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linked to non-problematic behaviour, the positive implications to developing this skill 

in the educational environment becomes highly significant. The previous definition 

used in this research explains emotion regulation as a process, but does not explain 

how an individual necessarily regulates their emotion. Before exploring how the 

emotional environment influences emotion regulation, it would seem prudent to 

explore emotion regulation strategies. 

Strategies of emotion regulation. Numerous strategies exist that assist in the 

regulation of emotion. Analogies are often drawn between coping and strategies of 

emotion regulation (Eisenberg, Fabes, & Guthrie, 1997; Skinner, Edge, Altman, & 

Sherwood, 2003). Similar to emotion regulation, coping is fundamentally linked to 

the social-emotional environment (Berg, Meegan, & Deviney, 1998). Skinner et al. 

(2003) grouped coping strategies into three categories: basic action strategies, 

according to function, and superordinate groupings (relatedness, competence, and 

autonomy) (Skinner et al., 2003; see also Ryan-Wenger, 1992, for a review on coping 

strategies). Irrespective of categorisation, most coping strategies were seen as linked 

to the social environment (Skinner et al., 2003; Ryan-Wenger, 1992). As such, coping 

can be facilitated and developed through and by the social environment and is 

therefore referenced with and adaptive to the local context. Therefore, because coping 

strategies may be contextually related, different individuals, in different 

environments, and at different times, require complex judgements about when, where, 

and how to employ various coping strategies. Likewise emotion regulation involves 

complex combinations of behaviour, cognition, attention, emotion, goals, and 

environmental interactions-effectively rendering function- and superordinate-based 

categorisation less meaningful (Skinner et al., 2003). Given that complex social and 

emotional processes heavily influence coping, it is surprising that the most prevalent 
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explanations of coping and emotion regulation appear to be cognitive in perspective. 

Irrespective of this, it is apparent that teachers' effectiveness in orchestrating an 

environment that appropriately develops emotion regulation skills in students would 

require complex skills in emotional awareness, timing, and understanding of their 

social-emotional context. 

Regulation of Emotion in Others 

Definition. The second part of the earlier emotion regulation definition 

involves regulation of and by the emotional environment. However, there is a paucity 

of literature discussing the regulation of emotion in others even though emotion 

regulation of oneself and others was allocated a position within the emotional 

intelligence framework at the highest skill level by Mayer et al. (2000). They argued 

that managing or regulating emotion in others was an "ability to incorporate emotions 

into decision making that involves other people" (p. 20). These authors felt the use of 

emotion in decision-making is made possible due to emotion regulation. However, 

this definition is vague and calls attention to an individual's personal emotion 

regulation more than regulation of emotion in others. Moreover, it neglects to raise 

the issue of emotional dependence on the external environment. I would argue that 

developing emotion regulation skills in children so they can independently regulate 

their own emotions, should take precedence over environmental control of children's 

emotions. I am not arguing for the neglect of external regulation of children's 

emotions by adults-in many cases when undertaken appropriately, this approach 

would be necessary for children's emotional development. The concern is instead that 

our long-term focus should be on the internalisation and generalisation of emotion 

regulation skills. 
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Mayer et al. (2000) also failed to account for the bi-directional nature of 

emotional expression. Inadvertently, regulation of others' emotion may actually occur 

in everyday interaction without conscious intent. This implies that emotion regulation 

in others may not occur purposefully or with any skill-two features necessary if 

something is to be labelled as intelligence (Mayer & Salovey, 1999). Therefore, 

simply managing emotion in others is not enough to be labelled a component of 

emotional intelligence. I would argue that to be described as a skill, managing 

emotion in others would require the conscious development of emotion regulation 

skills in others, in order for those individuals to manage emotions more effectively 

themselves. For the purposes of this thesis, an emotion-regulating or-coaching 

environment is defined as the ability of the emotional environment to be aware of and 

provide appropriate internal and external regulators to an individual's emotional 

responses in order to develop that individual's emotion regulation skills. These 

emotion regulation influences may be direct such as scripting, or indirect, as seen in 

the emotion contagion literature (Hatfield et al., 1994). 

Regulating emotion in others and development. Gottman, Katz, and Hooven 

(1997) and Underwood (1997) asked the question about the extent of influence that 

environments have over emotion regulation. From the parenting literature, parent­

child relationships are known to influence the development of children's socialisation 

and emotion regulation skills through modelling, coaching, and contingency 

(Halberstadt, 1991 ). This is evidenced in a negative sense also with maltreating 

mothers whose parenting styles involve less understanding of their children's 

emotional displays and less coaching of effective strategies for dealing with 

emotional arousal (Shipman & Zeman, 2001). As a result, maltreated children display 

more emotion dysregulation, fewer effective coping strategies, expect more negative 
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outcomes, are affectively labile and aggressive, display socially inappropriate 

emotional expressions, and experience more difficulties in attention modulation 

during emotionally arousing events than their non-maltreated peers (Shields & 

Cicchetti, 1997; Shipman & Zeman, 2001). The consequences of such maltreatment 

impacts negatively on children's cognitive, academic, social, and emotional 

development (Ammerman, Cassisi, Hersen, & Van Hasselt, 1986; Calam & Franchi, 

1987; Trickett & McBride-Chang, 1995). Maltreated children are more likely to 

exhibit conduct problems, aggression, social difficulties, and non-compliance 

(Conaway & Hansen, 1989). 

Since skills associated with emotion regulation are linked to cognitive 

development, physical health, socialisation, and adaptive behaviour, the manner in 

which this skill is developed becomes highly significant for psychologists. It becomes 

important, for example, for the development of emotion regulation to be replicated 

across a child's various social environments. 

Meta-Emotion 

The development of emotional regulation has been the focus of an approach 

termed meta-emotion, as developed by Gattman et al. (1996). 

Definition. Gattman et al. (1996) introduced various meta-emotion parenting 

concepts. One such concept, the parental meta-emotion philosophy, involves a 

system of emotions and cognitions about emotions with oneself and others. In 

essence, parents who adhere to a meta-emotion philosophy approve of and consider 

that emotions enrich lives and, therefore, deem that emotions represent an opportunity 

for learning and intimacy. 

The process of emotion coaching was reasoned to interlink with a parent's 

meta-emotion philosophy (Gattman et al., 1997). Emotion coaching involves a 
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process whereby a parent recognises his or her own and/or his or her child's emotion 
' 

views the emotion as an opportunity for intimacy or teaching, helps the child to 

verbally label his or her emotions, empathises with and/or validates the child's 

emotion, and assists his or her child to problem solve the situation that led to the 

negative emotion. This process using scaffolding/praising strategies is carried out in a 

warm, non-derogatory manner. Conversely, a dismissive meta-emotion philosophy 

leads parents to believe negative emotions such as sadness or anger is harmful to their 

children. Consequently, emotionally dismissive parents attempt to alleviate negative 

emotions as hastily as possible. These parents cajole their children, implying that 

negative emotions are not important, are temporary, and once they get over it they 

will be 'safe and sound' afterwards. 

Meta-emotion and development. Emotion coaching was reported by Gottman 

et al. (1997) to influence regulatory physiology and increase the child's emotion 

regulation skills, which in tum enhances positive peer interaction and emotional 

awareness. Parental meta-emotion philosophy also relates to both the inhibition of 

parental negative affect whilst facilitating warm positive parenting. Meta-emotion 

parenting differs from parental warmth however, in that warm parents might not 

necessarily be emotionally aware nor have an appreciative understanding of both 

positive and negative emotions (Gottman et al., 1997). This does not mean that 

parents who are not favourable to emotions are emotionally unaware. Instead, Katz, 

Gottman, and Hooven (1996) hypothesised emotionally dismissive parents may be 

well aware of negative emotions. These parents instead consider that emotions exert a 

toxic effect on their children and therefore attempt to rid their child of such emotions. 

Indeed, Katz et al. (1996) found children from emotionally aware parents who were 

disparaging of emotion, resulted in negative outcomes for the child's peer 
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relationships. In addition, being aware of emotions is not always beneficial because 

being tuned and responding to a child's negative emotion (e.g., tantrums) may act to 

instead reinforce its expression (Katz et al., 1996). As a result, neither emotional 

awareness nor caring alone is sufficient for creating a beneficial emotional 

environment. Supporting skills such as understanding of constructive approaches and 

beliefs about emotion appear necessary as well. 

Using pathway analysis to support their theories, Gottman et al. (1996) found 

meta-emotion parenting was related to scaffolding-praising parenting and the 

reduction of child derogation. In addition, emotion coaching correlated with child's 

physiological regulation, achievement, and peer-relations. Of course direct causality 

cannot be inferred from this study. Further investigation using longitudinal studies 

may be useful in shedding light on the nature of this relationship. Others have argued 

that the influence of meta-emotion may not be due so much to the emotion 

philosophy or reciprocal relationship between adult and child, but other factors such 

as parent personality and family system (Cowan, 1996; Eisenberg, 1996a). 

Presumably because caregivers coach appropriate emotion labelling and 

problem solving during the emotional experiences, children's appropriate responses 

become conditioned to emotions. Although Gottman et al. (1996) discusses these 

types of consequences, the antecedents to meta-emotion are still unclear, restricting 

the formulation of meta-emotion interventions (Cowan, 1996). Gottman et al.'s 

( 1996) use of pre-school populations and the family environment also limits the 

usefulness of this approach with school children and the school environment. It is 

unknown for example, whether emotionally warm and aware teachers are able to 

coach children's emotions in the classroom. Compared to parents, teachers are at a 

disadvantage because of the higher adult to child ratio in the classroom, the necessity 
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of delivering set curricula, and the non-biologically based nature of their relationship 

with students. 

Nevertheless, these dimensions of the emotional environment and meta­

emotion concepts seem to provide a novel and applicable approach to understanding 

how classroom environments may develop children's emotional regulation. (Gottrnan 

et al., 1996, 1997; Katz et al., 1996). Therefore the question to be raised is this: Does 

a comparable meta-emotional approach apply within schools to facilitate the 

development of students' emotion regulation? 

Emotion coaching in education. Conflict resolution programmes in schools 

have been used to develop social skills with students (e.g., "Cool Schools" mediation 

progranune; NZ Foundation for Peace Studies Inc, 1992). Bodine and Crawford 

( 1999) advocated that conflict resolution and behaviour management facilitate the 

development of emotional intelligence. Behaviour management emphasises the 

development of responsibility through appropriate class and life rules, class meetings, 

planning, and communication about responsibilities. Conflict resolution is similar to 

Gottman et al.'s meta-emotion philosophy (1996) in that conflict is considered to be a 

natural and normal process that leads to solution building and positive emotional 

change. This in tum creates a climate that meets the needs of the individuals in the 

environment (Bodine & Crawford, 1999). 

Some similarities exist between meta-emotion and conflict resolution. Both 

require the environment to be alert to the opportunities that emotional situations 

provide in order to develop social and emotional skills. Both approaches view 

emotional situations as opportunities to coach social skills through problem solving 

and solution development (Bodine & Crawford, 1999; Gottrnan et al., 1997). 
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However, several fundamental differences also exist. Bodine and Crawford 

( 1999) were more interested in understanding the negotiation process and reaching 

solutions than identifying, labelling, validating, and communicating emotions. 

Moreover, conflict resolution only focuses on one emotion, that of conflict, rather 

than using a variety of emotional opportunities. In addition, instead of adults using 

emotional opportunities, in peer mediation programmes students themselves often 

receive training in conflict resolution skills and act as mediators for their peers. While 

peer mediation programs may benefit socially accomplished students, a meta-analysis 

conducted by Wilson, Lipsey, and Derzon (2003) found little change in aggressive 

students. Moreover, mediation programs are programmes and as such, are less 

responsive to naturalistic learning opportunities. 

What is being advocated in the present research is a process whereby an adult 

coaches student's emotional skills as the emotional experiences occur. Naturally, the 

coaching process occurs over a variety of emotional situations, in a number of ways, 

at various times, and with various emotions. The process is in response to emotional 

knowledge of the situation and context, the individuals involved, awareness of 

emotion, and through participants' relationships. 

Both Cowan (1996) and Eisenberg (1996a) felt meta-emotion was a construct 

worth pursuing. However, meta-emotion is but one dimension of the emotional 

environment and is likely to be reliant on other features such as the strength of an 

adult-child relationship, adult emotional awareness, and children's personality and 

biological predisposition for the development of emotional aptitude. 

The theme introduced throughout this introduction involved the 

understanding of the classroom emotional environment and whether the emotional 

environment influences students' emotion regulation. It would appear that both 



43 

aspects of this theme require further exploration. Currently, no satisfactory model 

exists explaining contributing emotional dimensions to positive classroom 

atmospheres. Furthermore, it is largely unknown whether classroom emotional 

dimensions influence pupils' emotion regulation-although based on this 

introduction, some influence is likely to exist. It is possible that dimensions such as 

emotional-relationships, -awareness, and -regulation of self and others may 

contribute, but as of yet, the nature of beneficial classroom emotional environments is 

still largely speculative. 

Conclusions 

In conclusion, there are a number of important concepts surrounding the issue 

of emotion regulation in children and the way in which the relationship between adult 

and child influences emotional development and behaviour. The evidence presented 

supports the notion that the social and emotional environment facilitates positive 

emotional outcomes. Consequently, the social and emotional environment is of 

interest in the development of emotional regulation in children. The classroom is a 

social and emotional context and therefore children's emotion regulation skills may 

be developed through exposure to an emotion-coaching teacher. However, Pianta 

( 1999) notes that while some literature reflects aspects of relationships with teachers, 

there are ''few attempts to integrate knowledge about teacher's attributions, 

interactions with children, expectations, ...... children's feelings about teachers, time 

spent in contact with teachers .... " (p. 86). The literature discussing interactions 

between teachers and children Pianta (1999) felt, focuses "almost entirely on 

instructions ...... the social, emotional, and relational quantities of these interactions 

are almost always neglected" (p. 86). 
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These concepts seem relevant to the issue of current concern, but what 

exactly is the nature of the classroom environment? Minimal research exists that 

describes or operationalises a classroom emotional environment-let alone measure 

the effects on student's emotion regulation skills. Furthermore, no corresponding 

literature exists measuring how teacher's meta-emotion or emotional sensitivity to 

reading children's emotional cues and generating a response may develop student's 

emotional competence. Obviously it is necessary to develop an understanding of the 

type of emotional environment that has beneficial effects on students' social and 

emotional well being without disrupting academic attainment. Given the lack of 

formal knowledge on this topic, the nature of this research is exploratory and guided 

by two priorities. The first priority of this research is to develop a broad 

understanding of themes associated with beneficial emotional class climates. 

Although no doubt important, empirical testing of possible emotional contributors to 

the class climate is not the focus of this particular project. What seems to be 

important at this stage is the development of a conceptual understanding of probable 

qualities associated with beneficial emotional classroom climates. Revealing such 

themes is likely to be best served using qualitative methodology. The second priority 

is to explore whether these emotional themes are related to children's emotional 

competencies. Examining real world relationships between the emotional climate and 

students' emotional development is likely to involve numerous uncontrollable 

variables across naturally occurring situations. To address this, passive correlational 

and multivariate designs will be used. Therefore, this research is not solely anchored 

to either a qualitative or qualitative approach, but makes use of a combination of both 

methods to address the complex nature of this topic. In summary, the aim of this 



45 

research is to understand and assess the type of classroom emotional environment that 

influences students' development of emotion regulation skills. 



CHAPTER2 

Study 1: Teachers' Views on the 

Classroom Emotional Environment 
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The search for social-emotional influences on the development of emotion 

regulation has inevitably focused on parents. A variety of evidence has identified 

parental behaviour and styles as influencing children's emotion regulation ability 

(Shipman & Zeman, 2001; Trickett & McBride-Chang, 1995). Gottman and his 

colleagues described the parents of children with good emotion regulation as 

emotionally aware, warm, non-derogatory, and using scaffolding praising strategies 

(Gottman et al., 1997). In particular these investigators have described the parental 

ability of emotion coaching, which they defined as being aware of the child's 

emotion, seeing emotion as an opportunity for intimacy, helping the child label 

emotions, and validating or empathising with feelings to allow the child to problem 

solve. Scaffolding praising is a process whereby parents guide and structure 

children's learning situations using simple information in a low-key manner. Parents 

wait for opportunities to reinforce and extend their child's efforts through approval 

and praise whenever they perform or behave correctly. 

Although parental influence is obviously important, children spend a great 

deal of time in school in the presence of peers and, of course, teachers. Thus, one 

could assume teachers' abilities to engage in emotion coaching or creating a 

classroom emotional environment that supports the development of emotion 

regulation is going to be of considerable importance. Personal interest in this aspect 

of teaching and the classroom atmosphere has been generated over my time of 
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providing consultation to teachers regarding the management of negative or 

challenging children's behaviours (typically involving emotion dysregulation). 

Behaviourally oriented management and discipline strategies have much 

demonstrated effectiveness with children exhibiting serious conduct disorders. 

Nevertheless, encouraging teachers to implement them sensitively and the 

achievement of successful outcomes often seemed to me to depend on the emotional 

environment of the classroom. Features of emotional climates like positive 

relationships between teachers and students are likely to mediate effective teaching 

delivery. These impressions are supported by empirical studies from both the home 

and school contexts (Birch & Ladd, 1997; Furrer & Skinner, 2003; Hamre & Pianta, 

2001; Hughes & Cavell, 1999; Hill & Hawke, 1998, 2003; Pederson, Faucher, & 

Eaton, 1978; Skinner and Belmont, 1993; Wentzel, 1998; Wubbels, Creton, Levy, & 

Hooymayers, 1993). 

Although some interesting work has focused on the use of instructional 

methods to explicitly teach children emotion regulation skills, it could be argued that 

what is particularly important is not so much formal instruction of emotion as the 

emotional climate of the classroom, in which there are possibly hundreds of implicit 

learning opportunities whereby teachers can foster emotion regulation in their pupils. 

The purpose of Study 1 was to explore what conditions might foster an effective 

emotional climate, and to find out from teachers themselves how they conceptualised 

their role in determining the emotional environment of their classrooms. Since there 

could be a large range of emotional competencies, my first consideration was to 

solicit examples from teachers and to see whether these could be organised into a 

smaller set of characteristics that define classroom climates that foster emotion 

regulation in children. The initial approach for generating hypotheses for further 
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testing was to draw on the self-reports and understandings of those teachers who were 

identified by their colleagues as having developed emotionally calming classroom 

climates. 
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Method 

Participants 

Teachers were nominated by itinerant educational specialists, based on criteria 

presented to them. These criteria specified teachers who were judged to create an 

emotionally calming atmosphere in their classrooms, where students were able to 

calm down and get on with work, classrooms that felt good, teachers who spent most 

of the day with the same class. Forty-three invitations inviting teachers to participate 

were sent. Eight teachers failed to reply, two declined, four wanted to participate but 

the focus group was cancelled because of lack of participants in their particular 

geographical area, six accepted but failed to show, and one invitation was returned 

due to incorrect address. This resulted in twenty-two teachers from public primary 

and intermediate schools being selected. School principals were asked to confirm the 

nominations and to consent to the research. Nominated teachers were contacted 

initially by mail, followed by individual meetings to instruct them on the nature of the 

research and to obtain their written consent. 

The schools and the selected teachers represented a diversity of public 

educational programs in a region of New Zealand characterised by small cities and 

towns serving a fairly prosperous farming community. The chosen participants 

ranged in teaching experience from 1 to 39 years; there were 2 men and 20 women 

(across the region, 82% of the teachers for this age range of children are women). Ten 

teachers were of Maori descent, and 12 were European New Zealanders. As Maori 

represent 15% of the population, and only 5% of the teaching workforce in this 

particular region, there was an unplanned disproportion of Maori teachers who 



participated. The teachers were divided into three focus groups, consisting of 6, 7, 

and 9 members respectively. 

No special incentives were offered to the teachers. At the completion of the 

study a summary of the findings and conclusions were fed back to the participants. 

Procedure 
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Each focus group meeting took approximately two hours. The first author and 

a co-moderator whose role was to record verbal and non-verbal behaviour during the 

session facilitated them. The general questions put to the focus groups (Appendix A) 

were adapted from Katz and Gottman's (1994) Parent and Family of Origin Meta­

Emotion Interview. The questions were structured on the basis of Krueger's ( 1998) 

guidelines for developing focus group questions. The essential theme of the 

discussion focussed on what these teachers did that influenced the emotional 

environment of the classroom. This required considerable introspection of their own 

feelings about pupils as well as reflection on children's emotional reactions. The 

sessions were taped and the audiotapes transcribed for analysis. 

Data reduction. To guide the initial development of categories for 

consideration, several coding systems were used. These included Hooven, Katz, and 

Mittmann's (1996) meta-emotion coding system, meta-emotion interview parent 

coding sheet, meta-emotion coding system coding training manual (Katz, Mittman, & 

Embry, 1997), and the parent meta-emotion philosophy and family of origin coding 

manual (Hooven, Katz, & Mittman, 1996). Transcriptions were first reduced to 

specific concepts and developed into codes to describe new emerging concepts (e.g., 

"lAI: Teacher is fair"). Codes were brief descriptors summarising recurring themes. 

Each mention of an emotional word or concept in the transcripts was incorporated 

into a coding guide (for instance, the quote "you know just so much about them and 
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how they're feeling", could be coded under emotional awareness of students or 

emotional relationship). Recurring codes were also included from the previously 

listed coding manuals. Codes or concepts were included in the coding guide if the 

results from both the researcher and an independent rater mentioned each concept 

more than five times by different people within a focus group or were reiterated 

across more than one focus group. Codes that failed to meet these criteria were 

discarded from the coding guide. As the information was abstracted and refined, the 

system was modified to suit the emerging concepts. 

Data. analysis. Teachers in the focus groups provided a wide range of rich 

examples of issues that they considered important in understanding and responding to 

their own and their pupils' feelings. In order to distil the essential themes, I 

approached the task as one that could be best described as a bi-directional non­

parametric grouping procedure based on topic and mean. It was assumed that some 

topics would summarise a broad general domain and some topics would be more 

explicit examples or themes that could be subsumed under a more general category. 

To do this, twenty-three quotes were provided to nine education specialists who were 

asked to assign the most appropriate codes to each quote. Education specialists were 

made up of education psychologists and special education advisors. Quotes were brief 

extracts from transcripts. All of the twenty-three quotes were chosen based on their 

representation of themes that met the inclusion criteria. Selected quotes were 

associated with the most frequently occurring codes. Approximately nine 

representative codes per quote from the coding guide were provided alongside each 

of the twenty-three quotes (Appendix A). Raters were then asked to list codes that 

were representative of the quotes and to categorise in descending order the degree of 

representation they had. A highly representative code for example, might receive a 
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level of "1 "-meaning this code summarised and captured the essence of the quote. A 

less characteristic code may be given a level of "4", indicating that a minor 

relationship between the code and quote was evident. The codes across all nine raters 

were calculated to obtain the overall mean levels. The mean level of each code was 

placed in hierarchical order and then grouped in topic clusters. A fictitious example 

of this procedure is shown in Figure 2. Reliability was calculated according to 

agreement between all nine raters on whether a code represented a given quote. 



Levels ascribed 

When little Billy I C: Teacher 
' I boy brings his Dog I open I expresses 

Rover to School I I communication I emotion 

am so happy L---- ----L with parents. I 
because I know just L______ L ____ 3 ____ +--__ __c:2_ 
how he is feeling j D: Teacher l E: Teacher 
that I jump up and 1 organises ! catches 
down and then teach I environment to I teachable 
the students about I positively I moments. 
mammals, using the ! reinforce I 
dog as an example. L student 

aware child' s 
emotions and 
responds . 

~ll ' 2 4 i--------t+---------------+--__._ 
G: Teacher H: Boundary I: Teacher is 

Representative 
quote 

Mean 
of level 

empathy for setting honest about 
student emotion felt 

and emotion 
ex ressed 

Topic Clusters 

Level 1+--~---+-1- A 

D 

Figure 2. Fictitious example of bi-directional non-parametric grouping procedure 

based on topic and mean. 

53 



Results 

Inte"ater Agreement 

Percentage of agreement between the nine independent raters on whether a 

code represented the given quotes was calculated. Interrater agreement can be 

miscalculated when the likelihood of agreement on the basis of chance alone is not 

taken into account. For that reason, calculation was based on Cohen's coefficient 
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kappa (1C) (1960). Cohen's coefficient kappa (1C) is based on the following calculation; 

where Po is the proportion of ratings where the judges agree, Pc is the proportion of 

ratings for which agreement is expected by chance, and 1C is the coefficient alpha. 

Po-Pc 
'K= 

I-Pc 

Whether a code was representative or not was assumed to be the calculation of 

50% probability each multiplied over nine raters. The overall agreement was 71 %. 

Guttman, Spector, Sigal, Rakoff, and Epstein (1971) argued the minimum acceptable 

standard was 65% and therefore interrater agreement was considered to be 

acceptable. 

0.73-0.06 
'K= = 0.71 

1-0.06 

Emotion Target or Context 

Within most of the broader categories identified there were three important 

emotional contexts: teachers themselves, individual pupils, and the class as a whole. 

Examples across these three target areas will be given presently. Fourth and fifth 

contexts were occasionally mentioned within some of the major dimensions, namely 
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that of the overall school and the community it serves. Although no doubt important, 

these two contexts go somewhat beyond the psychological level of interaction 

between teacher and pupil, so I will explain them here but not provide additional 

analysis. 

Overall school and community context. Participants believed that when the 

school management was supportive, this positively influenced teaching staff mood, 

which in tum influenced the emotional environment of the classroom. School 

principals and management structures that considered the school to be partially 

"owned" by the community involved families in decision-making and problem 

solving. Participants were involved in the community and were seen in the students 

and their families' everyday environments. Through such participation, parents would 

express positive attitudes to their children about their teacher and be trusting of 

school personnel if issues or problems arose. When teachers felt appreciated by 

management and community they felt more able to provide emotional support to their 

colleagues and in tum be open to advice and ideas from others. A school and 

community that respected and dignified teaching professionally was seen as fostering 

an atmosphere in which less secure teachers could obtain positive help without being 

defensive or viewing behavioural difficulties as personal failures. 

Teachers used specific strategies to provide information to families and build 

trust, such as reporting positive progress. Encouraging families and whinau to 

discuss issues and contribute to decision-making was seen as very important. A 

phrase often used by participants was "power given is power gained." This included a 

school administration system in which management shared power and responsibility 

with teachers, and teachers were in tum expected to share responsibility with 

students. 



Core Emotion Concepts 

In terms of core emotional concepts or themes within the classroom 

environment, five super-ordinate dimensions were identified that could be reliably 

discriminated: emotional relationships, emotional awareness, emotion coaching, 

emotional intrapersonal beliefs, and emotional interpersonal guidelines. 

Table 1. Superordinate Dimensions, Secondary Dimensions, and Exemplars of the 

Classroom Emotional Environment 

Emotional Relationship 

Emotional Awareness 

Emotional Intrapersonal 
Beliefs 

Emotion Coaching 

Emotional Interpersonal 
Guidelines 

Teacher-student 
Teacher-class 
Student-student 

Emotional self-awareness 
Emotional student awareness 
Emotional class awareness 

Emotional philosophy 
Emotional attitude 
Emotional acceptance 

Emotion regulation of teacher 
Emotion coaching of student 
Emotion coaching of class 

Emotional standards 

Emotional boundaries 

Emotional self-acceptance 
Emotional student­
acceptance 

Fairness 
Respect 
Availability 
Trust/belief in students 

Boundaries in self 
Expectations 
Limit setting 
Structure 

56 
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These superordinate categories were broken down into secondary 

components. An emotional relationship for example, was sub-divided to include three 

secondary components: teacher-student connectedness with individual students 

and/or the class as a whole, and students' relationships with their peers. Teachers' 

emotional awareness involved self and/or students. Emotion coaching consisted of 

regulation of emotion in teachers themselves and emotion coaching of students. 

Emotional interpersonal guidelines had two secondary dimensions: emotional 

standards and emotional boundaries. Exemplars that characterised emotional 

standards included fairness, respect, availability, and trust or belief in students. 

Likewise, examples of emotional boundaries included boundaries in self, limit 

setting, expectations, and structure. Finally, secondary characteristics associated with 

emotional intrapersonal beliefs included emotional attitudes, emotional philosophy, 

and emotional acceptance. Examples of emotional acceptance included self­

acceptance and student-acceptance. These five superordinate dimensions did not have 

discrete boundaries and some degree of overlap existed. In some cases, described 

exemplars and behaviour were able to blend into more than one dimension. Despite 

these overlaps, it was thought possible that exemplars and behaviours could be 

segregated into five dimensions. Each concept categorised this way has been 

described below and examples given of the teachers' discourse. 



Emotional relationships. All participants agreed that the relationships 

between teacher and pupil and between teacher and class as a whole are essential 

elements of teaching, important mediums for communication, and representative of 

their primary investment in children. The concept essentially characterises the 

interaction necessary in any relationship: 

It comes from knowing them, from talcing the time to get to know 

them and being interested. I think also allowing them to know you as 

well, because the connection isn't just from us to them, it has to come 

back the other way. And so to do that you've got to share part of who 

you are. 
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Emotional relationships were described using analogies like connection, 

understanding, and relatedness. Emotional relationship within the overall classroom 

context was most often described within a family metaphor: 

I thought, "If that was my child, how would I want them to be treated?" I 

made the decision from then on that I would treat all the children as my 

own. 

The participants saw emotional connectedness as something tangible that 

could be easily fostered by relatively simple strategies. These included using positive 

reinforcement and directing positive comments to things the students are interested 

in, initiating greetings and conversations, investing time and being available to 

students, allowing the students to know things about him or herself as an individual, 

using alternative forms of communicating such music, poetry, stories, and games, and 

being open to class issues and concerns that students might wish to discuss. 

These teachers recognised the importance of developing students' peer 

relationships alongside their relationships with teachers. An emphasis on co-operation 



in class, students supporting each other, and older children looking out for more 

vulnerable ones, gave a sense that class ownership was shared among students and 

teacher: 

Teacher 1: It's like a family I reckon; you get that sort of feeling that 

everyone's looking out for each other-you know ''this is our room and 

we all belong." 

Teacher 2: Yeah, and you just feel like you're in the middle of a 

family .. .it doesn't start at the beginning of the year, but I'm just starting 

to feel that now. 

Emotional awareness. Teachers believed self-awareness and awareness of 

students' emotions were important secondary dimensions in developing an 

appropriate classroom emotional atmosphere. 
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Emotional self-awareness. This included teachers understanding their 

own emotions and the antecedents to them, as well as recognising the impact of their 

emotions on others. They were analytical of their own feelings and used emotional 

information from the class to modify their teaching practices. They also actively put 

themselves in "students' shoes" to understand the emotion and perspective of the 

student and appeared to be involved and empathic to the student's emotional 

experiences. They would try to achieve this by careful listening and observation, 

particularly of students' body language and communication: 

It's like, when you can see one of the children is upset and you take 

them aside and they say 'I stayed at Dad's and something happened' 

and their tears are welling up and yours are too because you just know 

so much about them and how they're feeling and you're so connected 

it becomes something that's part of you as well. 
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Emotional awareness of students. These participants also reported being 

aware of student's emotions and having an awareness of the emotional environment 

of the classroom. This awareness allowed them to prevent and defuse escalating 

emotional dysregulation through altering emotional antecedents and consequences: 

I saw a little boy in my class was upset yesterday, and someone was 

trying to help him, but was actually overdoing the mother hen routine 

and he burst out crying, and then we sorted it out and I saw another 

little boy just sort of like a tilt of his head and a smile, and it was 

saying 'it's all right now' and you can start seeing little things like that 

happening. Sometimes they do it overtly because they know that's 

what you're wanting to see, but it's when they're not-they know no­

one's going to catch it, that I start to attend to it more. 

Emotion coaching. Emotion coaching was seen by the teachers as being able 

to regulate their own emotions as well as emotionally manage and develop students to 

be aware of feelings in themselves and others. The respondents considered this to be a 

necessary skill for classroom teachers. 

Emotion regulation in self. With respect to their own emotional 

regulation they reported strategies of masking an emotion (e.g., presenting a calm 

demeanour when experiencing frustration), qualifying an emotion (e.g., expressing 

the frustration but qualifying it by explaining how they were feeling tired or upset by 

a previous difficult experience that morning), or simulating an emotion (acting 

positive without actually feeling it). One participant gave an example of how the use 

of masking eventually changed her affect: 

I had this child I didn't like because her mother actually didn't like 

Maori people-it wasn't the child's fault but I found I was personally 



reacting to that and I thought 'urgh, this is unhealthy', so I actively 

made a decision that I would praise that kid at least 3 times every 

single day-and to look to be genuine in that praise. And that girl is 

now in Form 2 and still comes to visit, because I actually made myself 

like that child. 
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Some teachers reported using their colleagues to help them generate alternative 

emotions. Discussions with colleagues that were most helpful in this regard were 

those that focused on pride in their work, love of children, determination not to give 

up hope on a student, focusing on goals, and trying to understand reasons for 

students' behaviour. 

Emotion coaching. Coaching students to recognise and be aware of their 

emotions was reportedly achieved by verbally labelling emotions students were 

experiencing, and verbalising their own emotional responses to the students' 

behaviour. Other active strategies during emotional situations included cooling-off 

opportunities, humour, distractions, directing children to "put themselves in that 

person's shoes", mediation during conflict, story telling, and training students to 

intervene appropriately to regulate their peers' emotions. These strategies require 

attention to timing, the developmental stage of the student, and the situation. 

Sometimes teachers would use an evoked emotional situation such as reading an 

emotional story and then discussing with students useful strategies. Teachers 

recognised that it might take time to teach a child to self-soothe and that sometimes 

the child had to learn to identify emotions, regain some composure or cool off before 

it was helpful to initiate a conversation about feelings. Choices about strategies were 

sometimes offered and this guidance during emotional events was delivered in a 

sensitive, calm, and validating manner. 



A few years ago I had a really feisty feisty boy, he was incredibly feisty, 

and I helped him to learn to recognise in himself, when that was 

beginning to escalate. And then I told him this is what you need to do, 

you can come and see me, you don't have to tell me anything, you can 

even just say, "I need to take some time." We had this system where, if 

you needed the time, you sit on the seat outside ... and if you're like that, 

it is difficult for you to learn, so that's ok, you take the time. And when 

you feel you're ready, you come back in, and you re-engage in learning, 

and then, when it was in the playground, and it had escalated, I would 

say are you ready to talk about it or would you like ... ? Always give him 

a choice. I never ever push them into a comer because that's when you 

have the hassle ... 
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The teachers recognised that by regulating their own emotion they could 

effectively regulate students' emotion, and that once an emotionally negative spiral 

occurred it was difficult to reverse. Minimal cues were considered more effective 

than numerous words, with attention to eye-level being one way of communicating a 

specific message, and ''the look," which was effective when children had been taught 

to be more aware of the teacher's emotional disposition. With younger children and 

female teachers, touch-a hug, handshake, touch on the arm, or a rub on the back to 

reassure and connect with a pupil-was frequently reported. 

You walk past their desk and you just touch the shoulder, and say, "oh 

wow, that's super handwriting", or "that's agreat brainstorming", it's 

just that touch on their shoulder and they look up and, you know and 

they do. 



Emotional intrapersonal beliefs. Three secondary categories were included 

within this dimension that included positive attitudes, philosophies regarding 

emotion, and acceptance in themselves and their students. 
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Emotional attitudes. The broader attitudinal themes that emerged 

revolved around the love of teaching, being enthusiastic about the profession, and 

proud to be teachers: "I think it comes down to I actually love my job, I do, I mean I 

get satisfaction out of it." Other statements encompasses the belief that teaching was 

an investment in children and made a difference to their lives: 

At the end of the year when you write the class list and you think, like 

I had Craig last year and Craig had been a behaviour problem all the 

way through school, but Craig and I just clicked, and I thought wow, it 

would be so tempting to keep Craig because next year's so frightening 

for him. And I thought, no, let him move on, he has to stand on his 

own two feet. So you know, Craig went into the next class and I really 

missed those ones who you form that really really special bond with 

because you help them come so far, but at the start of this year, Craig 

walked into the school, "gudday Mrs Peterson", into his classroom. 

And that was it, and he's been perfect. And although you miss it and 

you think I don't see him now to just catch up with him, but that's a 

good thing, because gosh, somewhere along the line I made a 

difference. 

Teachers saw learning as fun, used many and varied instructional media in 

their classrooms, set up interactional learning strategies and practical learning 

situations. They believed that cultural values, principles, and attitudes of students 

needed to be incorporated into the world of the classroom. These teachers talked 
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about respecting, loving, and valuing their students-ideas captured by their phrase: 

"celebrate our children." 

Emotion philosophy. Subsumed within this generally positive attitude 

was recognition that human emotions are a part and an essence of life, and that 

emotion is intrinsic to teaching and to the learning process. Participants reported they 

had some colleagues who considered emotions to be synonymous with weakness, and 

they all wished that emotions were talked about more often and taught in teacher 

education. The overarching belief was that teachers needed to acknowledge the 

"whole student," not just viewing them in relation to subject material, but to view 

them as an individual with cultural, spiritual, and emotional dimensions. 

Emotional acceptance. Acceptance of students' feelings helped teachers 

realise that they could not take students' inappropriate behaviour personally. To 

achieve this level of acceptance required participants to accept and respect 

themselves. 

Teacher 1: And you can't take it all personally anyway, like when a kid 

stands up and says you're mean I hate you rah rah rah. You just can't 

take it personally; you can't take it home with you. Because it's not you, 

it's not you. 

Teacher 2: It's often given that situation at that time, the frustration ... 

Teacher 3: They just want to take the frustration out on you ... and you 

just happen to be there. 

Participants perceived that emotional honesty, "being real", genuine, and not 

pretentious was important- to be more reflective of their own strategies and teaching 

styles and allowing them to apologise to students when they had made mistakes: 



Teacher 1: I think that with kids too, you're allowed to make a few 

mistakes, you're allowed to, but if you've developed a rapport with 

them, they'll be able to make the mistakes and you can own it say 

"sorry, this is actually my fault, come back here, and let's sort it 

again." And you can say, "oh look I've been up half the night 

marking", and they'll let you be. 

Teacher 2: Well I think they actually appreciate that too, sometimes it 

is hard to apologise but you have to. 
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It was often commented that teachers needed to be confident in themselves so 

that they did not need to please students or be driven by the desire to be liked by their 

students. "One of the things I think is that you have to be comfortable with who you 

are, part of which is out there in your background. Not everyone can do what I do 

because that's not who they are. Somewhere there has to be that acceptance of 

yourself as a person. And that somehow makes a difference to how you connect with 

those kids." 

Emotional interpersonal guidelines. Emotional interpersonal guidelines 

appeared to fall into two constituent secondary sub-categories: emotional standards 

and emotional boundaries. 

Emotional standards. Standards are socially appropriate principles that 

guide individuals' emotion-related arousal, behaviour, and communication. These 

standards differed from emotional philosophies or ideologies in that they relate more 

to guidelines for conduct than to beliefs. Examples include: respect (respecting a 

student's privacy, communicating in an age-appropriate manner, maintaining a 

student's dignity), trust/belief in student (belief in reliability, honesty, truthfulness, 

honour and strength of student), availability/student focused (using individual 
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learning approaches, catching teachable moments, altering expectations where 

necessary), and fairness (what applies to one individual must apply to all, whether it 

involves teacher or student): 

Teacher 1: If you are messy on the blackboard and scribble things up 

you then can't then tell them off for having a messy book. You can't 

have those double standards, they pick up on them. When we do a 

desk tidy-I do it too. So I don't blast children to clean their desk 

while mine is piled high with goodness know what and I can't find 

anything on it. You can't have double standards like that. 

Teacher 2: It's things like hat policy at playtimes. If you're not 

wearing a hat why should they wear a hat? 

Emotional boundaries. Boundaries are put in place not only to protect 

students from other peers or adults (e.g., ensuring that students are not dragged into 

collegial, professional, or public controversies and criticisms), but also for the 

protection of the teacher themselves. Personal emotional boundaries were considered 

important when a teacher had concerns with a specific emotion they were 

experiencing, and thus attempted to avoid or regulate the feeling or remediate the 

situation that created the emotion. The emotional threshold varied between teachers 

depending on their level of emotional comfort. 

Teacher 1: Then again, you can't allow yourself to be emotional. I'm 

sure we've all got kids in our class if we really allowed ourselves to 

get totally emotionally involved with what was happening there with 

that family that, you could go too far. You've got to, feel the emotion, 

but it's still got to be like a balance. It's sensing too the emotional 



feeling when you're too close, if they are, push back, push back a little 

bit. 

Teacher 2: In a way, that bit's about you as a person too isn't it? 

Because you have to respect yourself as a person, and know yourself 

as a person and to know when that is happening. And I think striking 

that balance with that emotion thing is so right, it is about you the 

person knowing your own space, and knowing when it's time to call it 

quits. 
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There was general agreement that it was necessary to set up clear and 

consistent boundaries, rules, consequences, routines, and standards for students: "You 

just know the boundaries, and you don't ever overstep it. And straight away from the 

beginning, you do work with children who know you as a person, but they also know 

your expectations and where they stand with you, and I think that they actually 

appreciate it, and they don't step over it." Teachers who were consistent with these 

boundaries reported that students understood that warnings would be followed 

through, using low-key directives: 

Teacher 1: Sometimes the less work the better, eh? 

Facilitator: How's that? 

Teacher I: Because they pick up on cues: like, if you're getting 

quieter, "my gosh, there's something going on here." 

Teacher 2: They learn to read your body language and things too. 

Teacher 1: And if you keep using lots and lots of words when you're 

telling someone off, they'll only respond to that, so if you get them to 

respond to one word or one look, its just makes life a lot easier and 

cause that's what the expectation is, one look and you be quiet. 



Teacher 3: Otherwise they'll expect a whole lot of words every time. 

It makes the words more effective when you do have to use them ... 

Facilitator: How do you train them to respond to that kinda quiet 

voice or the cue that you've got? 

Teacher 1: They just get used to it. You just nail it from day one. And 

if they're throwing a tantrum, and they're being really loud and using 

all sorts of words, you don't yell back at them, and you don't raise 

your voice. I speak down, and that will bring their voices down too, it 

just automatically brings them down. You calm and slow, they would 

come down exact with you, instead of ranting and raving, because they 

would just go up. 
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The participants argued that it was important to conduct disciplinary strategies 

themselves rather than rely on others, and that positive reinforcement strategies could 

be relied upon for the majority of classroom control and coaching of appropriate 

behaviour. 

Model of the Classroom Emotional Environment 

Based on the results of this discussion with teachers, a hypothetical model 

was generated to explain the relationships between the emerging superordinate 

dimensions. The model of the way these basic dimensions might relate to each other 

is provided in Figure 3 on the next page. 

Of the five superordinate dimensions identified by teachers, teachers 

considered emotional relationships to be the linking concept in a beneficial classroom 

climate and therefore it was surmised that the ultimate outcome or central organising 

principle for the others seemed to be emotional relationships. The remaining four 

categories appear to fall along two general axes, one end of which can be considered 
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the passive features, based on emotional awareness, beliefs, principles and 

philosophies, and the other end encompassing the more active transformation of these 

beliefs into explicit practices. 
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Figure 3. The proposed five-dimensional model of the classroom emotional 

environment. 

Active 

It was proposed that any passive features might be modified into active 

characteristics. Emotional awareness or intrapersonal beliefs (passive) for example, 

may translate into emotional coaching and/or emotional interpersonal guidelines 

(active). 
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Discussion 

The classroom emotional environment appears to be linked to three contexts 

(the teacher, individual students, and the class as a whole) across five broad content 

dimensions of emotional relationships, emotional awareness, emotional coaching, 

emotional intrapersonal beliefs, and emotional interpersonal guidelines. These five 

dimensions do not appear to have distinct boundaries, but instead exhibit some degree 

of overlap. An additional two contexts influencing the classroom emotional climate 

includes the school community and the community in general. However, these two 

contexts were not investigated further because their influence was considered to be 

less direct and went beyond the level of personal contact between students and 

teacher. 

Each dimension can be sub-categorised into secondary dimensions. For 

example, emotional relationships includes teachers' relationships with students, with 

the class as a whole, and between students and their peers. Emotional awareness and 

emotion coaching both involve using these skills with self and pupils; intrapersonal 

beliefs contain the secondary characteristics of emotional attitudes, emotion 

philosophy, and emotional acceptance of self and others. Finally, emotional 

interpersonal guidelines include emotional standards and boundaries. 

According to various teachers, their emotional relationship with students was 

considered to be the central feature in a calming classroom emotional climate. 

Therefore it was hypothesised that emotional relationships are the linking dimension 

connecting two axes that seem to represent beliefs and awareness as characteristics 

intrinsic to teachers' styles and guidelines and coaching representing more active 

strategies actually adopted by teachers. 
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These results generally support the expectation that the teachers selected 

would use principles similar to those of awareness and emotion coaching identified 

by Gottman et al. (1997) in parents. In addition, the use of passive constructs in the 

model regarding emotional philosophies, awareness, and self-regulation are 

comparative to those articulated by Hargreaves (1998). The common themes 

(emotional relationships, emotional awareness, and emotion management) arising 

from various emotional intelligence approaches are comparative to emotional 

dimensions generated from teachers' reports of their classroom practice. This 

outcome supports an assumption made in the introduction-that emotional abilities 

bear some resemblance to dimensions of beneficial emotional environments. A 

further assumption that was corroborated was the close similarity between parental 

factors thought to relate to the development of emotion regulation in children and 

teachers' assumptions about these same issues. It is interesting that constructs 

developed for understanding emotional relationships within families have very close 

parallels in primary and intermediate school classrooms. 

This sample of teachers, however, also introduced additional constructs 

around self-acceptance, their attitude towards emotion in general, boundaries, and 

standards associated with appropriate emotional expression, and the type of 

connectedness or relationship they had with their individual students, class, school, 

and community. The emotional environment of the classroom can thus be seen as 

affording enormous possibilities for enhancing children's emotion regulation. 

In brief, understanding the contribution that emotions have in developing 

positive class climates is an important topic that highlights the considerable amount 

of emotional work teachers are required to perform. What was so striking about these 

teachers-admittedly a select group cued to think about these very issues-was the 
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rich collection of observation, examples, and principles that they could generate in a 

relatively short discussion. These were indeed important themes to them and they 

asserted that they had experienced very little prior discussion or analysis on this topic. 

However, Study 1 focused only on teachers' understanding and did not directly 

observe teaching practice. Furthermore, assessment of the actual influence such 

practices have on children's emotion regulation or students' perception of teacher's 

emotion coaching in the classroom was not performed. I construed from teachers' 

discussions of their emotional teaching practices that five emotional dimensions were 

associated with healthy class climates. It was necessary to ascertain whether students 

held these same core values. Therefore, it was decided to interview students for the 

purposes of validating the proposed model and to obtain their perspective on the 

emotional climate of the classroom. 
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CHAPTER3 

Study 2: 

Students' Views on the Classroom Emotional Environment 

Five dimensions were found to contribute to beneficial classroom emotional 

environments: emotional relationships, emotional awareness, emotion coaching, 

emotional intrapersonal beliefs and emotional interpersonal guidelines. From this 

outcome a model was proposed to encapsulate teachers' views about beneficial 

classroom emotional climates. The hypothesised model generated from Study 1 

incorporates both passive and active dimensions. Linked by emotional relationship as 

the central organising principle, passive dimensions such as emotional awareness, 

beliefs, philosophies, and attitudes, roughly translate into explicit practices such as 

emotion coaching and emotional interpersonal guidelines. 

Some limitations to Study 1 existed however. First, what teachers described 

they did was investigated-not what they did not do, and certainly not what others 

observed them doing. Second, only teachers' perspectives were used. In order to 

address these issues, it was decided that seeking students' perspectives on the 

classroom atmosphere would be a useful approach. This is because both students and 

teachers contribute to how the classroom emotional atmosphere evolves. Through 

their participation, students are able to witness their teachers' actual behaviour. 

Students are also likely to experience a range of teaching styles throughout their 

school life, making them ideal candidates for describing the types of teacher 

behaviour they feel do and do not contribute positively to the classroom emotional 

environment. Therefore, without incorporating student's viewpoints, such a model is 
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likely to be largely unilateral in perspective. For that reason, it becomes necessary to 

examine students' perceptions of the classroom emotional environment in order to 

address these two issues and to validate the proposed model. 

Although other types of classroom climates are likely to exist, attention will 

focus on authenticating the hypothesised model. To achieve this, students' 

comparisons between helpful and unhelpful teacher behaviour were evaluated. This 

involved drawing on the experiences of students whose social and emotional 

behaviour was described by school staff as being difficult the previous year, but had 

improved over the current year. One deciding factor would need to be whether 

students attributed their social and emotional improvement to their current classroom. 

As with Study 1, this study involved generating ideas about what qualities a 

beneficial classroom emotional environment possessed. 
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Method 

Participants 

The principal from a large intermediate school that serviced a central North 

Island city was contacted. The school and city region had not participated in the first 

study. This part of the study was conducted concurrently to Study 1. The principal 

was explained the nature of the research and a request was made to obtain a sample of 

student participants. A number of criteria were used to select student participants. 

First, students were identified on the basis that they had exhibited emotional and/or 

behavioural difficulties the previous year, but now during the current year of this 

study, were described by their new teacher as emotionally settled, socially successful, 

and well behaved. Second, verbally communicative students were required. Third, it 

was desirable that students had been exposed to one predominant teacher throughout 

the school year; for these reasons, intermediate school students who were twelve to 

thirteen years of age were chosen. Fourth, because it was necessary for students to 

compare two consecutive years, students had to be nearing the end of their last year at 

intermediate school. Invitations to participate based on principal and teachers' 

nominations for selected students were given to the principal to arrange. Students and 

parents were provided with information about the nature of the research and written 

consent was obtained from both. It was requested that one group consist of female 

students and one group of males. The school organised the venue, receipt of consent 

forms, and groups to be held. Twenty-seven invitations were sent to the parents of 13 

male and 14 female students. Eighteen intermediate school students and parents 

agreed to participate. Those chosen included twelve girls and six boys. Two male 
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pupils were Maori and four were European-New Zealand. In addition, two Maori and 

ten European-New Zealand girls participated. 

The students were obtained from the same geographical region as the teachers 

who participated in the first study-although the schools and cities were different. 

The students were divided into two focus groups consisting of one group of 8 female 

students and one group 10 students, consisting of 6 boys and 4 girls. Due to consent 

given and consent returns it was decided to continue with both a single and a mixed 

gender focus group. 

Other than snack food available at the focus groups, students were not 

provided with any special incentives for participating. A review of the findings was 

fed back to the participants at the completion of the study. 

Procedure 

The focus groups were managed similarly to Study 1. I facilitated both groups 

while a co-moderator recorded interaction. Both groups lasted approximately two 

hours. A focus group question format (Appendix B) was generated from Katz's 

(1997) Child-Adolescent Meta-Emotion Interview and adjusted to target the student 

population. Once again the questions were structured according to Krueger's (1998) 

focus group question guidelines. Essentially, participants were asked to provide 

comparative examples about how the emotional environment was structured 

differently between the two years and how this altered their emotional experience and 

assisted them to emotionally settle. The sessions were taped and the audiotapes 

transcribed for analysis. 

Data reduction. The two-part data reduction and analysis process described in 

Study 1 was repeated with a different group of independent raters. Similar to the 

previous study, the initial development of categories was based on Hooven, Katz, and 
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Mittmann's (1996) Meta-Emotion Interview Child/Adolescent Coding Sheet 

(Appendix B). Emotional concepts were developed from the manuscripts and a 

student coding guide developed. As before, concepts were included if they conformed 

to the researcher and independent rater's selection criteria of five mentions in one 

focus group or repeated across both groups. The completed coding guide is listed in 

Appendix B. 

Daltl analysis. To carry out the bi-directional non-parametric grouping 

procedure based on topic and mean, seven graduate students in psychology were 

recruited to code the transcriptions. Twenty-seven quotes representative of the 

predominant themes in the manuscripts were provided. Quotes were considered 

representative if they were matched with one or more of the highest recurring codes. 

Codes were assigned a level by each of the seven raters according to their estimated 

representation of the corresponding quote (see Appendix B). As in Study 1, each 

code's mean level was calculated and placed hierarchically in relation to their level of 

relevance. Any code assigned a level of 1 for example, was considered to be highly 

representative of any emerging themes. Codes at levels 2, 3, 4, and 5 were subsumed 

under these themes in descending order and grouped into topic clusters. As before, 

reliability was calculated based on percentage of agreement between all seven raters 

on whether or not a code represented a given quote. 
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Results 

lnte"ater Agreement 

Percentage of agreement between the seven independent raters on whether a 

code represented given quotes was calculated. Once again, interrater agreement was 

calculated using Cohen's coefficient kappa (K) (1960). The overall agreement was 

84%. Based on Guttman et al.'s (1971) reasoning that"65% was the minimum 

acceptable standard, the obtained K was considered to be acceptable. 

0.85-0.07 
TC = I - 0.07 = 0.84 

Emotion Target or Context 

Students attributed their improvement in social-emotional behaviour to 

teachers and class. Unlike teachers, students did not mention the wider school or 

outside community as significantly influencing the classroom emotional environment. 

However, like teachers, the same three important interactional emotional contexts 

were also apparent for participants: themselves, teacher-pupil, and teacher-class. 

Compared to teachers, students placed more emphasis on the impact student-student 

relationships had on the classroom emotional environment and their emotion 

regulation. 

Core Emotion Concepts 

With the exception of some sub-topics like emotion philosophy and emotional 

self-acceptance, students identified the same predominant emotional themes found in 

teacher's manuscripts that were subsumed under passive and active dimensions. 

These five themes included emotional relationships, emotional awareness, emotional 
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coaching, intrapersonal beliefs, and emotional interpersonal guidelines. Some of the 

topics teachers mentioned in Study 1 were private and personal to teachers and 

therefore were unlikely to be accessible to students. In this study, students tended to 

emphasise the contribution of the teacher to the active end of the emotional axis. 

Passive characteristics were more related to the students' internal world. Student 

examples illustrated they were acutely aware of the boundaries, standards, coaching 

practices, and emotional relationships with teachers. 

Emotional relationships. Emotional relationships consisted of two secondary 

interactional contexts: teacher-student and student-student relationships. 

Emotional teacher-student relationships. Students felt that knowing 

their current teacher and developing a positive relationship with him or her led to 

behaviour change. Students were aware of their positive rapport with teachers, 

because "they would tell us." A good teacher-student relationship was linked to 

caring and a family-like atmosphere. 

Student 1: That's like our class [i.e., like a family]. 

Student 2: Yeah our class is like a family. 

Facilitator: What goes on in your class? 

Student 1: It like, we all help each other it's like a big team and ... 

Student 2: ... and our teacher treats us like her kids, like we're her 

family. 

For students, connecting with their teacher was an important vehicle in 

learning and for communicating how they were feeling. Students described their 

teacher using several approaches to ensure a positive relationship. Students 

considered their current teacher as one who took the time to talk and actively listen to 

them. Conversely, students felt obstructed from forming an appropriate emotional 



connection with their previous teachers when their teacher talked too much, offered 

advise excessively, talked "at" students rather than to them, appeared uninterested, 

and didn't listen. Furthermore, students indicated negative emotion displayed by 

teachers restricted them engaging in dialogue with their teachers. 

Facilitator: When you are feeling like that, when you are rarked up, or even 

when you're sad, when you're frustrated with something, what makes a 

teacher that you can go and talk to about that? 
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Student: A teacher who will listen to your story without like butting in and 

saying "well why don't you do this", "why didn't you come to me earlier", 

who is there to listen to you, like now, and she's like, all calm about it and she 

says, "whoa look, would you like me to sort this situation out and talk to the 

other person about it or would you just like to talk about it and just get your 

anger out and all that, and just express what you're feeling?" You don't really 

want a teacher whose like really grumpy and not really interested in listening 

to you and is always like, [in a high pitched tone] "ah well, why don't you do 

this then" and she's like, "well um I'm busy at the moment," you can just 

actually tell when they don't really want to listen or there is sometimes when 

teachers have time to listen they actually want to listen and then there are 

other times when they just really frustrated like you don't ask a stressed out 

teacher or someone like that. 

Facilitator: How would your teacher show that they're not really interested? 

Student: She would probably just look at me like in a weird way like, "why 

are you telling me this", like if I was telling something, she probably be like 

"OHH OK"-that sort of thing. 

Student: It would be going in one ear and out the other. 



Student: Yeah, yeah, she would probably be trying to work or something 

while you were telling her so you would just like feel like not telling her. 

Facilitator: Would she be looking at you ... and trying to work? 

Student: Nab she would be busy doing something. 

Student: Yeah she would already be writing something. 
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Positive and negative relationships between the student and teacher produced 

ramifications beyond the direct sphere of student influence. One example given 

involved a teacher who would phone students' parents to report on their positive 

behaviour. As a result, the students' parents would emphasise the positive aspects of 

the students' teacher, which in tum enhanced students' relationships and regard for 

their teacher. Negative relationships reportedly influenced not only the student, but 

also the student's relationship with class peers as well. Students felt relationships 

were further enhanced when teachers participated and displayed an interest in their 

interests and activities (e.g., sports). 

Students reported their current teacher set up an optimal classroom emotional 

environment at the start of the year. However, to achieve this, their teachers balanced 

their introduction of expectations at the beginning of the year with the establishment 

of positive relationships. 

Emotional student-student relationship. Peers were important for 

students' enjoyment of school. This was because students felt friends provided 

protection, someone to communicate with about emotional difficulties and assisted 

them in day-to-day coping at school. To be shamed by a teacher or fellow student in 

front of peers was considered to be emotionally destructive. Social connection was 

strongly perceived as a positive attribute by students and was linked to whether a 

student felt reinforced or punished in the school environment. 
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Students described their current teachers as being mindful of pupils' 

emotional link to the social environment. For example, students in this study reported 

that their current teachers assisted them in their development of friendships. This 

occurred through the establishment of roles amongst peers involving responsibility 

where older peers were responsible for younger peers. Students referred to teachers 

setting up and facilitating social networks and co-operation in class with peers. 

Teachers were seen placing students in groups that balanced student temperaments. 

Students felt their current teacher relied on pupils to support each other, act as 

mediators, provide positive reinforcement, and address the emotional environment by 

mediating emotions and emotional climate. The type of relationship students 

experienced with teachers was mirrored with students' relationships to each other. 

Student: .. .like the teachers yell at you and, like, shame you out and the 

kids can see it and then they basically think "oh well, there's the target 

then-go for it" 

Facilitator: Lets go for that? 

Student: Yeah, "lets go for him eh?" ... and then they'll like gang up on 

you and go "oh man, nice yelling man," and they're like bumming you 

out like, no-one wants to hang out with someone whose like, is getting 

yelled at ... 

Emotional awareness. Students were able to provide examples when 

teachers displayed emotional awareness and empathy. However, to discern 

whether teachers were emotionally aware required students to display a level 

of emotional awareness themselves and to understand the processes that occur 

once emotion is produced. Therefore emotional awareness was sub-



categorised into the students' own emotional awareness and students' 

perceptions of their current teachers' emotional awareness. 
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Students' emotional awareness of self and others. Students' ability to 

provide examples of their current teachers' emotional awareness suggests some 

degree of emotional awareness of self and their teacher was necessary for students. 

This was evident in the emotions students described when teachers emotionally 

coached them to resolve difficulties. 

Student: Yeah I like a teacher that doesn't stress out and like when you 

got a problem in the class or the playground, our teacher helps us 

through it and she like talks to us and she brings us together so that we 

can sort out what our problems are and all that. And after that it is 

pretty much clearer. So that we're not so down and we actually feel a 

lot better. So it's actually helping us inside feel better. 

Students felt they could discern verbal and non-verbal emotional signals in 

teachers accurately and as mentioned previously, used this to decide whether they 

should approach or avoid their teacher. Examples were discussed when teachers' 

feigned emotions were perceived by the class and exploited: ''When I was in primary 

school I had this teacher and I really hated her. .. and she would make out that she was 

really angry and she would yell at us and stuff and it would just make us more 

stupid .... and we would be even more naughtier." ''That's like Mrs. Peterson, she'll be 

acting, she'll be trying to act grumpy and we actually know she's getting a phoney 

frown." 

Descriptions were given of teachers' emotions that ranged from happiness, 

stress, anxiety, loss of emotional control, sadness, and anger. Shame, fear, anger or 



mirrored teacher affect were common symptoms reported when teachers' negative 

emotion became dysregulated or intense. 

Student: Like if they yell at you, like, the teachers yell at you in the 

middle of the class, you're not getting it through your head, you're just 

feeling the shame, like, you're just getting really embarrassed and 

everyone is like looking at you like you've done something really bad. 

Like go out and murder someone, go really over the top, so you feel 

like crying in class. And shame is just like feeling shame, but if he 

takes you out of the classroom, like and starts yelling at you he tells 

you to sit down out of the classroom and you start thinking about what 

he's going to do to you. 
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Teacher emotional awareness. For students to be able to describe 

teachers' emotional awareness meant their teachers would have had to communicate 

their awareness at some level. In these focus groups, students provided two types of 

examples that resembled behaviour associated with teacher awareness. The first type 

of example included teachers who were aware of student or class mood and acted in a 

non-emotional manner to address the situation: 

Student .. .if it's close to lunch-time then they [i.e. teacher] might just 

take a break or something or then just take the kids out for a game of 

sport because if she can see that they're stressing out they're not 

working and they're not paying attention in class and so they're not 

concentrating, she might just take them out for a game of sport or 

something and then they might just cool down and be like tired from 

the sport and then bring them into class and then they'll be too tired to 



run around and like be smart and that, and so they'll like really want to 

sit down and rest. 
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The second set of examples given by students was when teachers attended to a 

student's emotions in an emotional manner that involved reciprocation. 

Student: When Luke and I last struggled, when he last broke his 

collarbone at camp, or teacher she just hugged him, and I think she 

was starting to cry when he was leaving to go to the hospital .... she 

hugged me when I broke my arm I think. 

In this sense, teacher awareness appeared to be closely related to empathy. 

Empathy was alluded to in the oft-repeated statement: "our teacher understands us." 

Empathy was further sourced from student statements describing teacher's emotional 

responses being similar to that of their students. As empathy appeared to involve a 

complex interplay of emotional awareness, caring, and emotional reciprocation, this 

aspect of awareness was placed under teacher awareness. 

Emotion coaching. Emotion coaching consisted of three secondary 

dimensions involving the management of emotion: Teachers' own emotion­

regulation, their coaching of students' emotions, and students' regulation of emotion. 

Teachers' emotion regulation. As mentioned by teachers, students 

indicated their current teachers created an appropriate emotional atmosphere by 

managing their own emotional responses. Similar to teachers' explanation of emotion 

regulation strategies, students described how teachers regulated their emotions 

through strategies such as replacing emotion with another emotion, reacting to felt 

emotion, providing an explanation about an emotion, or generating an emotion to 

assist in their teaching. Strategies altered according to context and emotion. Students 

noted on some occasions that their current teachers' calm and low key emotional 
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expressions were effective for instructing them, whereas at other times, humour and 

overt emotional expressions were appropriate. However, in these situations, students 

felt that the emotion required control and direction according to the context. It is 

interesting to note in the following extracts, how teachers were said to use different 

emotion management approaches. 

Student: it's almost like getting up as a teacher you've sort of like, got 

to be an actor, you've got to know how to like act right and all that 

sort of thing .... 

Student: Our teacher will not yell at us if we're naughty, if she tells us 

off, she'll tell us, she won't scream at us and she won't yell at us 

either. 

Student: And always for them [i.e., teachers] to tell the truth, about 

everything, like if they're not happy about something, to say it and 

like, you know to or if they're really happy with you, like, to give 

compliments cause they're really happy with what you're doing. 

Student: Our teacher's real nice about this. She's the same [i.e., to 

others] as she treats us. Even if she doesn't like the person really 

much, she'll still act and you know that .... and she'll respect and she'll 

be nice 

Students felt their previous teachers were less successful and accurate in 

channelling their emotional displays; instead they were described as either overly 

passive and timid or intense with dysregulated emotions-both of which were 

considered disproportionate to the situation. 



Student 1: And it's easy for teachers to loose their head. Cause like 

Mr. Davis last year he kept like blowing off, he keeps yelling at 

children when they've done something wrong. 

Student 2: He just starts yelling, you can hear from, like, if you were 

over in Room 5 you could hear it from there. Cause he takes you out 

of the class and starts yelling at you. 
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Coaching students' emotions. Students described mirroring teachers' 

emotional behaviour toward them and as a result, teachers' own regulation of emotion 

led to effective regulation of students' emotions. Likewise, teachers' emotion 

dysregulation also led to students' emotion dysregulation. 

Student: Well I reckon that like if there's gotta be a teacher, I reckon 

that a perfect teacher would be a teacher who comes to school and 

she's generally usually always happy even if she's got problems at 

home she's just come to school and even pretend that she's happy. 

You know and then the kids can actually look at her and go "oh well". 

Student 2: And it makes everybody else good. 

Student 1: Yeah it makes everybody else feel good because they think 

"oh well, we must be going to have a good day because she's looking 

quite good, she might take us out for a game of sport or something," 

you know and she's like looking, she looks like she's in the mood to 

do something fun and to like, teach. 

Facilitator: So what the teacher is feeling the class is feeling? 

Student J: Yeah, basically, because if the teachers feeling all stressed 

out and snotty and all that, of course it's going to affect the kids 

because they know that if they step out of line something bad is going 



to happen to them because the teacher's already in a bad mood. Even 

with the slightest problem. 
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Teachers were described as using emotional situations to develop students' 

emotional and social skills. Facilitation of this process often resulted in teachers 

assisting students to talk through emotional issues, coaching students to act as 

mediators between other students, to intervene appropriately in emotional situations, 

or assisting students to generate coping strategies. One example given involved a 

teacher taking advantage of a conflict situation to emotionally coach students' social 

and emotional skills: 

Facilitator: How would a good teacher handle it [i.e., emotional 

situations]? 

Student: What happened in our classes, I was having a fight with a 

girl, not a punch up fight but just an argument fight and she [i.e., the 

teacher] took us after school and she sat us down and she listened, and 

she made us talk to each other and explain what, what was the problem 

and stuff and what we did, and what the things that we liked about 

each other and what we didn't like about each other and we had to like 

ask each other problems that were going on so that we could sort it 

out. So we knew what was happening and she wasn't like, yelling at 

us, and that she wasn't like talking in a pretty voice she was just 

talking how she normally talked and that and that making sure that we 

understand and she wouldn't let us go until we had like said sorry and 

stuff like that and made up for it. Now so it was really good because 

after that we felt better and we knew that we would and that was just 



another enemy that we had-you know-tucked away that we didn't 

have to have after that. It was pretty, pretty sweet. 

Facilitator: So she made you talk to the other person? 

Student: yeah, she made us communicate so that we felt good and so 

we knew what was going on and we knew what we were doing wrong 

to hurt the other person, and we knew we had to stop so that they 

could stop as well, so that we could just communicate better and feel 

better. 
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Strategies for effective emotion coaching of students' emotion included 

identifying with the students' emotion, comforting, talking about the issues, 

incorporating reinforcement and boundary setting, using cognitive strategies such as 

emphasising the importance of the student's responsibilities, being a positive role 

model, and allowing natural problem solving processes to occur as much as possible. 

Student: "See if you can sort it out yourself or if you can't, just come 

to me and we'll try and sort it out for you", like one teacher when um, 

she sorted out a situation she like, made us feel like we needed to be 

good and just to like be friends because she said, we've "got a 

responsibility because a lot of kids like in our class like look up to 

you" and stuff like that, or kids like look up to you and if you behave 

bad then they might just think "oh well, why should we behave good 

when they're being bad and they can get away with it, why can't we?" 

You know or if they have like little problems you know, where we 

should be like showing, we should be like setting an example. 

Facilitator: So she points out your responsibility to the other kids? 



Student: Yeah, then when she thinks that we like, that we've got it all 

out, and expressed what we're feeling and asked our questions and 

that, she'll make us shake hands and that and just, like, say to not 

argue and stuff about it, you know just keep just, either ignore each 

other or just be friends and just forget all about what happened. 

Whatever strategies were used, students found it desirable that it was 
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incorporated into the everyday development of the class emotional environment and 

that strategies were age appropriate and targeted students' needs. As a result, the 

emotional environment was rarely formally "taught." Instead, students reported 

emotional redirection occurred through everyday interaction, such as being given 

time to reflect on emotional situations and encouraging students to learn awareness of 

others, empathy and others' perspectives. Students appreciated the time teachers took 

to assist in the facilitation of emotion regulation. 

Students' emotion regulation. Students appeared to also generate a wide 

repertoire of emotion regulation strategies of their own. Strategies included reading a 

book, listening to music to calm down, eating, exercise and sport, watching T.V., 

socialising, or talking to peers or a family member. More active strategies at school 

ranged from discussions with the offending person, teacher and school principal in 

order to resolve the issues. There were examples, when students asked their principal 

and board of trustees if they could be removed from their previous class because of 

their own and others behaviour difficulties they experienced in that environment. 

Students were able to also apply the necessary emotion regulation strategies 

according to the context. 

Emotional intrapersonal beliefs. While students did not identify 

teachers' emotional philosophy and teachers' self-acceptance, they expressed 



concern about teachers' emotional attitude to teaching and children. In 

particular, students felt it was necessary for teachers to believe in what they 

were doing, to be proud about being teachers, and to enjoy teaching. 

Moreover, teachers' positive attitude toward teaching meant that they were 

enthusiastic and creative in their teaching style, resulting in students finding 

the curriculum interesting. In this example, participants felt that enjoyment of 

the profession was paramount: 

Facilitator: What about if I was going to go back to university and 

train trainee teachers. What advice would you want to say to me to 

pass on to them? 

Student 1: Tell them they must want to be a teacher 'cause there no 

point teaching if you don't ... 

Student 2: If they don't want to be a teacher then there's no point 

Student 3: Cause if they're there for the money there's basically no 

point. .. but there are other jobs for the money ... 

Student 4: Mrs Scott said to Lynlee, that she said it's so good to have a 

job where I like it and 'cause she said that she just loves coming to 

school every day and not many teachers could say that. 

Student 2: But that's what matters. 

Student 4: Well yeah but not every teacher could say that they love 

coming to school and they love their job. 

Student 2: But she does and that's what makes her such a good 

teacher .... 

Emotional interpersonal guidelines. Guidelines for emotional 

interaction were reported to contribute to the emotional environment. As with 
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teachers, students identified passive and active forms of interpersonal 

guidelines: These corresponded to the emotional boundaries and emotional 

standards reported in the first study. 
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Emotional boundaries. Students felt their current teachers expressed 

their expectations of students' responsibilities and roles at the beginning of the school 

year. However, this was balanced with teachers' development of a positive 

relationship with students. When this balance was obtained, students reported feeling 

positive about teachers' boundary setting style. This balance was what differentiated 

boundary setting as beneficial or harmful and as one participant explained: "But then 

like last year's teacher, he is strict, but he's just mean strict, like he just yells for no 

reason, but like, this year's teacher, she is strict but she's good strict." This 

participant went on to explain that good strict was when the teacher "just talks, not 

yells", that the teacher was "still fun, but you know that she's still strict but she 

makes it fun", and "she doesn't discipline you too hard." It was also felt their current 

teachers also carefully placed them so that the relationships they developed with their 

peers produced implicit reinforcement for appropriate behaviour. 

The majority of boundary setting portrayed was achieved in a consistent and 

positive manner using positive reinforcement. Positive reinforcement however, was 

insufficient in isolation and without limitations; students felt that this required 

balancing with appropriate consequences. Without this balance, loss of control was 

inevitable: 

Student: The reason that she couldn't like handle the children, I asked 

her once, like "how come you don't discipline people?"-cause it was 

just getting out of hand, and she said "I don't believe in discipline, I 

believe in like good awards." She said that she'd rather have instead of 



a chart saying bad people and then putting bad people's names, she 

said that she'd rather have a good chart and then people are being 

good, but that just doesn't work like that. The people that are being 

naughty don't think "oh I want to be good because I want to get on the 

good chart", like everybody kept being naughty last year because they 

knew that nothing was going to happen. 
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The perception was that expectations given by teachers were clear, 

reasonable, and were established early-appropriate to the students' abilities, stage of 

development, and emotional disposition: "on the first day, she told us what she 

expected and from then on we just don't be naughty for her cause we know what she 

expects and she told us on the first day." Students felt their current teacher personally 

tackled most emotional situations that required guidance and correction by 

themselves. Students labelled teachers who preferred other members of staff to 

discipline and guide as "lazy" or "weak": "she was too lazy to do things so she would 

just spit you out in detention or something." 

Because boundaries were clear and consistent, students were cognisant of 

expectations. Interpersonal lapses in behaviour consistently resulted in the issue being 

respectfully confronted, and the inappropriateness of particular behaviour and what 

was expected discussed. Students felt in these conditions, they were able to fulfil and 

comply with teachers' expectations and responsibilities. The use of negative 

consequences without positive relationship building was also harmful for coaching 

appropriate emotion management in students. Detrimental methods of boundary 

setting involved the inducement of negative emotion such as shame to serve as a 

punishment, inconsistent follow-up to inappropriate behaviour, and high intensity, 

dysregulated negative emotion. 



Student I: I asked the principal if I could change classes and told him, 

"because the teacher ain't suitable for me", 'cause she always keeps 

picking on me and making me feel ashamed and making me feel 

scared. 

Student 2: Last year, the teacher she kept yelling at me, so I kept 

yelling at her back, and so she sent for Mrs. More for the first time, I 

just sat down and started writing, and got up, went back to class and 

ate my lunch and walked out. 

Emotional standards. Particular observable standards made up an 

appropriate emotional classroom climate. Exemplars of a favourable classroom 

included teachers' fairness, availability, student centeredness, respectfulness, and 

trust or belief in students. Teachers' respect for students was linked to students' 

feeling of being safe and protected by their teacher in class. 

Facilitator: What would you like a classroom to be like? 

Student: Respect. 

Facilitator: Respect, in the classroom between? 

Student: Pupils and teachers. 

Student: And to feel like you're not going to get picked on or to feel 

like you're in a safe environment. 
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Fairness was a frequent concern for students, who gave examples of unfair 

teacher behaviour such as punishing the whole class for one student's 

misdemeanours. Students were incensed when teachers directed their frustration that 

had been generated from one particular setting or event, to another involving 

"innocent students". Students felt teachers should regulate their emotion from one 



context or incident to another-instead of venting it unfairly. Of particular spite to 

students was when teachers held certain students as "pets" or "scapegoats." 

Student: And I reckon teachers should treat everybody the same 

because, when a naughty person has done something, and the teacher 

growls them, and then like a good person does the same thing, he just, 

the teacher might just say "oh, doesn't matter", but you got to treat 

everybody in the same manner. 

Students' current teachers were seen to be available, often participating in 

shared interests with students, caring about, acting on behalf of students and with 

confidence, respect, and discretion to student concerns. In return, students 

reciprocated the attitude they felt their teacher expressed toward them . 

. . . and like I care what my current teacher thinks of me. Like, I 

wouldn't be naughty because I care what she thinks of me, but like if I 

was with last year's teacher, I don't like him, so like I don't behave for 

him cause I don't care what he thinks of me. 
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DISCUSSION 

In a similar manner to teachers, students reported the same three important 

contexts: themselves, teacher-pupil, and teacher-class. Students felt their relationship 

with peers was an important additional setting contributing to the emotional 

environment. Also similar to teachers, students identified five general components of 

the classroom emotional environment consisting of emotional relationships, 

emotional awareness, emotional coaching, emotional intrapersonal beliefs, and 

emotional interpersonal guidelines. Although students' descriptions of the same 

dimensions helped to validate the proposed model, emphasis was sometimes placed 

differently. Students for instance, emphasised their teachers' intrapersonal beliefs less 

than teachers did. Conversely, compared to students' accounts, teachers focused more 

on emotional awareness and wider community contexts. 

Unlike teachers, pupils did not identify the wider school or outside 

community as a fourth and fifth context influencing the classroom emotional 

environment. Interestingly, while teachers were cognisant of the role their colleagues 

had on the emotional nature of their classroom, students appeared more mindful of 

the role their school peers played. Naturally students were less able to directly 

comment on teacher's emotional philosophies but were able to state their teachers' 

beliefs and expectations of them as people. Student descriptions suggested they were 

highly conscious of limits, principles, coaching procedures, and emotional 

relationships with teachers. 

Independence from Study 1 was attempted by conducting the focus groups 

with students within a different geographical region than schools in Study 1, the use 

of different independent raters for the focus group categorisation assessment, and the 
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focus groups for Study 2 conducted prior to Study 1. In addition, student transcripts 

were analysed and the subsequent coding guide developed before the teacher data 

were. Teacher data was first in being sent to independent raters for analysis. 

Interpretation of teacher data also occurred first. It could be argued that because the 

student analysis was undertaken subsequent to the first study with teachers, that the 

researcher could be biased towards obtaining similar domain descriptors. Although 

this study was aimed at validating the proposed model of the classroom emotional 

environment, it was important any bias in the validation process was reduced. To 

minimise this effect as well as reduce the large amount of data into manageable 

levels, a bi-directional non-parametric grouping procedure based on topic and mean 

was carried out. This approach was used to assist in ensuring representative themes 

were maintained and prioritised. However, this method cannot be assumed to 

completely eradicate all bias. For example, some lower level codes appeared to 

represent more than one superordinate theme, leaving the researcher to judge where 

to best place lower order codes. However, this was more pertinent to lower order 

items and did not necessarily influence the placing of superordinate dimensions 

associated with the proposed model. A strategy for reducing bias in future research 

may be to provide codes with the existing mean levels to several assistant researchers. 

These assistant researchers would be requested to group codes according to topic, and 

the mean grouping calculated. 

Like teachers, students also provided many rich emotional themes and 

examples where classroom-teaching practices affected them both beneficially and 

detrimentally in an emotional manner. Undoubtedly with such an abundant 

description of emotional experience, this topic is also of necessary concern for 

students. 
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GENERAL DISCUSSION: 

STUDIES 1 AND 2 

The findings of this study suggest that the emotional environment in 

classroom settings is linked to three main contexts or targets (the teacher her- or 

himself, teacher with individual students, and the teacher interactions with class as a 

whole) across five broad content dimensions of emotional relationships, emotional 

awareness, emotional coaching, intrapersonal beliefs, and interpersonal guidelines. 

Additional contexts included student-student and teacher with the wider school and 

community. Teacher data mostly contributed to understanding the teachers' personal, 

student, and wider context; student information contributed equivalently in contexts 

relating to teacher-student and teacher-class, and more in student-student contexts. 

Special mention is necessary to highlight the interrelationship of dimensions 

and contexts within the proposed model. First, the five dimensions were hypothesised 

to interrelate with the different listed contexts. For example, a teachers' emotional 

awareness (model dimension) involves emotional awareness of themselves, 

individual students, and the class as a whole (context). Of course not all interactions 

between dimensions and contexts apply. As their definitions suggest, it is unlikely 

that emotional interpersonal guidelines or relationships relate significantly to the 

teachers' "internal context". Use of the terms "interpersonal" and "relationship" in 

these definitions emphasises interactions with the external environment. Second, it 

was proposed that the five-dimensions are interrelated. The emotional relationship 

dimension is hypothesised to be the linking concept connecting two axes proposed to 

characterise beliefs and awareness, with guidelines and coaching representing more 

active strategies actually adopted by teachers. It is also reasonable to speculate that 
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any passive dimension may translate into any active dimension. Therefore, both 

emotional intrapersonal beliefs and emotional awareness (both passive) may translate 

into interpersonal boundaries and/or emotion coaching (active). This is consistent 

with Gottman et al. ( 1996, 1997), who pointed out that emotion philosophy (here a 

secondary dimension of emotional intrapersonal beliefs) and emotional awareness 

both relate to emotion coaching. 

It is interesting that 12 girls and only 6 boys were recruited. There are several 

possibilities for this. First, I attempted to organise one group of boys and one group 

of girls for an equal gender mix. This was evident in the equal amount of requests to 

participate. However, there was a higher consent return for female students. This 

could be due to an increased interest in female students to participate. Alternatively, a 

resistance to talk about emotions may hamper male participation. The reason for 

wanting an equal mix is the likelihood of increased disclosure with identifiable 

similarities in a group. As anticipated, the boys did most of the talking in the male 

dominated group. In the all female group, female talked comparatively more openly 

than females in the mixed group. Second, I was interested in students who were 

verbally articulate and could communicate differences in teacher approaches. The 

desire to communicate with the researcher may increase the representation of 

females. Third, it may be possible that girls' emotional behaviour is more amenable 

to changes in the external environment. Fourth, I was not just interested in emotional 

difficulties where boys are overrepresented in (i.e., aggression/anger), but emotional 

difficulties experienced by female pupils as well. Therefore, emotional difficulties 

could refer to behaviour like stress, sadness, and/or aggression. Including both 

internal and externally related behaviour may have increased female representation. 
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Internalisation was certainly true with some girls in the sample. However, it should 

be noted that there were a number of females who had also displayed aggression. 

These results generally support the expectation that those teachers selected 

would use principles similar to parental factors that relate to the development of 

emotion regulation in children, such as awareness and coaching identified by 

Gottman et al. ( 1997). This sample of teachers however, also introduced additional 

constructs around self-acceptance, their attitude towards emotion in general, and the 

type of connectedness or relationship they had with their individual students, class, 

school, and community. Of course it must also be acknowledged that since the 

questions posed to the focus groups were based on the work of Katz and Gottman on 

meta-emotion, the coding system might have cued coders to acknowledge specific 

aspects of the teachers' discourse. This might lead to some bias towards the principles 

identified in the literature. Nevertheless it is interesting that constructs developed for 

understanding emotional relationships within families have very close parallels in 

primary and intermediate school classrooms. The emotional environment of the 

classroom can thus be seen as affording enormous possibilities for enhancing 

children's emotion regulation. 

Teachers were only selected as participants by virtue of peer nomination as 

teachers who developed emotionally calming classroom atmospheres. These teachers 

were asked to discuss what they did to create a classroom emotional environment, as 

opposed to what they did not do. Thus the teachers and their self-reported behaviours 

are not being touted here as representative of all teachers or even these teachers all of 

the time. Moreover, the strategies that teachers described were restricted to what they 

could articulate, which may not entirely denote what they actually do. The study with 

students was introduced partly to investigate these issues concerning what teachers 
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did and did not do and to develop of picture of teachers' observable behaviour. I am 

not claiming that teachers' ability to explain certain features of their emotional 

relationship with children necessarily translate into tangible behaviours, nor are they 

necessarily the best teachers of children. Nevertheless their awareness of things 

emotional suggests that these teachers have at least thought about some important 

issues that influence their pupils' emotional development. 

Implementation 

A further issue not addressed in Studies 1 and 2 concerns whether this 

hypothesised model of the classroom emotional environment is sequential or parallel 

in nature. It is unknown for example, if the various dimensions emerge in the 

classroom environment in a parallel fashion or sequentially, with certain prerequisite 

dimensions being established first. For example, the dimensions associated with 

emotional relationship and/or emotional interpersonal guidelines may form the basis 

for the emotional climate, from whence other dimensions such as emotion coaching 

and emotional awareness can operate effectively, in a sequential fashion. In relation 

to that, several challenges may alter the development of emotion coaching in the 

educational environment. If the relationship between student and teacher is an 

essential prerequisite component to develop before emotion coaching can take place, 

obstacles preventing healthy emotional development may hinder the effectiveness of 

developing emotion regulation in children. In relation to that, several challenges may 

alter the development of emotion coaching in the educational environment. If the 

relationship between student and teacher is an essential component to develop before 

emotion coaching can take place, obstacles to the development of relationships may 

hinder the development of other dimensions such as emotion coaching. Teachers for 

example, do not have the benefit of relying on one-on-one contact and attachment 
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often evident between children and their biological parents. For that reason, deliberate 

effort is necessary to relate simultaneously with many students while focusing on 

curricula issues. Additionally, the interdependent reliance on other dimensions may 

hamper efforts to effectively implement this model. If it is necessary for the teacher­

student relationship to be developed quickly and simultaneously with interpersonal 

guidelines so that emotional relationships can operate, a failure to establish one 

dimension may lead to either an over-reliance on one or two particular dimensions or 

worse, an inability to even establish a beneficial emotional climate. 

In many ways, I have presented an idealised model. I am not maintaining that 

this approach would address all emotion regulation difficulties in children. Much 

speculation can be made about possible hindrances to the success of emotional 

contexts in developing children's emotion regulation. Less controllable variables such 

as learning in other social-emotional contexts, may compromise effectiveness. 

Obstructions can also include competing demands of curriculum delivery and the 

ongoing needs of students. Although a high percentage of Maori teachers identified 

by their peers were represented in this sample, the effects of cultural contributions in 

establishing beneficial emotional classroom climates are largely unknown. 

Finally, this research was initiated out of interest in what allowed some 

teachers to incorporate consultants' suggestions for managing behaviour and specific 

mental health needs in classroom settings, while others seem to have great difficulty 

in doing so. The teacher and student insights raise interesting questions about the 

nature of professional consultation when implementing specific intervention 

strategies, especially those of a behavioural or cognitive-behavioural nature. Such 

interventions are easily operationalised and often have strong empirical support, but 

they do not always work in practice, partly, I believe, because there needs to be an 
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appropriate climate for any specific intervention to work, and partly because teachers 

insensitive to emotional issues have a difficult time implementing specific treatments 

in an effective way. 

Summary and Conclusion 

In conclusion, understanding the contributions of teachers and students to the 

emotional environment highlights the importance of this work and the high emotional 

requirements teachers encounter. Study 1 focused on teachers' understanding of their 

emotional practice and students' emotional experiences, rather than direct 

observational practices, on what the teachers did not do, or the actual influence on 

children's emotion regulation. Study 2 was conducted to corroborate these findings 

and attempt to address these issues. The constructs identified will require additional 

validation through alternative methods of assessment, but nonetheless offer some 

interesting insights into how the emotional environment of the classroom can be 

explored and altered. 
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