh, 2008). This is explained further in chapter 3.4.6, which
breaks down how thematic analysis was introduced within each of the four studies of the thesis.
The advantage of thematic analysis includes its adaptability, which makes it ideal for
addressing various research questions, particularly in the four distinct studies of this thesis
(Clarke & Braun, 2019). Additionally, it provides rich, detailed data that allows for deep
insights into participant’s experiences and perceptions, particularly through reflective journals
and questionnaires. Finally, the systematic nature of the process ensures that all relevant aspects
of the data were considered (Hesse-Biber, 2020).

Another method utilised in this thesis was content analysis, which, although primarily
qualitative, incorporated quantitative elements (Schreier, 2019). This method involved
systematically coding the content of the data, often by counting occurrences of specific words,
phrases, or themes. Content analysis tends to be more structured and objective than thematic
analysis, as it focuses on quantifying the presence of particular themes or keywords (Bengtsson,
2019). The process of converting qualitative findings into quantitative data is referred to as
quantizing (Hesse-Biber, 2020). This was predominantly used for study four and further

explanation is located in chapter 3.4.6.

Quantizing data offers three primary advantages. First, it allowed researchers to reduce
complex qualitative data into simpler numerical forms, which are easier to analyse and compare
(Creswell & Creswell, 2018). Second, transforming qualitative data into quantitative data
facilitated comparisons between different cases or participants (Creswell & Creswell, 2018).
Finally, quantizing enables the integration of qualitative insights with quantitative methods,
providing a more comprehensive understanding of the research topic (Chmiliar, 2019).

However, quantizing data also presents several potential constraints. One key disadvantage is
the potential loss of rich, contextual information. Emotional intelligence is a multifaceted
construct, and quantizing data from reflective journals and observations risked oversimplifying
this complexity (Chmiliar, 2019). For example, counting the number of times "emotion
regulation” appeared in the data may not fully capture how or why the teacher managed their
emotions in PE settings. Additionally, the process of transforming qualitative themes into
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numerical data could introduce subjectivity, particularly during the coding phase. What one
researcher identified as "empathy," another might interpret as "rapport-building”, which could
impact data consistency (Chmiliar, 2019). Finally, once qualitative data is quantified, the
analysis becomes more rigid and less flexible in accommodating unexpected themes or insights.
Nonetheless, due to vast amount of data, triangulating the data across different methods of data
collection, such as combining interview findings with reflective journals, will enhance the rigor
of the methodology (Creswell & Creswell, 2018). Researchers therefore need to carefully
weigh these pros and cons, ensuring that the richness of emotional intelligence insights are not

entirely diminished by the quantization process (Schreier, 2019).

3.4.6 Justifying the use of the six steps of thematic analysis

As explained in the previous chapter, the thematic analysis process as delineated by Braun and
Clarke (2019) was fundamental to the interpretation of qualitative data across the four studies
presented in this thesis. Their six-phase approach, which includes: i) familiarisation with the
data, ii) generation of initial codes, iii) searching for themes, iv) reviewing themes, v) defining
and naming themes, and vi) producing the final report; provided a systematic and robust
framework that facilitated a comprehensive and coherent understanding of the collected data.
The application of this method ensured a rigorous and transparent analysis (Braun and Clarke,
2019). This will allow for the identification of recurring patterns and insights pertinent to the
role of emotional intelligence in teaching primary PE.

The first phase, familiarisation with the data, entailed immersion in the full range of qualitative
materials including interview transcripts, reflective journals, and observation notes (Byrne,
2022). This process required repeated readings and reflective engagement with the vast amount
of data to gain a deep and nuanced understanding. In study one, which employed semi-
structured interviews, classroom observations, and reflective journals, familiarisation was
achieved through detailed transcription and annotation of teacher narratives. This enabled the
identification of the challenges and successes of the teacher’s effectiveness in delivering the
PE lessons and noting how their emotional intelligence made impact during the PE lessons.
Similarly, in study two, reflective journals and observation templates were carefully reviewed
to identify patterns of frequently exhibited facet of emotional intelligence by teachers. Study
three centred on teachers’ feedback after engaging with the TEIPPE online programme, while
study four focused on comparative familiarisation with data from teachers’ delivery of PE
lessons before and after completing the training, using both observation templates and

reflective journals.
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The second phase, generating initial codes, involved the systematic identification of salient
features across the dataset. This was conducted inductively, allowing the codes and themes to
be identified organically from the data rather than being imposed a priority. In study one, open
coding of interviews and reflective journals, the themes related to teachers’ self-awareness,
interpersonal dynamics, and emotional regulation were noted. In study two, with a larger
participant cohort of 17 participants, coding was applied to reflective accounts and observed
PE sessions, leading to the categorisation of frequently exhibited facets of emotional
intelligence. In study three, coding of focus group discussions identified key themes relating to
the perceived strengths and limitations of the pilot CPD programme. The fourth study utilised
a similar coding approach, with a focus on evaluating the comparative effectiveness of PE

lessons before and after the emotional intelligence training.

The third phase involved searching for themes by grouping related codes to reflect broader
patterns of meaning. In study one, themes such as ‘teacher self-awareness,’ ‘strategies for
emotional regulation,’ and ‘relationship-building within PE’ was highlighted. Study two found
similar themes but also highlighted contextual variations in emotional intelligence across
different teaching phases (EYFS, KS1, and KS2). This thematic exploration was particularly
significant in study four, where cross-referencing between observation data and reflective

journals enabled a deeper understanding of the impact of training on pedagogical practice.

The fourth phase, reviewing themes, entailed the refinement and validation of identified themes.
This involved re-examining the original data to ensure the coherence, internal consistency, and
relevance of the themes. In study one, for instance, the theme of ‘teacher self-awareness’ was
re-assessed through a close review of reflective journal entries, which confirmed participants’
consistent references to increased engagement and enjoyment in PE delivery. In study two,
reviewing themes required a comparative analysis of two observed PE sessions per participant,
to detect differences in emotional intelligence across varying age groups. Study three involved
a detailed review of focus group data to ensure that themes accurately captured teachers’
responses to the TEIPPE programme, including their reflections on its content, delivery, and
design. Overlapping or redundant themes were consolidated, while sub-themes were refined
for clarity. In study four, comparative analysis between pre- and post-training data was
essential to identify how teachers’ practices had evolved. Given the extensive volume of data
across 17 participants, the qualitative data was quantised (Hesse-Biber, 2020) to support

thematic consolidation.
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As Braun and Clarke (2006) suggests, quantising qualitative data can offer several advantages.
First, it enables the reduction of large volumes of narrative data into manageable numeric
representations, allowing for clearer comparisons (Creswell & Creswell, 2018). In study four,
this approach facilitated the identification of trends and recurring practices in teachers’
behaviour pre- and post-training. Second, it enabled systematic comparisons of what was
absent in pre-training sessions versus what was improved during the post-trained PE lessons
(Creswell & Creswell, 2018). With over 100,000 words of transcripts collected from
observation reports and reflective journals, this process proved invaluable in distilling key

themes and enhancing the interpretive rigour of the findings.

The fifth phase, defining and naming themes, required further analytical precision. Each theme
was refined to ensure conceptual clarity and alignment with the study’s aims. Themes in study
one included ‘managing frustration through self-regulation’ and ‘using empathy to foster pupil
engagement,” illustrating how teachers responded to emotional demands within the PE context.
Study two developed themes such as ‘building confidence through emotional awareness,’
revisited during the familiarisation stage. Study three focused on themes representing the
strengths and limitations of the TEIPPE programme, while study four emphasised contrasts
between untrained and trained teaching practices, reflecting the impact of emotional
intelligence training. At this stage, themes across all four studies had matured into coherent

narratives, illustrating overarching patterns within the data.

The final phase, producing the report, entailed the integration of findings into a coherent
narrative that aligned with the research objectives. The analysis was substantiated with direct
participant quotations to enhance authenticity and transparency. This synthesis not only
underscored the role of emotional intelligence in primary PE teaching but also demonstrated
the consistency and reliability of findings across the four studies. The thematic findings were
further contextualised within the wider literature, offering a critical contribution to the

discourse on emotional intelligence in education.

The systematic application of Braun and Clarke’s thematic analysis framework allowed for the
generation of rich, nuanced insights into how emotional intelligence informs teaching practice
in primary PE. The structured, yet adaptable nature of the methodology, enhanced the
transparency, dependability, and trustworthiness of the findings. Additionally, the use of
thematic analysis mitigated researcher bias by offering a replicable and transparent analytical

framework, ensuring that recurring patterns and themes were not idiosyncratic to this project.
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In studies two and four, colour coding was employed to highlight key phrases, which were
instrumental in shaping the theme titles; these colour coded extracts are provided in appendices

9 and 13. For ease of reference, Table 5 presents a summary of how each phase of Braun and

Clarke’s thematic analysis was applied across the four studies.

Table 5: The six steps of thematic analysis incorporated for study 1-4

Thematic
Analysis Step

Study One

_

Study Two Study Three Study Four
Analysis of
Review of ey
Transcription of . Transcription of | reflections,
. - observation
interviews, focus groups performance
. templates, Lo .
reflective ) after reviewing | evaluations, and
. reflective
journals, and . CPD pre & post
. journals, and i
observations . . programme trained
Interview notes .
observation
reports
Identification of Coding of
facets of I thematic
. - Categorisation
Open coding of | emotional elements related
: ) . . of the strengths :
transcripts to intelligence in to emotional
. ) ! and . .
identify reflective intelligence and
. development of .
references to the | journals and pedagogical

four dimensions

observation

the content and
design of the

effectiveness

of emotional reports, CPD when
intelligence comparing roaramme comparing pre
different key prog and post trained
stages PE lessons
. BENE Identification of
Grouping codes | recurrent . .
) . Thematic overarching
into broader patterns in
. development themes between
themes such as | emotional
. . . around pre and post
teacher self- intelligence . .
, SO emotional trained
awareness’ and | application : X .
. . . intelligence and | effectiveness of
relationship- between .
e . teaching the CPD
building different key
programme
stages
RETBTET O Verification of
themes to

Cross-checking
themes between
the four
emotional
intelligence
dimensions

distinguish raw
data to ensure
coherence of the
most exhibited
facets of
emotional
intelligence
between

Consolidation
of sub-themes
and elimination
of redundant
categories

thematic
consistency
across different
data sources
when
comparing pre
and post trained
PE teachers
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different key
stages

Articulation of

Clarification of themes to Defining key
Refinement of | facets f . improvements
themes into emotional TEEEITEREITG and
L . . challenges to .
distinct intelligence to ain CPD for development in
categories such | highlight I%E emotional
as ‘managing differences req’uirements intelligence
frustration between the and their own when
through self- three Key knowledge of comparing pre
regulation’ Stages in emotional and post trained
primary PE : . PE lessons.
intelligence
Synthesis of
Integration of Zg‘ﬁé?g:tmto a Compilation of | Writing an

themes into a
structured
narrative with
supporting
quotes

discussion of
the main facets
in emotional
intelligence
exhibits by
primary PE
teaching

themes into a
descriptive
framework of
evaluating the
TEIPPE
programme

intervention
report linking
the pre and post
trained findings
to the broader
literature

3.5 Research strategies and choice of research methods for the thesis

After evaluating the numerous research methodologies, this thesis will firstly employ a mixed
methods approach for the first two opening studies, followed by qualitative methods approach
for study three and four. Consequently, the following section will delineate the research process

in detail.

3.5.1 Overview of thesis studies

Having considered all of the above information regarding different ontologies, research designs
and approaches, the research strategies of this thesis are presented. ‘The impact of emotional
intelligence on school teachers’ effectiveness in delivering primary physical education in
England,” has been broken down into four studies. The aim of the opening pilot study was to
investigate how does engaging in reflective practice on emotional intelligence contribute to the
enhancement of teaching effectiveness in primary PE settings? The study delved into how
teachers would utilise the four dimensions of emotional intelligence (self-awareness, social-
awareness, self-management and social or relationship management) via observations, whilst

the teachers measured their own delivery with a reflective journal. In addition, quantitative data
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was collected when the participants completed the EIQ-2 test (Jerus, 2015) to measure their

‘ability based” emotional quotient.

Following on from the pilot study, it was clear that certain facets of emotions within each of
the four dimensions were utilised more frequently than others. Therefore it was from a cursory
review of existing literature, it is noteworthy that little research had been reviewed on specific
facets of emotional intelligence that are utilised by teachers while delivering primary PE. Study
two, which was published in the International Journal of Emotional Education (IJEE) (April
2020), discovered which facets of Emotional Intelligence were exhibited by primary school
teachers while delivering PE in England. This triangulation approach also measured the
participants perception on their delivery, notifying which facets of emotions from Jerus (2010)
Emotional Intelligence framework were exhibited more frequently. The facets of emotional
intelligence that were frequently displayed by teachers while delivering primary PE to different

key stages were identified and analysed.

Study three, which was investigating to what extent can a bespoke CPD programme,
specifically designed to enhance teachers’ emotional intelligence, support the advancement of
primary PE teaching? This empirical study, was an opportunity to design a bespoke training
programme to provide CPD to primary school teachers, helping them to develop the delivery
of primary PE by developing certain facets of emotional intelligence. The online CPD
programme was tested and reviewed by experienced primary school teachers, providing their
feedback in a focus group environment. Finally, study four was researching to what impact
does an emotional intelligence-focused intervention programme have on the delivery of

primary PE, when measuring the changes in teaching effectiveness before and after training?

The intervention study was to measure the participants’ delivery before (untrained) and after
(trained) they watch the revised CPD programme and receiving feedback from their
observation report. When the participants completed their ‘post-trained’ PE lesson, they were
asked to reflect on their effectiveness in a questionnaire. Table 3 explains each of the research
methods approaches for all four studies. The following sub-chapters will explain how the data
was collected and analysed.

Table 6: The method design, approach, data collection and participants for study 1-4

Study Design Research Research Data Data Collection/ Materials Participants
Approach Methods
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1 Pilot Study Inductive Mixed TEIQue Test 6
(Ch1V) Methods Interview (School A:
Overt Observation
Reflective Journal
Methodological | Deductive | Mixed TEIQue Test (Trait Based) 17
Triangulation Methods EIQ-2 Test (Ability Based) (School A:
Study Interview (School B:
Overt Observation
Reflective Journal
3 Explanatory Inductive Qualitative & Focus Group Interview 16
(Ch VI) case study Secondary Training Programme (School A:
Research (School B:
(School C:

4 Intervention Inductive Qualitative Overt observation 17

(Ch Vi) Feedback report (pre-trained) (School A:

Training Programme (School C:

Feedback report (post-trained)

Reflective journal

3.5.2 Participants, schools, the context of the research and the focus of each study

As presented in Table 6, three primary schools participated in some or all of the four studies
within this thesis. All three schools were part of the Birmingham Local Education Authority
(LEA) and were selected due to their demographic composition, which closely aligned with
the national averages in terms of religious affiliation, socioeconomic status, and nationality
(Census, 2011). The research was conducted across these schools between 2017 and 2021, with
each school operating as a two-form entry institution, enrolling between 390 and 418 pupils.

The decision to select schools in Birmingham was underpinned by several factors. Firstly,
Birmingham recorded the second-highest rate of childhood obesity in the United Kingdom,
highlighting a pressing need for increased engagement in primary PE to promote pupils'
physical well-being (Birmingham Public Health, 2018). Secondly, logistical considerations
played a role, as pre-existing professional networks, established through delivering
extracurricular sporting activities across the city, facilitated access to schools and participant
recruitment. Furthermore, each of the three schools had been rated ‘GOOD’ in their most recent

Ofsted inspections (2018, with School C assessed in 2019), indicating that teaching quality,
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pupil behaviour, and pastoral care were positively evaluated. The schools demonstrated a high
level of cooperation, adjusting their PE lesson timetables to accommodate observations and
interviews across the four studies. The pupil population ranged from Reception to Year 6 (ages
4-11), ensuring representation across all three primary Key Stages.

The demographic composition of the schools varied slightly. School A was located in Perry
Barr, northwest of Birmingham city centre, which is a diverse and urbanised area. According
to the Census (2021), a significant proportion of the population identified as Asian (33.4%)
and Black (14.8%). The largest Asian subgroups are Indian (12.7%) and Pakistani (11.6%),
while the Black population is predominantly of Caribbean descent (8.4%) (Census Maps UK,
2023). English is widely spoken, but other languages such as Punjabi and Urdu are also
common. The area exhibits a mix of socio-economic statuses, with both deprived and more
affluent neighbourhoods (ONS, 2021b).

Schools B and C shared similar socioeconomic characteristics, with School B's white British
population at 78.1% and School C at 89.0% (Birmingham City Council, 2018). School B is
located in Falcon Lodge, which is a residential area within the Sutton Reddicap ward of Sutton
Coldfield. According to the Census (2021), 88.9% of residents were born in the UK, indicating
a lower rate of immigration compared to Birmingham's average of 73.3% (Birmingham City
Council, 2018). The ethnic composition is predominantly White British, with approximately
76.0% identifying as White, and smaller percentages identifying as Indian (5.1%), Pakistani
(4.1%), and other ethnicities. In terms of socio-economic status, 64.3% of residents own their
homes, which is higher than Birmingham's average of 52.7% (iLiveHere, 2021). Educational
attainment varies, with 31.9% holding a Level 4 qualification, slightly below the national
average of 33.9% (Birmingham City Council, 2018).

School C, located in the Sutton Mere Green ward, is characterised by a more affluent
demographic. As per the 2021 Census, 91.0% of residents were born in the UK, indicating a
lower level of immigration compared to the city average (iLiveHere, 2021). The ethnic
composition is predominantly White (approximately 81.1%), with smaller percentages of
Asian (11.2%), Black (2.2%), and Mixed/Multiple ethnic groups (3.6%) (CityPopulation.de,
2021). Home ownership is notably high, with 78.9% of residents owning their homes, reflecting
the area's affluence (Birmingham City Council, 2018). Educational attainment is also higher,
with 53.1% of residents holding a degree or equivalent qualification, compared to the national
average of 33.6% (Census Maps UK, 2023).
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In comparison, Birmingham as a whole is one of the UK's most ethnically diverse cities.
Census (2021) reported that 61.1% of the population identified as White, 23.3% as Asian, and
7.9% as Black. English is the predominant language, but the city is home to speakers of Urdu,
Punjabi, Bengali, and other languages (ONS, 2021a). Socio-economic conditions vary widely
across the city, with some areas experiencing significant deprivation and others being more
affluent (Plumplot, 2023). Finally, across the three schools, the pupil gender distribution was
57% male and 43% female, with each class cohort comprising approximately 30 pupils.
However, during the observed PE lessons, an estimated 10-15% of pupils (three to five per
class) were absent, largely due to the impact of the COVID-19 pandemic, with schools

requesting that symptomatic pupils remain at home.
Participants in Study One

The initial pilot study aimed to evaluate the effectiveness of observation templates and
reflective journals in assessing teachers' social and self-awareness in emotional intelligence
when delivering primary PE. This study involved six participant teachers (four female, two
male), who engaged with the research over a three-week period. Five of the six teachers had
over four years of teaching experience. In terms of teaching qualifications, four participants
had completed a Postgraduate Certificate in Education (PGCE), one held a Bachelor of
Education (B.Ed.), and one had qualified through the School Direct route. Despite this diversity
in training pathways, only two of the six participants had specialised in primary PE. Five of the
six teachers had experience teaching exclusively at their current school, while one participant
had previously worked in other schools. Participants' ages ranged from 25 to 31 years, and all
engaged in the study on a voluntary basis. The ethnic composition of the group included five
white British teachers and one British Asian teacher.

Participants in Study Two

Study two examined the facets of emotional intelligence exhibited by teachers during primary
PE lessons and their influence on teaching practices across different pupil age groups. This
study was conducted in two Birmingham primary schools, with a total of 17 teacher participants
(six male, 11 female). The participants’ teaching experience ranged from two to fifteen years,
averaging 11 years. The majority (11 participants) had obtained their qualifications via a PGCE,
four had completed a B.Ed., and two had qualified through the School Direct route. Fourteen
of the 17 participants had spent their entire careers at their current school, while three had prior

experience teaching in other institutions. The group was predominantly white British (15
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teachers), with two participants ethnicity being British Asian. The age range of participants

was 23 to 41 years.
Participants in Study Three

Study three employed an explanatory case study approach to investigate whether a bespoke
CPD programme designed to enhance teachers' emotional intelligence could improve the
delivery of primary PE. Sixteen teachers participated in this study (11 female, five male).
Fourteen participants had a minimum of four years' experience in the primary teaching
profession, while the remaining two had less than three years of experience. Participants’ ages
ranged from 24 to 37 years. Fourteen were white British, with one identifying as Black British
and one as British Asian. In terms of qualifications, 12 participants had completed a PGCE,
two held a B.Ed., and two had qualified through the School Direct pathway. Participants were
drawn from all three primary schools involved in the research (Table 5) and were organised
into four focus groups (School A: one group; School B: two groups; School C: one group).
Additionally, due to teaching commitments of one participant, an individual interview was

conducted one week after the focus group discussions.
Participants in Study Four

Originally, 20 teachers volunteered to participate in study four, drawn from two primary
schools (Schools A and C). However, due to teaching commitments, illness related to COVID-
19, and long-term absences, the final sample size was reduced to 17 participants (11 female,
six male). Despite this reduction, the sample remained sufficiently robust to facilitate a
thorough exploration of the research questions while ensuring manageability in data analysis.
With respect to ethnicity, 13 participants identified as White British, while three were British
Asian, and one was mixed-race. Teaching experience among participants ranged from one to
nine years, with three participants still in the process of completing their Qualified Teacher
Status (QTS) or Early Career Teacher (ECT) induction, indicating they were in their first year
of primary teaching. The majority (14 participants) had obtained their qualifications via a
PGCE, two had completed a B.Ed., and one had qualified through the School Direct pathway.
Three participants had between one and five years of experience, while the remaining 14 had
over five years of teaching experience. The participants’ ages ranged from 23 to 46 years. Table
7 provides an overview of the participants credentials, showing their gender, age, ethnicity,

experience and graduate pathway.
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Table 7: Participants’ data for studies 1-4

Total
participants

Gender

Age
range
(years

old)

ethnicity

Years of
teaching
experience

Post
graduate
pathway

5 White | 2 teachers: 3
British years 1 B.Ed.
1 British | 3teachers: |1TD
Asian 4-6 years
1 teacher: 7-
9 years
17 11F, 24-41 | 15 White | 4 teachers: 11 PGCE
6M British 2-4 years 4 B.Ed.
2 British | 5 teachers: 2TD
Asian 5-10
8 teachers:
11-15 years
16 11F, 24-37 | 14 White | 3 teachers: 12 PGCE
5M British 2-4 years 2 B.Ed.
1 British | 5 teachers: 2TD
Asian 5-10 years
1 Black | 8 teachers:
British 10 years +
17 11F, 23-46 | 13 White | 5 teachers: 14 PGCE
6M British 1-5 years 2 B.Ed.
3 British | 11 teachers: | 1 TD
Asian 5-9 years
1 Mixed
Raced

3.5.3 Instrument and procedures

Before all four studies began, a 10 minute PowerPoint presentation was delivered at the schools,
so all participants had a clear picture of each study. An additional 20 minute Q&A was provided,
with each teacher completing a consent form and a participation agreement form, which further
explained the itinerary of the study and the workload that was required. They were able to
withdraw from the study within five days prior to the start of the study. The teacher’s
participant agreement forms and the consent forms are located in appendices 1 and 2. This
institutional approach is explained further in the ‘ethical procedures’ section 3.6. For all four
studies, a shared document was then sent to all participants to arrange appropriate times and
dates to partake in each of the studies. The planned agendas of observation and interviews are

explained further in each of the study methodologies (chapters four, five, six & seven).
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3.5.4 Ethical considerations and limitations

Ethics are crucial for the success of any research project (Saunders et al., 2016). Regardless of
the research design, sampling techniques, and methods chosen, it is essential to consider ethical
issues (Gratton & Jones, 2010). Adhering to ethical principles is also vital for maintaining
research integrity. Therefore, for all four studies in this thesis was only viewed by myself and
the supervision team and was kept separate to participant’s personal details so as to ensure
anonymity. Whilst observing PE lessons with pupils being present, an opt-out letter was sent
out to all parents prior to the study. In the letter it was made clear that the research was only to
analyse the teacher and no disruption or any direct contact with any of the pupils will take place

throughout the field studies.

The Non-Invasive Human Ethics Committee at the School of Science and Technology,
Nottingham Trent University, played an important role in regulating the four studies of the PhD
thesis. For each research study to proceed, the committee had to review and approve the ethical
considerations involved, ensuring that participants’ rights, safety, and well-being were
protected throughout the research process. This regulation was to maintain high ethical
standards, particularly in studies that involve young people being present during the
observation stages of study one, two and four. The committee’s oversight helped safeguard
against potential risks, including emotional or psychological distress of the teachers, ensuring
that the research adhered to ethical guidelines like informed consent, confidentiality, and non-
intrusiveness. Without this approval, the studies would not have been ethically or legally

permitted to continue.

Each participant had to complete a consent form, alongside a participation information form,
which provided a clear overview of the methods of the study. Participants were reassured that
personal details will be confidential with names being replaced with pseudonyms to ensure
confidentiality. At the conclusion of each study, all collected information was transcribed and
analysed, and the important statements which were used to form the key findings the study
remained anonymous throughout. No direct or indirect information which could be used to
identify a participant was used in any reports or presentations. In addition, all semi structured
interviews, observation data and reflective journals were kept on a secure computer software,

with the participant’s personal details hidden so to maintain confidentiality.
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As mentioned earlier, axiology considers how consider the philosophical approach to making
decisions of value or ethically right decisions (O'Gorman & Maclntosh, 2014). It is therefore
important to contemplate personal values of the participants with consideration to ethical
impacts, and how the research is conducted when obtaining any research data (Kivunha and

Kuyini, 2017). All four non-evasive ethical approval forms are located in appendix 2.

3.5.5 COVID-19 Pandemic and other delays
The fourth and final intervention study was delayed for two years due to the COVID-19

pandemic. This halt in procedures meant that the study would have to be tweaked slightly to
cater for the rules and regulations that the primary schools legislated. In April 2020,
Nottingham Trent University’s post graduated department asked for all PhD pupils to complete
a contingency and mitigation plan was put in place to alter the design of methods and

procedures.

In July 2023, | decided to defer my PhD for seven months due to personal circumstances.
Hence, the completion of the final study as delayed from 2022, to the completion of the thesis
in October 2024. All non-evasive ethic forms and COVID-19 contingency and mitigation plan

documentation is located in appendix 11.

3.6 Procedures of collecting guantitative data

As explained in chapter 3.4.3, a mixed methods approach was adapted for the opening two
studies of the thesis, with quantitative data being collected to help measure the emotional
quotient of the participants.

3.6.1 Trait Emotional Intelligence Questionnaire (TEIQue) and the EIQ-2 Test

In the opening two studies, all teachers completed two Emotional Quotient tests, which were
the Trait Emotional Intelligence Questionnaire (TEIQue) (Petrides, 2009), which measured
their trait based emotional intelligence. This was followed by the completion of Emotional
Intelligence Questionnaire Version 2 (EIQ-2), which measures the ability based emotional
intelligence. Both trait and ability based emotional intelligence was explained in chapter 2.5.2
and 2.5.3. The use of TEIQue (trait-based emotional intelligence) and EIQ-2 (ability-based

emotional intelligence) facilitated the examination of whether the participants’emotional
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intelligence was higher than average, as suggested by earlier studies in other countries. In
addition, as it has been stated by Goleman (2000), that emotional intelligence can be improved
and nurtured, these quantitative measures of emotional intelligence provided a value that could
be compared over time. Finally the quantitative measures facilitated giving support or not to
Karamehmetoglu’s (2017) theory that a teacher’s EQ will not be affected by less or more than
5 years teaching experience. For the TEIQue, the participants completed the 159 question, 5
ranking Likert scale questionnaire, which took an average time of 13 minutes and 46 seconds
to complete. The teachers kindly were asked to complete the TEIQue within their school

environment and during their planning, preparation, and assessment (PPA) timeslot.

The Emotional Intelligence Questionnaire Version 2 (E1Q-2) then followed after completing
the TEIQue. This test was designed by Jerus in 2005, was an adaption from Bar-On’s (2000)
Emotional Intelligence Framework (figure 1.). Druskat (2005) and Bradberry & Greaves (2010)
have praised the accuracy and the validity of the EIQ-2 questionnaire from previous studies in
coaching and in the professional workplace, though very little research had taken place in
education sectors. The test comprised of 30 questions, with a 5 ranking Likert Scale. Similar
to the TEIQue test, it helped identified the Emotional Quotient of the participants though

measuring their ability based emotional intelligence.

3.6.2 Limitations of the EIQ-2 and TEIQue Emotional Quotient Tests (quantitative data)

The EQ tests that measured the emotional intelligence of the participants in study one and two,
were no longer applicable for study three (case study explanatory case study and four
(intervention study) which employed qualitative research methods. Whilst the EQ testing could
provide valuable insights into the participants’ ability and trait based emotional intelligence,
there could be some bias and inherent prejudice could pose significant challenges to the
analysis in a thesis. As EQ testing often relies on self-report questionnaires, participants could
introduce significant bias as they may not accurately perceive or honestly report their true
emotions and behaviours (Petrides, 2009). This could lead to skewed results, affecting the

reliability and validity of the findings.

Emotional intelligence encompasses a wide range of skills and attributes, including emotional
awareness, regulation, empathy, and social skills. This complexity makes it challenging to
capture the entirety of EQ with standardised testing, it therefore had very little content for the

third and forth study of the thesis. The EQ testing, as previously explained, was to measure the
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participants EQ to see if they were eligible for taking part in the studies, meaning the dynamic
and context-dependent nature of emotions can be difficult to measure accurately, posing further

challenges to the analysis (Ahmadpoor, Yektayar & Nazari, 2014).

3.7 Procedures of collecting qualitative data

To support and enrich the findings from the quantitative data collection, interviews,
observations and reflective questionnaires were used to collect qualitative data collection for
all four studies. The benefit of including a qualitative research design was to have some
flexibility within its structure, which provides the freedom for the researcher to delve deeper
into certain aspects of the research which emerge during the data collection process (Maxwell,
2012). The approach for executing a pilot study was to firstly examine if a mixed methods
approach of measuring the emotional intelligence of primary PE teachers would provide valid
and accurate data. Secondly, it was to examine if the instruments to measure qualitative data
could be adapted and adopted for the remaining studies and provide the necessary findings to

help progress with the PhD thesis.

3.7.1 Interviews (semi-structured and focus groups)

Semi-structured interviews were introduced in two of the four studies, as the format has been
noted to be a robust method in qualitative research, offering a good balance of reliability and
validity when carefully designed and implemented (Patton, 2002). However, to enhance the
reliability and validity of semi-structured interviews, there has to be a consistency when
collecting data. To enhance the reliability of delivering the interview, standardisation of
questions have to allow flexibility, though having a core set of questions ensuring that all
participants are asked about the same topic area. Using a semi-structured format allows to probe
deeper, clarifying and expanding on responses to accurately capture the constructs. In addition,
it helps to enhance to triangulate data with other sources, such as observations and reflective

journals (Bell, Bryman & Harley, 2019).

In study two, the final stage of the study was to undertake a semi-structured interview with
each of the participating teachers. The interviews ranged between 30-35 minutes in duration
(please note that this was the similar timing for study one interviews). The interviews were
audio recorded using a Dictaphone and were later transcribed. The interviews concentrated on

the teachers’ experiences of the study, with an opportunity to fill in any features that were
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missing from the reflective journal, such as elaborating further on which facets of emotional
intelligence differ when comparing the two taught lessons. In addition, it helped to confirm
some sections of the reflective journal that was not completed or were confusing to understand.
The interview also helped to justify 'why' the teachers expressed those certain facets of
emotions differed in their two sessions. Furthermore, they discussed what they had learned
about emotional intelligence and how the study had helped them to teach PE differently,
especially when expressing the development of their self-appreciation and social recognition.
The audio recordings of the semi-structured interviews totalled 9 hours and 42 minutes in

duration.

Another form of interview technique was introduced for study three. Focus group interviews
also offer a dynamic and interactive environment where participants can build on each other's
ideas (Patton, 2002). This interaction often leads to spontaneous and candid discussions,
revealing insights that might not emerge in individual interviews. The group setting can
stimulate participants to think more deeply about the topic, offering varied perspectives that
enrich the data collected. Another advantage is the ability to observe non-verbal cues (Bell et
al., 2019). Researchers can note body language, facial expressions, and other non-verbal
behaviours that add context to verbal responses. These cues can provide additional layers of
meaning, helping researchers understand the intensity and subtleties of participants’ opinions
and emotions (Smith et al., 2004).

Introducing focus groups for study three was because they can be relatively flexible and
adaptable, as they can be used at various stages of research, from exploratory phases to the
testing of specific concepts (Patton, 2002). Researchers can adjust the discussion guide as the
session progresses, allowing them to probe deeper into interesting areas that emerge during the
conversation. This adaptability makes focus groups a versatile tool in a researcher’s arsenal.
Furthermore, focus groups provide a platform for marginalised voices (Jones & Gratton, 2015).
In addition, they offer an opportunity for individuals from underrepresented groups to share
their experiences and perspectives in a setting that values their input. This inclusivity can lead
to more comprehensive and equitable research outcomes (Jones & Gratton, 2015). Despite
these numerous benefits, focus group are not without significant drawbacks. A major issue with
this method is the potential for groupthink. Groupthink occurs when the desire for harmony
and conformity within the group leads to a consensus that may not accurately reflect individual
opinions (Skinner et al., 2015). Participants might feel pressured to agree with dominant

viewpoints or the moderator's suggestions, especially in homogeneous or hierarchical groups.
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After each participant trialled the TEIPPE programme they were interviewed in small focus
groups (3-4 per group). Due to the design of this study, focus group discussion was highly
beneficial due identifying a range of issues. Such providing a platform for participants to share
their experiences and insights in a collective setting and encouraging the exchange of diverse
perspectives (Bell et al., 2019). This format allows for deeper exploration of participant
feedback, uncovering nuanced opinions that might not emerge in individual surveys or
interviews. The interactive nature of focus groups can reveal the programmes strengths and
weaknesses, highlighting areas for improvement through spontaneous dialogue and follow-up
questions. Additionally, focus groups can foster a sense of community among participants,
enhancing their engagement and willingness to provide honest feedback (Patton, 2002). As this
study is to explore a new topic of research, Hennink, Hutter and Bailey (2020) have concurred
that focus groups would support gaining key information because the method allows
participants to evaluate a programme and outline the success and failures of the CPD

programme.

There were a total of four focus groups, and an individual, one-to-one interview which took
place the following week as the participant had commitments during the focus group week.
Each focus group lasted for 35-38 minutes. All focus groups were audio recorded and
transcribed (appendix 3) and were located within the school environment in a private meeting
room after school hours (starting at 4pm), so there were very few distractions from pupils and
their parents. The delivery of the focus group had four main focus points. Firstly, was the
introduction that provided an overview of this thesis, the shared values of the study and the
importance of the research. This was then followed with an ice breaking activity, which was
for the teachers to explain when and where they completed the TEIPPE programme, adding
how they fitted in the completion of the CPD programme and quiz. This made the participants

feel relaxed, adding humour and making them comfortable during the interview.

Thirdly in the groups the strengths and positive elements of the training programme were
discussed. This section had several prompts, which explored how important the CPD could be,
what the teachers enjoyed about the TEIPPE programme and how they could embed this within
their teaching. The final focus point were the weaknesses and required development of the
training programme, such as what they would like to see embedded, removed, and altered in
the TEIPPE programme, so it can become more user friendly. A final ‘thank you’ prompt was
also included at the end of the interview template. All transcripts, with a breakdown document

of the key findings are included in appendix 3.
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3.7.2 Analysis of focus group and semi-structured interview transcripts

Analysing semi-structured interview and focus group transcripts involves several stages to
ensure comprehensive understanding and meaningful insights. As Patton (2002) explained,
preparing and familiarising the transcripts from the recorded interviews and immersing oneself
in the data by reading the transcripts multiple times. The goal is to gain a deep understanding
of the content, noting initial impressions and significant points, which will then help support
the coding and labelling significant segments of text in the finding’s chapters. Several
researchers have noted that all potential patterns and notable quotes during this familiarisation

process should be portrayed in the results of each study (Jones & Gratton, 2015).

The themes are then reviewed and refined to ensure they accurately reflect the data. This
involves merging similar themes, splitting broad themes into more specific sub-themes, and
ensuring that each theme is well-supported by the data (Patton, 2002). The data will then relate
back to previous literature, so the themes are clear and accurately representing the complexities
of teachers' experiences and perceptions of emotional intelligence. The findings therefore
should link the themes to the broader context of emotional intelligence research, discussing
their implications for educational practice and policy in primary PE. It is crucial to represent
the teachers' voices authentically and accurately to ensure the credibility and reliability of the
findings, by linking with a triangulation of other data sources, such as the observations and
reflective journals (O’Gorman & Maclntosh, 2014). By following these stages, the studies
within this research can systematically analyse the uncovering valuable insights into teachers'
perspectives on emotional intelligence and its application in educational settings.

3.7.3 Overt observations

For study one, two and four, overt observations were utilised to hinge several factors that can
enhance or undermine the robustness of the data collected. One key advantage of observations
is that they allow researchers to see and record behaviours as they occur naturally, providing a
real-time and context-rich understanding of the subject matter (Patton, 2002). This enhances
ecological validity, as the data reflects genuine interactions and behaviours in their usual
environment. Additionally, overt observations enable researchers to clarify and probe
behaviours and interactions immediately, ensuring that the observations are relevant and

correctly interpreted. However, the presence of the observer can sometimes influence
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participants’ behaviour, a phenomenon known as the Hawthorne effect (Statt, 2000).
Participants may alter their behaviour because they are aware they are being watched, which
can compromise the validity of the data. Observers can mitigate this by building rapport and
minimising their intrusiveness, allowing participants to become accustomed to their presence

and behave more naturally.

Reliability in overt observations pertains to the consistency and repeatability of the
observations. To ensure reliability, it is crucial for observers to use standardised methods and
clear, consistent criteria for recording behaviours. Training observers thoroughly can reduce
variability in how observations are recorded and interpreted. Additionally, using multiple
observers and comparing their findings (inter-rater reliability) can further enhance the
reliability of the data. Nonetheless, subjective biases of the observers can affect reliability.
Observers may unconsciously filter what they see through their own perspectives, leading to
inconsistent data. Implementing structured observation protocols and regularly reviewing and

calibrating observer interpretations can help mitigate these biases.

In study one, to identify how the teachers were using their emotional intelligence in their PE
lessons, they were observed whilst delivering to their tutor group on one occasion over a three
week period. Each observation was delivered overtly as it provided easier access for gaining
more data from seeing the teacher deliver their lesson from different angles of the sports hall.
Therefore, no emotional triggers were missed during the observation. The reason why study
one, two and four were not covertly observed via a recorded camera, is that it would not catch
everything that a live observer would capture. In addition, there was an advantage of being
present at the observations, as there were times when the participant was asked questions prior
to or after the PE lesson, whilst also taking live notes and orally recording the findings via a
Dictaphone (Edwards & Holland, 2013).

For study one, the observation template was adopted from a study by Pugh in 2008, who
designed a bespoke emotional intelligence observation report utilising from Mortiboys’ self-
assessment proforma designed for higher education lecturers to observe QTS trainee teachers
(Mortiboys, 2002: 23). This report was designed originally for the observation of trainee
teachers (PGCE) delivering within a classroom environment, with maths being the
predominant topic that was being observed. Mortiboys (2002) carried out this study due to
schools were being increasingly focused on emotional wellbeing due to the introduction of the
‘Every Pupil Matters’ initiative (DfES, 2003). This emphasised the importance of pupil
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emotional wellbeing with previous research showing that integrating emotional intelligence
into the school curriculum benefits pupils (Qualter, Whiteley, Hutchinson, & Pope, 2007). The
observation template helped to identify the verbal and non-verbal communication techniques
of the teacher, such as body posture, tone of voice, delivery of positive reinforcement and if
the teacher provides any other style of motivation. There were 35 questions to examine on the
observation template. The completed observation forms from study one are located in appendix
4,

Due to the success of Pugh's (2008) observation template for study one, it was utilised for study
two, though some aspects of the template were adapted, such as capturing the twenty facets of
El, from Jerus et al (2005) emotional intelligence framework, which could be exhibited by the
teachers during the delivery of PE lessons (appendix 5). There were thirty-five sections on the
observation transcript, followed by a checklist to see which of the twenty facets of emotional
intelligence were utilised during each PE lesson. There were some challenges of gaining all the
information required, though triangulating the observation data with the interviews and
reflective journals provided more accurate and valid findings. All thirty-four observations (17
teachers x 2 observations) were audio recorded using a Dictaphone, noting down how each
participant covered the thirty-five sections on the observation sheet, alongside which of the

twenty facets of emotional intelligence were frequently being exhibited by the teacher.

Study Four: The 17 participants were observed, and the information was typed underneath the
observation form’s checklist. Each teacher selected their desired PE lesson, though it had to
include a team based sport and had to include two skill activities and a game/competitive
segment. The delivery of each PE lesson had to be between 45-50 minutes in duration. The
bespoke observation template and was adapted from study two’s observation template,
exploring the four most utilised facets of emotional intelligence within each Key Stage,
followed by generic emotional cues that would make the PE lesson more engaging and
motivating for the pupils. Moreover, it recorded their verbal and non-verbal communication
and body posture. Additional space was provided for the researcher to make key notes that
could later be converted into more detailed feedback report for the teacher. Appendix 6 shows

the design and content of the observation template.

After the observation, the teacher received feedback on their delivery. This was sent on the
same day of their pre-trained observation PE lesson so the session would still be fresh in their
minds. The feedback was written with positive intonation throughout, including when
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explaining the weaker elements of the PE lesson. It was hoped that providing positive
reinforcement and for each teacher, so they will persevere with the study. The feedback sheet
was split in to two categories: ‘key findings,” which outlined many of the positive elements
and what was also missing of the PE lesson. The second column was ‘suggestions for 2"
observation’, outlining the mismatches and key techniques that could be introduced to improve
the PE lesson. To explain what would happen next with the study, procedures were explained
at the bottom of the feedback report, explaining that they would receive a link to the TEIPPE
training programme. An example of the feedback report can be seen in figure 8, with all 17

pre- and post-feedback reports being located in appendix 7.

Figure 8: Example of pre-trained physical feedback report

@rcs

Researching the effects of Emotional Intelligence on the delivery of Primary Physical Education
Pre-trained Physical Feedback

Name of Teacher: KY

Year Group/Key Stage: YEAR 1

Date of observation: 28/10/2021

Key findings:
E2

Firstly, your lesson was very good and a oy to ODserve. YoU Were Wearing the Commect attire, wWhilst you
wiarm up activity, ‘Simon says’, was very humorous and enjoyable for the children.

Nonverbal communication was a wonderful way to empower and emationally manage children. You hand
signals were very strong; silent when children are talking and teacher was pointing to ner ear; asking
children to find a space in the hall while pointing to your eyes. Excellent use of hand gestures. Anather
example, ‘twice now Reuban'; using we fingers to show the amount of times that he was asked to behave.
Erilliant!

You canstantly moved around the hall and provided a demonstration during the traffic light game.

You lip syncing answers and praising to student who forgot what amber was. Did not make the child feel
silly and made them feel confident to answer another question later on i the lesson

es!!! Removed lanyard during warmup. This Is explained in the raining programme.

Holding hand of student who was upset. Wonderful cohesion and builing relationship and sensitivity with
the children_ Again, helped child up; two children now holding each hand. Very tactile and building a strong
relationship. Brilliant!!!

St got magnet eves...looking at me! love this!

“ythat skills have you been learning? finger on chin. Constantly using hand gestures to communication and
build an emotional expressian to make the children to attempt to answer the questions.

Nex task was catching. all sat down; had to wait for children to keep quiet. took three minutes to outline
tasks, which is okay.

Anather hand gesture example....‘what was | doing with my eyes? pointing to her eye

Silent wihen people were talking. everyone who was talking then stopped_ Facial expression was excellent;
showing disappointment but not anger.

Throwing exercise: everyon had a bean bag, 50 everyone was able to take part. no one was waiting for a
turn to partske. Excelient!

Billiant positive refnforcement (or catalyst of change] when praising a child who was talking then stopped
wihen he saw you looking t him silently. Praising the student for realising their mistake was lovely to see.

specific praise._. very good on hand eye coordination. More on this during the training session.

reall children throwing the beanbag. Will discuss
silent ion’ in the training ideo to enhy hing

Helping child who needed help. went down 1o his eye level. Moved over to some space yet was able 1o look
at everyone else, showing all children that you can still see everyone's performance.

Very patient was calm when telling boy to move away from beanbag as he was not listening. ‘where should
Vour beanbag be?' when ancther bay was playing with their handbas.

You attempted to work with every child. working in small groups of three then rotating around sports hal
talking to children again at equal eye level height. Brilliant!

Used o child placed beanbag was placed on fleor when asked. Another emotionally positive:
hand gesture

‘Amaring posifys facial expressions; no self fssues of teacher. No coping
evident to control emotions.

Played with one child for a prolanged amount of time. Swapping partners may help so you can walk around
10 other groups. Child in question may have MLD issues, hence the duration of support.

Talked about feet placement whilst catching really good skill acquisitian and specific ‘chaining’ element.

Final demonstration was slightly longer but then again, this is required whilst defivering to K51 25 they need
to get as much information 25 possible processed and reassured. Volume and tone of voice was calm and
pleasant. the volume was okay but sometimes slightly quiet refating to the noise of the group and with the
Go0r opened to the playground.

Cool down: stretches and then ‘relaxed kids’ story. This was really enjoyable. More on this during the
training programme.

Suggestions to include for 2' PE ebservation

Twould suggest that the timebound for the warmup could have been longer. I the children are active,
laughing and enjoying the session just keep it going and reduce the duration of another task.

Just an clea for next session. There were good skill acquisition activities but there was little physical
activity. Sugzest longer pulse raiser during warm up or include some heart rate energiser during the
throwing activities, maybe including hopping o balancing on one leg one catching; it will also make ft quite
amusing for the children

Near the end of the session, some groups wiere getting despandent during the final activity with beanbags
fiying everywhere. Boys together are Iittle tinkers1!! Suggest just moving around the sports hall more, even
right to the of the lesson (I'm being very picky as the lesson was fab and five/six year old boys in

o distracted).

What's next?

The researcher will send you 2 hyperlink on Tuesday 5" October to the TEIPPE YouTube channel.
There will be two training programmes watch. The Introduction presentation and your key stage
presentation.

If possible, please watch these videos at least 72 hours before your second observation.
I you have any queries, please email Craig Strong, craig. strong@ntu.ac uk

Many thanks for your dedication to this worthy research.

3.7.4 Training Emotional Intelligence in Primary Physical education Version Two (TEIPPE -
2)

After receiving the feedback, teachers were informed they would receive a link to the TEIPPE-
2 training programme. The access of the TEIPPE-2 training programme was via YouTube,
which allowed the participants to have flexible access, being able to access the training videos

both at school and on their own electronical SMART device at home. Researchers (Tyagi &
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Misra, 2021; Williams, 2020;) have concluded that using software like YouTube and Facebook,
provides easier access and enables the pupil to pause, speed up, and go back to sections to help
their learning and development. The reason why a link to the Training in Emotional Intelligence
Primary Physical Education (TEIPPE) was sent after the pre-trained observed PE lesson was
to restrict any participants discussing their experiences of the training programme to other

teachers who were yet to partake in the first observation.

The second observation took place the week following the first observation and after the
teacher had completed the TEIPPE training. The teacher again designed a 45-50 minute lesson
comprising a similar game or sporting activity of their first session, including skill acquisition
activities and a competitive game element near the end of the PE lesson. The aim was to observe
the teacher to investigate to what extent the key elements of the CPD programme had been
utilised to inform a more engaging and enjoyable PE lesson for the pupils. After receiving had
the feedback from the pre-trained observation see if the teacher had improved on their areas
for improvement. The teachers were then provided with the ‘post-trained’ feedback report,
providing a comparison with their first delivery. All participant teachers received this feedback
within 24 hours of their observed PE lesson. The template for both the observations and

feedback reports were the same as the pre-trained sessions.

3.7.5 Data analysis of overt observation

When presenting overt observations effectively it is crucial to establish a foundation upon
which the thesis argument is built (Cohen, Manion, & Morrison, 2000). These observations
reports for three of the four studies helped to provide clear and easily identifiable data points
on how emotional intelligence was exhibited during the delivery of the observed PE lessons.
The findings are summarised by descriptive statistics providing simple abstracts about the
delivery of the participants delivery of the PE lesson, summarising how emotional intelligence
was exhibited during the session. Breaking down observations into categories can clarify
complex datasets. By grouping data into meaningful categories, researchers can highlight
specific aspects of their observations. In this thesis categorising observation responses based
on the delivery of pupils that are being taught, the socioeconomic status of the group, and the
experience of the teacher delivering PE, can reveal differences and similarities among groups
(Jones & Gratton, 2015). This stratification can help in pinpointing which strength of emotional

intelligence when delivering primary PE. As explained in chapter 3.4.4, triangulating the data
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from the overt observations to the reflective journals and interviews can enhance the robustness
of the analysis. This multi-faceted approach adds depth and credibility to the analysis, as
consistent findings across different methods strengthen the validity of the observations and
indeed of the reflective journal and interviews across the four studies of the thesis.

3.7.5.1 Researchers knowledge and experience in physical education and coaching in sport

The researcher has accumulated extensive experience over several years in primary PE and
sports coaching, as well as in higher education, where they have contributed to the preparation
of future PE teachers. Initially, for five years, the researcher worked across various primary
schools in the West Midlands, delivering extracurricular sports activities with a focus on
endurance running and athletics. During this time, they also attained a Level 3 Head Coach
qualification from UK Athletics. Additionally, the researcher had spent six years teaching
undergraduate pupils on a foundation degree PE module, affiliated with the University of

Worcester.

3.7.6 Reflective journals

Reflective journals, used by participants to document their thoughts and experiences after being
observed, can be valuable tools in PE research for assessing the reliability and accuracy of data
gathered through observations. These journals allow participants to provide personal insights
and reflections that may not be immediately evident through observation alone. Reliability in
the context of reflective journals refers to the consistency of the reflections over time and across
different participants. Journals can enhance reliability by providing ongoing, systematic
records of experiences, capturing changes and developments that might occur during PE
sessions (Saunders et al., 2016). To ensure reliability, it is essential to use structured prompts
and guidelines for journal entries, which help standardise the reflections and reduce variability

in how participants report their experiences.

However, the subjective nature of reflective journals can pose challenges to reliability.
Participants’ reflections may be influenced by their moods, memory biases, or the time elapsed
since the observed event, therefore, it is important to ensure regular and immediate entries
should mitigate some of these issues, as timely reflections are likely to be more accurate and
consistent (O’Gorman & Maclntosh, 2014). Having the accuracy in reflective journals pertains
to the truthfulness and detail of the participants’ recorded experiences. Reflective journals can
offer deep, personal insights into participants' perceptions, motivations, and feelings, which

may not be observable (Patton, 2002). These self-reported accounts can provide context and
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depth to the behaviours observed in PE, leading to a more comprehensive understanding of the
participants’ experiences. However, accuracy can be compromised if participants are not
honest or if they feel pressured to present themselves in a favourable light. Encouraging a
culture of openness and confidentiality can help participants feel more comfortable sharing
genuine reflections. Cross-referencing journal entries with observational data can also help

verify the accuracy of the reflections (Jones & Gratton, 2015).

Study one: when each participant completed their observed PE lesson, they completed a written
reflective journal within 24 hours of the observation to aid recollection, so that the lesson was
still fresh in the mind. The original reflective journal designed by Harrison & Fopma-Loy
(2010), was used to for QTS primary school teachers perceive how they utilised their emotional
intelligence whilst delivering English and Maths in primary education. This data collection
resource provided significant benefits by encouraging teachers to introspect on their emotional
intelligence, enhancing self-awareness and emotional regulation. Harrison & Fopma-Loy
(2010) study showed how it helped educators to better understand and manage their emotions,
leading to improved interpersonal relationships, teaching effectiveness, and overall
professional development, in addition providing deeper reflections on personal growth and

classroom dynamics.

The journal was adapted and rephrased, so the questions related to a sports hall rather than a
classroom environment. The questionnaire itself had a total of 26 questions and took teachers
a mean time of 21 minutes to complete. The questions consisted of the four dimensions of
Daniel Goleman’s Emotional Intelligence Quadrant (2002) (Fig.8). To provide some flexibility,
the teachers could complete the questionnaire by either handwriting or word processing their
answers. Each week, the journal was slightly rephrased, by making sure that the teacher could
explain how they developed and improved their interpersonal relationships, teaching
effectiveness, and overall professional development when comparing to the previous PE lesson.
This meant that from the three PE lessons, there should be a development of their delivery in
the sports hall and reflecting on why the session improved week by week whilst notifying from

their emotional competence during the delivery of each PE lesson.

For study two, after the participants were being observed, the teachers were to be left to reflect
on their own findings. The reflective journal questionnaire was adapted by conjoining Jerus et
al. (2015) EIQ-2 test and the Harrison & Fopma-Loy (2010) journal that was used in study one.
The questionnaire had a total of 26 questions (19 questions closed, 6 open) and took the
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teachers between 17-23 minutes to complete. Each participant was asked to complete the
reflective journal within 72 hours of completing the second observed PE lesson, so they
remembered which facets of emotional intelligence they frequently exhibited during their two
PE lessons (appendix 14).

For study four, the reflective journal provided the respondents with the opportunity to consider
their personal perspective on their effectiveness, comparing their teaching in the pre- and post-
trained PE lessons, with encouragement provided to read back their feedback reports to help
them recap and reflect upon their original delivery. The reflective journals were completed
within one week after the second observed PE lesson. The journals comprised of eighteen open
questions, which explored how the four dimensions of emotional intelligence were
incorporated into the delivery of the PE lesson, if there were any noticeable differences between
the pre and post trained lessons and reflecting upon any differences with regards the
engagement and enjoyment of the pupils when comparing the two lessons. Finally, the teachers
were asked on what they thought about the design and the concept of the TEIPPE-2 training
programme (appendix 8). Figure 9 shows an example of the reflective journal. Additional
questions explored the participants past PE and/or physical activity coaching experiences, their
emotional intelligence knowledge prior to the training programme, their CPD or training
experience for PE and the resources they use to help deliver PE lessons. These questions were
included to help support future research by aligning the experience of PE teaching to their

emotional intelligence.

Figure 9: Reflective questionnaire that teachers completed after their post trained PE lesson

TEIPPE Training Programme Reflective questionnaire

(Study Four: The effectiveness of Emotional ntelligence in the delivery of Primary PF)
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3.7.7 Analysing the data from reflective journals

As mentioned in chapter 3.4.4, thematic analysis was introduced in to the findings of studies
that utilised the reflective journals, which helped to identify any reporting patterns or themes
within the data (O’Gorman & MaclIntosh, 2014). When applied to reflective journals, this
method helped to organise and interpret the rich qualitative data, by beginning with reading
through the journal entries multiple times to become familiar with the content. Next, was to
code the data by highlighting significant statements and categorising them into themes is
essential (Patton, 2002). For example, in study four, there were, ‘The strengths of the emotional
intelligence intervention study’, ‘the limitations of the emotional intelligence intervention
study’, ‘the benefits of gaining CPD from the TEIPPE programme’, ‘Areas for improvement

of the TEIPPE programme’, and ‘Additional findings from the reflective journal’. These were

categorised and is located in appendix 9.

3.7.8 Evaluation forms

After the completion of study one, each of the seven participants were invited to complete an
evaluation form to gain information on the delivery of the study, the design of the reflective
journal and how they felt completing the EQ tests and being observed on three occasions. All
these comments would help develop the methodology and design of study two of the thesis.
These evaluation forms are located in appendix 10. The evaluation form was completed
anonymously, so the teachers could feel confident and honestly explain the benefits and the
improvements of the research that they participated. This was completed one week after the
teacher handed in their third and final reflective journal. The itinerary for the participants of
study one is located in chapter four.

The reasoning for the completion of the evaluation forms in the opening pilot study was to gain
immediate feedback from participants, capturing their experiences and perceptions while it was
fresh in their minds. This timely input was crucial for this pilot study, as it helped to identify

the issues and improvements required for the second study. It can also pinpoint both strengths
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and weaknesses of the study design and procedures. This insight was invaluable for refining
and enhancing study two before a full-scale implementation. This was explained by (Hennink,
Hutter & Bailey, 2020), as establishing initial metrics during any pilot study, researchers can
track changes and improvements over time in subsequent phases of the research. Patton (2002)
further explained that analysing evaluation forms contributes to the validity and reliability of
the study by ensuring the research instruments and procedures are well-calibrated and

functioning as intended.

3.8 Conclusion

This chapter has discussed the methodology adopted for this thesis and analysed the
philosophical and theoretical issues involved in conducting research. Recognising and applying
an appropriate methodology is paramount for the progression of this thesis to ensure the
reliability and validity of the research moving forward. A rigorous methodology provides a
path to ensure the project is both manageable and effective. Finally, consistent methods are

crucial for acquiring knowledge in order to contribute to the gaps in the field.

Conducting a study on emotional intelligence through quantitative research is common for
measuring participants' EQ. However, selecting the appropriate EQ test is crucial to assess both
trait-based and ability-based emotional intelligence. In studies three and four, qualitative
research was exclusively used, as it offered a more valuable opportunity to gather in-depth data
from both the participants' and the researcher's perspectives. Thus, this thesis adopted a mixed
methods approach in the opening two studies, with quantitative methods being used to provide
a measure of EQ in teachers, and qualitative measures being used throughout the four studies
to provide a richer explanatory data set relating to teacher perceptions of their own emotional
intelligence, how they use this in PE lessons and to examine their perceptions on the

effectiveness of their own attempts to improve their effectiveness in teaching primary PE.

Finally, it is important to state that no study has explored the effectiveness of teacher’s

emotional intelligence when delivering primary PE in English schools.
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Chapter 4 Study One (Pilot Study): "The effects of reflecting on emotional
intelligence on teachers’ effectiveness of delivering primary physical
education’

4.1 Introduction

The purpose of the opening pilot study is to investigate if primary school teachers can deliver
more effective PE lessons, when reflecting on their own emotional intelligence. As discussed
in the literature review (chapter Il), there is growing evidence that the ability to work with
emotional intelligence is an important part of a teacher’s skillset (Deci and Ryan, 2008;
Corcoran & Tormey, 2013; Domville et al., 2019). It is also vital to promote PE lessons to
pupils from a very young age, so that they can be encourage them to become physically active,
and to develop life skills such as teamwork and collaboration, especially with many young
people being introduced to sport and recreation for the first time during primary education
(Kremenitzer & Miller, 2008). It has been reported that many pupils feel isolated and
uncomfortable while playing school sport (Dyson, Howley & Shen, 2021), so it is imperative
that teachers set the tone by developing supportive and encouraging relationships with their

pupils (Jennings & Greenberg, 2009).

4.1.1 The influence of emotional intelligence in primary PE

As explained in the literature review, there have been several studies that highlight emotional
intelligence to be a key element in becoming a successful leader in teaching. Brackett and
Katulak (2006) stated that emotional intelligence can create a safe, satisfying, caring and
productive school environment, whilst Kremenitzer & Miller (2008) indicated that teachers
who can manage their emotions can manage relationships with others and regulate their
emotions in a healthy way that facilitate positive classroom outcomes.

Engaging and motivating school pupils to actively participate in PE has historically proved to
be a challenge, with Fairclough & Stratton (2006) identifying that the younger generation are
not receiving regular PE lessons at school. Murcia & Perez (2009) conducted interviews with
teachers who highlighted several factors that either shorten or entirely cancel certain PE lessons.
These factors include the unavailability of facilities, limited resources, or the prioritisation of
other subjects like maths and English. Additionally, outside of the school environment, there
was limited control over parental lifestyle choices, which could contribute to learned
behaviours that might lead to pupils becoming overweight or obese.
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It is widely recognised that PE helps to promote social skills, values, and cognitive attributes,
as well as helping to raise awareness of health issues such as obesity. At the same time, it is
important to note primary schools do not have sole responsibility to resolve the issue of
childhood obesity (Kirk, 2010). According to Mahmood and Lowe (2017), the prevalence of
obesity among pupils in Birmingham has been notably higher than the national average, with
the latest figures indicating rates of 11.3% and 23.9%, compared to 9.1% and 19.1% for the
rest of England (NCMP, 2014-2015). As a result, childhood obesity has been designated as a
priority within Birmingham’s Health and Wellbeing Board strategy (2018), providing the
necessary political and strategic leadership to address this complex health challenge. Therefore,
as stated in the literature review, it is important for primary school teachers to positively engage
pupils in PE resulting in enhanced problem solving, teamwork and collaboration, and being fit
and healthy, which may, in turn, help to fight the issue of childhood obesity. By reflecting on

their emotional intelligence teachers may be able to produce a more positive PE lesson.

To investigate how a teacher’s emotional intelligence can provide a better environment whilst
teaching in primary education, it is important that the researchers observe the delivery of the
teacher as this facilitates on how they manage their emotions and those of their pupils in real-
time, especially during challenging situations. For instance, a teacher’s ability to remain calm
and guide pupils through conflicts, or their skill in recognising and addressing pupils' emotional
needs, are crucial indicators of high emotional intelligence (Britta, Morris-Rothschild &
Brassard, 2006). Additionally, interviewing or providing reflective journals for the teachers to
complete, can reveal their personal reflections on the role of emotional intelligence in their
teaching practice, providing context to observed behaviours and offering an understanding of

their self-perceived emotional competencies.

In addition Denham, Bassett, and Zinsser (2012) emphasised the importance of emotional
intelligence in American primary school (elementary) teachers, as they engage with pupils
during critical developmental stages. Fostering emotional intelligence in pre-service teachers,
with a focus on social-emotional learning (SEL), is crucial. Amdurer et al. (2014; op. cit.
Denham, Bassett, and Zinsser, 2012) also noted that social emotional learning not only predicts
career success and life satisfaction, but also enhances problem-solving, coping, and anxiety
management (Bastian et al., 2005; Bar-On, 2006). Brackett and Rivers (2014) also concurred
from their study with American elementary teachers that SEL involves integrating thoughts,

emotions, and behaviours to help individuals effectively manage emotions, set positive goals,
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and build relationships. Therefore, teachers play a vital role in this process, as socially and
emotionally competent teachers create a positive classroom environment. A teacher who
responds to pupils' emotions with warmth and compassion can boost learning, while one who
judges and despises pupils' behaviour risks damaging the teacher-pupil bond (Brackett et al.,
2007).

4.1.3 Aim of the study

The aim of this pilot study was to see if engaging with reflective practice on emotional

intelligence can contribute to the enhancement of teaching effectiveness in primary physical
education settings? A further purpose of the study was to check that the research tools and
methods employed facilitated data collection and were suitable for use in the rest of the thesis.
Finally the logistics of conducting the research, such as time-management, participant
recruitment and the practicalities of, for example, carrying out observations and conducting

interviews in the primary setting, were examined.

4.2 Research design

This pilot study used an adapted observation template, reflective journal, and interview
questions to determine how the four dimensions of emotional intelligence were exhibited by
teachers while delivering primary PE. Conducting a pilot study is essential for refining research
methods and addressing challenges before the main study. It helps evaluate qualitative data
tools and logistical aspects like time-management, participant recruitment, and data collection.
The mixed-method approach aimed to understand how emotional intelligence benefits, which
were being reflected by teachers and observed by the researcher, could potentially enhance the

study's overall quality and reliability (Patton, 2002).

4.2.1 Participants

Six participants (4 female, 2 male) completed the study over a three week period. They were
observed while teaching primary PE and completed a reflective questionnaire. Five teachers
had over four years of teaching experience. Four teachers completed their teaching status via
the Post Graduate Certificate of Education (PGCE), one from a Bachelor of Education (BEd.)
and one completed a School Direct qualification. Five of the six teachers had only experienced
teaching at one school, whilst the remaining teacher had previously taught at other schools.
The ages of the teachers ranged from 25-31 years of age, and all participated in the study on a

voluntary basis. Five were white British with one teacher being British Asian. The primary
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school is located in a neighbourhood which is predominantly white (87%), characterised by an

upper working-class community (Census, 2021).

Table 8: Participants data, including gender, experience of teaching and education pathway
Year YRS DEGREE POST GRAD
PARTICIPANT GENDER | ETHINCITY
Group TEACHING PATHWAY PATHWAY
WHITE
Ellie
BRIT

-
WHITE
Barbara 3 BA PGCE
BRIT
Reception WHITE
DEY 5 BEd PGCE
(EYFS) BRIT
Year 6 WHITE
Emma F S BSc PGCE
(KS2) BRIT
Year 5 ASIAN
Rebecca F BA
(KS2) BRIT
Year 3 WHITE
Phil M 5 BSc
(KS2) BRIT
4.2.2 Procedure

The study adhered to the ethical procedures listed in the methods section 3.8. In brief

PGCE

participants were informed about the study and signed an informed consent form before
participating and understood that their anonymity would be protected. Following this, all
parents/guardians/caregivers of the pupils were communicated with by letter, which outlined
the pilot study aims and stating that the research was to focus primarily on the teacher’s delivery
and only observing teacher-pupil interactions during the PE lesson. Figure 10 provides a visual

aid to explain the procedure of the study.

Figure 10: Five week timeline for study one
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Completion of TEIQue one to PE lesson two) two to PE lesson lesson)
and EI-Q tests

4.2.3 Semi-structured interviews

Semi-structured interviews were undertaken with each participating teacher. Each interview
lasted between 30-35 minutes and in duration and took place in the staff room of the school.
One of the aims of utilising interviews was to help build a rapport between the researcher and
the participant teacher, discovering how many years of experience they had in teaching; how
much specific training they had undertaken in delivering PE; and to ascertain what they knew
about emotional intelligence. Questions included: how long the teacher’s had worked in the
education profession, could they produce a definition or explanation on their own perception
of emotional intelligence, and their thoughts on the way PE is taught in the school. The
transcripts of the interviews were analysed by reading and re-reading transcripts and grouping
phrases and quotes under themes, firstly looking for evidence of themes that were in the
interview schedule, such as the knowledge that teachers had concerning the importance of
emotional intelligence when delivering primary PE, and secondly looking out for themes
unexpected or not that emerged from the data. The transcripts of the semi-structured interviews

are located in appendix 15.

4.2.4 Measurement of emotional intelligence

After each interview, the participant teacher was asked to complete both the TEIQue and EIQ-
2 test to measure their Emotional Quotient. The TEIQue test was completed at an average time

of 21 minutes, whereas the E1Q-2 test took on average 9 minutes. The results of their test scores
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were presented to the participants at the end of the study. This was so they would not attempt

to improve any dimensions of their emotional intelligence prior to the study.

4.2.5 Observations

Overt observations were introduced to strengthen data robustness and by allowing the
researcher to capture real-time, context-rich behaviours, enhancing ecological validity through
genuine interactions (Patton, 2002). They also enable immediate clarification and probing of
behaviours, ensuring accurate and relevant interpretation of the observed interactions in their
natural environment (Statt, 2000). The aim of the lesson observation, utilising Pugh’s (2008)
observation template, was to seek to deduce which dimensions of emotional intelligence the
teachers used during each of the PE lessons. After each observed session, each teacher was
required to complete a self-reflective journal with supportive guideline questions, which are

located in appendix 4.

Observation reports can provide a clearer outlook on how emotional intelligence was displayed
during PE lessons. The findings, summarised by descriptive statistics, highlighted participants'
effectiveness. Categorising observations by participant delivery will reveal the differences and

similarities between the six participants (Jones & Gratton, 2015).

4.2.6 Reflective journals

Reflective journals, used by participants to document their thoughts after being observed, are
valuable in PE research for enhancing data reliability. They provide personal insights beyond
observations and offer consistent, systematic records of experiences, especially when
structured prompts standardise reflections (Saunders et al., 2016). The use of reflective journals
can facilitate insights to the teachers’ perceptions, as well as encouraging self-review of their
effectiveness. The reflective journal was also employed to help identify participants’ thoughts
on identifying ways they could potentially improve upon certain dimensions of emotional

intelligence for the subsequent observed lessons.

In this pilot study, participants completed a written reflective journal within 24 hours of their
observed PE lesson to aid recollection. Using Harrison & Fopma-Loy's (2010) design, the
journal encouraged teachers to reflect on emotional intelligence, enhancing self-awareness,
emotional regulation, teaching effectiveness, and professional development. Thematic analysis

was used in studies with reflective journals to identify patterns or themes in the data (O’Gorman
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& Maclintosh, 2014). This process involved multiple readings, coding significant statements,

and categorising them into themes (Patton, 2002).

4.3 Findings
The findings are summarised initially under the data collection method sub-headings of

interviews, Emotional Quotient testing, observations and reflective journals.

4.3.1 Interviews

The analysis of the interview data showed there were three recurring themes. Firstly, all six
teachers had a general idea of what emotional intelligence was, due to the teaching their pupils
in social and emotional learning (SEL) classes or when they have been training on working
with special educational needs pupils. Nonetheless, none of the six teachers knew that
emotional intelligence was divided in to four different dimensions (social awareness, social
management, self-awareness and self-management) and how they could effectively reflect on

their own emotional intelligence.

Participant DA082787CH explaining how she understandings emotional
intelligence: “Relating to emotion intelligence of the pupils, yes (understanding
emotional intelligence). | mean this has come from safeguarding training, but
nothing helping us understand the specifics of emotional intelligence. We do things
on that (EI) during dyslexia training and autism training....1 think (EI) it's just in
our overall training though, so autism and Asperger’s training as well. But nothing

relating to PE personally”

Participant EI040126WOQO attempting to define emotional intelligence: “That's
quite a tough question. Is it when you know how much | am aware of my own
emotions? | want to say aware of my emotions whilst teaching but the same time |
don't want to say teaching...as it is being aware of something else, being aware of
your own emotions while I'm teaching and heling the pupils's emotions during

learning.”

Secondly, it became apparent that the participants delivered relatively few PE lessons due to

the sessions being taught by a freelance sports coach. This meant that they normally used PE
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lesson time for their planning, preparation and assessment time (PPA) for other lessons. In
addition, three teachers felt uncomfortable in teaching the subject, due to the lack of knowledge

in the subject area. This, in turn, made them feel nervous and anxious.

Participant Barbara explaining teaching and being observed in PE: “Yeah, not
particularly. I've been very nervous waiting for the first observation. Yeah, I'm just
going to get it out of my head that you're not looking at me (observer). Worried on
what you think on how I'm teaching, not knowing what I'm doing. Yeah, I'm a bit
worried if they (the pupils) start being, you know, noisy. Well, the best thing about

it, that 'l show I've got terrible emotional intelligence. ”

Thirdly, all six participants highlighted that all subject related training days concentrated on
English and Maths, which had taken priority over the school curriculum. When asked to expand
on their experience of training in PE, four of the six teachers who had completed a Postgraduate
Certificate of Education (PGCE) indicated that they only received just one day (7 hours) of
training during their course. The other two participants had completed a four year Bachelor of
Education (BEd.) which provided more detailed training on PE, which included three hours a
week of PE training for one term per year. Of note, only one participant, during their eight
years of teaching, had received CPD in primary PE, which did have some emotional
communication techniques introduced in to the training programme. This took place in a

previous school before moving to their current school.

4.3.2 Measuring the participants’ Emotional Quotient (E.Q)

The participants’ EIQ-2 test results (ability-based emotional quotient) are shown in Table 7
and the TEIQue test results (trait-based emotional quotient) are shown in Table 8.

When investigating the EIQ-2 test results, the findings suggested that four of the six
participants showed that their ‘total score” was at a good standard (70-80%) of EQ, whilst two
participants scored satisfactory EQ total scores, both scoring at 68%. It is worth noting that
both of these participants (Barbara & Emma) have only been teaching for the shortest period
of time when compared to the other participants (table 6). When investigating the scores of the

four dimensions of emotional intelligence, Danny was the only participant who scored over 80%
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in each category, whilst participant Barbara scored poorly in three of the four dimensions,
scoring less than 70% in ‘self recognition’, ‘social recognition’ and ‘social management’.
Investigating the strongest scoring dimension, five of the six participants scored between 73%-
91% in ‘self-management’, with a mean percentage of 79%. The weakest scoring dimension
was ‘self-recognition” with an overall mean score at 76%, with participants Barbaraand Emma

scoring just 64%.

Table 9: EIQ-2 results of the six participants, providing standard scoring of each dimension
of Jerus (2005) emotional intelligence framework and overall total score

(Table L) EI-Q Self Recognition Social Self- Social-Management Total
Results Participant Recognition Management

Ellie (1) 80% 84% 87% 78% 82%

Danny (3) 89% 87% 91% 89% 89%
BRI s [ e |
Rebecca(b) 78% 75% 80% 78% 79%

Phil (6) 78% 76% 80% 82% 79%

When exploring the TEIQue results, once again Emma (4) and Barbara (2) scored the lowest
overall EQ scores of 4.3 and 4.5 respectively, with participant Danny (3) achieving the highest
overall score of 5.8 out of 7. Nonetheless, not one participant scored a ‘strong scoring’
emotional quotient of 6.0 or over, with all being in the category of scoring a ‘satisfactory’
emotional quotient. With Petrides’ TEIQue test being more detailed by delving in to the facets
of the four dimensions of emotional intelligence, it is worth noting that the overall mean score
of ‘Stress Management’ (3.9 out of 7), ‘Emotional Recognition’ (4.0) and ‘Self-control’ (4.1)
were the weakest scores. The strongest scores was recorded in the emotional facet of

‘Happiness’ (6.0), alongside ‘Optimism,’ ‘Relationships’ and ‘Well Being’ (all scoring 5.7).

Table 10: TEIQue results of participants, providing scores of each facet of emotional
intelligence and overall total score

(Table M)
TEIQue Results
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Rebecca (5) 5.4 | 4.2 | 53 . . . . 5 | 5.2 | 5.1 | 5.4 | 5.4 | 49 | 5.0 | 5.1 . 5.0
Phil (6) : } } : : . : 5.2 ; 6 . 6. . . ; )

MEAN SCORE 5.2 b b d 5 5 5 ! 4.9 4.9 3.9 5.0 &1 &1 &1 4.1 5.0 5.0 4.6 4.9

When comparing the EIQ-2 (ability-based) and the TEIQue (trait-based) test scores ‘self-
recognition’ and ‘self-management’ had contrasting scoring between the trait-based and
ability-based EQ testing. For example in EIQ-2 the lowest scoring item was ‘self-recognition’
whereas in TEIQue ‘self-recognition’ (as measured by Happiness, Optimism and Wellbeing)
scored highly. In EIQ-2 ‘self-management’ again scored highly, but in TEIQue ‘stress-
management’ and ‘self-control’ scored low (tables 7 and 8). These differences between the two

sets of test results are examined in the discussion.

4.3.3 Observation findings before the completion of the reflective journal

As previously outlined, each participant was observed on three separate occasions, with one
lesson being observed every week. The PE lessons lasted between 40-45 minutes, with an
average attendance of 27 pupils. The opening observations revealed several factors that
contributed to a lack of pupil engagement during the lessons. As mentioned during the
interview process, the lack of training and development in delivering effective PE lessons led
to ineffective warm-up and cool-down techniques, with teachers Danny, Rebecca, Barbara and
Ellie delivering repetitive and unimaginative pulse-raising activities, leading to pupil
disinterest and lethargy. In addition, there was a lack of enthusiasm shown by the four
mentioned teachers, with very little positive facial expression, no engagement with the pupils

and very little positive communication.

In contrast, the teachers with dance (Emma) and football coaching qualifications (Phil)
incorporated more varied and creative warm-up activities, which resulted in greater pupil
enthusiasm. The same constraints were mirrored when the teachers demonstrated a skill activity,
which again led to tedium from the pupils, with the teachers looking very embarrassed, with
the volume of their voices becoming very faint and nervous. Whereas the two teachers with
sporting experience presented effective demonstrations, showing confidence in both their body
posture and in their clear voice intonation. Furthermore, due to the tedium set in the PE lesson,
the KS1 teachers (Barbara and Ellie), were frequently pausing the lesson so they could
discipline several pupils due to their poor behaviour and/or attempting to get individual pupils
to partake. This was managed by negatively raising their voice at the pupil and using negative

reinforcement, such as threatening a shorter break or lunch time.
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4.3.3.1 Observation findings after the completion of the reflective journal

By the time they had the opportunity to think deeply about their teaching delivery by
completing the reflective journal, it was clearly evident that all six participants showed an
change in their approach of communicating with the pupils by the second PE lesson and a
significant development of their approach in their third PE lesson. The main areas that were
clearly identified in the second and third observation reports were the teachers had a lot more
patience and introduced more humour and enjoyment in the PE lessons. One example was
when Emma started to partake with the pupils during the warm-up and cool-down segments of
the lesson, acting at times rather silly which made the pupils smile and become more engaged.
The teachers who were teaching pupils in the reception (EYFS) and year 1 (KS1) tutor groups
had increased their display of exhibiting more empathy and sensitivity in their sessions; for
example, teachers Danny and Barbara were listening to the pupils more often if they had a
concern, placing their hand on the pupils’ back or on top of their head whilst they were talking.
This level of empathy and sensitivity was less noticeable with teachers delivering to older
pupils, unless an individual pupil was dependent on an adult’s supervision, due to mental or

physical impairment. This was noted in the observation reports.

The other noteworthy finding from the observation data, was the development of effective
communication by the time the teachers were delivering their third PE lesson. It was clearly
evident that each teacher’s ‘non-verbal communication” was supporting a more engaging and
motivating PE lesson. For example, Emma (KS2) and Phil (KS2) was providing high fives,
smiling when pupils gave demonstrations, showing a thumb’s up to praise an individual pupils’
achievement, and laughing when a group were enjoying a part of the lesson. These examples
indicated that the teachers were taking a stronger interest in the PE lesson, which identifies that

they had improved their ‘social management’ dimension of emotional intelligence.

Furthermore, due to the teachers growing in confidence by the second and third observed PE
lesson, the confidence and self-appreciation, especially during the KS2 sessions, was
noticeable, with Rebecca showing positive body posture, as they were originally standing in
one spot, having their hands in their pockets and slouching on to a wall. By the third session,
they exhibited more movement, wearing the correct attire (originally in a formal shirt and
trousers) and looking more confident when demonstrating a skill movement when teaching a

dance activity. Moreover, the KS1 teacher’s Barbara and Ellie seemed to have more control
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over their year one and year two respective classes. It was noted on both participants
observation sheets that they had to manage more behavioural and conflicting issues during the
PE lessons. The class were controlled more effectively by the time they were observed in their
third session. It seemed that they had reflected on their own emotions (self-recognition
dimension), as it was noted in the first and second observed lessons, both teachers were raising
their voices with an aggressive tone, getting red in the face and looking frustrated. By the time
they were teaching their third PE lesson, it seemed that the used certain strategies to control
their frustration (self-management dimension) and used behavioural and conflict management
strategies to calm the class down (social-management dimension). Interestingly, behavioural
management issues were not as frequently exhibited by the other participants who were

teaching other key stage age groups.

4.3.4 Reflective journals

Overall, the participants showed varying degrees of progress and struggles throughout the three
lessons. Some became more self-aware and adjusted their teaching strategies, while others
continued to face challenges with managing emotions and maintaining class control. To explain
further, a breakdown of each participant’s reflections are outlined below, with the reflective
journals and transcript being located in appendix 12.

Participant Ellie began the study with feelings of anxiety and nervousness during the first
lesson due to being observed. They stated that they had not been observed when delivering PE,
as they had always been observed by their peers in a classroom environment. Despite this, they
stated they tried to maintain a positive attitude and by the second lesson, they gained confidence,
managed to stay calm, and reflected and managed more effectively when an issue happened in
the PE lesson, instead of raising their voice and showing negative body posture and negative

tone of voice.

Participant Ellie “I managed to be positive in most situations but may not always
be aware of the standards | am setting. I believe that | am able to achieve anything
if I put my mind to it. One of the girls is autistic. She normally has 1:1 support but
was absent. Today she was in a team that | chose. | felt | was being judged as |

knew I was being observed. This made me feel anxious and nervous.”

Participant Ellie also realised their expectations were too high for young pupils when delivering

a skill acquisition session. In the third lesson, although some anxiety persisted, they were more
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confident and noted that the observations helped them become more self-aware and realise they
were trying too hard to impress and maintain high standards, instead of focusing on the pupils

and making the PE lesson engaging and motivating.

Participant Ellie “This observation I felt a lot more confident but still had some
anxiety inside. Some pupils didn't want to perform their dance routine. | kept them
back at break to discuss why. | realise that I may have been unrealistic with the
lesson plan, as some pupils can be extremely shy. The past three observations have
made me realise about my self-awareness because I really have a reason to do so

before. 1 felt anxious to impress and kept my standards very high.”

Participant Barbara felt calm while teaching, but experienced underlying frustration when the
pupils were at times misbehaving. They noticed growth in self-awareness, especially when
reflecting on their inability to help a struggling pupil in the first PE lesson. In the second lesson,
their emotions shifted slightly, as they adjusted their tactics by changing the tone and volume

of their voice.

Participant Barbara “While teaching the subject I am calm but get an underlying
feeling of frustration. While reading the journal questions, I noticed a growth of
self-awareness. Especially when reflecting on not feeling I could help a pupil when

they were struggling with a skill, which got me frustrated.”

They became more self-aware of the growth of their confidence and self-esteem when a
teaching assistant intervened and helped in the second lesson. In the third lesson, the
development of their patience and the reduction of frustration was evident, and they felt their

sessions improved as they thought more about their emotional intelligence prior to each lesson.

Participant Barbara “I didn't really change my emotions today compared to the
other two observations. | think my self-awareness of 'patience’ was portrayed well.
| feel that my sessions have improved because I'm thinking about each lesson more.

Something you don't do due to the lack of time.”

Participant Danny had positive relationships with the pupils, which they deemed necessary and
interestingly noted that they were self-aware about other teachers' perceptions of their teaching
ability, and therefore wanted to prove them wrong and show that they could teach PE

effectively. In the second lesson, they were more nervous as climbing equipment was placed
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out for the session, which could potentially injure the pupils was used. This heightened the
teacher’s social awareness. Nonetheless, they attempted to show calm facial expressions so the
pupils could not see their concerns. In the third lesson, the pupils’ improvements in the PE
activity made the participant proud and noted that they had to utilise the dimension of ‘social
management’ as all the pupils wanted to showcase their progress when demonstrating their

dancing skills.

Danny “The pupils were showing improvements in the PE activity. This made me
very proud. A lot of social management was required this time because all the kids

wanted to show how well they were improving.”

Participant Emma began their lessons with a sense of nervousness, particularly due to the
pressure of being observed. Initially, they struggled with maintaining control over the class and
found it challenging to manage their emotions, often feeling overwhelmed. However, by the
second lesson, they started to gain confidence and were able to implement more effective

emotional management strategies.

Emma “I was more anxious as last week's session was extremely poor. I feel that
the session was tailored to what they enjoy on the whole, as the class wanted a bit
of the competitive edge. Due to this I felt there was more control and structure

throughout the lesson.”

Emma also focused on building rapport with the pupils, which helped in reducing disruptions
(social management). By the third lesson, they demonstrated significant improvement in their
ability to control their own emotions by remaining calm and composed, even in challenging
situations. They became more adept at using positive reinforcement to encourage good
behaviour and were able to reflect on their teaching practices to identify areas for further

improvement.

Emma “I felt a little more confident as I think I felt that I had more control of the
structure of the activities. | promised that good teamwork is shown; | would award

them house points. | did this as some pupils were not participating.”

Participant Rebecca's journey through the three lessons was marked by a growing sense of self-
awareness and adaptability. Initially, they noted that they faced difficulties in engaging pupils
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and managing classroom dynamics. They often stated that they felt frustrated when pupils did

not respond as expected.

Rebecca's “I don't get much time to reflect on my own performance. For the future
I will try and consider how the pupils are feeling in these situations. It can be hard
to stay calm and relaxed when managing a classroom full of kids! I'm good with

the kids but I have little time that PE is just a bit of an afterthought.”

However, by the second lesson they began to experiment with different teaching techniques,
such as incorporating more interactive activities to capture pupils' attention and build
motivation and engagement. This approach led to a noticeable improvement in pupil
engagement. By the third lesson, they explained that they had developed a more flexible
teaching style, allowing them to adjust their plans based on the pupils' needs and responses.
They also became more proficient in using empathy to connect with pupils, particularly those

who were struggling, which helped in creating a more inclusive learning environment.

Rebecca's “4 lot more relaxed in compared to the first PE lesson. | was a lot more
prepared and organised, Because of this the kids were better behaved. | was a bit
frustrated at the end because of them being chatty. | stuck with not being strict
because PE is a 'fun’ lesson. But then I suppose this why there was a lot of talking

from the pupils.”

Finally, participant Phil's experience was characterised by a strong focus on self-improvement
and emotional regulation. For example, in the first lesson they were acutely aware of a pupil
with ADHD who misbehaved, which tested Phil’s patience and self-control. They used a firm
but fair voice, which generally elicited a positive response, but they still experienced moments

of frustration.

Phil's “Very self-aware on one pupil who had ADHD. He regularly misbehaves.
Spoke to him in a firm but fair voice; this is how | normally get a positive reaction
from him. Did get frustrated and shouted at a few of the kids, which made me

frustrated, that I was not in control.”

By the second lesson, they noted that they felt more confident and comfortable, although
unexpected incidents, such as a pupil leaving the hall without permission, caused anxiety. They

demonstrated empathy by supporting a pupil with autism, helping to build their confidence.
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Phil's “After the first session, I felt confident and comfortable. A pupil left the hall
without my permission. Felt anxious and irritated but learnt from lesson one to
control my frustration. A pupil with autism was getting upset because they were
not performing as well as her friends. Used a lot of empathy to build up her

confidence.”

In the third lesson, this teacher aimed to showcase what they had reflected on following the
previous two lessons and wanted to show a higher quality of PE teaching, but realised they
needed to focus more on improving pupils' techniques in the skill-led section of the PE lesson.
This realisation led to some frustration, but they used self-talk to motivate themselves and
maintain a positive outlook. Overall, Phil explained that they showed a commitment to personal

growth and a willingness to adapt their teaching methods to better meet the needs of their pupils.

4.4 Discussion

The findings revealed that when the six teachers critically assessed their teaching practices
through self-reflection on ‘self-awareness,’ ‘self-management,” ‘social awareness,’ and ‘social
management,” they observed a marked improvement in pupils' energy, engagement, and
motivation by the third PE lesson. This improvement was corroborated by observation notes,
which documented an increase in the teachers' energy levels and a heightened interest in their
instructional approach. Furthermore, the notes highlighted a significant rise in the teachers'
enthusiasm and confidence during the second and third observed PE lessons, suggesting a

positive relationship between reflective practice and teaching effectiveness.

4.4.1 Quantitative data
The quantitative data, which emerged from the TEIQue and EIQ-2 tests, pointed to a number

of interesting dimensions worthy of further discussion and reflection. Most notably, primary
school teachers scored differently on the same or similar dimensions across the two EQ tests,
with self-management scoring highly in the EIQ-2 (ability-based) test, whereas the facets of
self-management scored low in the TEIQue (trait-based) test. In addition, for the ‘self-
recognition’ dimension, the teachers scored highly on TEIQue test, but not on the EIQ-2 test.
It has been suggested that trait-based and ability-based EQ tests can yield different scoring
outcomes (Petrides et al., 2011).
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4.4.2 Explaining the different score between ability-based and trait-based EQ testing

It has been stated by Day & Carroll (2008) that scores attained using ability-based models
(EIQ-2 in this pilot study) tend to reflect results in a working environment, whereas trait-based
(TEIQue in this pilot study) models may better reflect self-perceptions and the inner-self. For
example, how one emotionally reacts with someone at work, will differ from emotional
responses at home with family or when someone is out with their friends. So, trait-based EQ
tests, like Petride’s (2010) TEIQue, assess emotional intelligence as a personality trait. These
tests evaluate an individual's self-perceived emotional abilities and how they typically respond
to emotional situations. This approach reflects a more stable aspect of personality, suggesting
that trait-based EQ is less about skills and more about inherent dispositions (Petrides, 2009).
This was reflected in the pilot study findings, with 'self-recognition’ dimension being the lowest
score in the ability-based EIQ-2 test. However, in the TEIQue test, three of the four highest
facet scores - Happiness (6.2 out of 7), Optimism (5.7), and Wellbeing (5.7) - were found within
the 'self -recognition' dimension, which is the general emotional reaction that each of the

teachers would display.

Thus it is not surprising that participants scored differently on the ability and trait-based tests
in this pilot study. However, it is interesting to note that that the low scores of participants
Barbara (2) and Emma (4) on the EIQ-2 (ability-based) test for ‘self-management” and ‘self-
reflection were also their lowest scores on the TEIQue (trait-based) test. This evidence was
also supported in the qualitative data, supported by the comments in their reflective journals
and evaluation forms. They explained that they sometimes found it challenging to manage their
emotions, particularly when the pupils were not behaving as expected. Additionally, they
expressed feeling flustered by being observed, which occasionally led to mismanagement of
the PE lesson, as they did not consistently use effective teaching techniques to control

behaviour and deliver an engaging class.

Participant Emma (evaluation form): “I did find the observations a challenge as |
did the journals as | find that I can be too self critical. Time was also a big factor
for me as the demands of the classroom often take precedence. (I need to) build my
confidence to follow my own intuition and deviate from plan if needed to ensure

that all pupils are participating correctly.”

Figure 11: Participant Barbara (reflective journal three)
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4.4.3 Building confidence and self-appreciation of delivering primary PE

One of the key findings from both the reflective journals and observation notes, was that the
four teachers without any sport coaching experience expressed and demonstrated particularly
low self-esteem and self-appreciation. By the third PE lesson, the teachers did show more
confidence and was noted in the reflective journals to enjoy delivering the final session. It has
been previous stated that is important for teachers to have strong self-esteem as it projects
confidence in their instruction, which directly influences pupil engagement and participation
(Gkonou & Mercer, 2017). This is echoed by (Mouton et al. (2013), who outlines that when
teachers demonstrate confidence, pupils are more likely to trust their guidance, leading to a
more positive and productive learning environment. This was clearly shown in the third
observed lessons by the Key Stage 2 lessons, with participants Emma, Rebecca and Phil
explaining that when reflecting on their own confidence self-esteem and self-appreciation, they
prepared a lot more prior to the second and third observed lesson, providing the benefits of

more engaging PE lessons.

Therefore, it is important for teachers delivering PE to the older pupils in KS2 to hold a strong
self-appreciation of their own abilities, as this fostered resilience, which was shown when the
teachers were able to control conflict when the pupils were misbehaving in the lesson.
Ghanizadeh & Royaei (2015) and Mouton et al. (2013) stated that when teachers reflect and
build their confidence in environments that are unfamiliar to them, it enhances their
interpersonal relationships between their pupils, creating a supportive and inclusive
atmosphere. In the context of PE, the stronger the relationship between teacher and pupil, the

more motivated both will feel to have an engaging and enjoyable lesson.

4.4.3.1 Showing empathy and sensitivity to younger pupils

The two participants that were teaching the younger pupils, Danny (reception) and Barbara

(year one) classes were utilising a lot of empathy and sensitivity from the ‘social management’
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dimension of emotional intelligence. Many of the pupils were getting upset, requiring comfort

and reassurance throughout all three observed PE lessons. This is understandable, as Tominey,

O’Bryon, Rivers, & Shapses (2017) explained that empathy enables teachers to better

understand the diverse needs and emotions of pupils, as very young pupils often express their

feelings through behaviour rather than words, and an empathetic teacher can recognise these

emotional cues and respond appropriately. This is why during Danny’s first observed lesson

plan, several observation comments related to how the teacher had to comfort several pupils

by kneeling down and speaking to a pupil to equal eye level (Figure 12). Teacher Barbara stated

that they felt worried and expressed their sensitivity if any pupils fell over and hurt themselves

in their reflective journal. The teacher also conveyed that they wanted to be as supportive as

possible and make sure that they felt that they were not pressured if they made any mistakes

(Figure 13).

Figure 12: Danny 1% observation notes, highlighting empathy and sensitivity

TR

Teacher (ID No.J: T\~

Teacher Emotional Intelligence Observation Report in Physical Education

—— . Madkes Ve P
HETTTR  yoarGroups faguben Key stage:¥c > Ages: (-, No.ofpupilss 2§ School: Date: 7/217
N o

<ot
| Use of non-verbal communication by teacher: ~ o ddod  Prorer othe Aoty = G B Pt & bt b ,';-_(?
. Any gesture’s by teacher: | Voice intonation by teacher: or
Eye contact and pupil gt Lts of ot b \ | < el im v ko it et ¢ £
became happier 4/; Froo i e e ) I
Humour by teachs Voice volume by teacher ek g b 2 oI e
- Ve ctonm o oy el 2705
| Voo :

widing pupiis a chance to voice their feelings as well as thaughts:
R T . 2 Ly

\ ("{ ) s ive  foemy s =
' ' B i
Let child stand by % = B S
teacher'ssideto [ | iy i By 7 ey | By e e
calm her down ) é,/| ey i St e
Teacher's £l areas] for development. T 7 U (B rexiie g~ FNSEEED _

“How many pupils had responses. How often did she refer back 0 12 34 |Allpupil | Ew
acknowledged in manner that | 1120 20+ Jater to individual contributions? | 56 7+ names
valued them? | | I i l used?

13 45 710

End score out of 10: Success in
creating positive emotional
‘anviranment.

|mmma..mziuna\lnmuim{mmmms) [T e, V2 + dnt . PBt e ~ oy
lok tm casuntr, of ..
|

[

Figure 13: Participant Barbara reflecting on her empathy and sensitivity

Journal prompt 2 (self-awareness domain) |
( "

LIren

Journal prompt 10 (journal summary) |\ / Py Journal prompt 6: (self- and
yo ) 1

¢ hn 1 m { bl domains)
’ 3 ot

/

106



From these emotional reactions it is clear the teachers were attempting to create a safe and
supportive learning environment where pupils feel valued and understood, which is critical for
their social and emotional development (Tominey et al., 2017). Similar findings were
previously published by Poole, Miller & Booth-Church (2005) and Morris and Mimms (1999),
who reported that sensitivity to pupils' individual differences is crucial in primary PE, where
physical abilities and confidence levels can vary widely, especially if a young pupil has a
special educational needs (SEN). Therefore, the two mentioned teachers, who exhibited
sensitivity and empathy in different environments, tailored their instruction to meet each pupils’

unique needs, ensuring that all pupils felt included and capable.

4.4.3.3 Conflict management and controlling emotions

It was noted from the observation forms and reflective journals that participant Ellie and
Barbara, who were teaching the 1st and 2nd year groups (KS1) had to manage a lot of
behavioural issues with their pupils. Many comments (Figure 14), refer to the teachers having
to control (recognise) their own emotions to manage the conflict and behavioural issues in the
PE lesson. One strategy that was highlighted by both participants was when to discipline a
pupil or a group of pupils and when to ignore their behaviour (Figure 14). Basturkem, Loewen
& Ellis (2004) identified that avoiding ‘low concern’ issues, such as a pupil telling the teacher
that another pupil was not partaking in a skill activity appropriately, leads to neutrality and the
matter normally resolves itself. On the other hand, for high level concerns such as fighting or
spiteful comments, the teacher could react by gaining feedback on what had occurred, often
resulting in appeasing behaviour.

Figure 14: Comments made by Barbara (above) and Ellie (below) relating to behaviour and
conflict in the PE lesson
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As highlighted in the findings, participant Ellie, who scored highly in both EQ tests and had
sport coaching experience, was able to control their class more efficiently in comparison to
Barbara, who scored lower in both EQ tests and expressed that they had very little experience
in teaching PE. A study by Gerardi (2004) explored the impact of attachment styles on teachers’
preferred conflict management strategies. Teachers with ‘secure attachment’ styles, such as
participant Ellie, who maintain a positive view of themselves and others, are more inclined to
adopt constructive, win-win strategies like integrating and compromising. On the other hand,
those with insecure attachment styles, such as participant Barbara, are characterised by a high
avoidance or anxiety, tending to favour less constructive approaches, such as avoiding and
obliging.

In addition, Morris-Rothschild & Brassard (2006) stated that a teacher has to have an efficient
‘classroom management efficacy’, suggested that teachers with higher perceived efficacy are
more likely to engage in positive conflict management strategies, such as integrating and
compromising, which benefit both themselves and their pupils. Additionally, in this pilot study
more experienced teachers, (participant Barbara only having three years in the teaching

profession) were generally more inclined to use mutually beneficial conflict management styles.

4.4.3.4 Teamwork and collaboration

From the observations notes and reflective journals, participants who taught pupils from KS2,
had to rely heavily on incorporating teamwork and collaboration techniques to make a more
engaging and motivating PE lesson. Fredrick (2008) also noted this with their study of

American engineering high school pupils, confirming that the benefits of including teamwork
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activities will potentially foster the development of social skills, such as communication and

cooperation, which are critical to working in a group environment.

Participants Rebecca and Phil explained in their reflective journals that when providing clear
rules and regulations to pupils but letting them use their own ideas to design a bespoke dance
move, the pupils worked in harmony and with passion. Leaving them with some freedom
helped them to test new, fresh ideas. This was concurred by Snyder’s (2009) paper, which
highlighted pupils, who are completing online undergraduate art programmes in the USA, who
learn to write professionally through practice and guidance, also need training in collaborative
skills. By providing explicit instruction and coaching on teamwork, educators can equip pupils
with the tools to successfully navigate group projects. Nonetheless, effective teamwork
requires consistent practice in a supportive environment and PE can support this notion, from

developing stable group relationships to build trust and refine skills.

4.4.3.5 Building emotions via verbal and non-verbal communication

Many segments of the observation template (Pugh, 2008) concentrated on the participants’
communication skills with the pupils, delving in to the verbal communication (tone, volume,
speed of speech) and non-verbal communication (hand gestures, facial expressions, body
posture). As Gkonou and Mercer (2017) stated, it is important for the teacher to exhibit positive
body language and facial expressions alongside the teacher’s communication by expressing
their emotions non-verbally and the use of voice. The findings, as recorded on the observation
templates, were that four participants attempted to get involved and partake in the PE lessons,
especially by the third observed session: by partaking in the warm-up and adding humour to
the session. Furthermore, Rebecca and Phil introduced a warm-up activity based on their own
favourite food and drink, which the pupils really enjoyed. As suggested by Gkonou and Mercer
(2017) this led to the teachers exhibiting positive body language and facial expression which
added to the quality of the class. Also, from the observation template comments, a stronger
relationship with the pupils was developed when teacher’s shared personal information with
pupils, such as their favourite colour and food. Finally the author noted during the observations
that the teacher’s eye contact and hand expression was also important to build the relationship

between teacher and pupils.

4.4.3.6 Reflecting and nurturing emotional intelligence

From the teacher interviews and the reflective journals it was clearly identified that the six

participants had little training on the delivery of primary PE nor any CPD on emotional
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intelligence. Furthermore, from the evaluation forms (table 9), the teachers noted the
importance of emotional intelligence and how it can help build a stronger relationship with the
pupils. Researchers have explained (Goleman, 2004; Keefer, Parker, & Saklofske, 2018) that
for people who complete reflective journals, it can be an effective tool for enhancing emotional
intelligence, encouraging individuals to regularly documenting their thoughts, emotions, and
experiences. In this pilot study it was clear that the reflective journals supported the teachers

to identify patterns in their emotional responses, recognising areas for improvement, and

develop a deeper understanding of their emotions.

Table 11: Six participants evaluation feedback on developing emotional intelligence

Phil
“I was pleased with myself awareness
within my session and felt this
continued to grow throughout the
process.”
“Knowing my score on my emotional
intelligence has benefited me greatly in
my job role as | know my weaknesses
and strengths.”
“Reflecting on my teaching points was
a positive element of the process as it
gave me the opportunity to help

develop the pupils.”

Ellie

made me think about the way | dealt
with behaviour or situations in the
lesson. When reflecting back, it made
me realise that in the moment of a
lesson you could take a minute to think
of a different option for the pupil.”
“The observation lessons helped me to
get used to new people watching my
lessons. This has helped since in other
lessons I have been observed in.”
“Having more of awareness about

Emotional Intelligence has made me

stronger as a teacher as | am starting to

understand my own delivery and how
the pupils are in PE lessons too. This
wasn’t something that I thought of

previously.”

“Reflecting on the 3 lessons after really

Emma

“Confidence to follow my own
intuition and deviate from plan if
needed to ensure that all pupils are
participating correctly.”

“Effectively manage my emotions to
allow myself to not feel like every little
thing needs to be perfect and go to

plan.”

“The opportunity to consider different

strategies that can be implemented to
ensure that all pupils have access to

good quality teaching.”
Rebecca

“It has benefited my professional
development as | now have an
understanding in managing Emotional
Intelligence that will help me to
understand the pupils I teach.”

“It has expanded my knowledge in
psychological teaching processes, and |
can now apply this when | teach PE and
in other areas of the curriculum.”

“It has also helped me to reflect more
on certain teaching points so that | can
give the pupils the best opportunities to

succeed and achieve.”

Danny

“Realising my emotions in PE- Self

awareness”

“Expanding my emotional intelligence

knowledge”

“Interesting survey and results”

Barbara

“The process has made me more aware

of emotional intelligence and to try to
be more aware of the pupils’s
perspective more. It’s something that
you don’t normally get much time to
reflect on.”

“Again, you don’t get much time to
reflect in teaching, so the opportunity
to reflect on the pros and cons of
lessons was good from a professional
stand point as well as the emotional
intelligence side.”

“I think it allowed me to reflect on my
pedagogical approach as a whole, the
pros and cons of a relaxed or more

disciplined teaching style.”
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The teachers that seemed to get the most from the study were Participants Barbara and Emma,
who had the lowest EQ scores in both the TEIQue and EIQ-2 tests, as they both expressed in
their journal and evaluation forms on how much they learnt from the reflective exercises when
evaluating their emotional intelligence after each PE lesson (appendices 4 & 12). Both of these
teachers had only been in the education profession for three years and it is important for
inexperienced teachers to develop their emotional intelligence so they can build a stronger
relationship, as well as engaging and motivating their pupils. As explained in the literature
review (chapter Il), Goleman (2001) stated that emotional intelligence will improve naturally
with experience and age; with Kauts and Kumar (2013) and Dann (2018) concurring that
emotional intelligence may increase with maturity, but additionally will develop with

significant training and CPD.

4.5 Recommendations for moving forward to study two

One of the aims of the pilot study was to evaluate whether or not the methods used were suitable
for use in subsequent chapters of the thesis. The participants themselves gave feedback on the
methods in their evaluation forms and the author assessed the feasibility of using the methods
while undertaking the study. Some participants (participants Phil & Danny) mentioned they
would like to see some more CPD, such as short workshops, while others (participant Ellie)
wished to see more comprehensive programmes delivered on a regular basis. Therefore, it is
possible to incorporate an intervention CPD training programme for emotional intelligence

later in the thesis.

Five of the six participants expressed willingness to contribute to further studies that
specifically aimed at improving the management of emotional intelligence in primary PE. It
was reassuring to note that despite the workload associated with the study, the teachers were
still willing to participate, which suggested the workload was not substantially too great. For
example the positive response indicated by participant Barbara was that they now recognised
the importance of the topic and were open to CPD in this area. However, there were some
suggestions for improving the procedures and methods for future studies and suggestions
reducing the workload of the teachers, with participant Ellie requesting clearer instructions for
the completion of the reflective journal which should be shortened, and a clearer explanation
of the study design. However, the participants did find the reflective journal to be a valuable
tool for improving their delivery in PE. Therefore, for study two the reflective journals will be
used again in a shortened format and a PowerPoint slideshow will be presented to explain the

overall design of the next study.
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Feedback on the overall experience varied among participants, while some highlighted positive
experiences and personal growth, others noted areas for improvement. This mixed response
suggests that while the study was valuable, there's room for refinement in future research to
enhance participant satisfaction and engagement. Participant Emma explained that there was
valuable insights into the experiences of managing emotional intelligence while delivering
primary PE, though they would like to know how to improve some aspect of their emotional
intelligence to enhance their delivery of primary PE. In addition the semi-structured interviews
showed that the participants could explain emotional intelligence in very general way but had
hardly any knowledge concerning the individual facets of emotional intelligence. Thus, to be
able to improve emotional intelligence of the teachers, it was decided for study two that there
should be an emphasis first on how the different dimensions of emotional intelligence can be
exhibited in the teaching of primary PE.

From the researcher’s perception of the study, the first amendments will be to reduce pen and
paper note taking which detracted from the observations. Thus in Study Two a Dictaphone will
be used to take key notes during the observed PE lessons, which will later be transcribed and
analysed. Ribas (2005) suggests that using a Dictaphone could save time and facilitates better
observations. Moreover, the observation template, which successfully helped in compiling
information relating on observing how emotional intelligence was being exhibited by the
participants, will be amended for the second study. This will measure both the teaching
practices and noting which facets of emotional intelligence (within the four dimensions) are

being clearly exhibited during the PE lessons.

In addition, partly because of the workload burden on the teachers, but also because of the
appropriateness of the test, only the EIQ-2 will be used, with the TEIQue being omitted from

study two.

4.5.1 Conclusion

After participating in the study, completing the interviews, reflective journals and evaluation
reports, the teachers reported an increased understanding of emotional intelligence and an
improvement of PE delivery. It also expanded the participants knowledge of psychological
teaching processes and enhanced their self-awareness of their own emotions. Thus, the study
seems to have positively impacted their teaching practices and personal growth in managing
emotions in the sports hall setting. As well as being satisfactory with the data collection tools,
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particularly the reflective journals, it could be valuable in enhancing emotional intelligence in
later studies by really encouraging teachers to develop and train on their emotions. Overall, the
study identified that the ‘emotional guidelines’ of encouragement and frequent praise on the
pupils’ performance and behaviour, and showing respect and fairness were key components in

building an emotional trust between teacher and pupil.

113



Chapter 5 - Study Two: Discovering the facets of emotional intelligence
exhibited by primary school teachers while delivering physical education

5.1 Introduction

Building on the research from the pilot study, study two seeks to further investigate how the
teacher’s emotional intelligence can impact the delivery of primary PE in England. As
previously discussed, there is a body of academic literature which has identified that emotional
intelligence is integral to a teacher's skill set when educating and managing young pupils, in
order to help them partake in highly kinaesthetic learning (Sutton & Wheatley 2003; Brackett
etal., 2007; Corcoran & Tormey, 2013; Heikinaro-Johansson and O’Sullivan, 2013). Relatedly,
according to Akhmetovaa et al. (2014) teachers displaying a high emotional intelligence
delivered enthusiastic and motivating PE lessons, underscoring the suggestion that emotional
intelligence is a key skill that teachers should be encouraged to foster when teaching primary
PE.

As noted in the literature review (chapter 11), emotional intelligence can be effectively nurtured
through targeted training and practice, outlining specific strategies for enhancing emotional
intelligence in various professional settings (Cherniss, 2001; Durlak, Weissberg, Dymnicki,
Taylor & Schellinger, 2011; Goleman, 1998). This means that teachers can develop the ability
to monitor and manage their own and their pupils’ emotions to effectively deliver more
motivating and engaging PE lessons (Mayer et al., 2001). Therefore, more training could be
provided for teachers to develop certain facets of emotional intelligence in order to improve
the delivery of PE, such as Collaborative Professional Learning (CPL). This can help develop
the teacher’s enthusiasm and confidence in delivering PE (Morgan et al., 2019), or ‘Self-
Determination Theory (SDT) to develop and motivate PE teachers by focusing on autonomy,
competence, and relatedness (Ryan and Deci, 2000). Therefore, if the PE teacher enhance their
emotional intelligence, they could be able to inspire others and communicate their decisions in
a persuasive manner (Goleman, 2012).

A number of authors (Bar-On, 2006; Goleman,1998; Mayer & Salovey, 1997) have indicated
all facets of emotions are experienced by everyone, but some facets are utilised more frequently
due to the cultural environment, the type of people you are communicating to. Therefore, in
the context of teaching primary PE, it is important to know how and when to exhibit certain
facets of emotional intelligence when working with different age groups. Moreover, if teachers
do not recognise which specific facets of emotional intelligence to utilise, this may have a
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detrimental effect on the delivery of the session (Corcoran & Tormey, 2012). Expanding on
this, Rich (2010) has contended that autocratic teaching approaches have not been effective
while teaching PE, and may lead to humiliation, disrespect, and disregard towards the pupils’
ability. This echoes the work of Gard and Wright (2001) who reported that having a lack of
empathy or sensitivity when delivering PE to young pupils may result in lowering self-esteem
and confidence, which may consequently impact on pupils’ enthusiasm to participate in PE.
Furthermore, Brackett et al (2007) stated that the purpose of measuring teacher’s emotional
intelligence while delivering PE is to maximise quality, character and harmony on the one hand,

and to minimise conflict, disagreement and discontent, on the other.

5.1.1 Research on emotional intelligence in primary PE teaching

As explored in chapter two, there has been limited research on investigating the emotional
dimensions expressed by teachers in the specific context of delivering PE. One study, based
in Iran, identified emotional intelligence as a key element in becoming a successful leader (Hen
& Sharabi-Nov, 2014). Brackett and Katulak (2006) reported that teachers in the USA, can
facilitate their emotions by controlling their stress and being tolerant. They are also to engender
a safe, satisfying, caring and productive school environment. Their research explains that
numerous training programmes have been designed to help teachers improve different
dimensions and facets of emotional intelligence. Training programmes such as Emotional
Literacy in Middle School (ELMS) and The Emotional Intelligent Teacher (EIT) have attracted
widespread usage and have been used by many schools globally (Brackett, Rivers & Salovey,
2011; Mayer, Salovey & Caruso, 2004;). According to Hargreaves (1998) completing training
programmes such as these helps support teachers to increase their knowledge in different
emotional skills such as effective/holistic communication, managing stress and conflict and
motivating the pupils. Conversely, Sutton and Wheatley (2003) argued that teachers who do
not improve their emotional intelligence tend to have pupils with low self-esteem, such as guilt
and feeling ashamed. Other researchers have concurred this notion, stating that teachers'
emotional intelligence is crucial for creating a positive classroom environment that supports
pupils' emotional and social development, thus fostering pupils' self-esteem and reducing
negative emotions in the classroom (Hamre & Pianta, 2005; Jennings & Greenberg, 2009;
Brackett et al., 2011).
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Garbacz, Zychinski, Feuer, Carter, and Budd’s study (2014), noted that teachers who
completed the ELMS training seemed more comfortable expressing themselves to the pupils
and interacted with the pupils more effectively, which in turn built stronger relationships
between themselves and the pupils. The approach to this study was to use a randomised
controlled trial to evaluate the training, with the teachers receiving both informative training
and in-class coaching. Participants who were teaching to different year groups, were assessed
on their delivery through observation and standardised inventories. Pupils’ behaviours were
measured using teacher reports and condition-blind observations, resulting in significant
improvements in teacher skills, self-efficacy, and pupil behaviour, particularly with combined
training; thus making it key to support and train teachers on improving their emotional
intelligence to build a cohesive and collaborative environment in the classroom. The Garbacz
et al., (2014) study did not examine which key facets of emotional intelligence were exhibited
in all key stages but concentrated only on middle school age group, not early years or key stage
one. It is also worthy of note that the study concentrated on a classroom environment in the
United States, whereas the research in this thesis solely investigates the PE curriculum in
primary schools within England, thus similar findings of the US study may not apply to the

English schools due to researching in a different environment and culture.

Other studies have indicated that teachers who are able to effectively manage their emotions
and behaviours can manage relationships with others and regulate emotions in a healthy way,
which help to facilitate positive classroom outcomes. Kremenitzer & Miller’s (2008) case
study explained that to be an effective Early Year Foundation Stage (EYFS) teacher (pupils
aged between 4-5 years), a strong emotional intelligence whilst delivering lessons, especially
in empathy, sensitivity and appreciation was required. The authors go onto to suggested that
QTS teachers who participated in the study should follow Mayer and Salovey's (1997) revised
model of emotional intelligence to gain an introduction on emotional intelligence before
partaking in the study. Kremenitzer & Miller (2008) firstly had the five teachers to concentrate
on expressing their emotions, such as facial expressions or tone of voice; secondly, how to
manage their own feelings during stressful situations and the third dimension was teachers
should work on using the correct terminology to help pupils to express their feelings. Finally,
each teacher had to reflect and manage their emotions by being proactive and not being reactive
during a heated moment in the lesson. The study aimed to understand how emotional
intelligence training could benefit teachers and pupils. The main findings revealed that

emotional intelligence training improved teachers' emotional awareness, regulation, and
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interpersonal skills. This, in turn, led to a more positive classroom atmosphere, better teacher-
pupil interactions, and enhanced emotional support for pupils, ultimately fostering a more
conductive learning environment. In addition, the teachers did recognise that the emotional
facet of ‘sensitivity” was exhibited more frequently when teaching to Early Years pupils.
Nonetheless, this case study only concentrated on how teachers would manage their emotions
within an EYFS pupils and did not examine the emotions exhibited by teachers to older pupils
(e.g. KS2) within a classroom or PE environment. Thus it is unknown whether the emotional
facet of ‘sensitivity’ would be frequently exhibited when delivering to older pupils in a PE

setting.

When examining studies that measured the facets of emotional intelligence used by teachers
when delivering PE to older pupils, firstly there are very few studies and secondly the studies
have largely examined emotional intelligence from the teacher’s perspective (self-perceptions)
rather than through observations of teachers teaching PE (Denham et al., 2012; Keefer et al.,
2018). In summary, past studies have helped to identify and underscore the importance of
emotional intelligence in a classroom environment. Nonetheless, there is relatively little
published research on how different facets of emotional intelligence are displayed when
teachers deliver primary PE, and how they differ when delivering to different key stages.
Furthermore, when interrogating the measurement of emotional intelligence, it is worthy to
note that no studies have investigated which facets of emotions are positively displayed by

teachers while delivering primary PE in England.

5.1.2 Supporting teachers in delivering PE with the support of emotional intelligence

It is therefore important that teachers have an understanding and awareness of which facets of
emotional intelligence to utilise when delivering primary PE lessons, as this may influence a
pupils’ engagement, motivation and enjoyment of partaking in PE. It has been noted, and as
mentioned in the literature review (chapter 1) that teachers with low emotional intelligence
tend to disrespect, humiliate and disregard any pupils’ concerns when they are not performing
effectively in the PE lesson (Rich, 2010); with Gard and Wright (2001) expressing that having
a lack of empathy or sensitivity while delivering PE to very young pupils, will reduce their

self-esteem and confidence, consequently making them less likely to participate in PE.

Providing training and support for teachers to help develop their emotional intelligence is one
aspect that arguably could be beneficial in assisting practitioners on how to effectively
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empower and enthuse pupils to engage in the PE lesson. As such, one of the overarching aims
of this study is to observe and reflect on the most frequently utilised facets of emotional
intelligence, from the 20 facets of Jerus’ (2015) emotional intelligence framework, whilst
teachers deliver to the three Key Stages of primary education (Early Years, Key Stage One and
Key Stage two). Whilst observing the delivery of the PE lesson, the participating teachers will
have the opportunity to reflect on their own perceptions on which emotional characteristics
they exhibit during the PE lessons. The purpose of this study is therefore to identify which
facets of emotional intelligence are frequently utilised by the teachers when teaching primary
PE to different age groups, so that at a later stages of this thesis, these facets can be developed,

and taught to teachers, to potentially deliver more engaging and motivating primary PE lessons.

5.2 Research design

A detailed methodology highlighting the participants, materials, data collection and analysis is
located in the Methodology chapter of the thesis (Chapter IlI). A re-cap summary of the

methods for study two has been provided below.

5.2.1 Participants

Conducted in two Birmingham primary schools, the study involved 17 participants (six male,
11 female) with teaching experience ranging from two to fifteen years (mean of 11 years). Most
participants (11) held a PGCE qualification, four had completed a B.Ed., and two had qualified
through the School Direct route. Fourteen participants had spent their entire careers at their
current school, while three had previous teaching experience elsewhere. The group was
predominantly white British (15 teachers), with two participants identifying as British Asian,

and ages ranged from 23 to 41 years.

5.2.2 Materials, procedure and data collection

Overt observations, undertaken by the author, were completed with minimal acknowledgement
to the pupils (Cohen et al., 2000) and recorded how teachers delivered their PE sessions in two
lessons. This reduced the workload on the teacher when comparing to the three observed PE
lessons in the opening pilot study. An observation checklist was amalgamated with Pugh's
(2008) template, originally designed to observe and evaluate trainee teachers with young pupils,
and the twenty facets of emotions (Jerus et al., 2011). As stated in the methods chapter (3.7.3),
Pugh’s observation template was adapted to cater the potential findings of which facets of
emotional intelligence would be exhibited during the two PE lessons. Within one week after
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completing both PE sessions, participants expressed their own findings by completing a
reflective journal, which was a shortened version of that used in the pilot study. The template
was adapted by conjoining Jerus et al. (2011) E1Q-2 test, and a journal designed by Harrison
& Fopma-Loy (2010), which was originally used to see how QTS primary school teachers
reflected on the use of emotional intelligence while delivering English and Maths. The
reflective journal had a total of 26 questions, which helped the participants identify which of
the twenty emotional facets were utilised the most during their two PE lessons (Table 10).
Additionally, semi-structured interviews were conducted concentrating on all 17 teachers’
experiences of the project and to justify ‘why' certain facets of emotions differed in their two
sessions. The interview questions were modified after the pilot study, as the interviews took
placement after the study, compared to prior in the pilot study. O'Donoghue and Punch (2003)
recommended that this type of mixed method (quantitative measure, interviews, observation
and reflective journal) research can provide strong validity if the findings from all the methods

draw similar conclusions.

Table 12: The 20 facets of emotional intelligence that will be measured during study

Self-Awareness/Understanding: Conscious and deliberate reflection on your |Empathy, Sensitivity, Appreciation: Understanding the emotion of the

own personal identity, image, stance, feelings and motives. pupil(ren); accurately picking up emotional cues via communication
(including words, tone and nonverbal signals);

IConnections of Cause and Effect: Impact and consequences of your own Service, Compassion, Benevolence: Leading PE session with a sense of

feelings and mood; separating external and internal factors that can affect own |contribution; aiding, helping, coaching and developing others.

emotion.

Self-Appreciation, Acceptance and Confidence: Strong self-esteem; personal |Holistic Communication: Send and receive information including

worth and value while delivering the PE sessions. emotional content; listening; engaging and connecting with others.

IConsciousness, Assertiveness: Aware of personal restrictions and limitations, |Situational Perceptual Awareness: Shifting emotional trends of the

though still expressing self-worth through personal care while delivering the PE |pupils; noticing their attention, focus, awareness and connection.

session.

Emotional Identification: Ability to identify personal feelings; effectively Interpersonal Development: Growing and nurturing constructive

reflecting on personal performance at the end of the PE session. connections; setting the tone for long term depth and breadth in
relationships; having resonance and rapport.

Self Control, Discipline: Handle impulsive behaviour; maintaining composure |Developing Relationships, Getting Along with Others: Cultivated a

while experiencing stressful situations during the PE lesson. nurturing relationship with the pupils during the PE lesson.

Integrity, Trustworthiness: Work with conscience and integrity; providing Leadership and Influence: Deliver PE session with warmth, charisma, and

principles and values throughout the PE lesson. Keeping promises to the approachability; focusing on the pupils’s performance; being engaging

pupils. during the PE session.

Psychology, Initiative self-energising: Ability to be emotionally engaged; Change Catalyst and Response: Need for change and taking action during

showing passion by changing the pupils’s feelings. the PE session; using your interpersonal skills to progress individuals on
their performance.

Creativity, Agility, Flexibility, Adaptability: Transition and contingency Negotiation and Conflict Management: Bargaining with the pupils during

planning during the PE lesson. Adjusting to situations to help build their the session for mutual gains. This type of emotional management is used

creativity. \when coping with conflict.

Goal Directed Performance, Targeted Action: Long term desired goals; eamwork and Collaboration: Build bonds and transform groups into

choosing challenging but acceptable objectives, staying on course to complete [teams; engaging pupils to generate more effort; nurturing spirit in the PE

session on time. session to develop synergy.
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5.2.3 Data analysis and methodological rigour

Each teacher delivered a PE lesson of their choice to two different key stages. These included
Early Years Foundation Stage (EYFS) pupils aged 4-5 years; Key Stage One (KS1) (5-8 years)
and Key Stage Two (KS2) (8-11 years). Deductive triangulation analysis via a collection of
mentioned methods (observation, reflective questionnaire and interview) helped to identify
themes and establish a sense of order to which facets of emotional intelligence were being
utilised during each PE lesson (Patton, 2002). Within each of the three research instruments,
the twenty categories of facets from the EIQ-2 were carefully identified and interpreted in
relation to each PE lesson. This starting point helped the deduction process for the researcher
to identify the key facets of emotional intelligence being displayed by teachers within each key
stage (Miles & Huberman, 1994). The data was analysed by firstly highlighting individual
cases, then cross casing the interviews (Patton, 2002). The interview data and reflective
questionnaires were analysed for each participant and then compared between the participants.

This information was then cross referenced with the observation fieldnotes from the PE lessons.

5.3 Findings
Firstly, the teachers' emotional quotient was measured whilst completing the EIQ-2 test. The

results revealed that all 17 teachers had a good standard of emotional intelligence by scoring
above a ‘good score' (67%>), with a total mean score of 77%. The emotional facets that
recorded highly were, ‘Empathy & Sensitivity', ‘Compassion & Benevolence' and ‘Goal-
directed & Action Management'. The lowest scoring emotional characteristics were, ‘Self
Appreciation', ‘Consciousness & Assertiveness' and Holistic Communication’, which can be

seen in table 11.

Table 13: EIQ-2 results with number of years of teaching experience

Participants Jen | Suzy | Tom |Emmal Rose| Demi | Lulu| Kay | Hope | Paul | Carl | Ant | Bob | Mia | Faye| Sal |Gary|
Overall
emotional
intelligence Q-
2 Score

71% |82% |[73% |71% [81% |67% | 91% | 92% | 77% | 83% | 79% |75% |68% |70% [84% |79%

Years

Teaching 8 13 8 13 4 9 6 5 5 15 15 4 11 | 11 | 13 7
Experience
Gender F M F F F F F F M M M M F F F M

The facets of emotional intelligence most frequently displayed by teachers while delivering
primary PE to different key stages were identified through the observations. Figure 15 shows

the four most displayed facets by the participants for each of the three key stages.
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Figure 15: The most utilised and displayed facets of emotional intelligence displayed within
each Key Stage.

Early Year _ _
Foundation Stage SESEEELIE Key Stage Two

Self-Appreciation, Acceptance
and Confidence

Empathy, Sensitivity &

Self Contro ¥iscipli
e Self Control and Discpline

Developing Relatonships Interpersonal Development Creativity, Agility, I_=I_E.~.:|I:-|Irr-,r and
Adaptability

Service, Compassion and Goal Directed Performance and

Change Catalystand Response'

Benevolence Targeted Action

Conflict and Negotiation
management

Haolistic Communication Teamwaork and Collaboration

From triangulating the observation, reflective journal and interview data, the results indicated
that when delivering PE lessons to EYFS pupils, the tone of voice, positioning of their hands
and facial expressions of the teachers were key as they had to be more ‘delicate' whilst teaching
young pupils. The findings from the KS1 showed that teachers found it important to set
themselves key goals and try to enhance interpersonal relationships in their sessions. In KS2,
it was clear that providing freedom to relatively more mature pupils had a greater impact on
their delivery, as the pupils are able to take on greater responsibility and restricting them
stopped the pupils from express themselves. In the interviews, all participants stated that
gaining a deeper understanding of which emotional facets are highly utilised during their PE

lessons, would allow them to deliver more engaging and enjoyable PE.

5.3.1 Most recognised facets of emotional intelligence demonstrated by teachers in Key Stage
Two

The teachers expressed that from Jerus (2015) emotional intelligence framework there were
four key facets of emotional intelligence that were used more frequently in KS2 when
compared to delivering to other key stages. These were: ‘Self-Appreciation, Acceptance and
Confidence', ‘Creativity, Agility, Flexibility and Adaptability', ‘Goal Directed Performance
and Targeted Action' and ‘Teamwork and Collaboration'. During the interview process, 11
teachers explained that if they made a mistake during the PE lesson, they became more nervous
and started to express lower self-esteem and self-worth. Relatedly, the teachers also thought
the pupils were aware if the teacher didn’t actually know what they were teaching in the PE
lesson, emphasising that they felt less comfortable as they had relatively little knowledge of

the class or the subject area. For example, respondent Hope stated:
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"I was fairly comfortable being observed teaching my own class. | was more
conscious | was observed when | was out my comfort zone, especially when

teaching the older kids." (Participant - Hope).

This was also evident during the lesson observations, with a number of participants
demonstrating nervous facial expressions and body positioning, such as biting their lips and
getting red in the face or crossing their arms and leaning on the wall. Taken from the field notes
of one observation, "...her none verbal communication is evident, as she has gone so red in the
face from not demonstrating that move (dance move for gymnastics) properly, her head has
dropped and keeps looking at me to see if | noticed the mistake!....she has now got a girl (pupil)
to do the demo. Good idea." (Participant - Emma)

In the reflective journals, all but two teachers strongly agreed that utilising the emotional facets
in ‘Creativity, Agility, Flexibility and Adaptability' was required to keep the older pupils
engaged and motivated. The reflective questionnaires also reported that a lot more imagination
and innovation took place in the KS2 PE lessons, providing opportunities for the pupils to feel
excited and buoyant and providing them with some input of the PE lesson. In addition, the
emotional facets of ‘Goal Directed Performance’ and ‘Targeted Action' was noted by the
teachers, so they could provide more of a competitive and challenging environment for KS2
pupils. This was highlighted within the observation notes, with participant Bob exhibiting

more of a competitive element in their PE lesson, which the pupils thoroughly enjoyed.

"The teacher has introduced a catching game in groups of three (rugby), seeing
who can make the most throws...good time-bound (teacher counting down how
many seconds left)... the pupils voices are raising with lots of laughter. Some pupils

are becoming competitive” (Participant - Bob)

Finally, 11 teachers expressed in the reflective questionnaire that the emotional facet of
‘Teamwork and Collaboration' in KS2 PE should be a priority. Nine of the participants
highlighted that due to the maturity and more developed cognitive skills of KS2 pupils, they
are more capable to work cohesively in a team and be more responsible in collaborating with
other individuals. To highlight one example, participant Demi expressed in their journal that,
"In reception, the pupils are too young to handle most of the equipment with their group and
made up their own rules. In year 5, it is easier for the pupils to work independently but mostly
in PE teamwork is key in my lessons as those pupils who are more into working by themselves

have the chance to work as a group."
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5.3.2 Most recognised facets of emotional intelligence demonstrated by teachers in Key Stage
One

From interviewing the participants, reviewing the observation reports and collating the
reflective journal data, the were four key emotional facets utilised more frequently in KS1 were
‘Interpersonal Development', ‘Self Control and Discipline', ‘Change Catalyst and Response'
and ‘Conflict and Negotiation management'. From the interviews, eight teachers stressed that
‘Self-control and Discipline’ was required to deliver engaging PE lessons. During eight out of
the nine observed lessons, the pupils were arguing and telling tales to the teacher of another
pupils’ misdemeanours. The lessons had to be paused on several occasions and all teachers had

to maintain their composure and control in some stressful situations.

"The boy just hit her and now she is crying. Here comes (teacher's name) who is
showing his frustration....he has just pulled over the kid and got to equal eye level.
He is not shouting at him (the teacher to the pupil), just explaining that he cannot
do what he did." (Participant - Gary).

Whilst being interviewed, the nine teachers that delivered to KS1 elaborated that more
behavioural management and controlling techniques were initiated when teaching pupils,
compared to very little (or if any) disciplinary measures taking place whilst teaching the EYFS
or KS2 cohort.

"Usual behaviour management strategies were used a lot more in year two class,
clapping, stop-look-listen or magnetic eyes. Reminded pupils to take turns and help

each other which stopped them causing conflict (KS1)." (Participant - Ant).

Furthermore, while teachers were managing conflict, they were emotionally controlling their
discipline and self-control by using the emotional facet of ‘Interpersonal Development'. This
key emotional skill was applied to attempt to build a strong rapport and provide the pupils with
clear and concise rules. In all KS1 observed PE lessons, the teachers exhibited the facets of
discipline and self-control by showing their authority and confidence in the exuberant tone and

volume of their voice, which made the pupils listen and become more proactive in the PE lesson.

"The teacher is now praising a pupil while he's misbehaving...haven't seen this
before. She has just told the pupil well done to stop picking the mat. The pupil has
now stopped and is looking straight at the teacher. Another pupil (teacher never

noticed) has also stopped picking the padding out of the mat."(Participant - Sal).
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Following on from this, the emotion "Change Catalyst and Response” was also required as
teachers reported that they had to change the way the lessons were being delivered and had to
take quick action during the sessions to continue the progress of the pupils’ performance. For
example, one teacher required to take action during the PE session by using her interpersonal
skills to progress pupils’ throwing activity, by simplifying the skill and explaining the
demonstration in a relaxed, calm tone. Another way a catalyst response was introduced was
when the seven teachers constantly focused on the positive outcomes and did not mention or
push any negative consequences if a pupil had made a mistake in a skill activity or in a game
environment. Participant Sal explained that they would rather not provide any negative remarks

on their performance, as this could have an effect on their confidence and motivation.

5.3.3 Most recognised facets of emotional intelligence demonstrated by teachers in Early
Years Foundation Stage

From the data recorded from the observations and reflective journals, all nine teachers that
taught a EYFS PE lesson highlighted that they utilised the four following facets of emotional
intelligence, ‘Empathy, Sensitivity & Appreciation', ‘Service, Compassion and Benevolence',

‘Holistic Communication' and ‘Developing Relationships'

While observing the EYFS PE lessons, the emotional facets of ‘Empathy, Sensitivity and
Appreciation' was exhibited by all teachers during their PE lessons with exuberance, with
teachers attempting to recognise the emotions of each pupil, by trying to pick up any emotional
cues by talking or watching the pupils’ body language. In the reflective questionnaires, all the
teachers expressed the emotion of empathy and sensitivity to any pupil who became upset,
appreciating that a young pupil could get very emotional over a trivial situation, would be
significant when teaching such young minds. Alongside ‘sensitivity’, the emotional facet of
‘compassion and benevolence' was frequently utilised, which helped build a safe and
supportive PE lesson for the EYFS pupils, especially during the skill activities of the PE lesson,
as all nine teachers delivered very simple but effective session to cater the needs and

capabilities of the pupils.

From the observation data it was evident that some participants over-complicated their lessons.
For participant Sal, for example, the lesson was so complex the teacher had insufficient time
to demonstrate compassion towards their pupils. The interview data showed that compassion

was an important factor with participants Demi, Faye and Paul, expressing that they had to
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utilise the emotion facet of ‘compassion’ whilst teaching their EYFS PE lessons, as many
mistakes were made by the pupils in some of the activities, and so the they had to show some
grace and let the pupils do the certain tasks with their own ability, especially when the lesson
was still being enjoyed by the pupils. For example, one lesson encountered the teachers asking

the pupils to make different gymnastics poses when jumping off a bench,

"I asked the pupils to jump off the bench and do a different movement each time,
which they didn't do [...]The pupils just did the same jump time and time
again...They were playing it safe, but they were still having fun and getting some

exercise." (Participant - Faye).

Drawing on the responses in the reflective questionnaire, the participating teachers expressed
that it was more challenging to improve the pupils’ skills in the PE lesson from just providing
verbal feedback. They indicated that they had to utilise the emotional facet of ‘Holistic
Communication' more frequently in comparison to teaching to KS1 and KS2 cohorts.
Participant Bob elaborated that when simple rules are established at the outset, the pupils
respond positively. The teacher reported via their reflective journal that they used a number of
techniques to improve the ‘holistic communication', such as exaggerating their tone of speech
to sound more enthusiastic, while using layman terminology throughout the whole session. In
addition, when they finished the lesson, the teacher used a quiet voice, so the pupils were silent

when they queued to go back to their classroom.

"I introduced myself to the classroom and instantly praised their behaviour and
told them how excited | was to be teaching them. I very briefly set my expectations

for behaviour, and they instantly responded very well." (Participant — Bob)

Finally, ‘Developing Relationships' was frequently employed by the teachers who taught older
aged pupils (year six). The teachers expressed the importance of seeking to foster a warm and
nurturing relationship with the EYFS pupils, which in turn helped to create an environment for
a fun and enjoyable PE lesson. This was also reflected in a number of the interviews, where six
teachers articulated that they endeavoured to engender a positive relationship with the class by
trying to get to know the pupils’ names and encouraging them to ask questions before the lesson

formally began. This was noted during the observations,

Participant Carl: "The teacher has given all the kids a high five when they walked
into the hall. They have got beaming smiles now...suppose it's quite daunting for

them as they don't know (teacher's name). Great way to break the ice."
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In addition, during the interview it was evident that some of the teachers expressed that trying
to improve a skill or technique with EYFS pupils was too complicated when working with
some of the less cognitively developed pupils. While investigating the emotional intelligence
characteristic of ‘Interpersonal Development', a number of teachers expressed that it was easier
to build a rapport with the KS1 and KS2 pupils as they possess more developed communication
skills. In contrast, it took longer for the teachers to foster a relationship with the EYFS pupils
due to their lack of social and communication skills; this was discussed further in the interview
process. For example, participant Faye expressed in her reflective questionnaire, how building

a relationship was a key consideration when teaching EYFS pupils:

Participant Faye: "I found it very difficult not knowing the pupils's names. I found
myself getting anxious and worried that | was losing control of the pupils. I don't

feel | built up a rapport with many pupils, mainly due to me worrying."

5.4 Discussion

The study examined which facets of emotional intelligence were most frequently displayed by
teachers while delivering primary PE across three key stages in primary education in England.
The research provided significant insights into the emotional skills required for effective
teaching at various developmental stages, emphasising the nuanced role that emotional
intelligence plays in PE. This discussion will delve deeper into these findings, integrating them
with existing literature to provide a comprehensive understanding of the relationship between

emotional intelligence and teaching effectiveness in primary PE.

5.4.1 Early Years Foundation Stage (EFYS)

In the EYFS, the study identified four key facets of emotional intelligence that were most
frequently utilised by teachers: ‘Empathy, Sensitivity & Appreciation,” ‘Service, Compassion
and Benevolence,” ‘Holistic Communication,” and ‘Developing Relationships.” These findings
align with the developmental needs of young pupils, who require a nurturing and emotionally
supportive environment to thrive. ‘Empathy and Sensitivity’ are critical in EYFS, where pupils
are still developing their emotional regulation and communication skills. The ability of teachers
to recognise and respond to the emotional states of their pupils is essential in creating a safe
and supportive learning environment. As Kremenitzer and Miller (2008) noted, emotional

sensitivity in teachers helps them become more attuned to the welfare of young pupils, enabling
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them to respond appropriately to the emotional cues exhibited by pupils. This is particularly
important in PE settings, where physical activity can sometimes provoke anxiety or frustration
in young pupils (Rich, 2010). The findings from this study corroborate these conclusions,
demonstrating that teachers in EYFS must employ high levels of empathy and sensitivity to

create an environment where pupils feel secure and motivated to participate in PE.

Holistic Communication also appeared as a crucial facet in EYFS, where verbal
communication, such as tone and volume of voice, plays a significant role in shaping the
teaching environment. The importance of this communication style was supported by Brackett
and Katulak (2006), who emphasised that effective communication is a key component of
emotional intelligence in educational settings. Teachers in EYFS must be adept at using both
verbal and non-verbal cues to guide and reassure their pupils, who may not yet have the

language skills to express their needs and emotions fully.

The facet of ‘Compassion, and Benevolence’ further highlights the nurturing role of teachers
in EYFS. As the findings suggest via the observation reports, the participants often go beyond
their instructional duties to provide emotional support, helping to build a trusting relationship
with their pupils. This is in line with the work of Denham, Bassett, and Zinsser (2012), who
stressed the importance of fostering emotional intelligence in teachers who work with young
pupils. The ability to show compassion and benevolence not only helps in building rapport but

also promotes a positive self-concept in pupils, which is crucial for their overall development.

Finally, ‘Developing Relationships’ is a foundational facet in EYFS, where building strong
positive relationships with pupils is key to effective teaching. The study's findings resonate
with the work of Hamre and Pianta (2005), who identified the quality of teacher-pupil
relationships as a critical factor in young pupils’ social and emotional development. By
prioritising relationship-building, teachers can create a learning environment that supports both

the emotional and academic growth of their pupils.

5.4.2 Key Stage One

In Key Stage One, the study identified the four primary facets of emotional intelligence that

were frequently displayed by teachers: ‘Interpersonal Development,” ‘Self Control and
Discipline,” ‘Change Catalyst and Response’ and ‘Conflict and Negotiation Management.’
These facets reflect the evolving needs of pupils as they transition from the relatively

unstructured environment of EYFS to the more formal educational setting of KS1.
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Interpersonal Development emerged as a crucial skill in KS1, where teachers must balance the
need for discipline with the importance of maintaining positive relationships with their pupils.
The findings align with Klemola, Heikinaro-Johansson, and O’Sullivan (2013), who found that
teachers who actively work on building and maintaining interpersonal relationships with their
pupils are more effective in engaging them in the learning process. In KS1, where pupils are
developing their social skills, the ability to nurture positive relationships is particularly
important. Teachers who are skilled in interpersonal development can create a classroom
environment where pupils feel valued and supported, which in turn enhances their motivation

and engagement in PE activities.

The facet of Self Control and Discipline is also essential in KS1, where teachers often face the
challenge of managing classroom behaviour while maintaining a positive learning environment.
The study's findings suggest that teachers must be able at controlling their emotions,
particularly in situations where pupil behaviour may be challenging. This is supported by
Jennings and Greenberg (2009), who found that teachers with high levels of emotional
intelligence are better equipped to manage classroom behaviour and create a positive learning
environment. In KS1, where pupils are learning to navigate social rules and expectations,
teachers’ ability to model self-control and discipline is critical for maintaining order and
fostering a respectful PE atmosphere. This co-insides with the facet of ‘conflict management
and negotiation management,” with the teacher’s had to control certain behavioural issues

during the PE lessons.

The final facet of emotional intelligence that was identified as frequently utilised by the teacher
was, ‘Change Catalyst and Response,” which reflects the dynamic nature of teaching and where
they have to be flexible and responsive to the needs of their pupils. The study found that
teachers in KS1 often had to adjust their instructional approaches on the spur of the moment,
based on the behaviour and emotional states of their pupils. This ability to adapt is a key
component of emotional intelligence, as noted by Mayer, Salovey, and Caruso (2004). In KS1,
where pupils are still developing their emotional regulation skills, the ability of teachers to
respond effectively to changing circumstances is crucial for maintaining pupil engagement and
promoting a positive learning environment. Richards, Gallo and Renandya (2001) identified
that to be success in delivering engaging lessons, it is important for the teachers to display core
beliefs and rules, which often resist change from the pupils as they have a set of obligations to

follow.
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5.4.3 Key Stage Two

In KS2, the study identified the four most utilised facets of emotional intelligence that were

frequently displayed by teachers: ‘Negotiation and Conflict Management,” ‘Goal Directed
Performance and Targeted Action,” ‘Self-Appreciation Acceptance and Confidence,” and
‘Creativity, Agility, Flexibility and Adaptability.” These facets reflect the increased cognitive
and emotional maturity of older pupils, who are more capable of taking on responsibility and
working independently. ‘Negotiation and Conflict Management’ is a critical skill whilst
teaching more mature pupils, where pupils are beginning to develop more complex social
relationships. The study found that teachers who allowed pupils greater freedom and
responsibility saw higher levels of engagement and effectiveness. This finding is supported by
Rich (2010), who argued that a repressive teaching approach is less effective than one that
encourages negotiation and flexibility. In KS2, where pupils are more capable of understanding
and managing their emotions, teachers who can negotiate and manage conflicts effectively are
better able to foster a positive and collaborative environment whilst teaching PE.

The facet of ‘Goal Directed Performance and Targeted Action’ highlights the importance of
setting clear objectives and challenging pupils to achieve their best. The study found that
providing competitive and goal-oriented activities helped to motivate pupils and enhance their
effectiveness in teaching. This is consistent with the findings of Gard and Wright (2001), who
emphasised the importance of goal setting in PE. By setting high expectations and providing
targeted feedback, teachers can help pupils develop a sense of achievement and build
confidence in their abilities. ‘Self-Appreciation, Acceptance, and Confidence’ is another key
facet displayed by KS2 teachers, highlighting the importance of teacher confidence in
delivering effective PE lessons. The study found that teachers who were confident in their
abilities were more successful in engaging pupils and delivering high-quality instruction. This
finding is supported by Al-Zaid and Al-Khayat (2016), who found that PE teachers’ self-esteem
and confidence play a crucial role in their ability to adapt to pupils’ needs and create a positive
learning environment. In KS2, where pupils are more perceptive of their teachers’ abilities, the
confidence and self-assurance of the teacher can have a significant impact on pupil engagement

and learning outcomes.

Finally, ‘Creativity, Agility, Flexibility, and Adaptability’ are essential skills for teachers who
deliver to KS2 pupils, who must be innovative and adaptable in their teaching approaches. The
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study found that incorporating creative and flexible teaching strategies helped to keep KS2
pupils engaged and motivated, particularly when teaching more complex or challenging
content. This is consistent with the findings of Yenice’s (2009), who emphasised the
importance of creativity and adaptability in effective teaching. In KS2, where pupils are more
capable of independent thought and problem-solving, teachers who can adapt their teaching
strategies to meet the needs of their pupils are better able to maintain pupil engagement and

promote a positive learning environment.

5.4.4 Integrating emotional intelligence into teacher training and professional development

The findings of this study have important implications for teacher training and professional
development in primary PE. It highlights the need for targeted training programmes that help
teachers develop the specific emotional skills needed for teaching at each key stage in primary
education. Given the critical role that emotional intelligence plays in effective teaching, it is
essential that teacher training programmes incorporate emotional intelligence as a core
component of their curriculum. For teachers in EYFS, training programmes should focus on
developing empathy, sensitivity, and relationship-building skills. These are critical for creating
a nurturing and supportive environment where young pupils can thrive. As noted by
Kremenitzer and Miller (2008), teachers who are skilled in these areas are better equipped to

respond to the emotional needs of their pupils and to create a positive environment.

In KS1, teacher training should emphasise the development of self-control, discipline, and
interpersonal development. These skills are essential for managing classroom behaviour and
fostering positive relationships with pupils. Teachers who are skilled in these areas are better
able to maintain a positive learning environment and promote pupil engagement, as noted by
Jennings and Greenberg (2009). For KS2 teachers, CPD programmes should focus on
developing skills in negotiation, conflict management, goal setting, and creativity. These skills
are critical for engaging older pupils and promoting a positive learning environment. Teachers
who are skilled in these areas are better able to meet the needs of their pupils and create an

environment that supports both academic and social-emotional development.

5.5 Strengths, limitations and future research

The main strength of this study was the use of a triangulated methodological approach, which
combined observations, reflective questionnaires, and interviews. This approach allowed for a

clear identification of which four of the twenty facets of emotional intelligence were most
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frequently utilised, from the three Key Stages, during the delivery of primary PE lessons. The
interview stage, conducted after the observations and completion of the reflective
questionnaires, helped fill any gaps in the research. For instance, participants were asked to
clarify certain comments made in their reflective journals. Additionally, with 17 teachers
participating, the study ensured a high level of accuracy and rigor in the evidence presented.
Limiting the study to just two schools (nine participants at School A, eight at School B) also
supported any logistical issues, as three or four teachers could be observed in one day, reducing
the time spent collecting data and avoiding unnecessary travel. Moreover, this arrangement
allowed teachers at each school to schedule large blocks of time for PE lessons, enabling

efficient use of the sports hall throughout the day.

There were three key limitations identified by the researcher, which were also commented by
the participating teachers. Firstly, the observation schedule meant that the teachers were
observed when teaching only two of the three key stages. Consequently, the suggestion of
incorporating a third planned lesson to the omitted age group would have provided increased
scope for the teachers to identify which facets of emotional intelligence were frequently utilised

across all three key stages.

Secondly, it was apparent during the interviews that three of the seventeen teachers expressed
that already establishing a relationship with a cohort, due to teaching the year group in the past,
made it a lot easier to deliver the PE lesson, compared to teaching a PE lesson with pupils that
they have not built any rapport. Finally, 15 teachers expressed that they were very anxious and
nervous when teaching PE to a class of a different key stages. All but one teacher during the
interview indicated that they had been teaching the same key stage for the majority of their
career. This may help explain why the data collated states that many teachers expressed low

self-recognition whilst teaching PE (Keay and Spence, 2012).

For future research, the findings and data from this study can be used to develop a training
programme aimed at helping teachers enhance their emotional intelligence, specifically
focusing on the four facets that were most prominent in each of the three key stages.
Additionally, the programme will include key strategies to improve both verbal and non-verbal
communication skills through the use of emotional intelligence. Once developed, this
programme can be evaluated by primary school teachers to determine whether professional

development in emotional intelligence can lead to more engaging and insightful PE lessons.
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5.5.1 Conclusion

This study aimed to explore which facets of emotional intelligence were utilised by teachers
while delivering PE to different age groups. It suggests that teachers require support and
training on specific emotional competences, which could potentially lead to better-quality PE
lessons. Building additional professional development in specific facets of emotional

intelligence within PE setting is also required.

Nonetheless, it is surprising to note that, according to research on the twenty targeted emotional
facets from Jerus’ (2005) emotional intelligence framework, the top four prominent facets of
emotions varied across the three key stages. This indicates that teachers delivering PE will need
to utilise different facets of emotional intelligence when teaching different key stages. From
the findings of this study the next stage is to support teachers by developing these specific
facets of emotional intelligence. If the teachers are provided with sufficient training that can
help the development of their emotional intelligence, this potentially could produce more
engaging and highly motivating PE lessons in UK primary schools. It is therefore evident, as
Sutton & Wheatley (2003) concurs, that providing CPD in emotional intelligence could
improve strong classroom management, helping to lead the pupils to enjoy PE.
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Chapter 6 - Study three — Exploring the utility of a bespoke online CPD
emotional intelligence programme for UK Primary physical education
teachers: an exploratory case study — Training Emotional Intelligence in
Primary Physical Education (TEIPPE)

6.1 Introduction

From the findings of study two, it was noted that certain facets of emotional intelligence were
exhibited by teachers whilst teaching their PE lessons, with different facets of emotions being
utilised, depending on which Key Stage they were delivering. Therefore, if teachers could
develop their emotional intelligence, by training on specific facets of emotions, could this
potentially support teachers to deliver more engaging and motivating PE lessons? As discussed
in the preceding chapters, delivering insightful PE lessons for primary school pupils requires
the teacher to possess strong emotional intelligence (Hargreaves, 1998). This standpoint is
underscored by the work of other scholars who contend that teachers with very good emotional
intelligence have been observed to provide more engaging and memorable lessons (Kirk, 2002;
Wenn, 2018). From this premise, it could be argued that it is important for teachers to receive
appropriate training and development in order to enhance their knowledge, skills, and
emotional attributes in delivering primary PE. One noteworthy finding from the pilot study of
this thesis and from a study by Burel, Tessier and Langdon (2020), was that a number of
participating primary school teachers felt both underprepared and lacking confidence in
delivering PE. Similarly in the pilot study (chapter four) and in the work of Harris et al. (2012)
teachers reported they had received insufficient training in PE during their initial teacher
training (ITT), and that they did not feel adequately supported in this area through CPD

opportunities.

Even back in 1992, Bailey noted that teacher development was rather limited when providing
compulsory PE training to UK schools. Similarly Hargreaves (1999) that reported that the lack
of training in emotional intelligence when teaching PE means that the teachers have to rely on
PE knowledge from their own beliefs, cultures and environments that may not necessarily be
appropriate for the delivery of high quality PE lessons. As explored by Webster-Stratton (1999),
significant teacher training on emotional intelligence could improve the building of positive
relationships with young pupils, which is a key element of effective teaching and building a

harmonious environment in the classroom. It could also provide teachers with a much improved
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emotional wellbeing and could also help to lower stress levels in their profession (Dann, 2018;
Kauts and Kumar; 2013).

Nonetheless, there are a plethora of teachers who deliver exciting and emotional engaging
lessons, with research showing that teachers who had positive experiences of PE were more
likely to prioritise PE in their teaching and to use more pupil-centred and inclusive approaches
(Klemolaet al., 2013). On the other hand, it has been suggested that teachers who had negative
experiences in PE are more likely to use traditional, teacher-centred approaches and to view
PE as less important subject (Elliot, Atencio, Campbell & Jess, 2013). Therefore, should initial
teacher training programmes provide greater emphasis on the development of teachers'
knowledge and skills in emotional intelligence whilst delivering PE, via more effective CPD
opportunities? It is evident that having excellent teacher education and ongoing professional
development in PE are important factors in shaping PE teaching practices (Jess et al., 2017).
Furthermore, teachers who had received a more intense training in PE during their initial
teacher education were more likely to use pupil-centred and inclusive approaches, due to
understanding ‘how’ to use techniques in building relationships and communicating effectively

to young pupils (Elliot et al., 2013).

Furthermore, it has been previously suggested that providing CPD in PE can help support
teachers to deliver more engaging lessons (Keay & Spence, 2012; Majeski et al., 2017; Morgan
et al., 2019). A study by Gkonou and Mercer (2017) developed a bespoke professional
development programme, providing effective support to ‘generalist’ teachers, by transferring
their positive classroom emotional intelligence practices to a PE setting. In this particular
intervention, teachers were able to apply pupil-centred, inclusive, and active teaching
approaches in their PE lessons, similar to those used in their classroom teaching. They found
that teachers who participated in the programme reported improved emotional regulation,
enhanced interactions and increased pupil engagement. The positive findings were linked to
earlier research by Jennings and Greenberg (2009), who emphasised a teachers' emotional
intelligence can foster a supportive and engaging learning environment. Gkonou and Mercer
(2017) extended these insights by demonstrating that tailored professional development
programmes can effectively bridge the gap between theory and practice, enabling teachers to
apply emotional intelligence principles in diverse classroom settings. Nonetheless, the training
programme was solely developed to cater within a classroom environment, with little emphasis
on the benefits of teachers exhibiting their emotional intelligence to control, yet engage pupils

within a highly energetic environment, such as doing team competitions within a sports hall
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setting. Therefore, could providing more training be beneficial for teachers to enhance their

delivery and engagement of primary PE in English schools?

6.1.1 Online continued professional development for PE teaching

Researchers that have sought to shed light on the increasing importance of professional
development in PE, have frequently proposed web-based platforms as a viable solution to
address the unique needs of practitioners in this specialised field (Healy, Block & Judge., 2014;
Goodyear, Casey, & Kirk., 2014). Relatedly, there is a body of research which supports claims
regarding the effectiveness of web-based professional learning to help with CPD for teachers
(Darling-Hammond, Hyler & Gardner, 2017). Researchers have emphasised the advantages of
asynchronous learning, collaborative online communities, and personalised feedback in
promoting reflective practice and enhancing instructional skills among PE professionals.
Additionally, they discuss the potential for web-based platforms to facilitate both networking
and knowledge sharing among practitioners that are working in the field (Lane, McMaster,
Adnum, & Cavanagh, 2014; Sato and Haegele, 2017; Xu & Wang, 2019). Sato and Haegele
(2018) concurred the benefits of online professional development programmes for physical
educators, as it allows teachers to access the programme from anywhere, at any time, and at
their own pace. This flexibility was particularly beneficial for teachers who may have limited

access to professional development opportunities in their local area.

In supporting these findings, another study (Morgan, Bryant, Edwards & Mitchell-Williams,
2019) noted how CPD was effective in helping generalist teachers to transfer their positive
classroom pedagogical practices to the PE setting. The teachers were able to apply pupil-
centred, inclusive, and active teaching approaches in their PE lessons, similar to those used in
their classroom teaching. The programme also helped to improve teachers' confidence and
competence in teaching PE, as well as their knowledge of key PE concepts and skills. The study
also emphasised the importance of professional development in improving teachers' knowledge
and skills in PE. This style of approach helps to embed new teaching practices and ensure that
teachers were able to sustain their improvements over time. Nonetheless, this study which was
based in the UK only concentrated on a small sample size of just six teachers, with the
collaborative PE-CPD process might not being feasible for larger or resource-constrained
schools. The study also relied on self-reported data, which could introduce bias. Finally, the

short duration of the study may not capture long-term effects of the intervention. These
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limitations was taken into account when developing the Training Emotional Intelligence in
Primary Physical Education (TEIPPE) programme, which is a bespoke on-line emotional

intelligence training programme developed by the researcher, based on the literature and the
findings from study one and study two of this thesis. The development and evaluation of this

training programme forms the basis of this present study.

6.1.2 Online CPD-PE courses in the UK

There are numerous online CPD-PE training providers based in the UK that are targeted at

educators, though a small number emphasising the importance of emotional intelligence for
primary PE teaching. For example, iPhys-Ed.com (2020) provides an array of online training
programmes and visual resources that are designed to help support teachers with improving
lesson plans and schemes of work. Their stated ambition is to improve the delivery of PE,
which will in turn, ‘embed and improve physical literacy to the pupils.” Prices range from £10
per month to £299 per year for a deluxe package. The limitations of this package as judged by
the author are that it provides a generic emotional intelligence training, which was deemed to
be suitable for teachers around the world, but was not developed based on any specific UK
knowledge relating to the use of facets of emotional intelligence when teaching PE in England.
It also limited the direction of teaching PE to different age-groups where difference facets are
clearly exhibited as shown in Study 2. It has previously been suggested that cultural intelligence
significantly impacts the way emotional intelligence in educational settings is exhibited, due to
the cultural beliefs and ways teachers from differing backgrounds are able to adjust their
emotional awareness and communication strategies to meet the needs of a diverse pupil
population. With many teachers working in multicultural classrooms that may adjust their
emotional responses to align with the cultural norms and expectations of their pupils, thereby
enhancing their effectiveness (Crowne, 2013; Gkonou and Mercer, 2017; Moon, 2010). Table
12 outlines competitor analysis research showing available CPD-PE courses for teachers in
England, outlining the duration of the training, the pricing and if they include any emotional

intelligence learning.
Table 14: CPD-PE training programmes market research

Company Online Outline of course Includes Includes  Primary or = Online or  Duration
Address elements CPD for  secondary face-to- to
of El  solely education face complete effective)

training? PE
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Dfesigned by the_ University of 8 s )

FutureLearn | Birmingham, provided CPD for | oo qp) vy Primary ol covering 4 Sl

D primary school practitioners to help ’ face ik in 2018
develop the delivery of PE

1st4Sport Cost-effective qualification, lasts 40 | No Yes Primary and | Online 40-60 £12 per
minutes,  specialises in  PE Secondary minutes course
confidence and managing behaviour

Creative PE training courses for mainly KS3 | Yes Yes Secondary Face-to- One  full | In-house

Education & KS4, in-house training. (one intro | face for | day courses
Maximising Achievement in PE course in | primary cost
through Developing Resilience and primary PE) | education £299 +
Grit VAT

iPhys-Ed CPD in teaching profession. | No No Secondary Face-to- Varies £10-
Emotional Intelligence in teaching face for El £299
profession (secondary) training

InterHigh Online school providing a broad | No Yes Primary and | Online Full £200-

Juniors curriculum, including PE for Secondary academic £250
primary and secondary pupils year

The Light | Emotional literacy training for | Yes No Primary and | Face-to- Varies £100-

Works school teachers, focusing on Secondary face £250
emotional intelligence (EI) training.

ThoughtBox Provides training for teachers on | Yes No Primary and | Online Self-paced Varies

Education emotional literacy, global Secondary (courses
citisenship, and social-emotional start at
learning (SEL). £50)

Creative Education (2019) and 1%4Sport (2019) provides online PE training courses and
although Creative Education catered for secondary education, it did have some in-house (face-
to-face) training sessions for primary schools. 1st4sport had three separate courses at a cost
from just £12 + VAT, that only lasted for 40 minutes. The three courses looked to inspire
positive behaviour in sport, confidence in managing behaviour in PE, and improving coaching
techniques in primary PE. A limitation is that the courses are not combined in to one training
programme, with very little emphasis on training on the strengths of having strong emotional

and social connections with the pupils.

Whilst there are a limited number of online courses for primary PE in the UK, there are a
plethora of emotional competency training schemes to help build a teacher’s emotional
intelligence. Unfortunately, many of these were all in house courses, which were at a higher
cost due to face-to-face delivery. One example of these courses is ‘Coolfire,” delivered by The
Light-works organisation (2020); who support teachers’ attainment through ‘holistic emotional
literacy, mental health & wellbeing.” ‘CPD Online’ (2020) have designed a virtual training
programme, supporting Emotional Literacy and Emotion Coaching, though they only support
certain Local Education Authorities (LEA) across England and Wales. This market research
clearly indicates that there is a lack of CPD that has a nexus of emotional intelligence and PE
(EI-PE) programmes. Therefore, would a concise, cost-effective (or free), and engaging online

CPD programme combining emotional intelligence and PE be beneficial in supporting teachers?
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https://www.futurelearn.com/courses/outstanding-physical-education
https://www.1st4sportqualifications.com/online-courses/
https://www.creativeeducation.co.uk/subject/pe
https://www.creativeeducation.co.uk/subject/pe
https://www.iphys-ed.com/learn/
https://interhigh.co.uk/interhigh-juniors/
https://interhigh.co.uk/interhigh-juniors/
https://www.the-lightworks.co.uk/emotional-literacy-training-for-school-teachers/
https://www.the-lightworks.co.uk/emotional-literacy-training-for-school-teachers/
https://www.thoughtboxeducation.com/training
https://www.thoughtboxeducation.com/training

6.1.3 Aims and justification of this study

The aim of this study is to develop an online training programme to support teachers in
enhancing their emotional intelligence to ultimately support their teaching in primary PE. The
programme was tested and evaluated by teachers who provided their perspective of the online
CPD programme. Specifically, the teachers will comment if the techniques and methods of the
training programme could improve their emotional intelligence and PE teaching. They will

also provide feedback on the structure and design of the online programme.

6.2 Training Emotional Intelligence in Primary Physical Education (TEIPPE)

The design of the Training Emotional Intelligence in Primary Physical Education (TEIPPE)
programme provided an introduction which covered the importance of emotional intelligence
in PE. This was included because the teachers only had a general and rather limited
understanding of emotional intelligence. The following sections were then included:

e Motivational warm ups and cool downs - in the previous two studies these sections of
the PE lessons were not delivered at a high standard.

e ‘Eleven Coaching Techniques utilising emotional intelligence,” for which the ideas
were developed from the findings of study one and study two and from my own
previous coaching experience during my teacher training qualifications and coaching
qualifications with UK Athletics.

e ‘Emotionally improve your PE session,” which included techniques to help improve
four facets of emotional intelligence, depending on which Key Stage the teacher was
delivering, which were based on the findings of Study 2.

e General verbal and non-verbal communication skills to support the teacher to build a
positive, emotional bond with the pupils.

e Finally, a link was provided to a multiple-choice quiz, with ten questions.

The aim of providing a quiz at the end of the training programme was to confirm that the
teachers had studied all the content of the TEIPPE programme. The participants had to get eight
of the ten questions correctly or they would have to repeat the quiz. To re-cap from study two
(Chapter five), the four most frequently used facets of emotional intelligence that were
exhibited by primary school teachers within each key stage was recorded (Figure 15). The four
most prominent facets of emotional intelligence utilised by the EYFS teachers were empathy,
building relationships, compassion, and holistic communication. For KS1, the most utilised

facets of emotional intelligence exhibited by teachers during primary PE lessons were
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‘Improving Catalyst for Change’, ‘Improving Discipline and Control’, ‘Improving Conflict and
Negotiation Management’ and ‘Improving Interpersonal Development’. Lastly, for KS2 the
teachers most frequently utilised the following four components of emotional intelligence from
Jerus’s Emotional Intelligence framework: teamwork, self-appreciation, goal-directed
performance/belief, and finally, creativity. Techniques on improving these twelve facets of
emotional intelligence were collected from the mentioned literature in table 13 and were
embedded within the TEIPPE online programme. The teachers’ evaluation of this bespoke on-
line CPD programme will then be used to modify and improve the programme for use in the

last chapter of the thesis.

Table 15: investigation on Developing key facets of emotional intelligence for primary PE

teaching
Early Year Foundation Stage Key Stage One Key Stage Two

Empathy, Sensitivity & Appreciation
How Empathy Develops (Poole, Miller &
Booth, 2005).

Making Classrooms Culturally Sensitive
(Morris & Mims, 1999).

Developing Relationships
Identifying phases (Newberry, 2010).

Getting to Know You & Making Deposits
(Joseph & Strain, 2010).

Teacher-Pupil relationship and effective
practice (Gallagher and Mayer, 2006).

Service, Compassion and Benevolence
Loving-Kindness and compassion
meditation (Hoffman et al., 2011).

Mood Meters and Personal stories of
emotion (Tominey et al., 2017).

Holistic Communication
Heart in Holistic Education
Arguelles, McCraty & Rees (2015).

Holistic approach of Teaching: The onion:

a model of levels of change (Korthagen,
2003).

Self-Control and Discipline
Positive Psychology and School Discipline
(Bear, 2011).

Pupil teachers’ discipline strategies (De
Jong, 2013).

Interpersonal Development
ABCs of pedagogy for clinical teachers
(McLeod et al., 2003).

Teacher-pupil relationship as  an
interpersonal relationship
(Bainbridge Frymier & Houser, 2009).

The Model for Interpersonal Teacher
Behaviour (Den Brok , Brekelmans &
Wubbels, 2010).

Change Catalyst and Response

Exploring teachers’ beliefs and the
processes of change (Richards, Gallo &
Renando, 2001).

Uncovering teacher discipline (Ackerman
and McKenzie, 2006).

The Emotions of Teaching and Educational
Change (Hargreaves, 2005).
Conflict and Negotiation management
Teachers’ use of incidental focus-on-form
techniques (Mackey, Polio, McDonough,
2004).

Using Mediation Techniques to Manage
Conflict (Gerardi, 2004).
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Self-Appreciation, Acceptance &
Confidence

Emotional Intelligence and Self-Efficacy
Among PE Teachers

(Mouton et al., 2013).

The Role of Self-Regulated Learning in
Contextual Teaching (Paris & Winograd
2003)

Creativity,  Agility Flexibility  and
Adaptability

Innovation and Creativity in Education and
Training (Ferrari, Cachia & Punie, 2009).

Nominal Group Technique: a useful method
for working with young people (MacPhail,
2001).

Goal Directed Performance and Targeted
Action

Achieving Educational Goals in Physical
Education—A Missing Ingredient
(Grineski, 1993).

Teaching Games for Understanding and
Situated Learning: Rethinking the Bunker-
Thorpe Model (Kirk & MacPhail 2002)

Teamwork and Collaboration

Strategies of classroom-based collaboration
(Fredrick, 2008).

Teaching teams about teamwork:
preparation, practice, and performance
(Gueldenzoph-Snyder, 2009).

Three visual techniques to enhance
interprofessional learning (Parsell, Gibbs,
Bligh, 1998).




6.3 Research design

The following study was conducted in 2021, with detailed explanation of the overall research

design explained in the previous methods section (chapter three).

6.3.1 Participants

A strategy of purposeful sampling was employed (Akhmetovaa & Harnischb, 2014), by
selecting primary education teachers who had to meet the criteria, which was to be a qualified
teacher of a minimum of two years, and were currently teaching PE to their own year group,
which had to be a EYFS, KS1 or a KS2 cohort. A total of 16 teachers took part in the study.
The teachers were from three primary schools, based in Birmingham Local Education
Authority, with 62% of the sample being female and 38% were male, with 13 participants
having at least four years’ experience in teaching primary education, whilst other three
participants had less than three years’ experience. The teachers age ranged between 24-37 years,
with 15 teachers being present for the focus group interviews, with a one-to-one interview

taking place the following week.

6.3.2 Procedures

The study was completed over a three week period, with focus groups with the teachers at each
school every week. The focus groups were to facilitate a fuller, longer, and more in-depth
discussion of the issues, hopefully to access richer data. The teachers were emailed a shared
document to access the TEIPPE programme, with a notification being sent to myself of when
the participant gained access to the content. This meant it was clearly recorded when the
participant interacted with the CPD programme, alongside the completion of the multiple
choice quiz. They were asked to complete the TEIPPE programme at least 48 hours before the

pre-scheduled focus group. Figure 16 highlights the procedures of the interview process.

Figure 16: TEIPPE Programme step by step itinerary.
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stage: Early Year
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40 minute visual
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80% success rate to
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completing PE lesson

Expressing the

A congratulatory
certificate presented
via email when

stage One and Key
Stage Two

benefits gained from
the TEIPPE
programme

paused and played pass the quiz,
back) repeated if not

successful

completed.

One week before the study, a 15 minute presentation was delivered at the three schools, so all
the participants had a clear picture of the study. An additional 20 minute Q&A was provided,
alongside for the teachers to sign a participant agreement form. A pseudonym was provided to
each participant for anonymity. The participants were informed about the length of the
interview and the major themes to be covered. The focus groups took place in the school
grounds with a meeting room being booked out at each location. There was no direct
communication with any primary school pupils during this study. The data was also encrypted
on a cloud drive and was only viewed by the researcher, director of studies and co-supervisors.
At the conclusion of the study, all collected information was transcribed and analysed, with
important statements used to generate the key findings of the study. No direct or indirect
information which could be used to identify a participant was used in any of the interview

transcripts.

6.3.3 Data collection

Each of the three focus groups lasted between 30-35 minutes. Due to an absentee, an individual,
one-to-one interview took place four days after the participant completed the TEIPPE training
programme. This interview lasted 27 minutes in duration. To mitigate against a sole attendee
dominating the conversations during each focus group, each participating teacher took it in turn
to respond to a question first. Moreover, this mitigated against interviewees simply agreeing

with someone else’s opinion. All focus groups, and the single individual interview, took place
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after school hours between 4pm-6pm. All the interviews were recorded via a Dictaphone and

the content was then transcribed (appendix 3).

6.3.4 Data analysis and methodological rigour

The audio recordings of the interviews were transcribed verbatim, and a combination of
inductive and deductive content analysis was conducted on all sources of data (Patton, 2002).
The focus group data was analysed under three major themes on the focus group question
schedule: the positive aspects of the training programme; suggestions of improvements; and
elements of the training programme that would not be beneficial for the teacher to utilise. In
addition themes emerged from the discussion. Interpreting the raw data via the direct quotations
provided meaningful insights on how to amend the training programme, which would be
utilised to inform the final intervention study (study four). Additional information on the
structure and design of the programme was provided that also helped to drive the development

of the TEIPPE programme for the final study.

6.4 Findings
The interview data revealed that all participants (N=16) perceived that the training programme

was beneficial with regards encompassing certain techniques on how to develop one’s
emotional intelligence to enhance effective delivery of primary PE teaching. Put simply, the
respondents were able to recognise the potential value of the online training programme.
Furthermore, the participants were able to identify aspects that could both potentially help but
also hinder their PE teaching through the application of knowledge, skills and attitudes (KSAs),
as well as articulating ways the TEIPPE training programme could be enhanced. As shown in
figure 17, there were several key themes that were expressed by the teachers during the
interview.

Figure 17: Outcome of the key themes that were expressed by the teachers during the
interview process.
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All sixteen teachers successfully completed the TEIPPE programme within 48 hours after
receiving access, with 15 participants completing the CPD programme, and the 20 multiple
choice quiz, between 30-35 minutes. One participant completed the training programme in a
lot longer time, within 1 hour and 43 minutes. The teachers outlined the positive elements of
the TEIPPE programme, the negative outcomes of the programme design and content, and
suggestions of improving the training programme. Finally, there were additional findings that
were discussed, which help justify the reasoning of their critical evaluation of the training

programme.

6.4.1 Communication management

Firstly, all of the teachers outlined that providing a supportive training course for primary PE
was required, as many received relatively little or no training in the subject since graduating as
qualified teachers. All teachers reported positively with regards to the techniques they were
introduced to as part of the TEIPPE programme. In particular, respondents positively
mentioned that they enjoyed the ‘communication management’ to emotionally enthuse the
pupils in order to encourage them to have a more enjoyable PE lesson.

Respondent Bex (individual interview): “Really helpful on how it linked emotional
needs to P.E. It was helpful in my PE lesson as there are some conflict issues with
the pupils at the moment. So | was able to talk to them with strategies shown on the
TEIPPE programme. It then helped to keep the focus on the emotions of the pupils,

which was is good”

143



It is noteworthy that a majority of participants (N=13) indicated that they thoroughly enjoyed
the ‘positive feedback to all’ technique, which was making sure that not one pupil was left
without any praise, which in turn helped to improve the self-esteem of all pupils. Two teachers
highlighted that they had recently used this coaching mechanism in their classroom based

lessons.

Respondent Lynn (Focus group school 2): “I focus on the subject matter not
focusing on the confidence of the pupils and the body language and voice to
influence the lesson. | noticed in the training was specific about me; playing
with my lanyard and people watching me ; knowing why this could be an issue

and showing anxiety issues to pupils. ”

In focus group three, they did state that they were interested in the influence of non-verbal
communication, such as when the teacher exhibits positive movements and body posture
around the sports hall or playing field. In addition, focus group two also liked how non-verbal
communication with ‘high fives’ and providing a ‘thumbs up,” could provide great motivation
for the pupils. The teachers concurred that these training concepts could easily be transferred

both in sports hall and the classroom.

Respondent Cath (focus group 2): “The technique of hand gestures and being
present in the sports hall by either walking around or partaking in some of the
activities, would be great to help boost morale of the class and improve the work

1

rate and enjoyment of the lesson.’

During all three focus groups, 13 participants revealed that they had not fully recognised the
potential power of non-verbal communication before. They went on to comment on the impact
of negative hand gestures and negative body posture, noting that many of the teachers were
previously unaware of the significance. An example on the TEIPPE programme, that some
participants could related to, was how they play or ‘fiddle’ with their lanyard whilst teaching,

as it helped them relax as sometimes, they felt nervous delivering the PE lesson.

Respondent Paco (Focus group three): I didn’t really think about how playing with
lanyard and keeping hands behind their back whilst teaching the PE lesson can

express my nerves to the pupils.

All sixteen participants expressed that they found the emotional intelligence pedagogy of

‘specific praise’ really interesting and how it can develop and encourage every pupil to improve
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their skill set during the PE lesson. One of the interviewees, stressed that they would use this

technique during classroom based lessons.

Respondent Karl (focus group one): “One of the things that stood out, | praised
pupils a lot but I didn’t specify the praise. From now on I have been specifying.

’

1 praise to encourage but I now understand that it works when you explain.’

6.4.2 Positive aspects of emotional intelligence

The interviewees identified several positive aspects of the programme, including the ‘top
eleven coaching tips on emotional intelligence’ and the warm-up and cool-down sessions,
especially the technique of, ‘sharing knowledge and cultural identity in the classroom before
moving into the sports hall’ (for Early Year teachers), ‘meditation techniques’ for Key Stage
One delivery, and ‘negotiation methods for increasing participation’ for Key Stage Two

teachers. These elements were seen as inspiring and beneficial for their CPD.

Respondent May (focus group one): “Top eleven and warm up and cool down were
really to remember and things you use in PE. You can use them in practice. Simple
things like those... (developing relationships in top tips). | like the four pillars as
well and it be good to elaborate on this section. Keep this knowledge in but maybe

with some examples. ”

Respondent Hanna (focus group one): “Sharing knowledge and the aims of the PE
lesson in the classroom before the hall is brilliant! You can get all the pupils in

the classroom to listen. When they go in the hall they say’ I ‘m free!”

Overall, all sixteen teachers expressed that it was helpful knowing how and why linking
emotional intelligence to PE can have benefits with regards the delivery of the subject, with 15
participants elaborated that many leadership procedures that are delivered in a classroom

environment can be transferred and altered slightly to cater a PE lesson setting.

6.4.3 The design of the CPD programme

The majority of the teachers felt that the way the online TEIPPE programme was structured
was both enjoyable and motivating to complete. There were three reasons cited : Firstly, some
participants stated that they liked the flexible nature of the online programme, which meant
that the training could be completed at their own pace, as well as being able to engage with the
programme remotely, meaning that it could be completed at home or at school. Second, it was

noted that participants could revisit the TEIPPE programme, in order to re-cap on certain
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techniques and methods that could potentially help them to improve the delivery of the PE
curriculum. Thirdly, nine out of the 16 participants highlighted that they greatly enjoyed the
academic theory component of the training programme. They felt as though they were back at

university, delving into the justifications for the pedagogy of PE teaching.

Respondent Lynn (Focus group two): “ I really like the idea that you can do it in
your own time; you can print it off as well if you like to read it from paper, so you
can go back and remind yourself. Also, there’s not a LOT of writing and good

bullet points. Like to top tips and nice pictures as well.”

Respondent Emily (Focus group three): “Yes! As it give you ways to improve the
pupils’ performance and it is very simple and clarifying what you say. This
happens in the classroom but not in the sports hall in PE. Personally an extra
subject knowledge and the EI is important to keep you on track (specific praise)

and gentle reminders was good recapping.”

Twelve participants suggested that the online training programme, or a similar approach to
CPD training, should be integrated into QTS and PGCE qualifications. They noted that it is not
time-consuming to complete and offers interesting and diverse content for those graduating as
qualified teachers. Following from this, six of the teachers appreciated the concept of
incorporating a quiz after completing the TEIPPE programme as this encouraged the teachers
to make notes and so they could go back and recap on the knowledge that they learnt.
Conversely, several interviewees (N=9) indicated that the quiz had a negative impact by putting
them under pressure to successfully complete it. They did not enjoy the competitive aspect,
preferring to focus on expanding their knowledge to better support their pupils and deliver
more engaging PE lessons. Five of the participants felt that the congratulatory certificate
provided some tangible motivation, with four of the five also stating that their competitiveness
came out when they attempted the quiz by making sure they gained 100% correct answers first

time around.

Respondent Dan (Focus group one): “Always like a quiz; first time I got 7/10 and
the other. Second time 9/10 (missed a question). Though, I don’t have time to do
anything like this, so maybe it’s not needed. Yeah, it was nervous but there wasn'’t
too many questions, wasn'’t too easy and I would have been sick if I got some

wrong.”
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Respondent Elsa (Focus group two): “It be really good for new teachers, especially
focusing on emotional side. Really interesting area: people haven’t thought about

how your emotions can affect PE it is really importance aspect in the curriculum”

Finally, six participants commented on the design and the aesthetics of the TEIPPE online
programme, stating that they found this to be attractive, with strong visual aids and not text
heavy. It was noted by some of the respondents that they would really appreciate an audio
narration, alongside the bullet points of guidance and information, which would provide a

clearer guideline when seeking to understand the theory underpinning emotional intelligence.

Respondent Bex (individual interview): “It only took half an hour or so in the
evening, that will suit my training. 30 minutes was enough but no more than 45

minutes for a one off session.

6.4.4 Suggestions of improvements of the TEIPPE programme content

There were two key aspects of the TEIPPE programme that were identified by the interviewees
regarding suggested improvements to the content. Many of the teachers (at least one from all
three focus groups and by the individual interviewee, wished to have seen additional supportive
elements incorporated in the programme, such as an additional course that would help to
explain how to design a lesson plan for a variety of sports. It is noteworthy in this regard that
some teachers expressed a relative lack of knowledge in certain sports and how to improve
skills and techniques. This limited understanding of particular sports had the impact of

lowering some teacher’s self-esteem and their emotional dimension of self-recognition.

Respondent Paco (focus group three): “The TEIPPE tells you how to teach more

effectively not what to teach. “

Respondent Karl (focus group one): “Maybe a sample of a lesson plan and

incorporate of an example in practice. “How would you do this?”

As for the second suggested improvement, four teachers mentioned that, although it was
acknowledged at the beginning of the programme, there should be greater emphasis and detail
on the importance of PE for young pupils. They recommended elaborating on the key attributes,
skills, and knowledge pupils can develop when PE lessons are emotionally enjoyable and

motivating.

Respondent Ben (focus group two): “This would then provide a catalyst for the

teachers to get their teeth in to the TEIPPE programme right from the word go!”
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There were two main aspects of the TEIPPE programme structure and design that teachers were
not particularly enthusiastic about. Firstly, nearly all the teachers (N=14) suggested
incorporating video examples to provide scenarios that complement the audio and written
materials. In addition, whilst nine of the interviewed teachers enjoyed the academic theory of
the training programme, seven participants commented that there was too much theory and
little in the way of practical examples in some of the sections. Furthermore, it was noted that
some of the theoretical content was confusing at times, and some layman terminology was

required, especially in the “Four Pillars” chapter (early years foundation stage).

Respondent Elsa “There was far too much academic theory and not enough
practical examples. | would like to get ideas on coaching drills in warm up, main

session and cool down.”

Finally, it was noted within the focus groups that some of the respondents felt that some aspects
of the quiz was relatively simple or straightforward, with only multiple choice questions to
answer meant that some did admit to guessing the correct answer. In addition, 11 of the 16 felt
that the quiz could be used as a certified qualification if the training were extended from just
emotional intelligence, with more management procedures on how to teach, such as the

coaching concepts of delivering primary PE.

Respondent Dan (focus study one): “The quiz requires more reflective questions
and less multiple choice. It will show evidence of the people who have put the effort

1

in and watched the training session.’

Participant Ron (focus group three): How to keep it focused on the emotion of the
pupils is good but sometimes you (TEIPPE) focus on the needs to teaching the pe
subject, not how to teach it, such as ideas on to teach netball tactics. DO you know

what | mean?

6.4.5 Additional findings: concerns related to training for primary PE teaching in the UK

Three key issues were frequently expressed by the participants during the interview process.
Firstly, all but two of the teachers stated that they had received either no or what they perceived
to be very poor training/CPD on how to confidently deliver primary PE lessons. The
interviewees who stated that they had received training previously (before this study), said that

they had found that training is not very productive and had felt uncomfortable at times during

148



the sessions. In the focus groups, 11 of the participants expressed that the last training that
they had received was during the completion of their teacher training, which was for only a

solitary day.

Participant Elsa (focus group two): “There had been a lack of quality delivery of
PE CPD. The last training session was just observing and reflecting on sport
coaches coming in from professional sporting clubs to seeing their key coaching

drills in rugby.”

Participant Karl (focus group one): “There has been no training on the impact on
how the teachers EI can influence the delivery of primary PE More importantly,

the last training I had was the eight hours I completed during my PGCE.”

Secondly, due to the lack of CPD, mentoring and initial training in PE, fourteen teachers stated
that they had felt nervous delivering PE due to their lack of confidence and self-belief. It was
felt that when teaching the subject the teachers admitted that they sometimes ‘hid away’ from
teaching the subject, and alternatively completed their planning, preparation and assessment

(PPA) when others (e.g. bought-in coach) were teaching the class.

Participant Elsa (focus group two): “I didn’t have any PE experience, so [
completed a graduate teacher training scheme and never started PE until | actually

graduated. 1 feel quite nervous when teaching (PE).”

Participant Amy (focus group two): “How you present yourself was cool, S0 you
feel the part. Also, and not fiddling with lanyard was a good idea because
sometimes I'm quite nervous. And stopping and listening to upset pupils to upset
pupils is sometimes I forget to do because I'm trying to help a load of pupils to

thrown and catch a ball!!l!”

Finally, all sixteen participants expressed the perception that there are too many subjects in the
curriculum, which consequently is effectively pushing PE down the pecking order of subjects
within the curriculum. With the current government guidelines, the major focus in primary
education teaching is on English, maths, and science. As a result, PE tends to be excluded from

training courses and CPD opportunities.

Participant Jenny (focus group one): “Primary (school) there are so many subjects,
so the priority is English and maths and science. PE you only teach once a week

so it will really not be the focus as you are teaching English and Maths.”
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6.5 Discussion

During this study, all 16 teachers emphasised that due to the relative lack of support for
delivering primary PE during their PGCE and QTS training, a CPD programme such as
TEIPPE would be highly beneficial. In addition, all teachers explained they felt some
reluctance to deliver the subject and would consequently pass this on to freelance coaches or
instructors from external sporting organisations. During this time, many of the interviewees
stated that they utilised this time to complete their planning, preparation and assessment (PPA).
It is noteworthy that all participants expressed that they had very low self-appreciation and
limited confidence when delivering primary PE and required support. According to Moulton
(2013) one way of doing this, would be for the teachers to be mentally prepared for the PE

session, such as wearing appropriate attire, such as gym Kit.

Furthermore, it is suggested that an emphasis should be placed on contextualised teaching, by
introducing physical activities that the teacher and pupils have strong connections with, such
as relating the PE lesson to something that they have learnt in the classroom (Paris & Winograd,
2003). For example, this could involve applying geometry concepts from a math class by
having pupils measure and mark out shapes like triangles, circles, or rectangles on the gym
floor. They can then use these shapes to create obstacle courses or play games, reinforcing their

understanding of angles, area, and perimeter.

With regards to identifying areas for development, a number of the participants stated that more
illustrative examples and scenarios, as well as techniques on how to deliver warm-up and cool
down exercises would be beneficial. This is due to a lack of knowledge in the subject and a
lack of training received in primary PE. However, it is worth emphasising that many of the
interviewees felt that PE was given insufficient priority in their schools, and that they had
experienced barriers such as limited time and resources, which was explained by Elliot et al,
(2013) who reported that teacher training in pupil welfare, equality and inclusion, maths and
English to priority over PE. Most specialist PE teachers devoted over 10 hours per week,
valuing the opportunity to learn about PE and recognising the importance of training due to
prior development gaps. In the aforementioned study by Hyler and Gardner (2017), the
specialist PE teachers also reported high levels of satisfaction when completing a training PE
programme, believing that it had a positive impact on their teaching practices, not just in an PE

environment but also within the classroom.
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However, for primary school teachers, PE is only one of many subjects that they teach but the
findings of this study were encouragingly that all participants stated that they felt more
confident in delivering PE since completing the TEIPPE programme. As previously noted, the
coaching techniques that they learnt around the warm-up and cool-down exercises also
attracted positive feedback. Similar short-course professional development programmes have
been found to effectively boost the self-efficacy of teachers and teaching assistants, especially
in subjects where they may lack confidence (Makopoulou, Neville, Ntoumanis & Thomas,
2021).

6.5.2 CPD on emotional intelligence in PE for primary for primary school teachers

The findings of this study has showed that teachers do require support and training on
emotional intelligence in primary PE, as many have had very little CPD on the subject. Another
issue that was identified, is that all PGCE qualified teachers received only 7-8 hours of PE
specific training over the course of the year. One of the consequences is that many teachers,
especially those teaching in KS1 and KS2, expressed doubts whilst delivering PE lessons.
Moreover, 14 participants confirmed that they had not received any training on PE in the past
five years. Researchers have concluded that many teachers felt that their initial teacher
education had not adequately prepared them to teach PE, and that they had to rely on their own
experiences as pupils to guide their teaching practices (Elliot et al., 2013; Majeski et al., 2017,
Orak & Indzii, 2016). Ongoing professional development was seen as a keyway to improve

teachers' knowledge and skills in PE.

A small number of previous studies have also stated that the importance of professional
development in improving teachers' knowledge and skills in PE has to be ongoing, with regular
opportunities for teachers to engage in reflective practice and receive feedback from their peers
(Grant et al., 2014; Majeski et al., 2017). According to Morgan et al. (2019) such an approach
helped to embed new teaching practices and ensure that teachers were able to sustain their
improvements over time. As noted, one of the key issues that the participants stated was their
lack of knowledge on how to effectively deliver the PE curriculum. At the same time, it was
also highlighted how emotional intelligence could be used to improve engagement, which was
concurred by Makopoulou et al. (2021), who found that professional development
opportunities should be designed to take into account the emotional needs of the pupils, and

that feedback and reflection should be incorporated into the professional development process.
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6.6 Strengths and limitations of the study

After reflecting on the participants’ evaluation of the TEIPPE programme, many outlined that
it would be refreshing for staff to be trained, specialising on emotional intelligence and how it
can influence the delivery of primary PE. Due to the lack of training and CPD on the subject,
many teacher’s stated that they felt nervous when teaching PE and are unsure on how to
pedagogically deliver the sessions, so they particularly enjoyed the training, especially when
being introduced to the power of non-verbal communication and the ‘eleven emotional
intelligence coaching tips’, which would help to effectively engage with pupils. Nonetheless,
one limitation of this study was that the teacher’s did not put the theory in to practice seeing if
the TEIPPE programme was effective when delivering a PE lesson. The main reason for this
was to test out the logistics and the accessibility of the TEIPPE programme, and to see if the
techniques and methods highlighted in the CPD programme were clear and easily understood
by the teacher. In addition, the participants did explain that they would have liked some sport
specific coaching on the CPD programme as they felt this would provide them confidence if
they needed to demonstrate of skill in the PE lesson. Finally, since this study took place in
2021, PE has been included as a mandatory subject in all English schools, yet there is still no

change to make PE training or CPD compulsory for all teachers (UK.gov, 2021).

It was acknowledged by 10 of the participants that face-to-face CPD has a value in maintaining
a sense of community and social presence. This is a dimension which can be more challenging
to achieve in an online environment. Sato and Haegele (2017) suggested strategies such as
incorporating video-based interactions and live virtual meetings to enhance engagement and
collaboration among participants. It is argued that the use of such interactive approaches, could
make the CPD programmes more engaging, as well as helping to foster a rapport with fellow

professionals who are also completing the training.

6.6.1 Future research

From evaluating the comments made by the participants during the focus groups, there will be
amendments made to the training programme and a second version, TEIPPE-2, will be
developed. This online programme will introduce more support for teachers with low self-
esteem and help build their confidence when they deliver primary PE. In addition, more
examples will be provided alongside the academic theory, which the teachers enjoyed, so they
can picture a scenario on how to introduce certain facets of emotional intelligence in their

lessons. As there was a mixed reaction to the quiz, this will be omitted from the second version.

152



As the majority of the participants requested, there will be more personal feedback on their
observed PE lessons, providing a feedback report explaining the strengths and areas for
improvement when being observed in the final intervention study. This feedback will help each
teacher to understand which areas of teaching they need to develop.

6.6.2 Conclusion

This study has concluded that the TEIPPE programme proved to be both a useful and practical
online training tool for improving the delivery of primary PE by developing certain facets of
emotional intelligence to teachers. As previously noted, the primary advantage of the training
programme is to offer supportive knowledge within a realistic timeframe. The TEIPPE
programme helped to equip the participating teachers with a wider understanding on how to
utilise emotional intelligence, emphasising both the verbal and non-verbal communication
techniques needed to help manage and perceive the wellbeing of the school pupils, as well as
recognising and managing their own emotional competencies. For instance, from using
positive hand gestures and facial expressions to emotionally enthuse the pupils, to the tone and
volume of the voice during sensitive situations whilst delivering a PE lesson, were all valuable

adaptations gleaned from the training programme.

The intuitive nature of the TEIPPE programme design was praised by the practitioners.
Nevertheless, some interviewees emphasised that there was too much academic theory in the
training and insufficient practical examples that could assist teachers to deliver PE lessons more
effectively. Additionally, suggestions were made to include more video footage to help
illustrate examples of techniques. These proposed enhancements will be employed to refine
TEIPPE-2, which will hopefully support teachers to deliver more engaging and motivating PE

lesson for the final study of this thesis.
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Chapter 7 Study Four — Intervention study: the impact of an emotional
intelligence training programme on the teaching of primary PE

7.1 Introduction

From the previous three studies, there has been clear evidence that limited training for primary
school teachers is readily available to support their development in primary PE teaching with
many highlighting that they only received subject specific training for ten hours or fewer whilst
completing their PGCE, CertEd or Education Direct qualifications. Furthermore, it was also
noted during the focus group discussions in study three that teachers were surprised how
important emotional intelligence can be to help deliver more engaging and insightful primary
PE lessons. These findings has been supported by previous literature, such as Griggs (2010)
who emphasised that many teachers receive inadequate PE training for primary education
during their post-teaching qualifications. Griggs (2010) also reported that many teacher
training programmes offer minimal PE instruction, often limited to a few hours throughout the
year. It could be inferred from this, that the apparent lack of comprehensive PE training means
newly qualified teachers are often underprepared to deliver effective PE, which may result in
low self-appreciation and confidence. This was clearly highlighted by the teachers who were
interviewed in study three (Chapter 6), and as a result, provided less engaging and lower-
quality PE lessons for pupils, potentially impacting their physical development and interest in
physical activity (Humphries & Ashy 2006; Maude 2010).

Additionally, Harris et al. (2012) explored the shortcomings of PE training within initial teacher
education. Their findings also revealed that many primary school teachers entered the
profession with limited knowledge and underdeveloped skills in PE attributed to insufficient
subject specific training during their PGCE or QTS programmes. The authors argued that this
gap in training necessitates ongoing professional development in order to ensure teachers are
better equipped to deliver high-quality PE lessons. This was acknowledged by Ofsted report in
2018, identifying that many newly qualified teachers lack the necessary skills and confidence
to teach PE effectively during their Initial Teacher Education (ITE). Ofsted's findings suggest
that the limited time allocated to PE in teacher training programmes did not equip teachers with
the knowledge or experience needed to deliver ‘high-quality’ PE (Keegan, 2019). The report
also recommended enhancing the PE component of teacher training to ensure teachers are
better prepared to foster pupils' physical literacy and enthusiasm for physical activity. In

addition, the report noted that the ‘School Sport and Activity Action Plan’ aims are to help
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teachers and schools provide two hours of high-quality PE per week for primary and secondary

schools, along with competitive and extracurricular opportunities for both girls and boys.

Thus, the need for an intervention programme like TEIPPE, with a focus on emotional
intelligence to enhance the delivery of primary PE, would help to achieve the aims of the report.
When reflecting on the TEIPPE programme's limitations from study three, teachers highlighted
two key aspects. Firstly, many teachers requested additional support packages, including
courses on designing PE lesson plans for various sports, to boost their self-esteem and
emotional intelligence. Second, four teachers suggested that more emphasis should be placed
on the significance of PE for young pupils, detailing the key attributes, skills, and knowledge
gained from enjoyable and motivating PE lessons.

It is therefore important to build the teacher’s confidence in teaching PE and translate their
emotional intelligence, that they have nurtured in a classroom environment, to the sports hall.
Burel, Tessier, and Langdon (2020) explored how teachers' subjective feelings impacted on
their confidence in delivering PE. The study highlighted the importance of need-supportive
environments, where teachers feel competent, autonomous, and knowledgeable. To enhance
teacher motivation, the authors proposed four strategies. First, regular training/CPD focused
on need-supportive methods, which will increase teacher competence. Second, schools should
provide emotional support resources, such as counselling and peer groups, to help teachers
manage stress. Third, fostering collaboration among PE teachers can reduce isolation and
promote idea-sharing. Finally, regular feedback and recognition of teachers’ efforts were
identified as essential for boosting motivation and improving teaching quality. The pilot of the
TEIPPE programme in chapter six suggested that this programme could potentially meet some

of these needs.

To illustrate the importance of providing teachers with feedback and support, a study by SueSee
and Barker (2019), which investigated the teaching styles of Swedish PE teachers, compared
self-reported styles with observed behaviours and found that providing consistent feedback and
support had a demonstrable positive impact to enhance the delivery of PE. SueSee and Barker
(2019) also highlighted several components which the participants articulated had a positive
influence on improving the quality of their teaching. They firstly stated that regular feedback
helped the teachers refine their instructional techniques, with constructive critiques and
positive reinforcement encouraged teachers to adopt more effective teaching methods. They
also noted that the feedback helped to identify potential gaps between self-perception and
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actual teaching practices. From gaining this knowledge and developing the professional growth
of the teacher, this had the benefit of enhancing teacher’s self-confidence. Thirdly, the
supportive nature of the feedback helped to boost the teachers' confidence. Thus, when teachers
received specific, positive feedback on their strengths, as well as tailored guidance on
improving areas of weakness, they felt more competent and motivated as a result. The
researchers reported that this increased confidence translated into more dynamic and engaging
PE lessons, leading to higher pupil participation levels and enthusiasm. Finally, the researchers
suggested that the feedback mechanisms often involved collaborative discussions amongst
teachers, which helped to promote the exchange of best practice. This collective learning
helped teachers improve their delivery methods and therefore benefiting the overall school
community. Again the utilisation of the TEIPPE programme for primary teachers could
potentially contribute to achieving all of the four outcomes.

It has been argued that with self-appreciation and self-esteem of primary school teachers whilst
delivering PE is quite low due to the lack of training as previously mentioned. Peterson and
Miller (2022) explored several benefits of employing a neuro-pedagogical approach to
motivate teachers in delivering PE. Such an approach leverages emotional intelligence to
enhance teaching practices and, in turn, improve teacher motivation. This insight helped
teachers to be more effective when reading the pupils emotions, which in turn increased their
own enthusiasm and commitment to teaching PE. The authors concluded that if the teacher’s
understood their own emotional behaviours and those of the pupils, they felt more confident in
their ability to manage classes and address the needs of a diverse pupil cohort. The authors
suggested that this increased confidence helped to reduce stress and had the impact of
enhancing the overall teaching experience. To summarise, the study underscored that a neuro-
pedagogical approach, as proposed in the TEIPPE programme, not only enhanced the quality
of PE instruction but also significantly boosted teacher motivation by providing them with the

tools and knowledge to succeed in their roles.

Drawing on the findings of chapter six and existing scholarly literature, the TEIPPE
programme has been refined and improved, with a new version of the programme referred to
as TEIPPE-2 and will be the primary research tool in this final intervention study. The purpose

of which is to investigate if teachers’ capacity to deliver high quality, engaging PE lessons is
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enhanced when regulating and developing their emotional intelligence based on emotional

intelligence training. As such, this intervention study has three main objectives:

a. To critique whether developing a teacher’s emotional intelligence can help nurture their
emotional facet of self-appreciation, building their confidence whilst teaching primary PE.

b. Comparing the teachers PE delivery before and after being trained on their emotional
intelligence via the TEIPPE-2 programme.

c. A ccritical evaluation of the TEIPPE-2 programme and to examine which amendments are
necessary to develop a third, updated and revised version, which could eventually be made

available to the teaching profession.

7.2 Research design

The final intervention study was designed to address the three mentioned primary objectives, while also
gaining insights from the teachers' perspectives on how developing emotional intelligence may have
enhanced their ability to deliver engaging and motivating PE lessons. The methods employed aimed to

gather the necessary data, which would be analysed to determine whether the objectives had been met.

7.2.1 Participants and schools

Originally, 20 teachers from two primary schools (Schools A and C) volunteered for study four.
Due to teaching commitments, COVID-19-related illness, and long-term absences, the final
sample was reduced to 17 (11 female, six male). This number was still sufficient for in-depth
exploration of the research questions and manageable data analysis. Ethnically, 13 participants
identified as white British, three as British Asian, and one as mixed-race. Teaching experience
ranged from one to nine years, with three participants still completing their QTS or ECT
induction, indicating they were in their first year. Most (n = 14) qualified via PGCE, two held
a B.Ed., and one completed the School Direct pathway. Ages ranged from 23 to 46. Table 7

summarises gender, age, ethnicity, experience, and qualification route.

7.2.2 Ethics procedures

As elaborated in the methodology (Chapter 3), both schools (school A: 8 participants; School
B: 9 Participants) the headteachers of both schools gave their agreement by email for both the
teachers and the schools to take part in the study. The participating teachers read the
participation form and had the opportunity to ask questions before completing a consent form

before the study. Each participant were provided with a unique pseudonym for anonymity and
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their data was kept on a separate secure database at NTU. The data was also stored on an
encrypted shared drive, only accessed by myself. Personal details were kept separate from the
data, and participants' pseudonyms were used on transcripts instead of names. An opt-out form
was provided to parents for the observed PE lessons in case they did not want their pupil to be
observed, though it was clearly explained that the study was only to observe the effectiveness

of the teacher and that there was no direct contact with any of the pupils.

7.2.3 Schedule: observations, training, feedback and reflective journal completion

Each day, there were four observations, two teachers were observed in the morning and two
were observed in the afternoon. Observations did not take place on a Tuesday due to the
teaching and programme leader commitments. A reserve day was planned for each phase of
the study (Table 14). This contingency plan was put in place in case any teachers were not

able to commit to their allocated timeslot.

Table 16: The schedule for observations, training, feedback and reflective journal completion

Day | Observation Feedback Received Observation Feedback Reflective Reflective
pre-trained received pre- online post-trained received journal journal

trained Training Post-trained hand out Return

1M Group A

Group C Group B
Group E Group D Group C Group A
[ owwe om0 | |
Misc. Group E Group B Group A
Misc. Group C Group B Group A
10F Misc. Group D Group C Group B
Y Group E Group D Group C
| [ owwe [ oowo
13 W ‘ Group E Group A
14T ‘ isc. Group B
Group C
16 M ‘ Group D

-._ ! || | O°Oo°rE

18 W ‘ Misc.

7.2.4 Data collection

Lesson-observations
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The teachers were observed delivering a PE lesson to their own year group. After this, but in
the same week, they undertook the TEIPPE-2 programme. The aforementioned schedule
helped to mitigate against participants from discussing their training experiences with other
teachers who had yet to be observed. Each participant teacher was observed during a 45-50
minute PE lesson that included two skill activities and a game or competitive segment. The
overt observation focused on how teachers applied emotional intelligence during the delivery
of PE lessons. It assessed the demonstration of the selected emotional intelligence facets, which
were elucidated in the second study of this PhD thesis (chapter five). Additional data collected
included the number of pupils present, their age group, the school identifier, and whether a
Teaching Assistant (TA) was present. The overt observation sheet served as a checklist to
record real-time verbal and non-verbal communication, teacher engagement, and the
management of emotions by the teacher. The observation process involved employing the
original observation proforma that was utilised in the pilot study (Chapter 4) and study two
(Chapter 5), which was adopted and adapted from Pugh's (2008) observation template, and is
explained further in the methodology chapter (Chapter 3). All observation forms are located
in appendix 6.

The observation template was modified to include a checklist to note the frequency of the use
of the four primary facets of emotional intelligence identified in Study Two (Chapter 5). There
was no direct contact between the researcher and the pupils. A post-training lesson observation
took place one week after the participant completed the TEIPPE-2 programme. For the second
observation, the participant was tasked with designing another 45-50-minute PE lesson
comprising of a similar topic area to their first session, though the skill activities should differ,
to reduce any potential repetitiveness and potentially leading to tedium for the pupils. The
observation notes from the pre- and post-training PE lessons were then compared to examine

whether or not the teacher had improved their teaching delivery and effectiveness.

Researcher pre-training post-observation feedback to the teacher

After the first observed lesson, each teacher received written, supportive feedback (the pre-
training feedback form). The findings were summarised under the following sub-headings:
positive key observations, including an identification of which facets of emotional intelligence
were employed and the class's response to these instances; recommendations for the second
observation, highlighting areas where emotional intelligence facets could have been effectively
applied, along with additional emotional competencies to incorporate into the PE lesson (pre-
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training observation reports are located in appendix 7). After receiving their feedback, the
teachers were directed to the YouTube video to complete the training programme, explaining
that there were two training programmes to watch (the introductory presentation and their key
stage presentation). Participants were instructed to watch the videos 48 hours before their

second (post-trained) observation.

Training Emotional Intelligence in Primary PE Two (TEIPPE-2) online programme

The teachers were provided with a link to the TEIPPE-2 online CPD programme via email
communication. This was presented to the teacher via a YouTube channel (TEIPPE-2 channel)
(https://www.youtube.com/@TrainingElinPrimaryPhysEdTEIPP, 2023), which enabled the

participants to access the training videos on both their school laptop or on their own electronic
device (tablet/smart phone). As discussed in Healy, Block and Judge (2014) many CPD
training programmes in emotional intelligence utilise online platforms because of the ease of
access and the use of ‘pause and go back’, which helps to facilitate learning (Sato & Haegele,
2017; Lock, 2006).

There are four videos included in the TEIPPE-2 channel. The first video welcomed and
thanked the participants, followed by an explanation of the purpose and the shared values of
the research and guidance on how to use the training programme. Also included in the opening
video were some key emotional intelligence techniques that could be used whilst responding
to certain scenarios in PE, no matter which age group the participants were teaching. This
introductory video lasted for 45 minutes. The other three videos presented the use of emotional
intelligence in different Key Stages. The participant teacher was required to select the training
video only that aligned with their Key Stage. However, the participants who were teaching
Year 3 (Key Stage Two) were instructed to choose the Key Stage One Video for training. The
reasoning for this was because the pupils had lost so much teaching time due to the COVID-
19 pandemic and were emotionally and physically still at Key Stage One, both in terms of their
cognitive and social interaction skills and physical development (O’Brien et al., 2020).
Therefore, the teachers who were teaching year three were provided with tailored training on
the Key Stage One emotional facets of self-control, interpersonal development, change of
catalyst response and conflict management. After the teacher had completed the training
programme, they were able to amend their lesson plan for the second observed PE lesson.

Self-reflective journal
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After the participant received their second feedback report, they were instructed to complete a
self-reflective questionnaire within a 72 hour window after the post-trained observed PE lesson.
This was to ensure that it was fresh in the participants' minds. The self-reflective journal
comprised 14 open questions and 5 semi-closed questions (appendix 8). The five semi-closed
questions explored how long the teacher had been in the profession, their PE experience, their
prior knowledge of emotional intelligence, and the number of CPD/training sessions received
with regards supporting the delivery of the PE curriculum. In addition, they were asked how
the TEIPPE-2 programme improved their understanding and application of emotional

intelligence, as well as the effectiveness of improving their teaching of PE.

7.2.5 Data analysis

As an approach for data analysis, observations were employed in study two and three as a
means of collecting information on how emotional intelligence was exhibited by teachers. The
findings were summarised using descriptive statistics, noting the improvements of the teaching
when comparing the pre- and post-training observation forms (Gall et al., 2003). As explained
in the methodology chapter (Chapter 3), triangulating data from overt observations and
reflective journals enhanced the analysis robustness, which enhanced depth and credibility, as

consistent results across different methods validated the observations (Patton, 2002).

The reflective journals provided personal insights, experiences, and evolving thoughts during
this intervention study . Thematic analysis was used to identify patterns and themes within the
data, beginning with multiple readings of the journal entries. Thematic analysis was
particularly beneficial in data analysis in the present study as it facilitated the extraction of key
themes relating to the teacher’s emotional instructional strategies, their emotional awareness,
and engagement with pupils (Braun & Clarke, 2006), providing rich, detailed accounts of how
teachers adapted their approaches during the pre- and post-training observations. Categories
were grouped under higher order themes and organised into sub-themes. For methodological
rigour, the final stage consisted of splitting the themes into core categories consistent with the

aim and objectives of the study (Elo and Kyngas 2008), which was presented in the discussion.

7.3 Findings
The majority of the 17 participants completed the study within the scheduled timetable. Only

two observations had to be rearranged, with one participant missing their first observation due

to illness. The second participant had to delay their second observation due to having other
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CPD commitments. These participants were fitted into the reserve timeslots that are highlighted
in table 14. Nine of the seventeen participants were delivering primary PE to Key Stage 2
pupils, five participants were teaching pupils from Key Stage One, and three participants
teaching Early Year Foundation Stage (reception) year groups.

7.3.1 The pre-training observations

The observations that were conducted prior to the TEIPPE-2 training presented some intriguing
findings, with many of the participants having similar areas where improvement was needed
(as perceived by the researcher, a PE trained specialist). After each participant had completed
their pre-trained observed lesson, the researcher compiled his findings in to a feedback report
for each teacher, which identified the positive aspects of the lesson and suggested areas for
development relating to their emotional intelligence and its use in teaching the lesson on their
next session (appendix 13). Figure 18 provides an example of apnedix 13, on the key elements
of emotional intelligence that were not exhibited during the observed PE lessons. Comments
were made on each teacher to highlight if their areas for improvements fell in the following
categories: the emotional awareness and management of verbal communication, the emotional
awareness/management of non-verbal communication, being aware of the emotions and
engagement of the pupils, controlling emotional conflict, developing collaboration to build
emotional engagement, finally showing negative and anxious emotions whilst delivering the

PE lesson.

Participant Tori feedback (suggestions for improvements): “Suggest slowing down
the pace of tone in your voice, which can be hard due to time constraints.
Increasing the pace of voice intonation will increase your and the pupils heart rate

and may provide a feeling of anxiety. ”

Participant Sara Feedback (suggestions for improvements): “Positioned yourself
in the same location, throughout the match. pupils behind were not recognised and
tedium was setting in (pupils lying on floor). Suggest moving around the hall during
the game. Also, your hands were in your pockets near the end of the session. Try

and attempt to keep your hand gestures for positive communication. ”

Participant Emie Feedback (suggestions for improvements): “One minor

suggestion for the next session; more smiling and exaggerated facial expression to
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show praise and enjoyment (which was present at times) is required more

’

throughout the session.’

Figure 18: Segment of the translation of pre-trained observation findings

Teacher KS Years in Number Enjoyment Non-verbal Verbal Conflict management Management/Teamwork | Showing
education of mis- & communication /EI communication negative /
matches engagement praise /EI Praise anxious
emotions
N N NN LY N v v SN NN N AN AN NN AN AN AN AR S NSNS AN D T Yisisss

May KS2 7 years 1 1. Be nice to see

more hand

gestures  (non

verbal

communication
Emie KS1 6 years 2 1. More smiling 2. Attempt to

and pair the

exaggerated groups with

facial boy and

expression to girls, not

show praise girl-girl,

and enjoyment boy-boy.

(which was Higher

present at concentration

times) levels take

throughout the place when

session. there is a

girl-boy
pairing.

Kim 6 years 4 1. Suggest using 3. Provide 4. Spreading the

more hand praise pupils across

expressions toall the hall not

such as thumbs the across a line

up, pupils, as it provides

appreciative S0 NO more freedom

clap, high one and a sense of

fives, feels independence

victorious hand left out.

fists.

2. In addition,

more positive,

exaggerated

facial

expressions,
especially
positive

reactions.

7.3.2 Pre-training observations and feedback: emotionally engaging with pupils via verbal
communication

Effectively providing ‘verbal communication’ to help emotionally engage with the pupils was

identified as an area for development during the pre-training PE lesson observations, with
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eleven of the seventeen participants suggested for improvements within their feedback report.
For example it was suggested that the teachers should praise every pupil, ensuring that no pupil
felt left out or unnoticed and that the teachers should convey more enthusiasm when speaking
or commentating during physical activities.

A second area for improvement was that eight teachers were asked to give more praise and to
clearly specify the reasons for praising each pupil. In the case of exhibiting motivation and
enthusiasm, participant Faye failed to provide any praise towards the pupils throughout the
duration of the PE lesson. From the feedback, it was recommended that Gina demonstrate
more sensitivity when responding to a pupils’ incorrect answer. Whilst another teacher, Nina,
was advised to use polite manners, such as saying "please™ and “thank you," when handing out
instructions to the pupils. On two occasions, the teacher assistants were speaking very loudly
while the teacher was giving directions to a skill activity. It was suggested to both teachers that
they ask their TA to lower their volume during the session, as the pupils were distracted while

the teacher was speaking.

7.3.3 Pre-training observations and feedback: emotionally engaging with pupils via non-
verbal communication

From the 17 teachers, 13 did not effectively emotionally engage with the pupils via non-verbal
communication. It was suggested in the feedback reports that eleven teachers should employ
more positive hand gestures, such as thumbs up, appreciative claps, high fives, and victorious
hand fists. Instead, they had their hands in their pockets, or/and were playing with their lanyard
or fiddling with their keys. Secondly, it was suggested to five of the teachers that they needed
to be aware of their lack of positive facial expressions during the PE lesson. Some facial
expressions were unemotive and two teacher’s had facial expressions that identified that they
were upset. It was suggested to these teachers that they could make exaggerated, positive facial
expressions when they observed a positive contribution from the pupils, such as eyebrows

being raised, shocked expression, smiling and eyes showing alertness.

Another suggestion was presented to three teachers who were not exhibiting positive body
posture, such as crossing their arms, slouching against a wall or standing in one position of the
sports hall throughout the whole session. This showed a negative emotion and a lack of passion
from the teacher and in turn, the pupils were mis-behaving in all three PE lessons. As the

pupils felt that they were not being noticed by the teacher, they started to behave
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inappropriately, by throwing the balls across the hall, instead of passing balls to each other.
Finally, participant Jan was asked to position themselves at the same eye level as that of the
pupil when they became upset when they wished to explain why they were so sad; Thus
showing sensitivity and providing an easier way to hear what the pupil was saying.

7.3.4 Pre-training observations and feedback: controlling emotional conflict

Six teachers, three from KS1 and three from KS2, experienced misbehaviour and had to control
conflict within the PE session. Five of the mentioned six participants had issues relating to “all
boy groups,” as they were showing off and not taking the skill activity seriously. In the
feedback and also highlighted in the TEIPPE-2 training programme, it was strongly advised to
mix the groups with both girls and boys, which was a major finding from study two of the
thesis. Surprisingly, no conflict or misbehaviour issues took place in any of the three EYFS

PE lessons.

7.3.5 Emotional engagement with the pupils

11 teachers found it difficult to perceive, or read the emotions of the pupils, by either not
noticing when the pupils reduced engagement and enjoyment of the lesson, nor noticing when
the pupils were becoming bored and in contrast, eight of the teachers stopped activities when
the pupils were very active and highly. This ‘Social perception’ or ‘social awareness’ is one
of the four major dimensions of all emotional intelligence frameworks. It was strongly
suggested to the teachers in their feedback to become more flexible with the timing of certain
activities of the lesson plan. Stating that, if all the pupils were participating, carry on with the
activity. In addition, three teachers took far too long to explain the rules and delivered it in an
authoritarian manner. The teachers were advised to keep instructions brief and only to include

essential rules.

7.3.6 Pre-training observations and feedback: collaboration for building emotional
engagement
11 teachers did not provide any collaboration or teamwork to build engagement in the lesson.

For example, many of the teachers did not partake alongside the pupils during the warm-up,
which it was suggested to help build a stronger relationship with the pupils. Due to this, there
was a lack of continued physical exertion from one activity to the next. All 11 of the mentioned

teachers was stopping the session by ‘slowly’ setting up apparatus, explaining rules and
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regulations in a monotone voice, and organising groups that had no thought of which individual
pupils were placed. All this meant was the PE lesson was supressed, resulting in a lack of
engagement and tedium in some parts of the PE lesson. From the TEIPPE-2 programme,
‘building emotional collaboration” was to support teachers to shape an emotional bond with
their pupils during the initial warm up session of the PE lesson, which sent an instant message
stating that the teacher is excited and thrilled to be teaching the PE lesson; adding energy, fun
and engagement, whilst showing trust to the pupils by providing flexible teamwork activities
in the lesson.

7.3.7 Pre-training observations and feedback: exhibiting nervous or anxious emotions
Eight teachers (three teaching at KS2, three at KS1 and one at the EYFS) visually showed their

discomfort, stress and anxiety whilst teaching the PE lesson in two ways. Firstly, seven teachers
were clenching on to their lanyard, which refrained them from providing positive gestures with
hand signals. Alternatively, they were rolling up their lesson plan and twisting the document
tightly to release their tension. Secondly, two teachers were talking far too quickly and loudly.
This was to gain attention of the pupils, but was making them feel nervous and disengaged.
Both of the mentioned teachers had less than two years of experience in the profession.
Additional anxious traits shown by other teachers (participant Tori) were constantly looking at
the observer for reassurance or looking at the clock on the wall, glancing at the time every 10-
15 seconds (participant Hans).

7.3.8 Pre-training observations and feedback: experience of teaching versus number of areas
for development

Interestingly, the participants with longer teaching experience, between 6-9 years, received
fewer suggestions for improvement. The ‘areas for improvement' were identified from the
feedback notes from the observation reports. These were color-coded to distinguish between
the positive and negative aspects of each observed PE lesson, specifically focusing on the
emotional intelligence demonstrated by the teacher. Table 15 clearly shows that 12 teachers
with four or less years in the teaching profession, made over eight areas for development (in
the researcher’s opinion as a PE-trained specialist) during the pre-trained PE lesson, with the
remaining five teachers providing between five-seven errors. Only one teacher (participant
Liam) who had nine years of teaching experience, delivered over eight errors in their PE lesson.
All seven teachers who received feedback with four or less errors, had a minimum of six years

of teaching experience.

Table 17: Errors made throughout their pre-training observed PE lesson
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Teacher ‘ Dani Jan Kim ‘ Liam ‘ Tori Faye ‘ Gina ‘ Hans Nina May  Cath Rose  Amy ‘ Emie Ben Pepe Sara

KS1

Years in 6 4 7

education years | years | years

Number
5 1

of errors

7.3.9 TEIPPE Training programme

The participants were allowed to access the TEIPPE training programme and read their
observation feedback 48 hours after they taught their ‘pre-trained’ PE lesson, meaning that they
had six full days before being observed for their ‘post-trained’ PE lesson. YouTube analytics
data showed that one teacher read their observation feedback report and accessed the training
programme less than 24 hours after their second observed PE lesson. Meanwhile, nine of the
participants completed the training programme within 72 hours of access, whereas seven

undertook the training over 24 hours of receiving their feedback and being granted access.

7.3.10 ‘Post-trained’ observations

After counting the ‘areas for improvements’ from the post trained feedback reports, the
findings showed a demonstrable improvement in the delivery of the PE lessons for nine of the
participants. Conversely, three teachers made more errors in their post-trained PE lesson than
their pre-trained lesson. This is particularly noteworthy as the three teachers (Faye, Nina &
Emie) delivery were experienced practitioners (5 years, 7 years, and 14 years). Meanwhile, the
delivery of the other five teachers showed as many errors in the post-trained session alongside
the pre-trained session (Tori, Faye, Nina, Amy & Pepe). The number of areas for improvement
when comparing the pre and post trained observation sessions can be seen below in table 16.

Table 18: Comparing errors in effectiveness in pre and post trained PE lessons, with
strategies utilised from the TEIPPE programme.

a a A
Da a 0 e a a Rose Be

1-4:

KS KS KS KS KS KS KS KS KS KS KS KS KS KS Stron
1 2 2 2 2 2 2 1 1 2 2 1 1 2
3 3 1 8 3 3 6 6 4 7 9 7 3 6 4 7 3 5-7

yea | yea | yea | yea | yea | yea | yea | yea | yea | yea | yea | year | yea | yea | year | year | yea | avera
rs rs r rs rs rs rs rs rs rs rs s rs rs s s rs e
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7.3.11 Strateqies utilised from the TEIPPE programme identified during post-training
observations

During the observations it was noted on the feedback reports when a teacher used a strategy
from the TEIPPE-2 programme. As shown below in table 17, it identifies which key strategies
from the TEIPPE-2 programme were exhibited by the teachers during their post-trained PE
lesson. The most commonly employed training techniques were ‘enhanced non-verbal
communications’ and ‘making the pupils happy’ (both employed by 14 out of the 17 teachers),
closely followed by ‘positive facial expressions and positive tone of voice’ (employed by 13
out of 17 teachers). It is clear the teachers were trying to incorporate their learning from the
TEIPPE-2 programme. Only three teachers showed limited engagement by applying emotional
intelligence strategies from the TEIPPE-2 programme (Faye, Nina & Emie). Moreover, the
observation findings suggested that these were the three participants had similar areas for
improvement during their pre-trained PE lesson. Interestingly, the two teachers (Hans and Rose)
who had more areas for improvement in their post-trained lesson, did implement six or more
strategies from the TEIPPE programme. After reading their observation notes (appendix 7),
the pupils were not at their best behaviour, and they required a lot of disciplinary strategies to
control their behaviour. In addition, participant Hans expressed that they had personal issues
and therefore did not teach to the best of their ability. Overall, there was a lack of engagement
with the pupils, very little movement around the sports hall, both Hans and Rose were
extremely quiet and seemed to be pre-occupied. Furthermore, they did not attempt to exhibit
any training on the four facets of emotional intelligence to support EYFS (Rose) and KS1 (Hans)

tutor groups.

Similar to the ‘areas for improvements,” Table 17 below illustrates which key strategies and
techniques that were exhibited by the teachers during their post-trained lesson, which was
learnt from TEIPPE-2 programme. On the participants feedback reports, the positive elements
of the lesson were written in green. All post-trained feedback reports are located in appendix
7.

Table 19: Key TEIPPE strategies exhibited by participants in their post-trained PE lesson
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Technique introduced from TEIPPE Teacher (total out of 17)

Non verbal communication: Positive hand gestures; five fives, thumbs up [R{R:RIBEITBNETIAN 11y M WE:To B Kol g
(not holding lanyard/rolled up lesson plan). Faye, Gina, Nina, Amy, Emie,
Ben, Pepe, Sara (14)

Making the pupils happy/laughing by adding humour to the lesson — [R{KRENDEa N QT1y M -1 Bl Mol ¢
Motivation Faye, Gina, Hans, Nina, Cath,
Amy, Ben, Pepe, Sara (14)

Positive Facial expression: Smiling and laughing Rose, Jan, Kim, Liam, Faye,
Gina, Nina, May, Dani, Amy,
Emie, Ben, Pepe (13)

Tone of voice -positive, energised, ideal volume for environment Jan, Kim, Liam, Tori, Faye, Gina,
Nina, May, Amy, Ben, Pepe, Sara
(12)

Walking around and partaking with the pupils: Movement around the hall [EE{eRENF oM ST:1y P o=t o =\
Gina, Nina, Dani, Amy, Ben,
Pepe, Sara (12)

Specific praise — explaining why you are praising the pupil, holistic [EReRBERIRNETIMEEYNETEMIYEA

communication Cath, Amy, Ben, Pepe, Sara (11)

Prolonging certain tasks due to recognising the positive emotions of the EReERBEITENEN Cl1iMsE\-REEN
pupils Nina, May, Cah, Ben, Pepe (11)

Making the PE lesson exciting by providing urgency, positive [RaeSRDETTAN liRCE]{ERmKH
reinforcement and smaller groups Nina, May, Emie, Ben, Pepe, Sara
11)

Mixture of girls and boys in group activities — El facet of control and [E{eREDE TN Qoo M =\ ET [N

discipline: Smaller groups to build emotional relationships with pupils Hans, May, Amy, Ben, Sara (10)

Attempting to praise all pupils individually — engaging all pupils’s RRSRBERTRNETN il sEVERNTIES
emotions Amy, Ben, Pepe, Sara (10)

Adaptation and Flexibility (KS2) Jan, Kim, Liam, Faye, Gina, Nina,
Cath, Pepe, Sara (9)

Delegation: Situational perception awareness Dani, Jan, Tori, Gina, Cath, Emie,
Ben, Pepe, Sara (9)

Collaboration and Teamwork facet of managing other emotions [EBZIaTFEE QTy P IFToo A ol f N - \Y/-H
framework (KS2) Gina, May, Cath, Sara (9)

Positive body posture — no slouching, folding arms, hands in pockets. R{erBENDETa Mo B =-\V/- BN 1] -

Strong eye contact Amy, Ben (7)

Coercive Discipline — Use negative tone sparingly (if required) Rose, Liam, Tori, Faye, Gina,
Hans, Emie (7)

Supporting pupils with empathy and benevolence (finding lesson difficult) [ CigtRuTE:ly M o 1oAY 10\ 2T-10
EYFS Pepe (6)
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Silent demonstration — providing pupils who can emotionally learn via [Eaet-REDE 1] o] (AN =:\-R €Tl

visual, not verbal Amy (6)

Regress the coaching skills for less abled pupils — sensitivity and ek NEo M Ne] gAY E\YAVAN(\VA =10y
adaptability facets (6)

Goal directed performance (aims = motivation) Liam, Faye, Tori, Amy, Pepe (5)

Preparing aims and objectives before PE lesson (in classroom) Kim, Faye, Gina, Nina, Ben (5)

Compassion and Sensitivity if required in lesson Jan, Kim, Amy, Pepe (4)

Self appreciation -Wearing the correct PE attire (2 x not worn in pre- EREWREELRE)]

LEUE))]

From table 17, it is evident that the majority of the participants demonstrated stronger non-
verbal communication delivery, to engage with the pupils emotionally and positively during
the post-trained PE lesson. This included: positive hand gestures (14 participants), providing
humour and excitement during the PE lesson (14 participants), as well as using positive facial
expressions (13 participants). Thirteen of the participants exhibited positive intonation whilst
speaking to the pupils, manifested by exaggerating their excitement and praise when
communicating positive aspects of the PE lesson, with the same number of participants making
sure that they were partaking alongside the pupils in some part of the PE lesson, which ought

to improve motivation and collaboration.

Another strategy that was delivered as part of the TEIPPE-2 programme was ‘specific praise’,
which helps to provide direct goal performance to the pupils. This was evident by 11 of the 17
participants. In addition, it was noted that 12 of the 17 teachers had comments in their feedback
report expressing that they provided urgency and competitiveness in the lesson, to help develop
consciousness and assertiveness to the class. For example, seven teachers took the example
from the TEIPPE-2 programme by providing commentary whilst watching the competitive
game section of the PE lesson. The tone, pace and volume of their verbal communication made
the pupils increase their pace and urgency in the game, making the pupils more vibrant,

talkative, with some laughing and enjoying the game environment.

7.3.12 Participant reflective journal feedback

From the 17 participants that undertook the research, all completed the reflective journal within
the correct timescale. There were 18 questions that the participants were encouraged to reflect

upon: the strengths of the training techniques, the limitations of the emotional intelligence
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techniques, the benefits of the design of the TEIPPE-2 programme, and identifying areas of
improvement of the TEIPPE-2 programme. 14 students articulated that the training programme
was either ‘extremely interesting’, ‘enjoyable and fun to do’, or stated that it ‘developed their
knowledge’ in delivering PE.

Participant Kim: “I really enjoyed taking part. As a teacher who is less confident

in delivering PE as | rarely teach the subject, | found the training really helpful in

’

providing ways to make small changes leading to big improvements in the lesson.’

Participant Hans: “I really enjoyed taking part in the research study,; not only was

the training useful but it was fascinating to recognise my own emotional cues.”

Participant Nina: “Although I have never taught P.E before (apart from one lesson
as a pupil teacher), I thoroughly enjoyed the experience. Both the feedback and the
training was very insightful and has developed my understanding and importance

of emotional intelligence when delivering P.E lessons. ”

Only one participant was not impressed by the TEIPPE-2 programme, expressing that they
worked part-time and did not deliver PE, as a PE co-ordinator/sports coach was responsible to
deliver their class. This will be elaborated later in the limitations of this study. They also
reiterated that being a year six teacher, there were far more important subjects to concentrate

on, especially with SATS examinations being prioritised.

7.3.13 Self-appreciation, engagement and communication

Eight teachers stated that they felt more confident for the second observation. This was
attributed in part because that they felt positive from the supportive feedback that they received,
alongside undertaking the training helped them to enhance the delivery of the post-trained PE
lesson. Relatedly, six participants articulated that they felt the training on how to use their tone
of voice, positive body positioning and including emotional praise by verbal and nonverbal

communication, were all techniques that they would incorporate in future PE lessons.

Participant Gina reflective journal: “Although still present, | feel | made more of a

concerted effort to control them a little more during the second observation. | was
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more conscious of how my body language and tone of voice could be received by

the pupils.”

Participant Rose reflective journal: “Being more aware of my facial expressions,
tone and gestures. This helped me to connect with the pupils and show them that |
was interested and enthusiastic about what they had to say or what they were doing.
| felt that these were a little forced at times because | was really thinking about it
so it may have not been my natural reaction to include hand gestures e.g. thumbs
up. However, | did feel it helped to keep pupils motivated and have that feeling of

being 'seen’ by me.”

When questioning the participants about the main differences when comparing the ‘pre-‘ and
‘post-trained’ observed lessons, 12 participants highlighted that the pupils were more engaged
and focused on the second PE lesson. Furthermore, 11 participants said the pupils enjoyed the
second PE lesson substantially more than the first. In addition, seven participants expressed
that the pupils were behaving a lot better in the second lesson due to the reduction of numbers
in each group, meaning every pupil had more attempts during the skill activities. This was one
of the suggested strategies within the TEIPPE-2 programme, which was to enhance
engagement and to reduce the risk tedium whilst the pupils were waiting their turn to partake

in the skill activity.

Participant Ben reflective journal: “From the TEIPPE programme, | liked the
praising pupils to control misbehaviour- asking a pupil to be my partner or
demonstrate to make sure they are concentrating or on task. This worked extremely

well.”

Participant Kim reflective journal: “l was frustrated by some of the behaviour in
the first lesson. Some of the groups were having disagreements, with one boy
barely joining in. A few of the pupils were not following instructions which meant
| had to stop the lesson a few times which disrupted the flow. In the second lesson
I don’t recall any disruption as the pupils were so engaged. I wasn'’t feeling any

anger or frustration.”
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Nine of the participants stated that they felt more motivated after reading the positive feedback
report, and how they thought the training they received helped to enhance the effectiveness of
teaching PE. Nine participants specifically stated that they will use their positive tone of voice,
positive body positioning and including emotional praise by verbal and nonverbal
communication. Finally, half of the participants explained that the pupils were more active
and moving around the sports hall, due to the extension of the warm up activity and making
sure that they were partaking, commentating, praising and moving around the hall throughout
the whole lesson. The presence and positive reinforcement kept the intensity of the PE lesson

at a very high standard.

Participant Rose reflective feedback: “I felt enthusiastic and motivated as | knew
that I had included elements that had been lacking from my first observation. Proud

of the pupils, as many of them achieved when throwing and catching the beanbag. ”

Participant Nina reflective feedback: “From the TEIPPE programme....I liked
about talking with your hands — using emphasised body language when giving
instructions were to aspects that | took after reading the feedback and watching

the TEIPPE programme.”

Participant Kim reflective feedback: “Enjoyed the smaller group work is much
easier to manage and allows the pupils to be moving for much more of the lesson.
This would also have been easier to manage as they would be more likely to know

what their individual roles were within the routine.”

The comments received from the reflective journal noted that nine participants explained they
were aware of their emotions, but that they did not know how to control them, especially while
delivering a PE lesson. Other concerns that were expressed in the journal was the timing of
explaining the rules/instructions to the pupils as they sometimes took too long. Put simply, the
longer it took to explain the instructions to the pupils, the more agitated the teachers became.
One teacher noted feeling their body temperature rising and they started to sweat. To manage
these emotions, two teachers were “fiddling with their lanyards™ as a way to help control their
feelings. Nine teachers noted several benefits of the advice to make warm-ups highly enjoyable,

with seven participants reporting efforts to increase their enthusiasm and extend warm-ups so
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that pupils raised their heart rates and became slightly out of breath. This approach helped
pupils enjoy the session’s productivity, and having the teacher participate made the experience

much more enjoyable.

Participant Amy reflective feedback: “I felt silly when I noticed | was messing with
my lanyard too much; yet I still did not remove it. Now in lessons, | now take off
my lanyard when teaching PE.... | did not meet my personal standard of not being
distracted whilst teaching (the lanyard incident). | overcame this in my second

lesson by removing the distraction. ”

Six participants enjoyed the ‘feedback and reflection’ activity during the cool down, as
suggested in the TEIPPE-2 programme. It provided an opportunity for allowing pupils to have
their own say on the positive aspects of the PE lesson and what they would like to include in
the following session. This helps to provide the pupils with a feeling of empowerment and
responsibility. Six participants expressed how they really enjoyed the notion of ‘specific
praise.” This coaching concept is designed to help pupils to feel respected by the teacher, as
well as improving their teaching in the PE lesson. In this regard, the teacher's encouragement
motivated the pupils, as specifying a particular element of the activity that they could improve,
which makes the praise feel genuine. Seven participants really enjoyed the constant movement
and involvement for both the pupils and teacher. Additionally, four participants explained that
positive hand gestures, tone and volume of voice were one of the most important concepts of

the TEIPPE-2 training programme.

Participant Emie reflective feedback: “Being specific with praise. I tend to say well
done, or great job, great effort. I will be more specific in future lessons. E.g. Well

done with your two point balance and focusing on a spot. ”

Participant Kim reflective feedback: “To ask pupils to evaluate their performances
while holding their stretches in the cool down | thought this was a really nice way
to reduce the pupils’s heart rate and encourage them to consider what they did well
and what they would like to improve. ”

Participant Pepe reflective feedback: “I felt that specific praise for every pupil is

crucial (though tiring to do), as it boosts their confidence and self esteem in PE
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lessons. Also it helped bring in pupils’s interests and showing sensitivity. The

pupils were engaged more and were constantly active.”

Seven teachers noted that the constant movement and involvement of both pupils’ teacher
helped build emotional connections, making the lessons more engaging and motivating. The
four participants teaching EYFS felt the TEIPPE-2 training was highly beneficial, as the pupils
showed significant enjoyment of the PE lessons. The participants appreciated improving their
emotional intelligence in the ‘social management’ dimension by delegating roles to Teacher
Assistants (LSAs). This involvement of both pupils and teachers increased enthusiasm and

enjoyment in the lessons.

Participant Rose reflective feedback: “I think I enjoyed the affirmation from a PE
specialist that my PE was effective and then being given really specific feedback
on how it could be even better. | loved the opportunity to be reflective not just about
lesson structures or how skills have been taught in the lesson but about me as an
individual and how this can affect my teaching and the pupils’s learning. I loved

the meditation — simple and quick.”

There was a lot of praise for the TEIPPE-2 programme, as the majority of the participants (14
of the 17) found it really useful and really informative. Only one teacher stated that they did
not enjoy their experience of the research due to her personal opinion on the subject area. One
teacher expressed that, “it made me think, ‘well I do that in the classroom so why not in PE?”
The specific sections of the training programme that the teacher felt were very powerful were
the use of positive, non-verbal communication. All participants enjoyed how powerful the
exaggerated hand gestures, such as mini-claps, high fives and double thumbs up, as well as
using the hands as tools for direction and to control behaviour. The third most mentioned
positive element of the emotional training was the mix-gendered grouping. Three teachers
emphasised on reflecting on their own emotions and being more positive in their body language,
which they felt wasn’t so important until they completed the TEIPPE-2 programme. Showing
a positive and energetic posture is then conveyed by the pupils, who naturally become more

engaged in the PE lesson.

When asking the participants what the main differences were between the ‘pre-* and ‘post-

training’ observed PE lessons, 12 teachers highlighted that the pupils were more ‘engaged’ and
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focused on the PE lesson. Secondly, 11 participants said the pupils ‘enjoyed’ the PE
significantly more than the first PE lesson. Due to the strategies that were put in place in the
TEIPPE-2 programme, the third highest statement made by the participants was that the pupils
were behaving a lot better (seven participants) due to the reduction of numbers when the class
were split in to smaller groups. This meant every pupil has more attempts of the skill activities.
Finally, nine participants explained that the pupils were more active and moving around the
sports hall because of the extension of the warm up activity; and making sure that the teacher
was partaking, commentating, praising and moving around the hall throughout the whole lesson.

Participant Liam reflective feedback: “Pupils collaborated well, and they seemed
to really enjoy the warm up which was much less ‘stop start’ compared to the first
lesson. They were also more active throughout the lesson, smiling and laughing

throughout the lesson.”

Another participant stated that they liked the fact that the changes suggested were small, simple
and manageable to implement. They didn’t feel overwhelmed and were showed ‘quick wins’
to make a ‘big difference.” Another teacher concurred that the little changes made a big
difference in the post-trained PE lesson. Other teachers really enjoyed the online CPD and
being accessible via YouTube, adding that the channels were informative, interesting and
helpful. For the less experienced teachers ( less than three years), two did reflect on how they

attempted to fit everything from the training programme and found this a bit of a challenge.

7.3.14 Areas for improvement of the TEIPPE-2 programme

There were several limitations that the participants expressed that they thought would make
the training even more beneficial. Firstly, the majority (10 of the 17) would have liked to have
verbal, face-to-face feedback as well as written, so the researcher could elaborate on the
feedback report. This was originally going to happen though due to COVID-19 conditions there
was a limited amount of time spent with each teacher. Additionally, there was very little time
available for teachers to be able to meet with the research, due to their heavy workload.
Another alteration that would be made for the TEIPPE-2 programme is the pace of delivery.
Participant Kim stated that each section of the training from one sub-chapter to the next jumped
quickly and so they did not manage to write down or read what was on the screen. On section

three of KS2 training, there was a section that was not verbally presented by the narrator. Three
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teachers thought it would be great to see some videos of high quality PE teaching and sport
specific skills demonstrated as some staff worry about their subject knowledge with certain

sports/activities.

Participant Tori reflective feedback: “I think it would be great for teachers to see
some videos and opportunities to see high quality PE teaching and sport specific
skills demonstrated as | know some staff worry about their subject knowledge with
certain sports/activities. ”

One teacher did express that the training video and reflective journal were quite time
consuming and felt that they had to rush. After speaking to the year six teacher, they did express
they were catching up with the curriculum as they had to let the class leave the school for two
weeks due to a large COVID-19 outbreak. Juggling this additional workload, especially
teaching year six would inevitably mean the participant would rush the training programme.
Nonetheless, the teacher in question did significantly improve their teaching in the post-trained
PE lesson. Final suggestion from one participant was the training tip of having mixed gendered
groups when completing the skill acquisition session. Due to safeguarding issues one teacher
could not do this, so for future amendments of the training programme, this section will be re-
phrased explaining that if there is ‘an opportunity’ to have a mixture of girls and boys in group
activities, please do so.

Participant Jan reflective feedback: “As someone who doesn’t normally teach PE,

it was quite challenging to complete. It was hard to find time to complete all the
work and videos in a school day.”

7.3.15 Additional findings from the reflective journal

All seventeen participants expressed how nervous, anxious and apprehensive they felt, mainly
because all, bar two participants, had never been observed or trained in PE during their teaching
career. The nervous and anxious emotions felt by the teachers was due to their own past
experience of training and lack of CPD in PE. Many teachers (n=11) who completed the
reflective journal stated that they did not have any training in the field of PE, with five admitting
that they had not delivered PE for several years, using the PE lesson timetable to complete their

planning, preparation and assessment' time (PPA). The five participants who expressed that
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they had training experience in the subject area, four had very positive feedback from their pre-
and post-trained observations (Dani, Amy, Faye, Rose). The fifth participant, Toni, had a lot
of errors and areas for improvements in their pre-trained observation, though the 2nd lesson
was delivered at an outstanding standard.

Participant Rose reflective feedback: “I suppose if I am honest, the fear of failure.
The fear that my lessons would be deemed unsuccessful at meeting the learning
objectives. But after the first observation, chatting to Craig and getting my lesson
one feedback, | was fine going into my seconds obs. | actually enjoyed the

experience.”

Participant Sara reflective feedback: “I knew I would give time for a reflection at
the end with year 5 which made me feel more confident with knowing | had a better
structure to the lesson. Especially as a reflection/evaluation time is not something
| would have considered for a PE lesson even though the pupils do it every day in
their books in lessons as RAG.”

Another issue that raised tension and anxiety for the participants was the lack of PE equipment.
One participant stated that it made them feel incapable of showing the pupils that they could
teach the lesson with limited resources. This resulted in frustration, embarrassment and
disappointment. Two teachers highlighted that it was a shame that PE is not typically taught
by the class teachers as the pupils enjoyed seeing them joining in and ‘having fun.” Another
teacher expressed that being a ‘sporty’ person, they would be able to teach PE fairly easy, but
from reading their feedback and completing the TEIPPE-2 programme, it made them realise
just how difficult it is to deliver high quality PE lessons and how emotional intelligence is such

an important tool to get the pupils enthused and motivated.

Finally, two teachers expressed how the training was a ‘great project’ to be a part of and
enjoyed receiving all feedback and will start to embed these tips into their next PE lessons.
Due to the training and support, seven teachers who had not taught PE for over the last two
years will now include a one hour lesson within their weekly itinerary. With the seven teachers
having 30 pupils in each class, this will equate to having 210 pupils partaking in over 30 more

hours of physical activity for the remainder of the academic year. This was one of the small
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objectives for this PhD journey, making PE lessons more enjoyable and engaging for both

teacher and pupil.

Participant Jan reflective feedback: “Thank you for watching my lessons and for
the support you provided. | genuinely found it useful in improving my confidence

in delivering PE.”

Participant Hans reflective feedback: “This research was really interesting and
helpful and has made me feel more in control when teaching PE. It is a shame that
PE isn 't typically taught by the class teachers as the pupils enjoyed seeing me teach

outside the classroom.”

Participant Nina reflective feedback: “I thoroughly enjoyed the experience and
being given the opportunity to teach PE. As a ‘sporty’ person, I thought  would be
able to teach PE fairly easy, but both the feedback and the programme made me

realise just how difficult it is to deliver high quality PE lessons.”

Participant Emie reflective feedback: “Great project to be a part of, have enjoyed
receiving all feedback comments and will start to embed them into my PE lessons.
Thank you.”

7.4 Discussion

The aim of this intervention study was to observe and evaluate how developing emotional
intelligence in teachers that can help enhance the delivery of primary PE lessons. In line with
the purpose of this study, the findings showed that the TEIPPE-2 training programme was
effective in increasing the effectiveness and engagement in the post-trained PE lessons. When
the participant reflective journals were analysed, they were triangulated with the observations
feedback reports, and the following findings were summarised: the teachers enjoyed partaking
in the study, commenting that they felt it had provided them with extra support in delivering
PE with the use of emotional intelligence; feeling a lot more confident and motivated in

teaching the subject.

In addition, teachers gained a stronger emotional understanding of oneself and of the pupils.

These include understanding the importance of empathy, realising the needs of the pupils and
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the surrounding environment can effect decision-making. Previous research, such as Poole
(2005), also relates to these findings by noting that empathising and listening to a young pupils’
viewpoint, can help to build a bond as the pupil feels that they have been heard. Furthermore,
learning conflict resolution strategies, especially when teaching PE to year one and year two
pupils. From all teachers, it was noted that the teachers had to learn ways to emotionally cope
with stress and having the ability to get the pupils to effectively work together. In addition, the
majority of the teachers explained that they became more sensitive and empathetic to the pupils’
well-being during the post-trained PE lesson. A study by Chan (2004), mentioned that teachers
who start teaching in elementary schools, have a high sensitivity in helping other people which
even improves by their empathy and understanding of others. Okoch (2004) also outlines the
importance of empathy that if teachers are unable to feel sympathy with pupils, they cannot be
successful in teaching and managing the class.

One of the key finding of this intervention study was that the training in emotional intelligence
created and developed the social and self-awareness of the teachers, by many making the
lessons entertaining, introducing creative thinking (especially for KS2), and actively taking
part in the lesson by joining in with some of the activities; for example, the warm up and cool
down activities. The TEIPPE-2 programme was effective in ensuring the emotional intelligence
development 12 participants, noting that some of the techniques helped to reduce tedium and
improve the behaviour of their class. As mentioned in the findings, providing positive
reinforcement, as well as making the groups smaller during the skill activities, can partake
more often. Cox (2012) stated that positive reinforcement in primary PE delivery fosters pupil
motivation, enhances skill acquisition, and promotes positive behaviour. Furthermore, it
creates a supportive environment, encouraging active participation and confidence. Regular
positive feedback also improves pupils’ self-esteem and enjoyment of PE, contributing to long-

term engagement in physical activity (Cox, 2012).

In addition, teachers noted that if the pupils were still heavily engaged with a certain activity,
allow the segment of the lesson plan to continue. For the teachers who were delivering to the
older pupils in Key Stage two, they provided more goal directed performance strategies, as
well adapting the lessons to cater all the pupils’ needs and abilities, which helped to present
highly engaging PE lessons. It was clear from this process that the pupils built a stronger
cohesion, and very little conflict was evident. On the subject of being adaptable whilst teaching

KS2 pupils, Yenice’s (2009) research indicated that teachers that had strong emotional self-
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awareness were more flexible and adaptable to new ideas and were willing to new ways of

replying to the pupils’ needs and suggestions.

Another strategy that was highly praised was the mixed groups of boys and girls and reducing
the number of pupils in each group. Both strategies helped to control the behaviour of the
pupils, as it was noted in the observation notes of all three observed studies (study one, study
two and study four), that when all boys and all girls groups attempt to work together, they start
misbehaving and not partaking in the PE lesson with any enthusiasm. The benefits of mixed
gendered groups was also noted by Hills & Croston (2012), whose research indicated that
young pupils benefit from completing tasks in mixed-gender groups in PE and sports, as it
promotes social cohesion, reduces gender stereotypes, and fosters mutual respect.

In addition, mixed-gender activities encourage collaboration and communication across
genders, helping pupils develop teamwork skills and a more inclusive attitude. Furthermore,
such settings can enhance confidence and participation, particularly for girls, by providing
equal opportunities within a supportive environment (Pawlowski, Tjgrnhgj-Thomsen &
Schipperijn, 2014). Relating back to reducing number of pupils in group activities, research
shows that young pupils benefit from completing tasks in smaller groups during PE and sports,
as it increases engagement, participation, and individual attention (Johnson & Ward, 2001). In
addition, Morgan, Kingston & Sproule (2005), explained that smaller groups reduce tedium by
allowing more active involvement and quicker task rotations, keeping pupils physically and
mentally stimulated. This setting also fosters closer peer interactions, enhances cooperation,
and provides more opportunities for skill development and personalised feedback, leading to a

more dynamic and effective learning environment (Hastie & Casey, 2014).

The teachers’ use of their emotional intelligence to strategically improve verbal and non-verbal
communication between themselves and the pupils, was frequently noted in both observation
and reflective journal notes. It became extremely effective in fostering an engaging and
supportive environment, which was done by the teacher’s commentating during a game
environment and using an energetic, enthusiastic tone during competitive tasks. These findings
resonated with the study by Hargreaves (2000), who noted that building enthusiasm by using
emotional cues, such as expressing enjoyment and positivity in your tone of voice, helped
maintain pupils’ focus and excitement. Nizielski et al. (2013), who underscored the vital role
of emotional intelligence in enhancing teacher-pupil interactions, emphasised that effective

non-verbal communication is central to creating a positive and engaging learning environment;
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additionally allowing the pupil to absorb information from the teacher from visual learning not
just from oral communication. This is why silent demonstrations as illustrated and
recommended in the TEIPPE-2 programme, catered to pupils who learn visually, ensured
clarity and comfort. Nizielski et al. (2013) research further reinforced this by showing that
emotionally intelligent teachers who are attentive to pupils' needs and use empathetic and non-
verbal communication strategies build stronger relationships with their pupils. Non-verbal
cues like smiling, laughing, and exaggerated facial expressions positively reinforced pupils’
skills, while high fives and thanking them for appropriate behaviour built a sense of
achievement and respect. By kneeling to a pupils’ eye level during one-on-one discussions, and
keeping pupils near to avoid raising the voice, the teacher ensured a personal and attentive
connection. Movement around the hall, refraining from playing with lanyards, and reducing
negative body posture, like slouching or crossing arms, further contributed to an open and
approachable demeanour, making the teaching experience both dynamic and effective.
Jennings and Greenberg (2009) highlighted how teachers with strong emotional competencies
foster supportive classrooms through dynamic communication, which aligns with Hargreaves'
(2000) findings on the impact of teachers' emotional expressions—such as tone, gestures, and
facial expressions on pupil engagement. Together, these studies suggest that the strategic use
of emotional intelligence in communication, as observed in practices like enthusiastic
commentary, gentle tones, and non-verbal cues, is crucial for fostering a dynamic, supportive,

and effective educational environment.

To simplify the plethora of key findings from this study that can be supported alongside
previous literature, Table 18 identifies the main positive components that were noted from the
feedback reports and participants’ comments from their reflective journals (appendices 7 & 8).

Table 20: Key findings that relates to previous literature

Utilising Verbal Utilising Non-verbal Supporting Motivation,
Communication communication Sensitivity, Empathy Engagement and
and Support controlling behaviour
Commentating during a ~ Silent demonstration — Regress the coaching Providing clear aims
game environment providing pupils who can  skills for less abled prior to activity Goal

(Beighle & Pangrazi, emotionally learn via pupils — sensitivity and  directed performance

2023). visual, not verbal adaptability facets (aims = motivation) (Kirk
(Lhuisset & Margnes, (Rudd et al., 2020). & MacPhail, 2002).
2014).
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Thanking pupils when Refraining from not Replying to pupils's Preparing aims and

behaving appropriately | playing with lanyard and comments to show that | objectives before PE

(Aka and Sarier, 2020). | keys (hands are free) the teacher has listened | lesson (in classroom)
Jennings & Greenberg (Bainbridge et al., (Denham et al., 2012).
(2009). 2009).
A gentle tone when Smiling, laughing and TA's - help out with Self appreciation -
discussing rules exaggerated expressions more dependent and Wearing the correct PE
(Nizielski et al., 2013). | when pupil demonstratea  SEN pupils (Poole et attire (2 x not worn in
positive skill (Yan et al., al., 2005). pre-trained) (Maude,
2010). 2010).
Energetic and Kneeling down to pupils’ | Being adaptable and Reducing numbers of
enthusiastic tone during | eye level during 1-2-1 flexible by listening to | partaking in small groups
a game or competitive discussion (Jennings & pupils’s thoughts of the | and mixing girls and boys
task Greenberg, 2009). session (KS2) in group activities
(Hargreaves, 2000). (MacPhail, 2001). (Jennings & Greenberg,
2009).
Having pupils near so High fives for all pupils at ~ Specific praise to Including positive
no raising of voice the end of session pupils's skills reinforcement and
(Jennings and Nizielski et al. (2013). (Kakinuma et al., restricting negative
Greenberg, 2009). 2022). reinforcement
(Cox, 2012).
Moving around the hall Praising as many Allow an activity to
and attempting to not individual pupils as continue if enjoyment is
stand still (Ahmadpoor et | possible still evident from the
al., 2014). (Kakinuma et al., pupils (Beighle &
2022). Pangrazi, 2023).

Reduction of putting Meditation prior to Taking part with warm
hands in pockets, arms lesson (KS1): Love, up and cool down
crossed and slouching Kindness Happiness (Ahmadpoor et al., 2014).
(negative body posture) (Gerardi, 2004).
(Pugh, 2008).

Findings from obs feedback,

Resulting from these emotional intelligence techniques L
reflective journal, or both

Pupils were laughing and enjoying themselves. Both

Pupils were being more competitive in game activities. Observation comments

The pupils were talking and cohesive in relation to the PE lesson. Both

Pupils disappointed that the session ended, “aww, I want to do more!”; Observation comments
“That was brilliant!”

Pupils were out of breath and more engaged Both
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Teachers were starting to enjoy delivering the PE lesson Both

Significant improvement of behaviour from pupils Both

More structured and better managed Reflective journal comments

Self-appreciation: Staff felt more confident in delivering post-trained lesson | Reflective journal comments

Teacher’s wish to receive more CPD on EI in Physical Education Reflective journal comments

7.4.1 The benefits of developing teachers’ emotional intelligence via CPD

The development of the TEIPPE-2 programme is supported by numerous studies indicating
that emotional intelligence can be cultivated and enhanced in adults through targeted training
programmes (Bar-On, 2006; Boyatzis, 2009; Cherniss, 2001; Goleman et al., 2002; Slaski and
Cartwright, 2003). Given the established relationship between emotional intelligence and
effective teaching, it is recommended that educators engage in CPD and training to enhance
their emotional intelligence (Brackett et al., 2007; Haskett, 2003). Specifically, teachers who
develop their emotional intelligence through online training programmes can improve their
abilities in problem-solving and conflict resolution, leading to a more harmonious delivery of
PE lessons (Elias, Zins & Weissberg, 1997; Jennings and Greenberg, 2009). The literature
review (Chapter Il) provides evidence that the implementation of emotional intelligence
training for teachers results in significant improvements in their emotional intelligence
development (Hen and Sharabi-Nov, 2014; Martyniak and Pellitteri, 2020; Sarisoy and Erisen,
2018; Turi et al., 2017). These findings underscore the importance of integrating emotional
intelligence training into teachers' professional development to enhance their effectiveness in

delivering primary PE.

7.5 Strengths and limitations of the study

During the five-week research programme, several positive aspects emerged throughout this
study. One of the main strengths of the study design was the extensive data collected from 17
participants, which included a balanced observation of PE lessons across EYFS, KS1, and KS2.
This provided a clear comparison to determine whether the most frequently exhibited facets
from the second study remained consistent in the final intervention study, despite the three-
year gap caused by the COVID-19 pandemic, which interrupted proceedings. A concern was
that the pupils’ emotional needs may have shifted due to the prolonged absence from the school
environment, potentially requiring teachers to adjust their social management strategies. The

only significant difference noted was that Year 3 pupils in KS2 were more dependent on their
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teachers, prompting many teachers to display greater sensitivity and empathy, which were two

facets of emotional intelligence commonly used when teaching KS1 pupils.

All 17 participants completed the study, providing quality and depth feedback in their reflective
journal. This enabled the researcher to select key quotations to evidence the findings with
clarity and rigour. From the teachers’ perspectives, 15 participants thoroughly enjoyed taking
part in the study, stating that the training and developing of their emotional intelligence really
helped enhance their teaching effectiveness in primary PE. With 12 participants not receiving
any training or CPD to support their PE delivery whilst working in the teaching profession, this
was refreshing for them to build their knowledge within the subject area. In addition, many
participants stated that they will adopt and adapt the techniques learnt from the TEIPPE-2
programme and include this in the classroom environment. Finally, 14 participants noticed
significant improvement in their delivery of PE during their post-trained observed lesson,
explaining that that they were surprised that developing their own emotional intelligence can

enhance the enjoyment and engagement in the delivery of their PE lessons.

Unfortunately, due to a COVID-19 outbreak in primary school A, this delayed the pre-trained
observation of two (Key Stage 2) participants. This meant that the teachers were observed
during their second observation booking, followed by a re-arranged observation after October
half-term. This meant that the two teachers had to complete the training programme during
their holiday, though they were very supportive and completed the TEIPPE-2 programme in
the correct timeframe. Four of the 17 participants completed the training programme on the
eve of their second observation. This was due to other work commitments and personal issues.
All four of these participants post-training observation reports showed very little to no

improvement in their PE delivery.

As data was triangulated across different data collection methods, there was at times so much
information to process that it was difficult not to miss some key information. With 17 pre- and
17 post-training observations and 17 reflective journals, there was a very a rich source of
qualitative data. Nonetheless, other issues could have been further addressed, such as in chapter
7.3, where participant Paul who worked part time, had not delivered a PE lesson for several
years; hence making more errors whilst teaching PE, compared to the full-time teachers who
regularly taught the subject. For future reference, any teachers who had not taught PE for

several years, can watch the content of the TEIPPE-2 training programme for a longer period
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of time, allowing them to re-cap the information and provide them with an extension in re-

designing their post-training PE lesson.

7.5.1 Conclusion

In conclusion, this final study showed that developing and training on certain facets of
emotional intelligence can enhance the delivery of primary PE. The study also confirms that
more training and CPD in primary PE is required for all teachers, though just developing the
emotional intelligence of teacher is just one section to help improve the delivery of primary PE
in England.
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Chapter 8 : General discussion

8.1 Thesis summary

The overarching aim of the thesis was to explore the integration of training emotional
intelligence to teachers to provide more effective primary PE lessons in English schools;
focusing on how enhancing teachers' emotional intelligence could improve their teaching
practices and, by extension, foster greater pupil engagement. The findings from the four studies
reveal a deepening understanding relating the role of emotional intelligence in the primary PE
setting. Across all studies, common themes were identified around the importance of emotional
intelligence in creating a more engaging, emotionally supportive, and effective learning
environment, with specific challenges highlighted, such as the lack of professional
development and training for teachers in delivering PE.

A key finding across the thesis was that the teachers reflected on their emotional wellbeing,
their lack of confidence in teaching primary PE and how beneficial it was for the teachers to
nurture and develop their emotional intelligence, which in turn, improved their teaching. This
was especially evident in studies one and four, where reflective teachers showed increased self-
awareness, better self-management, and improved social awareness. This lead to higher energy
levels, enthusiasm, and more confidence in their PE teaching, which positively impacted pupil
engagement. Gkonou and Mercer (2017) and Yan et al. (2010) found that teachers who
reflected on their emotional intelligence built stronger relationships with pupils and became
more emotionally attuned to their needs, leading to more relaxed PE instruction and realistic
lesson expectations. Quantitative data from the TEIQue and EIQ-2 tests revealed a gap between
teachers perceived and actual emotional abilities, emphasising the need for training that
addresses both trait-based and ability-based emotional intelligence. Farji et al. (2013) suggested
that teachers could enhance their relaxation, positive thinking, concentration, and energy

control to better manage teaching management.

An important theme that was identified from the thesis is the need for emotional intelligence
training that is tailored to accommodate the teaching of primary PE. When study two identified
that the emotional demands of teaching PE vary across key stages, with different facets of
emotional intelligence being more prominent depending on the age group, it signified that
teachers require training on emotional intelligence but the style of training will differ,

depending on which ages of pupils the teachers were delivering. For example, teachers working
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with EYFS pupils frequently demonstrated empathy, sensitivity, and holistic communication
skills, which is essential for creating a nurturing environment for young pupils. In contrast,
teachers in Key Stage One needed to focus on self-control, discipline, and conflict management
to navigate the more structured and complex social dynamics in that stage. In Key Stage Two,
where pupils are more emotionally mature, teachers utilised negotiation, goal-setting, and
creativity to engage pupils to maintain a positive learning environment. These findings suggest
that emotional intelligence is not a one-size-fits-all solution but must be adapted to the specific
challenges and needs when teaching to different age groups.

Another recurring finding was the lack of confidence and emotional self-appreciation that
many primary school teachers experienced when delivering primary PE. Receiving feedback
from the participants in all four studies, it was revealed that many teachers felt underprepared
and often delegated PE instruction to external coaches. This lack of confidence was particularly
pronounced in terms of teaching physical demonstrations, with teachers expressing uncertainty
about their ability to provide effective PE lessons. The TEIPPE programme aimed to address
this gap by providing targeted emotional intelligence training, offering practical tools for
warm-up and cool-down exercises, yet still emphasising the role of emotional intelligence in
PE delivery. Feedback from participants indicated that the TEIPPE programme was valuable
in increasing their confidence and competence, allowing them to approach PE with greater
enthusiasm and a stronger sense of self-efficacy.

Despite these positive developments, the thesis also revealed significant challenges related to
the prioritisation of PE in primary schools. Teachers reported that PE often received
insufficient attention within the broader curriculum, with limited time and resources allocated
to its delivery. This lack of institutional support created additional barriers to effective teaching,
as teachers had fewer opportunities to engage in professional development training that solely
focused on PE. The studies collectively highlight that enhancing teachers' emotional
intelligence alone may not be enough to overcome these systemic challenges. Ongoing
professional development and institutional commitment to PE are essential to ensure that
teachers can apply their emotional intelligence skills effectively and sustain improvements in

their teaching practices.

From three of the four studies where observations of PE lessons took place, it was clearly noted
that when the teachers’ reflected and/or trained on their emotional intelligence, it lead to several
improvements in teaching practices. Teachers who participated in the final intervention study
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reported higher levels of motivation, better communication with pupils, and greater
effectiveness in managing classroom dynamics. Importantly, these teachers were able to turn
negative emotions into positive ones, by employing body language and conflict resolution
strategies to engage pupils and maintain focus. This standpoint was underscored by the work
of other scholars who contend that teachers with very good emotional intelligence have been
observed to provide more engaging and memorable lessons and were able to control any
conflict in the lesson (Kirk, 2002; Wenn, 2018). Relating back to the thesis, these skills were
particularly valuable in Key Stage One and Two settings, where managing behaviour and
fostering a supportive, emotionally engaging environment are deemed crucial for pupil
participation. These similar trends were also noted in the reflective journals of the six
participants in the opening pilot study, notifying that when they recognised how they were
reacting to certain situations when pupils were misbehaving, they were able to change their

‘self-management’ to control and manage the PE lesson more effectively.

One notable finding from study two and four was the positive impact of mixed-gender groups
and smaller class sizes when observing pupil behaviour and participation levels. Teachers who
provided smaller groups allowed for more personalised interaction with pupils, reducing the
likelihood of tedium, behavioural issues and increasing overall engagement. This finding
suggests that class size and group composition are important considerations when designing
effective PE lessons, and that emotional intelligence can help teachers navigate these dynamics
more successfully. The use of both verbal and non-verbal communication strategies was also
found to be effective in maintaining pupil focus and enthusiasm, further reinforcing the value
of emotional intelligence in the teaching of primary PE. Furthermore, when the pupils are
divided into smaller groups, there should be a mixture of boys and girls. All boy groups were
extremely disruptive, with many not taking the PE lesson seriously, which in turn, made the
teacher having to control the class whilst also controlling their own emotions. Mixed groups of

boys and girls were more harmonious and less disruptive, working together on the task in hand.

Overall, the findings across the four studies demonstrated that emotional intelligence is a
critical component in the effective delivery of primary PE. Teachers who develop their
emotional intelligence skills are better equipped to engage pupils, manage classroom behaviour,
and create emotionally supportive learning environments. However, the studies also highlight
significant challenges related to teacher training, institutional support, and the broader
prioritisation of PE within the curriculum. Addressing these challenges will require a

multifaceted approach that combines targeted emotional intelligence training with broader
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efforts to enhance teacher professional development and promote the importance of PE in

schools.

8.2 Strengths and limitations of the thesis

Several limitations were identified during the completion and reflection of the PhD thesis. A
significant challenge was the extensive data collection process. The vast amount of data from
multiple sources, such as observations, reflective journals, and feedback reports, made it
difficult at times to thoroughly process all the information, raising concerns about potentially
missing critical data and affecting the overall validity of the research. For example, study two
gathered both quantitative and qualitative data from 17 participants, which included 34 EQ
tests, 34 observation reports, 17 interviews, and 17 reflective questionnaires. In the final
intervention study, the amount of quantitative data was reduced, as | chose not to measure
participants' EQ in study four. However, as shown in the discussions of studies one and two,
including EQ tests in the final study could have allowed further mixed methods approach,
alongside qualitative data from pre- and post-training observations and reflective journals.

This complexity made it challenging at times to extract and present the intricate findings in the
discussion and conclusion, particularly in studies two and four. A significant constraint was
the interpretivist approach, which emphasises understanding individual views, beliefs, and
attitudes rather than aiming for objective generalisations. This methodology, while valuable
for exploring emotional intelligence in teaching practices, limited the scope for comprehensive
triangulation across data sources. Although descriptive analysis was applied throughout the
four studies, triangulation primarily occurred when comparing emotional quotient test results
with observations and reflective journals. While this qualitative approach, including methods
like interviews and observations, offered rich insights into individual experiences, it also
limited the extent to which findings could be generalised (Booth et al., 2016). The study's
reliance on interpretivist methods, although providing depth in understanding personal
perspectives, ultimately constrained the breadth of its conclusions and posed challenges in
balancing subjective interpretation with empirical rigor (Patterson and Williams, 2005; Myers,
2008).

Throughout the thesis, challenges were encountered in recruiting participants, particularly for
studies three and four. Since only three schools participated in all four studies, the six
participants from the pilot study were also involved in study three. Their prior knowledge and
broader understanding of emotional intelligence could have influenced the findings when they
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evaluated the TEIPPE programme. For instance, due to their deeper understanding of emotional
intelligence, they may have dismissed some of the training techniques as common sense.
Additionally, all participating schools were located exclusively in Birmingham. As noted in
the introduction, Birmingham was selected due to its rising rates of childhood overweight and
obesity, ranking as the second highest city in the UK for overweight pupils (Birmingham Public
Health, 2018). However, given the thesis aim to develop emotional intelligence in primary
school teachers across England, enrolling schools from other English regions could have
strengthened the research.

Furthermore, several discrete challenges were identified. Teachers who expressed their lack of
experience in teaching PE, with some not teaching the subject for several years, should have
been provided additional time to prepare for their observed PE lessons, as well as extended
time to complete their reflective journals to fully process and articulate their feelings about
their teaching. Moreover, during the observations, pre-existing relationships between teachers
and pupils may have impacted the teachers' comfort and effectiveness in the lessons. Teachers
with an established rapport with their pupils appeared to deliver PE lessons more easily, which
may have skewed the results when assessing their 'self-appreciation’ and 'confidence' during

the observations.

The fourth and final study was conducted during the later stages of the COVID-19 pandemic,
which introduced unique challenges. The pandemic caused delays in observations,
necessitating rescheduling and resulting in some teachers completing the training during their
holidays. This disrupted the continuity and consistency of the study. For instance, | was unable
to meet with the teachers face-to-face prior to the observations, and all communication had to
occur via email. Additionally, some year groups had to be entirely removed from school for a
week, requiring contingency planning to reschedule the observed PE lessons. Moreover, some
participants completed the training the night before their post-trained PE lesson, which may
have reduced the training's effectiveness, as indicated by the minimal improvements in their

lesson delivery.

Previous literature that investigated how facets of emotional intelligence that help deliver more
engaging PE lessons, mirror many of the findings during the four studies of this thesis. Even
though much of the reviewed literature that investigated emotional intelligence in PE came
from studies abroad, such as the North America’s (Deci and Ryan, 2008), Europe (Mouton et
al., 2013; Klemola et al., 2013) and Asia (Farji et al., 2013; Lee and Yin (2011); many of these
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studies also researching at secondary/high schools or even undergraduate teaching. An
example of these similarities was from (Newberry, 2010) who noted the positive elements of
‘building relationships’ with the very young pupils in ‘elementary’ education; whilst Joseph
and Strain’s (2019) study showed the same familiarities on how conflict and negotiation

management is a very noticeable facet of emotional intelligence when teaching slightly KS1

pupils.

One of the most important strengths of the study was finding how many teachers’ had to build
on their ‘self appreciation’, with Ghanizadeh and Royaei (2015) and Paris and Winograd (2003)
providing techniques such as, encouraging teachers to engage in cognitive reappraisal,
reframing negative experiences into positive learning opportunities, and managing emotional
expressions to meet professional demands. Additionally, deep acting, where teachers align
internal feelings with external expressions, helped to reduce emotional dissonance. These
strategies helped to promote self-awareness, enhancing emotional resilience, and contributing
to reducing burnout, which lead to a stronger sense of self-appreciation and job satisfaction.
These positive reflection techniques were introduced to the TEIPPE-2 programme, which
helped the participants in the final intervention study. As stated by Ghanizadeh and Royaei
(2015) and Mouton et al. (2013), if teachers have confidence and a strong belief in their
teaching capabilities, it is more likely that an enjoyable and effective lesson will be produced.
In addition, it was rewarding to hear how the participants enjoyed providing their time and
explaining how much it helped them understand the importance of emotional intelligence. This
was clearly evident in the self evaluation form in study one; and the reflective journals in study
two and four. Furthermore evidence, nine out of the 16 participants in the third study
highlighted that they greatly enjoyed the academic theory component of the TEIPPE training
programme. They felt as though they were back at university, delving into the justifications for

the pedagogy of PE teaching.

As mentioned above in the limitations, there were a few discrepancies regarding the
methodology for some sections of the study. Nonetheless, the overall delivery of all four
studies provided rich qualitative and quantitative data. The overt observations were very
successful for this thesis, as | could see the whole environment of the PE lesson, which would
not be captured if recorded. For example, | was able to hear how the teacher would use the
volume and tone of their voice when speaking to a pupil or a group of pupils, or seeing how
much movement and engagement they were putting in to the session, also how they showed

non verbal communication such as smiling and hand gestures. Moreover, it helped me to
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ensure | could see what facets of emotional intelligence were being exhibited during each of
the PE lessons, which made it easier to transcript this information in to the findings. The data
of study four was presented by quantizing the qualitative data, which helped to identify the
common themes from all the participants. It also helped to simplify the breakdown the vast

amount of data from the 17 participants.

The final key strength of this thesis lies in its unique focus on the importance of training
teachers in specific facets of emotional intelligence to tailor primary PE instruction for different
Key Stages. While numerous studies that are referenced in the literature review (Chapter 2),
such as Al-Zaid and Al-Khayat (2016) and Harrison & Forma Loy (2005), identified which
facets of emotional intelligence teachers excelled in, they did not offer strategies for enhancing
these emotional competencies. Furthermore, prior research on emotional intelligence training
and professional development for teachers has tended to provide only general methods and
strategies (e.g., Kauts & Kumar, 2013; Morgan et al., 2019; Wenn et al., 2018), whilst in
contrast, this thesis emphasised that future emotional intelligence CPD, that focuses on primary
PE.

8.4 What will this thesis add to the research field of education?

This research seeks to illuminate the challenges teachers face in making informed decisions
about their practice by encouraging reflection on their pedagogical approaches, personal
preferences, and specific teaching contexts. In addition, it has underpinned the lack of training
and CPD to trainee teachers in emotional intelligence and primary PE. A key aspiration of this
PhD thesis is to contribute, even in a small way, to foster a greater understanding on the four
dimensions of emotional intelligence among teachers regarding the effectiveness of delivering
primary PE. Given the diverse developmental needs of young pupils, teachers must exhibit
different facets of emotional intelligence when engaging with various age groups, which was
highlighted in study two of the thesis, and supported by previous literature (Gkonou & Mercer’s,
2017; Yan et al., 2010). Within study three and four, many teachers have expressed that such
training should not focus solely on core subjects such as English and mathematics or mandatory
areas such as safeguarding but should also encompass engaging and practical training in
subjects like PE. As previously noted, this has also been reflected by Murcia and Perez (2009)
and Elliot et al, (2013), noting that having alternative training and CPD away from the ‘core
subjects’ will not only enhance teachers’ effectiveness in delivering PE but also bolster their

confidence. Even with well-structured lesson plans, high-quality resources, and excellent
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facilities, teachers cannot realise their full potential without developing the necessary

interpersonal skills, including the ability to nurture their emotional intelligence.

As previously identified, LEAs across England, including Birmingham, have recently started
to introduce flexible CPD opportunities for primary teachers delivering PE (CPTSA, 2024).
Traditionally, CPD in this domain has focused on enhancing generalist teaching capabilities,
particularly for non-specialist teachers. However, there is a growing recognition of the
importance of integrating emotional intelligence into PE instruction. In Birmingham, initiatives
such as the SHARP Principles (Stretching whilst moving, High repetition of motor skills,
Accessibility, Reducing sitting and standing, Promoting in class physical activity), developed
by Newman University, aimed to maximise children's engagement in physical activities during
lessons, thereby promoting not only physical development but also social skills. The SHARP
Principles have been shown to increase moderate to vigorous physical activity in PE lessons to
an average of 75% of lesson time, making them one of the most effective strategies in this area
(Sport Birmingham, 2020). This is wonderful to see that primary PE is getting this support, yet
the training does not specifically help to support the emotional intelligence of the teachers.

Furthermore, the Association for Physical Education (2018) has developed a Level 4
qualification called Supporting Pupils’ Wellbeing Through Physical Education. This nationally
recognised qualification enables teachers to become specialists in supporting the emotional and
social wellbeing of pupils through PE. The course covers topics such as recognising challenges
to pupils’ emotional wellbeing and planning PE approaches that support this aspect of
development (afPE, 2024). In Birmingham, institutions have become registered centres for
delivering this qualification, indicating a local commitment into PE teaching (CPTSA, 2024).
Nonetheless, this is not developing the teacher’s emotional intelligence, but does support the
social and emotional learning for children. Therefore, it remains a need for broader adoption
and consistent implementation to ensure that all primary PE teachers are equipped to nurture
their own emotional intelligence to subsequently help to deliver more engaging PE lessons in

primary schools.

It is important to add that teachers play such a crucial role in modelling emotional regulation
and fostering environments where emotions are positively shaped and managed. Nonetheless,
the ability to observe emotion-related behaviours within academic settings provides
opportunities for EQ development. As previously mentioned, if such learning is not made an

explicit part of teacher training and in the curriculum, it remains an implicit, unstructured
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process. Research by Cherniss and Goleman (2001) has demonstrated that emotional
intelligence can be cultivated through targeted training, with significant implications for
teaching. To ensure teachers develop both emotional intelligence and self-efficacy, it is
recommended that structured training and CPD be embedded within Initial Teacher Education
(ITE), particularly through principal mentoring programmes during teaching placements. The
findings of this thesis may also serve as a foundation for future research in teacher education

and professional development, with the particular focus on enhancing emotional intelligence.

Therefore, flexible training programmes designed to enhance teachers’ emotional intelligence
can have a profound impact on PE delivery, pupil engagement, and overall well-being.
Furthermore, many participants within the four studies, highlighted that mentoring schemes
during teacher training and early career stages could provide the necessary foundation for
fostering emotional intelligence. By integrating emotional intelligence training into
professional development initiatives, teachers may be better equipped to navigate the emotional
complexities of their role and cultivate supportive and effective learning environments.
Therefore, it is important to highlight that emotional intelligence should be formally recognised
as an essential component of teacher education rather than viewed as an optional or
supplementary area of training. While subject-specific expertise remains fundamental, the
ability to regulate emotions, establish strong relationships, and foster a positive climate in a PE
lesson is potentially vital for educational success. Evidence from the findings of study four
suggests that teachers are more receptive to such training when it aligns with their existing

curriculum responsibilities, rather than being introduced as an external requirement.

This thesis provides evidence that teachers who demonstrated high levels of emotional
intelligence (a score of over 70% in EQ tests such as TEIQue, Schultes EI test, and EIQ-2)
prioritised the development of meaningful relationships among their pupils. These teachers
recognised the emotional significance of their interactions and acknowledge PE as a crucial
component of a well-rounded educational experience. This thesis contributes to the field of
education research by highlighting the role of emotional intelligence in fostering a positive
learning environment. When teachers cultivate emotional intelligence, particularly in areas
such as empathy, respect, trust, and responsiveness, they create an atmosphere that supports
pupil engagement and enhances the quality of PE lessons (Alavinia & Kurosh, 2012; Di Fabio
& Palazzeschi, 2008; Moafian &- Ghanizadeh, 2009). Furthermore, it is evident from the
research of all four studies that teachers employ a variety of strategies to integrate emotional

intelligence into their practice, shaped by their experiences, beliefs, and the specific contexts
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in which they teach. Each teacher’s approach is a unique synthesis of self-awareness, prior
experiences, and professional role expectations. Consequently, effective teaching is inherently
diverse, influenced by school policies, cultural norms, and individual pedagogical philosophies.
While teachers may share common values and objectives, the ways in which they apply
emotional intelligence remain deeply personal. This diversity underscores the limitations of
prescriptive methodologies and highlights the necessity of encouraging teachers to reflect on
their own approaches within their specific contexts (Patterson & Williams, 2005; Gkonou and
Mercer’s, 2017).

Likewise, this thesis seeks to address a gap in existing research that has not been fully explored.
As outlined in the literature review, while numerous studies have examined emotional
intelligence within the context of education, the majority have focused primarily on pupils’
emotional intelligence and predominantly within classroom settings. Although some studies
have investigated the impact of teachers’ emotional intelligence, these have largely
concentrated on secondary education or primary PE, both within international contexts. This
thesis offers a distinctive contribution by focusing on the emotional intelligence of primary
school teachers and its potential to enhance the delivery of PE within England. Even more
distinctively, the use of a mixed methods approach across three studies provides richer, more
nuanced, qualitative insights compared to much of the existing literature in this field. As
mentioned in the literature review, previous research has tended to rely heavily on quantitative
methods, using emotional intelligence tests to assess teachers’ emotional quotient (Mouton,
Hansenne, et al., 2013; Rajasekaran and Selvan, 2018; Lee & Yin, 2011; Farji et al., 2013). In
contrast, this thesis adopts a triangulated methodological approach in three of the studies,
gathering data through reflective journals, lesson observations, and interviews. The broader
aim has been to respond to the scarcity of research into emotional intelligence within primary
PE teaching whilst using qualitative research.

A further strength of this research lies in the indirect evidence of pupil engaging during PE
lessons, as highlighted in the observation reports and reflective journals (Appendix 6 & 8),
particularly in the final study comparing pre- and post-training sessions. Analysis of the
observation transcripts from the fourth study reveals several remarks regarding pupils’
reactions. In the pre-trained sessions, the observation reports that pupil engagement and
behaviour were frequently problematic, with signs of disinterest, confusion, and disruption.
Comments noted pupils losing motivation while waiting their turn, a lack of involvement due

to boredom, misbehaviour, and difficulty following instructions. Pupils were often described
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as inattentive, disheartened, and challenging to manage. Following the training, however, a
marked improvement in pupil behaviour and enthusiasm was consistently reported. Post-
trained lessons were characterised by active participation, visible enjoyment, and positive
energy. Pupils were described as breathless from activity yet still eager to continue. There was
evidence of better lesson structure, improved time management such as clear countdown cues,
and instances of pupil-led activities, all contributing to sustained engagement and a more

constructive learning atmosphere.

The teachers’ reflective journals further supported these developments. Initially, teachers
expressed significant concerns about pupil behaviour and engagement, often describing them
as unruly and highly excitable, particularly in comparison to their classroom conduct. However,
after participating in the training programme, teachers implemented more structured and
engaging lesson formats, introduced music, became more mindful of their verbal and non-
verbal communication, and adopted consistent positive reinforcement strategies. These
adjustments appeared to have a positive effect on pupils’ behaviour, leading to greater focus,
increased motivation, and higher levels of participation. Teachers also observed that pupils
responded well to individualised praise, smaller group work, and more personal interaction, all
of which contributed to a rise in self-confidence and a more rewarding PE experience. Table
19 includes a selection of direct comments recorded during both the pre- and post-trained
lessons.

Table 21: Pupils’ behaviour and engagement during the PE lessons from the researcher’s
observation notes and comments from the participants reflective journals.

Observation sheet pre-trained

“Pupils at back of queue lost interest as they know they had to wait for
over three minutes to have another go (of the skill activity).”

“Group was getting despondent after the final activity with beanbags
flying everywhere.”

“All boy groups were misbehaving at times and showing off with one
another....Some pupils by the third game was not taking part, tedium was
setting in.”’

“Pupils got confused and therefore were running from the front to the
balls instead of the back...Showing frustration (Gina) with one specific
pupil who has been misbehaving throughout the whole session....Some
pupils’ showing lack of attention when showing (demonstrated)
bouncing activity.”

Observation sheet post-trained

“The pupils were all smiling and enjoying the session. A lot of pupils
were getting out of breath [...] The warmup lasted a long time, but the
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pupils were really enjoying the session, so you carried on.
Brilliant!!!!1M [...] Excellent countdown of ‘2minutes left’ this worked
excellently as the pupils started to move quicker so they all can have
another go!...Lots of smiling and a few pupils were out of breath.”
“Pupils were getting out of breath. Excellent to hear. Got one of the
pupils to lead the warmup [...] Love hearing the pupils feeling
disappointed that the PE lesson has finished. Excellent to see this as they
were out of breath and yet they were smiling throughout.”

“Facial expressions were positive and a lot more smiling in comparison
to the first session. This was mirrored by the pupils who were also
smiling [...] The pupils’ excitement raised, with cheers and jumping
around [...] You were smiling throughout and laughing with the pupils;
Brilliant, absolutely brilliant!! [...] Everyone out of breath and with
smiles on their faces.”

“They (pupils) wanted to do more; would be great if they could (only 45
minutes PE lesson)[...] Really positive and exciting and energetic and it
got the pupils more enthused.”

Reflective journal: teacher’s perspective on pupils’ reactions to the PE lessons

“Behaviour! I felt like the pupils were wild! Shouting, spinning around,
sliding on the floor, waiting in line too long to bat. In general not good
compared to when they are in classroom. The TEIPEE programme
helped by allowing me to structure the lesson better [...] more structure
meant less time for poor behaviour by the pupils.”

“The pupils were calmer and more focussed (for three-quarters of the
lesson) using music to accompany the activities /... when
demonstrating the skills in lesson 2 (post-trained) the pupils were more
engaged [...] Being more aware of my facial expressions, tone and
gestures as this helped me to connect with the pupils and show them
that | was interested and enthusiastic about what they had to say or
what they were doing.”

“The pupils enjoyed all three activities and were more engaged | ...]
The pupils were put in small groups, allow(ing) them to have more
opportunities to do the activity and practise the skills. In turn, kept them
focused for longer [...]That praise and specific praise for every pupil is
crucial (tiring too) and boosts their confidence and self esteem in PE
lessons. Also bringing in pupils’ interests and showing sensitivity. The
pupils were engaged more and were constantly active.”

“The programme made me realise how much pupils respond to positive
praise and the intonation of a teacher’s voice during PE lessons.
Naturally, the volume of my voice was louder due to being in a bigger
space than the classroom. During the second session, | consciously
changed the tone and volume of my voice and giving extra praise to
pupils, which | think, improved the response and behaviour of the pupils
(before the end of the main activity).”

Ultimately, this thesis reinforces the importance of teachers’ emotional intelligence in

delivering engaging and motivating primary PE lessons. It provides insight into how training
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programmes can be structured to support teachers in developing these competencies. By
acknowledging the diverse ways in which teachers incorporate emotional intelligence into their
practice, this research contributes to a broader understanding of effective pedagogy. It
advocates for a flexible, reflective approach that enables teachers to adapt emotional
intelligence principles to their specific contexts. Additionally, it calls for educational policies
that embed emotional intelligence within teacher training and professional development,
ensuring that all teachers are equipped with the skills necessary to create positive and

supportive learning environments.

8.5 Contribution, aspirations aptitude and attitude to primary PE

Reflecting back throughout the progression of this PhD thesis, several key themes have
supported teachers in their professional aspirations, pedagogical development, and attitudes
towards primary PE. As highlighted in the literature from the outset, emotional intelligence is
strongly associated with multiple benefits, including enhanced self-efficacy, increased
engagement, reduced professional stress, lowering risk of burnout, and improved overall well-
being (e.g. Brackett et al., 2010; Nikolaou and Tsaousis, 2002; Oginska-Bulik, 2005).
Furthermore, existing literature has established that teacher and learner emotions and
motivations are relationally linked in bidirectional ways (Atkinson, 2000; Becker et al., 2015;
Skinner and Belmont, 1993). This implies that a teacher who is in a positive state of mind and
motivated is more likely to foster similar states in their pupils. This relationship was
particularly evident in the reflective journal entries analysed in both study one and study four.
For instance, participant Hans (Study Four) remarked, “This research was really interesting
and helpful and has made me feel more in control when teaching PE. It is a shame that PE
isn’t typically taught by the class teachers as the pupils enjoyed seeing me teach outside the

classroom.”

The TEIPPE-2 training programme, provided CPD on emotional intelligence while also
embedding relevant academic content within the PE curriculum, it did not merely offer
prescriptive support to teachers but also allowed for the diversity and individuality highlighted
in study four. Feedback from observed PE lessons was particularly valuable for participants,
as it played a crucial role in fostering positive outcomes both before and after training. Many
participants reported that reviewing their feedback reports helped to build their self-esteem and

confidence. Additionally, the feedback simplified effective instructional strategies for
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improving emotional components beneficial to primary PE instruction. This impact was
reflected in the accounts of participants, such as Emie who stated (study four), “This was a
great project to be a part of, having enjoyed receiving all feedback comments and will start to
embed them into my PE lessons. It really built my confidence. Thank you.” Similarly,
participant Kim (Study Four) expressed, “Thank you for watching my lessons and for the
support you provided. | genuinely found it useful in improving my confidence in delivering
PE. .. I think I am an emotionally intelligent person (I hope), although I am not able to talk

1

about it from a more academic point of view based on research etc.’

Another key contribution of this thesis has been its role in guiding participants through
reflective practice, enabling them to translate their experiences into more engaging and
motivating PE lessons. There is no single model of best practice in teaching, nor is this the aim
of the thesis; each teacher, class group, and school day presents a unique context. Instead, the
thesis seeks to support teachers in developing their emotional intelligence, engaging in
reflective practice, and valuing the diverse expertise within the profession. By nurturing their
emotional intelligence, teachers can take purposeful action to enhance their PE instruction.
Regardless of a teacher’s level of experience, engaging with new and innovative pedagogical
approaches remains a valuable endeavour. Participant Nina (study four) reinforced this
perspective, stating, “I thoroughly enjoyed the experience and being given the opportunity to
teach PE. As a ‘sporty’ person, I thought I would be able to teach PE fairly easily, but both the
feedback and the programme made me realise just how difficult it is to deliver high-quality PE
lessons. The only training | have had for PE is the one theory and one practical session during
my PGCE / Schools Direct course.”

A final noteworthy contribution of this research is the extent to which participant reflections
and observational notes indicated that teachers developed an awareness of their own emotions
and learned to manage them more effectively (an area in which they had not previously
received formal training). Participants consistently highlighted the importance of interactive
training and CPD, recognising that existing training opportunities provided limited additional
benefits. These observations offer practical, everyday examples of the four dimensions of
emotional intelligence (Jerus, 2005). Teachers became more cognisant of how students’
external experiences influenced their behaviour and engagement in PE lessons. Moreover, they
developed a greater awareness of their pupils’ emotional states and, crucially, the impact of
their own emotions on the learning environment. This newfound awareness was evident in the

reflections of Ellie (Study One), who stated, “Reflecting on the three lessons really made me
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think about the way | dealt with behaviour or situations in the lesson. When reflecting back, it
made me realise that in the moment of a lesson, you could take a minute to think of a different
option for the pupil. Having more awareness about emotional intelligence has made me
stronger as a teacher as | am starting to understand my own delivery and how the pupils are
in PE lessons too. This wasn’t something that I thought of previously. Thoroughly enjoyed
taking part; it has made me think and reflect more, not just about how I deliver and handle
situations in my PE lessons with the pupils but in other lessons as well. Had a great time

working with Craig—#he makes you feel comfortable and offers support or help when needed.”

8.6 Mission statement for emotional intelligence teaching in primary PE

“To guide young minds in PE, a teacher must weave emotional intelligence into
every interaction. Through warm smiles, open postures, and kind tones, they
connect deeply with the youngest, nurturing them with empathy and care. As pupils
grow, patience blends with gentle discipline, shaping their behaviour with
understanding. With the oldest, teachers foster teamwork and adaptability,
creating bonds of trust and mutual respect. In this delicate dance, teachers find

fulfilment in their ability to inspire and lead.”

Strong, 2024

8.6 Personal reflection

My interest in emotional intelligence was shaped by several influential figures. Dr. Lynne
Kidman, during my master's degree, who introduced me to emotional intelligence and
profoundly impacted my decision to transition into higher education teaching. Coach Edwin
Fry, my NCAA cross country coach for two years, was a man of few words who skilfully used
non-verbal communication to connect with others. One stare, one smile could convey a
thousand words. Mr. Ernie Evans, my secondary PE teacher at Fairfax School in Birmingham,
demonstrated unmatched enthusiasm and passion, even on cold, wet November days while
teaching rugby. This inspired me to explore the power of emotional intelligence in PE. |
discovered that no matter the resources, techniques, or coaching qualifications; showing

passion and the ability to read the emotional climate are key to delivering an engaging PE
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lesson. Lastly, my father, Robert Strong who cared for me and gently shifted my perspective

on life with compassion, empathy, and kindness.

The extended duration of my PhD thesis, spanning over seven years, can be attributed to several
significant life events: adopting a baby, being hospitalised with COVID-19, the passing of my
father due to COVID-19, delaying my fourth study for two years because of the pandemic, the
birth of my second son, going through a divorce, and serving as the programme leader for the
Sport Science and Management programme at NTU for four years. Despite these challenges,
my PhD journey allowed me to develop and strengthen my emotional intelligence, integrating
self-appreciation, conflict management, empathy, and benevolence into my personality. |
finally send deep gratitude to my two children, who have been my source of strength and kept

me going.

8.7 Overall conclusion

Given the paucity of previous research on the context of exhibiting emotional intelligence in
primary PE teaching, the main purpose of the study was to evaluate how emotional intelligence
can support teachers to provide engaging and enlightening PE lessons to young pupils. In
pursuing the main research question on the “effects of emotional intelligence on school teachers’
effectiveness in delivering primary PE in the England”, both the use of a observations, reflected
journals and interviews, alongside quantitative data from recording the emotional quotient of
the teachers, enabled the identification of the importance of emotional intelligence, specifically
selecting facets of emotions that were frequently exhibited by the teachers’ whilst teaching
primary PE. Moreover, the thesis allowed me to develop a bespoke, online training programme
named, ‘Training Emotional Intelligence in Primary Physical Education’ (TEIPPE). This
supported teachers during the latter studies of the thesis, which helped them to gain a greater
understanding of emotional intelligence and to help justify the importance of emotional

intelligence in primary PE teaching.

As the findings clearly indicated throughout the thesis, when teachers reflect on their emotional
intelligence, with support from training and CPD, it can positively enhance the delivery of
primary PE. Furthermore, there was critical insight highlighting the importance of tailoring
the CPD to the specific emotional challenges that can vary depending on the delivery of

different Key Stage age groups. The TEIPPE programme was successful in addressing these

202



needs, providing teachers with the tools to enhance their emotional intelligence and, by

extension, their teaching effectiveness.

To maximise the impact of emotional intelligence training, it is essential to integrate it into the
broader context of teacher education and ongoing professional development. This will ensure
that teachers are not only equipped with the necessary emotional skills but also supported in
applying these skills in diverse and often challenging environments. Across the four studies,
there is a clear progression in addressing the limitations of each phase while new challenges
emerged. The journey from study one to study four reflects a continuous effort to refine the
approach to evaluating emotional intelligence in primary PE teaching. Early limitations, such
as the need for more standardised professional development and the impact of participant lack
of confidence, were partially addressed in later studies by expanding observation scope and
refining data collection methods. Furthermore, the COVID-19 pandemic, introduced
additional challenges. These included the two year delay of researching the final intervention
study, maintaining engagement and face-to-face communication with the participating teachers,
and the complications of rescheduling observations.

While this study has made important contributions to understand how emotional intelligence
can improve the delivery of primary PE, it also raised concerns about the lack of CPD in
emotional intelligence and PE in England. Despite a growing body of literature emphasising
the importance of emotional intelligence in classroom teaching, there is still limited research
applying this knowledge to the sports hall in English schools. Many teachers throughout this
thesis expressed a lack of confidence and knowledge in teaching PE, with several noting that
PE often takes a backseat to subjects like English and Maths. Many participants also
highlighted the lack of training in PE during their initial teacher education, contributing to low
self-esteem and being a factor on why so many teachers leave the profession. According to
Maisuria, Roberts, Long, and Danechi (2023) their report "Teacher Recruitment and Retention
in England” noted that full-time primary teachers in England work an average of 52.1 hours
per week, leaving very little time for teachers to train and develop their skills in a specific
subject areas, such as EI-PE. Due to this, 9.8% of teachers left the education sector or retiring
in 2023, compared to 7.3% in 2020. One reason for this increase, as Nguyen’s (2023) report
suggests, is that teachers seek more opportunities for professional development and equitable
support systems. By fostering confidence and self-worth in teachers, these systems can help

maintain a positive school environment and help retain teachers in the profession for longer.
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Chapter 10 Appendices

Appendix 1: Participation form (study 1-4)
Study 1

Participant Information Sheet (7.2)

Dear Participant

I am currently undertaking my PhD at Nottingham Trent University, investigating the
effective management of emotional intelligence by primary education teachers to help
encourage young children to partake in physical activity.

The study consists of semi structured interviews, emotional intelligence tests and
observations of teaching. Please note that your participation is voluntary and only my
supervisors and | will have access to the information obtained from your interviews, tests
and observation reports.

Any personal details will be confidential with names being replaced with a participant I.D.
number to ensure confidentiality. During the study all data will be stored as password
protected electronic files. At the conclusion of the study, all collected information will be
analysed and/or transcribed, with important statements being used to form the key findings
of my study, with your anonymity still an important consideration. No direct or indirect
information (e.g. location or job title) which could be used to identify you will be used in any
reports or presentations.

You may refuse to take part at any time even if you agree to participate at the start; you
are still free to withdraw within six weeks of the study. Please note that you can withdraw
your data until compiled results are fully analysed approximately two weeks following your
participation. Research data will be kept in an anonymised form for up to 5 years in the
case of possible publication, but will otherwise be destroyed after graduation.

Should you have any questions or desire further information please contact me at
craig.strong@ntu.ac.uk. You may also contact my project supervisor Dr. David Hindley at
Nottingham Trent University at david.hindley@ntu.ac.uk.

Many thanks

Craig Strong
Lecturer/Senior Lecturer in Sport Management
Nottingham Trent University

Study 2
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NOTTINGHAM®
TRENT UNIVERSITY

Wednesday, August 28, 2024

Participant Information Sheet

Dear

1 am currently my PhD at Trent University, the
effective management of emotional intelligence by primary education teachers to help
encourage young children to partake in physical activity.

The study consists of 1 ‘emotional iy tests and
observations of teaching. Please note that your participation is voluntary and only my
supervisors and | will have access to the information obtained from your interviews, tests
and observation reports.

Any personal details will be confidential with names being replaced with a participant ..
number to ensure confidentiality. During the study all data will be stored as password
protected electronic files. At the conclusion of the study, all collected information will be
analysed and/or transcribed, with important statements being used to form the key findings
of my study, with your anonymity still an important consideration. No direct or indirect
information (e.g. location or job title) which could be used to identify you will be used in any
reports or presentations.

You may refuse 1o take part at any time even if you agree to participate at the start; you are
st free to withdraw within two weeks of the study. Please note that you can withdraw
your data until compiled results are fully analysed approximately two weeks following your
participation. Research data will be kept in an anonymised form for up to S years in the case
of possible publication, but will otherwise be destroyed after graduation.

Should you have any questions or desire further information please contact me at
craig ac.uk. You may als my project supervisor Dr. David Hindley at
Nottingham Trent University at david hindley@ntu.ac.uk.

Many thanks

Craig Strong
Senior Lecturer in Sport Management
Nottingham Trent University

Nottingham Trent Uneveruty
Chton Lone. Noxtinghom NG11 8NS
Ted o4 (01115 941 8418 weew rtucc sk

Study 3

B. Participant Form (Q7.2) NOTTINGHAM ”
TRENT UNIVERSITY

‘Wednesday, October 30, 2019

Participant Information Sheet
Dear
1 am currently g my PhD at Trent L the effective

by primary teachers to help encourage young
children to partake in Physical Education.

« The study consists of each participant completing an online CPD programme. It is
called, ‘Training Emotional Intelligence in Primary Physical Education’ or abbreviated to
TEIPPE.

« Completing the CPD online Prog: will take app! 40-45 minutes
* One week later, you will partake in a focus group interview (4-5S people per group) to
explain your thoughts of the CPD programme. This will last approximately 40 minutes.

Any personal details will be confidential with names being replaced with a participant 1.D.
number to ensure confidentiality. During the study all data will be stored as password
protected electronic files. At the conclusion of the study, all collected information will be

and/or with impot being used to form the key findings of
my study, with your still an impor No direct or indirect
information (e.g. location or job title) which could be used to identify you will be used in any
reports or presentations.

You may refuse to take part two weeks-days before we start the research; you are still free to
withdraw within two days of the study. Research data will be kept in an anonymised form for
up to 5 years in the case of possible publication, though will otherwise be destroyed after
graduation.

Should you have any questions or desire further information please contact me at
craig.strong@ntu.ac.uk. You may also contact my project supervisor Dr. David Hindley at
Trent y at david. ac.uk.

Many thanks

Lbey

Craig Strong MSc./MPhil,
Course Leader and Senior Lecturer in Sport Science and Management
Nottingham Trent University

Nottingham Trent University
Chfton Lane, Nottingham NG11 BNS
1 Tel. +44 (01115 941 B418 www.ntuoc uk

Study 4
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NOTTINGHAM®
TRENT UNIVERSITY

Wednesday, August 28, 2024

Participant Information Sheet

Dear

1am currently ing my PhD at Notti Trent University, investigating the
effective management of emotional intelligence by primary education teachers to help
encourage young children to partake in physical activity.

The study consists of observing a P.E lesson of your choices, completing a CPD online

g to enhance your in emotional intelli followed by another
observation similar to the first P.E lesson. Finally, you will complete a small reflective
journal. Please note that your participation s voluntary and only my supervisors and | will
have access to the information obtained from your training notes, observation reports and
reflective journal.

Any personal details will be confidential with names being replaced with a participant 1.D.
number to ensure confidentiality. During the study all data will be stored as password
protected electronic files. At the conclusion of the study, all collected information will be
analysed and/or transcribed, with important statements being used to form the key findings.
of my study, with your ity still an important i ion. No direct or indirect
information (e.g. location or job title) which could be used to identify you will be used in any
reports or presentations.

You may refuse to take part at any time even if you agree to participate at the start; you are
still free to withdraw within two weeks of the study. Please note that you can withdraw
your data until compiled results are fully analysed approximately two weeks following your
participation. Research data will be kept in an anonymised form for up to 5 years in the case
of possible publication, though will otherwise be destroyed after graduation.

Should you have any questions or desire further information please contact me at
craig ac.uk. You may al t my project supervisor Dr. David Hindley at
Nottingham Trent University at david.hindley@ntu.ac.uk.

Many thanks

Lreglny

2

Craig Strong MSc./MPhil.
Course Leader and Senior Lecturer in Sport Science and Management
Nottingham Trent University

Nattinghom Trent Urwersity
Chfton Lare, Nottingham NG11 8NS
Tel +44 (01115 941 8418 wiww.rtuocuk

Appendix 2: consent forms

Study 1

NOTTINGHAM®
TRENT UNIVERSITY

Wednesday, January 25, 2017
Statement of Informed Consent
.. provide my full written informed consent to take part in the

investigation of effective management of emotional intelligence by primary education
teachers to help encourage young children to partake in physical activity.

I understand the procedures which will take place and agree to answer all emotional
intelligence tests, semi-structured interviews and deliver physical education observations as
honestly as possible. | have had the opportunity to ask any questions or communicate and
discuss any additional concerns and queries associated with the study.

I understand my participation is voluntary and | have the right to withdraw or discontinue
participation at any time with no obligation to provide reasons behind the decision. |am
aware | have the right to refuse to answer particular questions and my individual privacy will
be maintained in all written data resulting from the study. | am assured that during the
study all data will be stored as password protected electronic files. Also, | understand that |
can withdraw my data after I've completed the study up until the compiled results are fully
analysed approximately 2 weeks following participation in the study.

Finally, I am assured that all information which I have provided and any that is obtained
during the course of the study will be treated as private and confidential and only
communicated to others with my identity concealed, and that all research data will be kept
in an anonymised form for up to 5 years in the case of possible publication, but will
otherwise be destroyed.

O Please tick this box to confirm that you understand that if you wish to withdraw at
any stage, you must contact the researcher and quote your unique identification number to
do so.

a Please tick this box to confirm that if you agree to participate in a semi-structured
interview, tested on your emotional intelligence and observed while delivering three
physical education lessons. You agree to the interview for data analysis purposes,

Participant’s Signature:. Date.

by: Date:

Note. Should you have any questions or desire further information please contact me on
craig.strong@ntu.ac.uk. If you have any questions you may also contact my project
supervisor Dr. David Hindley at Nottingham Trent University at david.hindley@ntu.ac.uk.

Nottingham Trent University
Cifton Lane, Nottingham NG11 BNS
Tel. +4i(0)115 941 B418 www.ntuacuk
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Study 3

NOTTINGHAM®

. Consent Farm (Q7.4) TRENT UNIVERSITY

Wednesday, August 28, 2024
Statement of Informed Consent

.. provide my full written informed consent to take part in the
Emplr\cal study on revlewlng the TEIPPE online CPD programme.

« 1 will complete the TEIPPE programme to the best of my abllity, understanding that
this will take approximately 35-45 minutes to complete.

1 understand that I will be partaking in a focus group Interview to evaluate the TEIPPE

pragramme the following week after completing the CPD online training.

1 have had the opportunity to ask any questions or communicate and discuss any

additional concerns and queries assoclated with the study.

1 understand my participation Is voluntary and I have the right to withdraw or

discontinue participation at any time within the first two days of the study, with no

obligation to provide reasons behind the decision.

1 am aware 1 have the right to refuse to answer questions and my Individual privacy

will be maintained In all written data resulting from the study.

1 am assured that during the study all data will be stored as password protected

electronic files.

Finally, 1 am assured that all information which 1 have provided and any that Is

obtained during the study will be treated as private and confidential and only

communicated to others with my identity concealed, and that all research data will be

kept In an anonymised form for up to 5 years In the case of possible publication, but

will otherwise be d.

o Please tick/cross this box to confirm that you understand that If you wish to withdraw
at any stage, you must contact the researcher and quote your unique (dentification
number to do so.

O  Please tick/cross this box to confirm that if you agree to participate in a semi-
structured Interview, tested on your emoctional intelligence and observed while
delivering physical education lessons. You agree to the interview being recorded for
data analysis purposes.

Participant’s Signature: Date.

Lty

Witnessed by:...... / SRR .| )

Note. Should you have any questions or desire further information please contact me on
cralg.strong@ntu.ac.uk, If you have any questions you may also contact my project
supervisor Dr. David Hindley at Nottingham Trent University at david.hindley@ntu.ac.uk.

Nottingham Trent University
Chftan Lane, Nottingharm NG11 8NS
Tel +4 (01115 941 8418 waow it ek

Study 4

NOTTINGHAM®
TRENT UNIVERSITY

Wednesday, August 28, 2024

Statement of Informed Consent

| provide my full written informed consent to take part in the

of effective of i i by primary

teachers,

| understand the procedures which will take place and agree to deliver physical education
lessons while being observed and partaking in the online training Programme to the best of
my ability. Finally, | will complele the reflective journal as honestly as possible. | have had the

PP y to ask any or i and discuss any additional concerns and
queries associated wilh the study | understand my participation is voluntary and | have the
right to wi or partici at any time within the first two weeks of the
study, with no obligation to provide reasons behind the decision. | am aware | have the right
to refuse to answer | and my indi privacy will be maintained in all
written data resulting from the study. | am assured that during the study all data will be stored
as password protected electronic files. Also, | understand that | can withdraw my data after
I've completed the study up until the compiled results are fully analysed approximately 2
weeks following participation in the study.

Finally, | am assured that all information which | have provided and any that is obtained during
the course of the study will be treated as private and i ial and only i dto
others with my identity concealed, and that all research data will be kept in an anonymised
form for up to 5 years in the case of possible publication, but will otherwise be destroyed.

O Please tick this box to confirm that you understand that if you wish to withdraw at any
stage, you must contact the researcher and quote your unique identification number to
do so.

O  Please tick this box to confirm that if you agree to participate in a semi-structured
interview, tested on your emotional intelligence and observed while delivering physical
education lessons. You agree to the interview being recorded for data analysis

purposes.
pant’s Sig Date
by:. Date:

Note. Should you have any questions or desire further information please contact me on
craig. 8 ac.uk. If you have any you may also contact my project supervisor
Dr. David Hindley at Nottingham Trent University at david.hindley@ntu.ac.uk.

Nottingham Trent University
Cfton Lane, Nottingham NG11 8NS
Tel. 444 (0)115 941 8418 www ntu oc.uk
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Appendix 3: Study three focus group transcripts and data collection

To be conducted one week after completing the TEIPPE CPD online programme

Focus group interview notes

Question sheet for Focus Group Interview

i what o i . ovriom 9 |

e e s oy o

e« e s ik o ot

ot 4 s s oo wnd
-

| £C)

swx

R St S g o4 b st | €. |
v

Foor Commerts:
e i s | 5.0 e o o

e o0 vome of Durg Dungy yiu #0 and seeve you
St 1 e ety ot for e achars, ety g o6

P

-~
Wy iy e woukd e VI EXaTGheS. Even Whe you Lk SO W h A e
ety

oo forget
e o e | s 1 P 2k ity N o TR T Lol S Can e T
R

o » tong e
st 35 4 s o8 s

g you .

oy e

e e
Ot e can parkcrm e, APt taska.

o 10 cut o 18.
A s S, & eyt iy Comgua
Mo Mt i M STV e Yo €xghbed by taacher

0L 0 ¢ o g o Y0 QM It
.

st srencres.

g, ¥ 35 3 Qo low TGN 16 Ty Dk P Youw CHpRneE. A Nt o pacphe have 10

P e
U e chuerved you ke ey WS the by Some o £ you S take b granted.
e i okt b . QTS wd FECE st

£ty - o e
ou e,

=)

vt Ui 0 s s examgien; for et of T 5 SIS, how Uh W

B

T iy 8

OURT ey ol o) | T ooy | N 90 & B ey 0 & ot Lok e -

- GRCUR Dot It 15 T mber wes G0d. 1R SaYeR SEherS DS W € 39 &

S ot (s wd  aasty o o e, s o
s vty m e
omrime i o (o on) | P WpOrtan T R 55 D DL | B Do B, o thaw ure el Dut, D06 1 | Yo a0 Wwested 1 D o lbson.  Aba, S 26 D movert. of the WA Mrend (e T A flageg wEh et How 10 kaep &
= ot
e TN prapanene’ O W MR s been  preeed e maotny I, -
. .
- e b s
i s et . e vt s P
> g sk tn do w01
e e 4w
- @ omt - e oaany " | 8 e st . Tabing v e s e 0 s e a3 ¢ mre
o - o st mert s vty S you o Che b Sy v € 3 b e o
o g S TR b e
0 e e o st o Q. €
e o ey i
e T o —
st e e e et s me frey
o B kot s ok gt peppiepebefpeted (Lol . o
]
: o e £ gt ' oty o Pre-
S v o e ey e . NI ol P

tesching Enghah and Maths.
e o ted
w0 or
Seems 1o be
comes back.
e
o s Fortumatety.
=y
e
‘computer 1 30 siow. oo

1 was e
B

Mo ks o mach ey o pay? Rl sorryt

5 M0, 1 reaty fove PE and tack 3 long Tme due t 0 many cher

e e b

ring s 8 good stes.

Completes:
i Jomentes.

Oriine safety programmes 5 arcurd £100 for cre appicart.  Whle tming £250 and ankee.
treeing at €50 Pesd ¥ ewana
repared o pay £200-£300.

.84 st Bangor-
roveon. SOk doing € = & unt (1

B

amcure of raeing .

axperanced. From tha TEIPWE programme, | think cut beng reflecive and formaon | 1ok

sbeut

Empathy 5 taught o the Chidren Bwsughout. 0 ths Chapter was COVOuS. | Rope tht thes .
teachers. 30 the gt et &

condescenting. B QTS/POCE couks have T chagtar inchuded.

Poyeg for GO, Mo kea?
sbout e price.

Tewre:
Fasve mch o traming even though Im the head of PE>
contidert

Erough tme: 1 Mhe o have more and I certam mspects of team sports and

e
3 varity o sport and SUGGe I defvering Rl (19 Selectes KnowRdge). SOUC SO
Suppor? I ot hep.. wen spor

narm and take m idorrmation.

3 ot emser.
o peopie ko they are say.

ss:
ekt chadren.

1
Tk € 5 3 god way 10 Geveiop your knowedge.
n parss;

stages. Modl weh aduts.

T of D mipbe Jominutes; maybe 45 mnute moukd be & o tme.
Costing: WA
Tueing in PE: No. one of my (ings that was litad on my POCE 3nd profie was o be more

of varwng. Mayte. four hours m theory. D & et of science. geograchy and hetory.
Couple o days of . P i e Dokt of ' Spent.

ey cthes ey tos

<90 programema?

£.C: Yest A5 £ gve you ways t mmprove the Cukiren pestormance 3nd € s very sengle S

1
from pages. ¥ can go back and remind yoursel.
b

Tiring mac 3bout P t2p Compiete: ook onvy 15 mnutes. fow ng e e 1 Tka 1

1525 you can e the Peur
One £ you keow that 1 was comng 1 taday, 1 et & done quekdy. That i the e resson:

wgency
PO Nk e keowedge.  Subject kowdedipe % pice. some pocees. 1 you ek e 10 00 8
garme. ¥

I3

o capean
e garme. pretencing that you know D s

1aeasam

Tk € 5 e 3 ipertant Baeg 5
Teachng

237




Question sheet for Focus Group Interview g 1o Do W sy yee | O
o S v A s P ' gyl s’
T -
To be conducted one week after completing the TEIPPE CPD online programme
—
School: Meadow View School, Great Barr, Birmingham
Date: w.dnuduy"’mnborlsao—lsw
Number of icif 3 forum one; 3 i forum two
o T
Ve prageme, e it Sriioaes s miking s gt e | O ) Sty (0}
Lo (8
o e e 1
s ()
ey ()
= v o i gt o sngrind. sk o S sk
e e e e e L i T
o s e et
e oR
s e O Liems ot sbet '
frog ey
Pty - 1o
e contuneg bt then form D cxgies and | ot Mg ke
— o e ot
T bt o i et 12 Mot s 1 TP gt pte
7. oy e wnd € e e et whot 1
rensed o o -
Pt cxntly weh e o, Wod 1 0o b 15 th e | At PE o rmeu i e o very A TN TOOK £S5 THAN 17 EXPECTED.. T
0 vt g The s b 199 e £ 2 gt e e specic prane s RETENTION O TAKIAG N THE IWORMATION. | £ SAME, X/5T PRACTICAL OF WHAT WENT WL
Brthare and € okt rees over . sher AN kT AT WG
Researer: 84 vt cxptan to the reader tht you
-
Love the staing 8 e weyaed
€30t compite. Expectid € 9 be g ¥ was
g s e me By et «
oo seran. L]
¢ trmes, 1w 3. readng e wards wnd ot
e v o
£ ToRM v o TS
G 0w o o expenmce of the s ¢
Gubery e comtarce. e vee | €
o cxms ~ hasnt et e contiknce (e ) cam .
5 T ot ofttry v e e g | v M€ WOT THUGHT O CORTIDENCE M0
1o e St B TEVE g it mget e | 70 practcany. o wa
g 2 2 v, e 4 . Lt i CHD; Rorgik | WE HAVE TO LEARR.

o rproma & veay be show

30 MENUTES WAS ENOUGH BUT O WORE THAN 45 | £1.000/0ax
‘Session.

Yk it g UVATES AN INGaA. £ %0 coven

Question sheet for Focus Group Interview

To be conducted one week after completing the TEIPPE CPD online programme

School: Little Sutton School, Sutton Coldfield
Date: Thursday 21% November 2019 at 09.15-10.00
Number of Participants: 3
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way you talk way through the PowerPoint
presentation so you can listen as well as reading.
Meditation: Use this after (May as well) as this would
help due to the pupils being a bot crazy.

Lack of CPD in PE: overall, we have had quite a bit,
but it has been sporadic, it be nice to have more
regular training. Training on how to use apparatus and
training from Aspire on Tri-golf and learning have
had some training.

I didn’t have any PE experience, so I completed a
graduate teacher training scheme and never started PE
until | actually graduated.

Primary there are so many subjects, so the priority is
English and maths and science. PE you only teach
once a week so it will really not be the focus as you
are teaching English and Maths.

To get pupils active as it is a big issue due to game
consols and getting people to become more active.
Seems to be big shift since the Olympics but this has
died down. When there is a big sporting event, then
sport comes back.

FOR NEW TEACHERS — NOT A CLUE BUT
WHEN YOU ARE MORE EXPERIECNED YOU
GET USE TO THIS.

CPD ONLINE — AGREE WITH BOTH — OWN
PACE AND NOT HOLDING UP ANYONE. YOU
CAN GOOGLE STUFF.

Always like a quiz; first time | got 7/10 and the other.
Second time 9/10 (missed a question). I don’t have
time to anything like this.

Yeah, it was nervous as it wasn’t too many questions;
wasn’t too easy and I would have been sick if I got
some wrong. The thing is you do not want to make it
overall hard, and it was a re-cap as peopokle tdo not
want to be tested heavily.

Did it last night and took thirty minute to complete
Timing was about right top complete: Took only 25
minutes. How long are willing to take to complete a
similar online course like this? Probably about an
hour. As long as you know how long it is as you can
find the hour.

25 minutes to complete and access easy to complete:
Putting 45 minutes aside.

30min to complete.

WAS EXPECTING LONGER: SAID BY ALL

B; 30MIN A; 30MIN L;30MIN

IT WAS ENJOYABLE AND WOULD LIKE TO DO
MORE - A STRETCH EXTRA 15MINUTES (45
MIN MAXIMUM)

: MADE IT THINK ABOUT MY PRACTICE AND
WHAT I COULD DO BETTER...I WANT TO ‘DO

Condensed data and categories

remind yourselves on some of thing things you do and some
you should be doing and forget about it.

Mixing groups and specific praise which was obvious but a
good refresher.

Yes! As it give you ways to improve the pupils’ performance
and it is very simple and clarifying what you say. This
happens in the classroom but not in the sports hall in PE.
Personally an extra subject knowledge and the El is
important to keep you on track (specific praise) and gentle
reminders was good recapping.

| think so as it is more aware on how you act/react — hasn’t
got the confidence (the pupil) can help.

IF YOU IN A FACE-TO-OFACE TRAINING, IF YOU
DON’T UNDERSTAND YOU CAN NOT GO BACK TO
THE GUEST SPEAKER.

One of the things that stood out, | praised pupils a lot, but |
didn’t specify the praise. Form that I have specifying. I
praise to encourage. | understand that works.

Movement of the teacher around the hall not playing with
lanyard.

Top eleven and warm up and cool down were really to
remember and things you use. You can use them in practice.
Simple things like those... (developing relationships in top
tips).

Four pillars: Elaborate on this section — May keep this in and
add in examples
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This was good to see that I’'m doing this in my
teaching.
Partically enjoy the practical aspects;

like the idea as you can do ti in your own time, you
can print it off as well if you like to read it from
paper. You can go back and remind yourself.

Not a LOT of writing and good bullet points. Like to
top tips and nice pictures as well.

Sharing knowledge in the classroom before the hall.
They got the kids in the classroom to listen. When
they go in the hall they say’ ‘m free!’.

How to keep it focused on the emotion of the pupils is
good but sometimes you (TEIPPE) focus on the needs
to teaching the pe subject, not how to teach it, such as
ideas on to teach netball tactics. DO you know what |
mean?

Really helpful and how it linked emotional needs to
PE It was helpful in my Pe lesson as there are some
conflict issues with the pupils at the moment.



IT’ INSTEAD OF READING OR SEE IT,
PRIOVIDE EXAMPLES.

TIME TOOK LESS THAN IT EXPECTED... THE
RETENTION ON TAKING IN THE
INFORMATION.

Certain background: a lot of you might know and
aware that you are doing it. When you are observed
you wouldn’t play with the lanyard; Some of it you
might take for granted, so the training would be first
QTS and PGCE pupils.

. It was good to remind yourselves to have a
refresher in Pe as ity is not really touched on. To talk
to tha timndiviaul pupil can make the difference of the
pupil and the quality of the lesson.

It be really good for new teachers, especially focusing
on emotional side

Really interesting area: people haven’t thought about
how your emotions can affect |PE ity is a relaly
importance aspect in the curriculum.

Talking and visual: It was quite nice as you were
adding a bit more in adding more bits in verbally.

suggestion would be video examples; even when you
talk about warm ups and the intensity.

Maybe a sample of a lesson plan and incorporate of an
example in practice. “How would you do this?”
Maybe filming some kind of a scenario; providing a
key example.

Structure of the TEIPPE: I’'m a visual pupil so | would
like a video. You spoke on yours, so it was a lot
easier. Video examples of someone doing it.
Sometimes all this information; assuming that all
people know they are saying.

I like to think | have empathy with the pupils so some
aspects | know about, especially with sensitivity; too
obvious?(Q) It was nice for things repeated. If you
say if some people are not sensitive so it would be
good to introduce this if people are not obvious.

Done it in Friday afternoon and the information was
too much.

Had to go back to the slide to read longer. The slide
had to go longer.

How you present yourself was cool, so you feel the part.
Also, and not fiddling with lanyard was a good idea because
sometimes I’m quite nervous. And stopping and listening to
pupils to upset pupils is sometimes | forget to do because
I’m trying to help a load of pupils to thrown and catch a
ball!!!

Just how you don’t have an emotional impact you have,
especially in PE and don’t realise how important part it is in
the subject. I like the breakdown on their culture and beliefs,
this is quite important and very multicultural. | know this
school hasn’t changed as much but if | went to another
school, say in Handsworth | would have to adapt my
teaching due to the demographics of the pupils, so | would
use this training again. So training would work well with
diverse schools.

Speaking to other people, the videos would help.

looking at delivering people in an emotional aspect and
brought up things that I didn’t think about. I do it ion
general practice but didn’t reflect on it.

Also, making sure praise every pupil. Hard to find out

which pupils has been praised. (introduce on to version two).

Learnt a few techniques but there is not of training as it is
not school focus. More and more will be as OfSted in this
broaden subject focus; mental awareness and wellbeing is
becoming more important.

| panicked when doing the quiz. Some of the wording was
difficult to understand. What was your score; 10 out of 10.
had to listened to it once at school, then again at home, quiz
didn’t question properly 1hr 30minutes. (45 minutes x 2)

: There was a lot of theory, and | have been learning CPD
practically, so a lot has been forgotten. As well as video,
suggest a scenario.

May be show some video examples. During the quiz, more
open questions and reflect it back to examples/scenarios;
using videos.
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CPD: | think it is the way it is going now. It is easy
access. | was able to look at work but was too busy,
so | could do the training at home. So it is about
work and home balance, instead of having to go out
training for the day.

The TEIPPE programme was all positive and how the
pupils can enjoy the lesson. You think that PE is
about keeping them fit but the enjoyment factor is just
as good.

I focus on the subject matter not focusing on the
confidence of the pupils and the body language and
voice to influence the lesson. | noticed in the training
was specific about me; playing with my lanyard and
people watching me ; knowing why this could be an
issue and showing anxiety issues to pupils. Wearing
appropriate wearing correct PE kit shows that you are
invested in the pe lesson.

Probably for me video watching to learn more.
Reading was difficult but listening to the author was
good. Helped: saying other things around it so it
makes you take in the elaborating the key words on
the slideshow.

sometimes too much background — academic heavy;
haven’t remembered

Should look at all key stages: look at curriculum is
easy but how do I put it in to practice.

Too much theory and not enough examples

More support in static stretch and yoga: explained by
teacher.

The TEIPPE tells you how to teach more effectively
not what to teach. We do not have a clear curriculum
identity year by year. We don’t know what we
should be teaching at times

for example of warm up stretches, show us some
dynamic stretches examples in photos or even like
short videos, doing a good warm up.

Previous experiences of quick warm up has been
Looking at Google for support. Dishes and cones is a
really good session.

Almost like a lesson plan that was annotated to show
some visual examples.

WASN’T ELEMENT OF VIDEO EXAMPLES AND
PHOTOGRAPHS; NO SCENARIOS — A SHORT
ONE MINUTE VDIEO AS AN EXAMPLE —
POSITIVE OR NEGATIVE EXAMPLE.

Not enough knowledge. Subject knowledge is poor,
some poorer. If you ask me to do a game of football
or basketball, I wouldn’t know the rules.



The teachers getting most out of the pupils will really Staff fear PE. Not comfortable Secondary teachers have I think 1 as well do not have much of training even

help them. The more people who are more more subject areas and therefore it is better. It is the area though Im the head of PE>
experienced. From the TEIPPE programme, | think with the least amount of training in. Getting people involved is building confidence in the
about being reflective and information | took about teachers.
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Appendix 4: Observation sheets study one: observation 1-3
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Responses shown by teacher to the mood of the group during PE lesson:
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Example of teacher providing pupils a chance to voice their feelings as well as thoughts:
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Responses shown by teacher to the mood of the group during PE lesson: . Example of teacher providing pupils a chance to voice their feelings as well as thoughts:
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Facial expression by teacher: .4~} gl omy Humour by teacher: BN Voice volume by teacher . ]
Nk g = D0 Lo s |0k b fough o <LAWER e valle '

Responses shown by teacher to the mood of the group during PE lesson:
M ekl e leoleedt after ecple anlhe Cl-'\r-“’—"[
e Ll Y .g?vdt}‘ wotd b Q4M' i hre—

frer™ -

Example of teag

Thdsy derb{ve
b of oot

her providing pupils a chance to voice their feelings as well as thoughts: .
Eaplemin Pt gle qunm e
frrmenn g

e

~ oo sl

P s ~ B

v g
L il

Example of response to the feelings of any pupil:

I el Nﬁc&y{ i eni
tossa— , padn A b.lc:—] pert Ak o IM éLJJ "‘?’
Los® bk o et clorr sn loddar v fida) ool s

Student respon;

Ve (LU
)
i M

se to show that the teacher fully listened and understood what pupils said: , |,
corverted vy ot dai e, o ot whh ot -Z‘f«‘"

}:!L_h:i' tocel ums Tamebar rhung) oo freme e

-
i

Response to pupils’ non-verbal communication (above categories): Clowr & p-Ejuiste]

Feelings the ted

cher showed to the pupils? ;
re. omgh o=y of Has Jr;f@—':g-- Gt prent b

Lachead Al & the C{’F‘ﬂ/&’p‘\,:7

fma.

Gonre el on ol =L erpple vie by chirbing o flellobs of o
&y? et ol ee iy ol
Behavioursthatindicgtedanxi.elvurangerbvteacher: wech i # A ple of tea
duete @7 frone sl b Elc.—.:\re’.‘i &i e ;:.,! lroik 5 Ly
et e

her app Y her own feelings: N . y
el g~ P most dwg*‘“’/" ebins, iy e vired fanjt .'J,

- o./-[f.é 5&%& .

iTe’acher’sElarea(s](urdevelopment. - . w N e/ u{, cC 't
{ P bodeg BT om b e b fioe

[r"\y—u-}._.,h e i) -

PN ATV

L3 ,-\,u.-'—f ok @aeN e-.c&.!wb S
0~ Comeptrebed e o o C,““iifr‘l*-f/- o e l!'\'ﬂ.)

? . . . r
‘jﬁu wbiglle for (remar fo ch o anprewho - G/‘)H cnent St (""“"5-—7 Ao o Ig;w‘f- 'r?(f:;—““ cusle). !\.{-}/-F&\A" D’“"l}{;ﬁ‘.
How many pupils had responses | 1-3 4-5__7-10 How often did she refer back 0 1-2 3-4 § All pupil Evidence of any apparent prejudice towards particular pupils: ,
acknowledged in manner that 11-20 @ Jater to individual contributions? | 56 Cf) names Mo~ b Bobh gl s 4 ﬂ’;-—n-lu ez @i~
valued them? used? CnerTs

End score out of 10: Success in
creating positive emotional
environment.

Provecch o o ot

]
Teachers Emotional Intelligence strength(s). Vn:)wde{‘s. TA fo A
inclauictued P

Plock growp an Aadher folel fhe g

=

Y= s
X
[5 leranta?

Calm s

LA [
~th Em s A0 AT

Callog -

LQ,D"J*- or ledddlor ~ rofed  ereor 2 g&* -’4

Sovme. @nd

terd femo |

Pl <]

[T CRSEL yArne y Pl ;tu' Teacher Emotional Intelligence Observation Report in Physical Education [ T F = Ng&ét%———qf'g%‘?
(el ‘ —

Teacher {ID No.j:ELOSOél.gB‘- Year Group: 6 Key stage: Z Ages: ((5 . (\ | No.ofpupils: Zé School: CWU;LHJ \ Date: |/3|‘ ‘

Use of non-verbal communication by teacher: i_. /%" 5 g~ T LroT\be oAl  (eCesnt GNET . STRTIC STRETE RS - HOT st winllle ez U-"fl-(

e To  Howe % —Curncal- FILST Thew Gev
L

Copenl- eyl b To GGLY THALE AT

- gD

| rECTE —

=0 T

pect w5 RUICkLA Soned . BRBe0 TADT v flassf
Lo

Eye contact by teacher: T TRCT Any gesture’s by teacher:
2 257 g ALC i
S a

r
| carnesn

DO o Jan hiwl)) VO LA
THE molceD QUAE o —~ JTU

Voice intonation by teacher:

10| Sarne, mork Tl GRS PUSPELAED
VTS 09T APrebelo o

Facial expression by teacher:

(~EEL eny = CYE Dl o

Humour by teacher: e Lo PLEFNY:
LA PONeoS AT prpueiol - S

‘.

Voice volume by teacher

v NEEDINE Fo  ghovE ST UMY To W67
Lee 6 CHULDAEN H6ag

Y

L, i i el BlleD corh okl

Responses shown by teacher to the mood of the group during PE lesson: Example of teacher providing pupils a chance to voice their feelings as well as thoughts:
Lm0 T PRUS\e To  Lub 15 gaoniP TO £6 QUCT | o o
Example of response to the feelings of any pupil: Student respon'se to show that the teacher fully listened and understood what pupils said:

AOVISE WRISTIE To e6el Bdgoof GUIET

| Dot lersey 5 z: To arlftegt A GxESTior AT K
[Ou P ) AEAIET THL o oo - %x CanaZer TEMAL
Response to pupils’ non-verbal communication (above categories): Feelings the teacher showed to the pupils? HUPoul

LA DUS To i Oesy 0T SRS

Frsseasi
W AL DT OF (khephew rO06 (ASTAKES
Behaviours that indicated anxiety or anger by teacher: N Example of teacher apparently managing her own feelings:
i B §peoe oS T riapait F
Corrrmum e Tlor + (155 Gt/ O30 TaR ACTITIES
o= AeTT ACTIUITA o HULER Hes? GLVE -

Teacher's El area(s) for development. UA_W LrelE. = 00 PEAT
(87T oF ATl pacic | MUl Hesl AN LSS GU
CGuuorer? MmO 9T kdow pew Jo GET

LA

How many pupils had responses | 1-3 (4-5)7-10 How often did she refer back 0 1:2_3-4 || All pupil Evidence of any apparent prejudice towards particular pupils:
acknowledged in manner that 11-20 20+ later to individual contributions? | 5-6 @) names |
valued them? used? | eons
End score out of 10: Success in Teachers Emotional Intelligence strength(s).
creating positive emotional 7;’)' Ao cmib~ woodiege AL
environment.
QST & T @gerver To Cv o8& poavie™? .
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Teacher (ID No.:EL 200 \'l(,b.ﬂ Year Group: Key stage:

Teacher Emotional Intelligence Observation Rej

Ages:

T
4 rt in Physical Education A es

| No.of pupil: Schoal: ﬁféﬁg";ﬁ Date:2 {071

O\mﬂ"‘;‘[ ottt ko ﬁ

Use of non-verbal communication by teacher: 1"@5;d\§ \co C"“’) Yo Auvdet e Mg\.f) Fe pmgrre m_v':] Lefort Foondlor ‘}‘,,.\,‘/',_.J) H.:ig ’
I coup Ly shep 4 e~ fler %%%% et ki fu dhop + oo P A dho 5«4,“‘““*

!

Eye contact by teacher: C_ %, ¢ ,\,;\}\_ 4_\‘\)»
CRR D O ¥y el Fo raotler

Any gesture's by teacher: g_]o,_&l‘, . W,
o ¢rotl At Shniben pirblepty

Voice intonation by teacher:
oo~ -
Pru clere'l o ¥olic

J

o bt for Pt Sfberecd—

Facial expression by teacher: C.shp~t \j 5‘:—»«\,:.-)
Cth Py sepTie of I 1
L L - 1,-;:?‘% I bt geee s
- 3 ~
7t Dpm ety o o masic

Humour by teacher: | —yp.r —odech o e ]
frove—tl 6f Pas S dhaen o

St

Voice volume byteacher:*—C,j,,.,_ o Fle c!..}_’;l.u,. e (;y\{:,,s‘f;;?
Fe mrrtem Lompmorn )

Responses shown by teacher to the mood of the group during PE Ié%son:
v UE/:\.J‘\-;'} ey LYY oRVdr gt ab fele prt -
Pt el POl oH. -

Example of teacher providing pupils a chance to voice their feelings as well as thoughts:
lefb, v
b P Lok Potme prpcpbe pronea -

lehom et bind Focles Hagy roeed 15 o minre Fro ol i

Example of response to the feelings of any pupil: 51,1 * fel o el -
(NIYE r‘»c-vrdwc b Vvt ol g el b2 iy gleery -

Lt b
(LA Sy mplotrbie o prdtile fpobbig orm roud baZ)

ko

Egp"ed

Student response to show that the teacher fully listened and understood what pupils said:

s DSt O e s fRe ohlplmr (e J""",’_l._‘.—} el

fﬁ"bﬂ-.——u h.,)?.@, o rules of e Froffe ;‘;/MJ—\-—.:_ el .

Response to pupils’ non-verbal communication (above categories): et ¥ v
= Lol of Lot i
Tk 0 Losch *o Tnclpuidunbs  aie do—edh qeed gey™

o M VAo nmen bt fro

e,

|

Feelings the teicher showed to the pupils?
lngques tbiee S A

L Jer—es clAd

. A oot boke purt - o g el foark”
B ol yébn‘w-?; o remee s s Fe certect g

L~

sl off Lot wdere Clrltlrtn S o flovs
o s a(e,.ﬂp';,cﬁou

Behaviours that indicated anxiety or anger by teacher: lies itHe o LSS Frosn

leecd prore. rervon e~ ropes vt

Example of tea

cher apparently managing her own feelings:

Tei:(r\'s El area(s) for development. - P S T S
| Lo C"} g‘\hQU‘ 3005) ?i/\'\u""'\fjf Als= SEtivers 0} e becle of [omor HJLC"' e

= Jregred s'r-\'l—"? , J{-«ﬁ)—:/[ ey

How many pupils had responses
acknowledged in manner that
valued them?

How often did she refer back

later to individual contributions?

0 12 34
56{ 7+

All pupil Evidence of any apparent p[eiudice towards particular pupils:
names Pl Fherarn i Lt g,r;y.m'?/r_ W-&?ﬂi
used? Grels

13 45710
11-20

Teachers Er

End score out of 10: Success in
creating positive emotional
environment.

| Intelligence

Jlﬂ'«’%ﬂ fo fLer oo damn Qg

5 Comslantin sl - Corbrolleal b ram3e A gromn! cmationt toeld ~ Lol o
Erdng iag o fre— beti- Fec(iom 2 c}h‘d-"?mt.Go* inveteecd D olilolers , ot proviree bt ed
Yoy )?n'l"&—" anl gonturh 4 ?‘Ewﬂfx A{f?o condemy Sre fo bR

Vb U corkadh i AT ASST

reacig

I
|

Teacher {ID No.): %001\—\1 L}S!‘@ Year Group: |

Key stage: l

£ Uuservauun ne.}m Lt raysical cuutauon

Ages: 5,

| & e
| No. of pupils: school: {Yeodo~
| Sclnagh

Date: f{;/m\‘,

Use of non-verbal communication by teacher:
fo g S-Vebers clarkeer -

.

Dessitack o for gddie— e e
W~ ene conberck ~ e oy corvia

“go V%rp‘r’”b-“b . Ue"q,jw Irendd ‘-W‘FP‘I"Y ol 23

G B A i s ferel ew2 confuch cp oy Lo
o

Eye contact by teacher: (Gt i, cortuth A | Any gesture’s by teacher:
adh A \(),-g;\,,'eiuaz.w'qlﬁ:} vl foey e - ,,"we-«n o g&blv‘i—j

e fr—y

rJCﬂ'b'-“"'*‘B T el

Voice intonation by teacher: /Y 1tci. ~are. voi(? or wbpden [Tt
etasivon v mfhbgtic i~ ;»;/T«o- fone vl (ladd ey
atk i e gporcg (Mo i o maaabet T/

|

Facial expression by teacher: A eb PR RGIR
iy flads SeSn o) flaoy, .H»,wo%%}’n
Wit G 7 (0t o Gk pode - ottty

Humour by teacher: Wg\fw)
ey Bump g gy Qi T, Goned j
Mede B rol\ derd fon es Prey nedd
pot~ unitg ronepred furne o bl by

~ fals
4 LV;,%;H‘

Voice volume by teacher

y,;j Elasr + ferid e-ca% #heA gt’]
ot conded freer |

i

Respanses shown by teacher to the mood of the group during PE lesson: (i, et
perbach ael oo = e frohen Fdedl o fg@:‘ “
dms e~ 1 e bt locle -

Cr St e 4

Example of teac

w:'ci C'v\}.‘dr‘?-\- lncume. & 5 -

oJl B Hnd Sertme AN e ree  Lah Betogin Lot 0 Su O L anr
/

er providing pupils a chance to voice their feelings as well as thoughts: )
o Lol iy aslead. (! el

Example of response to the feelings of any pupil:
Cud el can o et s | amsadbe

el Agared -

wlad fo flor neab b showr prw‘&c!

[/ "
Student response to show that the teacher fully listened and understood what pupils said:
e unly vaj

’ A Ly
e g 1 o S o v ﬁyd/ + S ot 4

|

Response to pupils’ non-verbal

YZ.OM&:

fon {above categories): Usm cond ol
Jra. orjee o ke bl point a\‘?,_\,fz

L v s@d “Uemen o 4y do

e cludn gf

Feelings the teal
o3

!
her showed to the pupils?

bohe b, vbesty ameh. fp Sy - ﬂruh)"¢h‘J rflw Ne shult .

Lw e frren Xrp, Me&g,?_ anrd wlin s oo gletn o Btareie i dn

Behaviours that indicated anxiety or anger by teacher: Ou;ﬁ Voo ot bon

il o Gl st ekl

;90-2(3

o tnarz L8

Ml hen bAD off

Var’ Grem ne i, 1oz
e, oo e ond o eord! e ittt —ane Eiel (5 el o

Example of teacher { i

her own fi

Hamdls o

Fups welule inghebimy cL-ﬂo‘f;H kA o Ay ’k?j’d"’i- beule

lte M“J_;,_‘i;? ovsred gpom PFerrserw sed winile fﬁ'mvf-f.; P
1l

Teacher's El area(s) for devblopment. Cader Pt i J e

Esdad ot oo 0 ol for ald e,

perty of fo meba lu? Shoelsy fle e e rfc’v[‘,v-”.

How many pupils had responses 13 45 710 How often did she refer back 0 1-2 34 : Alipupil Evid, of any af judi ds particular pupils:
acknowledged in manner that 1120 (2 Iater to individual contributions? | 5-6 (7% | names Il <0l (Lo 0w)S dormo cols fur fen incr e
valued them? | used? for Burre dimo’

End score out of 10: Success in Teachers Emotional Intelligence strength(s). Gacdl do . s Ayt e n'ce. frecd ot forl

creating positive emotional

ettsiivam, Lol of pomia
environment. i

R

vl

& oo o pdtivith

e o enea £

s ,L,Lw?&’mrf“ £l periiv—- (Auke foncsti- in ple cene o

)

248




&S oS

-

Teacher {ID No.): Q\ 618 LEMA Year Group: 5 Key stage: 2,

Teacher Emotional Intelligence Observation Report in Physical Education
Ages: q -{O ! No. of pupils: '2_2_
]

] fgma\ Hf-la_,\
epcdser Utews

—nch

Use of nan-verbal communication by teacher: i

[=rr—

i~

Disd Appny aperons

aat~

cyeanch
Did wauu.;f'%’tm tesds G omnms for
o PAKS v desd - Sore pacple c)bJ.n\’ legp =~ wade flur—

School: .j‘d,.w',_,\ Date: ZL’}'"E“ 7
éfni’f - el ) L e hefee dheciey |

%’*—0‘* Fo Ceap teppmnim,

Any gesture’s by teacher:

| Eye contact by teacher: ..\ erp o Aok, bk
|lecle— ek, cioek

Dimelt it dm s ]

Howelis i Pockel Sho—; velenzesl emeryy

b gy

! Voice intonation by teacher:

Whar gadhe cAltehmen ~ff o v of voke

Fi?/:ial expression by teacher:
Lite exon

L:Z!:. Sty ".ﬁ

en sl eadbit 1),

Lo bo flo /..-J«f.
('ar-v—»gr s‘\rvv-’-:)‘

e A

2

Humaur by teacher: (J iie, e st - e
Lol clilten L"““-')\".'l P N SN ¥ LT
et

~3 | Voice volume by teacher "1;”", o groud hem e fa.n.k..

btre G~ floe "L‘”'B Hlika

Responses shown by teacheFto the mood of the group during PE lesson: N
S enbraica Beroufneoks - ;,u.;\:) [ P P £ ,*.7
oA B oles « regls Lfl -

Example of teac
Geb cbliver be Idleske auntin

AP Ore- oo i

er providing pupils a chance to voice their feelings as well as thoughts:
,.,A,n. gl
. fa
cet bl pot oy aly gn ofladt - ':" b:;_{s(r fp reice
s prorllend om vt = sl IY fy, Moo 050w |-

mple of response to the feelings ot any pupil:

ki

9

to show that the t'eacherfu”y listened and understood what pupils saidS”

. 2 P
A S b idumby  tsre A b2l i SPIb fla ""W”;A""Lb '-J-#’W wile tolidy b 57 ot plhdbractay/ }‘9- ot ?’hfl "
DT s op fre ulh. oA oticech iy o
to pupils’ bal i {above ies) fa? Feelings the matj&her showed to the pupils?
[Clndeh pomsaet [ rule g Lk nok rebocke Eln V"a (::-lf‘"-fs P”“"”:“’A b pmsrrd

— b il (ool Clutlars affer

A

ih,n_n.b . qu{j:%
feoeler (efl grvige bro peticipul o~ fewals

Mecte. deldee dog oftor 2omdn pEIfIrn—rec | |

| Behaviours that indicated anxiety or anger by teacher: Norte fegrm -

Comlesime

Example of teacher app y
Fo boms L(?,-g—c,\ of gouf: Higts in

her own

J) n ere foibionr
podatkix I{'fﬁ_.'-}. Ao~ 6~

10 belt o gy bty |

Teacher's El area(s) for development. | gt i~ ®o =2 Ll oy Sheelrel

ﬂp_c‘._{,;“u.f-s:"’-' - A J\'\DJBT“S, Pen~ -‘\‘sm’ufj e

Lets of -Ff“""? dorm o V‘*““”“] nzem Poa st bhed of A Ll;t'wf v

e @,{Fb,_.._ku‘,«- = .‘—?‘M

U '.,4;;_7 L o2 oy chll gt o pea porb

ool _sar .

How many pupils had responses 5— 45 7-10 How often did she refer back 0 1-2 3-4 | All pupil Evidence of any apparent prejudice towards particular pupils: i
acknowledged in manner that 11-20) 20+ later to individual contributions? | 5-6 7+ names; AoAs TRE e |
valued them? used? |

End score out of 10: Success in Teachers Emotional Intelligence str (s). ) L e e oet or fd | AU itz PR TINNENT A .
creating positive emotional S D Y S Loty {AIA stucds JJ fif:i_" . ,5';_‘ 7 l:D e fne detiro (Hasr ;-v.-/‘t)":
environment. X U ot e e
N Ll [y VPP~ eorble Blo~ . 6. See iy - Mm PR e S N fg‘ ,,743}[1
v “ £

@ e it liim—/\ Coo\ o= sbfc eblry . b 1ok

etn sCawe o &Rct CAT 666 L ety PRI

i i

e GRS

M.
Teacher (ID No.):

Year Group: S Key stage: 2__

Teacher Emotional Intelligence Observation Report in Physical Education

Ages:

! PE ACTury - pISTBAL,

| (Eeoms &

No. of pupils: 20 School: Seaem patef] 8/3(17 j

Use of non-verbal communication by teacher: Comd dormersteetio— Ea
G.‘,{-' Shel, ity be e gt omnedtrtioe o

Frem ey shme s
sloens Llot #\Qmﬁ ,,\pa-f/"'!/}lr?'\ culen od gesn ~-

Eye contact by teacher: Any gesture’s by teacher: 1),_)

5 el Tl
i~y

Voice intonation by teacher:

Gk g cordadd = —obopeporeily | aguig in one Posilon 1 |@uch mono tong Avo gl seciion unlees

Uk = kot i+ gip conveedan. Ul elnitd sek peleh :/;?

Facial expression by teacher: {_.c's of selvac, o> MHumour by teacher: py o o bepn" vt i~ | Voice volume by teacher - e L ohl € B = |
St of e g r-ﬁ,-: Q_;;) Doty Yese o~ ag. gmu; \m_..En.J"‘F (loer for el clldren "‘df’\r“j |

Responses shown by teacher to the mood of the group during PE lesson:

N Ve ceess ™ ik el P g mhpma chd
533\"\ At ?«—A (S P .w—jwr_/ ot LB, comre oo st
ez ol arng it baare - i on Dodk

Example of teacl

er providing pupils a chance to voice their feelings as well as thoughts:

Cole 2 clildre~ 1o dlo o “haom™ ot~ wp. be e;\.‘,ejoblﬂ & dhert (@330

Example of response to the feelings of any pupil:

G Srtlois pob el Up fo avle guarhes - e pripeie a4y

Student response to show that the teacher fully listened and understood what pupils said: |

Lot b
Claith =

PEY . o L

thot $he peisty ooty plagys
whotm lra ooy b - (b taar”
to o s place ~

ﬁaﬁ do a7 lfz—b e sl ﬁ'\#@ﬂﬂ‘)

g

Response to pupils’ non-verbal ion {above '
Ve Lo~ 175 o S5 - Thobor o, ~Gri
A Coprmarnicodl ~ ﬁ»— c)f—!ﬁ-é;ééwﬂ,rfp{ﬁg,’aﬁd ciplref. '

Feelings the feacher showed to the pupils?

Pyt

ot ef L o bres | Dl prcase o ferschithe o

{ﬂ“&'ﬂLp
Behaviours that indicated anxlety or anger by teacher: [ bne rloie cv clrldrd—
g, e e Bre ed pln ey~ gl TR

Example of teach

e

er apparently managing her own feelings: |
i~ pot |

1]

Teacher’s El area(s) for development,
(e skt f'@ofo‘ff—'} Pots -Gf‘/‘
M3 = (S raer OoVb for Sert

Mo a3 of St - Tle el gesyne— o A
Y ne k) Cogh benna eoroiknt
Kok et 2wl fo fopprcd on |

(re inceise ~f ffg (plageicod ¢ xarfie
oot o Ao ,JZ ?;, s ff.,,b?)aA L

How many pupils had responses | 1-3 (3-5) 7-10 How often did.ste refer back 0 12 @ All pupil Evidence of any apparent prejudice towards particular pupils:

acknowledged in manner that 11-20 20+ later to individual contributions? | 5-6 7+ name: ] ~ Pl el
| HL shelortz romar | bty

valued them? Jused?sMO E)K M—é’ fedleey oot L

End score out of 10: Success in
creating positive emotional
| environment.

I,z [ f#\\ 5

;__,_(:_. s I,_;\w‘__:,-ﬂ_ strength(s): fodeims, eorbrat Gt(i-if”;’[‘ c ekt of @ARd pob of Leeaflal
bl beomtl ) pa;‘w}'l’rd— ok bkl ~ L@w‘a“: o etk rememy b cm"\"‘ﬁ""j
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Teacher Emotional Intelligence Observation Report in Physical Education

| Teacher (ID No.): @ ®

Year Group: 5 Key stage: 2_

Ages:

AT Vi |
School: (_gc o Ve~ Date: 11[3/1T |

|
| No. of pupils: 2.\

hal

Use of by

Clavpping @estue to Ge8n conite odbenb o -

Aleip donom ‘1“‘"*“"“"3 e e onehlu RS

ey W o{ljr\,’n—c%-]-‘?a sheatied~ Cocal corbdo~—=

Lot o~ krm2s Lo speale €0 AN pung wnes treth - R wsibers bl e oo okey '

Eye contact by teacher: Same oot By
Yewr - s Gorepd ¢ C. om (]
Cornvesgatbss Weedive o § oot Lald

Any gesture's by teacher: \)9__, leks of Povoy .
i #0 Aaddeen e ey | \N’S:M\V fome te ypie = Mo tiffosnce i ertcaisdbe
s "~ gotielce ~ ol insh

7 | Voice intonation by teacher:

eonchyi— Mo oo e g, |

Facial expression by teacher; (L Sy IHumm.u' by teacher:" RN
et Comak oy @w‘?ﬂ)ﬁ G‘Uboé 1’:@’% e A=t
bplooley clomn ok foor - et

o Jhbe r'%rzx‘w

Qdsteck 1o frorem e budd reedis by
A s

I DR SN e - ook e g for atpt

W";,o t8ber—to baeher . |
MOe chergpiay EHITRL) o [teep Pe caop b cledl @ fle 2ep

Cooh
Responses shown by teacher to the mood of the group during PE lesson?

Lo ol tinss {00 apmorant disteu i, fo Wﬂzﬁ

Example of teacl
Vg Uik
ik st in o gk et o~eo! Ak ol proliv ) pdite e pod

er providing pupils a thance to voice their feelings as well as thoughts: of !’%
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Appendix 5: Observation sheet templates and observation feedback transcript for study two

Observation sheet template Communication

Study Two: Emotional Intelligence Observation Transcript (Audio)

Answer the following questions when recording audio feedback on observations

Introduction: Key Data

I.D. Code of Teacher

Name of School

Year Group

Key Stage

Age of Children

No of Pupils

Observation one or two

Date and Time

Topic of PE Lesson

Observations of non-verbal communication

1. Eye Contact with children 2. Hand Gestures 3. Movement around the facility
4. Use of Facial Expression 5. Tactile with pupils 6. Non-verbal humour used
Observation Verbal Communication

7. Voice Intonation during 8. Voice Intonation during 9. voice Intonation during
instruction/demonstration disciplinary praise/development

10. Verbal Humour used 11. Voice volume throughout PE
effectively Session

Response to School Children’s Emotions & Communication

12. Responses shown by teacher | 13. teacher providing pupils to 14. Teacher reacted to what pupils
to the mood of the group voice their feelings said
(excited to gloomy children)

15. Response by teacher to 16. How many pupils had their 17. How often did teacher refer
children’s non-verbal responses acknowledged in back to individual
communication manner that valued them? contributions/success?

Teachers Feelings and Emotions

18. Feelings the teacher 19. Feelings to teacher expressed | 20. Feelings the teacher expressed
expressed to children due to to children due to failure in to children due to
success skill/task skill/task misbehaviour

21. Any circumstances that 22. Example of teacher 23. Did the teacher show apparent
made the teacher anxious or apparently managing her own prejudice toward a particular
angry feelings (verbal or non-verbal) pupil(s)

Coaching Performance

24, Health and safety check 25. Warm up activities (NO 26. Participation of teacher
during or prior to PE lesson STATIC STRETCHES!!!)

27. Progression of skill 28. Movement of all children 29. Game/competitive

during activities environment introduced

30. Positioning of teacher during | 31. Specifying praise of skill 32. Chaining, Whole Part Whole,
skill activities acquisition Self-reflection introduced to

help improvement

33. Demonstrations delivered 34. Re-Capping last weeks and 35. Cool down with static

correctly

this week’s activities

stretches

Overview of Teachers Performance

Provide feedback of how teacher controlled group and individuals, the enjoyment of the lesson, the
positivity in the lesson, progression of children’s skill set.

20 Facets of Emotional Intelligence observation checklist
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Participant: School: Date:

Delivery: Key Stage: 1%t 2" Observation

Emotional facets Checklist

Self-Awareness/Understanding:
Importance of having a conscious and deliberate reflection on your own personal identity, your image, stance, feelings and
motives, These perceptions of one-self did benefit the delivery of the PE lesson.

Connections of Cause and Effect:
The importance to recognise the impact and consequences of your own feelings and mood; separating external and internal
factors that can affect your own emotion. Knowing how your feelings can relate to performance of your PE teaching.

Self-Appreciation, Acceptance and Confidence:
Importance to show strong self-esteem; personal worth and value while delivering the PE session. Coming to grips with
personal attributes. Recognising personal strengths, weaknesses, and limitations during and after the PE session.

Consciousness, Assertiveness:
The importance during the PE lesson, to be aware of personal restrictions and limitations; though still expressing self-worth
through personal care while delivering the session.

Emotional Identification: The importance of showing an ability to identify personal feelings; effectively reflecting on personal
performance at the end of the PE session.

Social Recognition Tally of Usage (Ranking of
imp 1-10)
Empathy, Sensitivity, Appreciation:
The importance to understand the emotion of the children; accurately picking up emoticnal cues from communication
(including words, tone and nonverbal signals); During the PE lesson did you manage direct and indirect feedback effectively;
being attentive, sensitive, aware and appreciative of the emotional signals of the children.
Service, Compassion, Benevolence:
The importance of leading the PE session with a sense of contribution; aiding, helping, coaching and developing others.
Providing constructive support to contribute with the emotional states of the children. Recognising the needs and desires of the
children.
Holistic Communication:
The impartance to effectively send and receive information including emotional content; listening; engaging and connecting
with others; sending and receiving verbal and nenverbal signals constructively throughout the PE lesson.
Situational Perceptual Awareness:
The impartance to recognise and process dynamic, shifting emotional trends of the children; noticing their attention, focus,
awareness and connecticn; adapting to situational variables and changes; understanding which factors count, how much and
responding with reasonable behaviour,
Interpersonal Development: The importance of growing and nurturing constructive connections; setting the tone for long term
depth and breadth in relationships; working with quality in personal and professional relations; having resonance and rapport.
Self-Management Tally of Usage (Ranking of

importance: 1-10)

Self Control, Discipline: The important to effectively handle impulsive behaviour; maintaining composure while experiencing
stressful situations during the PE lesson; the ability to emotionally persevere during hard times,

Integrity, Trustworthiness: The importance to work with conscience and integrity; providing principles and values throughout
the PE lesson. Keeping promises that was made to the children and assuming personal responsibility to motivate the children,

Psychology, Initiative self-energising:

The importance to have the ability to be mentally and emotionally engaged; portraying passion by changing the children’s
feelings during the PE session; acting and choosing feelings in accordance with positive emotions, optimism and constructive
feelings and limiting negative emotional patterns.

Creativity, Agility, Flexibility, Adaptability:

The importance to cope with transition and contingency planning during the PE lesson. Adjusting to situations to help children
build their imagination to create, discover and explore opportunities during the PE lesson. The ability to problem solve and
'think outside the box.'

Goal Directed Performance, Targeted Action:
The importance to focus on long term desired goals; drive to choose challenging objectives and assume acceptable risk but still
staying on course to complete the PE session on time. Had to show strong resilience in the face of obstacles and setbacks.

Social Management

Tally of Usage (Ranking of
importance: 1-10)

Developing Relationships, Getting Along with Others: Very important to have cultivated a nurturing
relationship with the children during the PE lesson; having quality connections and build instant rapport.

Leadership and Influence: Important to deliver the PE session with warmith, likability, presence, charisma, and approachability;
paying attention and focusing on the children’s performance; getting involved and engaging during the PE session. Deliberately
persuade the children to be enthusiastic in the PE session; delivering groups activities so all can partake.

Change Catalyst and Response:

The importance to recognise the need for change and championing action during the PE session; using your

interpersonal skills and abilities to progress individuals on their performance. Focusing on eustress (good stress) and positive
outcomes.

Negotiation and Conflict Management:

Importance on bargaining with the children during the PE session for mutual gains. Was this type of emotional management
used more in one class than another, especially when coping with conflict through positive proactive and reactive techniques;
effectively dealing with difficult people and situations; creates unity, balance and gain.

Teamwork and Collaboration: The importance of this skill to build bonds and transform groups into teams; engaging children
to generate more effort; nurturing spirit in the PE session to develop synergy. Delivering interpersenal emotional effectiveness.
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Study Two: Transcripts of audio notes from observation feedback

Ant Observation 1. WAV

Observation number one, XXX, XXX School, year group is year two which is key stage one, number of pupils to be confirmed. This is first observation,
Monday the 9th of October. Time is at 24 minutes past one, so duration of a 35-minute physical activity will have to be reduced down on observation for
transition to other class, which is in another building for observation number two. Okay, okay.

Hello. Hello, everyone. Hello, Mr. XXX, on to see his herd, how fantastic we got him with that shouse. That was it. Hello?
Hello? force Very enthusiastic high enthusiasm and time as well. Promoting session

Promoting chaining on part of self-reflection very good on PA delivery, Good praise; Using names; Following on from last week's work; It's a good
conversation for Introducing a warm-up which is shape Layout; Hand gestures are pointing to let people sit down And clapping to keep everyone in order and to
keep quiet

Now there's a coseaa Oh that's great straight. So incorrect demonstration but again price was shown. Visual demonstration. Really? Humi introduced.
Question mark imitation. Tonation | should say. When asking question. Question mark. Verbal humour used effectively.

Again individual demonstration lots of pupils still keeping still at the moment but again introduction basis. I'll get everyone involved. Getting everyone involved
in question and answering. Yes. Right. Yeah. OK. You want to Buaute Flusun face. You don't mind? for that shape.

people are also demonstrating with the group so a game to start off everyone's gonna get five points

no warm-up has been taken part no progression of skill so he's following on from last week's activity wants all the pupils to have significant movements no note
of competitive environment as you can see there's no competition there's no competition there's no competition well that's why it has been done this year and yet
it's having again motivation with points have yet to develop the game motivation with points system it's worn number 33 Kevin last week was iron a free land
demonstrations deliver currently using pupils to do so very GOOD LET ME MAKE THE FOOTAGE ¢ ZOO TO PUT A PHP IN PROSRIP I MAKE TALE TO
DUMP L contribution nMotivation to deliver correctly using pupils to do so very good good number thirty-three

uh... Teacher referred back to individual contributions in warm-up, demonstrating | should say using names of pupils, voice is clear and precise, no tactile pats
on backs as yet with pupils.

Teacher located staying in one place, moving slightly side to side but not walking all the way through...and using the whole hall to look at individuals increasing
tempo by asking to speed up gymnastic movements.

Participation of teachers also taking part, showing demonstrations, smiling as well. So number four, good use of facial expressions...relaxing on coaching format
with both hands on head, starting back to demonstration again, smiling throughout, minor good eye contact, eye contact with their own pupils, ocean.

Playing almost a 'Simon Says' element to the game, it's not had any open questions from pupils yet, so number 14 teacher reacted to what pupils said has not
been rectified as yet. 15 minutes into lecture into police session.

27 pupils in total, adding progression now. Number 27 adding progression on the four gymnastic skills, getting all pupils participate participating no one's
waiting or gropping for three, so again, again, adding self-reflection and working in a team again. Number 34 recapping last week's activities to enhance this
week's, supporting pupil physically to help out with bikes individually going round each class, each pair, that no time; break down

23 minutes gone, go. Through self-recognition, self-awareness, understanding important some conscious and deliberate reflection on your own personal identity,
not really important on image or stance but good for demonstration, so a decent score of four possibly five connections. Of course, recognise impacts and
consequence of your own feelings and moods, separating external internal factors of their own emotion. Again, no external constraints shown on his own
performance due to strong tone, humor, and voice delivery of explanation.

Again, no personal feelings and effectively reflecting on personal performance. at the end of the PA so we can professional attire there

XXX been single that's two times that's two times Kieran has been told off empathy sensitivity and appreciation importance to understand the emotion of pupils
accurately picking up emotional cues from communication so again tone of words non-verbal so clapping pointing using hand gestures to help explanation of
demonstrations and rules of activity number 27 again more even further progression but again praise from Lacerica session providing constructive connections
by helping our individuals to improve on their gymnastic movement only Happen once or twice because the small turnaround of each activity, first it's a second
activity from first to second movement shapes four minutes. There's a quick turnaround due to heart rate going down and pupils getting more agitated and not
listening, self-control discipline has been very high in date indeed, due to the age of the group here soon so very excited at the moment, especially having an
individual observing them. We'll put some elements of destruction and so trying to control that is an additional element of today's PE lesson again, every time
activities taken no time band said it doesn't provide. Any time to show how long they're going to be, is this due to the key stage one and so therefore will they
understand duration of time. And how long they've got

precession will be longer than usual due to the lack of listening to of the pupils and the excitement. And a lot of strong with his resilience had to be shown not
many obstacles or setbacks were put in place showing change improvements by looking at the whole part home again, individual demonstration means that
pupils are still standing stone again, very little no movement this is not on a motion intelligence element but definitely our coaching performance objective. 24-
35 that needs to be examined, nurturing relationship this is on social management very high for this group having quality connection and building pupil rapport,
which they have done leadership and influence again important to deliver PE session with warmth and charisma, which is very very important against working
with individuals and now moving on to sequence which is part of the learning objectives. Charge of time when telling off a pupil who has not been listening,
very direct and stone trying to progress individual's performance by focusing good stress positive hands gestures with clicker fingers too. Discipline tells
someone to be quiet, very autocratic on disciplinary procedure,

very little bargaining with pupils or cooperation negotiations, and very much delegated - so in motion marriage.
There is no alternative answer as there are three options. One directive answer. Again, this may be due to the case of key stage one delivery.
Again, good cohesion in the group, working in pairs and teams on the mats. Providing good spirit and developing good synergy. Developing interpersonal

emotional effectiveness was done effectively on the pairs group. Only one group in threes was not working. Ringleman effect was put in place where one was
just not taking part. This was noticed by the teacher. So he went into the group of three to make two pairs with himself participating or delegating the group.
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Quickly go through questions again to reiterate, coming up to 20 minutes, 7 minutes of lesson. Eye contact with pupils. Always. Very good. Loads of hand
gestures again to help explanation of movements. Movements around the facility always helping different groups. Great use of facial expression. Not that tactile
with the pupils. Very little pats on the backs. Or handshaking or anything like that. VVery much

Well done. Precise, precise, subtle. Sounds nice. Very good. Very good folk music sounds.yering to very short very quick to stop interruption of lesson if there's
any disciplinary. Verbal humor again was 4 out, made the pupils laugh and the voice volume was very good.

Response is shown by teacher number 12 to move the group, again the group was very enthusiastic and so he kept that enthusiasm going. Teacher providing
pupils the voice of their feelings, this was not done as it was very much directed, maybe due again to Key Stage 1 Year 2, telling what to do. Teacher reacted to
what pupils said. Again, that link relates to #13, no questions asked and there's no reaction from the teacher to pupils's nonverbal communication, again
regarding rolling eyes or disciplinary procedures, no pupils were misbehaving and seeing if pupils were upset in any way, all very happy due to the happiness
and sound. He let that carry on because it was a good, it was a good group. Carry on, let's see. Hey, well done, very good, very nice.

Keep your arms out straighter. Well done. Example of teacher apparently managing own feelings, 22. Again, very good, lots composed throughout, there were
no significant elements to show that he's out of his comfort zone. Prejudice again, very good. Again, Kieran may be the one that's been hanging out, but he is
misbehaving quite regularly. Health and safety check and need to speak to Mr. Holmes regarding this. There was no warm-up, number 25, no warm-up activities
sufficient enough to warm up the pupils. Participation in teaching throughout, again helping out at groups and progression of skill was put in with learning
outcomes. Movement of all pupils during activities happened. It may be the case that the demonstrations are too long because of this. Again, Kieran's
demonstration. Right now, what shape are you going to finish with? Think about how you are now, sitting on the floor, so what shape would you do different
now? Brilliant. So he's gone from a straddle, he's slid across his mat. Okay. Providing opportunity for Kieran to promote himself.

Game and competitive environment was not introduced, not introduced. It may be due to age group. Again, curriculum ... scheme of work may have to be locked
at that.

Letting everyone see their movement, let's link that back to number 29 game environment constant praise for all open question neglected so again for 19 try to
ask a question didn't move straight on so people can just call pupil did ask question quickly answered another one answered leaving the toilet non-applicable
chaining hole part hole again linking with the learning outcomes on growth and development demonstration delivered correctly again letting pupils do that
effectively again recap again | need to look at that if I've got time to watch it cool down again | need to look at this to see if that was done effectively,
duration so far 26 minutes

we'll be leaving in four, | will have a few feedback attention performance controls the group well there's a lot of enjoyment from pupils good working as a group
lot of positive atmosphere and good progression. Skill set throughout the session you

yep, personal comments now will be 9 up sessions for next four minutes

again helping and demonstrating two pupils are now following him looking at feelings of to teach expressed by pupils too and

High five again, getting a bit more tactile, that's number five.

Now we're going to show you a couple of little shapes. Dylan's super easy, he's got two lovely shapes, he's going to start with his star, he then sidesteps across
the mat and finishes with a tuck. Lovely. Let's make sure we are holding those shapes; we're getting your dojo points out. | would let this as strong as you, but
that's going to be a pressure on the first day of the year. So, let's have a go. We'll do U2 first, and U2, U3, U2. So, one of you goes first, and then take turns to
show, and everyone else will watch. Sit up there mate, I'll wait for you guys to have a look and tell me what you think was really good about somebody's shape.
Providing feedback from groups.

Explanation of group.

Again that was a very funny movement made everyone laugh and sigh again good price

innovative thinking

nice straight arm XXX sidesteps

Lots of individual put price there, used names as well. | like the one with, what shape did they finish on there, she's on her back, what shape is she in? Back
struggle. Back what? Back struggle. Back struggle, is it? Back struggle.

What about XXX? Can | show you the pupils again? Give an additional praise for the pupil. What do you mean by XXX? Standing out.

Use tied knees. What shape did she start with? She didn't hold it very well. What shape did she begin with? She started at the start. Knees nice and high. Pupils’
coming. Who's not participating? In PE. No sitting in to watch. Reading a book.

32 minutes. We'll stay for another four. Go to second observation shortly.
One fell over. Are you alright? That's fine. Nothing wrong there. Just slipped over.

Do your next and colleague videos. Go ahead XXX. Ok, smash. Go ahead XXX. Did you do a shout to me? No. Back again, start again. Do your shout, hold it
for 3 seconds. Come on, strong, powerful. Be careful.

Okay, just waiting now to find out if all have now participated and demonstrated. Again, keeping others still. This is more towards coaching. Everyone was
enthusiastic and waited politely to have their own turn to show their demonstration.

One was, | never realised one was sent out, oh no. One was sent out of the room. Done discreetly, so the group do not get interrupted by it.

Asking people now what the price is. Writing on records. Moving on to next weeks stock. Next week stock.

let's finish in in 38 minutes Matsuai no cool down no static stretches no static stretches no static stretches just confirming that in just a short just confirming that
in just a short just confirming that in just a short while everyone else let's see what while everyone else let's see what while everyone else let's see what happens

okay no cool down so that happens okay no cool down so that happens okay no cool down so that finishes the session he 37 minutes finishes the session he 37
minutes.
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Ant: 2" observation. WAV

Tuesday the 21st of November 2017. This is Andy Holmes observation at XXX School. This will be his second observation, key stage 2, year 3. His
first observation was year 2, key stage 1. The time of the lesson will be at 1.25pm and it will be gymnastic dance following on to his similar lesson that he
delivered in his first observation. We'll be concentrating on the non-verbal communication, verbal communication of the teacher. Responses to the school's
pupils's emotions, the teacher's feelings and emotions and coaching performances.

We'll be looking at self-recognition, social recognition, self-management and social management on the emotion facets checklist. Visual aids are
being used which again, worked slightly for year 2, just about should be more competent for year 3 learners. They have been split into pairs for the gymnastic
event with 15 maths out in total. A young boy at the moment is just currently putting the visual aid out which is a two-sided sheet with five basic movements
and a sequence on the next page. So again, there will be some elements of progression.

He should know some of the pupils's names as he is a Key Stage 1 Coordinator. So he's got to know and build a rapport within the group itself. The
duration of the lesson today will be limited due to another observation taking part later on at 2 o'clock. So the maximum time at the moment has been at 25
minutes but it will be a 35 minute lesson.

You're 4'8", you're playing with this bucket! Say, I'm doing a recapping outside the wall, so they've got all in order.

Just very calm and composed, explaining do not tread on the mats, so clear and concise instructions, very simple for this age group. No uniform
used, again introducing a warm up straight away, | haven't seen this group before. So this is year 3, I've only had about 2 year 3. So this is year 3. So they are
moving around at the moment, not touching the mats, different ways to get an instant warm up, which is good, smart teaching on that side.

. you're going round round gold tiny voice again introducing the humor oh

facial expression half a good question inquisitiveness

Again, making it funner, making it humorous, again great way of humor, again teacher positioning,
again really getting it. Thank you.

Again, making it very funner, raise the voice, the volume of the listeners, due to the enjoyment,
Using our hands, and our fists. OK. And they're desperate to do it.

Okay, giving good compromise and negotiation management there which works well.

Good warm up to start, good eye contact, good facial, very good facial expression, again controlling the group well, good use of eyebrows and eye
contact, 25 pupils.

See you in class, see you.

On the mat, and the mat is where you perform, it's like your stage, okay? That is where you are performing. You're making more of a life factor.
You're going to start at one end of it and do a shape. Travelling across however you think is the best for you and then do another shape at the other end. When |
put you onto your mat, | want you to have a look at the sheet that's on there, and it's got a reminder of the five shapes. It's my class, we only did this class for a
couple of weeks. | don't remember the last time we did this. So, we've got straight shapes. Okay, I'm recapping, so good recapping first of all. Lovely, nice and
tall, pointed fingers, nice and big hands. Good movement in that facility. Do we have wobbly shapes, or do we have strong shapes? Strong shapes, okay. Non-
verbal humour used. Very nice. Very much so, which has been very good, and makes the young. Good praise. Excellent use of facial expression, and it's made
the pupils more infused. Someone partaked, and again, praised.

That's harder. Harder stroke. XXX, try and put your back straight if you can. If you can't reach your toes, you have to relax. Straight back. There
you go, nice. And the last one is the pike shape. Show me the pike then, XXX. Okay. Very nice. Straight back, straight legs. You put your pairs on, and a little
practice, and then we're going to play the shape game. Are you ready? One. Left leg, forward leg, up and six. You can have fun. All right. Okay. Great job.

And the other, we might need to see it for a minute. One, out.

| want you to practice these shapes, but let's don't do it because I think you don't need to. I'm going to pull out a shape. Boys, are you ready? I'm
going to pull out a shape and you need to make that shape as big as you can. But | don't want a floppy shape, | want a nice and strong shape. If | said straight
shape, you'd say so.

again doing a lot of good recapping good voice volume throughout the PE session good intonation during instruction the same tone of voice for
disciplinary because they all go well-behaved

again a bit of humour with competition introduced and and and and and and voice intonation with praise as well is the same but again it's quite good
because it's very enthusiastic at the start this one is shown by the teacher to the mood of the group again because they're enthusiastic he's enthusiastic as well
again making humour

that has been so anything but what i wanted to do simply was surrounded by clubs that that just really have there divorced kids Is that a star? No, is
that a starship? Yes! That's fine, that was always fine. What a good idea, instead of having to get up and get down and get up and get down. She just went,
whoops, starship. Again, making it more insurable and a lot more humour. You wouldn't be good if you had gone up and went down. And Lala stayed down on
the floor really, really quickly. Because these shapes we do, they'll come to you on the floor, can't they? Roman, have you all struck a shape on the side?
Romans never struck a shape, XXX. You're still making the right shape, aren't you? Okay. Again, providing price. In the teacher, provide people support. And to
display their own feelings. A response from a teacher for non-verbal communication has been very positive.

OK, feelings the teacher expressed to the pupils due to success and skill. I want you to work with your partner and obviously it's a common thing
that, only one of you can perform your shape and your travel. Party! Again sun. Ok again sun, how's this? Of.

trying to put more price than failure so some are doing it correctly but making it funner okay making it funner feelings the teacher expressed to
pupils's misbehaviour using a negotiation management regarding not getting people to work in pairs so there's a threat and also points points being deducted off
teacher managing their own feeling

again helping out
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again managing own feelings everything is fine, mainly looking at the clock just to see how it works but the lessons go in. Teacher has not showed
any prejudice to any pupils. Their health and safety during the prior to PE Again, quite good, with a good introduction outside, but again, all the pupils in the
correct attire, the correct footwear, apart from Mr. Holmes who's not in the kit, so again, needs to look a bit more efficient in the correct attire. Good warm-up,
good participation from the teacher, and good progression of skill. Movement of pupils has been good, and there's been good competition throughout. Position
of the teacher has been good, speaking to all the groups, and again, specifying praise of skill acquisition has happened really well due to the subject of
gymnastics. Chaining has been introduced as well, and good demonstrations have been delivered correctly. Recap is not applicable, but again, we'll look if
there's time for doing a cool-down. Put finger on lips to use a thought of expression. Good hand gestures with thumbs up. That's better. Again, improvement of
breath, self-recognition.

Did she do the right things? Yeah. Yeah, did she do her top? Yeah. How did she travel? She looked like a princess, didn't she? Gosh, how did she
travel to do that?

Oh, XXX! Let's have XXX! Come here, XXX! Sit up properly! Can you miss the paper? Right, shh! Let's watch XXX! Getting the hands clasped
together.

There you go! Stand up so everyone can see a really good star shape at the end. Stand up! Stand up! This gymnast has to finish with a nice solid
finish.

Again, change your tone, my voice is very disciplinary, it tells you to calm down.

Again provide more independence and again working in pairs is sufficient enough for year three. Connections of course, this is self-recognition,
open feelings and moods, again quite hesitant due to time and that has been shown, speed of voice has happened, so again you need to take more time.
Acceptance and confidence is very high indeed from the persona, so it would be good to measure self-recognition. Results, so that would be quite good,
interesting to see, should be extremely high. Emotional identification, importance is showing the ability to identify personal feelings, effectively reflecting on
personal performance at the end of the PE session which is very good indeed. Not much sensitivity, pretty good empathy, very good appreciation, a lot of
appreciation issues within this year group. Again this is a start of the year.

Not a key stage 2 though. Sensitivity, compassion and benevolence, again good coaching, helping and aiding has happened throughout and again
good promotion of progression of skill. Holistic communication, good listening and engaging, letting the pupils have their say, demonstrating a number of times
as well, growing and nurturing because they have the opportunity to do so. Setting the tone for long term learning. Good depth and breadth of relationship,
working in quality and personal professional relationships. They did have some resonance and rapport but again in fact it has been very strong as well because
he has looked after this group beforehand. Self-control and discipline for himself, he has been composed at times but due to the time constraints there has been
some concern and worry about trying to get the observation done in time.

As there is only a short period, 35 minutes in total. Integrity and trustworthiness, again providing principles and values throughout the PE lesson.
Working in pairs, so that could happen, that has happened effectively. Being very flexible and letting the pupils adapt in their own minds which he is able to be
done. He has been able to do that as well, so he has been working. The importance of focus, long term desire goals, how to show strong resilience to face
obstacles. Again there hasn't been many obstacles due to the behaviour of the pupils because of adding enjoyment and humour throughout the lesson. And again
getting along with others and social management, so he has built in instant rapport, that has been very good, and they have been very strong with the flow of
each of his communication for this year group.

Leading the group. Leadership and influence, warmth, very much so, likeability and presence and charisma and approachability has been very high.
Social management, self recognition will be extremely high while delivering this group. Change catalyst and response, championing action of the PE lesson
session, good elements of good use trust being displayed. Important. I'm going to give you a little bit of an overview. The importance of championing, yes, a
good focus there which is good, something that can be done in year three. Negotiation and conflict management has been worked very positively in this year
group especially with house points. And again adding more humour now to the lesson. It's like you've just taken off and had a war. So like | said some people
have started very low down in their shape and they've stayed like that all the way across. To make it happen. To work in collaboration, the importance of this
skill to build bonds and transform groups into teams which has been good engagement with the pupils.

XXX good round of applause on that again eye contact with pupils has been excellent good hand gestures demonstrating the movement with his
hands again so again this verbal and visual demonstration and communication again kids round of applause for the pupils very well behind movement around
the facility has been good number three good excellent use of facial expression good not much tactile from the teacher again maybe due to being male

Good girl! Right, what does he like about you? Very quick. He went into a forward roll, and then as he came out of the forward roll, he went
straight in. Brilliant. XXX? | like Sly, because she started off Sly, then she did her cartwheel, and because she was walking on her feet, she decided to do it like
that. Fantastic. XXX? | like Climbers. Why do you like Climbers? Because | let him take out, and went into the ... Right. Okay, let him take out. | don't think
that everyone has this, which is good. Right, I'm happy to see it, which is soft and easy. Soft and easy? Can you have a go for me? So it's XXX, XXX and XXX,
and then we'll just take somebody's feet up to one wall.

Again clasping of hands so managing their own feelings could be that clutch of hands.

One, two, three, four, five, six. So guys, you're watching. Oh, you're not going to do it, are you? Have a lesson yet? Maybe I'll just watch you guys
for a moment. Shh! That's a game changer for what? Off you go then.

any issues following issues please their comments deal with difficult pupils now pupil has you back in a positive way yes being too loud not really
been loud but not too low not purposefully and dealing with any issues conflicts non applicable

Again mate, that's for you, lots of smiling involved which has been good.

But yeah, good lesson. Very good. Good present. Good recapping as well. It's been superb.

Bob Observation One.WAV
Monday the 30th of October, this will be XXX first observation from XXX School, this is observation number 13, he will be delivering Year 2 which
is key stage 1.
Sport is catching a front ball equating to rugby scores for the other key stage activity.
Now, when you go back home, can you be careful please? You've got to be careful of a few things: don't trip over any benches; be careful of the
piano; be careful of my wife; and be careful of the coat - that's a good one. Why do | wear a coat? Yeah, because we don't want the coat to get kicked around.
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Anybody want to put their hand up and tell me what other thing that might cause an accident? You might get hurt. Yeah, | think the horse is fairly safe; | don't
think there's anything shocking for it. So hopefully you won't put your foot

[out]. Watch out for any objects that can trip you up. You fall over. One important thing

because there's 32 pupils here: if you jog around, be careful that you don't bump into each other, so you might have to stop; you might have to
move around them. But can you remember your cone? Look at the cone you've got. | will want you, instead of when | shout '"HOME', you are going to jog back
to your cone, okay? So you're going to jog around and when | shout 'HOME' where are you going to go? HOME! isn't it? Off you go, have a good one, okay? So
good warm-up, very basic introduction which is lovely and it's going back to the cone so again good agility and balance skills there brilliant. You've all gone
back to your places let's try that once more, off you go. Good eye contact with the pupils, and when asked, asking the question regarding health and safety a
lot of praise, good eye contact with the pupils.

One pupil trying not to go to his cone and had a joke, good humour

so again trying to do different skills and again increasing heart rate. Good use of facial expressions, eye contact very good. Good hand gestures as
well, pointing to where they should be going a lot of praise as well.

Good tone of voice, nice and simple, very enthusiastic, made actually humour of someone going to the wrong cone.

And the girl was crying, very good emotional statement. Someone trod on her foot which now she's going up to him and asks if he's okay. | think
she's just finding it difficult to hop but she's really upset, bless her. And now she's gone to go and wash her face,

teaching him new key words as well.

At home, you are going to skip the call. You got it. | tapped out a pupil, a pupil who was upset. She's just gone to sort herself out, that's very good.
Non-verbal here, he hasn't done any of that yet. The tone of voice is very good, very enthusiastic. It would be good to hear how he's liking the Key Stage 2.

Oh, can you feel your heart beating a little faster? How do you check your heart beat? Do you see their hearts there? | can see some people.
There's another way of checking. Now sometimes you don't know.

I'm trying to be tactile with touching wrists which is good, oh good answer.

It's going to your muscles because you're doing a lot of exercise and a lot of sport, and your muscles need that to work.

Okay, so responses by teacher to the mood of the group, okay, very good, good Q&A throughout. Teacher providing pupils to voice their feelings,
again, that's a lot of questions, which is very good. So, I've never taught this class before, so I'm really looking forward to seeing how year two throw and I've
got some different sporting equipments for you to have a go at. Before we do that, could you tell the person next to you, which sports do you know where
you have to throw or catch an object? Tell the person next to you. So, again, teachers providing pupils to voice their feelings, so they didn't really know what
they were doing. Now it's Q&A, that's number 13. Wally sets up the equipment, which is a very clever way for time consumption. Teacher reacting to what
pupils have said, getting lots of praise. Response by teacher to pupils, non-verbal communication, again, people handing up hands.

number 16 how many rugbies had their responses acknowledging the manner that valued them and going through every single pupil to get praise
When do you throw and catch a football? Because when | see pupils on the playground, they kick the ball. Oh, they have throwing skills.
Again go around the class individually but not selecting people who are shouting out. So again good contributions for success there in Q&A.

| don't think you need to throw the ball or catch it, but that would be a valid problem. That's a really good try. Let's have one more, yes. Oh,
handball! Good sports pick there. Number 18. Feelings of the teacher expressed to pupils due to success and skill yet to be shown. So we'll go through that in
just a short while. Any circumstances that made the teacher feel anxious or angry, not to date. Did the teacher show a power of prejudice towards a particular
people? Now, always asking questions to every pupil, which is good.

And when you're ready, show me you're ready by sitting down with your partner. Brilliant. Do you know what? | hope she is. She's really fast, isn't
she?

How far? Should we go about 5 steps? So, stand next to your partner, and then 5 steps that way, 1, 2, 3, 4.

So again, giving them some independent learning for Year Two but again in a simpler case, passing them a beanbag per group. Number 24 coach
performance was very good Q&A, good health and safety. 25 was very good as well; not really any dynamic stretches promoted but still very good. Not much
participation of the teacher again starting there we go nicely spread out in it in the hall as well. There's now a little bit of a gap in the middle, there's now
going round the floor praising and seeing how they're getting on with their skills. Again no specific skill breakdown has been introduced so but again he's
asked the question, 'How Channing Hope our hole', especially in self-reflection and especially on progression line that's been added in because it's just
throwing the ball the beanbag and position cheese moving that which is good again because there's a lot to watch more eyes and verbal communication. It's
provided timeline demonstrations deliver correctly didn't really do any demonstration because they're exploiting their own learning; number 34 cannot be
done because it's in a new group. Cool down here today

using hands for hand gestures to explain more detail regarding throwing and catching.
He is now helping to demonstrate a perfect throw.
He is now helping to demonstrate a perfect throw. He is now helping to demonstrate a perfect throw.

Now, show me your catching positions here too. Show me your catching positions. Oh yes, look, now | can see feet ready. Ah, this is good, | can
see them. Can you see all the legs are fairly straight? It's all ready. Now your feet slightly apart. Or one foot forward. Now you're going to catch and beam
back. Okay, sit down. Good job.

That looks like he's about to catch a beanbag. Can you see? His hands are open. He might have to open his hands slightly up. Carefully. See, | have
to bend down around his head. Otherwise, if | didn't bend, that would have fallen on the floor. Can you imagine? And then | have to put my hands around,
especially in order to escape. Some of you have your hands like this. Now that's not going to catch a beanbag. It's going to be a giant beanbag. Because it's just
going to go straight through. It's going to collapse a bit. A lot of the time, it goes straight through your hands. The most important thing as well is your eyes
and your head. Are you watching carefully?

So, again they're trying now to do progression going into chaining which is brilliant coaching development, so again working on chaining and
working on whole part whole we'll go on to the emotional key facets self-awareness and understanding again, higher density regarding correct attire and
image again it feels very important, important to recognise the impact of consequences to your own feelings and moods again even if and stress is not shown
so from self appreciation is to show strong self-esteem again this is very important in this class because it is a highly enthusiastic class. QSt.1.2 Emotional
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identification. area and PCZ.1 XXX States for HSLC its a training lets you practice and | pants importance to show an ability to identify personal feelings
effectively reflecting on personal performance again good

demonstrations for out and able to reflect on his own performance that again makes the empowering pe lesson love empathy sensitivity
appreciation definitely shown when the girl who's crying is now partaking uh quite well in the lesson getting a lot enthusiastic especially with the
improvements of skills um and again lots of praise lots of building the self-esteem with the pupils don't know if the pupils understand The questions with the
breakdown of the time, service and compassion, benevolence again helping and developing pupils, also moving around constantly, which is required holistic
communication. Again, receive information including emotional content, listening engaging, a lot of q&a required with these pupils because very eager to
answer questions and they want to start learning all the time. So, a lot more g&a within key stage one in comparison to key stage two.

Um, situation perception awareness important support process dynamic shifting emotion trends of pupils noticing their attention span, which is
very good again perfect time and it finished because there was it was still enjoying this session um and it was long enough as well interpersonal development
importance of growing and nurturing constructive connections setting the tone for long-term development which helped as well and to build strong
relationship due to being in pairs worked effectively with key stage one look at the eyes the eyes the eyes the eyes bothoke eyes the eyes the eyes the eyes
eyes the eyes eyes the eyes the eyes the eyes Can you touch with the other hand, please? Yeah. More of a challenge. Touch with your left hand. Oh! Mel!
That's what we're looking for.

Self-management, control, discipline, never shouted at the group, very composed throughout. There were some stressful situations with a couple
of the boys being quite boisterous and misbehaving at times, but really, really good how he addresses them in a very calm way. More of a facial expression, a
stern look, but the same tone and voice. Integrity and tough trustworthiness, the importance to work on conscious integrity, providing principles and values.
Again, talking about progression, working as a team, not laughing when someone drops it during demonstrations to the group. Again, psychology and
initiative, self-energizing, the importance of the ability to mentally and emotionally engage with the pupils happens throughout this group, acting and
choosing feelings in accordance with positive emotions. Something that | will touch on within social management is that they're talking a lot due to the
enthusiasm.

You've got to keep count. How many boys did you do? Twelve. Twelve! How many did you?

Very funny, someone said they caught 16, and the other pair said 'no', very good. Good to build that social manager of themselves, um, directed
performance and targeted action as well important to focus on long-term desired goals which was done appropriately had to show strong with villains and
face obstacles and setbacks as well, um, not that much action year two because again the younger the age the better but the behaved they do listen, they are
quite loud, but they're loud due to the content of the way they're not talking about anything else, development relationships along with others, very
important to cultivate a nurturing relationship doing that effectively with a Year Two really loud and really enjoying the lesson it did tell them to 'shush' but
again two pairs of boys just constantly touching the beer gesture with. Palm hand out to keep some quiet

very good chain and the whole part on great coaching, development, leadership, and influence again led the group well a lot of warmth and
likability, good charisma as well, good tone of voice, and always present for their watching, demonstrating their skill, change catalyst, little response important
to recognise the needs of championing action during the PE session using good stress which is good positive pressure so again catching with one hand,
catching as many as 30, so so again a good competition; negotiation a conflict manager this was this type of emotional management use bargaining. Any
promises made to try and create unity, balance, and gain their attention not really required for this group, which is good. Teamwork and collaboration port
skills build bonds and transform groups into teams, engaging pupils to generate effort, nurture spirit, and develop energy again.

The group works out really well; started to work very well. Go back to the actual observation of the teacher: eye contact very high, good hand
gestures, putting hand out stop people speaking without their hand off movement round off facility constantly, good facial expression, especially for
discipline, the tone of voice. Was the same not too tactile with pupils not required because they were quite dependent on movement, non-verbal humor use
not really voice intonation during instruction and demonstration was very very clear and very enthusiastic.

Please don't shout at us, we are super like pupils in this class, and we are so impressed with you. And did you beat your score before? How so if
you beat your score? You can't stand when people shout at you tonight, but again, always prize extra after which is very good.

Number 11 voice volume, very good as well. Everyone could hear, probably can be heard from the Dictaphone itself. Number 12 response shown
by teacher to the mood. The group again, when they were shouting out, he let them carry on talking because it was all about the actual delivery of it. They
weren't misbehaving anyway; it's just pure excitement. It's just pure excitement. The teacher provided pupils with a voice their feelings. Again, did that as
well, let them ask questions. Teachers reacted to what pupils said. Again, always praise and positivity. Even when people were misbehaving, they were talking
about how good they were in past tense. Response by teacher to pupils's non-verbal communication. Again, very good indeed. Anyone misbehaving, he
always looks up and gets their attention. Many pupils had their responses acknowledged in the manner that they valued them.

Constant praise. Always tried to go around the class. And always provided individual contributions and success. Showing excellent participation
and getting them to demonstrate to the group. Please again express for pupils with their skill in tasks. The class was highly praised. Feelings the teacher
expressed were due to failure. Again, stopping, training, going back to the whole part, all good coaching, processing. Feelings the teacher expressed to pupils
due to misbehaviour were complex. Facial expression was stern, but the voice was still softly spoken. And quite nice and enthusiastic throughout. The
terminology again was quite, was not too, too autocratic and was quite gentle. Teachers anxious and angry, it's not shown. Concentration throughout.
Managing their own feelings. Again, this is not applicable because again, it just shows a very calm teacher. Very experienced teacher. No prejudice - three
notes of prejudice, nonapplicable, number 23.

And finally, having saved you, brilliant, number 24. Good warm up, 25 infants mentioned. Participation of teachers. He did provide two
demonstrations. But also let the pupils do as well. Good mixture. Good progression of skill. Excellent. From the bean bag now to the hoop. So again, it's
increasing. Providing good positive pressure. Good eustress. Movement of all pupils during activities. That was good. Constant movement. It was very good.
Game and competitiveness were introduced. 30 seconds to do as many counts as possible. Some of the pupils got a bit too competitive, which is good.
Position of the teacher during skill activities. Constantly looking great, which is brilliant. Always helping the less able, which is good. Specifying praise of skill
acquisition again. Trying to help using the bend of the knees as well, and where the hands are located. And to do that, number 32. A lot of hoop, heart, hole,
and chaining was taken part. Demonstrations delivered correctly by himself. And also by others who were doing it brilliantly. So the whole growth was good.
These four lads who are arguing about how many counting to do is very funny. Cool down. Yet to be done.

| just want to be clear on the floor, you need to listen very carefully, for these girls are doing a brilliant job, and next time | talk to you, you've got
matching, you're going to have to explain to us, | don't know if you've noticed, your hand is really like this, no, with a beanbag, here, see how I've got my hand

258




on it. | just took a ring away from George, I'll do some misbehaving, and wasn't told, | was just, the ring was taken off him, and highlighted how important it
was to us to watch the demonstration.

Very good. So you're confident with one hand. Show me with your two hands. Oh, | wonder. Think about it.
Again I'm coaching processing so he's going back to simplicity which is great.
Good prise for pupils.

A round of applause to get some prise. Overall performance by the teachers very good. Really good emotional intelligence throughout. Good
tone of voice, good eye contact.

It's constant eye contact on just a few pupils. The rest are very very well behaved. Not all pupils are progressing, but majority are. So it's been a
very very good lesson. Very very good lesson. Thank you. | started at 2:20. I've been stopping and starting the actual dictaphone just due to memory as it took

a long time to save. It's coming up to 2 o'clock so 40 minutes so far.

Can you show us what you're doing please? Really? Yeah! Watch this! Hey boys! Oh yeah, I'm going to use the collar. You two, | want to see what
you two are doing. Brilliant! So a good throw. Are you guys ready? Can you go and wave that way? Are you ready? Are you ready? Oh yeah. Peace.

Are they being silly? And what happens even if they drop it? They come straight back to it. Oh! Three more guys. Great. And because they're from
Hawaii, they all go for one hundred. And stop there. Some of this round of applause by the pupils which is good. Really good demonstration showing a good
competition edge as well. Thirty seconds. Three, two, one, go.

Whatever score you have got; you've got to now try out

okay, moving along, trying to help out the pupils as best as they can.

Again, a lot of hand gestures are needed, but again not that tactile, but a lot of hand gestures are required for Key Stage 1, for guidance, good
thumbs up, good enthusiasm for praise as well.

I'm doing really good.
If you know what this is, what does it say? It's a tennis ball. So, if you haven't had one so far, you've got a small group and you've got a tennis ball.
Now, if you drop this, what | find is, especially on this kind of surface, what does a tennis ball do a lot of times? It loves to bounce. If you drop this, it might

also roll around.

Use your hands and your feet to show me how well you can do this. | have seen some really good improvements so far in year two. I'd say for the
first time we tried throwing, we had quite a few Jordan dropping insoles and already we had different practices and using three different skills.

Make sure it stays in your hands. Ooh, okay. Could you just show me? If you just put the tennis ball, actually, do you want to put the tennis ball
on top of your coat, so it doesn't roll around? Can you show me?

We'll be moving on to second observation shortly, in four minutes go over to 2.15 to watch observation 14.

Participant Bob Obs Two.WAV

Okay, Monday the 6th of November 2017. This is XXX second observation. He was delivering in his first year 2 Key Stage 1. Today he's delivering
Key Stage 2 Year 6. That is his own tutor group. Topic of PE lesson is Rugby. Hand-eye coordination, ball control with hands, catching and throwing.

Shackling out, making silly noises. Let's get the girl to pass over and over. If you know how to behave in a PE lesson. Could you stand by a corner
please with no more than 2 people by a corner. Go.

I'm going to go back to that. So you're going to travel around the hall. Just be careful, please. Any obstacles that are around. One moment,
please. Any benches, any chairs, anything like that. And the biggest thing with this, because you are quite a bit, and it takes a lot of room when you're moving
around, is don't bump into each other. So what we're going to do is just

have a more stern, more stern conversation.

| can recap in last week's lecture.

Again, just trying to go through health and safety for Ed. He didn't hurt himself, so it's fine.

I'm just going to sit out of there, the sun's burning me up.

Okay, so we're getting a lot more hand gestures being used.

We'll be back.

Good demonstration there by the teacher, so participation of the teacher, participation of the teacher number 26, good demonstrations there.
Demonstrations delivered correctly, so number 33, good forward tone of voice, keeping in one position at the moment due to it just being a warm up, | need
to observe the whole

Ok, getting the teachers providing pupils with their feelings there which is good praise after that. Instead of them being quiet.

Ok, we'll break talking, it may be something that he may try and introduce. Ok, good warm up exercise, hand on hip, can highlight in the year
group.
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Thank you for watching!

Now, as you know, we are doing something slightly different as far as giving us and it will not give you more planning, but we are focusing on
improving your game and your privacy.

When you're about to serve the ball, so you have got a little bit of throwing.

Now I'm expecting you to be able to do this quite easily, but when you were throwing and catching this, can you think about the position and the
different parts of your body? If you saw somebody and they were struggling with either throwing this or catching this or you wanted to help them to improve,
what would you tell them to do differently, perhaps from the different parts of the body? | want you to think about that when you come to do some throwing
and catching. It's not a play.

Okay, so we go on hand gestures again, frequently used movements of the facility to want to concentrate. Let me just do rather Louis movements
around the facility again, was used quite effectively, good use of facial expression and non-verbal human use, no humor was used. Voice intonation of
instruction demonstration

again evaluating so using your six key stage two skills of cross-curriculum a cross-curriculum on the conversation and communication for the
human as mentioned up views force volume again is a continuation of its allowed for response shampoo teaching the mood of the group again trying to keep
them calm, especially when they were getting excited. Some questions are being asked, and again just quick delegation has been resolved and trying to
organise them. He's moving around the floor now again with boys competing boys are kind of... not misbehaving but trying to expend their skills or girls are a
bit more conservative so again farmer froze by the boys again which it hasn't been noticed is something that I've noticed throughout learning outcomes are
being shown out by the teacher they have been put on the wall and again same as it is his first observation. Looking around and then going through learning
outcomes or what's been doing, I'm catching a good repeat of the year group just to highlight the importance and maturity of the group right so let's see what
we can do here so let's see what we can do here.

If you wanted to be efficient, how would you do both? What would be the best way? Teach reacted to what pupils said. Very limited.

Hand gesture just there to stop using pulse on the hand a full flat hand a feeling to teacher again more cross-curriculum conversation
demonstration again communication of what has happened so evaluation self-evaluation again how many pupils had their responses acknowledging the
manner the failure didn't again answers were right but very little praise that each answer has been given how often did teacher refer back to individual
contributions again this was shot this has been quite repeated what the pupil has said to clarify clear explanation

I'm not going to let anything go.
If it doesn't go, you've got a chance to actually start.

The feelings that the teacher expressed to the pupils due to failure, which hasn't been highlighted. It's been kind of equated out, so again it's not
even highlighted, expressed due to pupils's success and skill. It's not on the class of praise, because it's high expectation that the task will be completed by this
year group.

1'm feeling the teacher expressed to pupils due to misbehaviour, again yellow card, it's been threatened. Any circumstances that made the
teacher anxious.

Okay, now back to the classroom. A round of applause or praise or anything like that. Again it's trying to get everyone partaking again. Again, the
boys are now throwing quite erratically due to everyone partaking and the teacher has yet to see that because he's over the far side. | feel that when he gets
to the side, he will again throw some discipline around. The teacher out, um, managing their own feelings, the teacher, non-applicable, again, sometimes hand
on hip, left hand on hip to hold some stability. Teacher shining prejudice towards any pupil or pupils, non-applicable, to date. Good health and safety. Good
warm-up activity. Participation of the teacher is good.

| want to see how many crashes you can do in 30 seconds. | asked somebody over here why they dropped their beat bag. So if you drop
something, just look at the culture. Movement of all pupils. Do activity. Very stop. Start. Attitude. Trying to get more, er, discussion within the actual PE
session itself.

Again, people are counting for any chance of a win. Game of Competitive Agreement has been, has been introduced now, erm, so they've got to
count it as many as they can as possible. They've got to count as many as they can as possible. Er, well, if you want to understand defined Missions. Please
consider getting involved online to hold a charity event at M maxAndroid for the benefit of your pode. Digamos, espo.am.au. The nombre de la herramienta
aplicada en este video es articulada por el grupo Def pret ambassador.

In 30 seconds means there'll be one catch per second. Good maths has been introduced.

Pushing in a new teacher during skills activity, it's been quite good. Again, progression of skill has been, will be introduced from beam back to
hoop to ball and demonstrations delivered correctly. Again, very basic skills but it will be the case of speed and accuracy being introduced, motion facets
checklist; again hands on hip again, conscious and deliberate reflection on own personal identity, image and stance has been good. Looking at the time,

importance to record. Importance to impact and consequences of own feelings and mood, again very composed within this, again introducing a
lot more theory in these practical.

Assertiveness again, personal restrictions and limitations though still expressing self-worth.

something | need to listen to actually. If that happens in other key stage two, year four, and year five, highlighting the year group to reiterate the
the status of where they stand motion and identification important shown ability to identify personal feelings which is worked out well. Empathy, sensitivity,
appreciation very little sensitive was shown to the girl who injured herself; she's back just partaking it as normal, so that's quite good. But again, Shannon
appreciation of their age group and the maturity levels, which is great serves compassion and benevolence again helping and coaching and develop their skills
again increasing their pace and will concentrate on that in a later part of eustress which has changed catalyst holistic communication importance of delivery
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send and receive information including emotional content listening and engaging again good engagement walk around the group trying to have a look at all
the different groups, good countdowns as well; so again, countdowns are working more time frames are more distinctive in key stage two, three.

Can you show me? So how did you get it? Oh, so two hands together? Did you like that? Using good terminology as well,
| don't know if you can see it, but there is a lot of water in this room.

Okay, it's interesting. | haven't seen someone in. Okay, let's see.

So again, not a lot of, um.

Can you question that? Girls, sit down. Did you notice when it came through, it traveled through the air like this? The spinning boat. Which makes
it quite tricky of arm to cap. But when arm to it, it travels through the air like that. What's happening with the hand position? How is one traveling like that,
and another one traveling like that? Yuri? When the girls throw, do you know what they're doing? Yeah, like one goes like that, straight, and one goes like this.
Yeah, one's got their hand sideways, like this. So when you throw it, you throw it like that. When XXX throws it, she throws like this.

Again, doing demonstration of pupils, well you notice three very good demonstrations as well were shown, but again no praise in comparison
what the pupils would be done. They've got a lot of praise during um their demonstrations in key stage one and year two, that he did in his first one. Uh,
situational perception awareness again shifting emotional trends of the pupils notice their attention again, the attention and focus uh awareness and
connection again. It's quite difficult as the group is highly spread and there's different things abilities throughout more of a competitive element element has
been introduced. Going on to self-management, self-control, and self-control discipline handling impulsive behaviours used a couple of the silent uh stairs to
try and control a couple of pupils which has worked well. Uh, threatened of a yellow card in uh near the start of the lesson. Again, the partaking of the
competition is taking part because it's less of a skill improvement and more competitive less movement of the teacher psychology. Initiative and self-energy
portraying passion by changing pupils's feelings during the PE session again he's not portraying his own passion but he's doing more of a managerial style of
getting more people, more the pupils taking over their own roles with more competitive elements. More than 20.

How many boys? You've got 40, 42. 42. Do you know what's interesting? You know these boys that are like the frisbee throw? Yeah? When it
came to time-wise, they went underarm. You changed your methods, so | could see, keep your stop please, | could see, right away, if you put a bit of pressure
on, you all go, I think nearly everybody's going for that underarm line. | have to say,

Let's see how you learn to do 41. Go. Catch and throw, catch and throw, catch and throw. Feet. Can you see if the feet are in it? Look at the eyes.
OK, trying to get that. Again, no praise has been highlighted. But showing them individually, demonstrating to the rest of the group, is an indication of doing
the job well done in this year group. So again, very little praise on that side. Challenging objectives to assume acceptable risk but staying on course to
complete the PE session on time. That was done. Strong resilience and face obstacles and setbacks. This is the teacher, not the pupils. This was good,
especially the age group. And again, mix of girls and boys. Again, they are working very well. Developing relationships. Getting along with others. Very
important to cultivate a nurturing relationship with pupils during a PE lesson. Having quality connections built with instant rapport, which he has done. This is
his group, turn group.

Again, specifying praise of specific skill acquisition there. That's number 31. Again, comparative analysis as well as being highlighted, which is very
good.

So I'm going to take the tennis balls, so | get another texture.

So you need to have real control over this. Can you put the stop here, please? Less than status, 30 minutes. Developing relationships, getting on
with others. Again, that has been worked well. Leadership and influence. Very bureaucratic leadership has been used within this group. Very little laissez-faire
has been introduced as well due to, and | think that has been done throughout the whole of the PA, throughout the careers.

Negotiation and conflict management. | think regarding conflict, there hasn't been much conflict. Again, nicely working in pairs. Team and
collaboration. Importance of skill to build bonds and transform goods. Going on to change catalysts and responses. Again, importance to recognise the need to
change and champion action. Again, there has been progression for it and quite a strong comparison as well, which has been good. Okay, going back to the
observation transcript: 31 minutes. Eye contact with pupils. More, a lot of looking at the clock again than being independent. They do not have to. They have
an eye on them all the time.

28 pupils. That's 28 to 8 pupils.

Stairlock on a facial expression with eye contact with his pupil, misbehaving while discussions being made by playing with the ball, silent and with
a stairlock, that was all that was required. Again, something that may not has been done in early key stages. Movements around facility, again slightly still
within this skill aspect, again looked at the first half of the group fast side and then stopped and now doing it again which is good. We have gone to this side
which is good.

| was just going to ask you, because most of you, of course, you've got your hands ready. Why don't they sit with you, you've got your hands
ready like this? Why is that a problem when you're teaching in the middle school, Sydney? Because there's no one else going to be able to do that, so you
need to go straight to them. So it's going to go straight to them. Of course, what they're doing. I'm going to never be silent to get someone's attention.

Well, yes, if your fingers are too close, but at the moment, they're too far apart. XXX? Well, this way, you've got to make sure that you are
bringing your fingers round. And once you've caught it, it's going to be a little bit like this. The only way to catch it like that is to cut it. Right, so it's not going to
be a little bit like this. You've just mentioned it. It's that half-a-dark kind of clap. Some people are not looking at the teacher, especially the girls, a lot of the
boys are. Again, some are slightly tired. Again, you do find that a lot of the pupils are dazed. Right. Voice intonation during instruction:

very clear and precise. Voice intonation during disciplinary: mainly on silent stare. Voice intonation during praise and development: reiterated
what has been said or what has been done to clarify what has been good. But again, no well-done or brilliant or positive words to show that they are doing an
improvement. Verbal humour used effectively. No verbal humour within this group. Voice volume throughout PE session: very stern, ever attacking. Sorry,
sorry. Sorry. You did it. | don't know if you noticed. You know, when you were through to the last minute. You did that. And you automatically went from that.
So when you do go to practice, normally, you're going to do something like that. Response is shown by teacher to the mood of the group. Again, the group are
tired.
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Trying to get them to partake more now compared to the start where there's a lot of theory and a lot of conversation. More participation is
taking part. Teacher react to what pupils have said. Again, just it's more of a reiteration of what they said instead of praise and response by teacher to the
pupils's non-verbal communication. Again, if they are moving around or again, using no discipline, very much pause, silence and a stare looks after this year
group quite effectively. Just feeling to express the pupils due to failure. Again, if they're making mistakes, they will highlight why. Due to the hands. Again, if
they're making mistakes, they will highlight why. Due to the hands or feet or lower the learning outcomes on the throwing and catching exercise. Feelings the
teacher expressed to pupils due to misbehaviour.

Again, as highlighted, any circumstances that made the teacher feel anxious or hungry. Hasn't really done. | think he was looking for a lot on the
time, but that's due to competitive element, but not an anxiety. So some teacher apparently managing their own feelings. Again, hand on. Hip left hand on.
Did the teacher show apparent prejudice towards a particular pupil? Not really. Health and safety check. I'm just looking if they've been taped the earrings. |
presume they are. They're all in the correct attire. Shoelaces are all done up correctly. Good warm-up activity at the start. Working on the agility and
participation a teacher again, more the case of trying to get the pupils come to pupils never heard the countdown

Movement of all the pupils during activities, again mainly standing, mainly standing rather than throwing and due to that it's mainly skill
acquisition and heart rate hasn't gone up too much. A competitive element has been introduced with how many catches you can do in 30 seconds, and this
was done on several times, rugby balls will take place in just a short while. The position of the teacher during skill activities have been slightly limited but again
they are independent enough to work effectively, especially in hand-eye coordination. Specifying plans of skill acquisition, again that's been done quite a lot.
Lots of specifying areas that need improving and hole, hole part hole has been good as well so that's been good shining on that.

To do this, but this time think really carefully about all the things we talked about: the hands, the feet, and the knees; how your eyes are
unconscious, but you probably are just thinking 'would you rather'?

Ok, competitive environment we introduced you to; position of teacher during school activities mentioned; specifying players as mentioned;
showing up as mentioned; 33 demonstrate delivered correctly, again got pupils to do that which was good. Recapping last week, so he's done that as well
quite effectively. And finally, cool down with static stretches will need to be looked at. Going back to XXX lesson, which was done quite well but | missed it to
get on to this session, so there was a cool down, repeat, was a cool down.

Remember the rules. What's your rule when you pass in your own group? Ready? You can't have the floor. So you are looking for, because it's in
the hall, that kind of sideways pass. So let me see how you get on with your rules.

Boys all showing off.

Lewis is the pupil, is doing it correctly by getting him to do

again; XXX is demonstrating how well done he is.

Good teacher stayed in one place, needs a bit more movement.

Good position by the teacher.

Going to use more high-termed terminology.

Guys now move to the other far side of the hall, get a lot of hand expressions used by the hands, so hand gestures being used number two.

Turn around! Turn around!

One, two, three, turn around, one, two, three, turn around, that's like a pop group out there. Big bubble here.

Again, all excited, no timeline. Again, more enthusiastic because it works quite well.

Again, with a mixed group, it's more enthusiastic. Girls, very good. Boys, slightly misbehaving. Louder, which is quite good. Good moves. A stern
tone of voice, very plateaued.

Again, now Brian's repeating a good answer. So again, it clarifies what needs to be done.

Now, if | want to throw it to the left, my right hand is on the top. If | want to throw it to the right, my left hand is on the top. If | want to throw it
to the left, my right hand is on the top.

Okay, concentrating with the eyes.

Again, skill-specific being demonstrated or highlighted by a teacher and again, 48 minutes which has been a good session, it's been good.

I wouldn't normally do this with any other class, but | know a Year 6 can go quite a bit. Okay, mentioning the year group. Some of you will be
changed in 30 seconds. | will ask you to come back and just try to leave the things off. The public kept up the rugby ball, make sure the cones are put away. So
I'll be looking for some sensible comments.

I've seen some massive improvements; I've noticed particularly in your sword: you're getting better at your throwing and catching because you
are using what? You are using

good hand gestures to direct the question when the question is not answered, he moves quickly on to the next one, okay I'm recapping on this
week's learning outcomes number 34, you think about your technique, yellow card, you think about your technique, okay lesson has finished at 3:70. All right,
no call, don't take them part, okay it's finished in 15 minutes and 10 seconds.

Carl observation one. WAV

Observation number two, quite airy, so | have to be quite quiet, this is year five, key stage two, health and safety is being introduced first, safety
checks, sitting prop play, number twenty-four, coach performance done very good, going to do warm up activities, Q&A on apps activities.

This observation is for David Lloyd, Holyfield School, Year Five, Key Stage Two. Number of pupils, 26, that's two six. Topic of lesson, gymnastics.

Individual questions.

Avoid the bat in a way that you think an animal walks; warm up again to raise heart rate.

You think they can't dance this way, but you are jumping around already, so I'll show you what we do. We can move around like this.

Voice volume number 11, very clear, very precise, clear rules and obligations.

So nice, warm up starts. No static stretches, which is good.

Fun and enjoyable. Kids are smiling; pupils are smiling. Making noises of the animals. Teachers moving around the sports hall effectively. Very
little hand gestures due to having the lesson plan in hand.
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Very little facial expression used.

Hands used to gain discipline.

Try to make some humour, verbal humour, to get pupils to sit up properly,
so gymnastic shape.

Visual aids are used, learning outcomes on VDU. This game is called 'Washing Line Boys'. Now washing lines, I'm going to call out a different item
of washing that | might hang out on my line. Now, each of these shapes relate to an item on my washing line. So, having had a look at a straight shape, what
do you think? What item do you think? What do you think that might be? Maybe? It could be a tower. Okay, nice and straight like a tower. I'm going to say
that one. Yes. Okay, yeah, we'll go with tower. That one could be a tower. Stereo tower could teach you to react to what pupils did. So, again, providing that
opportunity. Pants. Pants. Do you reckon that could be pants? No. Okay, we'll go with it. So, we've got a tower. We've got pants. Star shape. What could that
be? At the back. A dress. Two pupils are dressed in their PE kit but sitting doing the visual aid. | don't know if they are participating or not but still participating.
Pants. Pants. Pants. So, | guess that was it. Thank you. Bye-bye. Bye.

Adding humour to the lesson. The layout, the explanation of the session has gone over.
Four minutes. Warm up was three minutes long, which is sufficient in time. Great use of visual aids as a coaching point.
Hand gesture to do countdown down skip shows his attention,

Okay, introduction, movements, started, more cognitive force in comparison to younger group, so get more memorization, voice of invitation for
instruction, demonstration was firm and assertive, first with discipline, again a bit more direct, but again very assertive as well, for intonation of prayers and
developments, again the same tone is being used, this would be interesting to record, emotional intelligence within communication, on the elements of social
recognition, which we'll go through later,

And while that's warmer, we need to do, we've got our bodies a bit warmer, but we need to start warming up some of our muscles. So, | want
you to copy me at the front. To start up, | want you to put your legs back shoulder width apart. So your legs should be back where your shoulders are for us to
go down. Same, to the front, right to the front. And you can go on this mat on your own because you're not concentrating. So, legs apart, hands by your side.
Next, we're going to look to one side and back four times. We're going to go one and back, two and back. All the exercises, all stretches, dynamic and mobility
stretches are being used. That's dynamic and mobility, very little static, very good.

neck exercises are being partaked in stretching not normally doing stretches on neck muscles but due to gymnastics forward rolls so we're going
top to bottom top to bottom we need to research our neck exercises validity and reliability

teacher participating the form of effectively doing countdown
making it enjoyable as well

3 and 4 and looking this way. Next with your one hand we're going to slide it down and try and touch our toes and back. 1, 2, hold it there for a
second, 3, good stretches being demonstrated by teacher, good participation by teacher, implementing some humour as well to motivate the group. 1, not
too fast, 2, hold it for a second, 3, girls on computers are now partaking in activity which is good. Next one, we're going to bend our knee up to our tummy, 1,
try and hold it, and down, do the other one, 1, 2, 3, on the other one, don't go too fast, and 4, hold that balance, nearly faint, don't stand at the front.

Next one, we're going to touch our feet, disciplined, no change of voice in tone, just directed in a location away from the privileges of working
with friends. No aggressive discipline shown. Because this is something I'm going to be looking for in today's lesson. | want you to pull one muscle, sorry, pull
one pose where your muscles are strong, now listen carefully. I'm not talking about Mr Universe, biggest muscles in the world, and I'm standing here like a
hawk. What I'm talking about, what I'm looking, is showing me how you can pull a position where your muscles are strong. For example, | might be like this,
where | can feel the muscles. Demonstration of by teacher to show the first position. | want to feel the muscles strong.

So can you show me, after three, think of what position you're going to have, Sophie? And show me the position. So after three, 1, 2, 3 and stop.
And the problem that I've seen in the moment, is I've got a lot of wobbly bones, and | want to feel the muscles strong. So | want you to pull straight, strong
bodies like a statue. And statues, you see, don't wobble. So, | want you again to show me a position, not just yet, show me a position where your body is
strong. Sixteen minutes and still within the warm-up. If it's a one-hour lecture, that's sufficient. 1, 2, 3. Also, the aims of the lesson have been highlighted as
well. Now, as | was saying, today we're going to be looking at lots of different skills. David has provided a lesson plan visual aid there.

And these top tips today, you are going to label yourself either number one or number two. So right now, label yourselves one or two. One, one,
two, three. Three, two, one, everyone look this way. Now, as we go through today's lesson, you are going to take it in turns in being the gymnast Harry, and
the teacher. You have got these teachers help sheets on your mat. And these are here to help you, these are here to help you get into the correct position’s
kind of. Okay? And with these, you can be telling your partner how to improve their gymnastics. Now I'm looking here, I've got loads of pupils who go to
gymnastic clubs and things like that. When I'm looking here, I've got loads of pupils who go to gymnastic clubs and things like that.

When | was young, | didn't like gymnastics very much. | liked football and other things. But you are here to support your fellow pupils as well.
Some of you will love gymnastics. Some of you might not be keen. But we're going to have a mat at the front, which is going to be my demonstration mat. And
I'm going to be coming around, and I'm going to be looking for things | like. I've got two privilege cards to hand out today. You might not be the best gymnast
in the world, but | might still be a future record holder. Crutches again being introduced into the lesson by observing fellow classroom mates participating in

the gymnastics, 19 minutes our main activity is yet to partake; warm-up has now been reduced back to normal resting heart rate.

Pupils are getting a bit agitated; some literacy skills are being introduced and timeline on how to find out the benefits of a certain stretch in
gymnastics. There is a long time of sitting down with activity motion composite checklist will be gone through during the main activities' time. It's now 2:35, 1,

3,4,5,6,7,16,17, 18,19, 21, 23, 24, 25, and 26

fingers. Okay? Have a read of those. Now, | want you to take it in turns. First of all, number one. Can you have a go at doing it?
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Okay, activity is now participating; they only have 20 seconds, prise is now being shown. Walking around the hall, trying to look at individual
improvements by looking at someone's toes. So again, core point on coaching performance, progression of skill number 27. Trying to look at individual
improvements by looking at someone's toes. Two pupils were removed due to being interrupted by our presence. 20 to 30 seconds physical activity. No
physical activity during a 20 second turn around.

contact has been made so contact to any of the pupils have been made no high fives no patting on backs again trying to improve individual
performance from using the handbook moving random facility was very good that's number three number three movements around facility very good

number 11 for slow volume for a PE session very good number 10 verbal humor is not present

present again 22nd short period of time maybe due to the lack of concentration of this year group that's key stage two year five right self-
recognition importance of having conscious and deliberate reflection on our performance or density wearing the correct attire constant demonstration very
important on the motives of health and safety and warm-up six seven on comparison to key stage one lesson seen earlier right round of applause some
humans now being introduced and motivation our connection To cause and effects, this is again of the teaching themselves, a

good demonstration, again, no participation of the rest of teachers

on Zoom. Actually, it's not safe, yeah. Hold on, hold on, hold on, hold on for five seconds! Quite confident, needs a change of tone and voice, self-
strong as well, which is good. Recognise good strengths, especially experience of delivering warm-up; 4 minutes no activity, which is good. Personal
restrictions and limitations, this is consciousness and assertiveness. Again, feels confident within teaching this lesson. Emotional identification, showing an
ability to identify personal feelings. Again, nothing really there to show that he's nervous in any way or form. He's got a lot of empathy and sensitivity. This is
quite limited, maybe due to the age group. Again, the same tone, non-verbal signals are very limited. Words are quite complex, such as extension of certain
stretches. He's trying to get more direct feedback, very little indirect feedback.

So again, someone's got to ask a question. Okay, he praised and gave specification on why it was a good banana-blank race, back race. That is on
skill acquisition specific praise, that's 31. Shown on two pupils. Perceptual awareness. Again, shifting emotions. He praised and gave specification on why it
was a good banana-blank race, back race. Again, he praised and gave specification on why he was getting the most attention and the pupil was not getting the
most attention. This is quite limited, maybe due to the interaction changed of the pupils, noticing their attention. Quite limited at the moment, due to the fact
that some pupils were getting impatience because they weren't doing enough physical activity. Four minutes was only two minutes for this activity, four down
to two minutes. Let's see how that goes. 5 seconds. Why don't | want to hold it for much longer than that? Why would I not? Probably because you'll get tired
and then your muscles will start to ache. Again, safeguarding issues introduced.

Very little listening due to the fact that they are working in pairs, and they have each other. Being handed their own responsibility to teach.

Not spending a long time with those. Walking and not stopping with each group. He has stopped with one, but mainly due to behaviour. So two
are being told off.

So now they are behaving a lot better. Self-control, discipline, boarding, flexibly handling, impulse behaviour. Again, he's now demonstrating.
First time in demonstration time, 29 minutes and 50 seconds. Taking a long time. So number 26 participated to try and help. A lot of progression. Position of
the teacher during skill activities. This is going back onto the observation transcript. He always constantly be moving, which is good. And again, he's trying to
introduce change in the whole part, whole and self-reflection. Coaching improvement throughout the curriculum and learning outcomes. And demonstrations
are shown after each activity. Going back to emotion facets checklist. Goal directed performance. Again, that was a good focus with privilege points. And also
looking at certain activities with one group individual in the pair, being teacher and one participant.

Very basic obstacles and setbacks at the moment. So again, this cannot be recorded. Social. When | came round to a group, somebody was doing
really well. They had their hands out and they were trying to do this one. What's this one called? A back support. But what is wrong with the one I'm doing at
the moment? How could you improve what I'm doing? Lucy. Lucy. Make sure you get your feet to be closer. Perfect. Can you demonstrate for us, please?
When | was coming around, | noticed Lucy's and her feet were always 33 steps. Again, very good again. A lovely straight back and straight arms. But again,
time, long time to take part in the demonstration. It's a little bit of a challenge. You're getting quite good with it.

But you've already been packed to the beat. Okay. Social management is the last section to investigate. Developing relationships, getting along
with others. Very important. Cultivate nurturing relationships. In a stark position. A nice, strong position. This hasn't been shown that strongly. In my strong
position, | can feel my legs are strong. Due to the lack of humor. | can feel my legs are strong. Enthusiasm in talking. A tone in voice. Humour. But what | want
to do is go for a business that is shared. And non-verbal humour also. And | want to go into leadership and influence. Important. Deliver people with warmth,
likeability, presence, and charisma. Again, this wasn't shown too much here. But again, the age group, they would be left to their own responsibility. How |
could move from my start.

Getting involved and engaging. Definitely. Which is very good. And again, that influence made them take even further. Deliberately persuade the
pupils to be enthusiastic in the PE session. Again, providing their own enthusiasm, being more innovative in their own design. The same person was selected
to answer a question due to experience in gymnastics. What balance are you going to go into? Um, this. Again, number 16 is 16. How many pupils had their
responses acknowledged in Manitoba? Good price. You can do whatever you want. | would like you to travel from one to the other. Lovely. And that is
travelling from her start position into her balance there. Okay. And you don't have to do the one that Lucy's just done. You can go from one position, so your
strong position you start with.

XXX, that's a warning. You're not watching. You're not paying attention. And if you do it again, you're going to have to do it on your own. So,
watching this way, please. Because otherwise, you could end up hurting yourself. So, going from, come on Lily. Sorry. You were doing the right thing. So, you
wanted to meet with one pupil. I'm incorrect. But made the correction strict. Sure. Um, regarding number 22. Apparently managing, no, sorry. Correction,
correction. Number 16. Responses acknowledged in the Manitoba. Responsible teacher, pupils's. Um. And, actually, 13 is the man. | mean, teacher providing.
And you've felt it yourself. So he overcame it one or two times. It's not male fragility. Or potentially trauma.

Rough age control. He even asked them to make them feel more motivated.
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Going back to emotional facets, conflict management, importance of bargaining with pupils, again praising them, giving them warnings that was
used frequently, type of emotional management used in one class and another. Again, this was an element where he was using the same emotional
techniques to all pupils, so again no different enthusiasm or different style of tone of voice with different pupils. One pupil is now injured, looking at health
and safety, doing handclaps, handclaps, handclaps, handclaps. To get everyone in sync, same collaboration, importance of the skills to build bonds, bonds
were built effectively, really, really good. Really nice to see him getting the girl in crutches involved.

There you go. So all facets have been completed and described.

Clarified questions on transcript. Number one, eye contact with pupils, always hand gestures, very little movements around the facility,
constantly. Use of facial expression, not that much, not very much small. Tactile with pupils, no handshakes or pats of backs. Non-verbal humor, again that
wasn't introduced. Voice intonation during instruction, very clear and precise. Voice intonation during disciplinary. Again it was the same tone or similar tone.
Again, voice intonation during praise and development. Again, same tone or similar. No significant difference. Verbal humor used effectively. Again, very little
verbal humor demonstrated. Volume was very effective throughout the whole PE session.

Pupils don't seem as enthusiastic as they did at the start. Calm down a bit. Maybe get it to you at the end of the day. That's a lot. Stop starting.
Catch up and teach distance. Teacher providing pupils to advise their feelings, not a lot of times, maybe one or two times. Teacher reacted to what the pupil
said. Again, very limited chance for them to have a chat. Mr. Cole was being asked a question to reiterate what needs to be done. Responsible teacher has the
pupils's non-verbal communication, the pupils’ imagination. | repeat, number 15, response by teacher: Pupils's non-verbal communication, due to the fact that
the pupils have been flat, there has been no raise of enthusiasm within the voice to motivate the group; how many pupils have their responses acknowledged
in the manner that values them, there was quite a few due to individual demonstrations and good praise.

Again, the praise has been specific, so why it was very good; how often did teacher refer back to individual contributions and success, again
recapping about four or five occasions? That was very good on coaching points, and again good motivation. Feelings the teacher expressed to pupils due to
success in school: again praised them on specifics and highlighted it to the class; feelings the teacher expressed to pupils due to failure in school. Again,
improvement, if there was anyone misbehaving, he did it effectively, quietly and just to those two people without the rest of the class being noticed, feelings
of the teacher expressed to pupils, misbehaviour, again same feeling really for 19 and 20, questions need to be adjusted, any circumstances that made the
teacher anxious or angry, no not really, very calm, very collective.

Again, helping demonstration as well, example of teacher apparently managing their own feelings, again not shown. Did the teacher show
apparent prejudice towards particular pupils, no, that is just coaching performance already touched on, but again, good health and safety check, good warm
up, good participation by the teacher. Good progress. Progression of skill as well, so working through the booklet, which is good. Movement of all pupils, this
was an element of required improvement, too much stop from starting, need to still constantly move, raise the heart rate, it was going back to almost resting
heart rate due to so many demonstrations. Game and competitive environments was introduced, this was not the case, because it was working in pairs
throughout. Positioning of teacher during skills activity and movement throughout the classroom was very good around the sports hall. Specifying praise for
skill acquisition was good throughout. Chaining or part-hold was used with visual aids, demonstrated the village correctly, again demonstrated the village
correctly.

The last two, numbers 34 and 35, will be recapping this session and last week as well, which was done at this session, and also called down on the
learning outcomes and finally called down. Let's see if there's static stretches involved. Provide feedback on the overall performance of the teacher; the
coaching performance was very good. The emotional format on verbal communication, change of tone, change of volume, and change of humour may be
introduced. Class became flat, so more motivation may be required. Maybe suggest a competitive edge to the lesson plan itself. Lesson is now at 42 minutes.

Session couldn't be done, tried to reduce it down, maybe go into a chaining or simplifying the movement, wasn't introduced, so going back to
coaching, which may be one aspect that needs to be looked at.

Looking at progression and so anyone who's doing activity now on each table so it's looking at how they're going to improve each session. Good
duration of activity actually, it's 44 minutes but | would say a lot of time was utilised for exploration of delivery of each activity and of demonstration.

Enthusiasm of pupils has improved after a longer duration of activity. That was over five minutes long. Good. And smiles are back on the pupils's
face. Sitting still makes this group feel lethargic. And xx, XXX, why did you find that trippy? Because we have tried that. Sorry, you two have some people
talking over here. Charlotte, who sits in the front, and XXX, who sits in the back. XXX, that's her. That's an issue we have been able to like so many times. What

do you say? Thank you. Thank you. Thank you.

Slip and straight. Excellent. So, you've already made this, but it helps if your partner is being slim and straight rather than being floppy. That can
help you out. Who's got one that they would like to be down straight, so they think it's particularly good at the moment?

Everyone wants to know, what do you think they have done particularly well? Hold it for three, two, one. Thank you, boys. Right, every group
should be able to tell me one thing they've done well in that. Every single group, like that.

Very good, so now everyone should know what they've done positively. So therefore, everyone put their hands up. So they know that there's
going to get answered questions. Everyone's participating in answering the questions,

right. And they're going to get a piece from every answer and repeat the answer.

Thank you boys, give them a big round of applause. Who else would like to demonstrate? I've got lots of moments here. Let's go, three, two, one.

Hold it, and dang, you get a big round of applause. Dang, they've actually become some of the level 3 ones. They've become some of the level 3
men. What?

Easy element, easy mistake made regarding looking at the sheets when he highlighted that he was on a level three that was actually in the
booklet; um, easy mistakes to be made.

Yeah, | also really like that they communicated so they actually, | think it was XXX, you say one, two, three, and then you actually jumped up so
that XXX wasn't just holding her, okay? You don't have to be an incredible hook, your partner can help you as well, okay? One last thing, XXX.
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Let's go, please. Girls, I'm listening to you.

And give them a round of applause, thank you girls. Okay, we can tell them two things, but one thing that you like about that XXX, | haven't heard
from you yet. I'm really straight legged. Really straight legged. Can you notice, you're all liking the same thing as you go through. So this is something we've
got to make sure we put in our work next week.

See, as | said, this was kind of a revision lesson, George. We're going to start developing our balances from level 2 to level 3. But we're going to
try some transitions and traveling from one balance into the next balance. Okay, so we're going to start putting all of these things together to create a
performance. And then we're going to put it to some music. So we're going to put this to music and start to see if we can come up with a routine between us.
Using timing, that we're using dance as well. I've got lots of people still rolling. Stop for a second. Now, before we finish, we're going to do a wall dance. Okay?
Everyone, stand yourselves up.

I would like one of the pupils to do this this time. So at the beginning, | had everyone standing at the beginning, at the front. And moving their
heads and warming their muscles up. To warm down, we do a similar thing. Just to calm our muscles down. So we don't pull muscles. Don't do anything or
anything. You can come up to the inside. Who would like to do this? XXX, I've been very impressed with you today. Okay? Can you stand at the front? And |
want everyone to follow Lucy. So, first of all, XXX looks like. Can you tell us what we're doing, Lucy? So, we're just gently pulling back our arm, which just pulls
all of our muscles in our arm. Thank you. Hold that for five seconds. And do the other one. Who's got one? Who's the one that can follow on from that? Josh.
Okay. So, with our arms, can we just gently, don't tug on it, gently hold. Five seconds. And then you can do the other one. Zane, how do you think this is?
Who's going to follow us? Who can follow on from that one? Sophie. Zane.

Cool dance work completed; recap of this session wasn't really made but highlighted what we'll have for next weeks. Good demonstration can be
utilised for the pupils participating in doing this. Put your arms backward, you should feel it on your muscles underneath your arms. Thank you, hold it for 5
seconds. And to finish, with your legs, put one arm out, and hold. Choose your compaction, holding. George, you're not being sensible. And squat. And hold.
And shake it off. Shake it off. Shake off was good. And stop. Infuse our sleep, all the pupils. And if you try to slip again, shake it off.

That session is going to be finished; duration of session, 54 minutes, 55 minutes. | should say, good session.

Carl Observation Two.WAV

Okay, this is Observation six. No tell a lie. No six, yes. Observation six. This is on Monday, the 16th of October. Watching XXX deliver Year Two Key
Stage One. This is his second observation, on comparison to Year Five. This is at Holyfield School. As mentioned, Year group two. This is Key Stage One.
Number of pupils to be confirmed. Observation two: 16th of October, Monday, at 1:20. Gymnastics will be taking place. The group themselves are renowned
as very good at gymnastics. Troublesome. It is Mr. XXXX' class who has been observed. Who was the first person observation number one. So it would be good
to do a comparative on that as well. On two people delivering the same style of class: Topic lesson, which is gymnastics. But in two different teachers.

Observation of nonverbal communication. Verbal communication. School pupils's response to emotion and communication. Feelings and
emotions of the teacher and coaching performance will be recorded as always. Emotional facets checklist. We'll be looking at self-recognition, social
recognition, self-management, and social management. Yes. Yes. Yes. Yes. Yes. Yes. Yes. Yes. Um, it's still a long way to go due to the troubles with the pupils
and Mr. Holmes will be also sitting in due to um, two or three pupils who are severely misbehaving and having behavioral issues, okay? So it's now 1:31 so it's
taken a long time for the group to get changed. The reason for this is to get Mr. Lloyd to build a rapport with the pupils,

28 pupils, 28 pupils,
29 pupils.
So Miss XXX’S voice is very different tone, very high, very enthusiastic, very simple.

It doesn't matter about your bones perhaps, maybe even your muscles, but we are warming up to try and make sure we don't hurt ourselves. Oh,
I'm getting lots of people shouting out, 'Come on.' If you want to speak to me, what do you need to do? Yes, put your hands up, don't be shouting. So, we're
going to play a ball game, because we're going to get our bodies nice and warm, we're going to get our heart beating, and we're going to get blood flowing
through our muscles, so we don't hurt ourselves. Now, this game I'm about to play, or you're about to play, there are a couple of rules. You all have your feet
in the air. For this first game, we're going to be moving around this room.

But, we cannot go on the blue mat. Okay? These are like islands, and on these blue mats, we can't go on them. Because, | don't want anyone
drinking it, or falling on the floor, | think you'll share today. So we're going to move around this room, and the aim of this game is called Animal. I'm going to
say an animal, and you are going to have to move around this room, again, not on the mat, like this. Like, the certain animal, | say. So, for example, if | was to
say 'It's an example' for the animal to simplify the activity.

Okay, | can move like that. I've got another way | can move. Still talking about monkey. Yes, you can move. Well, if | stand up like this, then move
to the side like this. Super ideas. Okay, now. Super ideas providing price. Very, very good. Super ideas. Because | might shout monkey, but then | might shout
out another animal a few seconds later. And you're going to have to change. You're going to have to change from one animal into another animal. Okay? Does
anyone have any questions about our game? Lots of questions. Listen carefully, because your friend might ask the same question as you. What's your
question? Okay. Yes? Do we have to, like, do we have to, like, do the, do the, you're going to move around this room any way you want.

You're going to have to be careful not to bump into anyone else. And you can't run on a blue mat. But you can go in between them. You can go
around them any way you want. Let's give this game a go. We've got lots of questions. | don't think we'll work yet. So, if you understand this answer, on the
mat. Okay. So, Mr XXX's voice is more enthusiastic compared to his year four group, year five group: apologies. A lot of good eye contact. He's a lot gentler in

tone of voice when doing a lot of noise. And

so again, he's not telling them to keep quiet, which is good, because the pupils are enjoying it, a lot of smiles on their face. One pupil has hurt
himself and starts to cry. He told him to take a seat to calm down, start crying, then turns his back away.

Nice quiet one to go. Told the pupils to move away, hasn't yet spoken to the pupil who's hurt himself. He's crying a lot at the moment.
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No hand gestures as yet, as he has the lesson plan in hand. Suggestion to put that on the side. Movement round the hall, not using magnetic
eyes. Again, the new word for two.

He's got a visual aid now being used in Year Two. The pupil has come back now, | don't think he enjoyed the actual warm-up activity, so | made
the excuse of his eye. Perfect, good praise there. Again, it's difficult not knowing the pupils's names.

A lot of eager pupils wanted to partake and show the demonstration. We're going to call the Tuck Sheep a ball of socks. If | say, 'ball of socks',
you're going to get yourself into the Tuck Sheep. Just on your mat. You don't need to move around in this one. Then, I've got my Scar Sheep. If anyone would
demonstrate that. Yes, me baby. Lovely. The Scar Sheep. The Scar Sheep today is going to be a wombat. A wombat is the Scar Sheep. If | shout out, what are
his voices? If | shout out, what are his voices? Again, gentler in comparison when the pupils are loud.

Again, providing equality. The Scar Sheep. The Scar Sheep is a real badger? I'll go Others call me The Crane. Perfect. I'm going to call that one the
Jump, the Jumper. And the last one is? The Pipe. The Pipe. If you show me your pipe.

Again, I'm helping to demonstrate and so as well as the pupils doing it, he's also demonstrating as well just to help them out well, let's go through
the list, force of imitation and instruction as | said, small simple miles more sympathetic in voice any disciplinary please and thank yous using magnetic eyes to
try and praise them, voice annotation do praising developments again more gentle and comparison verbal humor again very little humor at the moment but
my course of voice volume thread the PE session is very good indeed number 11 good vaults value response shown by teacher to the mood of chick roof one
example would. Be that this is number 12, one example would be the pupils making noise in the warm-ups, so that was very good. T who's doing a real now,
so this is coach performance, so again this is number 25 system pre-war memory one, so this is mainly on stretches and teachers provided pupils to force their
feelings but quite a lot actually giving them not a lot of opportunities demonstration and also has to ask questions. Teachers reacted to what people said,
again very positive, bit more praise, but again it's difficult if you don't know the pupils's names. Responds by teacher to pupils’ non-verbal communication,
again.

How often did the teacher refer back to individual contributions? Quite often actually because there is a lot of demonstrations, 6 demonstrations
required for the gymnastics moves.

Again praise for someone who improved. Feelings the teacher expressed to pupils due to success, skill and at tasks. At the moment he has looked
very calm and collective. Feelings the teacher has expressed to pupils due to failure in skill. Again explain the reason due to injuries. When someone has
improved, he then praises them in front of the group. Feelings the teacher has expressed to pupils due to misbehaviour. Again, just explain the circumstances
if they are misbehaving and control the whole group.

Any circumstances that made the teachers anxious or angry? Not as yet. One pupil is misbehaving at the moment. The teacher is angry. Just paid
a mini over-pass. The chemicals, she perhaps has already used to shake Schmuck's butt, hey? The pupil is arrested or karyoénbej, everyone may have heard
this before. A striking appearance on the street. Now there is also a praise. Each little pupil there is. Even activates. No countless pupils being attacked. So EE.

Timeout! Now involve in a demonstration. A lot better, um, notified one misbehaving pupil out of 29, which is very good. Again, constant praise
on this rule of stretches, which is good. Teachers should express the pupils's due to misbehavior, which is number 20 just explained any circumstances that
made the teachers anxious and angry again. Nothing there, so he probably touched 21, 22. Apparently, managing their own feelings again not real uh
expression uh did the teacher show parent prejudice towards particular pupils? No, not at all. Providing opportunity for boys and girls but

You were going to be doing some different shapes for me, eyes up, eyes on me. But you're going to be travelling from one shape to another
shape. I'm using a bit of a complicated word there, does anyone know what 'travelling' means? What does 'travelling' mean? Tell the person next to you. So
let's bring it in, group discussion now. Health and safety was done appropriately, warm-ups were done, participation of the teacher, he always participates in
helping the pupils. Again, progression of school is yet to be shown, 15 minutes in, movement of all pupils during activities, COVID still at the moment but
should be taking part soon, have done a good warm-up and done some good stretches, dynamic stretches, hasn't added in any game or competitive yet. Still
to be added in, precision of the teacher during school activities, he's keeping an eye on all the pupils, good position for Q&A and then moves around when the
pupils are participating. He hasn't done 31, this is yet to be touched, 31 onwards, coaching performances because they're still moving on to the progression
side of and the warming-up side.

Self-awareness and understanding, this is looking at personal identity, again wearing the correct attire, being very professional, got the
equipment all ready and set up, connections, cause and effect, important to recognise the impact and consequences of our own feelings and mood, again this
is hidden well effectively, separating external and internal factors that can affect the own emotion, again not knowing the group, again this is not really
showing that it doesn't know the group at all.

So this is letting Luella, her pupil, participate.

Which you're going to take in turn, one of you is going to be the teacher, like me, and one of you is going to be the gymnast, then you're going to
swap over. So, what does one person do? When pupils are not calm. Concentrating or losing, his tone of voice is very dramatic, as probably heard, so if
someone's not looking, it goes extremely high, and again that tone of voice attracts them more positively. And sir, you can do whatever you like. Oh, I've still
got some pupils, that's a real shame. Thank you. I'm sorry, because | don't like to use small factors, it's a real shame, but at the moment, I've got two boys here
who are having a chat. You're not showing me that you're listening. We won't be able to go any further until you start showing me that you're listening on
your mat. Still waiting.

| think a girl needs a toilet.

Again, six minutes now since the call down, so it's a lot of discussion before going into the actual activity. Again, this is more on safeguarding the
health and safety issues.

I'll start, I'm putting on pause now and find out when they start. | can then go through the emotional facet’s checklist. Okay, two-minute activity,
one being the teacher, one being the gymnast. Two minutes now I'm releasing the energy into the body. Go through the emotional facets we've already done
self-awareness and connection, self-appreciation again, good strong self-esteem, good personal worth, while delivering a PE, coming to grips with the
personal attributes so again some of these elements that he will feel out of his comfort zone because he doesn't know the group, that's the limitations, but
this is still working quite well; importance has shown the ability to identify personal feelings can effectively reflecting on personal performance, this will be
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shown during the session of the questionnaire which we handed out today, especially on comparative to his year four group empathy sensitivity and
appreciation a lot more sensitivity and different simplification of words and layman terms to this group but then very little nonverbal signals no hands
gestures and

uh for the group themselves uh service compassion and benefit benevolence again aiding. And helping us getting the teachers to get pupils to be
teachers, to do that. But also providing visual aids, so that's been quite good, uh, providing constructive support as well for aids again. Right? Who would like
to demonstrate a holistic communication port to send and receive inflation, including emotional content, listening, engaging, and connecting with others,
sending receiving verbal and non-verbal signals constructively throughout the lesson again. A lot of the pupils do listen there's one pupil again, um, he's very
uh destructive so um, but this is due to the fact that the group is very destructive. But again being controlled quite well by Mr. Lloyd, interpersonal
development, uh, growing and nurturing constructive connections, setting the time for long-term depth and relationships, working with quality personal
professional relations, so that's been quite good. Provided a round of applause as well for praise. Self-control, discipline again going specific skill now asking
the audit the pupils or what she's done, so waiting to talk and they went into what, what did you go into all you can tell me yes um self-control, discipline very
good, discipline uh handed impulsive maybe extremely well in fact um there's Two or three pupils that are misbehaving,

so you can use the proper language. You like the way she did, what wasn't just jumping? What were we doing for lunch and things? And let's ch-
ch-ch, Chuck XXX! Okay, again recapping, which is a midway point and switching, which is what I'm doing with the pupils and misbehaving, and the pupils and
misbehaving, they're really well-informed. Um, there's two-three pupils that are misbehaving, isn't good psychology initiative self-energizing emotionally
engaged always throughout portraying passion getting passions worked out because of the different tone of voice that has been used especially in comparison
to his four-year-old class acting and choosing feelings in accordance with positive emotions optimism constructive feelings limiting negative emotions for ads,
which is good. So anyone misbehaving wasn't really severely being told off; the importance to cope this is creativity agility flexibility adaptability.

There are some pupils misbehaving, | think again there's a bit more discussion going on with the demonstrations so they're losing, losing the um,
the concentration of the pupils so now they're going back in to physical activity; they've suddenly awakened since. He said, now it's your turn to go again, so
they're back up ready to go again. There is a lot in this flow throughout the lot of six or seven lessons that there's a lot of discussion and stopping and starting
something; they must do to cover learning outcomes of the lesson goal director performance actually targeted action. So I've just gone that except Rick's
staying on course for the PE lesson on time, so that registers my social management developing relationships getting along with each other again work getting
the group to work in pairs which is very good leadership and influence again he's been he's been warm he's been likable.

His presence is there, more charisma is probably needed, and more approachability may be required, especially when pupils are injured. Again,
he's trying to get people participate more, uh, change catalytic response so we can need to change for championing action during the PS session using person
interpersonal skills and abilities to progress individuals on performance. Um, looking at good stress again, this is something that has been touched on because
of the simplicity of the activity, but again the activity is simple because of the age group, so again they are not doing that many elements on teamwork. And
collaboration the importance of this skill in building bonds and transforming groups into teams. Engaging pupils to generate the more effort which has worked
well, good nurturing spirit as well in the PS session, uh, to build synergy, which is great, uh, developing interpersonal emotional effectiveness accordingly. | will
go back now to the observation transcript.

Again, verbal humour quietens down to try and get everyone's attention. Now, with the four shapes, if you go back to social management,
especially if you change a catalyst to champion the activity, which has increased, so that's good, providing that stress for the pupils, use stress to move
forward.

finish. And what's your name? XXX. She's going to go from a straight shape to a tuck shape to a star shape to a straight shape. And | want you to
try and track that. So to start off, this is going to be what we call a routine. She's going to start with a straight shape. Can you show me a straight shape? Lovely
and straight, pointing up to the sky. And | want you to get down into a tuck shape. Now | want you to travel from that to a star shape. Think of a way you can
travel. Has anyone got any ideas to help? Oh, just jump straight up. Lovely. Very good. Good prise. So again, putting this Champion in for all the, to get one
person to demonstrate.

So, again that was quite good regarding the catalyst and response focusing on your stress and positive outcomes so that's good

okay, so going back to these questions voice intonation for discipline again more gentle in comparison to year four facial expression again more
smiling may be required hasn't smiled or hasn't made any laughing good eye-to-eye contact good thumbs up again a bit more and just being used now to
show place moving around the whole facilities during activities are always done nonverbal humour again is hasn't been introduced no verbal humour which is
not the 10 number seven intonation during instruction and demonstration again hasn't been touched voice annotation for discipline so voice intonation
during instruction is very good | should say that's number seven for PLATs and developments again is being more infectious more affectionate being
comparison previous lesson response is shown by teacher to the mood of the group again given the excited he lets some be more excited it's quite nice to see
it's nice to hear noise it pretty good level of comprehension seems again let them bonsai class Raz and use their own demonstrations Teacher.

- o6bsicnete the mood of the group and the mood that they're in react to pupils what they said again quite positive on those elements and
response by teacher to pupils’ non-verbal communication again been very good how many pupils have had their responsive knowledge to them every time
they've had a question asked and answered it's always been answered on a positive element how often did teacher refer back to individual contributions
again round of applause on three occasions feelings the teacher expressed to pupils due to success school task again a lot of praise there feelings to teacher
expressed to pupils due to failure again anyone who's incorrect who never made any disciplinary or highlighted their

mistakes but provided praise when the improved feelings the teacher expressed to pupils due to misbehaviour again just how just again no telling
off no rise of tone in voice or aggressive behaviour by the teachers or any frustration shown very calm and collective any circumstances that made teacher
anxious or angry doesn't not being shown at all hands behind back at times but again that mean more towards it's now relaxing the environment than being
stressed everyone has to be chased the enjoy all the stress | don't want the pain and anxiousness and the stress this is reduce how often I'm running long time
for no reason why so frequently to hastily handle the broken part of

vision thinking about how much that it rumbled still that who thinks | can't hundreds of questions keep a certain distance between learners result
in a more relaxed team at years of age output be small prejudiced on it's office and enemy in difficult states what's the car fit in a uniform with no TV much
people running is very comfortable then interaction with its kids and =& Wine Minneapolis had to say there's some truth to this because his words that all the
Financial requirements are being given to pupils, essentially, and that's four-point movements so again a bit more activity involved later on game and
competitive environment not really introduced positioning of the teacher again helped to help all the walk to every single map every single pair group during
the session, good change in and half a half on self-reflection
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specifying prise or specific acquisition difficult to do with the large amount of participants in the group, demonstration delivered correctly again
this was praised when it was completed; a pupil is chewing their toenail and eating it, that's lovely. Welcome to you too, and recap last week's and this week's
activities get very difficult to do that, but a lot of recapping was put in during the session which was very good and which was mentioned 36 minutes has gone
already, quarter with static stretches again, a lot of price for people going into specific skills again, very good breakdown

simplicity in town he's being introduced, people are now pupils again, again.

He did a nice straight down hold. He did, but how can he improve on that? He can improve it, but when he did the straight shake, he could
improve it instead of jumping.

I'm going to try to prove it

could have been a little bit more of an angle, okay? Now, he didn't do them; they were a little bit longer than we did today. So he's looking at
those pictures and seeing how we can improve. Now, you all listened really, really well. Getting more praise by the teacher. | would love to have more time.
Normally, we'd have a bit more time. Very good listen. So the time is now 39 minutes. And again, due to time, no cool down has been taken place. Okay.
Again, eye contact throughout.

Again, being polite and using manners when a question was asked.

OK, lessons ended. Time is now 40 minutes and 20 seconds. Some are asking questions.

Demi observation One.WAV
Observation of XXX at Meadowview School. This will be year group reception, key stage early years, age of pupils will be at the age of 4, number
of pupils to be confirmed. This will be Lizzie's first observation on Wednesday the 8th of November 2017. Delivery time will be at 10 o'clock.

Is it multi-games? Yeah, well, we'll see how this goes. We did like a little warm-up with them first. We've got one, two, three, four, five activities.
Brilliant. But | know I'm literally going to have to be like, OK, so over here. Whereas with mine, I'm just like, OK, so figure out what you're doing at each one.
And | let them figure it out. It's really, really interesting. Yeah, it was yes, | was in year two. And they were using visualised paper for year one, so year one just
didn't work. And they were given a hand with a physical piece of paper. And she was then explaining. Not a chance. Too much, yeah. And then they were
doing another activity, a gymnastic activity.

So it just, which is good to know, because you just don't use, you just don't use tangible visualised. Oh, this is a huge, huge learning point for all of
us. It's just brilliant. Me and Matt have never gone down to reception. The lowest I've done is two. Yeah. | think XXX’s doing another year group now, isn't he?
Or is he doing reception? He was doing one. That's right. | don't think he can do one now. No, he was going to do Mrs. Farm's class. That's right. So he might
have to do reception then. He's doing reception, | think. But he said he needs to do it later. I've got an email from yesterday, so I'll pop in. Because I've got
Sarah back-to-back, and then I'm not going to want to, I've got to be not going to want for a lecture to deliver.

Yeah. Yeah. Yeah. | don't mind that there is another opportunity, another key stage. That's fine. No problem. | don't mind as long as the parents
don't mind. | think she'll be fine with that. She could even, well, it's the weather then, isn't it? So she could even take them outside. Well, yeah. Yep. She was
just, she had seven more pupils to obtain, and | ran her a quarter to. Oh, bless. So that'd be another half an hour. | did mine, a song on YouTube. Put one song
on. And by the time it's finished, you are lined up at the door ready. Yeah. Does that work? Yeah, it works. Ah, good. It really works, especially if they've
chosen the song as well. Yeah. Yeah. That's true.

Okay, a lot of hand gestures, a lot of intonation during the disciplinary, but a lot of praise as well when people are not listening but then listening,
so again constant praise used, voice intonation during praise, very exaggerated, very well done, very high tone and high pitch as heard there. Responses
shown by teacher to the move of the group, again very excited, again the energy had to be equally excited as well. Responses by teacher shown with non-
verbal communication, again very excited, the moving around, they're kind of letting them go on because they're still doing a lot of physical activity. | think
one rule and objective is required instead of doing multi-skills all at the same time. If she was by herself, do you want to continue, carry on, well done.

If you're teaching your run and early years reception, | would say it would have to be just one activity. Teachers to express pupils due to failure,
again not really failure, just oh well, and it's always been praised. Trying her best to get people involved, one girl's playing independently of her, that's not . .

They did, but on a one-to-one instead in front of a group very much partaking throughout we're going to coaching in different in a short while
feeling the teacher expressed any circumstance that made the teacher anxious again with the pupils not listening lots of pausing a lot of trying to compose
herself by thinking of contingency management which is probably one of the highest elements of skills required and using emotions to get that across
especially if you're not experienced in teaching this year. Group participation by teacher number 26 very high, in fact a lot more so than it was one pupil is
misbehaving again. Um, health has not checked good. The warm-up was good. Participation high by teacher. Um, the question of skill progression of skill again
there are some elements of that, but movement of all pupils has been very good. Number 28 game environment has been done in warm-up again that wasn't
very productive or positive because someone's sitting out again blowing the heart rates but more important films like they have failed. Um, um, um, um, um,
um accidentally paused for 10 minutes so it has gone for 20 minutes long

right pupil has. Been misbehaving, position the teacher has been pulled across by the ta teach position of teacher during skills activity try to move
around as much as we can back into class, specific line prise of skill addition not really touched on two stop the Anas veteran over a section change on
appearance participation people demonstrations that are very what the simple skills me and last weeks activities that can affordable yw table national facets
and give you can active odd into soi wearing the correct equipment and having the right kit and having the correct equipment. | don't think it's a priority. It's
important to recognise.

importance of recognising the importance and consequence of our own feelings that was done, but again quite dramatic,

again exaggeration of tone of voice to listen to their answer; a holistic community, sorry, self-appreciation, acceptance of confidence was quite
neurotic at times.
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Importance during PE lessons, personal restrictions, and all the temptation. The importance of showing an ability to live your own life, the ability
to identify personal feelings again, slightly red in face at times when; empathy and sensitivity, very high sensitivity. Appreciate the abilities that pupils have
got, that's a high 10; service, compassion, benevolence; again aiding and helping, coaching and developing others, helping us a lot, especially with
demonstrations, listening, engaging, connecting with others, sending out; again doing more of a warm up than a cool down, but again it's more of a good
activity to work with as a group, as a whole. Interesting. Personal development, the importance of growing, nurturing, constructive connections, setting the
tone for long-term death, again this long-term is not applicable for this year group, self-control and discipline, that's a very high one for self-management,
emotionally persevere during hard times, which is a major priority for this year group, again for a year group that they are inexperienced to teach.

Again, very nicely gentle tone due to disciplinary, integrity and trustworthy, very much have to be trustworthy and work with the pupils
themselves. Self-Psychology initiatives, self-energizing, importance of having the ability to mentally and emotionally engage, portraying passion by changing
pupils’ feelings during PE sessions, action, and choosing feelings in accordance with positive emotions throughout pure optimism, and again, highly
constructive feelings throughout the session. This was a necessity to get them partaking in the lesson. 1 Russia.

Goal-directed again, drive to choose, challenge an objective, assume acceptable risk but still staying on course. That was not done due to the
multi-activities shown. Due to it being multi-activities, there were too many pupils split into group environments again due to the dependence, so the teacher
found it difficult to deliver on that term. Social management, very important to have cultivating and nurturing relationships with the pupils which was highly
shown, having quality connections and building rapport, which was a difficult element due to each pupil having an extreme different ability of cognitive
thought. And also in physical preparation of their physical activity movement, so their biomechanical elements. Leadership and influence which was very
important, again to have a lot of warmth and likeability and charisma was highly required within this group. More in fact.

Then if you do in key stage two, especially on charisma, but again charisma is still required but for these early years, it's highly, especially within
tone of voice. Importance to recognise the need to change champion action. During the PE lesson, this was lost due to the break-up of the form. The sign
language was lost, and this is why we did this lesson. The four challenging areas which were those in range. The first one, the colour don'tness, RGB
background, when quite specific with aversion to the Kalau 3&pap in the inner middle-us. Another issue about colour dotting which | mentioned to you since
this course is rather on the higher tier. Stress was on that side for the teacher itself, but for the actual pupils, again, the use just wasn't applicable due to this
year group because he found the activities even throwing, catching being told to go to certain areas was a difficulty, negotiation and conflict management
importance on bargaining with pupils, again competition hello it was introduced as well,

but you could go on to negotiate conflicts, management a lot of negotiation was required emotional management used from one in one class
than another again that was due to individuals, but again breaking it into four needing more variety on that side, teamwork collaboration that was introduced
well, but again, teamwork it's more individual activities but working around others will be a teamwork definition, but working in the sense that it's very Simple
activity, very good to see a well-qualified, highly-respected teacher finding that very difficult and just highlighting how much she was perspiring after the
activity, due to the physicality of demonstration, it was 29 minutes long, and of the session.
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Demi observation Two.WAV
Tuesday 21st of November 2017. This is XXX second observation with Year Five. She has currently observed being observed for reception for her
first observation, which was a Multi Skills Game Activity. Today, she will be delivering Year Five at Meadowview school, that's Key Stage Two. The second
observation will concentrate on observation of non-verbal communication, observation of verbal communication, response to school pupils's emotions and
communication, feelings, and emotions of the teacher, and coaching performance, concentrating on self-recognition, social recognition, and social
recognition. Self-management and social management of emotional facets in the checklist

Good health and safety, so number 24. Good health and safety, full footwear.

Okay, last time then | was in the hall with Mr. Strong. | had beautiful little reception pupils. How unhappy | am. So you will see, the one round
hall, we've got a kind of, you know like on sports day, we do like a big circuit kind of activities. That was the kind of lesson that | was going for. So we will do a
carousel, and we will switch around in teams and try out every activity. It's quite a few activities, which means you'll be in quite small groups. Smaller groups.
Good Q&A. Pull them up a lot. Yeah good, pull them up a lot, you could hurt yourself. What do we need to be careful of? Again, explanation in the answers. So
again, the praise from every reacted to the pupils have said.

The teachers providing the pupils to voice their own feelings, number 13, to more detail. Good, just look around you guys. You are 9 and 10.
Okay, you can see where a bench is and if you should be running close to it or not. Right, we've got a question. I'm going to talk you through the rules. | don't
think I've played this with you the past two years, so you need to make sure you put your listening heads on. Has anybody played the bean game? Some of
you might have done it because of the teachers. Okay, I'm going to talk you through the rules. Quite a few rules, but you are capable of remembering them all
and obviously you can look at the pupils to see what they're doing. Somebody tell me something what the bean game might consist of. What might it be Alex?
Is it that one where you say, 'run a bean'? Good, XXX, you've played this before. Okay, we've got different types of beans. Think of the beans as wheat. Yeah,
we've got 'run a bean'. What do you think 'run a bean' is going to be doing? Good hand gestures. Is he going to be running into them? Is he going to be
tripping over them? Again, added humour to the group.

Okay, so you're being broad, you're going to stiffen up and you're going to strike around, that's showing good demonstration, okay? We've got
jumping things what a hard one, you're going to jump around then we've got baked beans this is my favourite, oh your clothes can see something on the floor
Jamie, do you like that? Think of a baked bean in a tin, yeah they're all crunched up all together and you've got to try and get as small as you can thank you
beans on toast, okay you're being your line of toaster flat and the last one, can you show us what you just did she wobbles, she's Jenny Bean, okay so good eye
contact with the pupils, just glimpsing out of the instructions

Oh, we're not listening which means we can't start. Try again. Take them off then press up. Bait speed. Red beam. One to cover speaking to the
pupils. Demonstrating.

Laughing because they're knocking into each other. Good smile on the face. Staying in one spot at the moment but good demonstrations as well.
Joking me so she's demonstrated throughout. Good hand gestures for instruction.

Non-verbal humour has been good because of the humour of the actual activity. Tapped over to none at the moment because they don't really
need that support on that. Use of facial expressions. Expression. Good humour.

Again, good on the coaching elements. Good movements of the pupils.

Again, good warm up. So again, good 25. Number 25. Using pause. Squinting the eyes to try and get attention of pupils who are talking. That's the
key. We have stopped. Girls, can | have you up to demonstrate for me? Right. OK. Skipping. Now, you'll see it. Every single station, you have got a white wall.
And on your white wall, what do you think it has got on it? Pop it. It's the task that you've got to do. And some of them might be a little bit of a challenge. So,
for skipping, I've put how many skips are you doing? 60 seconds. Can you skip backwards? So, at each station, you are challenged to do 60 seconds.
Challenging yourself, seeing what you can do. Okay, girls, watch out over by April. I'm going to step back a bit.

And the next one, we have got netball. Yes, now | know we're playing netball this year, so this is time for you to get into practice and recap those
practices. I've been using a lot of hand gestures. So, | was thinking you could show me a chest pass. That's it now. So, you're aiming for the chest and you're
pushing it from your chest as well. What are the ways that we practice our throwing, Kitty? Feet pass. Okay, Kitty, would you like to show us that one?

You get the ball and then you have to throw it like the closest to your opponent's feet.

So this motion is all just about different patterns that you can try. Going on to prejudice towards particular pupils, got three people just to
constantly demonstrate. But,

Okay, over here, | know we've got cookies, but we're trying to find our pieces. The girls are going to show you exactly what you've got to do. It's
pretty simple, but it's all about that skill Cheyenne. What is XXX doing then? Popping, she's dribbling the ball. She hasn't got that much harder than a soft
course, it's not that tricky, but she's trying to get that skill of keeping the ball to her bat.

Okay, you've got four different mats.

Okay, girls, let's move on to bench balancing. Right, this one's in its name. What are you going to be doing on here? Balancing. Different balances
that you could do. Now, we did have a look, and XXX, you were really good at this one. Remember the Namaste one that we did in class? Because Dan was
really, really good at holding his balance. And I've just put on the whiteboard, if you can hold it for 10 seconds, and you hold it for 30 seconds. OK, girls, back
into it, thank you. Kids are getting very excited on this. Right, let's move on to response to teacher pupils's non-verbal communication, if they will be hired.

There is nothing wrong with that. How many pupils have had their response? No, no, no, no, no, no, no, no, no, no, no. No, no, no, no, no, no, no,
no. No, no, no, no, no, no, no, no, no, no. So it's just what the pupils said. Again, answer it. And repeat the answer of what they've said and always highlight
good. The same rules for tennis, but my thought for you is that | get different tennis teams to come back to you to try. I'm going to try to force you to try.
Okay, the most obvious one. You know | love this activity. What do you think you've got to do with the beanbags? Oh, | think I'm going to try and win. Yeah.
Regarding Prejudice 23, the same group.

Every time you get one in, guys, keep moving back. Ah, the same three girls at our demonstration. You might want to get more people doing it.
Okay, the last one, which is something that | know that we'll do at sports day, relay. So you only need one background to put your hands down there. It's
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entirely up to you if you want to use the hall going that way on the white line because there's no activities going on in the middle, or if you want to go this
way. Have a chat with your group, whatever you feel comfortable with. Okay, nice. Oh, boring girls. Yeah, okay, you can change it up. It doesn't have to be
running. You can do side leaps. You can do skipping. You can hop. Okay, just give your groups a treat for me. Let's get moving. Okay. So the guy needs to go
around groups. Number three. That will help me to find out how many pupils there are. Let me just quickly go through. Right. Only two pupils have had their
responses acknowledged in the amount of values. This is good.

Again, quite a lot in that sense due to the fact that a lot of questions have been asked. How often did the teacher refer back to individual
contributions? This is quite a silence. Turn the music on. Every time the music stops, you're going to change to the next station. Okay? We all know how to
work around the teacher. We'll see if there is participation of the teacher for this to help and improve their skills.

So, one, two, three, four, five, six, seven, eight, nine, 27, 30. So, the music is now on; participation a teacher will be taking up shortly, progression
of skills very good, juice of water, good cohesion as well from the teachers; it's good walking around, seeing all the groups, give facial expression, dance, go
through safeguarding

again. Good nodding of authority there.

A game and competitive environment was introduced which has been good. The position of the teacher has been excellent, helping teachers all
round, so that's been quite good.

Recapping last week's session, activity again was good, called down to be a player.
Need to be lighter. We still aren't done on the instruction.
Emotional fairy check list.

Self-awareness and understanding, again that has been good, very confident. Good image and stance within the actual lesson. Even self-aware
and correct PR. Higher connections and moods, separating external and internal factors, has been done effectively again trying to help out throughout the
sessions working with all the groups and self-appreciating acceptance and confidence; very confident indeed. Need to show confidence because the group is
very boisterous but well-behaved. | think if there was a less confident individual, this age group would be difficult to deliver as shown in previous observations.
Emotional identification important showing ability to identify personal feelings effectively reflecting on personal performance at the end of the PE session
which has been very high in previous observations. I've seen her empathy and sensitivity to appreciation a lot, not much sensitivity within this age group
shown. Lots of nodding but no over-dramatization of tone and voice for praise. One teacher has gone up to highlight how well she's doing, turned away and
not looking now. I'm starting to play the game with a dancing up and down, showing enthusiasm. Giving a cuddle to a pupil to one of the pupil pupils

smiling while delivering. Anyway, let's move on. A bit of compassion with the pupils which is good, good aiding and helping and coaching and
developing. Very little constructive support due to the actual activity, but again, may be required within this age group. So, again, there is always progression
identified by the teacher and again needs to specify certain attributes, situation perception and awareness, process dynamics shifting emotional trends of the
pupils, which has been very good due to the coaching process and the activity of the different activities, so, surely not to laugh with this. | don't think

again trying to get a progression for us again; good praise for someone there this is good self-control and discipline this is self-management
handling positive behaviour again very composed for us, good facial expression as a group are trying to show off for us

integrity and trustworthiness conscious integrity performing principles and values.

Again, adding good humour, providing more humour within Year 5 and Year 6; again, great adaptability, providing flexibility and more
opportunities for the pupils to partake. Everyone's moving around, again we'll go back to coaching. Goal-directed performance, targeted action, importance,
focus, long-term, desired goals, drive to choose challenging objectives, which has been good. So, again, she's put herself in a difficult situation where there are
30 pupils in groups, but they are capable of doing it. Developing relationships, getting along with others has worked out really well. Built an Institute for
Britain is her Year group, which is a question that we need to concentrate on when looking down. And writing the report. Leadership and influence,
importance to deliver PE sessions, warmth, likeability, presence, charisma, and approachability. Warmth is a bit distant within this group, but you don't have
to have that warmth. I'm noticing that there's not warmth delivered to this Year group, but again, presence is there and charisma as well with humour being
introduced.

Again, good health and safety there with the girls, they're not having a hair bubble. Developing relationships and getting along with each other,
very important, of course that nurturing relationship with the pupils, happening very well. Putting them in groups, building institute reports, making them all
enjoy the activity. There's not one who's not partaking. Boys, once again, there's a group of boys who don't, are misbehaving. A group of three boys, they're
the only ones.

Now there's another group as well, but they're behaving; however, there is one group of boys misbehaving. But again, it's not that they're doing
the bad, it's just that they're just being mischievous. And due to the large groups, you cannot notice, just throwing loads of bin bags in the basket. Developing
relationships, getting along with others, very important, you've done that. Deliberately persuading the pupils to be enthusiastic, done that very, very well. And
again, very easy to do that within group activities, especially in groups of threes and fours that she's done. Catalysts, challenges good use, just good positive
pressure, stress, good stress is introduced for this age group, which they can cope with. Then also delivering good collaboration and teamwork, which has
worked effectively. So doing very good indeed.

So going back to the lesson today, 24 minutes. Just want to picture where the group is. So one, two, three, we're on there. Fifth of nine activities.
Composure in facial expression, quite composed, not smiling as much in comparison to reception. A bit more concentration, a lot of listening. Good focus.
Good eye contact. So just watching her now. Teacher partaking with the activities. So again, 26, been doing very well through out. Trying to do an increased
skill for ball throwing and partaking.

I've lost a two-shaded esches. Now, with the boys who were throwing the bean bags like mad, they've suddenly calmed down since the team has
been lucky. So, 19 minutes. One more time. I've lost a two-shaded esches. Good. Turn the music off now. Very conscious on health and safety. Listening very

well to pupils. Right. Voice intonation during the instructions.

Again, she's notified the misbehaving pupils, the boys, so that has been resolved now.
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Anyway, let's go from the start, good hand gesture, good eye contact, movement around facility was very good, good use of facial expression,
tactile with pupils, not too much apart from one or two wanted hugging girls for celebration, non-verbal humour was used quite effectively, also verbal
humour, more sarcasm because year 5, just starting to get that age group. Voice intonation during instruction very clear and concise, provided demonstration
and voice intonation during disciplinary interactions were less funky when they did behave, just kind of gave them very good eye contact, different eye
contact there. Voice volume throughout has been good, apart from instruction to set them to freeze, response shown by teacher to the mood of the group
has been good, because being excited and letting them go. I'm being excited.

Let again have a good time. I'm helping everyone, going again to another group to help them partake, feeling to teach express in the tubes to
failure, hasn't been much failure, just to change the delivery of, the delivery of the skill, so altering, so again there's been some chaining and whole part whole,
which is good. Feeling to the teacher to express to you. I'm getting a bit of misbehaviour. Kind of reiterated as a whole about the boys, again not stern in any
way. The boys are now behaving because at least now they've been caught out. Any circumstances made the teacher anxious or angry? No, not really, he's
been quite good.

Less than 29 minutes, did the teacher share parent prejudice only through demonstration due to having just the same group, but again for timing
very good and also they did help out setting up as well, health and safety has been excellent, warm up was very good, participation of the teacher has been
outstanding, working throughout, progression of skills has been, not progression of skills, adding variety of skills has been good, movement of all pupils has
been outstanding, competitive elements has been good, number 29, position of teacher during school activities has been good, working and helping and
supporting all pupils throughout the nine activities. Specifying activities. Praise of skill and acquisition has been done, especially in areas that they have not
achieved, tried to simplify that and then praise the element that they've done well in. Chaining a whole part hole has been mentioned and that's been done
effectively, good demonstrations mainly from both teacher throughout the activities to increase the skill or to simplify the skill, but again the demonstrations
also being done by the pupils. Recapping from last week. This week has been done, and | will see if this has been a cool down. Overall, very, very, very good
lesson indeed, again adding a competitive element.

30 minutes long,

I'm getting some pupils perspired and out of breath which is good.

Facial expressions, smiling, biting bottom lip, highlighting flexibility, giving good.

I'm trying to get all activities in so again there's no prejudice so everyone can have.

I'm just going to pick on some really, really good things that I've seen going on at different stations, just so you can show. XXX, XXX, and XXX with
your gymnastics. XXX, if you do that weird thing that you try and teach me. Leo, if you do your head touch. Dan, | think you did a cartwheel on the other side. |
can do that. Did you do a cartwheel, XXX? Is she an alien? Is she an alien? She's doing a bike race. Go on then, Leo. Up you go. Well done. Well done, that's

great. Okay, next up, Connie doing some sort of badminton bounce with gymnastics. | don't know who did it with. Go on then, girls. Show us that one.

Good demonstration. She's parodied more. Acknowledgement and refer back to individual contributions and success. So high on number 16 and
17. Well done, girls. Can | go and see, um, was it Ava? Yeah. And girls, is there sort of a three balance where you all had each other? | don't know.

Then | had Elliot and the boys, and you were doing your relay, | can't remember what you were doing now but it was a pretty impressive one.
How did you do your relay? | did that. Okay, show us that one then Elliot. | did that. | did that. | did that. | did that. | did that. | did that. Thank you.

OK, well done boys. What did | see in Kirsten's group, do they want to shoot us a poof? A lousy contribution. Is there something you wanted to
show girls? | wanted to show them the answer. Go on then. Hi, did you hear me coming?

well done girls very impressive again a round of applause
getting called down inside there as well very detailed lesson ahem
Again, good countdown for urgency, keeping a close eye on them.

again squint of the eyes to question what they're doing so again is pausing but making sure that she can see them
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Emma Observation One.WAV
Okay, this is XXX's class, the date is Wednesday the 11th of October.

Okay, again we'll talk when there's more atmosphere. So, they're having a discussion on how to warm up, so good coaching technique that is
number 24 and 25. Okay, today's session is with Emma Roden at Holyfield school, it's been to the 11th of October, year group is four, so this is Key Stage Four,
Key Stage Two repeat, Key Stage Two, number of pupils, 31, good capacity. I'm trying to explain the importance of warm-up again, number 24, Capacity
Coaching Performance getting and again good introduction on the importance of warm-up, time is start of lesson is 1:30, and the topic of the lesson is
Gymnastics,

teacher is letting the pupils explain their answers in more detail.
Stand up, sit down.
Can move in shallow water, so again it's just general warm-up, trying to increase the heart rate, eye contact during warm-up.

Again, going back to cross-curricular activity introducing recapping from last week so again some physical literacy skills being introduced okay
starting opening elements from the observation transcript number one eye contact quite a few bits of a eye contact but sometimes looking up in the sky
trying to think of answers again okay hand gestures very little hand gestures during warm-up movements around the facility very good trying to look at
everyone trying to get everyone involved

again general open question is to the selecting again trying to adjust voice volume is slightly quiet but as mentioned at the start here she has got
a cold and so therefore is quite a quarter but it's again a very it's a it's um it's loud enough so everyone can hear the tone of discipline non-applicable as yet
because no one has missed behind first uh international during price and development um enthusiasm is slightly limited

okay go have some humour when they were all too loud. . . ..

...... Teacher to the mood of the group, excited to gloomy pupils, and again, so a lot of the pupils are doing I've got a good highly motivated
and enthusiastic because of a good positive warm-up; lots of smiles from the teacher, looking around, this Expression number 22. Example of teacher
managing her own feelings on a physical attribute: hands clenched together, and so, very little hand gestures; number two, so number two relating to 22, and
holding restraint with her hands; teacher during the warm-up did not show any prejudice. Number 23: Any circumstances that made the teacher anxious or
angry during the shouting out 'What's he doing now?' And a very loud group of pupils.

Okay, answers again if you're looking at 18. Question 18 for people asking questions or getting praise; One got a privilege card, two some
balance, but no praise after someone gave a correct answer.

Again, smiling, adding humour into the activities. Going on to the coaching points. Movements of all pupils during activities: very limited. And
that's it.

Okay, duration of the lecture today to appeal is 9 minutes and 28 seconds; warm-up has been done. Now, they have sat back down, and going
through the last week's session, and going through this week's aims and objectives. This should be really turned the other way around due to the heart rate
now going down. Number 34, recapping, very strong on this element. Has used almost 5 minutes on the recapping and using paired discussions activity. Thank
you. Thank you. Thank you.

Thank you. | think highlighting that the answer of the pupils are right. But again, no praise from the after the answer.

That's good, good phrase on the second element, good eye contact, good different tone of voice to get different elements of questioning within
the people's answers.

So again, with your form, it's an independent, more independent, so they're working more on time bound. Therefore, if they're working more on
time bound, they're working more on time bound. In comparison to Year 1s and also to Reception Group and Year 2s, very much dictated on what to do. Here,
they're more independent. They have independently gone into their own pairs. This may have been selected prior to the year. So this is the way the session
started.

Going on to progression of skill. Advising pupils on how to do that individually. Speaking to pupils on praise. Number 5 has firstly been
introduced, which has been tapped out of pupils. Adding praise, a high five to a pupil. First one I've seen this week. During the warm-up activities, there
weren't any structures being made. Again, the participation of the teacher. Giving them advice on certain skills. But she's not physically demonstrating her
explanations as yet. As yet meaning 12 minutes and 53 seconds.

Specifying praise on individual skills. So that's watching her now to see if she does that.

And she's looking around while trying to see the person. A group doing their sequence. Lots of praise. Again, trying to add in progression. Trying
to praise on their specification. And again, adding in health and safety. Moving it across due to health and safety with the chairs.

Going on now to the emotional facet’s checklist. The importance of having conscious, deliberate reflection on their own identity. Their own
image. Again, incorrect PE. Attire. Sporting attire. Looking professional while delivering. Going through all this. All the learning outcomes as well. Again, this is
all on self-recognition. Connections of cause and effect. Important to recognise the impacts and consequences of their own feelings. Again, with her sore
throat. That isn't being used as an excuse. And the performance is going on as normal. Self-anticipation, acceptance and confidence. Importance to show
strong self-esteem. This element may be an element of improvement due to looking around and looking upwards. Eye contact is not constantly there with the
pupils. But the group is very much engaged and very good. Classroom management.

Going back onto emotional identification, the importance of showing the ability to identify personal feelings, effectively reflecting on personal
performance at the end of the PE lesson. Again, this shows professionalism throughout. Again, very important during year four. But again, no self-
demonstration, which shows a limited ability to try and go out and demonstrate herself. Empathy, sensitivity, and appreciation. The importance to understand
the emotion of the pupils. This is very good indeed.
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Again, always looking up in the air. Instead of trying to do eye-to-eye contact with the pupils. Service, compassion, and benevolence. The
importance of leading the PE session. Sense of contribution, aiding, and helping. Again, on the helping side, it's quite good. But again, more demonstrations
specifying on the elements that coaches are required. Holistic communication. The importance to effectively send and receive information through the
contact. Including emotional content, listening, engaging and connecting with a person. Accounting with communication is very good because, again, they're
discussing in their own groups, and then sharing their opinions. Implementing a good explanation. Reporter Hypo AG Inslafate The importance in growing a
nurturing, constructive connection, setting the tone for long-depth and breadth in relationships.

Coach Eyeful Non-anihilates, Intertruaniculosokes, In the morning Calm, What a great adventure, working quality personal and professional
relations have a resonance and report the report is very strong within the group um very well behaved group as well so very good controlled group going on
to self-management with self-control and discipline again very controlled behaviour composed throughout the very little stressful situations in the lesson
when it gets loud she carries it on until it goes too far and the pupils are active correctly by quieting down due to the excitement it would be nice to know how
regularly they do pe keep note integrity and the importance to working conscious and integrity principles and valuables throughout the pe lessons this was
good Done very well again, good motivation and for the pupils's psychology importance of the ability to be mentally and emotionally engaged again very much
emotionally engaged.

What happens is though again there's a lot more discussion again instead of more physical activity, movement something that is more on a
coaching element instead of an emotional intelligence element importance to cope with the transition and contingency planning during the PE lesson again,
the creativity aspects are again lack of physical activity being made so how can the discussions be made now instead of them sitting down can be made during
Movement while they're moving around this could be something particularly important in the PE lesson so it's important to at the start let's recap this
discussion um, sick day session it's now taken minutes and 15 4 minutes and 20 seconds again heart rate has gone down considerably and so therefore again
seizing away the muscles and lack of physical activity being taken places the second conversation, the third conversation if you include introduction that's 15
the time spent talking and sitting down instead of doing physical activity, the lesson they've done four minutes and 57 seconds of physical activity

goal. Directed performance strive to choose challenging objectives again, this is an increase element but more discussion than actual
participation. They are now starting to do some physical activity which is good, developing relationships getting along with others again very important to
have a cultivating nurturing relationship which the teacher does effectively quality connections and an instant rapport has been built, this has to be taken into
the account that this is her tutor group leadership and influence, importance to deliver PE with warmth likeability presence and charisma definitely to tick
those. Boxes there approach ability to teach the pupils do go up to her on a regular basis to ask questions and she has been very praised, smiling. As well,
social management, developing relationships, getting along with her very important to have; cultivating, nurturing relationship with pupils during PE lessons
having qualities that connect but build instant rapport.

These relationships again, these relationships have been built, and reports have been made. Leadership and influence again, warmth, likability.
Chris moves, talks on that, apologies repeated, myself changed, catalyst for response, champion of action, during. the PES Station need for change this is
Neeford change this is something that needs to be addressed because there is a lot of too much talking and not a lot of out of touch and engagement between
pupils and parents to start the conversation could be talked apply journey if pupils andados have new friends none of that words and jogging opportunity
discussions you just need to be in touch you diyor me another ayaw what is dangled we there is a need

for change and ask new people and refuge also need something from me what is change dear veio i need help sorry we have really already
learned nothing in return small change Here in New York City there is no opportunity to give support from a great many countries or many that need to get
support from actually working it'll be better in case something changes yourself, a lot of eustress, good stress and more physical activities required. So again,
interpersonal skills and abilities to progress individuals in their performance need to be adjusted. Negotiation and conflict management, very little has been
seen. Again, no opportunities to gain privilege cards or points or anything like that. No competitive aspect has been introduced as such. Demonstrations have
not been shown, and more humour has been put into this session during the progression. But again, a last sitting there. It is now coming up to 5: 5 to 2.
Teamwork and collaboration, importance of this skill is to bond, transform groups into teams. This is very good. Again, good cohesion has been made in pairs
and also the working as a whole group at the moment during discussion. This is a trust element.

Okay, this is a truss exercise where they're leaning back with their partner, holding hands and keeping the body straight, so they both go on an
angle. Okay, going back to the observation transcripts, again eye contact is getting a bit better. Hand gestures, quite limited, but again, a few more pointing
fingers to get people who want to do the next session, that's improving slightly. Movements around the facility, again, located in one place at the moment
during discussion. This will change when the pupils go around on the mats. Okay. Facial expression, a bit of smiling when there's something positive.

Number 24, health and safety has been introduced again. So safeguarding issues, very good indeed, to show care to the pupils.

Voice intonation during disciplinary, again, very calm. Voice intonation during praise and development, again, not as much enthusiasm as they
thought.

Non-verbal humour used, yes, sticking her bum out was quite funny when she was showing the straight arm, straight body movement; they all
laughed at that. Use of facial expression, which needs to be addressed; some smiling at times, verbal humour has been at times, volume of the voice is good.
Responses shown by teacher to the mood of the group, again, has not made them really their excitement, let them be quite loud, but again they are still doing
their activities correctly and improving on their skills. Teacher reacted very well. Trying to help out teachers, trying to help out pupils, | should say, by
physically helping them and actually holding their hands, so that's good, showing trust there.

Warm-up activities again that needs to be addressed. Participation in the teachers going round up helping every math is good. The time now is
again this is quite a nice activity; I've been doing this for some time now but again the intensity is quite limited. Chain whole part whole, self-reflection has
been introduced sporadically. Specifying price of school, so she prices elements which is good, may need to price more on a certain element, might be the
feeding position and aspects like that. And position of the teachers using this positioning of teacher during the school activities. Again she can see everyone
accordingly.

Okay, just going on for praise on specific skills.

And again, letting the pupils discuss what they thought was good about the demonstration shown and now they're going to go back and try and
do it themselves, which is a positive element because they're going straight back into physical activity.

28 minutes or 30 minutes coming up for the session so far
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Someone was sitting incorrectly, asked them the question, he said, 'he told them and thanked them when they set up correctly.' Our pupil is
sitting nicely and willing to ask questions, answer questions, hand waving up.

Two minutes for the session, we'll see if there is a call down and we'll see if there is any recapping

that's very good, very good when you're about to pull apart go back upwards because you fell back didn't you, yeah, so do it again but when you
stay there for five seconds come closer together, yeah, take your time there, we go three, four, five, come in and then got it perfect, well done, again same
activities being now repeated so again this is something when there's teaching maybe setting in place like pupils they're getting bored with this activity maybe
you transition on to the next stage should happen by now.

Okay, going for another activity now, but instead of going and discussing and moving straight into it, they've gone back down, sitting down and
not doing any, like in heart rates, going down, like a physical activity is not being present, and a more discussion of what should be done in the next activity.

Okay, conversation on what the next session is going to be.
Pause for a short while, we're on 35 minutes, there's been 3 minute discussion on the next physical activity movement.
Doing more complex paired activity.

Again, a lot of humour, it's a lovely lesson, it just needs a lot more physical activity, but this is something more of a coaching element that I've
been noticing, instead of emotional intelligence, and something to address within the written paper.

The group is quite loud but now discussing what they should do for the second skill where the pupil, one is sitting on her knees, one is then facing
on their back, standing on their thighs, and leaning forwards.

Again, teachers moving around the pool, trying to individually speak to everyone; again, nice, very tactile, actually so physically helping and
handing the pupils, and then getting success. Again, more hand gestures are now being introduced, which is very good, specifically going into

certain elements of the pupils's skills that need improvement, okay. Puts a smaller | think they are all iPads. Oh, this is interesting! So some visual
aids to support the pupils so | tell again, you being used for cross-curricular activity. Again, the activity has now gone for 3 minutes long; some have mastered,
some haven't.

Some are now misbehaving because they have completed a task and trying to waste time. It's one of those aspects where the activities are
somewhat being completed earlier than later. A teacher is now coming in front of me to help out, helping out now by providing, letting the girl close legs. And
there we go, and now it's improved.

I still have that thing to say to you. It's not really that big of a deal.

The progress that you've made is just really, really nice. You can do one last thing and then next week we'll have to do the challenge. And then
we'll look at adding into our routines next week. But what we're going to do now is you're going to try and put the second exercise in. You're going to try and
put those two counter-balances that we did together. And then I'll beam along, and I'll get everybody in this row and wipe them out. So what you need to try
and do is photograph those two. You're going to photograph them when they do it. And then they're going to photograph you when you do it. And then when
you go back to class, we'll have a little look at them.

This is something that has been introduced in recent years because for Ofsted and for additional evidence showing that the pupils have
improved, video or photographic evidence is now required. Which is an exciting element to introduce ICT within the actual learning. Again, a lot of people
sitting still. Some pupils are playing. There are games.

Ah, so we did not think that that was awesome. And now we're going to try and make all my kids improve at it. So, you're going to do your much
assist. You're going to try and put the both of you together. You're going to shoot the third time. You're going to take pictures. And when you take the
pictures, you're going to be like this. Matt is opposite you. And now you're taking pictures of you. So again, this is everyone in their own picture. Okay? Okay,
41 minutes is gone now. And we are still using ITC skills now. Some IT literacy skills. To be cross-curricular activism. But again, no physical activities being
partaken by 50% of the group. As they are recording the other side who are demonstrating the two skills. So, that brings us to that.

Again, some empathy shown by a pupil who wasn't partaking, introduced the pupil, the teacher did into the group so he can put some
contribution into the lesson, again sitting down with the pupils as well, being quite tactile, hand on shoulder, again to show some comfort to the pupil and to
build that rapport.

The tone of voice throughout the whole session has been the same, maybe due to her iliness, but mainly there hasn't been any direct change of
tone through disciplinary, excitement, correct answers, wrong answers, providing instruction, helping support improve the athlete, the pupil, and their
performance. So again, very straight tone in voice. Again, I'll stop starting in the actual session, due to the photos, but I'm going to stop there. The photos have
been taken. Some of the laptops aren't working, and so therefore cannot be able to take the photos, and the teacher's fixing that while the pupils are taking
part. They're now looking at the photos.

Ask the pupils to use the word, the pupil now is concerned, keeping eye contact, telling them really well, facial expression stays the same, so you
can tell them really well, no smile, but again showing that she's now walked over the opposite side to help the other group, due to spending most of the time
on one side, so realising that she needed help. Again another high five for someone doing praise, but again no high elements of facial expression change. So

someone's been praised, there's no super praise. No different smile or exaggeration of excitement.

Now due to time, the next observation is going to happen straight away. | do not think there is no cool down. Again recapping will take place in
the classroom. In fact there is a cool down, there is a cool down, very good.

Pupils making noise. Next teacher Mrs. XXX.

Very nice call don't pretend that they're a melting snowman.
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Again, hand, palm up, grip is being disciplined.
Again, discipline the grip very well. Again, same, same facial expression. So, very good.

Okay, all that was taking place. She was having a discussion with the other teacher. So they're all lining up. Lesson has ended at 48 minutes.

277



Emma observation Two.WAV
Okay, observation 10. This is Mrs. XXX at Holyfield School. She will be doing her second observation for reception, which is early years key stage.
Number of pupils: yet to be confirmed. Date and time: it's Wednesday the 18th of October and the lesson will be delivered at 2:30. The topic of the PE lesson
will be mirroring her first observation, which will be gymnastics, for a Key Stage 2 delivery.

Ok, pupils are just coming in now, so this will be a huge contrast from the age of 4 contrast to 9, 8, 9-year-olds, so this is going to be really, really
interesting.

Thumbs up again, loads of hand gestures already.

Again, a high force. What's that? Oh, brilliant. Okay, 30 minutes to get the pupils changed. Tea has been taken part.

Can you do that? So I'm asking you now. You are going to do that. You're going to do that. Yes, all over.

Mr. Man! Has anybody read any of the Mr. Man books?

| need you to stand up, all reception, can you make sure that when I'm talking, your lips are closed? Is that okay? Thank you. Can you stand up for
me? And we're going to do different actions. Oh, okay XXX. | think Olivia, Olivia darling, | think they're doing an excellent job. Okay, we're doing the best that
we can. Because | don't want to teach you, do | Olivia? Right, toys. How is that? Can you stand up straight for me? Perfect. Joshua, what's he doing? Just like,
Joshua? Yes, | am. Just like, thank you Luca. You need to stand up straight for me, okay? Right, we're going to play Mr. Main Man. So the first thing we're going
to do is walk around like we're really, really happy. So we're going to do some skipping.

So when | say, 'Mr. Happy', we're going to do really quick skipping. We're going to do nice bunnies and then we're going to try to swing our arms.
Okay? So let's try that one first. Show me Mr. Happy. Go. Okay. So they're in the middle. We're going to do Mr. Men, which is really, really good fun. We'll
quickly go into eye contact. Lots of eye contact. Very tactile. Holding hands with the pupils, which is great. Lovely hand gestures with fingers on mouths.
Moving the fingers. Both the teacher and the TA are taking part.

Again, loads of physical demonstration to show her to control the group, so, to show.

Again, using the chants of the TA of assistance, so that's good.

Okay, so a lot of hand gestures, we're very tactile with the pupils. Huge amounts of facial expression to try and get the communication across.
Lots of praise being going on as well. Non-verbal humour. So, again, being vocal. Grumpy, Mr. Grumpy and Mr. Happy. Again, both the teacher and the
teacher assistant. So, that's really good fun and all the kids are really happy. They're using their own facial expressions, nice and angry faces. So, again, very
good indeed. Again, really nice lessons so far. The responses shown by the teacher to the mood of the group.

A lot of pupils are out of breath, which is good.

Again, it was a really good idea introducing Mr. Man um responses teacher providing pupils towards their feelings they um very little because it's
more of a delegation due to the dependence of the pupils of the the pupils that they require uh teachers reacted to what pupils have said some are very picky
because they're not used to change which is very good response by teacher to pupils again she's trying to now set the next activity uh big coloured spots on
the floor um

um some are so small again more facial expression by the teacher to show what tasks need to be done next so it's Mr. Happy and so she's being
all nice and happy while she's still setting the activities as really good lesson so far to date feelings the teacher expressed to pupils due to success and skill
again lots of praise feelings due to failure of the Tis task none at all one person's falling. Over and the to is helping straight away,

Okay, they're off to sit on a spot now.

Ok, touching on health and safety, very good, all been changed and looked after before. Brought in the TA as well.

Getting introduced in communication.

What does the top look like? Have you seen the picture of it?

Look at Jessica and Luke. Look at Jessica and Luke. Wow.

Sam can you do it for me? Put your legs out there. Ok, I'm all tapped out. He's actually physically moving the legs. Gun.

A lot more facial expression compared to the first observation. So much more participation of the teacher. Pupils are constantly falling over and
hurting themselves accidentally, but the teacher assistant is constantly going around supporting the position of the teacher during skills activity. You may have
to try and look at this because you can't see.

When | say stop, you have to rush to a stop and sit down.

That's very good, okay, let's go to the emotional facets. Reflection on our personal identity, image, stance, not in the school uniform. It may be
the case that they've just been very busy cross-referencing different lessons. This is something that | may need to ask. The importance. The importance to
recognise the impact and consequence of our own feelings. Again, So, So, So, So.

One person has just thrown down her hand and she's put her hand up, and oh bless her. It wasn't anyone's fault. Anyway, it's a really interesting
lesson to learn. It's important to show strong self-esteem, definitely, but he's laughing quite a lot, pausing quite a lot as well. And showing more
demonstrations to try and get self-recognition so they will follow what they're doing. It's important to show an ability to identify personal feelings, again.

Constantly look at the time, again, because it goes so quickly. The pupils are showing off in front of me what they've done. Really funny. Loads more empathy
and sensitivity. And appreciate when people have not heard that happen. There's a girl here who is so little. Bless her.

278



Oh, she's so little. I've got to keep concentrating on her.
Again, when misbehaving just repeat the question instead of highlighting if they were misbehaving or not. Getting everyone to see which is good.

Again, this is really, really good, Holistic Communication, Social Record, Importance of Effective Receiving Information, including social content,
listening, engaging and connecting with others. Really good actually, especially with a group they don't know, to be smart, name tags have been used.
Importance to Recognise the Process, Diagnosis. Once a pupil has been told off for the first time, and The Importance of Effectively Sending Receiving
Information, including emotional content, listening, engaging, very high on the agenda for this lesson, really, really high usage. And it's been very highly
reported, especially with the pronouns, shifted emotion trends as well, to cater to the pupils's needs, she's done it really, really well, but | think she has found
it difficult. Difficult because of a lack of experience on the tool. Perceptual awareness, shifting emotional trends on pupils, noticing their attention, focus,
awareness, connections, variable changes.

1,2,3,4,5,6,7,8,9,10

So have control and discipline, again, handle the impulsive behaviour, sometimes has to stop controlling herself, laughing when the pupils are
doing simple mistakes, experience stressful situations, she's done that very well actually, especially not experienced teaching this level, work with conscience
and integrity, provides principles and values, definitely been working really well, mentally, emotionally engaging, very tiring as well for the teacher. And the
importance of COVID transition has been good with the PE.

Don't say | love you. If you've got any dreams,

and finally social management, very important to cultivate a nurturing relationship with the pupils. Did that very well and very quickly. Good
leadership, very warm, likeability, presence, charisma, highly show, highly usage of that. And again, change of catalysts, the response, using your interpersonal
skills and progressive individual performance. Again, that was good. Not too much use, just good stress was required on this because they were just required.
Important to pupils, Julepies; that's mutual grounds, which this happens, again, slightly low on this one, but again, positive reactive techniques, yes, that was
quite good, using the Mr. Men.

The importance of this skill is to build bonds and transform groups into teams, engaging pupils to generate more information, effort, nurturing
spirit, and PE sessions to develop synergy. Didn't do much paired activity, so that was there. Thank you. Thank you. Thank you. Thank you. Thank you. Okay,
lesson is 25 minutes long due to home time being near, but also, it's taken them 25 minutes to get changed, which is going to be good fun to see that happen.
Okay, I'm going to end the lesson now, but to finish off, tone of voice was good, the praying was good. I'm going to stop now. So, let's try the next one. Okay,
so that was the next session. Thank you, everyone. Bye-bye. Bye-bye. Bye-bye. Bye-bye. Bye-bye. Bye-bye. Bye-bye. Bye-bye. Bye-bye.
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Faye observation one.WAV
Introduce to myself.

This is what we get up to at home doing our e-lessons. So facing this way, XXX. We're going to start off having a normal link to what we were
doing last week. This way please, Ella, and facing this way. So we've been doing gymnastics. Last week we were doing two types of gymnastic movements, and
we linked them together. Can you do what those two movements were, Isaiah? I've got it. This is Hayley Rund on Tuesday the 10th of October.

This is Euron doing dance and gymnastics. Recapping last week's session.

Very enthusiastic. And we linked that with the week before when we did some travelling. Do you remember last week we did travel, travel,
travel, balance? Okay. Can you remember what the armrest balance looks like? Hands on hip for question marks, which is great. Very enthusiastic. Toning
voice. Very basic terminology, which is ideal for Year 1 pupils.

23 pupils. Very, very enthusiastic. Very good eye contact with pupils. Thank you. Remember, there are always teachers working in the carpool.
Don't forget to sign simply. You'll have to keep an eye on courses.

you need to travel think of all those ways around the room to travel like the chassees and the catwalks and do you remember what we traveled
on like do you remember what we traveled on outside not yet maybe like here man when the music stops what do you have to do when the music stops

how do you do it when the music stops oh James do you think we can do it when the music stops remember last week when you loved, and you
loved can't incorporate it ABC in Warbler looking at balance scenes from standing still in musical statues

again good motivation by using bonus points for someone sitting still that they tuck into | best my just played same it is clear quite on enjoy
Home movement around the facility around the sports hall yet to show during activity her facial expression Is very, very high standard to keep their attention
tactile with pupils yet to see that's number five, number six; non-verbal humor is used for dancing to try and get their infusos and their motivation okay,
number seven: voice imitation during instruction and demonstration, very good, very enthusiastic, made the pupils smile; voice intonation during disciplinary
again, very good. Try and use more explanation than stern description. Praise was very high-pitched tone; very highly motivated. An organic, organic, organic,
organic, organic! Oh, oh, oh, oh, oh! So good, Jeremy. So just to practice because we've got lots of Bobby balances.

So a very good warm-up at the moment, verbal humour used effectively, voice and volume is very good, very clear and very precise. Response
shown by teacher to the mood of the group, again they are very excited and yet their enthusiasm is still being shown.

It is a continuation of praise, due to warm up | will not be concentrating on praise and coaching points for individual specific elements of the
skill. . Teacher providing pupils to voice their own feelings, again giving them the opportunity to demonstrate from last week's recap. Teacher reacted to what
pupils have said, again very positive and a lot of praise. Response by teacher to pupils's non-verbal communication, Akanahob!

Is changed so that's the answer for number 15 this is all during warm-up and again a very enjoyable warm-up activity, a lot of people, a lot of the
pupils are happy and smiling again. Good movements as well as a good physical activity being used, constant value of praise to the pupils and individuals'
contributions and success was referred by the pupils which is very good and teachers' feelings and emotions; feelings the teacher expressed to pupils during
success at school again. A lot of praise and feelings of teacher expressed to pupils due to failure in skill again, just to reiterate. Lots of praise, concentration in
voice if there's an area of improvement required by the pupil. Feelings for the pupils expressed to pupils due to misbehavior again; stern but lots of
explanation to make sure that they know that they're doing wrong because you don't need to be sitting in one of these right squares you can see any way out
of the hall, you can smoke.

This | saw some excellent balances there, some really good ones! One of them that we do struggle with is when we're on one leg; we are really,
really, really hot leg. | know a good stretch that we're going. To do we're going to stretch that leg and then we pull that leg over here, we can again. The pupil
misbehaved but she said no thank you, so again, a very polite way of disciplining a pupil or putting the pupil into correct order. I'm going to hold here and got
my heels to touch my bottom also to keep my knees together, I'm doing a good stretch of this. I've got my knee over here, like this, and this is giving my leg a
real good stretch. But Charlie, it's also helping me practice my balances.

Gymnastics, very, very, very good balancing skills. Leo and Charlie. That's your final warning, Leo. So keep focusing on one particular point. Now
you're all facing this way, so | would say to focus on either the leg switch or on the clock. So, again, disciplinary, firmer when someone has been given two or
three chances. That's now been resolved. They're behaving a lot better now. Warm stretches. | have highlighted no static stretches, but they were looking at
the balance element. So it's incorporating balance and coordination within the structure. Stretches, so again, due to that reason. Not really warm-up activity,
but a very good way of trying to get them to improve. Girls let's watch your warm balances, please. The girls have to three. Very good. Number 29,
competitive environment introduced.

Girls versus boys, which is brilliant. Look at each other, there's still a statue. Look at Georgia. Okay. Boys, the girls at the minute are only doing
better than you. Let's see girls. Very good. Position of the teacher during the skills activity. So June Wolf, she's moving around slightly to give them praise.
Two, three, show me. Focus on me. Focus. Hold it. Girls have fun. Here, your heads in front of you, don't take offense. Very good. Very good. Not really
specifying praise of skills acquisition, it's just a general praise overall. So again, no balance, no benching and the arm being out. No more dynamic stretching
being introduced, which is good. Arm rotation.

Again, adding a humor by wiggling bottoms to move hip, abductor and adductor muscle groups. Sit on the right leg.
Uh, going into skill activity. Uh, sitting down. On the right leg. On the right leg. Description has been discussed.
Duration of activity 12 minutes.

Our first two movements, so | know we found the chassés a little bit tricky; we found that very difficult. You don't have to do that; you can travel
in lots and lots of different ways, so we'll just be practicing that during our warm-up. What is that one thing that | say that gymnasts always do when they're
travelling? What do they always do, Ethan? They always have pointed toes, pointed toes. There's something else that gymnasts always do straight shoulders.
Straight shoulders! Show me your straight shoulders, please. Put your heads up; do they face the floor? No, so even if you are travelling on your bottom, don't
do that, please don't have a chance to practise in a minute, even if you're travelling on your bottoms now. Can you see my feet are still straight, my toes are
pointed? I'm going to raise my head to face it; demonstration has been shown by a teacher again, making good voice intonation, highly enthusiastic,
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again using a lot of hand gestures, very good use of facial expression.
Okay, Emotional Facets Checklist.

Okay, so Self-Awareness of Understanding, Importance of Having Conscious and Deliberate Reflection on our Personality or Identity. So again,
very professional attire, very professional layout, lesson plan was set out accordingly. Very professional throughout the actual lesson itself. Connections and
Cause of Effect, Importance of Recognising the Importance of Consequences of their own Feelings and Moods. Again, very enthusiastic, very highly motivated
while delivering the session. Her feelings are being related back to the pupils effectively. They are concentrating well. Conscious and assertiveness. To be
aware of personal restrictions and limitations. Again, knows how to demonstrate effectively. If they do not, she will work. She will make a pupil demonstrate.
There is some good praise then. And again, for specifying praise and skill acquisition regarding the toes pointing, which is good specific praise. Emotional
identification.

The importance of showing an ability to identify personal feelings. Effectively reflecting on personal performance. Again, good demonstration.
Good performance as a teacher. Regarding how her feelings are shown due to pride or due to frustration. If anyone is being misbehaving. Social Recognition.
Empathy. Sensitivity and Appreciation. A lot of manners have been used, even during disciplining pupils. Can you behave, sit up please. Thank you. See, that is
not how you be appropriate in class etc. So, that is been very good as well. Service Compassion. Benevolence. Again, the importance of leading the PE session
with a sense of contribution. Again, helping them throughout. Giving them development as well, which is very, very good. Holistic Communication.

Again, trying to give her praise by using other facilities within the sports hall, which again is good. Again, that gives them number 29, competitive
environment introduced. Coming back to social facets checklist, situational perceptional awareness, again shifting her emotional trends very effectively,
noticing if their tension is lost. She then goes silent and changes her tone of voice, accordingly, understand which factors count effectively, responds to their
behaviour very, very well, knows the rapport of her tutor group very well. Interpersonal development. The importance of growing and nurturing constructive
connections, so again it's a connective lesson from getting different developments.

This is one of our first jumps we're going to do. So again, someone introduced a tuk, a great demonstration, lots of praise, lots of specific skills,
requisitions being introduced, helping demonstration, physically demonstrating with her as well. Getting all the pupils to do a tuk as well. So getting everyone
involved. Even sitting down and going through plans of the session, we're still physically actively moving, which is good, so heart rate is going up, so very good
coaching points. Self-control and discipline, again, handling positive behaviour, again, very calm and composed throughout the whole session. Integrity into a
first, trustworthiness, and then the importance to work with context. Conscious and integrity, provide principles and values throughout the PE lesson, keeping
promises, and again, promises made will cross that bridge when the equipment comes out.

But again, very good indeed. Psychology initiative, self-energising. Again, very mentally and emotionally engaged, both for herself, but also that's
then being portrayed on the passion board to change the pupils's behaviour during the PE session, so her enthusiasm is very good. Her pupil showed her a
different jump and she gave a lot of praise, took time to listen to the pupil. Very creative as well, adapted the class to the pupils's ability, using the trampoline
to control the group, so again, trying to help. Some disciplinary action. Some elements to the actual lesson. Goal-directed performance, targeted action, so the
importance to focus long-term desired goals. Same time. So we start with our shoulders up, and then after three, we're going to start our jump. One, two,
three, go. Movement to pupils is very good. Now, let's try and go to the other side, shoulders up. And one, two, three. Again, very good. Developing
relationships, getting along with others. Again, girding boards and cultivating and nurturing the relationship very early on. And her leadership and influence
are very high indeed. Extremely high score on this, a 9 or 10 minimum. Change catalyst and response. I'll carry this on when there's more noise being taking
place. I'll carry this on when there's more noise being taking place.

Straight legs and straight arms. We call this a straight jump. Toes pointing down, hands pointing up. Do you use that? You could use your sticks as
well.

Again, good negotiation management regarding getting new equipment out, so again, gives them that motivation, positive, proactive elements to
that. One pupil, there was some conflict, but again, he's very well, he's getting very well behaved. Sometimes, it looks like he's purposely trying to get the
teacher's attention by doing the jumps incorrect but constantly looking at the teacher to grab her attention, to try and get her praise, and again, teamwork
and collaboration, build bonds and transform the groups. And again, engage with the pupils effectively has been very good indeed. Going back now to
emotional intelligence transcript, just to reiterate, this is Hayley Rand at Holyfield School, this is year one group, there's 23 pupils on the 10th of October, this
is her first observation. Thank you.

Eye contact is still very strong, brilliant hand gestures, 1, 2, 3, using her fingers to show again, very good tone of voice for praise as well, good
verbal humour as well. Very good demonstrations throughout, providing pupils with thoughts of their feelings as well, especially when the girl is showing
gymnastics, her own jump. Very good using silence, so when the pupils are misbehaving, she just goes silent to grab everyone's attention.

Again, individual praise of pupils who contribute to the lesson. The voice number 11 of voice volume is very, very good, demonstrating with the
pupils throughout. Feelings the teacher expressed to pupils due to success. Constant praise, highly enthusiastic praise as well, with a good tone of voice.
Feelings the teacher expressed to pupils due to failure. Again, no disrespect.

Again, questioning instead of telling them they're wrong. The parent prejudiced towards particularly pupils or pupils that hasn't been shown at
all. Number 23. Number 23 is not applicable to this lesson. Very good indeed. Health and safety check was done at the start of tutoring class. Nice, methodical
music for them to get in change appropriately. As mentioned, 25 static track stretches were used, but they had to adjust to frequency. Because they were
being ISAGE, NOT played over. In addition, a 4 square foot orheid width was added to the course type of operational 5A3451121.

Okay, again increasing progression of skill effectively, movement of all pupils during activities, very good movement, again good raise of heart
rate, game and competitive environment was introduced throughout in very clever ways. Girls versus boys, increased participation to get a reward, reward
cards, position of the pupils moving across the hall throughout, specifying on parades, toes out for example, arms kicked forward, legs kicked forward, arms
are not moving forward, get more movement again, recapping back, so again short-term memory and cognitive skills being used, again using chain, whole part
of self-reliance. Reflection again, which is very good, demonstrations delivered correctly, if she cannot do, she will get a pupil to do so, recapping last week's
lesson as well, was done, and this week's as well.

So again, this is the fourth or fifth jump that they are practising over a short period of time. Twenty-eight minutes, so it shows that again the

activity is very good. So you just do a nice straddle where our legs are about in front of us, with a tight jump, your legs are going to come out in front of you,
just like this, and you put your legs in a tight position, your back is nice and straight, you should be able to get your legs to the bottom of your toes. Our back is
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nice and straight, yep, our hands are on our hands, our legs, show me your hands and legs, brilliant Charlie, very good, super. Again, individual practice using
pupils's knives.

And what you want to try and do is bring them in the air, because try and bring your legs in front of you now. Sometimes | find this one really,
really tricky. My legs don't go very far forward, but | have a little track, I'm going to start, | could do nice back up here. Again, demonstrating herself. My legs
are up in front of me, ooh, it's a bit hard, | want to get my legs up here, my legs are a bit older than your legs, | find it a bit tricky to do. My legs are going to try
and come up in front, not down below, try and come up in front, down to your nose, and you come here and face that way. Really getting the experienced
gymnast to demonstrate more effectively. Wow, very good gymnast. Very good, you can do it nicely with stickiness. So, inner space, you have to go higher.
Again, very good. The pupil who's missed, no, it's another one.

Very good indeed. Sticker, as promised, was handed out to pupil. Again, that is looking at goal-directed performance and targeted action, which is
self-management, but that can also be concentrated on negotiating management. And catalyst and response as well. Very good indeed. That is highlighting
our emotional facet checklist. Straight or tuck, okay? And | just want you to do one of those. So, tell me about the move. Round you go. You might want to
skip. Yep, left leg. And up.

| could do nothing, we had a nice, great ball this week today.

All pupils are participating there is not one who is misbehaving again and the nice thing to see is that there are pupils who are perspiring and are
getting out of breath which is brilliant to see, one of the first lessons I've seen since first two studies that they're actually out of breath which they should be

as promised. Again with negotiation management apparatus will be out number 24 health and safety checks is highlighted now when apparatus
is out 32 minutes

again physical activity being used by actually moving the apparatus out and getting them to and doing delegation again very good everyone
helping out so very good control of the group there so again good leadership and influence here again very strong elements and negotiation and conflicts
management being used and collaborating the groups together effectively. You pupil hurts himself

| was very concerned when a pupil fell over on his knee, he said he was fine. His facial expression sounded something differently and so it was a
different reaction by the teacher because they feel that he is still hurting. It is the same pupil who is misbehaving, | asked if he is OK, his eyes rolled back to say
yes, leave me alone please, it was just quite a funner.

You know, in April. Do you remember what we just did just before we got the benches out? We were passing our deep friends. Good, good. So,
you might want to think about your favourite way to travel. It might be on your side; it might be on your bottom of the bench. You know, just that one. But
then individually, | want you to hold your balance. Or you might want to do one of the other ones as well. If that's his last knee, it might be more like an S. Are
you tripping? Sorry, all the way it might be perfect. When you get to the end, we're going to perform one of our jumps. Now, this is only to be really careful.
Boys, | do not want you, same boys in particular, to be a little bit sensitive. | don't want you to just jump and fly at the end. Be really, really careful. This is one
of our jumps that we've just been doing. You might want to do the same jump at the end. Or, er, Mr. Strong, you could just come and sit on the edge. | could,
yes. No problem.

So, you are going to be on the edge of your bench, so you're going to be trying to travel with me. So, for the few little teams, there's just a few
rules. | don't want you to be on the bench if somebody else is still on the bench. You need to wait for them to have got back to that and joined the game. Let's
just have Rachel, Georgia, and Valerie. You can wait for them to have got back to it. April, are you going to go first or travel? Again, very good health and
safety. So, number 24, demonstration of how to appropriately get on to the bench.

Get a nice bracing for it. Straight jump. Brilliant.

Again, all the group is spread out neatly, and they're all jumping and doing their balance. Again, the same balance is being done by lots because
they're not very good tuck jumps. Again, individual praise highlighting the specific jumps that they're doing. So, very good indeed.

Very good. Praise by the teacher.
Again, overall very good, this is the last activity, it's 39 minutes long, time is now starting at 25 minutes past, it's 25 minutes past 1.

Ok, pupils are misbehaving, misbehaved teacher, due to the group activity, but again, one of the main difficult elements of pupils in queues,
again, the issue with this is that heart rate is going down, this is on the coaching elements, this is something that's been notified, it's a short term movement,
with balance, and then jump, it takes 8 seconds and a 2 minute wait, and a minute wait | should say. So, you know, it's one of those elements that you can

Don't stop me, I'll put your house in, and you don't know where the house is next time, so you can get yourself on it. Lovely, can you just sit back
in your, you don't need to breathe, can you go sit back in your house for me, just sit down please. Amir, | think we're okay since I'm tired of you. Yeah, I'm
really really impressed. We've still got a little bit of work to do with our jumps off the end. But | think next, we're going to do our PE, we'll practice it a little bit
further, I'm going to show you some other jumps as well that we haven't learned today. And | need a few helpers to put the benches and the mats away.

If you're not a helper, why don't you, I'd like you to come here because we're going to play just a very quick game before the end of PE. Very very
quickly, just one of those jumping teams. | think Amhar, you were really sensible, definitely Amir and |, you were really sensible putting the bench away. If you
could put the bench away for me, please. XXX, | know that they're going to be just here, so it's okay. XXX and XXX, could you put that bench away for me
please. Lily, now go, it's just good. XXX from there, can you just come to this side a little bit because | want the girls to see that you use the benches. That's it.
So Ruben, round the back. Actually XXX, you come to the front, maybe for our sake. We'll change it from here, you come to the front here and here we go.
Boys, boys, look where you're going, you're about to crash into each other. Violet and Amelie, just there, just there.

Again, a call down may take place, again very quickly to put the stuff away, there is a lot of delegation and leadership was introduced again.
Again, social management is a very high score for Hayley Rand, very good indeed.

Again, when a pupil did a mistake, she jokingly told them to move back a bit, but in a very funny voice.

So then Simon said with the four exercises that have been demonstrated today.
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Half. Stretch. Two.
Pointed to her mouth to show visual guide.

Again, good cognitive skills being used during physical activity. Again, constant movement as well, good use of flexibility, balance and
coordination, and agility. All exciting.

Again, very nice way to finish the session. Not really a cool down as such, but it's a nice way to finish off the session itself. But again, due to the
intensity, probably not required. Again, very nice way to finish the session. Again, a lovely way to finish the session by trying to get them to move in a certain
gymnastic movement to line up to the door. Could you try and jump to the line please? Jump, jump. Very good, and the hardest one is for people. Can you?
We need to be really quiet for this one, dear. Again, praise using politeness when mistakes are being made. So, the door was opened. Can you touch me? Keep
your still. Very good. You can lie in your bed. Oh yeah. Super. How do you know which table is going to be the best?

Okay, lesson finished in 40, 48 minutes.
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Kay observation One.WAV
Okay, Wednesday the 15th of November, this is XXX's first observation.

This is early years class; this is an early year’s class.
Simplifying the rules: two rules.

That something's happened, you can come back to me and just stop, okay? The second rule is that you have to use this equipment extensively.
You can't be silly. You have to do what we tell you to do on them. So I'm going to go around. I'm going to put you in groups, okay? In big little groups. And
we're going to go around. I'm going to use one thing at a time, okay? So if you're on this one, you'll get a load of everything. So, demonstrating first, this is
Katie Foster, Early Years Group.

24 pupils, 25 all coming. One more.

I'm going to show you the demonstration. Topic of PLS is multi-games. Good, wow! Twins, twins!

The time of the session is at 9:55 p.m., the teacher is demonstrating right at the start before any warm-up activity is started.
The teacher is demonstrating right at the start before any warm-up activity is started.

We're not for swinging, are we? No, we're not for swinging. No, we're not being Tarzan; we're not being Jane. Daniel? Um, before | hold it, I'm
swinging ten crocodiles! Oh, we're not swinging, we're not swinging then! Which one are we trying to go, David? We have to try and get on the next one. No,
we're not trying to climb onto the top.

So what you're going to do is wrap your legs around it, okay, and your arm will try and pull yourself right up to the top. And have one point, one
pass up to you at the hip, and then just hold down here, okay? So have a little go at it. Now, it doesn’t matter if you can't do it though, does it? It just matters
that you try. Okay, and when we get over here, this, you're going to climb on. Okay, and you go to the park. You're going to go up the ladder. And then go all
around the wiggly worm, on the ladder, through the hole, and then across this side, and down the next side. Okay? We can count two people on that at one
time. So when your friend gets to the finger bit here, the next person can go and count. What we're obviously going to be watching that. Okay, if you don't
want to do it, maybe just try and have a little go, and then if you don't want to do that, that's okay. Or maybe not. Okay, so we're going to put you in groups
now. And you're going to have to do that about a minute. You're going to have to do that for a while. Okay, so good time. I'll force.

Ok, eye contact with the pupils, quite limited, there is a reason for that in short while. Hand gestures are not there, a lot of fingers pointing.

On this one, we're going to have Max, Connie, Lona, Isla, and Mason. Starting off the ropes, we are going to have XXX, XXX, XXX, don’t sigh, it's
not going on, it's still on, XXX, it's going to stand by her own, it's going to stand by her own, and XXX. Starting with the rolls, we're going to have XXX, XXX, XXX,
XXX, and XXX. Getting a lot of fingers pointing due to getting some hand gestures.

Getting a high pitch on tight just to get them concentrating. Theo will be looking after the climbing frame.

I'm just honing, just try okay. So eye contact with pupils is quite limited today. Um, moving around the facility is good, trying to go around all the
people, all the groups, which is good. The people on the climbing ropes are struggling and not really enjoying it as such. Um, people are not taking the turns on
the mats. Um, until the teacher said, 'They're doing well.' On the benches, but the boys are forgetting, and everyone is climbing up the ladder at the same
time. As they've been um taken across by the secretary, so again, regarding health and safety, that's an issue. Hand gestures, um, again mainly on finger
pointing, but not not praising affirmatively. Voice intonation during praise, again. Is quite, um, um, uh, animated. There's very little or no verbal humor that
we may be due to these circumstances, has happened today in the lesson,

um, the voice volume of the pee session is good, so they know what to do; they're also using whistles again to be able to to work it efficiently. A
response shown by teachers to the mood of the group again because they have been misbehaving at the start teacher was quite accepting, uh, but
unfortunately that wasn't the case, uh, because they can't struggle they're struggling on the ropes; they are just bored and have set in a very bit of um tedium
on pupils so he's trying to think. of trying to persevere to try and get them to go up maybe giving them the opportunity to swing to get more fun out of the
activity teacher reacted to what teachers have said, being very quiet. Respond to their teacher's pupils's non-verbal communication. And again, some are not
listening to what they're doing. The people who are just rolling up doing the gumballs or foot rolls on the mats, they're not partaking effectively. So again, it
shows group activities, difficult to get them all participating at a higher intensity. How many pupils had their responses acknowledged and man-evaluated?
Again, good praising from all their answers, as heard when she was asking the questions. Okay.

How often did the teacher refer back to individual contribution and success? Just the one so far in the demonstration of a spinning roll. Good
praise there, which is good.

Right, if you're on the right now, you are going to go over and stand by, where is XXX please? Using first names.

Again, complications where one teacher said to go one side, and the other teacher said go onto the other. So again, clear communications
required from both teachers. So they look like they've been told off. The pupils on the ropes are really good. So

XXX on the ropes are being moved around so they need to be put back safely which isn't being done. So, that's a workload that the teacher has to
do due to that the other three groups are not being locked up, so again there's no individual contribution or helping on progression of skill. Often did the
teacher refer back to individuals who haven't gone through that, so a feeling the teacher expressed due to the pupils's success in school, a bit of praise but no
exaggeration; there we go, good skill progression there, that sounds good, but again not as much because the groups are splitting four. The teacher expressed
due to misbehaviour, looking at the teacher, not the TA, again, quite firm and stern. No. No 'please’ or 'thank you' when they do behave, due to sitting down
correctly or going in the back of the queue. Any circumstances that made the teacher anxious or angry very upset today, and so her emotions have changed
during the delivery of this PE lesson. Apparently managing her own feelings, she's been very composed, very down trying to smile, but then sporadic change of
facial expression from smiling to non-smiling.

The rope is not tied up properly on the rope, again a bit of health and safety issues there, so that's 24. No warm-up activity was taken part.
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One teacher did a pupils’ doing really well, now XXXs the first teacher. Teachers now praising. The young pupils just come in this second, just
started, lost PA, spoke to him earlier. Movement of all the pupils during the activity, which is a very good one, 28. Everyone is partaking, which is a good
aspect of the PE. Position of teacher during the school's activity has been good, trying to get round, but mainly recovery of the health and safety, but again,
not seeing all of them at the same time. Chain hall parts and self-reflection is not being taken part. Stop please, this is good. There we go. Again, good health
and safety. The demonstrations were delivered correctly at the start. Recapping on different jumps of gymnastics was also introduced.

That's better communication. Well, we'll look at the emotional facets checklist: awareness of self and understanding this is her own self-
recognition of what she feels, um again personal identity image and stance, again very flat today, um on comparison what she's normally like, um deliberate
reflection on her personal identity every stance, feelings, motives just correctly in the, in the, um for the pe game. Correctly told the pupil to wake up.
Connections, of course, cause and effect, importance of recognizing the impact and consequences of your own feelings and moods, separating external and
internal factors that can affect your emotions. Due to the incident that happened before the lesson, the teacher became very upset due to this. Her
enthusiasm and her passion has kind of been quite flat today, being quite snappy with the pupils as well, but understandable.

Self-appreciation, importance to show self-esteem, again that's been knocked today, and personal worth and value again has been quite difficult,
hopefully this will be within her self-reflection. Importance during PE lesson, be aware of personal restrictions and limitations, so still expressing self-worth
through personal care and delivery, again always trying to provide health and safety throughout the session. And the importance of self-care and delivery. The
teachers have shown the ability to identify personal feelings effectively, reflecting on personal performance at the end of the PE session, thought throughout
the PE session has been good as well, but again needs to be more reflective on her own emotions and feelings that she can express through facial expression
and finger pointing and tone of voice.

Empathy, sensitivity, appreciation, a lot of empathy and sensitivity have been cut back today, so again this is quite invalid and again this will be
shown in her own self-reflection. Service, confession, and benevolence, again helping and aiding, definitely there, developing others as well, may not be the
developing or improving a skill but recognizing the needs and desires of the pupils has been paramount. A lot of tactile touching for the pupils. A lot of tactile
touching for the pupils. Again, support for the less abled pupils has been good. And the importance of sending rece 4~H] of information including emotional
content, listening and engaging. Again, trying to engage as much as possible, again very low facial expression of enthusiasm and smiling.

And importance to recognise the process of parents shifting emotional trends of the pupils set so often and across head to 1% future, family
and north-loaner new-born pupils. Notice their attention and span and their focus and awareness has been quite limited to the fact they are splitting into four
or five groups: it's very difficult to keep attention of all five. The importance of growing and nurturing construction connection setting the tone of a long-term
depth and breadth owned relationship, working in quality of person with professional relationships have resonance and rapport again, that has been quite
distanced because they are independently working with each other and self-management. One issue that she's not looking at regarding social managing is not
letting everyone partake on the climbing frame; so not everyone has had a go, and this is due to coaching process especially progression movement of all
pupils everyone is moving apart from letting everyone have a go.

So again, the time line should be working on that side, self-control and discipline handling. Impulsive behaviour of her own, quite snappy at the
moment. That's quite good, someone's just bumped their head but they're okay. I'm looking away because he's looking at me; the pupil sees if | saw him
bump his head because it's quite a nasty bump, so I'm looking away now if he sees me, he will cry, so I'm not looking. He keeps on looking; he's alright at the
moment, he's pulling the crying face but he's okay. Massive bang! He's trying to catch the attention of the teachers now, but it's not doing it anyway. Anyway,
they start trying to climb up it's not a growing activity, the ropes. It's not working at the moment. Trustworthiness, the importance.

Of the two, where the conscious and integrity providing principles and values again, that was really bad. And it's just trying to get them to go
around there is some discipline of teamwork so that's been quite good, but again personal responsibility to motivate the pupils has really been handed that to
the pupils themselves by letting them independently go and partake in that, due to health and safety, number of people jumping on the apparatus itself, the
tedium that's happening on the ropes as well has been kicked out. Facial expression of the teacher again, not a lot of smiling, not a lot of passion or charisma
at the moment. Adjusted situations help pupils build their imagination to create discovery and explore opportunities to PE lessons again creativity, discovery,
and five different activities of work.

But a lot of the activities one has walked quite repetitive, and they don't have enough time on the climbing frame, so that's something to look
into. The pupils now are misbehaving on the ropes because of the tedium of the activity. Part for one girl who is behaving well because the two boys are
misbehaving; the girls are now misbehaving, which is very good to see as it shows that again you all have to partake at the same time goal. Director
performance the importance of long-term goals being looked at strong resilience and setbacks and obstacles there's been quite a few but again the teachers
aren't trying to work on those effectively

1'm not measuring the TA's performance of emotional intelligence; I'm looking at the teacher themselves. Finally going on to social management,
it's important to cultivate a nurturing relationship between the pupils, have quality connections, which hasn't happened due to the groups being split up, so
again not having that instant rapport. Leadership and influence, long ability, presence, charisma hasn't really been shown today. Catalysts who recognise the
need for change and champion action during this period, using goods, eustress, that really hasn't happened because the ease of the balancing activity but
again the eustress of the climbing ropes could be good but the fact that they get bored straight away because they know they can't do it is that another kind
of activity should be taken.

Again more time needs to be spent on the climbing frame. So, that's catalysts. Negotiation and conflict management, this wasn't really used and
could be useful because there's not quite a bit of conflict regarding health and safety but again it's a very good lesson in a sense regarding lack of negotiations
required because they're all very eager. Negotiation and conflict management again isn't needed for the early years so it's quite interesting. Teamwork and
collaboration, importance of skills to build bonds and transform groups into teams, who was done but again engaging pupils to generate more effort wasn't.
So again that collaboration was working and teamwork but again the workload and to develop synergy wasn't there due to the split into five groups, delivering
interpersonal emotional effectiveness. So, finally going back to the observation.

| can't do it. The contact has been very limited because the group has been split up. Hand gestures mainly on finger pointing have been used.
Movement around the facility has been a must and the use of facial expressions again more smiling and more charisma on facial expressions needs to be
shown in this age group. To partake more. One pupils’ getting very excited, jumping on the equipment. Not knowing where to go. At the same time, pushing
into the group, he is a misbehaving pupil, but he is quite nice. Um, he's been singled out quite a lot at the moment, uh, voice intonation again it's been quite
flat today, no exaggeration in praise or anything like that. The teacher reacted to what voice intonation during praise and development; development has
again been quite um, charismatic, but again more enthusiasm is needed, uh, disciplinary and instruction has been set at the same time, uh, verbal humor has
been touched on the tool, voice volume has been quite quiet now as the lesson has gone on, um, ready to blow on the whistle when the group hasn't gone
free, um, you, you, you, you, you, you
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has been touched on at all for this; voice volume has been quite quiet now as the lesson has gone on, um, ready to blow on the whistle when the
group hasn't gone Free, | can't face XXX.

Again, very stern, high volume, starting to scratch behind her ear.

Let me just go through quickly, teachers providing pupils, voicing their feelings, teacher reacting to what people have said, again it's been quite
decent, how many pupils have their responses acknowledged in a manner that values them, again, has happened to a few.

| don't think so. Ask the pupils. Example of teaching parent and manager how to have feelings. XXX. Who's still talking? XXX.. Someone's telltale
is. But we need to go back through the school and get changed quietly and sensibly. Do we understand that you did? Right, and now you've got to do the line
for me.

No call down was done, no recapping of the session, demonstrations were delivered correctly and in circumstances that made the teacher
anxious or angry again due to the misbehaving. The boy was told off and there is now very low self-esteem there. So her emotions at the moment is rubbing
off the pupils, especially one pupil who has been picked on quite a lot.

Overall difficult session because the groups, early years group work doesn't work.
It has been notified several times from previous lessons. The pupils did enjoy but again there was no progression. It was just a shame to watch.
But overall, due to the circumstances that the teachers had this morning, very emotional. That has therefore made it difficult to deliver the session itself. The

lesson was 32 minutes long, which is a very good time for reception early years, so that's age four. So that needs to be put into account as well. Just a bit more
coaching process is required. End of narration.
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Faye observation Two.WAV
OK, this is observation 12, this is Mrs XXX's second observation, previously year 1.

It's Thursday, the 19th of May.

Lesson will be Gymnastics. This is Reception, so Early Years Key Stage. Time is at 2 o'clock. Pupils: 2, 4, 6, 8, 10, 12, 14, 16, 18, 20, 22, 23, 24, 25,
26, 27.

You're going to have to help me out a bit today.

| can tell you don't know what sticks are, sis? A few gymnasts always love sticks. Put your hands down, then! Now, what do we have to do when
we do our pre-lessons? What's the important, what's the important we have to do first? Oh, this one's not going to be easy! Listen to our bodies. Do you know
what's going to happen? Erm, we have to make our bodies warmer. Oh, clever girl. I've got some stickers for you. You'll see it on the way out. We've got to
warm our bodies up. | think we're ready to go to the game. Over here. Over here. | think we're ready to go to the game. Warm our bodies up. Just from the
hips. Just from the hips. Now, my pupils really want, they've been practising balancing. They've been balancing on one part of their bodies. It's really, really
tricky to stay still. So we're going to be wobbling. We're going to be better than them. We're going to be all the way to the legs. | told them immediately to be
tricky. | said, if you're trying to balance.

Really whispery, good voice of intonation, this is number 7.

Oh, very good, what a balance, one leg up and one arm in the air, can you do that?

Good price. Good tone.

Oh, very good, are you sure, your reception, are you sure you're a ladybird? Yeah. .

This way. Who's playing musical statues before us? Me! That's one of my favourite games! Thank you! What happens when | stop?

Keep your hands and feet still. So we're tripping, do you want the music to stop? Keep your hands in the water and hold it.

I'm going good health and safety number 24, number 24 good health and safety, I'm going good health and safety, I'm going good health and
safety, I'm going good health and safety,

Okay, eye contact, fantastic, hand gestures for eight again to help them. Being quite tactile, number five, to guide pupils away from the benches.
She's moving around the facility.

Non-verbal humour again, pretending to wiggle a bum while dancing, the teacher was brilliant. Really, really fun, very tactile. Moving over
towards the benches. Which is really difficult. It's trying to keep our voice tone up during it. For instruction.

Okay, so force intonation during instruction has been really over-dramatising in her tones, trying to get great traction and positiveness out of the
younger pupils. Again, this is early years reception, four years of age. Force intonation during discipline. Okay. Okay. Okay. Okay, that is the best balance

you've done so far. So still. Give yourself a round of applause. Thanks.

Bless you. Someone said bless you, again showing humour. One girl is not looking at the teacher but looking at me, but no, she's just kind of
looking at the teacher. Of being attracted and trying to get all the group together again it's literally telling

Superjumps got really impressed, got all excited. Excited to walk.
Good as new,

| want you to have a look at that. It's called a straight jump. It's called a straight jump because we make our bodies nice and straight. Do you want
to see my straight jump first?

Yes. Am | right on time? Yes. Can you show me your arms? Oh, super! Excellent! And did you know to throw those? Did they come up with that
idea? Yes. Some of you didn't follow my instructions earlier and you went to do your dancing around the benches. Can you please stay inside of the mat? I'm
using hand gestures to show where the teacher shouldn't go.

Okay, so intonation during disciplining because it couldn't get past the benches you to have them saved again really nice time really pleasant and
they're doing that doing it now because she's shown visual aids some are taking a part one isn't. Voice intonation during praise and development is really good
| like how she whispers as well to demonstrate for instruction, so it means that they've got to listen,

one girl's not taking part, so funny.

The teacher reacted to her poops and said, 'listen’, brilliantly.

And one pupil only knows, not stressed at all, didn't express any anxiety or anger, made it quite humorous. That's number 21, example of
teaching. Apparently, managing their own feelings.

Can't really see anything, even though she's.
So again, what they're doing now, they're doing a tuck jump, again another progression, so again looking at 32, trying to hold heart and self-
reflection, teachers reflected what they said, again very positive, providing pupils to have their feelings shown, they've done that a couple of times, but again

more dependence on this group, so less of that is required, because you just need more guidance, responses shared by teachers to the more they are good,
what they are playing, they're doing really well, only one pupil is not taking part, but hidden right at the back.
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Boys, I'm going to do this. You'll be able to actually touch the screen. And you'll move down. And now our stranger. Can you do that one? One,
two, three. Do it, stranger. Or when you're at a stranger, we've got one more door going down into the next. Warmth was good. Doing musical statues.
Participation in a teacher constantly doing, participating with the pupils, showing demonstrations of herself. Good health and safety for Ed. So that's number
24. So that's 26, 25, 24. Progression of skill. From straight jump to tuck jump. That's 27. Movement to all pupils during activities. Again, good movement.

Good on a competitive environment, we'll talk about the facets in just a short while.

It's a shame, a lot of them need the toilets, they're getting excited, running noses and aspects like that, bless them. Some are doing incorrectly,
again doing progression and chaining, again number 32, really good, recapping throughout the session, 23, parent prejudices towards the particular pupils not
shown, feelings the teacher expressed, pupils's behaviour, again only got angry once but three were misbehaving, they're really behaving well now.

Lesson is now 17 minutes and 27 seconds.

Lesson is now 17 minutes and 27 seconds. Self-awareness, this is self-recognition, self-awareness, and understanding, again looking very
professional, setting the equipment up before, wearing the correct attire, very professional as well, cause and effect of connections, controlling our own
moods.

Very good. Twisting of bodies, very good, using hand gestures, in a few minutes I'm going to put a few pupils behind here, and a few pupils
behind here, and behind here, and we're going to have a little go at walking across the bench just like a gymnast, with your head up, you might need to help
hold the bench, and at the end of the bench you can do, yes Mr. Storm, you're in the mind, thank you. Keep it up. The end of the bench, you need to do a
jump off, with renewed energy, do a star jump off at the end of the bench, just like China. Thank you. Can customers assist me or not? Yes! Yes, yes, yes. I'm
going to take you off the edge of the slope.

| need to put you into some little teams though, and there's just a couple of rules before you have a go at this. If somebody else is on the bench,
don't get on it. If somebody else is on the bench, you must wait for them to finish and come to the back before you go on. Could | just clarify? Ooh, Sienna,
where are you please? He's standing up. He's standing up. Ooh, would you like to stand up as well? I'm going to show an example now on the bench. This is
good social recognition, but also social management. Carefully. Ooh, lovely. Oh, look at that lovely start. Oh, hang on, Sienna. Now you're going to turn the
back of the line. And now it's your turn. Lovely, turn the back. That's it.

Ooh. Lovely. That's it, now turn again. Lovely. Do you think you're doing that? Yeah! You're getting really excited using it. You, you, you, you're
going to have fun with this then. Okay, so let's quickly go through again. So, self-recognition, self-appreciation, acceptance and confidence, coming to grips
with personal attributes. Really good. Really difficult to teach a group that. You don't know their names. It was really, really nice to see. Really important as
well to have that control as well. Conscious assertiveness. Again, restrictions and limitations. They're still expressing self-worth through personal care while
delivering the session. There was a very high element that is required to teaching this at your group. Again, shown well by the teacher. This is, again, Mrs.
Rand. Mrs. Rand. Emotional identification. The importance of showing an ability to identify personal feelings. Again, really, really good. And they're now all in
a row and they are taking part. Now, social recognition, sensitivity, appreciation, empathy. Really, really good on this. Got a bit frustrated with three boys who
were misbehaving, but after having a stern telling-off, they did do it. Get told off.

Again, being more tactile. Physically picking the pupils off the bench due to health and safety. A really well behaved group. Service of compassion
and benevolence. Again, helping and aiding. It's a very high tally on this. This is another 10. Again, recognising needs and desires for the pupils. Pupils are very
dependent and again getting a lot of help. Holistic communication important to effectively send and receive information, including emotional content,
listening, and engaging. Regarding the listening side, it has to be taken away some elements because the pupils do ask questions that are not relevant to the
actual lesson itself, which is very funny. But she will listen to concerns, such as someone's hurt themselves or someone's got a runny nose.

It is quite a high standard on holistic communications situation perception awareness again noticing their attention has to be high, but some
teachers were not partaking. effectively one or two but again with the group it's quite a large cohort so that could be one element interpersonal development
the importance of growing nurture and constructive connections that has been very good and again worked well with the ability the girl who wasn't taking the
lesson was not taking the lesson she was not taking the lesson she was not taking part is now taking part but rushing through the exercise on the bench self-
control

you're trying to help them work on different skill acquisitions which is good self-control discipline again this is self-management impulsive
behaviour maintaining Composure is shown brilliantly by the teacher and is required. You cannot be angry with these pupils because if you are showing very
stern reputation, they will start getting really upset. Someone else sitting on the on the floor after they've completed

psychology initiative, energizing, portraying passion, definitely engaging, emotionally very good acting, feeling choosing feelings in accordance
with positive emotions, whispering optimism, constructive feelings as well. It's absolutely superbly, really high on this age group; creativity, agility, flexibility,
adaptability have to be really weird,

creativity. To go direct, a performance targeted action

voice rising again, time. Talking about self-management of agility and control is a very difficult self-control discipline. Voice raise slightly when you
try to get a pupil to sit down. Developing relationships is very important to cultivate a nurturing relationship.

Walkability, presence, charisma, and approachability is brilliant with that. That's leadership and influence. Catalyst and response using good
eustress. Again, not a lot of stress. Good stress is very, very basic. Just for them to perform. Again, changing the tone and making it more layman terms in
communication. Bumblebee! | actually had to remember. Bumblebee! Going back. Conflict and negotiation manager using stickers. Very, very good. So again,
more tangible rewards for this group. And teamwork and collaboration. Very much a case of getting them to work individually instead of in groups. There was
some group activity. So that was absolutely brilliant. The lesson is a duration of 26 minutes. So, really, really good. | was going to nag to give stickers to
everyone. No cool down. But | don't think it was required. No recapping because it was not.

Well caught. So, a pupil was hitting. We walked over beautifully. | hope we're going to walk back beautifully too. Now, we need to get back to

searching outside. We're going to keep our police and come back to the church after a bit. Walked over really, really. Going to use stickers afterwards. Bye
bye. Bye bye. Now, leave it nice and quiet. | hope.
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Okay, put my finger over my mouth as they're walking out, they will behave beautifully. Quickly go through, back to the transcript, fantastic eye
contact with pupils, number one hand gestures, we use a lot more in comparison to even year one, actually physically picking pupils up and moving them to
get them to be in the location where they should be. Number three movement around the facility, moved a lot. Use of facial expression was used a lot as well,
probably the same as year one. Contact over time, as mentioned, not just with hand gestures, guiding and pointing, but also holding moving the pupils
physically; nonverbal humour was used again quite well. Wiggle of the bum, as | mentioned, while dancing. Voice intonation during instruction. Using
whispers, so they had to listen more.

And now, the tone of volume in voice when there's more exciting elements to be discussed; fruit during disciplinary only one disciplinary element
was introduced by three boys that were then behaved straight away when when he/she told her and it was very direct, quite loud, voice intonation during
praise and development really high-pitched, very enthusiastic as well, which is very very good. Verbal humor used effectively again, sometimes that was okay.
Voice volume threat precession was excellent by all pupils; all rules and regulations response is shot by teacher to the mood of growth again. The group was
very excited, that's really positive, again that that same emotions were shown throughout, juicing enthusiasm of the teacher as mentioned in the emotional.

Class, | set previous discussions especially in social management skills teachers providing pupils to force their feelings on a couple of occasions
but again some were not asked questions because they were so dependent; some of the questions that they wanted to us didn't relate to the actual PE lesson.
No teacher reaction to what pupils | said again. A lot of praise if there was an answer shown, again really good. Enthusiastic tone of voice response by teacher
to pupils's non-verbal communication. Again, anyone who was misbehaving, she noticed, and anyone who wasn't participating; part from one which was very.
difficult as mentioned dimension the number of pupils fingers 26 or back to through the voice recording many

pupils their responses acknowledging manner of value them out of the conversation absolutely loads of positive aspects plus also enticement of
stickers often did teacher refer back to individual contributions and success definitely especially when there was demonstrations being shown number 18
that's 17 number 18 this is teachers feelings teacher expressed to pupils due to success and skill tasks linking to number 17 again enthusiasm a lot of praise
and a lot of enthusiasm and positive outlay feelings to teachers expressed to pupils due to failure again some mistaken went past the mats and the benches
while running around no telling off it was just re re-expressed and re-educating them to not go about their visual aids and hand gestures were shown to show
where they should have shouldn't go during the jumping exercises feeling expressed to pupils's due to behaviour number 20 that was expressed on one when
three pupils were misbehaving and when they got into a group and so that cohesion that they had was suddenly broken up when the teacher and Mrs ran told
them off any circumstances that made teachers anxious or angry only on one time when a pupil didn't wasn't sitting down you

apologies um wasn't sitting down her voice changed and became louder became slightly more direct and i think that's when she was trying to
manage her own feelings teacher showed parent prejudice towards particular pupils non-applicable dozens of pupils whose mother-in-law was as good at the
other way around high standards or incorrect also wants with but Mike 25 participation on teaching 26 was very high stunner and the progression is skill was
from a standard jump to the jump again that was very difficult to but it was done Effectively, Mailman's of more pupils during activities was brilliant. We five
benches; you forget the and 26 pupils again. He gave them around four, so they were constantly moving, which was really nice.

| know almost about 20/15 seconds of uh standing still, and then we're in straight into movement for another 15. So that was very good indeed.
Participation to mention um game and competitive environment again not really but it wasn't required within this activity. Really, in this lesson position, a
teacher during schools constantly move around the hall trying to keep an eye on; very well done on the teachers finding. Out when the pupil was hitting
another pupil at the back of the queue when they're queuing to go out, well noticed so again that was good. This is more on coaching performance by the
way, less of motion intelligence specific praise of skill acquisition again that was good, especially pointed toes, shoulders back, and a lot of whole power.

And um, was not a lot of self-reflection but you can't do that for that age group; you haven't got the skills to discuss what has been good and
what hasn't been um, demonstrations delivered correctly, um, they were by itself, the pupils weren't doing them correctly, but again they were having a Go so
it wasn't, it was really more of trying to increase the heart rate, uh recap wasn't, uh done because it's their first PE lesson cooldowns wasn't done for two
reasons one would the with the intensity exercise | don't think it was probably required again that's more on the research that | have to do myself also due to
time implications as well it takes them around 20 to 25 minutes almost half an hour to get changed so again there was only a 27 minute activity gone through
the emotional facets, time is now between 34 minutes and 40 seconds end of observation
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Gary observation One. WAV
OK, observation number eight, this is Mr XXX, and this will be Tag Rugby. This is Key Stage 2 with Year 3, and it's outside today, which is nice. This
is at XXX School, first session at XXX School, the advantage of being outside at the moment is that | can constantly be talking on the Dictaphone. Number of
pupils, to be confirmed, Tag Rugby is the sport, and it's Tuesday the 17th at 1:45. | will be looking at observations on non-verbal communication, and verbal
communication, schools' pupils's emotions, and their communication with them. The teacher's feelings and emotions while delivering the PE session, and
coaching performance as well. Regarding the teacher's background, his PE and coaching, at the moment he's started a warm-up, a very good, active warm-up,
running forwards and backwards, improving their agility, and again, building their heart rate quite considerably.

He's got a lot of energy. He's using the advantage of the space. Going towards his coaching elements, participation of the teacher. He's running
around with them, so that's quite good. He's doing a good, active warm-up, number 25. Health and safety procedures, again, all the pupils in the correct attire,
again, health and safety has been done, all correct footwear as well. Progression of school; this is a 50-2 to be confirmed. The teacher assistant is with them at
the moment to put them in order. This may alter the elements of observing the teacher... ...

Go on XXX, it wasn't listening so ask the question again to the person who wasn't listening.

Pausing when people aren't listening.

Look, how many people on the side want to get the taxi? Recapping that!

Okay, Q&A has been given. Recapping the rules and regulations. Picking the tubes. Very swift, very quick. Again, they've done the warm-up.

So getting the tag belts now, good equipment, again eye-to-eye contact, hands on shoulders so good tactile with pupils as well, good eye contact,
good hand gestures as well, pointed to directions or where they should be, again he's very eager to get the actual activities so the rewarm activities, getting
people to help each other out with the tags as well. Teacher assistance is present at the moment and is helping to try and put the belts on for the teacher to
speed up the process, which is a good thing, so it's a good delegation role by the teacher.

So it's a good tick and tag exercise, again another good way to re-warm but also adding skill within the tag rugby activity. Again he's helping some
of the pupils to put the tags on to speed up the process. He's going to each square, running towards each square to see how well they're doing. Another pupil
can't put the tag on. So he's helping the pupils to put the tags on. Now they have and now they're where they go. So again it's a nice activity, playing together,
| can now count how many pupils there are. 9, 10, 10, 26 pupils in total. Voice of intonation of instruction and demonstration, very enthusiastic. Voice of
intonation, he's blowing the whistle, stop. He's blowing the whistle, stop. He's blowing the whistle, stop. He's blowing the whistle, stop.

He's blowing the whistle, stop. He's blowing the whistle, stop. The teacher is instructing the lesson because the girl needs to call in the group
because it's too loud. Sit girls in one of the squares are too far to listen to what they're saying, away they go. Again, he could have used the whistle to get the
communication machine to cool this off, better there to get them start moving movements around the facility around the hall is very good again really helping
out the group again year three still very dependent group non-verbal humor hasn't been used yet tactile with the pupils very tactile actually pats on backs and
guiding them with hand on back using a

lot of hand gestures as well which is good fingers up pointing to directions where they need to be verbal humor hasn't been used as yet try to
who's saying about the tags not fitting him it's a demonstration voice of volume throughout the PE session should be good is good but sometimes when the
pupils have splits across the whole field and the field is equivalent of half of the football pitch so again it's a very large distance to get the communication
done effectively to all maybe a suggestion to calling them in on a coaching A response is shown by a teacher to the mood of the group again, the group okay,
whistles blown stop the activity let's see if he calls them in.

Okay, so again, they're playing again, so that's quite good. Okay, so, a response is shown by teacher to the mood of the group. Again, the pupils
are excited, and so is he. So, he's keeping on piling the same emotions as the other pupils. Teacher providing pupils to voice their feelings. Again, that hasn't
happened as yet but do ask questions at times. So, again, he's providing opportunities. Again, going into each of the six squares, five squares, | should say, to
help each of the groups, which is good. Teacher reacted to what pupils have said. Again, very positive. Going back to non-verbal communications regarding
eye contact, very good. Always keeping his eye on all the pupils. Sometimes glimpsing away slightly when in communication and a one-to-one with the pupil,
which is quite, it's difficult. It's difficult to do because some pupils are then being disruptive and not listening while actually answers are being provided by the
pupils. So again, how he does that then and gets the pupils back on track is by repeating the question, getting them to listen to the answer, repeating the
answer. So again, if they're not listening, it will highlight that they have been misbehaving.

So again, if they're not listening, it will highlight that they have been misbehaving. Nine minutes 25. Again, a lot of running around still, which is
good. A lot of physical activity. Some are now on the floor and running around. Again, the lesson is nine minutes 36. So, around six, seven minutes, the
boredom factor is now kicking in from this activity. And hopefully this will change very quickly. Teachers felt the feeling expressed to pupils due to success and
skill is unique. Yet to be shown because this is a re-warm. Feelings to be expressed to pupils due to failure. Again, this has yet to be shown. Feelings to be
expressed to pupils due to misbehaviour. Again, we haven't really looked at the pupils's office yet.

Movement of all pupils during activities number 28. This is a very active class. Again, good prise for a group. We did not last week. Do you
remember? Do you remember last week when we did a lot of? So, we had one person with a ball with how many defenders did you have? Yeah. Out. Out.
One, wasn't it? It was one, re-one. So, we've got one player with a ball. They were able to dodge and run past the score and try. And then we did a bit of 2v1
as well. Two seconds was one ten. So, again, this is about dodging and agility. So, hitting the ABC. and the balance and coordination demonstrating the
activity.

Never asked the question never had the correct answer to the question but again there was a good positive answer which was appraised.

So again he's learning about passing as well.

Again the TA's now trying to control the group with the pausing to try and get the engagement of the pupils which works positively.

Demonstrating how to tap the ball.

Again, due to it being windy, you cannot hear the answers to the questions, and then he's talking in the audience again; he's gone, he's paused.
So, again, just to have a look at the area he hasn't told anyone else um as specific he did some recapping at the start number 34 before we actually went
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outside to stop any time-wasting on the actual physical activity which is good so again specifies praise of skill acquisition so again looking how they do the
dodge and feint while running with the ball.

Okay, going back into smaller activities groups of five and six and ready to play the try line uh tackling and passing um teacher number 23 the
teacher showing apparent prejudice towards particularly pupil or Pupils no, he hasn't, he does know one pupil, a pupil called Jamie, and he's been asked three
questions now, so again it may be the case that he needs to know more names of the group, that's a Q&A in our sessions.

Okay, we'll go through the emotional facet’s checklist. Self-awareness and understanding, this is on self-recognition, so self-recognition, personal
identity, his image and stance and feelings, so again, he's got the correct attire, he looks quite comfortable within his job role itself. Speaking to him earlier,
he's a tennis coach professionally, so his teaching and coaching elements are successful, but not within rugby itself, but again, he knows about the general
ABCs, warm-ups, cool downs, so that's shown quite well. Recognising the impact and consequences of his own feelings and moods, again, trying to teach the
game of rugby. Yeah. And again, it shows that he is confident in delivering this, even though he feels quite reluctant in teaching it at times, but he is quite
good at the general skill acquisition aspect of it.

So now he's going around each class, while he's going through each group of five groups of five and six, I'll carry on with the self-recognition, self-
emotional, so self-appreciation, acceptance and confidence, again, personal worth and value is very high. While delivering the PE session, again, he's got his
own personal strengths and limitations during delivering this PE session, which has been mentioned before. Consciousness, assertiveness within the PE lesson,
personal restrictions and limitations haven't been really shown yet, even though his background is tennis, again, he's shown quite a professional attitude,
especially trying to get the pupils on a movement, which is quite good. He can take an advantage of it. He can take advantage of the lesson, being outdoors in
the nice sunshine, the kids are really, really enjoying it.

Emotional identification, putting ability to identify his own personal feelings, effectively reflecting on personal performance, again, very
professional, doesn't look stressed at all and really enjoying and being quite enthusiastic and going towards each group. Empathy, sensitivity and appreciation,
importance to understand the emotion of the pupils, which he does. He needs to concentrate on the questioning, maybe getting them closer on the question.
Provides an answer which is incorrect, maybe highlighting that the answer may be correct in a different angle to the question, instead of saying, no, that is
wrong, again, just to improve the sensitivity to the pupil. Service, compassion and benevolence, again, sense of contribution, aiding and helping, he's doing
that quite a lot. He's just talking to the TA now, teaching assistants, just to highlight the skills and praise of certain individuals, again, which is quite good.

Going to read through three more before his whistle's blown. Holistic communication, sending and receiving, including emotional content,
listening, engaging and connecting with others, sending and receiving verbal and non-verbal constructively throughout the session. Good hand signals, good
communication, and trying to get every group enthused, engaging, and engaging. The best thing about this is that they're constantly moving, but again, the
time is now 18:08, so during this session, about seven minutes, one group has started to fatigue slightly, another group is starting to misbehave, but the other
three are still quite positive. Interpersonal development, sorry, situational perceptual awareness, again, shifting emotions, emotional trends of the pupils, so
he's pausing, he's changing his facial expression very effectively if he's not impressed with pupils who are not listening, understand which factors count as
well, maybe something to look into, responding with reasonable behaviour as well.

Again, very good on the discipline and whistle-up side as well, trying to get pupils to ask questions, answers that have just been provided by
pupils to the ones that aren't listening. Good hand signals. It's setting the tone for the long-term depth and breadth of the relationship with the pupils. Again,
he's built a good relationship. They feel confident, the pupils feel confident, and they feel open when they ask a question. And he's helping out pupils who've
provided their questions. So that's social recognition, self-management, self-control, and discipline, the important and effective handling of impulsive
behaviour, maintaining composure while experiencing stressful situations. Again, we'll go back onto that; he's not really showing any kind of stressed
awareness. Again, this is due to the experience of having a coaching performance and PE experience in the job.

Integrity and truthfulness, even though it's important to work consciously, integrity provides principles and values for the lesson, keeps promises,
which is made to the pupils, which he's doing. And again, it's bringing in the pupils now, getting them to line up, very, very important. Psychology initiative,
self-energising. It's important to have the initiative. It's the ability to mentally, emotionally engage, portray passion, by changing the pupils's feelings during
the PE session. It's noticing that the lesson is now getting tiring. The fatigue is getting put in, which is good to see, because that's what PE is about. But it's also
maybe the boredom and the, what's the word I'm looking for? What's the word I'm looking for? The apathy from the pupils. Yeah. That's what it is.

The kid is kicking in, only because the lesson, that section of the lesson, lasted over ten minutes long. About seven or eight minutes though, it's
still quite strong. Again, he's showing good demonstration with a pupil to try and show how to tackle. So again, good visual demonstrations there. Good
smiling, bringing humour into the group. And he's smiling as well. He's got good facial expression. Psychology initiative and self-energizing, he's mentally
emotionally engaged with the actual group; he's shown passion as well. So, again, within his tone and voice, this is very so he's just told someone he's already
schooled passed him off, well that was quite funny, but the pupils being in Year 3 didn't find that funny at all. Um, again, positive emotions, good enthusiastic
voice indeed; again, good.

Pausing if him people aren't listening, he just stops and waits, and then goes and speaks again. Creativity, agility, flexibility, adaptability,
transition, and contingency planning journey PE lesson, so again, adjusting the situations to help to build their imaginations and create. So again, he's
extending different skills; he's now building on what he's done already. And now, looking at the speed of the pass, not just passing so again, now this is very
good. I'm going to go on to listen to the chick who teaches let me just see what number is this teacher reacted to what people said number 14, very interested
actually choose someone said they're not sharing instead of just picking on one or two pupils who wasn't sharing he told the whole group so again he wasn't
blaming just individuals who made that element that issue power to the whole of the cohort which is very, very good indeed doesn't single any of the pupils
and again the pupil that did my about not being shared was just in a run-up sort.

Of fantastic, try great trouble let me just go back to this emotional facets because I'm just finishing off the third section which is self-
management, goal director performance target actions again acceptable risk improving the skill element to the actual lesson, which is good. We're going to
the fourth and final aspects now, then we'll carry back on to the actual motion, intelligence physical elements of the teacher, social management, developing
relationships and getting along with others very good; there isn't really anyone who has kind of not listened to the teacher; they're very very much
enthusiastic. With the lesson itself, they listen to the pupils effectively one or two don't, but that's part and parcel of the actual some two pupils misbehaving.
| think that is the reason why the teacher assistance is out leadership and influence again. He's got a good warmth and likeability; he's got good charisma as
well, which is that's why the pupils listen to him.

Okay, just scored a good try; they're just watching one instead of the teacher, exactly. Good anyway, let's concentrate back leadership and

influence again, that's what I've just mentioned: engaging well with the PE session for Ed, cast a list and response, a change. Show again champion in action
for during PE, again a lot of competitive elements, good stress on all the pupils trying to score,