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Abstract

Background: Emotion Coaching is a relational approach to supporting social and emotional
development, promoting relationships and supporting behaviour. Initial research into its
use in educational settings has shown promising results. However, there are concerns
about the extent to which Emotion Coaching has been implemented in primary schools

that have been trained in the approach.

Aims: This research sought to examine the implementation of Emotion Coaching in
primary school settings further. First, the research examined the extent and ways in which
Emotion Coaching was considered useful to school staff. Second, it explored the factors

that were perceived to act as facilitators and barriers to effective implementation.

Method: This pragmatic research used a sequential two-phase design. Phase 1 involved an
online questionnaire for staff (n=40) across six primary schools which explored their views
of Emotion Coaching. The second phase involved a more detailed examination of Emotion
Coachingin two case study schools. Semi-structured interviews (SSls) were conducted with
staff from a range of roles in each school, including head teachers, to undertake a detailed

exploration of their views of Emotion Coaching and its implementation.

Results: The results revealed that staff overwhelmingly thought that Emotion Coaching
was a useful approach for professionals. Thematic analyses undertaken separately for each
school revealed that staff were finding Emotion Coaching useful in a range of situations
and perceived it to be having a positive effect on children. Key facilitators to
implementation included quality training, a school ethos where wellbeing was central and
an actively engaged senior leadership team (SLT). A key barrier to implementation was the
pressure faced by school staff due to time constraints and curriculum demands. However,
it is acknowledged that all the results should be interpreted with caution given the

potential positive bias in the sample of participants who opted to take part.

Conclusions: Educational Psychologists (EPs) have an important role in providing quality
training and implementation support for those trained in Emotion Coaching. SLTs in

primary schools should actively commit their staff to using the approach following training.
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Wider policy decisions which prioritise wellbeing would facilitate the implementation of

the approach further.



Impact Statement

This pragmatic research explored staff perceptions of the Emotion Coaching approach and
its implementation in mainstream primary schools. Almost all the schools that had been
trained in the researcher’s placement local authority (LA) were mainstream primary
schools, demonstrating the relevance of understanding the implementation of the
approach in these settings. This understanding can help contribute towards more effective

implementation of Emotion Coaching in the future.

This research has implications for EPs in the way that they train and support schools with
the Emotion Coaching approach. Training should be underpinned by theory and this should
be explicitly shared with trainees. The skills involved in Emotion Coaching should be
modelled for trainees and there should be opportunities for them to practice skills during
the training session so that they feel prepared to start using what they have learnt
following their training. When negotiating the time required for training, EPs should bear
these factors in mind and ensure that there is enough time for each of these aspects in the

training sessions.

The findings also show that it may be beneficial for EPs to be involved with supporting and
coaching trained staff in schools following initial training and during the early stages of
implementation. This would enable staff to identify challenges they face, problem-solve
and develop their skills with the support of those who have knowledge and experience of
the approach. EPs will have knowledge of other schools who are using Emotion Coaching
and could put schools in touch with each other for peer support projects around
implementation too. This would help more staff to develop their skills and confidence

using the approach and help them to apply it more universally, as intended.

EPs can use their research skills to further study the implementation of the approach and
develop a clearer picture of what the approach looks like in practice in schools. This
knowledge, combined with the facilitators and barriers identified in this research, can be
used to further support schools to implement the approach. Once the approach has been
fully implemented in schools, impact evaluations can be conducted and contribute

towards the evidence base of the approach.
-6-



The results of this research suggest that SLTs in schools should actively commit staff to the
implementation of Emotion Coaching following whole-school training. A simple strategy
like giving staff prompts for the back of their lanyards can be effective, as can a more
comprehensive strategy like integrating the approach into policies in the school. Findings
around SLTs actively supporting implementation may also be applicable to other

approaches and areas of CPD beyond Emotion Coaching.

Finally, the findings from this research concerning the pressures school staff face that
make it difficult for them to implement Emotion Coaching has implications for policy
makers. School staff are expected to support the holistic development of children and their
mental health and wellbeing. However, this research has shown that the school curriculum
and accountability measures lead to pressures on school staff which prevents them being
able to prioritise and implement an approach like Emotion Coaching. If schools are to play
an active role in supporting good mental health and wellbeing, then the importance of
wellbeing as well as cognitive and academic development needs to be formally recognised.
This would enable staff to dedicate more time to developing their skills and supporting

other areas.



Contents

1 Chapter 1 — INtroduction.......ccccceiiieuiiiiiinniiiiieniiiiieniiesesesn. -17 -
1.1 The ReSEArch CONtEXt...cccuiiiiiiiiiieiieeeee ettt ettt ettt e sar e sbee e saree e -17 -
0072 1 g oV o o [ 0o Y= o112 ¥ - PRSP -18-
1.3 The CUIrent RESEAICI ..ccouiiiiie ettt ettt st et e st sar e sbee e saree e -19-
1.4 OVerview Of the TRESIS ..c..eeiiiiiieieee et st st -19-

2  Chapter 2 — Literature REVIEW.......cccveeurrenireeereeirenierenernneronerenerensrenssenssensernsesnnes -21-
2.1 Mental Health and WellbeiNg......c.ccoouiriiiiiiiiieeeeeeeeeeeee e -21-

211 Mental Health or WellbeINg? .......ovviveiiiiieiiieecee et -21-
2.1.2 WOrKing DefinitioNS....ccccuveiiiiiie et e e -23-
2.1.3 The UK Mental Health & Wellbeing ConteXt........cceevcvieieeciieeecciiee e -23-
2.2 Social and Emotional COMPELENCIES .....cccveeeeiiieieeecieee ettt e e e e -25-
2.2.1 What are Social and Emotional Competencies?........ccceeecveeeeeciieeeeecieeeeccieee s -25-
2.2.2 Why are Social and Emotional Competencies Important?.........cccccceevvvcveeeennen. -25-
2.3 Relationships and WellDEING .......cooviiiiiiiiiie e -27 -
2.3.1 Social and Emotional Competencies and Relationships........cccccceeciviiiciieeeennen. -27 -
2.3.2 Relationships, Mental Health and Wellbeing .........ccccovveieiiiieccieeeeeee e, -27 -
2.4 Promoting Social and Emotional Competencies, Relationships and Wellbeing............. -29-
2.4.1 Universal and Targeted Programmes........cuueeeeciieeeeciieessiireeeesireeessvveeessvneeeens -29-
2.4.2 The Case for a Whole School Approach .........coccuvevieciiiiciiieccree e, -31-
2.4.3 R U130 0 = V75N -32-

D S =1 o 1o [ o W @o Y=o o 11 = SRS -33-
2.5.1 What is EMotion Coaching?.......ccocciiiiiiiiieicciiee ettt -33-
2.5.2 Theoretical Background of Emotion Coaching .......cccccveeevciieeiiiiiieecciieee e, -35-
2.5.2. 1 AttACRMENT ..o et -35-
2.5.2.2  POIYVAZAI TNEOIY...uiiii ittt ettt e et e e e et e e e ebae e e e snaeeaeeanes -35-
2.5.3 Emotion Coaching and Parenting ......ccccceeecieeieeciiee et -36-
2.5.4 Emotion Coaching and Education Professionals ..........ccccecuveeeviiieeeccciieee e, -36-
2.6 Implementation and Training Transfer.......cccivciiiiicciie e -46 -
2.6.1 Effective CPD for SChool Staff..........ooiiiiiiii e -46 -
2.6.2 TraINING TrANSTEI..ceii et et e e e ae e e e e abae e e eeanaeeaeas -48 -
2.6.2.1  The Transfer Problem ...ttt -48 -
2.6.2.2 Factors Influencing Training Transfer......cccocoeiieciei e -48 -

-8-



3

2.6.2.3
2.6.3
2.6.3.1
2.6.3.2
2.6.3.3
2634

Open Versus Close

A SKIllS oo

Implementation and Organisational Change........cccccevecieiiieciee e,

IMPlemMENtation SCIEBNCE ...ccovuiiee it

Implementation Science in SChoOIS ..........ooiviiiiiiiiieecceecce e

Assessing Implementation in SChoOISs........ccoviiieciiiiicciee e

Assessing the Implementation of Emotion Coaching ........ccceeeeciieeiiciienenns

2.7 Summary and Research QUESLIONS ......c..ueeieciiiiiiiiiieecieee e e e saae e

Chapter 3 — Methodology

3.1 Epistemology and Ontology

3.2 Rationale for the Research DESIZN.......cuueiiecuiiiiieiiiie et saae e

3.21
3.2.2

Rationale for Phase 1

Rationale for Phase 2

I Y- 120 T o] o= 2SR

3.4 Phasel..iiiiiiiiiiieennn,

3.4.1
3.4.2
3.4.3

Recruitment and ProCEAUIE........uueeieeieiieitiii e aaaasssaaasasaannes

Participants..............

Questionnaire DEVEIOPMENT.......ccocciiiiiciiee e

3.5 Phase2..iivieeiiiiiieennens

351
3.5.2
3.5.3
3.54

Recruitment .............
Participants..............

Procedure.................

Semi-Structured Interview Development ......ccccvevivciieeeeciieee e

3.6 Data Analysis....cccccceuveeennnen.

3.6.1
3.6.1.1
3.6.1.2
3.6.1.3

3.6.2
3.6.2.1

3.6.3

3.6.4
3.64.1
3.6.4.2
3.6.4.3

3.6.1 Phase1............

Approach to Data ANalYSiS......cccuiii e e

Closed Questions .
Open Questions ...

Phase 2....cccceeeuvnnnnnen

Approach to Data ANalYSiS.....eeiiiiiecciiiiieee e

Synthesis of the Data

Quality of the Data Analysis and Trustworthiness..........cccceeevciveeiiciieeeecciieeeens

[N =Y @o Yo LY G O 0 1= TN

Peer Reviewing.....

Negative Evidence



3.6.4.4  RePreSENTAtIVENESS ...uuuuiiuiiiiieiiieiiiirtiiteieieieraterarererreree ... -73 -

3.6.4.5  TriaNgUIAtION...cci it ae e e e nnee -74 -
4 Chapter 4: Findings and ANalysiS.....ccccccirrruniiiiiinniiiiiieniiiiinnieens -75-
N 10N i o To [V o1 f [o T o T PP PRTOUSRPRO -75-
A2 A2 RESUIS. ..ottt -75-
4.2.1 Phase 1 — QUESTIONNAIIE. .....couiiiieiieiieeet ettt -75-
4.2.1.1  CloSEd QUESTIONS ...cueieuiieiieieeteestte sttt ettt sttt sree s eaee s -75-
4.2.1.2 0PN QUESTIONS ....eiiiiiiiieieeeeiireeee e ettt e e e e s et e e e e e s s ssabereeeeesssssnreeeeeens -78 -
4.3 Phase 2 — MUltiple-Case StUY .....cc.ceeirciiiiiiiiiieeecieee et e s svre e s saaee e -82-
43.1 School A Key INformation .........cooocuiiiiiciiie e -82-
4.3.1.1 School A Semi-Structured Interview Data for RQ1........cccocceeveeneeneeneeneennnen. -83-
4.3.1.2 School A Semi-Structured Interview Data for RQ2.........ccoceeevveenieienveeniieenne -89-
4.3.2 School B Key INformation .......c..ceiiciiiiiiciiie ettt -95 -
4.3.2.1 School B Semi-Structured Interview Data RQL .......cccoocveeviieiiniieniieeeiieenieeene -96 -
4.3.2.2 School B Semi-Structured Interview Data for RQ2......c..cceceerveervieeneeneennenne -102 -
4.4 Cross-Case SYNTNESIS.......uuiiiiiiiieieciiee et ese e e e tte e e et ee e s e ate e e e enbeeeeenreeeeenrenas -109 -
441 RQ1. To what extent and in what ways is Emotion Coaching considered useful to
SCROOI STATE Pttt st ettt ab e s b e e aes -109 -
4.4.2 RQ2. What factors are perceived by school staff to be the facilitators and barriers
to the implementation of Emotion Coaching in their schools?...........ccceevvveeiiiieeiiiennn. -112 -
5 Chapter 5: Discussion and Implications for Practice.......ccceceeeurereencreencceennnnnnn. -117 -
5.1 Overview Of RESEAICN ......couiiiiiiieieee e e -117 -

5.2 RQl. To what extent and in what ways is Emotion Coaching considered useful to school

] | SO OSSO PP PPN -117 -
5.2.1 To what extent is Emotion Coaching considered useful to school staff?.......... -117 -
5.2.2 In what ways is Emotion Coaching considered useful to school staff?............. -118 -

5.2.2.1  EmMOtioNal COMPELENCE ...ceicuiiiieieiiiee ettt ettt e s e e e e saaeeeeas -118 -
IV 3 Yo Lol I- | W @] 1 o] o Y] =T o Vol ISR -121-
5.2.2.3  RelationNShips ...ueuuiiiiieei e -121-
5.2.2.4  AdUlt WElIDEING c..cvveeeieee ettt e et aaee e -122 -
523 RQL CONCIUSIONS ...ttt ettt ettt sttt s st s sre e s e eare s -122 -

5.3 RQ2. What factors are perceived by school staff to be the facilitators and barriers to the

effective implementation of Emotion Coaching in their schools? ..........cccccoveeeeiiieeeeciieen. -123 -
5.3.1 TraiNING TraNSTer...eei i e e e e e e areeas -123 -

5.3.1.1  WOrk ENVIFONMENT ..coouiiiiiiiieriieeiiecte ettt s e s -123-



6
7

5.3.1.2  Training DeSIBN..ccceeeeeeeeeeeeeeeeeeeeeeeeeee e e e e e e e e -125-

5.3.1.3  Trainee CharacteriStiCS.......cccerriririieiriiieiiee ettt -127 -
5.3.2 IMPIEMENTALION 1. e s e e s e e e sanee -128 -
5.3.2.1 Stages of Implementation.......ccccceoeuieiiiciiie e -128-
5.3.2.2 IMplementation DIIVEIS .......cocciii ittt e e vee e e e e -129 -
533 RQ2 CONCIUSION .ttt sttt et e s -132-
5.4 Contributions and Strengths of this Research .........ccccocveiiiiiiiiiiiiiei e, -133 -
5.5 Implications fOr PractiCe ......ccueiiiiiiiiiiiiiee ettt -134 -
5.6 Limitations Of RESEAICN.....cc.iiiiiiiiiiiee et -137 -
5.7 FULUIE RESEAICH ..ttt st st e e s e -139-
5.8 CONCIUSION ..ttt ettt sttt e b e b e sbe e sae e st e et e e nbeesbeesnnenas -141 -
Chapter 6: RefErenCes ......ccccevveeiireeiireeiereeeeereeneetennereeneerensesrnsserensesssnsessansesees -142 -
Chapter 7: APPeNndiCeS .....cceceiveeeireenerreeiereneiereaneeresserrnneerensesrnssesensesssnsesssnsesees - 159 -

-11 -



List of Tables

Table 1: Summary of Emotion Coaching research in UK educational contexts............. -40 -
Table 2: Factors which influence training transfer from Grossman & Salas (2011)...... -50 -
Table 3: Profile of schools participating in phaASe 1 ............ccccueeeeecvveeessiiiieeessiieeaensnnn, - 66 -
Table 4: Profile of staff participating in PAASE 1 ............cc.eeeeeeveeeeeeiieeeeeiiiieeeeeiieaaeeeens - 66 -
Table 5: Themes and subthemes for QIL0...........cccuuueeeeecieeeeesiiireessiieeeessiieeeesiiaeaessies -79-
Table 6: Themes and subthemes for QL1..........uuuueeeeeeiieeeeeiieeeeecieeeeeeieeeeeseeaa e e - 80 -
Table 7: Themes and subthemes for QL2..........cccuueeeeeecieeeeeiiiieeesiiieeeesiieeeessiireeessses -81-
Table 8: Training information fOr SCROOI A ............ueeeeeeeeeeeeeeeeeeeeee et -83-
Table 9: School A theme and subtheme descriptions for RQ1 ..........cccceeevuveeeeccveeeennnnn. -85-
Table 10: School A theme and subtheme descriptions for RQ2..........cccccceeeeecvvvvvvnnnn... -90 -
Table 11: Training information for SCROOI B .............ccccuveeeeeceeiieeeiieeeeecieeeeecceaa e -97 -
Table 12: School B theme and subtheme descriptions for RQ1 ..........ccccoveeeeecvveeennnee. -100 -
Table 13: School B theme and subtheme descriptions for RQ2 .............ccceeeevuveeeennen. -103 -

-12 -


https://staffordshire-my.sharepoint.com/personal/april_romney_staffordshire_gov_uk/Documents/Documents/Downloads/FINAL%20THESIS%20and%20amendments%20highlighted.docx#_Toc51067285
https://staffordshire-my.sharepoint.com/personal/april_romney_staffordshire_gov_uk/Documents/Documents/Downloads/FINAL%20THESIS%20and%20amendments%20highlighted.docx#_Toc51067286
https://staffordshire-my.sharepoint.com/personal/april_romney_staffordshire_gov_uk/Documents/Documents/Downloads/FINAL%20THESIS%20and%20amendments%20highlighted.docx#_Toc51067287

List of Figures

Figure 1: Empathy and guidance levels in meta-emotion philosophy styles................. -34-
Figure 2: Implementation stages and drivers from Fixsen et al. (2013) ........................ -54-
Figure 3: The EEF’s purposes of process evaluQtions ..............ccccveeeescvveeesssiiveesssivnnnnn. -56 -
Figure 4: Q3 FESUILS ..cooeeeeeeeeee ettt e e e e e e et ettt e e e e e e s e s eaaaaesessainnes -76 -
FIiQUIE 5: QA FESUILS oottt ettt e et e e e st a e e st e e s e sstaaessnnsseaeeas -76 -
FigUure 6: Q7 FESUILS ..ccoeeeeeeeeeee ettt e e e e e e et ettt e e e e e e s s sssseenaaaaesessennnes -77 -
FIiQUIE 7: Q8 FESUILS oottt e e e et e e e ettt e e e st e e s e sstaaessassseaeeas -78 -
Figure 8: Areas of similarity and difference in over-arching themes for RQ1.............. -110-
Figure 9: Areas of similarity and difference in subthemes for RQ2................cccc........ -113-

-13-


https://staffordshire-my.sharepoint.com/personal/april_romney_staffordshire_gov_uk/Documents/Documents/Downloads/FINAL%20THESIS%20and%20amendments%20highlighted.docx#_Toc51067294
https://staffordshire-my.sharepoint.com/personal/april_romney_staffordshire_gov_uk/Documents/Documents/Downloads/FINAL%20THESIS%20and%20amendments%20highlighted.docx#_Toc51067295
https://staffordshire-my.sharepoint.com/personal/april_romney_staffordshire_gov_uk/Documents/Documents/Downloads/FINAL%20THESIS%20and%20amendments%20highlighted.docx#_Toc51067297
https://staffordshire-my.sharepoint.com/personal/april_romney_staffordshire_gov_uk/Documents/Documents/Downloads/FINAL%20THESIS%20and%20amendments%20highlighted.docx#_Toc51067298
https://staffordshire-my.sharepoint.com/personal/april_romney_staffordshire_gov_uk/Documents/Documents/Downloads/FINAL%20THESIS%20and%20amendments%20highlighted.docx#_Toc51067299
https://staffordshire-my.sharepoint.com/personal/april_romney_staffordshire_gov_uk/Documents/Documents/Downloads/FINAL%20THESIS%20and%20amendments%20highlighted.docx#_Toc51067301

Appendix 1:
Appendix 2:
Appendix 3:

List of Appendices

Ethical considerations .............uuueeeeeeueeeeeeeeeeeeeeeieeeeenennnn,

Ethical approval..............eeeeeeeeeeeeeiiiieeiaeeeeeecciieeeaaen,

Appendix 4: Phase 1 email to head teachers...........ccccuvvevveeeevennnn,

Appendix 5: Information for head teacher to forward to staff..........

Appendix 6:

Training overview of schools participating in phase 1...

Appendix 7: Rationale for items included in questionnaire ...............

Appendix 8:

Online QUESLIONNQIIE ..........ceuveeeeeeeeiiiieieeeeeeeecccieeaeaaenn,

Appendix 9: Phase 2 information Sheet ............cccceeeeeeeeeivvvveneeeeenaann,

Appendix 10:
Appendix 11:
Appendix 12:
Appendix 13:
Appendix 14:
Appendix 15:
Appendix 16:
Appendix 17:
Appendix 18:
Appendix 19:

Phase 2 email to head teachers.............ccceecvvvveennnn....
Phase 2 consent form..........ccccceeeecveeeeeeccveeeessiveaaeeene,
Semi-structured interview schedule for staff...............

Semi-structured interview schedule for head teachers

Guidelines from Foddy (1993) on questionnaire construction.................

Outline of thematic analysis stages including worked exampled..........

School A qualitative data RQL .........cooeeeeevvvvveeaaaeeann,
School A qualitative RQ2............eeeeeeeeeeeeeiiieveeeneseeesaeann,
School B qualitative datad RQ1..........cccceevvvveveeeaaeeaannn,
School B qualitative data RQ2...........ccccceevvveveveeeennaaanns

Comparison of quantitative results for School A and B

-14 -



Glossary of Terms and Abbreviations

ADHD - Attention deficit hyperactivity disorder
BCS — British cohort study

CPD — Continuing professional development
DfE — Department for Education

DoH — Department of Health

EC — Emotion Coaching

ECUK — Emotion Coaching UK

Emotion coaching style — accepting uncomfortable emotions as normal and using
emotional moments as opportunities to offer children guidance about emotions and how

to manage them.
Emotional competence — emotional expressiveness, knowledge and regulation.

Emotion disapproving style — being critical of displays of uncomfortable feelings and

reprimanding or punishing children for emotional expression.

Emotion dismissive style — disregarding, ignoring or trivialising children’s uncomfortable

emotions.

EP — Educational psychologist

EPS — Educational psychology service
INSET — In-service training

LA — Local authority

Laissez-faire style — Accepting children’s emotions and empathising with them but failing

to offer guidance or set limits on their behaviour.

Meta-emotion philosophy — An organised set of feelings and thoughts about one’s own

and other people’s displays of emotion.
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Parental meta-emotion philosophy — An organised set of feelings and thoughts about

one’s own and one’s children’s emotions and displays of emotion.

PATHS — Promoting Alternative Thinking Strategies

RQ — Research question

SAFE — Sequenced, active, focused and explicit

SENCo — Special educational needs co-ordinator

SEND - Special educational needs and/or disabilities

SEL — Social and emotional learning

Social competence — The ability to interact and form relationships with others.
SSI — Semi-structured interview

TA — Teaching assistant
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1 Chapter 1 - Introduction

1.1 The Research Context

Concern for the mental health and wellbeing of children and young people is on the rise
with one of the most recent World Mental Health Days focused on this area (World Health
Organisation, 2018). Sadly, there is research evidence here in the UK which warrants
concern for the mental health and wellbeing of children and young people. For example,
recent Good Childhood Reports (The Children’s Society, 2018; 2019) have consistently
identified that although children’s happiness had been steadily increasing for 15 years
between 1995 and 2010, this trend has now been reversed and children’s wellbeing is now
as low as it was two decades ago. Research has also identified that diagnosable mental
health problems have increased from affecting one in ten children and young people
(Green et al., 2005) to one in eight (NHS Digital, 2018). Although the difficulties associated
with defining and measuring concepts like ‘mental health’ and ‘wellbeing’ mean caution
needs to be exercised when considering issues around prevalence (e.g. Furedi, 2017,
Morrow & Mayell, 2009) few would argue against the position that there should be a focus
upon the prevention of difficulties rather than treating problems (Department for Health
and Social Care (DHSC), 2018; Gunnell et al., 2018). Given that half of all mental health
difficulties arise before the age of 14 and 75 percent by the age of 24 (Kessler et al., 2005)

it could be argued that prevention is particularly pertinent to younger age groups.

The value of schools and other educational provisions in promoting mental health and
wellbeing has been recognised for a number of years (e.g. Department for Children,
Schools and Families (DCSF), 2007; DfE, 2014; DfE, 2018). A key message from several
reviews of the literature is that the most effective approaches involve multiple
components or whole-school communities (Lister-Sharpe, 1999; Weare & Gray, 2003;
Wells et al., 2003) rather than single component, isolated programmes e.g. only a
classroom-based programme. Universal social and emotional learning programmes have
been central to previous national school prevention initiatives in the UK (e.g. Social and
Emotional Aspects of Learning) and are still central in the USA (e.g. Collaborative for
Academic, Social and Emotional Learning). Several large-scale reviews have highlighted the

efficacy of targeting social and emotional skills to prevent mental health difficulties and
-17 -



enhance wellbeing (Durlak et al., 2011; Taylor et al., 2017; Wells et al., 2003). Relationships
in schools have also been consistently linked to mental health and wellbeing. The current
research explored a whole-school approach to enhancing social and emotional skills and
promoting positive relationships known as Emotion Coaching which is both a technique

and a philosophical approach to emotions (Gus et al., 2015).

1.2 Emotion Coaching

Emotion Coaching has emerged from the work of John Gottman and his colleagues around
parenting practices in the US (Gottman et al., 1996). They identified a new and discrete
aspect of parenting style known as ‘parental meta-emotion philosophy’ which refers to an
organised set of feelings and thoughts about one’s own and one’s children’s emotions and
displays of emotion (Gottman et al., 1996). A parent’s meta-emotion philosophy can affect
the way they respond to their children’s emotions and several studies have investigated
the links between a parent’s meta-emotion philosophy and their children’s social and
emotional competencies, as well as other aspects of child development. In Gottman et al.’s
research they identified parents that give their children guidance about the world of
emotions (coaching style) and those that do not (dismissive, disapproving or laissez faire
styles). A parental emotion coaching style, which is characterised by awareness, validation
and guidance about emotions, has been shown to lead to improvements in three key
aspects of emotional competence in children including awareness, expression and
regulation (Katz et al., 2012). Emotional competence is known to predict social adaptation
(Denham et al., 2003), lower risk for problematic internalising and externalising behaviour
in young children (Eisenberg et al., 2001), and has been linked to academic outcomes
(Trentacosta et al., 2007). It is also thought to be a precursor to social competence
(Denham et al., 2003) which has been shown to predict outcomes such as dropping out of

school, criminality and substance use (Jones et al., 2015; Parker & Asher, 1987).

Researchers have demonstrated that parenting interventions which seek to increase
emotion coaching philosophies and practices can have a positive impact on children’s
social and emotional competencies and behaviour (e.g. Gottman & Declaire, 1997;
Havighurst et al.,, 2010). As a style of communication and interaction which can be

increased through interventions, it has been argued that research into Emotion Coaching
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should be extended beyond parents to other significant ‘emotion socialisation agents’
including teachers (Katz et al., 2012). As children spend a significant proportion of their
time in school interacting with adults other than their parents, it is likely that these

interactions also have an impact upon children and young people’s development.

In the UK, evidence for the application of emotion coaching philosophies and practices by
professionals is beginning to emerge and initial findings suggest that Emotion Coaching
warrants further investigation. Evaluations have suggested that when staff in schools
implement Emotion Coaching it can help children and young people to regulate their
emotions and promote better teacher-pupil relationships (Gus et al., 2017; Rose et al.,

2015).

1.3 The Current Research

Although knowledge about the impact of programmes and approaches is important, in
complex organisations like schools, exploring how an intervention or programme is
implemented is as important as measuring outcomes (Kilerby & Dunsmuir, 2018). Also,
without a sufficient level of implementation, measuring outcomes is not appropriate as it
is not clear what the outcomes measured are attributable to. In the LA in which this
research took place several schools in the county had received training in Emotion
Coaching in a variety of forms, but it was recognised anecdotally that the level of
implementation was low. As there was a limited understanding about the implementation
of Emotion Coaching, the current research took a pragmatic epistemological approach to
address this gap in our knowledge. Specifically, this research explored the perceptions of
staff about the Emotion Coaching approach, as well as factors which supported the
implementation of Emotion Coaching and what barriers there were. Developing this
understanding is crucial for EPs to inform future training and support for schools and also

to enable future evaluations of the approach following full implementation.

1.4 Overview of the Thesis

Chapter 2 of the research provides a critical review of the literature relating to mental
health, wellbeing, social and emotional competencies, Emotion Coaching, training transfer

and implementation. The rationale for the research is developed throughout the literature
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review and the research questions conclude the chapter. Chapter 3 explains the
methodology that the research employed and why. It gives an account of each phase of
the research separately, including ethical considerations, participants and recruitment,
questionnaire/SSI development and procedures. This chapter also gives an account of the
approach to data analysis, including the steps taken to ensure quality data were collected.
In Chapter 4, the results from the questionnaire are presented before an account of each
case study school including an integration of the SSI data, the questionnaire data and
training details. The case study schools are also contrasted and compared. In Chapter 5,
the results are discussed in light of the contributions of this research and the implications
of the findings for EP practice. Limitations of this study and suggestions for further

research are also explained.
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2 Chapter 2 — Literature Review

This literature review begins with a discussion about mental health and wellbeing to help
define key terms and position this research within current debates in education and wider
policy in the UK. It then moves on to focus on social and emotional competencies and
relationships which are targeted by Emotion Coaching and central to mental health and
wellbeing. The literature around Emotion Coaching is reviewed with a focus upon the
research into the use of Emotion Coaching by professionals. Gaps in our knowledge about
the implementation of Emotion Coaching are identified and an argument for the focus of
this research is made. Literature relevant to training in schools, training transfer and
implementation science is then reviewed to help develop the specific approach of this

research and the research questions are stated.

2.1 Mental Health and Wellbeing

2.1.1 Mental Health or Wellbeing?

Since 1946 the World Health Organisation has defined ‘health’ as “a state of complete
physical, mental and social wellbeing and not merely the absence of disease or infirmity”
(WHO, 2014, p.1). Despite the definition’s focus upon the presence of wellbeing, the term
‘mental health’ has traditionally been defined in terms of a lack of mental ill-health (Wells
et al., 2003). Patalay and Fitzsimonds (2016) argue that research has tended to focus upon

mental ill-health, even when it has claimed to focus on wellbeing.

It would seem that the terms ‘mental health” and ‘wellbeing’ are often used synonymously
and/or together to mean the opposite to mental ill-health whereas other
conceptualisations of mental health have highlighted wellbeing as a factor of mental
health (Department of Health (DoH), 2015). However, research has demonstrated that
although the mental health and wellbeing constructs are related, they are not the same
and mental ill-health and wellbeing are not simply opposite ends of a spectrum. For
example, using data from the Millennium Cohort Study, Patalay and Fitzsimons (2016)
found evidence that correlates of mental illness and wellbeing were largely distinct and
concluded that it is important to consider the concepts separately to avoid conflation.

Similar conclusions have been reached by a team of researchers in America. They found
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that grouping young people (n=764) in to four distinct groups based on having high or low
psychopathology (mental ill-health) and high or low subjective wellbeing led to a more
comprehensive understanding of functioning. Results demonstrated the existence of a
traditionally neglected group of young people (low subjective wellbeing and low
psychopathology). As a result, they propose a ‘dual-factor model’ of mental health where
subjective wellbeing and good mental health/ill-health are considered as separate

constructs (Antaramian et al., 2010).

Wellbeing is arguably an even more complex construct than mental health and has been
criticised for being an “open-ended, catch-all category” (Cameron et al., 2006, p.346) and
“rather soft, vague and woolly...” (Weare, 2010, p.7). Some authors have suggested that
the term is used interchangeably with ‘happiness’ and ‘positive emotions’ (Carlisle &
Hanlon, 2007) and whilst there is a consensus that it is a positive term, there is little
consensus about its definition. Morrow and Mayall’s (2009) critique of a high-profile report
into the wellbeing of children and young people in 21 economically advanced nations
(UNICEF, 2007) which ranked the UK bottom for ‘overall wellbeing’, demonstrates the
difficulties with both defining and measuring wellbeing, questioning the validity of the
conclusions the authors draw. Dodge and colleagues (2012) emphasise the importance of
defining the term wellbeing as interest in measuring it grows and argues that “current
attempts at expressing its nature have focused purely upon dimensions of wellbeing rather
than on definition” (p.1). However, it has been suggested that a strength of the construct
of wellbeing is its multi-disciplinary nature (Huppert & Bayliss, 2004) which may stem from

being an open-ended concept.

The UK What Works Centre for Wellbeing offer a definition based on the UK Office for
National Statistics Measuring National Wellbeing Programme which has asked people in
the UK what matters most to them: “Wellbeing, put simply, is about ‘how we are doing’ as
individuals, communities and as a nation and how sustainable this is for the future” (What
Works Centre for Wellbeing, n.d., p.1). They measure ten broad dimensions of wellbeing
which clearly posit the notion in an ecological framework which Morrow and Mayall (2009)

argue is essential for a comprehensive understanding of wellbeing.
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With regards to children and young people The Children’s Society have led research into
their wellbeing with a focus upon capturing the views of children and young people
themselves, known as subjective or self-reported wellbeing. They describe wellbeing as an
umbrella term for the quality of people’s lives and for the purposes of measurement they
differentiate between subjective wellbeing, that is people’s self-reports about how they
feel their life is going, and objective wellbeing which typically involves measurements of
health, education and poverty. Through their research since 2005 with thousands of
children and young people, The Children’s Society have developed a comprehensive child-
centred approach to thinking about children and young people’s wellbeing and a tool to
measure subjective wellbeing known as the Good Childhood Index (The Children’s Society,

2019).

2.1.2 Working Definitions

In this research the term ‘mental health’ will be used to depict psychological, social and
emotional functioning and will be used in contrast to physical health. The term ‘good
mental health’ will be used to refer to positive states of mental health where there are no
additional mental health needs. ‘Mental ill-health’ will be used to describe states of mental
health in which additional mental health needs are negatively impacting on a person’s day-
to-day functioning. In line with The Children’s Society, this research will use the term

‘wellbeing’ as an umbrella term to describe children and young people’s quality of life.

2.1.3 The UK Mental Health & Wellbeing Context

Since 2011 when the Department of Health published No Health without Mental Health
(DoH, 2011) there has been an increasing focus upon mental health (or perhaps more
accurately mental ill-health) in the UK. Mental health was given ‘parity of esteem’ with
physical health in the Health and Social Care Act (2012) which afforded mental health the
same status that physical health has had in the past. Since that time an increasing amount
of attention has been given to the mental health of children and young people and the
mainstream perception is that mental ill-health is on the rise. This view is supported by
national research which has found that diagnosable mental health problems have
increased from affecting around one in ten children and young people (Green et al., 2005)

to around one in eight (NHS Digital, 2018). Gunnell et al. (2018) also discuss how
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adolescent mental health is in ‘crisis’. However, Furedi (2017) argues that perceived
increases in mental ill-health among children and young people are the result of social and
cultural processes which are increasingly medicalising normal childhood experience,
rather than a true rise in mental ill-health. There is also an argument that, at least in part,
these trends could be explained by efforts to reduce stigma and the start of a cultural shift
that supports disclosure. However, it is unlikely that these factors alone account for the

increased levels of distress that are reported (Kousoulis & Golide, 2018).

Whether or not mental ill-health among children and young people has increased, there
are strong arguments which support the need for prevention efforts which promote good
mental health and wellbeing. The Department for Health and Social Care (DHSC, 2018) has
recently set out its commitment to prevention strategies as a way to address the physical
and mental health of the population. There are strong economic, moral and social reasons
to move towards preventing mental ill-health among children and young people (DoH,
2015), especially given that half of all mental ill-health conditions arise before the age of
14 and 75% by the age of 24 (Kessler et al., 2005). However, despite recent efforts from
the government to ‘transform’ mental health provision for children and young people (e.g.
DoH, 2015; DoH & Department for Education (DfE), 2017), these plans have paid too much
attention to treating mental ill-health when it occurs rather than preventing problems
arising in the first place (Education & Health and Social Care Select Committees, 2018;

Gunnell et al., 2018).

The value of schools and other educational provisions in promoting good mental health
and wellbeing has been recognised for a number of years (Department for Children,
Schools and Families (DCSF), 2007; DfE, 2014; DfE, 2018). One key area which has been
central to previous national school prevention initiatives in the UK are social and emotional
learning programmes (e.g. Social and Emotional Aspects of Learning (SEAL)) and they are
still central to prevention programmes in the USA (e.g. Collaborative for Academic, Social
and Emotional Learning). Emotion Coaching aims to develop social and emotional skills
and the next section of the review will consider social and emotional competencies in more

detail and their relationship to mental health and wellbeing.
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2.2 Social and Emotional Competencies

2.2.1 What are Social and Emotional Competencies?

Social competence and emotional competence have often been grouped together in the
literature and there is now a body of research which defines and studies them as a single
construct. For example, Elias et al. (1997) quoted in Weare and Gray (2003) offer a single
definition:
“Social and emotional competence is the ability to understand, manage and express
the social and emotional aspects of one’s life in ways that enable the successful

management of life tasks such as learning, forming relationships, solving everyday
problems, and adapting to the complex demands of growth and development” (p.17).

However, Denham et al. (2003) point out that although social and emotional competencies
are highly related, they are still separate constructs and their research suggests that
emotional competence: that is emotional expressiveness, knowledge and regulation, is a
prerequisite to social competence: the ability to interact and form relationships with
others. These definitions will be adopted here and although it is recognised that social and
emotional competencies are separate constructs, much of the literature relevant to this

discussion groups them together.

2.2.2 Why are Social and Emotional Competencies Important?

The importance of developing social and emotional competencies is well documented and
Goleman (1996) convincingly argues that social and emotional competencies are more
important than cognitive abilities for determining success. Exactly what ‘success’ means
will vary between individuals but there is empirical research which shows that ‘adult life
satisfaction’, arguably a meaningful proxy for success, is more powerfully predicted by
social and emotional skills than by cognitive ability (Layard et al., 2014). This research
explored data from the British Cohort Study (BCS) where children born in the 1970s were
studied at age 5, 10 and 16 for various outcomes up to age 34. This research found that a
child’s emotional health was the most powerful childhood predictor of adult life
satisfaction at age 34 and that childhood cognitive ability was the least powerful predictor

of later life satisfaction.
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Other research also supports the importance of social and emotional competencies.
Evidence from a comprehensive review of academic research into social and emotional
skills by Goodman et al. (2015) concluded that there was a “significant body of literature
showing the long-term importance of (social and emotional skills)” (p.8). They set out
social and emotional skills to include self-perceptions and self-awareness; motivation; self-
control and self-regulation; social skills; and resilience and coping. In their own analysis of
BCS data Goodman et al. found that children “with better social and emotional skills on

the whole have better mental health” (p. 52).

In another example, a longitudinal study by Jones et al. (2015) explored the relationship
between teacher perceptions of social competence in Kindergarten and key adult
outcomes 13 to 19 years later. They controlled for several variables including gender, race,
number of parents in the home, socioeconomic status, early childhood aggression and
early academic ability. Their results found statistically significant positive correlations
between early social competence and educational achievement and employment. There
were negative correlations between early social competence and criminal activity and
substance use. The authors claim to have found correlations between mental ill-health and
social competence but the only measure with a significant association was the number of
years on medication for emotional or behavioural issues through high school which is
arguably not a valid indicator of mental ill-health. However, a lack of social competence,
emotional difficulties and interpersonal problems have also been identified as a risk factor
for mental ill-health elsewhere in a review by Greenberg et al. (2001) suggesting that there

is likely to be a link.

In conclusion, a wealth of literature has identified associations between better social and
emotional competencies and improved mental health and wellbeing outcomes in later life.
Whilst it is always difficult to move from association to causation, a range of factors that
could have led to the positive outcomes had been controlled for in many of these high-
quality studies. This gives increased confidence that social and emotional skills lead to
improved outcomes. Many of the studies are also longitudinal in nature which also adds

weight to their conclusions.
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The links between social and emotional skills, relationships and wellbeing are clear yet
complex. The next section will outline how social and emotional competencies can support
the development of positive relationships and discuss the evidence which highlights how

important positive relationships are for our mental health and wellbeing.

2.3 Relationships and Wellbeing

2.3.1 Social and Emotional Competencies and Relationships

Social and emotional competencies are the foundation for developing positive
relationships. Emotions are primary elements in social interactions throughout the
lifespan and skill in regulating and expressing one’s own emotions and in recognising
others’ emotions are central in successful social interactions (Halberstadt et al., 2001). This
means that developing these skills are crucial to children’s’ ability to interact and form
relationships with others (Denham et al., 2003). Research has found that children and
young people who are perceived to have better social and emotional skills form more
positive relationships with their peers (e.g. Lopes et al., 2005) and with their teachers (e.g.

Mitchell-Copeland et al., 1997).

2.3.2 Relationships, Mental Health and Wellbeing

Developing positive relationships with others has been linked to a raft of positive
outcomes and has been recognised as one the most important factors for our mental
health and wellbeing:

“The desire to belong is a basic human need, and positive connections with others lie

at the very core of psychological development; strong, supportive relationships are
critical for achieving and sustaining resilient adaptation” (Luthar, 2006, p. 780).

There are also several theoretical perspectives which emphasise the importance of social
connections and positive relationships with others as a basic psychological need.
Attachment theory, first developed by John Bowlby, is one widely accepted example and
it is key to the way we understand the development of social and emotional competencies
from early childhood. The theory highlights the importance of our early relationships with
significant caregivers and the lasting impact these interactions have upon our
development (Geddes, 2017). Through our early relationships, we form an ‘internal

working model’ or blueprint for how we relate to others and form relationships with them
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over the course of our lives (Gulliford & Miller, 2015). Self-determination theory (SDT)
(Ryan & Deci, 2000) and Maslow’s theory of human motivation (Maslow, 1943) both also
stress the importance of relationships and posit relationships/connectedness as basic
psychological needs which are crucial for our sense of wellbeing. Furthermore, SDT
suggests that if our basic needs are not sufficiently met, mental ill-health will ensue (Ryan
& Deci, 2000) and Maslow (1987) suggests that until people feel social connections with
others they cannot go on to achieve self-actualisation which is to reach their full potential

in life.

Empirical research supports the notion of the importance of relationships for good mental
health and wellbeing. For example, in a large-scale survey of children and young people’s
wellbeing, Rees et al. (2010) conclude that the quality of a child or young person’s
relationships is strongly associated with their wellbeing. In other research Daniel and
Wassell (2002) found that friendships and peer support buffered against stress and the
effects of adversity and Lang and colleagues (2013) found that the effects of mental ill-

health can be mediated by positive relationships between pupils and staff in school.

Unsurprisingly, it has been found that environments that enhance social and emotional
competence and wellbeing are those that foster warm relationships (Weare & Gray, 2003).
Relationships are central to the ‘five ways to wellbeing’, a set of evidence-based actions
by the UK government and NHS as the five key ways in which a person can enhance their
own wellbeing (Government Office for Science, 2008; NHS, 2018). ‘Connect’ is the first
strategy and they suggest that connecting with people around you and investing time
building quality relationships with others is a highly effective way to improve your

wellbeing (New Economics Foundation, 2008).

In conclusion, there is a lot of evidence to suggest that social and emotional competencies
are important and that they have a significant impact upon our ability to form positive
relationships. Relationships, in turn, impact on our mental health and wellbeing. This
research therefore supports the view that it is important to develop a balance of skills in

childhood, including both cognitive and social and emotional skills. The final section of this
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part of the review considers the most effective ways in which social and emotional

competencies, relationships and wellbeing can be promoted in schools.

2.4 Promoting Social and Emotional Competencies, Relationships and Wellbeing

2.4.1 Universal and Targeted Programmes

Schools are one of the most effective agencies for promoting physical and mental health.
They have become increasingly central to efforts to promote social and emotional learning
and prevent mental health difficulties (Humphrey et al., 2013). Here in the UK a range of
approaches have been taken to supporting children and young people’s mental health and
wellbeing including universal prevention programmes, early intervention and targeted
support, sometimes known as the ‘waves model’ (Wolpert et al., 2013). Universal
programmes are aimed at all children and young people whereas early intervention and
targeted programmes are aimed at those who are experiencing early and more severe
difficulties. There is no consensus about the exact balance that needs to be struck between
universal and targeted programmes, but the evidence is clear that there has to be a
balance rather than one or the other as the two approaches complement each another

(Weare, 2010).

Universal and targeted social and emotional learning programmes have been central to
previous national mental health and wellbeing initiatives in the UK (e.g. Social and
Emotional Aspects of Learning (SEAL); Targeted Mental Health in Schools (TaMHS)) and
are still central in the USA (e.g. Collaborative for Academic, Social and Emotional Learning).
A comprehensive meta-analysis in the US examined the effectiveness of school-based
universal social and emotional learning (SEL) programmes (Durlak et al., 2011). The meta-
analysis comprised 213 studies and stringent inclusion criteria were applied, such as the
need for studies to have used a control group. The research found that, compared to
controls, there was a significant impact on all six outcomes explored for those who
participated in SEL programmes (social and emotional skills, attitudes towards self and
others, positive social behaviours, conduct problems, emotional distress and academic
performance). Follow-up research extended this work to consider the longer-term effects
of social and emotional learning programmes (six months post-intervention or longer) and

found evidence of the beneficial impact (Taylor et al., 2017), adding weight to the
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importance of these skills and the benefits of targeting them. However, the review
distinguished between programmes that had a sequenced step-by-step training approach,
used active forms of learning, focused sufficient time on skill development, and had explicit
learning goals (they used the acronym SAFE: sequenced, active, focused and explicit) and
those that did not. Programmes that met the SAFE criteria were found to have had a
statistically significant impact on all six outcomes whereas those that did not only
impacted on three outcomes (attitudes, conduct problems and academic performance). In
those studies which reported on implementation (57%), implementation difficulties were
also found to have moderated outcomes with more difficulties in implementation leading
to less positive outcomes. In conclusion, these findings suggest that universal SEL
programmes can be beneficial but that the nature of the programmes and their

implementation is important.

Wells et al.’s (2003) smaller review of universal approaches to mental health promotion
concluded that most of the studies showed at least some positive results, demonstrating
that it is possible to have a positive impact on children’s mental health through school-
based universal programmes. They highlighted that the most successful interventions
were more likely to be mental health-promoting programmes (as opposed to mental ill-
health prevention) which were provided continuously over extended periods of time (a
year or longer). They also found evidence, somewhat inconsistent to the results from
Durlak et al.’s review, that programmes that involved only the implementation of a

timetabled curriculum, were less likely to be effective.

Systematic reviews and meta-analyses have also indicated that targeted interventions can
be effective in promoting positive outcomes for children and young people at-risk of or
already experiencing mental ill-health (Wolpert et al., 2013). However, as with universal

programmes, implementation and programme fidelity impacted on outcomes.

In summary, research has shown that structured programmes in schools, whether on a
universal or targeted level, can effectively support children and young people to develop
social and emotional skills and enhance their wellbeing. However, there is also evidence

that the success of such programmes will depend on the whole-school climate and wider
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curriculum where social and emotional skills and wellbeing are not seen as a separate issue
or subject (Weare, 2010). In a damning critique of the SEAL programme, Craig (2007) also
argues that teaching children about emotions through any sort of formal learning
programme is not only ineffective but also potentially harmful. The next section therefore
considers the whole school context and makes the case for approaches that go beyond

classroom-based lessons on social and emotional skills.

2.4.2 The Case for a Whole School Approach

The principle that a person’s development is strongly influenced by their context was
formalised by Urie Bronfenbrenner in his influential ecological system theory
(Bronfenbrenner, 1979) and later bioecological model (Bronfenbrenner & Ceci, 1994).
These models can provide a helpful framework for conceptualising the influences of the
many systems and contexts within which children and young people develop and
highlights the need to look beyond individual children and young people and to the
environments and systems with which they interact. For example, in their seminal review
Weare and Gray (2003) find evidence that the school context is the largest determinant of

the level of social and emotional competence and wellbeing of both pupils and teachers.

Based on their findings, Weare and Gray (2003) recommend a holistic approach to
wellbeing which involves the whole school and they emphasise the importance of creating
appropriate environments to enhance social and emotional competencies and wellbeing.
This includes fostering warm relationships, encouraging participation, developing pupil
and teacher autonomy, and fostering clarity about boundaries, rules and positive
expectations. In a later review, Weare (2010) states that effective approaches are more
likely to be multi-modal, integrated across the school and the curriculum, rather than seen
as a separate issue or subject. Similarly, Lister-Sharpe et al. (1999) find evidence that
programmes combining the three domains of curriculum, school ethos and environment

were more likely to be effective than those which did not.

However, contrary to the findings outlined above and to one of their own hypotheses,
Durlak et al.’s (2011) review found that multi-component programmes which supplement

classroom programmes with school-wide components did not have any benefits over
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single-component programmes. One potential explanation which they suggested was that
multi-component programmes were more likely to have implementation difficulties and
less likely to adhere to SAFE criteria which both affected outcomes. The fact that
implementation difficulties can affect the outcomes of programmes highlights the need
for research which specifically considers the implementation process as well as outcomes
of programmes. However, consideration of implementation issues is not widespread
practice. For example, in the context of Durlak et al.’s review only 57 percent of the studies
reported implementation factors alongside outcomes. In the context of comprehensive
whole-school initiatives, studying implementation is important as there are more likely to
be difficulties than with single-component programmes but, at the same time, the
implementation process is more difficult to study. These problems are central factors
guiding this research into the implementation of Emotion Coaching and will be elaborated

on in later sections.

2.4.3 Summary

The literature reviewed so far has highlighted the links between social and emotional
competencies, relationships and wellbeing. It has been has argued that developing social
and emotional skills and positive relationships are crucial to mental health and wellbeing.
The case has been made that the school environment is an important factor influencing

these areas.

The current research posits a whole-school Emotion Coaching approach to be an effective
universal approach to help develop social and emotional competencies, relationships and
wellbeing across the school community. The approach is in line with many of the findings
regarding the most effective approaches including supporting social and emotional skill
development and fostering warm, positive relationships in the school community which
will be discussed in more detail below. As an approach which does not constitute a
sequenced programme with any formal lessons about emotions, it also addresses concerns

raised about formally teaching children about emotions (Craig, 2007).

Emotion Coaching is already being implemented in many schools across the UK. There are

over 30 Educational Psychology Services (EPSs) across the UK who have received whole-
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service training from Emotion Coaching UK (Emotion Coaching UK, 2019) with a significant
proportion of these services offering training in Emotion Coaching to schools in their area.
It is also a central feature of the Attachment Aware Schools project (Gus & Wood, 2017).
This project has seen hundreds of schools across the country trained in Emotion Coaching
as part of a wider strategy to promote nurturing relationships that support the social and
emotional development, learning and behaviour of all children (Rose & Gilbert, 2017). In
summary, Emotion Coaching is gaining traction and becoming increasingly popular, so it is
important that this practice is rigorously evaluated by research to help understand the
approach and its effectiveness. This review will now move on to explain Emotion Coaching

and review the literature pertaining to its efficacy and use in educational contexts.

2.5 Emotion Coaching

2.5.1 What is Emotion Coaching?

Emotion Coaching is an approach that seeks to enhance social and emotional
competencies and promote positive relationships. It is both a technique and a
philosophical approach to emotions and it supports the relationship between children and
key adults and their peers (Gus et al., 2017). It has emerged from the humanistic
psychological paradigm (Maslow, 1943; Rogers, 1946) and it originated in the 1990s from
the work of John Gottman and Lynn Katz among others in their work around parenting
practices in the US (Gottman et al., 1996). During their work with families they identified
that parents have different styles of responses to the display of emotion from their
children characterised by different levels of empathy and guidance about the emotions.
Emotion coaching parents recognise and accept their children’s emotions and help them
to find ways deal with them. Other parents do not offer guidance and support about the
world of emotions. These parents can be categorised as either: dismissing parents - who
disregard, ignore or trivialise negative emotions; disapproving parents - who are critical of
their children’s displays of negative feelings; or laissez-faire parents who accept their
children’s emotions and empathise with them but fail to offer guidance or set limits on
their behaviour (Gottman & Declaire, 1997). Gottman and his colleagues found evidence
to suggest that responses to emotions are based upon a parent’s ‘meta-emotion
philosophy’ which is an organised set of beliefs and thoughts about emotions and the
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display of emotions. They identified links between parental meta-emotion philosophy,

parenting styles and their children’s ability to regulate their feelings (Gottman et al., 1996).

Broadly speaking, Emotion Coaching is comprised of two key elements: empathy and
guidance (Rose et al., 2015). Figure 1 demonstrates the varying levels of each element in
the four different styles. However, Gottman and his colleagues identified five specific steps
that adults who coach emotions use with children:

1. Becoming aware of the child’s emotion

2. Recognising emotions as an opportunity for intimacy and teaching

3. Listening empathetically and validating the child’s feelings

4. Help the child find words to label the emotion she/he is having and

5. Set limits while exploring strategies to solve the problem at hand.
Gottman and his colleagues proposed, like others, that children’s abilities to regulate their
emotions underpin other competencies and they were especially interested in peer social
skills (Gottman et al., 1996). They recognised the emotional complexity of operating in the
peer group and suggested that one cannot competently manage these emotional demands

unless emotional connections are important in the home.

Emotion Coaching signals a move away from more traditional behaviourist approaches
which are based on the premise that behaviour can be controlled and modified via the
reinforcement techniques of reward and sanction (Skinner, 1968). Instead, there is an

Guidance
A

Disapproving Emotion Coaching
*  Low empathy * High empathy
* Highguidance * Highguidance

Empathy < » Empathy
Dismissing Laissez-faire
* Low empathy * High empathy
* Low guidance * Low guidance
Guidance

Figure 1: Empathy and guidance levels in meta-emotion philosophy styles
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acknowledgement of the complexity of children’s behaviour and a focus on internal

factors, rather than external control (Rose et al., 2015).

2.5.2 Theoretical Background of Emotion Coaching

It is posited that Emotion Coaching has a positive influence on neurobiological and
physiological development by helping to create the nurturing environments and
supportive relationships which children and young people need for healthy development

(Gus et al., 2015).

2.5.2.1 Attachment

As described in section 2.3.2 Bowlby’s attachment theory posits the importance of our
relationships with significant caregivers for our social and emotional development and the
development of internal working models. These guide how we relate to others and form
relationships throughout our lives. Attachment can be fostered by sensitive parenting and
attunement (Cross & Kennedy, 2011) — that is a moment-by-moment awareness and
consideration of a child’s needs, emotions and intentions without becoming overwhelmed
(Jarvis & Polderman, 2011). An Emotion Coaching style enhances adult’s communication
skills in relating effectively with children about emotions and behaviour (Gus et al., 2017),
offering empathy and attunement to the child or young person, thereby strengthening

their attachments and relationships.

2.5.2.2 Polyvagal Theory

Polyvagal theory (Porges, 2011) suggests that humans are adapted to continually scan
their environments to anticipate both real and potential threats on an unconscious level.
The ability to respond appropriately to stimuli in the environment and return to a normal
resting state is known as vagal tone and having a balance between reactivity/arousal and
soothing of this response system is thought to underlie appropriate, adaptive emotional
and behavioural responses to demands in the environment (Gus et al., 2015). Our vagal
tone is influenced by our genes, our experience and the environment we are in (Porges,
2011) and nurturing environments promote the development of good vagal tone because
they offer appropriate sensory stimulation and a sense of security (Gus et al., 2015).

Gottman and his colleagues’ research (1996) showed that when children are regularly
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emotion coached by their parents, they are more likely to establish good vagal tone and

more able to regulate important brain and bodily functions.

2.5.3 Emotion Coaching and Parenting

Since differing parenting styles were first identified, many studies have explored the
relationship between parenting styles and other key variables. The majority of this
research has originated in the US and Australia and has largely been quantitative in nature.
A body of research which supports the positive role emotion coaching practices can play
in children’s social and emotional development and behaviour comes from Sophie
Havigurst and Katherine Wilson among others who have developed a group of parenting
programme based on Emotion Coaching. The parenting programmes aim to promote
emotion coaching philosophies and practices amongst parents with the expectation that
the increased coaching of emotions will help to develop children’s emotional competence
and behaviour. Several randomised control trials have explored the impact of the
programme (Havighurst et al., 2010; Havighurst et al., 2013; Wilson et al., 2012) and the

results so far have pointed to the effectiveness of the programme.

2.5.4 Emotion Coaching and Education Professionals

In a review of Emotion Coaching research Katz et al. (2012) call for research which explores
the contributions of ‘emotion socialisation agents’ other than parents such as teachers and
peers in the development of children’s social and emotional competencies. Children spend
a significant proportion of their time in school interacting with staff and there is evidence
that that these interactions have a significant impact on children’s social and emotional
development. For example, Merritt et al. (2012) found evidence for the contribution of
teacher behaviours to students' social behaviours and self-regulatory skills, suggesting the
importance of classroom interactions in children's acquisition of social and emotional
competencies. Also, as outlined in an earlier section, Weare and Gray (2003) found
evidence in their review that the school context is the largest determinant of the level of
social and emotional competence and wellbeing of both pupils and teachers. Katz et al.
(2012) quite rightly point to the positive evidence emerging from other school-based
interventions to support their argument that teachers can have a significant impact on

children’s social and emotional competencies. Finally, Havighurst et al. (2015) extended
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the use of Emotion Coaching principles from their interventions with parents into

education settings and was able to demonstrate the benefit of this.

Taking up Katz et al.”s suggestion, Janet Rose, Licette Gus and Louise Gilbert among others,
have pioneered the application of Emotion Coaching with professionals in the UK. They
have founded Emotion Coaching UK who develop and provide training and consultancy in
the use of Emotion Coaching in educational settings. Current approaches to behaviour in
schools are characterised by a behaviourist rhetoric (e.g. DfE 2012, DfE, 2016) but, as
outlined above, behaviourism focuses upon observable behaviour and does not take social
and emotional needs into account (Reid, 2017). Emotion Coaching on the other hand
recognises the importance of social and emotional factors in children’s behaviour and
there is a desire to understand how these factors drive behaviour (Gus & Wood, 2017).
The basic premise underpinning the promotion of Emotion Coaching in educational
settings is that ‘emotions matter to learning’ (Gilbert, 2017). The approach recognises that
children who are socially and emotionally competent are better equipped to go on to
achieve higher academic success than those who lack emotional regulation and social skills

(Graziano et al, 2007; Rose et al., 2015).

Two studies into the effectiveness of the approach have been published so far and they
provide support for the use of Emotion Coaching as a whole-school approach to
developing social and emotional competencies and wellbeing. The first study, a mixed-
methods pilot study, took place over the course of two years and provided the initial
evidence of the potential of adopting Emotion Coaching in educational settings (Rose et
al., 2015). The first year of the project involved staff from across four early years settings,
five schools and a youth centre. The second year involved one secondary school and five
primary schools. In each setting all of the staff were trained where feasible. Over the
course of each year staff were trained in the theoretical background and steps of Emotion
Coaching and began to implement Emotion Coaching in their settings. They also
participated in four further ‘booster’ sessions where support was provided in the
application of Emotion Coaching techniques. There were 127 participants in total and the
majority of the data (80%) were drawn from staff from two secondary schools and nine

primary schools.
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One strength of this research was the longitudinal nature as full implementation of any
programme or approach can take several years (Blase et al., 2012). Another strength of
this research was that data were gathered in a variety of ways regarding the impact of
Emotion Coaching training and use by professionals including: quantitative pre- and post-
training questionnaires to examine differences in meta-emotion philosophy; focus group
discussions to explore staff perceptions of how Emotion Coaching had effected their
practice as well as possible benefits and challenges of applying the tool in practice; and
‘exit questionnaires’ completed by staff at the end of the second phase with both
guantitative and qualitative elements to explore the universality of views expressed during
focus groups. As this research pioneered the use of Emotion Coaching with professionals,
the established meta-emotion philosophy questionnaires, which were designed for
parents, were not appropriate for use with professionals. Therefore, for this research the
authors developed a meta-emotion philosophy questionnaire for professionals based
upon other established parental meta-emotion philosophy questionnaires. This meant
that information about its reliability and validity were not available. The authors generally
provide little detail about the questionnaire which they developed but do refer to a
forthcoming publication which was suggested to detail how the tool was developed.
However, this research was not published making it difficult to judge the appropriateness
of this measure. The exit questionnaire that was used to explore the universality of focus
group discussions may not have provided participants with an adequate response
framework as the participants only had yes or no response options. A response framework
with a five, seven or nine-point likert scale may have been a more valid way to explore
responses (Foddy, 1993). Results from this research, along with other key studies are

presented in Table 1.

The second published paper which evidences the effectiveness of Emotion Coaching was
a mixed-methods case study (Gus et al., 2017). It explored the introduction of Emotion
Coaching in a specialist provision for primary-aged children with social, emotional and
mental health (SEMH) needs using Friedman’s Outcomes Based Accountability framework
(Gus et al.,, 2017). Data were gathered from a variety of stakeholders in the school

community including school leaders, staff, pupils and parents. A variety of methods were
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used including interviews, routine statutory school tracking data, questionnaires and

feedback following Emotion Coaching training.

Three doctoral theses have also explored Emotion Coaching in school settings and are also
summarised in Table 1. The first thesis utilised an action research approach and introduced
Emotion Coaching at an alternative provision for children with SEMH needs (Fox, 2015).
The focus was upon using the approach to promote the children’s social and emotional
skills and four school staff at the setting became action researchers. The barriers,
facilitators and potential adaptations to the successful implementation of Emotion
Coaching in their setting were explored. Results revealed that a whole-school emotion
coaching philosophy can facilitate the implementation of the approach. However, whole-
school implementation was considered to be dependent upon a number of systemic
factors. This included the embedding of children’s social and emotional skills into the core

mission and curriculum of the school and the school’s organisational and support context.

The second thesis attempted to implement Emotion Coaching in a large primary school
and considered the impact on teacher affective and cognitive job satisfaction (Krawczyk,
2017). This research also carried out SSIs with two staff members to explore their views
about Emotion Coaching as an approach. No statistically significant differences were found
between the mean pre- and post-job satisfaction scores. The data from the interviews
revealed that although Emotion Coaching was considered an effective approach, it took
time to become proficient in using it and as time was not allocated by the SLT to practice

and use the approach, they could see Emotion Coaching becoming neglected.

The third thesis explored the views of 21 practitioners working in different primary,
secondary and early-years settings (Gilbert, 2017). The participants were drawn from
those who participated in the initial Emotion Coaching pilot project which is outlined
earlier in this section (Rose et al., 2015). SSIs were conducted and analysed using
constructivist grounded theory to explore the participants’ engagement with emotions,
their Emotion Coaching training experience and practice and their views on Emotion

Coaching efficacy and sustainability.
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Table 1: Summary of Emotion Coaching research in UK educational contexts

Authoris), date
and title

Research questionis)

Data collection methods

Key findings

Rose, Mcoquire-
sneikusand
Gilbe rt (2015,
Ernation
Coaching- a
strate oy for
prommoting
behavioural
celf-re gulation
inn childre n/
voung people in
schools: & pilot
sty

Whatisthe effectivenessof
using EC in profe ssional
practice within community
settings?

Pre- and post-training
tneta-emotion philosaphy
questionnaire s

There wasa reduction in e motion dismissing beliefsand an
increase in ECheliefs.

ECEQ* guantitative — 24
Yes Mo que stions

86% of all re spanse swe re positive aboutthe impact of EC an
their practice.

ECEC qualitative & focus
group discussions explored
the perceived impact EC
had had on participants
practice

EC enable sadultsto communicate more effe ctive ly and
consiste nthy with childre nin stre ssful situations, to use less
‘ermotion dismissing’ approache s & helpsto de-e scalate
wialatile situations.

By using EC, adults found difficult situations le ss stre ssful and
exhaustingwith a positive impact on adult well-being.

EC promote s childre n's se lf-aware nessof their e motions,
positive self-regulation aftheir behaviour and gene rate s
nurturing re lationships.

Case study school (h=1350]
- behaviourindices

Statistically significant re duction inthe numbe r of callouts,
conse gque nce sand exclusions.

Gus, Rose,
Gilbertand
Kilbyw (2017].
The
introduction of
Ermotion
Coaching as a

Howe is pupils, staff, and
farmily wellbeing affecte d as
aresultofthe introduction
of Ermotion Coaching?

ECEC quantitative — 24
Yes Mo gque stions(h=29]

100% of re sponse stothis que stionnaire we re positive about
the impact of EC antheirpractice.

Staff absence analysedasa
tneasure of staff stress— 1
vearbefore and Lyear
afterthe introduction of
EC [h=20]

Staff absence dropped 24% fram 83 daysto 63 days.
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Authoris), date
and title

Research question(s)

Data collection methods

Key findings

wehole-school
approach in a
primary

spe cialist sacial
ermotional and
trental he alth
setting: positive

Mo. time s pupilsre strained
at 3 time points: term
before intro. of EC(T1], 15t
term afterintro. af EC (T2)
and 2™ term afterintro. of
ECIT3)

A statistically significant decrease inthe numberoftimes
pupilswere beingrestrained wasseen between T1 [Autumn,
2013)and T2 (pring, 2014) and thisdecre ase was
tnaintained at T3 (Summer, 2014).

Academic progressof 10

The average progressof the case study pupilswas statistically

autcomesfor case study pupils tracke d significantly bette rthan or e qual to the nationally expected

all aver2years & compare d levelsforall childre n (notjustthose with SEM] of progre ssfor
to national averagesforall | reading, writing and nume racy.
pritnary pupils
ECEQ — qualitative [(n=9] & [ $taff felt they were able to support pupils more effe ctively.
family feedback viassls Children perceived to have better e motional lite racy and
with familie s and routine regulation.
data collection & feedback | Betterte acher- pupil relationships characte rise d by trust,
e.F sUtveys, letters,
evaluation forms
Structure d pupil Pupilside ntifie d thattheir mood/e motion change d following
refle ctionswith head beingemotion coached and recognised that thew were able
teacherfollowing use of EC | ta return totheir classwark quicker.
by staff [n=a)

Fowx [2015]. 1. Whatare staff Four staff within the & school ethaswhich refle cts EC can facilitate the

sing action experiencesof setting were recruited as imple me ntation of EC.

researchto impleme nting EC intheir action re se arche rsand

explare the theirviewswere explored
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Authoris), date
and title

Research questionis)

Data collection methods

Key findings

imple me ntation
of Emnotion
Coaching at an
alte rnative
provision for

practice ata provision for
childre nwith SEMH e e ds?
2. What are the barriersto
the imple mentation of EC at
the SEMH provision?

via group and individual
]

ECwas cansidered to be dependentupon anumber of

ayste mic factars, includingthe embe dding of children's social
and ernotional skillsinto the curriculurm of the school and the
school’sarganisational and support context.

childre nwith 3. What are the facilitators
SEMH needs to the imple mentation of EC

at the SEMH provision?

& what adaptions may

heedto be made to EC for

its succe ssful

imple e ntation &t the

SEMH provision?
Krawcavk 1. whatfactors affe ct Pre and post measuresof | Mo significant difference between pre- and post-me asure s of
(2017). & school staff cognitive and affective and cognitive job | affe ctive and cognitive job satisfaction.
wehole-school affe ctive job satisfaction? satisfaction before and 1
zsingle case 2. Whatisthe impact of EC | manth afte rwhole-school
study of training on primary schoal EC training
Ernotion staff members cognitive Semi-structure d inte rviews | ECwas consideredto be an effe ctive strate gy, butthe
Coaching and affe ctive job with ‘core staff whowere | participantsthoughtthat it took time to be come proficientin
training and the | satisfaction? provide dwith EC using it. The participants did not fe el that they had this time
impact on 3. Whatare school staff imple mentation training and that ECwould likely be ne gle cte d if itwasn't maonitore d
achionl staff mermbers perceptionsof weithin the school.

the appropriate nessof ECY
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Author(s), date
and title

Research question(s)

Data collection methods

Key findings

4. What are the barriersand
enablinginfluencesin
implementing ECY

Gilbert{2017).
Introducing
Ernotian
Coachinginto
primary,
secondary and
e arly we ars
educational
settings:

the voice of
practitioners
and model of

engagement

1. hatisthe EC
experience for practitione rs
using EC in settingsy

2. How doesECinfluence
practitioners response to
ernotional and be havioural
situations in settings?

3. WWhatevidence isthere of
personal and profe ssional
practice change resulting
from using EC intheir
weiorking practice ¢

In de pth 351s with 21 staff
who had take n part in the
EC pilot project (Rose et
al., 2015). 13 af the se staff
WE e primary S se condary
school base d

EC ledtao incre ase d aware ne ssof e motionsin self and athers
butthe impact of EC on emotions differed betwe e n people
and was made rate d by pe rsonal e motional ide ntitie s.
Emnotional ide ntitie s also contribute d tothe acce ptance of EC
pre mise that ‘emotions matter to learning’.
Practitionersneedto practise ECto be come proficie nt and
nie e dtirme to refle ctwith colle ague s. Positive outcome sfrom
EC promate and reinforce further use.

Barriersto EC use include d lack of fallow-up training &

colle ague-support, time shortage s, ine ffe ctive results;
ermotion-disapproving re actionsfresponses & larze numbers
of childre n. Facilitatorsincluded whole setting training and
continue d e ngage me ntfrom managers.

*ECEQ — Emotion Coaching Exit Questionnaire
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Results found that practitioners viewed and used Emotion Coaching both as a specific
technique for managing difficult emotional situations and as a holistic approach towards
emotions, behaviour and relationships. Emotion Coaching practice was positioned on a
‘spectrum of Emotion Coaching use’, ranging from using Emotion Coaching for the welfare
of the child or young person to using Emotion Coaching to help the adult stay in control of
situations. Practitioner engagement in training and use of Emotion Coaching was affected
by their personal and professional understanding of emotions and emotional skills, how
they viewed the role of education and their openness to or acceptance of the premise that
‘emotions matter to learning’. The results led to the formulation of a model of practitioner
engagement with Emotion Coaching which evidences four stages in the integration of
Emotion Coaching into practice (Accept, Adopt, Adapt, Sustain). When practitioners who
accepted the Emotion Coaching approach tried to adopt it and experienced success, this

led to adaption and assimilation into routine practice repertoires.

The research to date has generally been positive about the use of Emotion Coaching in
educational settings, with evidence that a high proportion of practitioners believe that it
is effective and some evidence that it supports positive outcomes for children and young
people. These early positive signs suggest that further exploration and evaluation of
Emotion Coaching is warranted, and larger-scale independent evaluations would add
further evidence about the impact of the approach. Although needed, a large-scale
evaluation is not within the scope of the current research. However, this study built on the
research outlined above in several ways. In both the published studies (Gus et al., 2017,
Rose et al. 2015) there was a focus upon evaluating the outcomes of implementing an
Emotion Coaching approach based upon reports from staff in questionnaires, interviews
and individual case studies. Although it is important to evaluate the outcomes of an
approach, as outlined in more detail in the next section, in complex organisations like
schools a focus upon implementation is equally as important (Kilerby & Dunsmuir, 2018).
This is because schools face a research-practice gap where evidence-based practices fail
to produce consistent results in real world settings. Kilerby and Dunsmuir (2018) highlight
how rarely implementation is measured during delivery in schools but argue that studying

and reporting on implementation can help to bridge the research-practice gap because it
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can help develop an understanding of what occurs when specific evidence-based
interventions are delivered in schools. The findings from Durlak et al.’s (2011) review show
that implementation is important in the context of social and emotional learning efforts in
schools because reported implementation problems moderated outcomes in those studies
which reported on implementation. Therefore, this research sought to explore aspects of

the implementation of Emotion Coaching.

The three theses outlined above (Fox, 2015; Gilbert, 2017; Krawczyk, 2017) all explored
aspects of implementation to some extent in various contexts. Fox (2015) and Krawczyk
(2017) considered implementation to differing degrees in the context of one specialist
SEMH provision and one mainstream primary school (respectively). Both studies explored,
amongst other things, staff perceptions about the utility of Emotion Coaching and factors
which supported the implementation of Emotion Coaching and got in the way. Rather than
considering an individual setting, Gilbert (2017) focused upon the voice of practitioners
and they were drawn from a range of settings with 13 out of 21 participants working in
school settings. This constructivist research focused strongly upon individual experiences
and how practitioners experienced their Emotion Coaching training on a personal level.
The current research adds to findings from the small number of previous studies regarding
staff perceptions about the effectiveness of, and facilitators and barriers to the Emotion
Coaching approach. It also built on previous research by using a pragmatic approach to
understand the context of several mainstream primary schools who had received different
training sessions with various EPs which is likely to be reflective of the context in which
many schools are trained in Emotion Coaching. An online questionnaire was used to
explore staff perceptions about Emotion Coaching across six different schools and get an
insight into practice across many different schools. Then a more detailed exploration of
two case study schools took place. This multiple-case study approach helped to build up a
detailed picture of Emotion Coaching practice within each setting by including staff in
varying roles and also the voice of the head teacher in each school. Also, unlike all of the
studies above, the researcher did not deliver the Emotion Coaching training for any of the
schools that took part in this research, therefore offering an increased level of

independence and credibility.
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In summary, the research that has been carried out so far has suggested that Emotion
Coaching is a promising approach with credibility amongst the professionals who are
expected to adopt it. Further evaluations of the impact of the approach are required as is
a better understanding of the implementation of the approach. Due to the scope of this
research, it will focus upon exploring the implementation of the approach, building on
previous findings using multiple-case study methodology. Therefore, the next section will

review the literature pertaining to implementation and training transfer.

2.6 Implementation and Training Transfer

The use of Emotion Coaching in schools following staff training can be considered from
two different but related perspectives: training transfer and implementation science.
Models and research from both perspectives offer useful frameworks for this study into
understanding staff perceptions of Emotion Coaching and the facilitators and barriers to
using it. In the following sections, effective training for school staff will be explored first
and then the training transfer and implementation science perspectives will be introduced,
reviewed and discussed in relation to the current research. Finally, the research is
summarised and a rationale for the focus of this research is made leading to the research

guestions of this study.

2.6.1 Effective CPD for School Staff

In 2016 the DfE published new guidance about effective practice in CPD for teachers (DfE,
2016a). This guidance, informed by a review of both the national and international
evidence base (Cordingley et al., 2015), sets out five standards for effective professional
development. The ‘umbrella review’ carried out by Cordingley and colleagues (2015)
aimed to review previous reviews and by the authors’ admission, can miss the most recent
and up-to-date research. However, it was a systematic review which set out clearly how
they considered the quality of the research that they included and are therefore justified
in the conclusions they draw. The five standards and related review findings are outlined

below.

1. Professional development should have a focus on improving and evaluating pupil

outcomes
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The review found that effective CPD had explicit relevance to the teachers’ day-to-day
experiences and existing knowledge. There also needed to be a strong focus on pupil

outcomes with explicit links between the CPD activities and intended pupil outcomes.

2. Professional development should be underpinned by robust evidence and expertise

Outside expertise was consistently central to effective programmes of CPD which led to
improvements in pupil outcomes. Effective CPD draws on the evidence base, makes it
explicit and develops theory and practice together. It seemed as though offering different
and diverse perspectives, as well as challenging orthodoxies about teaching and how

children learn, supported improvements.

3. Professional development should include collaboration and expert challenge

The only common finding across all reviews was that peer support was a feature in
effective CPD. This includes opportunities for trainees to collaborate, discuss and try out
new approaches together as well as problem solve when difficulties arose. Input from
someone considered an ‘expert’ in a coaching or modelling role was also found to be

helpful.

4. Professional development programmes should be sustained over time

Prolonged or extended CPD interventions are generally more effective than shorter ones
and CPD programmes which aim to bring about significant organisational and cultural
change need to last at least two terms. However, shorter programmes with a discrete and
narrow focus such as spelling can have a meaningful impact. The review also found that
regular ongoing activities were important and that one-off events did not have a positive

impact on staff development.

5. And all this is underpinned by, and requires that, professional development must be

prioritised by school leadership

School leadership drives the culture in schools and the review found that effective leaders

became involved in CPD themselves. This ranged from implementing systemic changes in
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the school to understanding the precise nature of the expected changes to practice by
undertaking more specialist CPD themselves. The most rigorous review included in the
umbrella review identified four core roles for school leaders including developing vision,
managing and organising, leading professional learning and developing the leadership of

other roles in the school.

Training for school staff is one the key functions of the EP role (Fallon, Woods & Rooney,
2010; Farrell et al., 2006; Lee & Woods, 2017) and it is therefore important that EPs
understand the principles of effective CPD and are regularly evaluating the impact of the
training that they offer. One key difficulty which is recognised across all fields is that
training does not readily translate into practice. This has come to be known as ‘the transfer

problem’ and is discussed in the next section.

2.6.2 Training Transfer

2.6.2.1 The Transfer Problem

The transfer of training is defined as the degree to which trainees effectively apply the
knowledge, skills and attitudes gained in a training context to the job (Baldwin & Ford,
1988). Transfer consists of two major dimensions including: a) generalisation — the extent
to which knowledge and skills acquired during training are applied in different contexts;
and b) maintenance — the extent to which changes to practice persist over time (Blume et
al.,, 2010). However, it has long been recognised that training does not always readily
transfer to the workplace (e.g. Michalak, 1981). Both researchers and practitioners
continue to question how much learning from workplace training actually transfers to the
job (Ford, Baldwin & Prasad, 2018). Research has explored which factors impact on the

level of training transfer in a bid to understand how to make training more effective.

2.6.2.2 Factors Influencing Training Transfer

Most of the research into training transfer comes from the organisational psychology field.
In 1988, Baldwin and Ford conducted the most comprehensive review up until that point

Ill

to synthesise what they call “...a fragmented body of empirical research reported in a
variety of disciplines” (Ford, Baldwin & Prasad, 2018, p.208). The frequently cited

gualitative review analysed 63 empirical studies that were carried out between 1907 and
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1987 and aimed to critique the existing training transfer research and to suggest directions
for future research (Baldwin & Ford, 1988). They outlined the transfer process which
includes training inputs, training outputs and conditions of transfer and identified factors
which influence transfer. However, they also identified weaknesses and gaps in the
research concluding that research from a variety of orientations (i.e. beyond industrial
training) was needed and that research needed to take a more interactionist perspective,

focusing on more than one input factor at a time.

Several years later the same authors among others conducted a detailed meta-analysis of
89 empirical studies (Blume et al., 2010). Some of the issues that had been identified by
Baldwin and Ford in the previous review were addressed in research over the following
years and the meta-analytic review explored the impact of predictive factors on the
transfer of training in different tasks and contexts and also the moderating variables. They
posed seven research questions around the relationships between variables and various
methodological impacts upon research findings e.g. lab versus field studies, published
versus unpublished studies. Their three key conclusions were that (a) once bias in the
measurements were controlled for, there were a limited number of strong predictor
relationships with transfer; (b) the relationships to transfer of several variables were
contingent on whether the trained skills were open or closed; and (c) reported
relationships were significantly affected by the source and timing of transfer measurement

(Blume et al., 2010).

Grossman and Salas (2011) employed Baldwin and Ford’s 1988 model to integrate findings
from existing reviews to identify factors relating to trainee characteristics, training design
and the work environment which have consistently been shown to exhibit the strongest
relationships with training transfer. By only considering those factors with the strongest
relationships, rather than comprehensively reviewing every single factor which has been
linked to training transfer, their aim was to be able to make evidence-based
recommendations to organisations about what they need to consider regarding transfer.

The most influential factors which they identified can be found in Table 2.
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Table 2: Factors which influence training transfer from Grossman & Salas (2011)

Factors which influence training Findings
transfer
Trainee Cognitive Trainees higher in cognitive ability have more success
characteristics | ability in processing, retaining, and generalising trained
skills.
Self-efficacy Trainees higher in self-efficacy have more confidence

in their ability to learn and apply trained
competencies and are more likely to persist when
performing difficult tasks.

Motivation Transfer is facilitated when trainees are motivated to
learn and transfer throughout the training process.

Perceived Trainees who perceive training as useful and valuable
utility of are far more likely to apply new competencies in the
training workplace.
Training Behavioural Behavioural modelling facilitates transfer when both
design modelling positive and negative models are used, and when
opportunities to practice are provided.
Error Error management promotes the transfer of training

management by allowing trainees to anticipate potential issues,
providing them with knowledge of how to handle
such problems, and highlighting the negative
outcomes that can occur if training is not transferred.

Realistic Conducting training and practice in environments that
training resemble the workplace increases the likelihood that
environment trained competencies will transfer.
Work Transfer Situational cues and consequences largely determine
environment | climate whether or not learned competencies are applied in
the workplace.
Support Both supervisor and peer support are critical for the

transfer of training.
Opportunity to | For training to successfully transfer, trainees need the

perform resources and opportunities to apply their new skills
and abilities to the workplace.
Follow-up To facilitate transfer, the formal training period

should be followed by additional learning
opportunities (e.g. after-action reviews, feedback, job
aids).

Schools are complex and busy organisations where no two days are the same. The wide
array of factors which have been shown to impact the level and ways in which training is
transferred, could operate in the context of a school in a variety of ways. It is important
for EPs to understand this so that the training that is offered is effective. The current
research used Grossman and Salas’ findings as a framework to ensure that a range of

factors that could impact on the transfer of Emotion Coaching training into practice was
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explored with school staff. More detail about how this framework was employed is

included in Chapter 3.

2.6.2.3 Open Versus Closed Skills

One important distinction made in the training transfer literature which is relevant to the
present research is the difference between training that aims to develop closed skills and
that which aims to develop open skills. First highlighted by Yelon and Ford (1999), closed
skills are those skills which must be performed in an exact and prescriptive way without
any deviation from the standard practice. An example might be operating machinery to
produce parts for a computer. Open skills on the other hand are highly variable as there is
no single right way to do things. Using open skills requires creativity and adaptability and
procedures are based upon principles rather than prescriptions. An example of where
open skills are required might be in a counselling role. Rather than falling in to one category
or the other, Yelon and Ford posited skills as falling somewhere on a continuum between
these two extremes and they argued that the transfer process is significantly impacted by
the type of skills involved. Although there are steps of Emotion Coaching, practicing
Emotion Coaching falls towards the ‘open skill' end of the continuum. It requires
judgement about if, how and when the steps should be applied and is an approach which
goes beyond the specific steps to affect many interactions and practices that take place
across the school. Gus et al. (2015) describe it as “a way of being” (p.38) and they outline

that it is not only a technique but also a philosophical approach to emotions.

At the start of their review Blume et al. (2010) noted that one of the most conspicuous
gaps in the literature was a neglect of how the open or closed nature of the skills being
trained affected subsequent training transfer, despite clear indications in some research
to support this. One of the key conclusions that they reached from their meta-analysis was
that the relationship to transfer of several variables is indeed contingent on whether the
training focused on open or closed skills, highlighting the importance of considering this
factor in research. In their more recent review Ford, Baldwin and Prasad (2018) highlight
specific factors which impact on training transfer which are more relevant to open skill
training such as motivation, pre-training self-efficacy, error management and peer

support. One explanation may be that with open skills, the trainee has more choice
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regarding whether, how, and when to transfer their training which could be why levels of
motivation have an impact (Blume et al., 2010). Another may be about the perceived
presence of opportunities to apply open skills which is likely to be less straightforward than

with closed skills (Blume et al., 2010).

In the context of the transfer of training following Emotion Coaching training, any of the
factors outlined above may have an impact on whether the training is generalised and
maintained, particularly given the open nature of the skills that are taught in training.
Implementation science research is a different but related area of study in which there are
some areas of cross over with training transfer. For example, both consider how training
and the workplace environment influence efforts to change practice. However, whereas
training transfer is focused upon supporting staff to use skills learnt during training,
implementation science is more focused upon how new skills and approaches can be used
effectively to lead to positive outcomes in real-world settings. As will be explained in more
detail below, implementation science focuses more on how an intervention is put into
practice and the organisational processes required to support this in the longer-term. For
example, this might include how policies need to be adapted in real-world settings. The
current research is interested in exploring the processes by which Emotion Coaching is
implemented following training and the longer-term organisational changes which support
effective implementation. Therefore, literature around implementation is also relevant to

the present study and will now be reviewed in the following section.

2.6.3 Implementation and Organisational Change

2.6.3.1 Implementation Science

Implementation is the process by which an intervention is put into practice (Lendrum &
Humphrey, 2012) and it may be described in terms of fidelity, dosage, quality, participant
responsiveness, reach, programme differentiation, monitoring of control/comparison
conditions, and adaptation (Humphrey et al., 2016a). The importance of considering the
implementation process when organisations employ new programmes and approaches is
increasingly being recognised and has led to the emergence of a new area of scientific and
practitioner interest: ‘implementation science’ which focusses on exploring and explaining

how health and psychological interventions work in real-world contexts. It has largely
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arisen out of the ‘research-practice gap’ (Ogden & Fixsen, 2015): that is the failure of
evidence-based prevention and treatment interventions to produce positive, consistent
results in real-world human service settings (Fixsen et al., 2009; Kelly, 2012). Therefore,
unlike training transfer research which has focused upon training in a wide range of
formats from a wide range of disciplines, implementation science research is more closely

related to the context of the current research.

2.6.3.2 Implementation Science in Schools

Calls for a greater focus on the process of implementation of school-based initiatives are
not new (e.g. Lister-Sharpe et al., 1999). As Blase et al. (2012) highlight, information about
‘what works’ is important, but this is only part of the equation as it does not tell us how to
implement that programme successfully to improve outcomes. Schools are “very messy
real-world settings” (Blase et al., 2012, p. 13) and in complex organisations like schools,
exploring how an intervention or programme is implemented is as important as measuring
outcomes (Kilerby & Dunsmuir, 2018). Without the combination of an effective innovation
and an effective implementation process, positive outcomes for students will not be

achieved (Fixsen et al., 2013).

Karen Blase and Dean Fixsen are key figures in the implementation science literature and
they, among others, have carried out extensive work with regards to implementation and
organisational change across a range of contexts including education. Much of this work
has been part of the US National Implementation Research Network (NIRN). They have
identified the necessary strategies and most effective ways in which the implementation
of evidence-based programmes and approaches can be facilitated. This includes the
identification of prerequisites for the successful application of research including a well
operationalised intervention with clearly identified core intervention components and
active and knowledgeable ‘purveyors’ who have expertise and actively work to implement
the practice or programme (Blase et al., 2012). Different stages of implementation have
also been recognised along with implementation drivers which:

“...ensure that staff and teachers have the skills necessary to implement well, that
policies and procedures are developed at multiple levels to create a more hospitable
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environment for the chosen intervention, and that the leadership strategies match
the challenges faced during the process” (p.16).

A model of these identified stages and over-arching drivers is included in Figure 2.

Competency
drivers

Implementation Stages
1. Exploration

2. Installation

3. Initial implementation
4. Full implementation

Leadership Organisation
drivers drivers

~_

Figure 2: Implementation stages and drivers from Fixsen et al. (2013)

Competency drivers include staff selection, training, coaching for competence, and
performance assessment and ensure that staff are skilled and confident in delivering the
new programme. Organisation drivers include facilitative administration, decision
supportive data systems, and systems interventions and are mechanisms by which
workplace environments support the implementation efforts. Leadership drivers are the
foundation for implementation efforts and include strategies to respond to difficulties as

they arise (Blase et al., 2012; Fixsen et al., 2013).

2.6.3.3 Assessing Implementation in Schools

Most of the literature relating to implementation including the body of research outlined
above from Blase, Fixsen and the NIRN originates in the US and reviews from other
countries acknowledge the “US-centric” (p.5) nature of the research (Albers & Pattuwage,

2017). However, Lendrum and Humphrey (2012) have argued that although some US
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research can be applied to the UK, there are some key differences between the UK and US
education systems which means that research from the US should not be a direct
substitution for national research here in the UK. For example, they highlight the tendency
for ‘top-down’ highly structured interventions in the US versus more ‘bottom-up’ flexible
interventions in the UK which is likely to affect the implementation context. This means
more research is required to develop a better understanding of implementation in the UK

education context.

Here in England the Education Endowment Foundation (EEF) who are the government-
designated What Works Centre for Education have led a focus upon implementation in
educational research. The EEF aim to raise the attainment of disadvantaged pupils by
funding rigorous research projects which generate evidence about what works to improve
teaching and learning. Alongside a quantitative outcome evaluation to assess the impact
of each project upon pupil attainment and sometimes other outcomes, all intervention
projects must also be subject to an ‘implementation and process evaluation’ (IPE) which
they define as:

“the generation and analysis of data to examine how an intervention is put into

practice, how it operates to achieve its intended outcomes, and the factors that
influence these processes” (Humphrey et al., 2016, p. 6).

Figure 3 outlines the EEF’s suggestions for the purposes of exploring the process by which

an intervention is implemented in the context of schools.

It is recognised that there is no single way to study implementation (Evans et al., 2015).
Some established frameworks for measuring implementation from the US such as Durlak
and Dupre (2008) or Dane and Schneider (1998) are more appropriate to top-down highly
structured interventions which, as mentioned above, are favoured in the US. This is
because the dimensions of implementation that they explore such as dosage and fidelity
take on a different meaning when there is not a prescribed model against which to assess
delivery (Humphrey et al., 2016) which is more likely to be the case in the UK (Lendrum &
Humphrey, 2012). Exploring the implementation of new, whole-school approaches which
are less prescriptive can be considerably more complicated, and therefore arguably even
more important to help us understand how and why a programme works.
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1. Farmative: including

3. identifying the essential ingredients of the programme;
b, suggesting how programme materials and delivery can beimproved; and
c. clarifying the appropriatetarget group

2, Understanding implementation: including

the necessary conditions for success;

what aspects of the programme can be adapted;

the feasibility of delivering the programme and its "attractiveness’ to schools; and
barriers to implementation

o0 O oo

3. Qutcomes;

3. explainingimpact (i.e who did it work best for, teacher perceptions);
b, additional or unintended consequences of the programme, whether positive or negative

4, Fidelity: determining whether the intervention was implem ented as intended,

(Education Endowm ent Foundation, 2013, p.3)

Figure 3: The EEF’s purposes of process evaluations

In recognition of this, the EEF has produced a series of useful guides (Anders et al., 2017,
EEF, 2013; Humphrey et al., 2016) to help researchers plan and execute IPEs which are

relevant in a UK educational context.

The importance and varying purposes of understanding implementation have been
outlined above along with some of the challenges of assessing implementation,
particularly in the context of whole-school non-prescriptive approaches akin to the nature
of Emotion Coaching. The following section will explore the implementation literature in
relation to Emotion Coaching and lay out the rationale for the focus and methodology of

this research.

2.6.3.4 Assessing the Implementation of Emotion Coaching

Inconsistent findings relating to the implementation of more comprehensive approaches
with a social and emotional skills or wellbeing focus like Emotion Coaching have emerged.
Durlak et al.’s (2011) review found that multi-component programmes were less likely to
meet SAFE criteria, were more likely to have implementation problems and were found to

be less effective. However, in their review Wells et al. (2003) found that effective
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programmes were more likely to be multi-modal, and ideally whole school, rather than
restricted to one part of the school. PATHS (promoting alternative thinking strategies) is
an evidence-based universal multi-modal social and emotional learning curriculum for
primary aged children. Alongside a series of lessons, the curriculum is supplemented by
activities to support the generalisation of new skills and parents/carers also complete
activities outside of school. The implementation of the PATHS curriculum was explored in
a pioneering way using rigorous independent observational data and a more fine-tuned
theoretical model that posits quality and fidelity as distinct dimensions of implementation,
allowing for an exploration of what is delivered as well as how well. This study found that
aspects of higher quality implementation were found to positively impact on the
intervention outcomes of the PATHS curriculum (Humphrey et al., 2017). This evidence,
along with that from Durlak et al.’s review, show that implementation is not only
important more generally but also in the context of comprehensive social, emotional and
wellbeing interventions. However, given that we know little about the implementation of
Emotion Coaching and the open-ended nature of the approach, it is more challenging to

assess and explore its implementation in a systematic or comprehensive way.

The aim of this research then was to advance our understanding of the implementation of
Emotion Coaching using a pragmatic approach so that we, as EPs, can start to develop
more effective ways to support schools to use the approach. It was acknowledged earlier
in this review that a large-scale independent evaluation of the approach is needed but also
that until programmes have been fully implemented evaluations about its impact on
outcomes and overall value should not be made (Blase et al., 2012). In the context of this
research, exploring full implementation and its impact was not feasible considering that
full implementation can take several years. However, it is only by enhancing our
understanding of its implementation that we can ensure that the approach is being fully
implemented and conduct large-scale evaluations. The focus upon implementation
therefore not only addressed important areas of research but also ensured the research

project was practicable for a doctoral thesis.

In line with the EEF’s purposes of process evaluations, this research seeks to understand

the implementation of Emotion Coaching better as this is an area where we currently have
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little insight. Developing a better understanding includes learning more about a) the
necessary conditions for success b) what aspects of the programme can be adapted c) the
feasibility of delivering the programme and its ‘attractiveness’ to schools d) and barriers
to implementation (EEF, 2013). Along similar lines Anders et al. (2017) suggest that
answering the following questions among others are helpful in developing a better
understanding of implementation: what are the necessary conditions for success of the
intervention?; Are there any barriers to delivery being experienced?; Is the intervention
attractive to stakeholders? Humphrey et al. (2016) suggest answering the following
guestions: are there any key contextual factors that appear to facilitate or impede
successful implementation?; How manageable is the intervention and what appear to be
the most important factors in successful implementation? We currently have a limited
understanding of the answers to these important questions in relation to Emotion
Coaching across mainstream primary schools which have been highlighted in key reviews
and guides regarding implementation. The key points and conclusions from this literature
will now be summarised and the research questions which have evolved from this review

will be stated.

2.7 Summary and Research Questions

Staff in school are expected to undertake professional development activities with training
being a key part of this, but we know that training does not readily transfer in to practice.
We also know that the implementation of new approaches and programmes, especially if
they are comprehensive whole-school changes, can prove challenging. This review of
literature relevant to training transfer and implementation in the context of organisations
more generally and then more specifically in schools, has identified factors which affect
the level of training transfer and implementation following training. It has also drawn
attention to the open nature of the skills that are expected following Emotion Coaching
training and how this effects training transfer in different ways to more closed skills. The
argument has been made that studying the implementation of new approaches is as

important as measuring the outcomes.

Research has indicated that Emotion Coaching is an effective whole school approach to

supporting the mental health and wellbeing of all of those in the school community.
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However, further research is needed to help support implementation and carry out larger-
scale evaluations of the approach. For the reasons outlined above this research aims to
understand the implementation of Emotion Coaching better. More specifically, in line with
suggestions from previous research this research will explore the necessary conditions for
success, the feasibility of using Emotion Coaching and its ‘attractiveness’ to schools and
barriers to implementation. These implementation factors are not only areas with limited
research but can feasibly be studied in the context of this research and have implications
for the EP role. Therefore, the research questions (RQ) which this study aims to answer

are:

1. To what extent and in what ways is Emotion Coaching considered useful to school
staff?
2. What factors are perceived by school staff to be the facilitators and barriers to the

effective implementation of Emotion Coaching in their schools?
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3 Chapter 3 — Methodology

This research took place in one large shire county LA who are promoting Emotion Coaching
to schools as a universal approach to supporting children and young people’s social and
emotional development and wellbeing. All EPs in the EPS received training in Emotion
Coaching in 2017 and two EPs, who are also accredited ‘Lead Practitioners’ with Emotion
Coaching UK, are leading the promotion of Emotion Coaching and training in schools in the

county.

This research project was registered with the UCL Data Protection Office (reference:
26364106/2019/03/14) and ethical approval was granted by the UCL Institute of
Education. There were no significant ethical issues posed by this research in that it was
being carried out with adults who were not deemed to belong to a vulnerable group. More
detail about the ethical considerations and documentation of the ethical approval can be

found in Appendices 1 and 2.

3.1 Epistemology and Ontology

This research was undertaken from a pragmatic perspective. The pragmatic paradigm
refers to a worldview that focuses on ‘what works’ (Weaver, 2018) and on data that are
found to be useful by stakeholders (Mertens & Wilson, 2012). Pragmatic inquiry is
concerned with evaluating and transforming features of real-world psychological, social,
and educational phenomena (Weaver, 2018). The current research therefore uses the
pragmatic paradigm as a framework to investigate the implementation of Emotion

Coaching in schools.

In terms of ontology, pragmatism is not committed to any single system of philosophy and
reality (Weaver, 2018) and is not concerned with meta-physical terms such as ‘truth’ and
‘reality’ (Tashakkori & Teddlie, 2003). Rather than discovering the ‘truth’, the value of
pragmatic inquiry is demonstrated by its ability to find results which answer the questions

being posed or the problem that is being studied (Tashakkori & Teddlie, 2003).

3.2 Rationale for the Research Design

The pragmatic epistemological and ontological framework guides researchers to choose

methods on the basis of what is right for a particular research question in a particular
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context and avoids the dichotomous thinking about quantitative or qualitative methods
(Mertens & Wilson, 2012). It has been acknowledged that researchers are increasingly
using multiple research methods when studying large-scale school reforms (Stecher &
Borko, 2002). Humphrey et al. (2016) and Anders et al. (2017) emphasise the importance
of using both quantitative and qualitative approaches when exploring the implementation
of new projects and programmes in schools, including complex whole-school approaches,
to help give a more comprehensive insight into the phenomena being considered.
Therefore, consistent with the pragmatic paradigm of this research and suggestions borne
out of research reviews, a mixed-methods approach was chosen as it was felt to provide a
comprehensive framework for addressing the two RQs. A sequential approach was taken
so that the first phase of the research could inform the second phase. In phase 1 an online
questionnaire was completed by staff from several schools that had participated in
Emotion Coaching training about their experiences of being trained in and implementing
Emotion Coaching. The second stage involved a multiple-case study of two of the schools
who completed the questionnaires. It was planned that the results from the first phase
would inform the selection of the two schools to take part in the second phase and would

also inform the development of the SSI schedule.

The specific combination of questionnaires and case studies aims to provide both “breadth
and depth” (Stecher & Borko, 2002, p.548). In the current research, it was felt that the
different but complementary nature of these two approaches would be able to identify
broad patterns with regards to staff perceptions of Emotion Coaching and its
implementation. This was felt to particularly apply with regards to the ‘to what extent...’
part of RQ1, whilst also allowing for a more detailed exploration of a smaller number of
cases and the specific context in each school which we know is a major determinant of
training transfer. The advantages and disadvantages of each approach are discussed in

more detail below.

3.2.1 Rationale for Phase 1

Questionnaires capture individuals’ attitudes, retrospective behaviours and knowledge
(Stassen and Carmack, 2019). According to Fife-Schaw “a questionnaire study can give you

a feel for the range of likely responses and a rough idea of how common certain responses
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are” (p. 159, 2000). When used in this way, questionnaires can also inform the nature of

future research.

As with all methods, questionnaire research has both advantages and disadvantages but
several of the advantages of questionnaires made this approach suitable for the first phase
of this research. Firstly, self-administered online questionnaires offer a relatively simple
and straightforward approach to the study of attitudes, values, beliefs and motives
(Robson, 2002) which were key variables that this research wished to explore. Secondly,
online questionnaires are highly accessible for the busy participants involved in this
research (school staff) and it was felt that using an online questionnaire would be likely to
increase the number of people willing to take part in the research. Finally, self-
administered questionnaires can provide a sense of privacy and enable participants to
answer questions more freely than with a researcher administered questionnaire (Stassen
& Carmack, 2019). However, questionnaires have also faced criticism over their ability to
produce valid and reliable information and several authors have suggested that the
guestion-answer situation is more complex than has generally been appreciated (e.g.
Cicourel, 1982; Foddy, 1993). For example, empirical research has highlighted that subtle
changes in question wording or question order can have a significant effect upon the way
in which participants respond (e.g. Bishop et al., 1978; Lasorsa, 2003; Schuldt et al., 2011).
Also, respondents can misinterpret questions, and this is particularly a risk in self-
administered questionnaires as misunderstandings cannot be easily detected (Robson,
2002). To address these criticisms, guidelines from Foddy (1993) (reproduced in Appendix
3), rooted in symbolic interactionism were used to construct the questionnaire to
maximise the validity and reliability of the data obtained. Also, using SSIs as well as the
guestionnaire minimised some of these limitations. More detail about the questionnaire

content is included in section 3.4.3 below.

3.2.2 Rationale for Phase 2

The second stage of the research involved a multiple-case study of two of the schools who
had taken part in the first phase of the research. Drawing on the work of Robert Yin (1981;
1984), a key advocate of case study research, Robson (2002) defines a case study as

follows:
-62 -



“a case study is a strategy for doing research which involves an empirical
investigation of a particular contemporary phenomenon within its real-life context
using multiple sources of evidence” (p. 178).

Yin (2009) asserts that you would use case study methodology if you wanted to understand
a contemporary real-life phenomenon in depth, where such an understanding
encompasses important contextual conditions and where the investigator has little or no
control of the phenomenon being studied. Given the complex nature of schools as
organisations and the important role of context for the transfer of training and the
implementation of new programmes and approaches, it was felt that a case study
approach would allow for these important aspects to be captured. The case and the main
unit of analysis was the school. The case study was instrumental in nature as it focused
upon a particular aspect of the case (implementation of Emotion Coaching) rather than
the case as a whole (the school) (Hamilton & Corbett-Whittier, 2013). As the evidence from
multiple-case studies is often considered more compelling than from single-case studies
alone, Yin (2009) suggests that multiple-case studies are preferred over single-case

designs. Therefore, a multiple-case study of two schools was adopted for this research.

SSls are appropriate in studies that seek to understand personal experiences, perspectives
and meanings (Irvine, 2012) and were the primary source of information informing the
case studies. SSls benefit from the freedom to make adjustments to the interview schedule
and to follow the flow of the interviewee’s responses but also aim to cover certain topics
during the interview (Irvine, 2012). Different interview schedules were used with general
staff and head teachers as it was likely that they would have different perspectives, but
the schedules were broadly similar. Information regarding the training that each school
received and the level of engagement with the approach, as well as key aspects of the
guestionnaire data, supported the interview data to help give a rich understanding about

the implementation of Emotion Coaching in each school.

3.3 Sampling

Purposive-criterion sampling allowed for the selection of mainstream primary schools in
the researcher’s placement LA who had received whole-school training in Emotion

Coaching from the EPS. As almost all the training that had taken place in the LA had been
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in mainstream primary schools, it was felt that developing a better understanding of this
particular population would prove the most useful and allow for the largest possible
sample. In total, there were nine primary schools who had received Emotion Coaching

training since the EPS had their training in 2017.

3.4 Phasel

This phase took place over the course of the summer term in 2019.

3.4.1 Recruitment and Procedure

Senior members of staff in schools including head teachers, deputy head teachers and
SENCos were initially approached by the EP who was linked to their schools to ask them if
their school would be willing to take part in a research project about Emotion Coaching.
This initial contact was either via email or face-to-face during the EPs regular visits to the
school. Those schools who initially expressed an interest in taking part in the research were
then put in touch with the researcher via email and more detailed information about the
study was provided to the head teacher of the school (see Appendix 4 for an example
email). Once the head teacher of the school had agreed for their school to take part, an
email which could be forwarded on to the staff by the head teacher was provided which
included brief information about the research and a link to the online questionnaire (see
Appendix 5 for an example email). The researcher attempted to increase response rates
with two further follow-up emails to the head teacher after the link to the questionnaire
had first been forwarded. However, the researcher was reliant upon the head teacher
distributing the link to the survey. Individual staff members who followed the link were
taken to an information page regarding the study and the questionnaire and each staff
member then decided if they wanted to take part in the questionnaire. Each staff member
then proceeded to a consent form before being directed to the start of the questionnaire.
From there they navigated through 12 questions and then ended the questionnaire

session.

3.4.2 Participants

Forty-four members of staff from across six schools completed the online questionnaire.

Four respondents had completed less than 80% of the questionnaire and were therefore
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excluded from the final sample bringing the final questionnaire sample to 40 participants.
Some basic information was obtained about each of the schools via the Government and
schools’ websites and can be found in Table 3. A profile of the staff completing the
questionnaires from each school can be found in Table 4. Basic information about the
training that each school received can be found in Appendix 6. The current national
average free school meal eligibility is 14.9 percent of pupils (DfE, 2019) and the national
average pupil premium eligibility is 27 percent of pupils (Foster & Long, 2020). Most

schools were therefore below national averages for these measures.

3.4.3 Questionnaire Development

The questionnaire aimed to address both research questions to some extent, but it was
recognised that less in-depth information would be gleaned than in the SSls. There was a
particular focus on the first part of RQ1 —to what extent was Emotion Coaching considered
useful by school staff as staff were asked to rate certain responses. The questionnaire was
developed through an iterative process whereby questions were drafted and then refined
after consulting the literature and through feedback from the researcher’s supervisors and
colleagues. Broad questions which would address the research questions were drafted and
then discussed with the two research supervisors. Questions were informed by many
aspects of the literature review but particularly Grossman and Salas’ framework (Table 2)
and the questions identified in the implementation literature (section 2.6.3.3). Foddy
(1993) advises that you should systematically write the purpose beside each question in
the first drafts of questionnaires including what information you hope to elicit and what
you will do with that information. Therefore, explanations for each item in the
guestionnaire including the research question it addressed, the empirical basis for the
guestion and the data it intended to elicit are included in Appendix 7. As discussed in a
previous section, Foddy’s guide (1993) strongly guided the question wording, sequence

and response frameworks in the questionnaire.

The questionnaire was prepared online using Qualtrics software and pre-piloted with four
EP colleagues who were familiar with Emotion Coaching. A small number of minor changes

were made at this stage and only included typing errors.
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Table 3: Profile of schools participating in phase 1

School Number of pupils Percent eligible for Percent eligible for
on roll* free school meals** pupil premium**
1 240 14 24
2 350 14 21
3 90 13 13
4 200 12 17
5 180 10 15
6 310 10 13

*Figures rounded to the nearest 10

**Figures rounded to the nearest percent

Table 4: Profile of staff participating in phase 1

School | Number of | Response Role(s) within the school
responses | rate (%) SLT SENCo Teacher | Support
role
1 13 37 2 1 6 7
2 7 18 1 0 4 3
3 7 70 3 1 1 2
4 6 24 1 1 2 3
5 4 13 1 1 1 2
6 3 18 1 1 1 0

NB: Some staff had more than one role e.g. SENCo and Teacher

The final stage in the development of the questionnaire involved piloting the online
guestionnaire with five staff from across two schools who had received whole-school
Emotion Coaching training and exploring their feedback about the clarity of the questions
and the types of responses they had to give. During the piloting phase, feedback from all
five staff was positive regarding all aspects of the questionnaire, including the clarity of

the questions, response frameworks and the questionnaire length so no further changes

were made. A copy of the final questionnaire can be found in Appendix 8.
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3.5 Phase2
This phase took place during November and December of 2019, around six months after

the questionnaire had been completed.

3.5.1 Recruitment

This research had planned to employ a maximum variation approach to purposeful
sampling to select the two schools from the questionnaire phase who seemed to
demonstrate the lowest and highest levels of implementation of Emotion Coaching.
Maximum variation or extreme case sampling “captures the extent of the diversity that
has been observed in the study population” (Jahnukainen, 2010, p.379). It was felt that
studying these extremes was an effective approach to exploring both facilitators and
barriers to implementation. However, the low response rates in some schools made it
difficult to gain a good understanding of the picture in these schools as the responses were
less likely to be representative of the wider school. Therefore, the three schools with
response rates lower than 20% (Schools 2, 5 and 6) were not considered to be included as

case study schools.

The questionnaire responses for each question were aggregated for the remaining schools
(Schools 1, 3 and 4) and then each school was compared. Out of the three schools that
were left the differences in the trends displayed in the questionnaire data were small but
it was decided that extreme-case sampling would still be used as the basis for sampling as
it was still the best available strategy to help answer the research questions. School 4
demonstrated the most positive trends in the questionnaire data and were therefore
approached to take part, to which the head teacher agreed. School 3 generally
demonstrated less positive trends when compared to School 1 and was therefore
approached about being the second case study school. However, due to circumstances in
the school, the head teacher did not feel that they would be able to support the research
and therefore declined to take part. The remaining school, School 1, was consequently
approached, and their head teacher agreed for the school to take part. Due to these
difficulties, it is more accurate to describe the sampling procedure as opportunistic, rather
than extreme-case. School 4 became known as School A during the second phase of the

research and School 1 became known as School B.
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When conducting case study research, it is important to describe the case in as much detail
as possible to give the reader a rich description of the context of the case (Hamilton &
Corbett-Whittier, 2013). This helps the readers assess the potential transferability and
appropriateness of the findings to other settings (Miles et al., 2014). Therefore, a
description of each case study school is included in the phase 2 results section at the start
of the sections for each school, along with key information about the training they

received.

3.5.2 Participants

Head teachers in each school sent out information about the second phase of the research
via email that the researcher had sent to them along with the information sheet for the
second phase of the research (see Appendices 9 & 10). It was made clear in the information
sheet and to the head teachers that participation had to be voluntary and staff who were
interested in taking part were to let the head teachers know. Due to the practicalities of
arranging dates and times for the interviews where several staff would need to be released
from their routine roles, the head teachers co-ordinated the interview timetable for those

taking part.

Seven staff in School A and six staff in School B took part in SSIs for the second phase of
the research. This included a range of staff roles such as TAs, teachers and mentors and
the head teacher in each school as the literature review highlighted the importance of

leadership for training transfer and implementation.

3.5.3 Procedure

In both schools, the interviews took place over the course of one day. Staff arrived to take
part in the interviews one by one and were given a brief verbal introduction to the
research. The researcher also shared a copy of the information sheet and ensured that all
participants had read and understood the information. Participants then signed a consent
form (Appendix 11) to demonstrate their agreement to take part. The SSIs were then
conducted with each staff member, with a similar but different interview schedule for the
head teachers. In School A interviews lasted from between 18 and 38 minutes. Interviews

in School B lasted between 15 and 32 minutes.
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3.5.4 Semi-Structured Interview Development

Insights gleaned from the questionnaire along with information from the literature review
informed the development of the SSI schedule. The aim of the SSI was to gather data which
answered both research questions with a focus upon the ways in which Emotion Coaching
was considered useful (RQ1) and a more detailed exploration of the facilitators and
barriers than was possible in the online questionnaire. The development of the interview
schedule was an iterative process and was informed by training transfer and
implementation literature. The staff interview was piloted with two staff in one school and
the senior leadership team interview was piloted in a different school with a deputy head
teacher who led on Emotion Coaching in the school. Copies of the final interview schedules

can be found in Appendices 12 and 13.

3.6 Data Analysis
3.6.1 3.6.1Phase 1

3.6.1.1 Approach to Data Analysis

It was originally planned that the questionnaire analysis would explore the patterns within
and between each school but due to the low response rate in some schools, it was felt that
the responses may not give a valid representation of individual schools. Therefore, the
guestionnaire data were pooled and analysed across all schools to explore more generally
the perceptions of the usefulness of Emotion Coaching and the facilitators and barriers to

implementation.

3.6.1.2 Closed Questions

The frequency distributions of responses to each closed question on the questionnaire
were explored. The results were summarised and presented in bar charts where this was

felt to help understand the data and to highlight the most prominent features.

3.6.1.3 Open Questions

The three open questions at the end of the questionnaire intended to predominantly
address RQ2. Data from these three questions were analysed using a qualitative approach
to identify patterns and themes in the data. Due to the relative conciseness of many of the

answers to these open questions, it was felt that analysing them deductively, in relation
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to a coding framework would be a helpful way to begin organising the data. Therefore,
data were coded into the three over-arching categories derived from Grossman and Salas’
(2011) framework of training transfer. This included the overarching categories of trainee
characteristics, training design, and work environment. The literature review highlighted
that this framework has been shown to capture the most influential factors on transfer
and the over-arching categories seemed to fit the data that were emerging well. However,
the data were inductively coded into subthemes that were emerging from the data as the
sub-categories in the model did not capture the data as well. Where data did not fit in to
any of the over-arching themes, this was also analysed inductively, and new additional

themes were created.

3.6.2 Phase2

3.6.2.1 Approach to Data Analysis

The qualitative data derived from the SSl in each school were transcribed by the researcher
and analysed using Braun and Clarke’s approach to thematic analysis (2006; 2012).

4

Thematic analysis has been defined as “..a method for systematically identifying,
organizing, and offering insight into patterns of meaning (themes) across a data set”
(Braun & Clarke, 2012, p.57). It is known for its theoretical flexibility, meaning that it is
suitable for a wide range of research interests. It was chosen for the analysis of the
interview data because the aim of thematic analysis is to describe how themes are
elaborated by groups of participants, and to identify meanings that are valid across many
participants. It was felt that these aims would allow the researcher to identify answers to
the research questions. Braun and Clarke’s particular approach to thematic analysis was

selected as it is well-established, widely used and has been recognised as the most

systematic introduction to doing thematic analysis to date (Howitt & Cramer, 2011).

Given the case study nature of this research, separate analyses were conducted for each
school. Both an inductive and deductive approach to the thematic analysis was taken.
Inductive data analysis is ‘bottom-up’, driven by the data obtained and involves coding
data without trying to fit it into any pre-existing coding framework. This analysis was
bottom-up in that it did not aim to fit the data in to a pre-existing coding framework and

the codes themselves were constructed from patterns in the data. However, a deductive
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approach to the analysis can involve analysing data to answer specific research questions
which, given the pragmatic approach of this research, is what this analysis aimed to do.
Themes and subthemes were therefore identified in the data in relation to RQ1 and RQ2.
It is also acknowledged that “data are not coded in an epistemological vacuum” (Braun &

Clarke, 2006, p. 84) and an analysis can therefore never be purely inductive.

According to Howitt and Cramer (2011) a quality thematic analysis can be quantified in
terms of the prevalence and incidents of the themes and subthemes and Joffe (2012)
suggests that an advantage of thematic analysis is that it “...permits the researcher to
combine analysis of the frequency of codes with analysis of their more tacit meanings” (p.
211). However, with regard to quantities, Braun and Clarke (2012) are clear that “what is
common...is not necessarily in and of itself meaningful or important” and these points
were kept in mind throughout the analysis. This meant that although the prevalence and
frequency of themes and subthemes were recorded and used as an indicator of
importance, codes and subthemes were not automatically discounted if they were only
mentioned once or twice and the context of the comments was also used to interpret their
significance. For example, the theme ‘language used in approach’ was only referred to by
one participant but as this was due to the nature of their role, which was unique across
the participants, it was still recognised as an important theme to emerge from the data.
This flexible approach was justified given the mixed-methods and pragmatic stance of this
research. The computer software package Nvivo supported the analysis. An outline of how

| worked through each phase, along with a worked example is shown in Appendix 14.

3.6.3 Synthesis of the Data

Finally, data from across the research were synthesised. This included data from the
guestionnaire, SSIs and training. Cross-case analyses can deepen understanding and
explanation whilst also enhancing the transferability of findings to other contexts (Miles
et al., 2014). This research takes a case-oriented approach to the multiple-case study

where the cases are each considered in detail before turning to a comparative analysis.
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3.6.4 Quality of the Data Analysis and Trustworthiness

There are a range of ways in which the quality of qualitative research can be assessed. The
terms ‘validity’ and ‘reliability’ are traditionally associated with evaluating positivist,
guantitative research but there has been debate about the appropriateness of applying
these terms to more interpretative, qualitative research (e.g. LeCompte & Goetz, 1982;
Lincoln & Guba, 1985 as cited in Creswell, 2013). It seems clear that these terms are
problematic when describing qualitative research, so it is important that writers explain
and reference their terms and strategies (Creswell, 2013). In line with Creswell (2013) this
research uses the term validation to refer to a process of assessing the accuracy of one’s
findings and reliability to describe the consistency of the employed analytic procedures
(Noble & Smith, 2015). The evaluation of qualitative research does typically emphasise the
value of the analysis (Howitt and Cramer, 2011) and Creswell (2013) suggests several
validation strategies that can be used at the data analysis stage to help assess the
trustworthiness of the findings. Creswell (2013) and Miles and colleagues (2014) primarily
advocate the process of establishing inter-coder agreement to address reliability so this
process was a key strategy. The researcher had planned to return to each school and carry
out ‘member checking’ with the entire staff using an online tool. However, due to
circumstances beyond the researcher’s control, schools were closed, and the researcher
was not able to do this. The range of steps taken to address the validity and reliability of

the analysis are outlined below.

3.6.4.1 Inter-Coder Checks

One way to increase confidence in the analysis of one researcher is to involve more than
one person in the process who provides an external check on the highly interpretive
process of coding. This can take various forms, depending on the epistemological and
ontological approach of the research and the resources that are available. There is little
guidance in the literature for researchers concerned with establishing reliable coding of
SSI transcripts (Campbell et al., 2013). In this research inter-coder checks were carried out
after Phase 5 of the analysis for each school which Howitt and Cramer (2011) suggest is a

helpful way to stimulate further thought and revisions to the analysis. Two Psychology
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Assistants who were employed in the LA where this research was conducted volunteered

to support the researcher in this process and an account can be found in Appendix 14d.

3.6.4.2 Peer Reviewing

At several stages of the thematic analysis, critical discussions were held with a consistent
group of three peers in relation to the themes and subthemes that the researcher
identified. These peers were either familiar with the topic of the research or the process
of thematic analysis or both. Issues that were discussed included theme and subtheme
names and definitions and the discriminant capability of some of the subthemes. For
example, the peer group queried the name difference of the seemingly similar themes
from an earlier stage of the analysis ‘Emotion Coaching is helpful and widely used’ (School
A) and ‘Emotion Coaching is helpful and frequently used’ (School B). This provided the
researcher with an opportunity to explain the reasoning behind the naming decision and
encouraged the researcher to revisit the sections of data that had been coded for each

school and reflect on the decisions.

3.6.4.3 Negqative Evidence

It is recognised that not all data is going to fit in with the pattern of a code or theme.
Throughout the analysis, using the Nvivo software, comments which seemed to contradict
a code were coded into a ‘child node’ of the code and this helped keep track of ‘negative’
evidence. This actually occurred quite rarely in this analysis, but where it did occur it is
acknowledged in the presentation of the analysis in Chapter 4 to show that the researcher
is providing a realistic assessment of the participant views (Creswell, 2013). One example
of when this occurred was in relation to one participant and the subtheme ‘pressure on
school staff’ in School A. Many school staff, including the one in question, had stated that
time constraints made it difficult to implement Emotion Coaching. However, this staff
member also suggested that using Emotion Coaching could also been seen as a time

investment.

3.6.4.4 Representativeness

According to Joffe (2012) “a good thematic analysis must describe the bulk of the data — it

must not simply select examples of text segments that support the arguments it wants to
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make” (p. 210). Similarly, Braun and Clarke (2012) suggest that it is good practice to draw
on extracts from a range of participants to show the coverage of the theme, rather than
drawing on only one data item. Therefore, the analysis presented in the next Chapter

includes quotes that are drawn from a range of participants.

3.6.4.5 Trianqulation

Triangulation means making use of multiple and different sources and methods. This
research used mixed-methods and multiple sources of information, including staff and
head teachers to get different perspectives on the issues. The synthesis of the data show
that similar patterns occurred across many schools in the questionnaire and in the

interviews adding weight to the conclusions that can be drawn.
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4 Chapter 4: Findings and Analysis

4.1 Introduction

This research sought to answer the following research questions:

1. To what extent and in what ways is Emotion Coaching considered useful to school
staff?
2. What factors are perceived by school staff to be the facilitators and barriers to the

effective implementation of Emotion Coaching in their schools?

In this chapter the results from both phases of the research are presented. Firstly, the
results from the questionnaire phase are discussed. Findings are presented question by
guestion beginning with the closed questions before moving on to the open questions
from the questionnaire. The second and more substantial part of this Chapter focuses on

the analysis from the multiple-case study phase of the research.

4.2 4.2 Results

4.2.1 Phase 1 —Questionnaire

4.2.1.1 Closed Questions

Questions one and two on the questionnaire were regarding basic information and data

are therefore not included here.

Q3. To what extent do you feel the training helped you to understand the principles which
explain why Emotion Coaching works? (1=provided no understanding at all/6=provided a

very detailed understanding) (n=39)

On ascale of 1to 6, 85% of respondents rated the level of understanding that their training
provided them with as a 5 or 6, with 6 representing ‘provided a very detailed

understanding’ of Emotion Coaching. See Figure 4 for a chart of these results.
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Figure 4: Q3 results

Q4. Following your training, how prepared did you feel to begin implementing Emotion

Coaching? (1=not prepared at all/6=very well prepared) (n=40)

81% of respondents rated themselves a 5 or 6 for how prepared they felt to begin
implementing Emotion Coaching following their training, with 6 representing ‘very well
prepared’ and 1 representing ‘not prepared at all’. It is interesting to note that staff
seemed to feel a little more confident in their knowledge than they did in their

preparedness. See Figure 5 for a chart of these results.
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Figure 5: Q4 results
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Q5. On a scale of 1-6, with 1 not relevant at all and 6 highly relevant, how relevant do you
feel Emotion Coaching is to each of the following roles when engaging with children: head

teacher; teacher; TA; parent? (n=40)

Generally, respondents felt that Emotion Coaching was highly relevant to all these roles

with all relevance scores averaging more than 5.5 on a scale of 1-6.

Q6. Whether you take them or not, how often do you feel there are opportunities for you

to use Emotion Coaching in your practice? (n=38)
82% of respondents recognised at least daily opportunities to use Emotion Coaching.
Q7. Emotion Coaching is a useful approach for professionals to use with children. (n=40)

98% of respondents agreed to some extent that Emotion Coaching is a useful approach for
professionals to use with children with the majority strongly agreeing with this statement.

See Figure 6 for a chart of these results.
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Figure 6: Q7 results
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Q8. Emotion Coaching is a useful approach for parents to use with their children. (n=40)

88% of respondents agreed to some extent that Emotion Coaching is a useful approach for

parents to use with children. See Figure 7 for a chart of these results.
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Figure 7: Q8 results

Q9. Which of the following statements best reflects the current level of engagement with

Emotion Coaching in your school? (n=40)

Apart from two participants that indicated they were ‘not sure’, all participants perceived
that Emotion Coaching had been implemented to some extent in their schools following
the training and that it was still in use. Most respondents felt that ‘some staff use Emotion
Coaching and others do not’ (53%) followed by ‘Emotion Coaching is widely practiced
across the school’ (30%). Although we might expect more consistency in response to this
guestion as it is about system-wide practice there was still some variation within each
school of perceptions about how much Emotion Coaching was being used. For example, in
School 5 one staff member reported that Emotion Coaching was widely used across the
school whilst the others reported that it was only used by a few staff in the school. This
may be related to different staff roles in the school and shows the importance of capturing

a range of views as part of this research.

4.2.1.2 Open Questions

Q10. What factors helped you to implement Emotion Coaching?
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Thirty-two members of staff provided a response to this open question and 29 responses

I”

were coded. One member of staff simply answered “all” and as this answer was too
ambiguous to code, it was excluded from the data set. Another staff member stated that
they had not tried to implement Emotion Coaching and another stated that they “tried it
and it didn’t work so can’t comment”. Table 5 presents the themes and subthemes which

were identified.

Table 5: Themes and subthemes for Q10

Number
Theme Subtheme of times Definition
coded
Training Quality initial 12 Quality initial training to help
design training develop understanding of EC
and when to use it
Use of EC scripts 7 Suggestions about how to word
EC responses using the steps
Use of examples 2 Hearing examples of how EC
works in practice
Work Resources 5 Having practical resources such
environment as display boards or lanyards
with steps on to refer to
Manager or peer 4 Support from members of the
support senior leadership team or EPs
who are advocates of the
approach
All staff trained 1 All staff in the school taking
part in the training
EC fitting with 1 Linking EC to school values
school ethos
The Emotion Effectiveness 3 Using EC and seeing a positive
Coaching impact on pupils
approach Meta-emotion 2 Developing an understanding of
philosophy emotions in yourself and others
Trainee Natural coacher 1 EC approach comes naturally
characteristics | Further reading 1 Undertaking further reading to
develop understanding

The initial training that staff received was perceived to be an important factor supporting
the implementation of Emotion Coaching as it helped staff to develop a good
understanding of the approach and when it might useful. Staff valued the use of scripts of

the steps of Emotion Coaching and the use of examples. Aspects of the school environment
-79-



were also perceived to facilitate implementation including practical resources (lanyards
with steps on, Emotion Coaching display boards) as well as support from managers and

peers.
Q11. What factors made it difficult to implement Emotion Coaching?

Twenty-six members of staff provided a response to this question and 25 responses were
included in the analysis as one member of staff responded “nothing, | find it works really
well and is simple to implement”. Some responses were coded more than once. Table 6

presents the themes and subthemes that were generated.

Table 6: Themes and subthemes for Q11

Number of
Theme Subtheme times Definition
coded
Work Time constraints 13 Lack of time for follow-up
environment support and to use EC
Inconsistency across | 7 Lack of training for all staff and
staff not all staff implementing it
Interference in the 1 When other staff interfere in the
EC process EC process
Trainee Remembering 3 Remembering how to use the
characteristics | language approach including each step
and the right sort of language
Some staff inflexible | 2 Staff struggle to change their
mindset
Emotional drain 1 EC is difficult to implement
when you are feeling
emotionally drained
Not a natural 1 EC not being a person’s natural
coacher ‘go to’ response when dealing
with children
Training No follow-up 1 No further follow-up training or
design support to develop practice
Lack of practical 1 A lack of practical activities
activities during the training
Child not responding 2 Children do not seem to be

responding to the adults
attempts to coach them
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Many staff viewed the school environment as a key barrier to implementation with time
constraints referred to the most often. A lack of consistency across staff was also perceived
to be a key barrier and this was sometimes because all staff had not been trained and
sometimes because staff chose not to use it. Trainee characteristics such as the ability to
remember the language of the approach and aspects of the training including no follow-
up support and a lack of practical activities were also suggested as barriers and in some

instances, staff felt that children were not responding to the approach.

Q12. What further training or support do you feel would be helpful in order to help you

develop your Emotion Coaching practice further?

Forty members of staff provided a response to this question and 34 unambiguous
responses were included in the analysis. Some responses were coded more than once.

Table 7 presents the themes and subthemes that were identified.

Suggestions about the nature of CPD formed the majority of responses to this question.
For example, staff felt that further training sessions in Emotion Coaching and other related
approaches would help them to develop their practice and staff wanted to observe good

examples of Emotion Coaching.

Table 7: Themes and subthemes for Q12

Number of
Theme Subtheme times Definition
coded
Continuing Further training 18 Refresher/more training in EC
professional and other related approaches
development | Implementation 6 Discussions and feedback about
support how staff are using the approach
Seeing ‘experts’ use | 4 Seeing EC being practiced well in
EC real situations
Practice 3 More practice in role-play and
real situations
Exploring research 1 Exploring research into EC
Work Resources 3 Resources which can support the
environment use of EC
More time 1 More time in school to
implement EC
Working with parents 2 Training and working with
parents to use EC
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Practice and feedback on use of the approach was also thought to be helpful. Some staff
thought that training parents to use Emotion Coaching would help to develop their own

practice as children would be more used to the approach.

4.3 Phase 2 — Multiple-Case Study

The thematic analyses from the second phase of the research are now presented. In the
interest of space, only the most prominent themes and subthemes or those which capture

a particularly important point are explained in more detail in the sections below.

4.3.1 School A Key Information

This junior primary school has around 200 pupils on roll. It was rated ‘good’ overall at its
most recent short Ofsted inspection in 2018. There are eight classes across Years 3 to 6. It
is located in a village just outside of a market town in the East Midlands. Most pupils are
from White British backgrounds and the proportion of pupils who speak English as an
additional language is about average. Around 12 percent of pupils are eligible for free
school meals and 17 percent are eligible for pupil premium funding, which is below the
national average. The proportion of pupils with SEND is around one in eight, which is also
below average. The school meets the government’s current floor standards, which set the
minimum expectations for pupils’ attainment and progress. Ofsted recognised that

safeguarding and governance are effective.

Key information about the training School A received can be found in Table 8. There had
been a high level of engagement with the Emotion Coaching approach from the SLT in this
school. Since the training the head teacher had explicitly incorporated Emotion Coaching
as the underlying principle for their ‘Behaviour and Relationships Policy’, making
references to how Emotion Coaching informs the policy throughout the document. The
head teacher also included the use of Emotion Coaching in their Ofsted Self-Evaluation
Form which school leaders use to reflect on the school prior to an inspection. The use of
Emotion Coaching was also included in the monitoring schedules which meant that the SLT
regularly reviewed staff use of Emotion Coaching alongside more traditional aspects of
teaching and learning. Finally, the SLT had made lanyards which included a summary of

the steps of Emotion Coaching meaning that all staff had a prompt with them at all times.
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The SSls with staff took place approximately 14 months after the initial training.

Table 8: Training information for School A

Training aspect Delivery

Date of training September 2018

Length of training Three hours over one day

Trainers One EP accredited by ECUK

School link EP No

involved?

Method of delivery PowerPoint presentation of 88 slides

Learning objectives 1. Raise awareness of the physiological basis of Emotion
Coaching

2. Raise awareness of the theoretical basis for Emotion
Coaching

3. Develop understanding of different emotional styles
relevant to Emotion Coaching

4. Understand and have experience of the techniques
involved in Emotion Coaching

5. Reflect on own practice with respect to Emotion
Coaching

Strategies employed

Learning theory underpinning approach

Skill practice — set example, not personal

Behavioural modelling — positive examples

3 hands-on activities

Related training Application of attachment theory training — whole-school

undertaken e Enhanced attachment theory training - SLT
Follow-up sessions None

completed by internal

staff

Follow-up sessions None

completed by EP

4.3.1.1 School A Semi-Structured Interview Data for RQ1

To what extent and in what ways is Emotion Coaching considered useful to school staff?

The thematic analysis of the interview data in relation to this research question identified

four overarching themes. Further information about the themes and subthemes can be
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found in Table 9. A fuller explanation including quotes from the analysis which illustrate

these themes and subthemes can be found in Appendix 15.

Theme 1 — Positive impact on children

Staff discussed various ways in which Emotion Coaching impacted positively on children in
the school. The subtheme ‘empowers children to make better decisions’ refers to
comments from most staff about the way in which using an Emotion Coaching approach
helps children to develop skills to regulate their own behaviour. This was contrasted with
telling children what to do and more traditional behaviourist methods of behaviour
management where negative consequences are put in place to deter children from certain
behaviour. Sanctions were viewed as ineffective:

“I think it’s very helpful, particularly for those children who perhaps would not have

seen where they've gone wrong previously where they've just had sanctions put in

place and there's been no, almost no explanation as to why. You know they see that

they've done something ‘naughty’ in inverted commas but actually this helps them
understand perhaps the behaviour behind it” (P5)

Instead, Emotion Coaching was seen as a way to help children reflect on their behaviour,

solve problems and consider what they could do differently next time.

Staff also felt that Emotion Coaching helped children to develop emotional acceptance,
awareness and regulation and this was captured in the subtheme ‘supports emotional
development’. One staff member felt that “we don’t get as many...emotional outbursts”
(P7) and they liked:
“..the fact that...it allows children to actually understand and name emotions that they
are feeling” (P1)
Supporting emotional development is one of the aims of Emotion Coaching and as outlined
in the literature review, developing emotional competence is a key factor in our mental

health and wellbeing.
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Table 9: School A theme and subtheme descriptions for RQ1

No. of p.’s No. of
Theme (total no. . L
of codes) Subtheme who refer to times Definition
subtheme coded
1. Positive impact | Empowers children 5 19 Using an EC approach with children helps them to make more
on children (35) | to make better positive and considered decisions rather than just telling them
decisions what to do or punishing them
Supports emotional | 6 13 Using an EC approach helps children to develop emotional
development acceptance, awareness and regulation skills
Supports social skill 2 3 Using an EC approach helps to develop social skills
development
2.Positive impact | Increases empathy 6 14 Staff take more time and effort to see things from a child’s point
on staff approach | for children of view and try and understand them better
(33) Looking beyond 4 12 Staff try to focus on the feelings that may be driving children’s
behaviour behaviour rather than only on the behaviour itself
Talk to children in 2 4 Staff talk to children differently
different way
Giving children time | 2 3 Staff give children time to calm down before addressing issues
to de-escalate
3.Wide range of | Useful with a range 5 9 EC can be used with children and adults, including staff both in
applications (19) | of people professional and personal lives
Useful in a range of 5 10 EC can be used in a range of different situations including
situations friendship difficulties, responding to incidents and proactively
managing children’s emotions
4.EC is helpful / 4 10 EC is viewed positively by school staff and many of them are

and widely used
(10)

using it

-85 -




Emotional competence is strongly related to our ability to form positive relationships with
others and linked to this some staff also recognised, although to a lesser degree, that
Emotion Coaching supports the development of social skills:
“if those youngsters can talk about their emotions hopefully, they are going to have
positive relationships when they are older, so it is a longer-term thing” (P7)

“..I think it also helps to understand another person’s point of view, even if you’re in
conflict with them...” (P1)

Theme 2 — Positive Impact of Staff Approach

This theme relates to the ways in which staff feel Emotion Coaching helps them to think
about and approach children and situations differently. Receiving the training and
implementing Emotion Coaching had been quite transformational for some with one staff
member reporting that it had had a massive impact and another reporting that she felt
touched by and quite emotional during the training as she got to grips with how important
emotions are in our lives. Many staff felt that Emotion Coaching increased empathy for
children, and empathy is an important part of the approach. One staff member recognised
that children can get upset about things which do not seem important to adults: “it can
seem something quite simple to us but it’s big to them isn’t it” (P2) and that empathy is
really important:

“if I give someone a bit of my time and some empathy and | actually don’t have to do

a lot else, they can do the rest...”(P4)
Increased empathy for children helped adults to see things from children’s point of view
and helped reduce emotion dismissing or disapproving thoughts and reactions:

“Yeh I think before you may take the approach, look it's okay you know, not brush over

it but you would be a little bit - come on, this is fine, is fine, and now you just take a

step back and think about what could be going on here...I think you take a little bit
more empathy don’t you towards a situation” (P3)

The subtheme ‘looking beyond behaviour’ builds on the idea of increased empathy to
some extent because it involves considering what might be causing a child to act in a
certain way, recognising difficult emotions and situations the child may have experienced.

One staff member said she started wondering why children were doing things rather than
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just telling them to stop and another reflected on the difference in their approach before

and after their training:
“..1 think | perhaps would have gone with the behaviour...a lot more and | perhaps
wasn’t trying to understand that the behaviour was expressing an emotion” (P4)

This staff member talked about how this had helped her to construe children differently:
“..I've got children in my class now that are quite difficult, but | don’t find them

difficult really because | just see beyond what they’re presenting to you on the surface
and | look beyond” (P4)

This shift in thinking had been quite transformational to this staff member’s practice and
had helped to reduce her own stress and dysregulation in challenging situations. This

demonstrates one way in which Emotion Coaching can contribute to the wellbeing of staff.

Two staff members also noted that they had changed when they spoke with children,
represented in the subtheme ‘giving children time to de-escalate’. One staff member
talked about helping to calm children down if they were dysregulated and talked about
sensory activities that she used to help this. Another staff member talked about leaving
children to calm down on their own:

“... you have to almost defuse the situation first and then perhaps go back to it. It might

be right, come in, sit down, I'm going to leave you for a little bit just to have a think.
And then you might go back to them” (P5)

It is advocated within the Emotion Coaching approach that you should not try to
rationalise, or problem solve with highly dysregulated children and young people.
However, whilst leaving children to calm down on their own can sometimes be an effective
approach to helping them regulate, it is important that adults co-regulate with children

who are not able to do this by themselves.

Theme 3 — Wide range of applications

Subthemes were identified in which staff suggested that Emotion Coaching was ‘useful
with a range of people’ and ‘useful in a range of situations’. Over the course of the
interviews staff shared many examples of how and when they had used Emotion Coaching
in their practice. They talked most often about when they had used Emotion Coaching in

response to a difficult situation with a child such as when giving them first aid.
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Staff also talked about using Emotion Coaching in a preventative way with children. In this
school certain times had been allocated for ‘check-ins” when children could talk to staff
about how they were feeling. There was discussion about being more aware of children’s
emotional state and noticing when things might be getting difficult them which is an

important part of Emotion Coaching.

One common area in which staff applied Emotion Coaching was in response to social
difficulties with friends and peers on the playground. They recognised the challenge that
unstructured time posed for children and the impact of emotional dysregulation when
children came back to the classroom. Staff had reflected how friendship difficulties were
a recurring problem, particularly in one year group and in response they developed an
approach known as the ‘friendship code’. The friendship code, based upon the steps of
Emotion Coaching and the high empathy high guidance principles, was a series of steps for
staff to use to respond to children who were having problems with their friends. The high
empathy, high guidance approach helped to develop a more consistent approach from

staff.

As well as applying Emotion Coaching with children, two participants also used it
effectively with other staff. One reported:
“I use it with staff...it’s great with staff...and a lot of it is just sit back and let them
offload without saying ‘don’t be daft’, ‘that’s not important’” (P7)
Comments like this highlight the generic value of Emotion Coaching and show how it can

benefit everyone in the school community, not just children and young people.

Theme 4 — Emotion coaching is helpful and widely used

This final theme captures positive comments from staff about Emotion Coaching and how
widely it is used in the school. All staff felt that Emotion Coaching was a useful approach,
and many were very enthusiastic about it. Comments included:
“emotions coaching is fantastic” (P7); “...it’s amazing” (P3); “...I whole heartedly think
that it’s an excellent thing to implement and | think the children benefit” (P5)
Staff felt that it had been widely used with the head teacher reporting that he knew all the

teachers were using it to some extent.
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4.3.1.2 School A Semi-Structured Interview Data for RQ2

What factors are perceived by school staff to be the facilitators and barriers to the

implementation of Emotion Coaching in their schools?

Five over-arching themes were identified in relation to this research question during the
thematic analysis. Table 10 contains definitions for each subtheme and shows further
frequency information in relation to the subthemes. Appendix 16 contains more

information and illustrative quotes in relation to this analysis.

Theme 1 — Nature of the school environment

The school environment appeared to be a key factor affecting the implementation of
Emotion Coaching. All participants made reference to the subtheme ‘pressures on staff’
with almost all of the 29 references indicating that the pressures of the school
environment acted as a barrier to implementation. There was recognition that Emotion
Coaching is a very long-term process and that staff need to be prepared to invest time in
it. However, staff also felt as though time was always short because of the high level of
expectation on them:

“time is ridiculous isn’t it, time, what, where does the time go? Time is always a

struggle; you have to pack so much in” (P3)
Time constraints seemed to lead to practical pressures around actually using the steps of
Emotion Coaching with a child if they were dysregulated. Several staff mentioned needing
to emotion coach children after lunchtime but also needing to get the rest of the class
settled or off to assembly and that this balance was difficult. There was also recognition
amongst some staff that feeling pressured could sometimes lead to them becoming
dysregulated themselves and impact on their ability to emotion coach others:

“if I'm sitting there stressed because | haven't got the time, or I've struggled to find a
room to occupy it it's just not conducive to the thing we are trying to do is it?” (P1)
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Table 10: School A theme and subtheme descriptions for RQ2

No. of p.’s No. of
Theme (total no. ] L
of codes) Subtheme who refer to times Definition
subtheme coded
1.Nature of the Pressures on staff 7 29 Working in a school is stressful and demanding and there are
school constant pressures on time and space. These pressures are a key
environment (38) barrier to the effective implementation of EC
School ethos and 4 10 When EC is in line with the general approaches and ethos of the
approach school, it makes it easier to implement
2.Individual Perceptions of EC 5 11 Staff perceptions of the approach can affect their implementation
differences of EC. This may include perceptions about the scope of EC and who
between staff it does and doesn’t work with and also seeing the benefits of EC
(33) and perceiving it as worthwhile
Experiences in 4 8 Personal experiences including having your own children and
personal life connecting with EC on a personal level due to own life experiences
can help you to understand and implement EC
How natural the EC | 2 6 EC comes more naturally to some people than others leading to
approach is increased confidence and use
Knowing children 2 3 Knowing the children you are trying to Emotion Coach means you
well can use EC more effectively
Being in a support 1 3 Having a support role in school means you have more time and
role opportunities to implement EC
3.Consistency of | All staff on board 3 16 The whole staff including SLT and lunchtime supervisors need to be

approach across
staff (26)

with approach

on board and using the approach. This can however be more
difficult when new staff join the school
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No. of p.'s No. of
Theme (total no. . . .
of codes) Subtheme who refer to times Definition
subtheme coded
Lanyards with steps | 3 Having the steps of EC printed and put into the lanyards that all
on staff wear so that they are there to refer to when needed and to
help ensure a consistent approach
Putting EC into 3 Incorporating EC into policies and other organisational documents
policies
SLT enforcing use 2 SLT actively ensuring that all staff are using EC
of EC
4.Quality training | Follow-up training | 4 Refresher sessions and formal and informal follow-up support from
and support (14) | and support managers and other staff such as sharing practice or modelling the
approach
Quiality initial 1 Staff enjoyed the initial training and found aspects of it particularly
training useful including the use of videos and scripts
Undertaking 2 Undertaking training on attachment and brain development
attachment supports an understanding of EC
training
Further training 2 Undertaking more detailed or higher-level EC training and further
and reading reading
5.Language used |/ 1 For children who use sign language the language used in the

in approach (3)

approach can make it difficult to implement e.g. signs for
emotional vocabulary may not be known by the child or staff
member
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However, there was one staff member who felt that using Emotion Coaching was a wise
use of time in the short-term, as they felt that it can help save time in the long run:
“it's that longer term isn't it...it is all about time, | get that, but sometimes perhaps

those five minutes would have dealt with the situation and it's not impacting then on
something else” (P5)

This staff member felt that it was important to ensure that everyone was ok and ready to
learn but they were not sure that other staff saw it that way:
“I would say as well that that few minutes at the beginning of the lesson if you can
steady it, it just means that everybody is happier, and | think they are important things.

I'm not entirely convinced that everybody sees that...because they see it as I've got to
start my lesson, I've got to finish my lesson on time” (P5)

‘School ethos and approach’ was the second subtheme identified as important to the
implementation of Emotion Coaching. Staff in the school felt that Emotion Coaching fitted
with the child-centred ethos and the general approach of the school where staff tended
to be supportive of children if they were struggling with an issue or not behaving as they
might expect. There was recognition that this facilitated the implementation of the
approach:

“..because the whole school is on board and it is part of the ethos of the school, it

makes it easier...” (P4).

Theme 2 — Individual differences between staff

This theme captured the individual differences that exist between staff based on both their
personal and professional experiences. The subtheme ‘perceptions of the Emotion
Coaching approach’ related to comments which highlighted how varying perceptions of
Emotion Coaching affected staff’s use of the approach. In some cases, positive perceptions
of the benefits of the approach led to increased use. These views were informed by
experiences where Emotion Coaching had been used and was deemed to have been an
effective strategy. However, even among staff who had used Emotion Coaching
successfully at times, there were perceptions that there were some children for whom
Emotion Coaching does not ‘work’ or who are less receptive to the approach. This was

thought to be related to either their difficult family backgrounds or needs such as ADHD.
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It was interesting that all explanations for ineffectual use of Emotion Coaching was put

down to characteristics of the child or the approach itself.

Another difference in the way staff perceived Emotion Coaching was the difference
between Emotion Coaching as a tool (i.e. the steps) and Emotion Coaching as a holistic
approach. One staff member recognised that if you only view it as the former, this could
be a barrier to implementation:

“Interviewer: is there anything that's made it harder to implement Emotion Coaching,

any particular barriers?

Participant: | guess just if people see it as just a checklist” (P4)
The second subtheme ‘experiences in personal life’ encompasses aspects of staff members
lives away from the school setting which seem to have a bearing on how they understand
and implement Emotion Coaching. Staff spoke about how experiences such as having
counselling or a traumatic event in the family meant that they connected on a personal
level with the approach and this helped them see the importance of it:

“What | do remember inside was feeling quite emotional about some of it you know

like, I’'m cross | can't remember what...because it personally, just personally sort of
touched me. | thought yeah this is so important” (P1)

Several staff members made reference to having their own children and how this had
helped them to implement Emotion Coaching: “having my own children obviously helps
and having that experience helps” (P2). The idea that Emotion Coaching is easier to
implement with your own children relates to the subtheme ‘knowing children well’. Staff
made several comments that knowing the children you are working with well makes it
easier to implement Emotion Coaching. When we know children well, it is easier to attune
to them and how they are feeling. Difficulties attuning to children may contribute towards

staff perceptions that Emotion Coaching does not work with some children.

Somewhat related to the above theme, the implementation of Emotion Coaching was also
affected by how natural the Emotion Coaching approach is. For some staff members
Emotion Coaching felt very natural: “I'm quite happy with it because | feel it's something
that as | say, it's quite natural” (P5) and there was recognition that the empathy required

for the approach varies between people:
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“I think perhaps, perhaps the empathy levels are maybe different for certain people.
But that's, that's a personal, it's a very personal thing isn't it really” (P5)

It was recognised that these personal differences impact on our ability to implement the

approach.

Theme 3 — Consistency of approach across staff

This theme captured staff views relating to how consistently and in what ways Emotion
Coaching is used by all staff in the school. It also includes factors which are perceived to
help and hinder consistency. The first subtheme ‘all staff on board with approach’ reflects
the view that it is beneficial for all staff to use Emotion Coaching. It is acknowledged that
a lack of consistency would cause problems:

“...if you were one person in a school and you were trying to implement it and everyone

else was a bit like ‘what are you doing? ‘I just don't know that you would see an impact
really...I think it would make it really tricky” (P4)

But also, that consistency across staff is difficult to achieve due to individual differences
between staff:
“I think the biggest barrier is...staff trying to have the same understanding of it, a
shared understanding and your understanding of it will be different to somebody else's
understanding so you've got to respect that, but it's sort of how...with every member

of staff, if you think who is in the mix, staff, children, parents you know, it's massive
isn't” (P4)

Lunchtime supervisors were identified as a particular staff group where consistency is
difficult to achieve as they are not always able to attend staff training and may find
implementing Emotion Coaching in the context of a busy playground difficult. Training for
new staff members was also seen as a barrier to staff consistency as staff were not sure

how to access training for individual new starters.

‘Lanyards with Emotion Coaching steps on’ was the second subtheme and reflected how
staff had found it beneficial to have the steps of Emotion Coaching printed on the back of
their lanyards. This meant that they could refer to them when needed to help promote
consistent language. Some staff felt that this was more beneficial when they first started

using Emotion Coaching but as their practice progressed it became less important:

-94 -



“I did use it at the beginning, yes | did use it at the beginning, | don't so much now
because | think, it, | just feel right doing this” (P1)

Other organisational factors which were recognised to promote staff consistency were
‘putting Emotion Coaching in policies and other documents’ and ‘SLT enforcing use of
Emotion Coaching’. The school had explicitly incorporated Emotion Coaching in to their
Behaviour and Relationships Policy, making it the central underlying feature with several
references to the approach throughout the policy. Two staff made reference to ‘reflection
sheets’ that were introduced following the training which are designed to help children
reflect on challenging situations. The school had also included Emotion Coaching in their
Ofsted Self-Evaluation Form. The SLT enforced the use of Emotion Coaching and included
it on their monitoring schedules which was viewed as beneficial:

“(Head Teacher) is very good...he always puts these things to us and makes sure we do

it” (P3)
It was seen as important to challenge staff who chose not implement Emotion Coaching
and expect that everyone got on board with the approach. An active approach to
implementation by managers is an important facilitating factor when it comes to training

transfer and programme implementation.

Theme 4 — Quality training and support

This theme was constructed based on staff comments about the training and support they
had received. Follow-up training and support seemed to be particularly important with
many staff suggesting that a ‘refresher’ session would help them to implement Emotion
Coaching, although this was not something that the staff had already had. There was one
member of staff on the SLT who some staff said that they went to for support and advice
around implementing Emotion Coaching or if they were having difficulties with particular

children which they felt was beneficial to their practice.

4.3.2 School B Key Information

School B is also a junior primary school and has around 240 pupils on roll. It was rated as
‘good’ at its most recent short inspection in 2018. There are eight classes across Years 3 to

6. It is located in a large Market Town in a shire county in the East Midlands and the
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majority of its pupils are White British. The proportion of pupils who speak English as an
additional language is above the national average. Around 14 percent of pupils are eligible
for free school meals and a quarter are eligible for pupil premium funding which are at or
just below the national averages. About a sixth of pupils receive additional support
because they have SEND which is above the national average. Ofsted recognised that they
promote a strong culture of safeguarding and that sporting and other after-school clubs

are noted as a key feature of the school.

Key information regarding the training School B received can be found in Table 11. The
school’s initial training was in line with the recommended level of training by Emotion
Coaching UK. Two refresher sessions for teachers had been led by the SLT for teachers to
serve as a reminder and one similar session had been run for support staff. Staff
characterised their school as serving a community in which there was a high level of
deprivation and recognised the impact of family circumstances on the social and emotional
needs of the children at their school. Some staff in the school were passionate about the
use of Emotion Coaching to support these needs. The head teacher reported that the
behaviour policy had been “tweaked” so that it incorporated aspects of Emotion Coaching,
but it does not explicitly refer to the approach. It seemed as though Emotion Coaching was
mainly viewed by the SLT in this school as a targeted approach for those with social and
emotional difficulties, rather than as a universal approach. There was evidence that other
staff shared this view and implemented Emotion Coaching as a targeted approach, for

example, for those with identified SEMH needs during their intervention time.

The SSIs took place approximately eight months after the initial training that staff received.
This meant that School B was around six months behind in their implementation journey

compared to School A and had had less time to embed the approach.

4.3.2.1 School B Semi-Structured Interview Data RQ1

To what extent and in what ways is Emotion Coaching considered useful to school staff?

The analysis for the second school identified four over-arching themes for this question.

Table 12 shows descriptions for each subtheme and the frequency that each was
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mentioned by participants. Further information about the themes and subthemes

including illustrative quotes from the analysis can be found in Appendix 17.

Table 11: Training information for School B

Training aspect Delivery

Date of the training April 2019

Length of training Six hours over one day

Trainers Two EPs accredited by ECUK

School link EP involved? | Present at training

Method of delivery PowerPoint presentation of 61 slides

Learning objectives 1. To provide an overview of the neurological and relational basis

of emotions and emotional regulation

2. To provide an overview of the benefits of Emotion Coaching
and how relationships between children and adults affect
behaviour

3. To consider aspects of attachment theory relevant to Emotion
Coaching and consider how you can use this strategy with
children (and adults!)

Strategies employed e Learning theory underpinning approach

e Behavioural modelling — positive and negative examples
e Eight hands-on activities

Related training e Application of attachment theory training — whole-school
undertaken e Enhanced attachment theory training — SLT and family support
worker

e Emotional regulation training — whole-school
e Solihull Approach training — family support worker

Follow-up sessions e Two internal formal follow-up sessions with teachers by head
completed by internal teacher
staff e One formal follow-up session with teaching assistants and other

support staff led by line managers

Follow-up sessions None

completed by EP

Theme 1 — Wide range of applications

Two subthemes were identified in this theme from the staff discussions about the wide
range of ways in which they use Emotion Coaching: ‘useful with a range of people’ and

‘useful in a range of situations’. Staff discussed their use with children most often but there
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was also mention about use with other staff and with parents. One staff member reported
using the approach with parents but also helping parents learn how to use it with their

own children and this was reported to have been helpful for parents.

In terms of different situations to use Emotion Coaching in, one staff member reflected
that it can be useful in any situation:
“I think sometimes [other staff] are looking for the huge behaviour to use it on when
actually from my point of view it can be used if they have fallen out with their sister, if

they've got a cut on their hand, if they've got a scrape on their knee. Whatever it is,
actually, that ‘I understand how you feel approach’ works all the time” (P5)

This staff members view seemed to be reflected in another staff members comment about
an example of when Emotion Coaching was not needed:
“if you get you know a Year 6 boy who has fallen out with his mate over football when

he was trying to pull a fast one then you know, I'll still say ‘stop it’ or ‘pack it in’ or you
know” (P6)

Views about when Emotion Coaching is and is not necessary seemed to be related to the
needs of children and this is discussed further in relation to RQ2 as a barrier to full

implementation.

The range of situations where Emotion Coaching had been reportedly used included
responding to a distressed child, helping recognise “nice” feelings, using pro-active check-
ins and teaching parents to use it. This whole theme demonstrates how broadly applicable

the approach is in relation to everyone in the school community.

Theme 2 — Emotion Coaching is helpful and widely used

This was identified as a theme in itself and it captures positive comments about the
approach as well as comments regarding its use across the school. Staff said the approach
was “...very useful and (they had) seen a big impact” (P1), that teachers found it beneficial
and that it ‘worked’. Staff felt that it was embedded across the school with one estimate
suggesting that around 70 percent of staff were using it on a daily basis. This was actually
very close to the survey data for this school which suggested 69 percent of staff were using
it at least daily. Another staff member talked about how she had heard children emotion

coaching each other and also the site supervisor emotion coaching children, despite the
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fact that he had not attended the training. If those who had not been explicitly taught
about Emotion Coaching were picking it up from staff, then this suggests a high level of

use across the school.
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Table 12: School B theme and subtheme descriptions for RQ1

No. of p.”s who No. of
Theme (total no. . L.
of codes) Subtheme refer to times Description
subtheme coded
Wide range of Useful with a range of | 6 15 EC can be used with both children and adults, including staff
applications (27) | people and parents
Useful in a range of 5 12 EC can be used in a range of different situations including
situations teaching parents to use it, responding to incidents and
proactively managing children’s emotions
ECis helpful and |/ 6 16 EC is viewed positively by school staff and many of them are
widely used (16) using it
Aspects of Empathy 2 7 Empathy is an important part of EC
approach that Giving children time 2 4 EC advocates allowing time for a child to de-escalate where
are useful (14) to de-escalate possible before limit setting and problem solving
Limit setting 2 It is still important to set limits on behaviour where necessary
Problem solving 1 1 Once a person’s feelings have been validated, you can move or
to problem solving and thinking about steps forward
Positive impact Supports emotional 3 5 Using EC helps children to recognise a range of emotions and
on children (8) development helps them to regulate
Builds self-esteem Using EC helps to build children’s self-esteem
Help reduce absence An EC approach creates a positive environment in school whick
helps to reduce absence because children want to attend
Helps build 1 1 Using EC with children can help you to build relationships with
relationships with them
children
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One staff member was surprised to learn from another colleague when they completed
the online questionnaire together that they did not use Emotion Coaching anywhere near
as frequently as she did. This staff member felt that she used Emotion Coaching all of the

time.

Theme 3 — Aspects of the approach that are useful

This theme relates to different aspects of the steps of Emotion Coaching which staff either
explicitly or implicitly referred to as being useful to their practice. ‘Empathy’ was one
aspect which staff liked about Emotion Coaching. Two staff members recognised that
empathy and seeing things from a child’s point of view was important and for one member
of staff this was a distinct feature of Emotion Coaching:
“the actual empathy bit of it, that was the most important thing for me that | thought
that's the bit that | hadn't got before if you see what | mean. That feeling of

disappointment and anger, it doesn't matter what the disappointment or anger is
about, the feeling is still the same so yeah that was something special” (P5)

Given the centrality of empathy to the Emotion Coaching approach, it is somewhat
surprising that it was not mentioned or referred to by four of the six participants. Also, out
of the seven references, six of them were from one member of staff showing that it
seemed very important for them and perhaps not so central for the other staff member

who mentioned empathy.

Two staff mentioned ‘giving children time to de-escalate’, ensuring they have a chance to
calm down in moments of heightened emotional arousal before setting limits and
problem-solving with the child (where possible). The same subtheme also emerged from
the analysis for School A. Whilst advocated by Emotion Coaching, there was further
discussion there around the appropriateness of leaving children to de-escalate alone,

which seemed to be what these staff in School B were doing.

Theme 4 — Positive impact on children

This theme captures staff views that Emotion Coaching has a positive impact on children,
mainly with regards to supporting their emotional development. This included developing

awareness of both helpful and unhelpful emotions and developing strategies with children
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to manage their emotions like breathing exercises. It is interesting that there were many
more references to situations in which staff thought Emotion Coaching was helpful than
there were to the ways in which it was helpful. There was one staff member who

recognised that Emotion Coaching helps to build better relationships.

4.3.2.2 School B Semi-Structured Interview Data for RQ2

What factors are perceived by school staff to be the facilitators and barriers to the

implementation of Emotion Coaching in their schools?

Five over-arching themes were identified in relation to this research question during the
thematic analysis. Table 13 contains definitions for each subtheme and shows further
frequency information in relation to the subthemes. lllustrative quotes for each subtheme

can be found in Appendix 18.

Theme 1 — Quality training and support

This first theme highlights the positive impact of training and support on the
implementation of Emotion Coaching. The first subtheme, which staff referred to the most
often, was ‘follow-up training and support’. This subtheme was discussed mainly as a
facilitator to implementation and captures comments from staff about refresher training
sessions and formal and informal support systems within the school. This school had
formally revisited Emotion Coaching as part of their staff meetings and staff felt that
further refresher sessions would be helpful. One staff member felt that you could not do
refresher training too often and mused about having regular refresher sessions as a
requirement like with other training packages such as Team Teach. Sharing practice with
other staff and seeing Emotion Coaching being modelled, especially by the SLT, were also
suggested as helpful. One staff member suggested that they would like more opportunities
to share practice:

“perhaps opportunities just to perhaps, more in-house sharing if people have

got...strategies that they have used which have been successful or not - | suppose is
just as important” (P3)
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Table 13: School B theme and subtheme descriptions for RQ2

No. of p.”s who No. of
Theme (total no. . i
of codes) Subtheme refer to times Description
subtheme coded
1.Quality training Follow-up training | 6 24 Refresher sessions and formal and informal follow-up support
and support (51) and support from managers and other staff such as sharing practice or
modelling the approach
Quality initial 5 19 Staff spoke highly of the initial training that they received and
training commented on aspects that they had found particularly useful
e.g. scripts, learning theory, MEP questionnaire
Completed 4 8 Previously completing training on related approaches/issues
related training such as attachment or emotional regulation
2.Nature of the Pressures on staff | 5 21 Time and space are very limited in the school environment
school making it a demanding environment. Having a TA in the room
environment (30) was perceived to alleviate this pressure to some extent and
meant that EC could be used in the classroom more
School ethosand | 4 10 The school has an ethos and uses approaches which prioritise
approach the wellbeing of pupils
3.Individual How natural the 5 11 EC comes more naturally to some people than others leading to
differences EC approach is increased confidence and use
between staff (29) | Knowing children | 4 10 Knowing children well supports implementation
well
Being in a support | 3 5 Support staff tend to use EC more because the nature of their

role

role gives them more opportunities
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Theme (total no.

No. of p.’s who

No. of

Subtheme refer to times Description
of codes)
subtheme coded
Change in 3 3 Being open to trying new approaches is helpful but change can
approach is be difficult
difficult
4.Perceptions of EC | Only using it for 2 3 Suggestions that although EC can be used in any situation some
(9) big incidents people may think it’s only needed in response to big incidents
Only useful for 1 3 Comments to suggest that EC was only useful for particularly
vulnerable vulnerable children
children
Some children not | 2 2 Believing that there are certain children who do not respond to
receptive to EC an EC approach
EC perceived as 1 1 Staff may be reluctant to implement EC if they believe it is a soft
soft approach approach to behaviour
5.Consistency of All staff on board | 4 6 The whole staff including SLT and lunchtime supervisors need to
approach across with approach be on board and using the approach
staff (7) Putting EC into 1 1 EC had been put into the school-wide behaviour policy

policies
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Interestingly two staff members made reference to the school taking part in the research,
suggesting that this had led to more awareness and conversations about the use of

Emotion Coaching.

The second subtheme was about the ‘quality initial training’ that staff had received. Staff
spoke positively of the training and highlighted aspects of the training that were valuable.
For example, several participants felt that learning about the theories underpinning
Emotion Coaching was beneficial:
“I think having that background knowledge of why it's so important to do and how
their brains work etc. is vital. And you are not just telling somebody this is what you

need to do, they've got an understanding of why somebody is doing it and why you
should be, you know, why it's helpful” (P2)

Others referred to the example scripts for the steps of EC:
“I think it just gave you more confidence really because you looked at the script things
and it gave you more of an idea of how you can implement it” (P4)
Staff from the SLT had also found the requirement for the whole staff to complete a
guestionnaire about their own meta-emotion philosophy prior to the training a useful

prompt for them to talk to staff about the training prior to the training day.

The final subtheme, ‘completed related training’, captures comments from several staff
where they linked the Emotion Coaching approach with other training that they had
completed. This included attachment theory and emotional regulation training and they
viewed the training in other areas as beneficial to their implementation of Emotion

Coaching. However, there was no elaboration of how the related training was beneficial.

Theme 2: Nature of the school environment

In this school, the nature of the school environment also seemed to be an important factor
with the same subthemes emerging for School A and School B. The first subtheme,
‘pressures on staff’, was constructed from staff views about the “absolute...strains and
stresses of school life” (P6) where:

“you get so much thrown at you all of the time...we get so many different things
coming in all the time, this new scheme, that new scheme” (P5)
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There seemed to be added pressure due to statutory tests too:

“with the wealth of everything you know, you have the training and then everything
else and | suppose from a year 6, we've got the Year 6 SATs and all the extra Year 6
stuff going on as well” (P3)

Staff talked about the time constraints and the pressures they faced and reflected that
Emotion Coaching could not be a timetabled intervention. However, they felt this may be
a barrier:

“It's not 9:45 it's time for Emotion Coaching for five minutes, it's something that has

to be there all the time...| think the downside is that sometimes [other staff] want to
do it as that slot of time which obviously it doesn't work” (P5)

Staff felt that having a TA in class helped to some extent because the TAs could attend to
emotionally dysregulated children whilst the teachers got on with other things such as
registration. However, one member of staff discussed the competing demands for support
staff too:
“Your TA and your teacher do it (pastoral care) but because of the time constraints and
the things that you've got to do: your data, you've got to do this, you’ve got to do that,
you've got to put in your interventions, you've got to do this, | haven't done my number
bonds to 10 with the child that | was supposed to be doing with them because actually
I've been dealing with the emotional issue from the other child that isn't on my IEP...but

you know at some point somebody is going to go ‘you've not done those number bonds
to 10 for the last 3 days’” (P5)

The pressure on school staff due to the demands of the curriculum and a long to do list
came across quite clearly and a lack of time was perceived to be a barrier to implementing
Emotion Coaching by most staff. However, there was one staff member who was not a
teacher who reflected that Emotion Coaching does not take more time than more
traditional approaches:
“I would rephrase what I'm doing. It takes as many words to me but | think teachers
are worried that they haven't got that time but it’s things like, you are about to throw
a chair across the room — it is easier to say ‘I'm worried you might get hurt, chairs are

heavy, they are sharp’ rather than ‘you are going to hurt everybody’ you know jt's just,
just a rephrase not necessarily more time” (P1)

Although there was recognition of the practical constraints created by time-shortages,

there did not seem to be any discussion about the emotional impact that working in a
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pressured environment could have on an adult’s ability to emotion coach others. As
outlined by one member of staff above, Emotion Coaching does not necessarily always
take more time so it could be the impact of pressure on the emotional state of adults that

could also be impeding implementation.

The second subtheme, ‘school ethos and approach’, was discussed by a few participants
and related to discussions about how the school prioritised wellbeing:
“We are doing all this because we want the best for the child and they are not going
to be able to learn if they are not able to understand their emotions, so we see it as

really really important and if they are in a state of anxiety/fight/flight there are going
to be ongoing issues”(P6)

They felt that Emotion Coaching fitted well with the ethos of the school and that they
already had the basics in place. Several staff members reflected on these points and it
seemed as though there was a clear acceptance of the Emotion Coaching premise that

emotions matter to learning.

Theme 3 — Individual differences between staff

The subthemes identified in relation to this theme captured the individual differences that
existed between staff based on both their personal and professional experiences. Some of
these individual differences formed facilitators and some formed barriers. The subtheme
‘how natural the Emotion Coaching approach is’ was constructed from staff comments
about how Emotion Coaching comes more naturally to some people than others. A lack of
confidence in using the approach was seen as a barrier, but it was recognised that:
“adults can still be taught to use emotional coaching even though it's not an innate
ability of theirs” (P2).
Several staff members felt that ‘knowing children well’ facilitated the implementation of
Emotion Coaching but one staff member recognised the challenge of maintaining
relationships with children when they changed year groups and moved up through the

school.
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Both teachers and those in support roles felt that ‘being in a support role’, as opposed to
a teaching role, meant that they had more scope and opportunity to use Emotion
Coaching, and therefore develop their practice further:

“it is repetition for everybody really, | think the more you use it, the more it just

becomes like second nature. For me, obviously because of my role, | tend to use it a lot
more” (P4)

This seemed to be related to the comments from staff about TAs attending to dysregulated
children. There was a sense that Emotion Coaching is more relevant for staff in certain
support roles (e.g. mentors, family support workers) and less relevant for teachers as

teachers must attend to all of the children in the class.

Theme 4 — Perceptions of the Emotion Coaching approach

The fourth theme was constructed from comments from staff about their perceptions of
Emotion Coaching, or where staff were talking about colleagues’ perceptions of the
approach. These perceptions were interpreted as barriers to the implementation of
Emotion Coaching. The first two subthemes related to the type of children and the type of
situations in which Emotion Coaching was useful. Some staff felt that others were only
using it for big incidents and felt that this was a barrier as it can be used, as discussed
earlier, in a wide range of situations including with small behaviours too. The subtheme
‘only useful for vulnerable children’” was identified from staff comments where it was
perceived that staff thought Emotion Coaching was only necessary or appropriate with
more vulnerable children, as illustrated in the following quote:

“there are key individual children who | think sometimes, some children you know for

right or wrong you know just needed the rewards and consequences...but other

children have responded very very well, so it's particularly those very vulnerable
children...who have got huge attachment issues...” (P6)

There was a view that for some children, behaviourist approaches sufficed for their needs.
Views related to the first two subthemes were expressed several times, including from
members of the SLT. It is recognised within the approach that it is not necessary or possible
to use the steps of Emotion Coaching in every single interaction with children. Also, in the

context of the busy and stressful school environment adults will not always be emotionally
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ready to respond in such a way. However, Emotion Coaching is a universal approach and
therefore should not be reserved solely for more vulnerable children or for use in more
high-stakes situations. In fact, using Emotion Coaching to support children with a spectrum
of emotions, and when they are less emotionally dysregulated, may be a more effective
way of supporting the development of emotional regulation compared to only trying it

when emotions are more intense and challenging for the child to manage.

Theme 5 — Consistency of staff approach

There was a suggestion from one staff member that the behaviour policy in the school had
been ‘tweaked’ to incorporate Emotion Coaching following the whole-school training and
they felt that this had facilitated the implementation of the approach. However, this did
not seem to be viewed as a prominent facilitator amongst other staff as it was not
mentioned during the interviews. For one member of staff it seemed as though they may
not have even been aware of the changes to the policy as they suggested that putting it in

to the school’s behaviour policies may support further implementation.

4.4 Cross-Case Synthesis

There were both clear similarities and differences between each school involved in this
research. As might be expected, there was more overlap in the more general over-arching
themes that were constructed in the thematic analysis than the more specific subthemes,
although some subthemes emerged from both analyses. The key points of commonality
and difference will be discussed below. Appendix 19 shows a visual representation of a

comparison between each school for the questionnaire results.

4.4.1 RQ1. To what extent and in what ways is Emotion Coaching considered useful to

school staff?

The response rate to the questionnaire was slightly lower for School A than for School B

(24% and 37%, respectfully). Overall patterns in the questionnaire data between each
school were broadly similar but with some differences emerging in the precise level of
responses e.g. exactly how much they agreed with a statement. Respondents from School
A agreed more strongly that ‘Emotion Coaching is a useful approach for professionals to
use with children’” with 83% of respondents strongly agreeing from School A and 46%
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strongly agreeing from School B. Both schools also indicated that they felt that Emotion
Coaching was highly relevant to head teachers, teachers and TAs which was in line with the
patterns across all of the phase 1 schools. In response to item six, staff in School B seemed
to recognise more opportunities to use Emotion Coaching than staff in School A, with 60%
recognising opportunities more than once a day in School B compared to 33% in School A.
However, there was a wider spread of responses for School B suggesting less uniformity
across staff perceptions. Results regarding the level of engagement in each school were
more similar with 50% of staff from School A reporting that Emotion Coaching was widely

practiced across the school and 38% from School B.

With regards to the ways in which Emotion Coaching was considered useful by school staff,
the data from the SSIs revealed some similar and unique over-arching themes between
each school. The diagram in Figure 8 depicts the areas of similarity and difference between

each school for the over-arching themes that were identified.

Figure 8: Areas of similarity and difference in over-arching themes for RQ1

School B

School A

Helpful and
: A f
Positive impact on widely used a rc:;:fiizt are
staff approach Wide range of PP useful

applications

Positive impact on
children

Both schools seemed to view Emotion Coaching as a positive approach and staff in both
schools thought it was being widely implemented in their setting. One member of staff in
School B suggested that it was being so widely implemented in their school that she had
heard children and the Site Supervisor using it. The analyses demonstrated that both
schools thought Emotion Coaching had a ‘wide range of applications’ and they were both

applying Emotion Coaching with adults as well as children in both their professional and
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personal lives. Staff in School A talked about using Emotion Coaching with their own
children whereas one member of staff in School B discussed how they had used Emotion
Coaching with parents. Both schools were using Emotion Coaching in response to difficult
situations and to prevent difficult situations occurring or escalating. For example, both
schools had created additional opportunities to ‘check-in’ with trusted adults. Something
that staff in School A had also implemented was a specific system known as the friendship
code based upon the steps of Emotion Coaching to support children to manage friendship

difficulties more effectively.

The over-arching theme ‘positive impact on children” was common across both schools to
some extent but it seemed a more important feature of the perspectives of staff from
School A (35 codes) than School B (8 codes). As noted above, the staff in School A seemed
to be able to explain more readily how Emotion Coaching was positively impacting on
children rather than just examples of when they were using Emotion Coaching. School A
made several references (19) to the way in which Emotion Coaching helped children to
develop skills to make better choices and recognised the value of children developing self-
regulation which was captured in the subtheme ‘empowers children to make better
decisions’. This subtheme was not a feature of the perspectives of staff from School B and
instead there were more discrete, isolated suggestions which formed subthemes such as
‘helps reduce absence’ (1 code) and ‘builds self-esteem’ (1 code). Both schools recognised
that Emotion Coaching can support children’s emotional development and a few staff in
School A recognised that it supports social development too. Across both schools, there
was only one member of staff who discussed how Emotion Coaching can support the
development of positive relationships which was surprising given the centrality of the

relationships to the approach.

There was a key difference in the data between each school that led to the construction
of the theme ‘positive impact on staff approach’ for School A. This seemed to be another
prominent theme for this school in relation to RQ1 with a total of 34 references being
made. The subthemes of this theme capture the ways in which staff explained the impact
Emotion Coaching had had on the way they thought about and responded to children.

There were important implications for the empathy that they had for children when they
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experienced big emotions and for how they focused upon the emotions which may be
driving challenging behaviours that children show. A theme from School B which had two
similar subthemes to this theme from School A was ‘aspects of the approach that are
useful’. Although both over-arching themes referred to some related ideas in each school,
the difference between the themes seemed to be that School B mainly made reference to
the stages of the approach they had found useful such as limit-setting whereas there was
more discussion in School A about the way in which their practice had changed. This
seemed to be less related to the specific steps of the approach and more related to the
principles. The subtheme ‘giving children time to de-escalate’ covered similar comments

from staff in both schools.

4.4.2 RQ2. What factors are perceived by school staff to be the facilitators and barriers

to the implementation of Emotion Coaching in their schools?

Respondents from School A, on average, felt as though their training provided them with
more understanding of Emotion Coaching (5.6 mean score) than in school B (5.16 mean
score) but the same levels of preparedness to implement were apparent in each school
(both mean average of 5.2). The key items on the questionnaire which sought to address
this research question were the three open questions. Any responses that were given to
these questions were discussed in more detail during the SSIs and there were no

noteworthy differences between the two schools.

Data from the SSls, however, revealed some differences between the perceived facilitators
and barriers to implementing Emotion Coaching, although there was more similarity than
difference between each school. Figure 9 shows a representation of the similarities and
differences between the factors affecting implementation for each school. In some places,

subthemes have been merged or split to enhance the clarity of the Figure.

A clear similarity between the two schools in relation to the facilitators and barriers to
implementation was identified in the over-arching theme ‘nature of the school
environment’ and the related subthemes ‘pressures on staff’ and ‘school ethos and
approach’. These themes and subthemes were constructed in the analysis for both schools

and they seemed to form similar proportions of participant responses.
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Figure 9: Areas of similarity and difference in subthemes for RQ2
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Both schools recognised the importance of Emotion Coaching aligning with the school’s
ethos with School B in particular making explicit references to the Emotion Coaching

premise that emotions matter to learning.

Pressure on staff was mentioned as a barrier to implementation by 12 out of 13
participants across the schools, with time constraints and the demands on teachers
coming up several times. The questionnaire analysis also suggested that time constraints
were a key barrier to implementation across the schools that participated. School A
seemed to more explicitly recognise that these pressures not only created practical
problems when trying to use Emotion Coaching but could also affect a person’s emotional
capacity to respond to dysregulated children. Having an awareness of one’s emotional
state is an important initial stage of the approach for adults. Teachers in both schools felt
that having a TA in the classroom alleviated some of the pressure as the TAs were more
available to support children who were struggling. However, there were comments from
one member of staff in each school who expressed different views regarding time
constraints. One staff member said that using the approach can save time in the long run
because you can “nip things in the bud” and another said that it doesn’t necessarily take

more time to use an Emotion Coaching approach.

The over-arching theme ‘quality training and support’ and most of the related subthemes
were also constructed in both analyses with participants reflecting that this facilitated
implementation. However, this was a more prominent feature of the data for School B (49
codes versus 14 codes) which may reflect the fact that they received longer initial training
(six hours versus three hours) and had had formal in-house refresher sessions during their
staff meetings which had been led by SLT and other managers. Although both schools
recognised that the training they had undertaken in other related approaches was useful,
these comments were exclusively related to attachment theory training in School A
whereas School B linked not only attachment theory training but also brain development
and Solihull Approach training. The head teacher from School B felt that the requirement
from the trainers for staff to complete the meta-emotion philosophy questionnaire ahead
of the training was a helpful prompt for him to introduce the training to staff ahead of the

day.
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Another similarity emerged with the over-arching theme ‘individual differences between
staff’. Some of the subthemes including ‘being in a support role’, ‘knowing children well’
and ‘how natural the Emotion Coaching approach is’ were common facilitators to
implementation across both schools. The subtheme ‘experiences in personal life’ was
unique to School A who recognised the impact of personal experiences such as being a
parent or traumatic events on an individual’s understanding of and ability to implement

Emotion Coaching.

‘Consistency of approach’ was another over-arching theme which was evident in the
interviews across both settings. Staff in both schools recognised the importance of all staff
being on board with the approach, with both schools suggesting that it was difficult to train
and support lunchtime supervisors with the approach. School A talked in more detail about
the difficulties of achieving consistency and the difficulties posed by staff turnover. The
level of staff turnover in School B seemed to be low. One difference between the schools
was that School A seemed to have made more organisational changes to support the
implementation of Emotion Coaching in their school. For example, the SLT had actively
ensured that all staff were using the approach by incorporating it into their monitoring
schedules. Another difference was that the SLT in School A had made cards to go into the
back of each staff members’ lanyard with the steps of Emotion Coaching on, which staff
referred to as a facilitator for more consistent implementation. Also, School A’s Behaviour
and Relationships Policy had been changed quite substantially whereas only tweaks had
been made to School B’s behaviour policy. As other staff besides the head teacher made
reference to the policiesin School A, it suggests that policies may need to be quite explicitly

adapted if they are to support the implementation of the approach.

‘Perceptions of Emotion Coaching’ was a theme mainly unique to School B, although it also
emerged as a less prominent subtheme for School A too. In School B these perceptions
acted as barriers to the implementation of Emotion Coaching but in School A the
perceptions had more mixed effects. One idea common to some staff in both schools was
that some children are not receptive to Emotion Coaching. In School B there were latent
and manifest references to ideas that Emotion Coaching is only useful for big incidents and

vulnerable children and also that it was a soft approach. These perceptions were not
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evident in School A. These ideas led to Emotion Coaching being implemented on a more

whole-school, universal level in School A and as a more targeted approach in School B.

‘Language used in approach’ was a theme unique to School A and was discussed by a staff
member with a specific role supporting a deaf pupil in the school. Although this barrier to
implementation only emerged in School A and was discussed by one participant, it was an
important theme to emerge as it has implications for the inclusion of children with
additional needs. Schools may need additional support from EPs with regards to tailoring

Emotion Coaching to the need of some pupils.
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5 Chapter 5: Discussion and Implications for Practice

5.1 Overview of Research

This research has contributed towards our limited understanding about the
implementation of Emotion Coaching which had been identified as an issue for the EPS in

the researcher’s placement LA.

A sequential mixed-methods design was adopted with an online questionnaire followed
by a multiple-case study. Forty staff from across six schools completed the online
questionnaire and two schools were the focus of the multiple-case study. The case studies
were informed by SSIs with seven staff in School A and six staff in School B, including the
head teachers in each school. Information about the training they received and how each

school had engaged with Emotion Coaching was also included.

Results from both phases of the research contributed to both research questions. Data
from the closed questions on the questionnaire helped understand the extent to which
Emotion Coaching was considered useful by school staff (RQ1) and the open questions
contributed towards understanding the facilitators and barriers to implementation (RQ2).
Results from the second phase of the research helped to address the ways in which
Emotion Coaching was considered to be useful by school staff (RQ1) and allowed for a
detailed exploration of the facilitators and barriers to implementation, including
perceptions about their initial training (RQ2). The following sections discuss the research
findings in relation to each of the research questions in more detail. As discussed further
in the limitations section, the schools who opted to take part in this research may have
been positively biased towards Emotion Coaching and therefore the findings should be

interpreted in light of this potential bias.

5.2 RQ1.To what extent and in what ways is Emotion Coaching considered useful to

school staff?

5.2.1 To what extent is Emotion Coaching considered useful to school staff?

One part of understanding implementation better is understanding how ‘attractive’ an
intervention is to stakeholders (EEF, 2013) which in this case, are school staff. Perceived
utility of training was identified as one of the most influential factors on training transfer
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(Grossman & Salas, 2011) and Cordingley et al. (2015) concluded that CPD activities must
have relevance to the teachers’ day-to-day experiences. Data from the questionnaire
demonstrated that almost all respondents agreed to some extent that Emotion Coaching
is a useful approach for professionals to use with children. The questionnaire data were
supported by the thematic analyses with the over-arching theme ‘Emotion Coaching is
helpful and widely used’ identified for both schools. The data therefore suggest that, in
general, staff view Emotion Coaching positively and consider that it is useful to their
practice. This is in line with previous research which has explored staff views about
Emotion Coaching (e.g. Krawczyk, 2017; Rose et al., 2015). The quantitative data in this
research therefore adds to evidence that Emotion Coaching is an attractive intervention

to many staff in a range of mainstream primary schools.

Staff discussed the wide range of ways that they applied Emotion Coaching in their
personal and professional lives. Two participants discussed how their whole outlook had
been transformed because of the Emotion Coaching approach. This wider level of
application demonstrates the additional generic value of an Emotion Coaching approach

and highlights the far-reaching impact it can have for some people.

5.2.2 In what ways is Emotion Coaching considered useful to school staff?

Chapter 2 outlined how Emotion Coaching is proposed to support the wellbeing of all of
those in the school community via its impact on social and emotional skills and
relationships. The findings with regards to emotional and social competencies and
relationships will be discussed in turn to show the ways in which Emotion Coaching works
and is considered useful to school staff. The positive impact on staff wellbeing is also

discussed.

5.2.2.1 Emotional Competence

The literature review outlined the case for supporting children’s emotional and social
competencies and suggested that Emotion Coaching was an effective approach to this.
Several studies have previously highlighted the beneficial impact Emotion Coaching has on
children’s emotional competence in the context of parents (e.g. Gottman et al., 1996; Katz

& Windecker-Nelson, 2004) and professionals (e.g. Gus et al., 2017) and this research adds
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to this body of evidence. It was clear in the research that staff felt as though Emotion
Coaching supported emotional development which emerged as a subtheme from both
case study schools. In line with the definition of emotional competence adopted in this
research (p. 24, Denham et al., 2003), staff referred to the three different aspects of

emotional development including knowledge, expressiveness and regulation.

Enhanced emotional knowledge was discussed in comments from staff that Emotion
Coaching allows children to understand their emotions and what causes them to feel
certain emotions, as well as understand how their emotions impact on their behaviour.
This was in relation to both positive and uncomfortable emotions. It was also mentioned
that Emotion Coaching allows children to name their emotions and express their emotions
more. There was recognition from one member of staff that in her generation, it was
normal to hide your emotions, and another member of staff acknowledged that some
children can be ashamed to get angry or show sadness. However, they felt that Emotion
Coaching allows one to be more in touch with one’s emotions and feel more comfortable
expressing them. Emotion Coaching was recognised to lead to better emotional regulation
and staff felt that there were less emotional “outbursts”. In School A, one of the most
prominent subthemes ‘empowering children to make better decisions’ was related to the
notion of better emotional regulation. This subtheme recognised the enhanced
understanding and control children had over their behaviour and decisions as a result of

better emotional regulation due to Emotion Coaching.

In the current research there was evidence that Emotion Coaching facilitated the
development of emotional competency in several ways. There was evidence that
undertaking training in Emotion Coaching and using this approach in practice impacted on
the staff members’ meta-emotion philosophy (see page - 33 -). Emotion dismissing and
disapproving reactions when children display emotions sends the message to children that
their emotions are wrong, inappropriate and not valid and this can lead to difficulty
regulating emotions (Gottman & Declaire, 1997). There was evidence that these two meta-
emotion philosophy styles reduced following Emotion Coaching training as staff talked
about how they used to “brush over” emotions. They also said that they no longer make

judgements about whether certain emotions are justified or reasonable. For example, one
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staff member stated that it does not matter what caused feelings of anger or
disappointment, the feeling is still experienced in the same way. Instead, as intended,
there was an increase in emotion coaching philosophies and reactions amongst staff
towards children when they displayed emotions. This was mainly evidenced through
increased empathy for children when they experience difficult emotions which was a
prominent subtheme, especially for School A. Opportunities to check-in with trusted adults
to discuss emotions and problem-solve around difficulties were also made available,

further enabling children to express and understand their emotions.

The increase in emotion coaching philosophies led to an increased focus on the emotions
which drive behaviour, rather than only on behaviour itself. Staff felt that this approach
therefore differed to more traditional behaviourist approaches which focus on behaviour
without accounting for what causes behaviour. Behaviourist approaches traditionally use
rewards and sanctions to either encourage or deter particular behaviour, but staff felt that
sanctions were an ineffective way to help children understand and develop skills to

manage their own behaviour.

Training in Emotion Coaching also increased understanding amongst staff of the
neurological and physiological aspects of emotions and emotional regulation. This meant
that staff began to respond to children in a differentiated way, depending on their
emotional state. This was evidenced, for example, by the subthemes ‘giving children time
to de-escalate’ and ‘talk to children in a different way’. These more attuned responses also

supported children’s emotional regulation.

As the approach was recognised to support emotional regulation, it led to children playing
a more active role and making more informed decisions. As one member of staff put it,
children are “...empowered to take control of their own emotions and therefore their own
lives”. This subtheme relates to findings from Rose et al. (2015) that Emotion Coaching
promotes independence and encourages children to take responsibility for their
behaviour. In Gus et al.’s (2017) research the idea of more autonomy was captured directly

from children themselves. They reported being able to get on with their work and get on
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with their day as a result of being emotion coached and managing their emotions more

effectively.

Overall, by using the Emotion Coaching approach, emotions were more readily recognised,
accepted, and validated by adults. Children had opportunities to learn about the world of
emotions with support and guidance from adults, which is a crucial part of the approach,

and children were therefore enabled to develop better emotional competence.

5.2.2.2 Social Competence

As outlined in Chapter 2, the ability to recognise and regulate one’s own emotions are
central to successful social interactions. Gottman et al. (1996) proposed therefore that

when children are emotion coached, their social skills are also enhanced.

Generally, case study School A recognised the impact of Emotion Coaching on social
competence more so than School B. One member of staff from School A explicitly
recognised that by being better able to talk about their emotions, children would be able
to develop more positive relationships. Another staff member from School A commented
that Emotion Coaching helps children to see things from other people’s point of view,
further supporting the development of social competence. As stated in the results section,
School A also developed an approach known as the friendship code based on the steps of

Emotion Coaching, highlighting how Emotion Coaching impacts the social arena.

5.2.2.3 Relationships

One idea that did not seem to be a prominent feature amongst the staff from the case
study schools was the contribution of Emotion Coaching towards the development of
stronger relationships between children and staff and children and their peers. The
literature reviewed in section 2.3 argued for the importance of positive relationships for
our mental health and wellbeing. It also outlined how attachment theory underpins the
Emotion Coaching approach and contributes towards developing better relationships.
Previous research has found that Emotion Coaching supports the development of positive
relationships between children and their parents (Gottman et al., 1997) and professionals
(e.g. Gus et al, 2017; Rose et al.,, 2015). When Gottman first began studying Emotion
Coaching, he was particularly interested in the positive impact on peer relationships too.
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However, in the current study a surprising finding was that only one staff member referred
to the way Emotion Coaching supported the development of positive relationships
between themselves and children. As outlined above, there was recognition that staff
showed more empathy with children, which is crucial for building relationships. Staff also
identified that when you know children better, it is easier to implement Emotion Coaching
with them. These are perhaps indications that staff implicitly understood the impact of the
approach on relationships. However, Emotion Coaching was not explicitly linked to helping
develop better relationships by the majority of professionals and this omission may be an
area worth exploring further in the future. There may be a need to focus on this area more

during staff training.

5.2.2.4 Adult Wellbeing

Emotion Coachingis proposed to not only support the wellbeing of children, but also adults
too and this has been shown in previous research. Rose et al. (2015) found that by using
Emotion Coaching, adults found difficult situations less stressful, with a positive impact on
their wellbeing. In the context of an SEMH school, Gus et al. (2017) reported reduced staff
absence as an indication of reduced staff stress. Parallels between these previous findings
and the current research can be drawn. One member of staff discussed how she no longer
finds difficult behaviour difficult to manage because she understands the behaviour more
and does not take situations with children personally. Emotion Coaching helped staff to
develop a better understanding of children they worked with and by using the steps of
Emotion Coaching, staff felt more competent in their approach to emotions and

behaviour.

5.2.3 RQ1 Conclusions

In the literature review it was argued that larger scale evaluations of Emotion Coaching
were needed. The findings in relation to RQ1 showed that almost all participants in phases
1 and 2 of this research believed that Emotion Coaching is a useful approach. There were
many examples of a wide range of applications of Emotion Coaching and discussions about
the positive difference Emotion Coaching made. This research adds to evidence that

Emotion Coaching is an attractive intervention to staff in mainstream primary schools and
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that staff perceive the approach as beneficial. Therefore, these findings offer support for

further adoption and research into Emotion Coaching.

5.3 RQ2. What factors are perceived by school staff to be the facilitators and barriers to

the effective implementation of Emotion Coaching in their schools?

There were some consistent and idiosyncratic findings across the schools regarding factors
affecting the implementation of Emotion Coaching. Understanding the facilitators and
barriers is important in the context of varying levels of implementation because, as
outlined above, there was a widespread consensus that Emotion Coaching was a useful
approach. These factors are going to be discussed in light of the previous research explored
in the literature review. Firstly, pertinent areas for discussion will be organised in relation
to the three key over-arching factors influencing training transfer identified by Grossman
and Salas (2011, Table 2). Then the findings will be discussed with regards to the

implementation science literature.

5.3.1 Training Transfer

5.3.1.1 Work Environment

The overarching theme ‘nature of the school environment’ and its two related subthemes
emerged from the analyses of both case studies and there was mention of factors related
to this theme in the questionnaire too. This suggests that this is an important factor in the
implementation of Emotion Coaching, and that the findings may be transferable to other
mainstream primary schools who are interested in adopting the approach. This finding is
in line with previous research regarding other programmes and approaches which has
found that aspects of the workplace environment are important factors for training
transfer (e.g. Ford et al., 2018). The school’s ethos and general approach was viewed as a
facilitating factor in both schools. Characteristics of the schools that were identified
included being child-centered, having unconditional positive regard for children, and
understanding that learning could not happen unless children felt regulated and safe. Both
schools believed that they generally prioritised wellbeing above all else. Interestingly
though, despite the wellbeing ethos being central to staff in both schools, including the

SLT, there was still evidence of a conflict between dealing with emotional issues and
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covering academic content. This relates to the other subtheme within this theme:

‘pressures on staff’.

Pressures on staff was the barrier mentioned the most consistently, with 12 out of 13
participants across the case studies discussing this issue, some of them several times.
Having the resources and opportunities to perform new skills and abilities has been
identified as an important aspect of the workplace environment which facilitates training
transfer. However, time constraints made it difficult to use the steps of Emotion Coaching
to respond to children and the high level of demand from the curriculum created tensions
between academic learning and wellbeing. There were two staff members who challenged
this view with one staff member believing that it did not take more time and another
suggesting that although it took more time in the short-term, you could save time in the
long run by addressing children’s issues effectively early on. However, time constraints
have also been identified as a barrier to using Emotion Coaching by staff in previous
research (Gilbert, 2017; Krawczyk, 2017) suggesting that it is an area of concern among

many staff that still needs to be addressed.

Time constraints and the demands of the national curriculum are both issues that have
been raised more widely. Teacher workload is a significant issue and is the most commonly
cited reason for leaving the profession or for considering leaving in the future (Perryman
& Calvert, 2020). With regards to the curriculum, there has been widespread and
increasing concern from teachers and other educational professionals about the narrow
focus and the high-stakes statutory attainment tests (SATs) (Williams-Brown & Jopling,
2020; Wyse & Torrance, 2009). The focus upon academic achievement and outcomes that
can be measured via testing has led to a neglect of other aspects of personal development
including social and emotional learning (Bonell et al., 2014). Teachers themselves believe
that the primary curriculum needs to place much more emphasis on wellbeing (Williams-
Brown & Jopling, 2020). The results of this research support concerns about the
curriculum, accountability measures and teacher workload which seem to increase
pressure on staff, create time shortages and prioritise academic development. These are

all barriers to implementing Emotion Coaching.
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Despite evidence that non-academic outcomes are neglected in schools, as outlined in
Chapter 2, there has been an espoused expectation that schools will address mental health
and wellbeing (e.g. DfE, 2014; DfE 2018). It was also argued in the literature review that
schools can effectively address social and emotional learning and wellbeing. Some of the
concerns raised about the narrowing curriculum have begun to be addressed by Ofsted. In
their most recent Inspection Handbook (Ofsted, 2019) they state that the curriculum must
“extend beyond the academic, technical or vocational. Schools support pupils to develop
in many diverse aspects of life” (p. 57) and that inspectors should consider “children’s
personal, social and emotional development, including whether they feel safe and are
secure, stimulated and happy” (p. 77). Another recent positive step has been with the
introduction of the Relationships Education, Relationships and Sex Education and Health
Education curriculum. Parts of this statutory curriculum are directly relevant to the goals
of Emotion Coaching. For example, the guidance states that staff should support pupils
with the language and knowledge to understand the normal range of emotions that
everyone experiences. These developments raise the profile of more holistic development
within the curriculum and would advocate an Emotion Coaching approach. Another aspect
of the work environment recognised as important for training transfer is the transfer
climate which includes prompts to use new skills. School A prepared small cards with the
steps of Emotion Coaching on to put in the back of their lanyards and several staff made

reference to this card as a facilitator to their use of Emotion Coaching.

With regards to social support from managers and peers, which is another factor
facilitating training transfer, it emerged that both schools felt as though they were
supported to use Emotion Coaching skills. In School A this seemed to be more informal and
from one member of staff in particular. In School B, several formal opportunities had been
arranged for both teachers and support staff and there was evidence that some staff were

supported by their manager if they were struggling with the skills.

5.3.1.2 Training Design

The quality of the initial training was a feature of both schools’ thematic analyses
suggesting that this is also an important factor for the implementation of Emotion

Coaching. This is in line with research which has consistently indicated that training design
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can have a significant impact on transfer (Blume et al., 2010). Staff viewed the high quality
of the initial training they received as something which facilitated their use of Emotion
Coaching. A number of staff in both schools explained that they had found learning the
theory behind Emotion Coaching helpful and this is in line with Cordingley et al.’s (2015)
review that understanding the rationale underpinning the practices being advocated in
training was important. School B placed a lot more emphasis on the training and support
they had received, and this difference could be related to the longer initial training that
they received, as well as the additional formal follow-up sessions they had. Also, School
B’s training was more recent than School A’s (Apr. 2019 and Sept. 2018, respectively) and

may therefore have been more pertinent in the minds of staff from School B.

Following their training, across the six schools that participated in the questionnaire, it was
interesting to note that high levels of understanding did not lead to equally high levels of
preparedness to implement Emotion Coaching. As mentioned above, understanding the
rationale behind interventions is an important component of CPD but research has also
shown that trainees need models to display the skills to be learned and the opportunities
to practice the skills alongside feedback and reinforcement (Grossman & Salas, 2011). In
the responses to the open questions on the questionnaire several participants suggested
that they wanted more modelling of Emotion Coaching and that they would have liked
more practice in role-play and real situations. However, these were not areas that were
discussed by participants from the case study schools during the SSls. Detailed information
about the training for each of the schools that took part in the questionnaire was not
gathered as part of this research, so the level of skill practice and modelling is unknown.
Details for the case study schools are included in Table 8 and Table 11. School A had an
opportunity to practice skills using a pre-set example and had positive behavioural
modelling of what an Emotion Coaching approach looks like. Behavioural modelling was
part of the training for School B and included positive and negative examples (i.e. what
Emotion Coaching does and does not look like) but staff did not have the opportunity for
skill practice. Based on the lack of knowledge about the training for the other four schools
who completed the questionnaire and lack of discussion during the SSls about these

aspects of the training, it is difficult to draw conclusions about the levels of modelling and
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practice that may have felt sufficient. However, it does seem clear, in line with Taylor and
colleagues (2005) review, that training for Emotion Coaching needs to include
opportunities to have the approach modelled, positively and negatively, and to practice
using Emotion Coaching so that participants feel more prepared to implement the

approach.

5.3.1.3 Trainee Characteristics

As outlined in response to RQ1, the majority of staff thought that Emotion Coaching was a
useful approach and the perceived utility of training by trainees has been shown to be an
influential factor of training transfer. Another factor related to staff perceptions which
impacted negatively on the implementation of Emotion Coaching was the idea that there
were some children with whom Emotion Coaching does not work. In these situations
where Emotion Coaching was believed to be ineffective, all staff members assumed that
this was due to the child or the approach itself, rather than reflecting upon the way they
had used Emotion Coaching. While it is certainly the case that all children are not going to
respond to the Emotion Coaching approach in the same way, there are a number of
reasons as to why this may be including the emotional state and level of skill the
practitioner has. For example, it was highlighted in relation to RQ1 that some children will
not be able to regulate by themselves if left alone. This means that for some children, they
will need an adult to actively co-regulate with them, but if adults do not understand this,
the co-regulation might not always be happening when needed. Assumptions that more
fixed characteristics of the child are the only explanation for ineffectual use of Emotion
Coaching prevents staff considering these alternative explanations and finding ways to

overcome the difficulties they have implementing the approach with certain children.

Staff in both case study schools suggested that it was difficult to train and support
lunchtime supervisors to use Emotion Coaching. However, it was also frequently
mentioned that lunchtime was a time when children were the most likely to experience
difficulties and benefit the most from Emotion Coaching. School B believed that many of
their lunchtime supervisors were naturally nurturing people so training for them was not
a priority for the school. School A had taken some steps to address this such as providing

internal training about the steps of Emotion Coaching, but they still felt that lunchtime
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supervisors were not using the approach. Given that consistency across staff was
recognised as a facilitator across the case study schools, and lunchtime was viewed as a
time when Emotion Coaching was needed the most, this may be an area for further
consideration by school leaders and EPs. It could be that for lunchtime supervisors in
School A who had had some training from the head teacher, trainee characteristics like
motivation or self-efficacy negatively influenced the implementation of the approach.

However, further research in this area would be needed.

5.3.2 Implementation

It was argued in Chapter 2 that if knowledge about ‘what works’ is to be useful, we must
not only assess the value and quality of the ‘what’ (the intervention), but we also must
understand ‘how’ to implement, improve, sustain, and scale-up effective interventions
(Blase et al., 2012). Fixsen et al.s (2013) model of the stages and drivers of
implementation, which was outlined on page 53, also offers a useful framework to discuss
some of the findings of this research around the facilitators and barriers to the effective

implementation of Emotion Coaching.

5.3.2.1 Stages of Implementation

Fixsen et al. (2013) show that there are different stages to implementation including
exploration, installation, initial implementation and full implementation. They emphasise
that this is not a linear process and that it will be necessary to visit earlier stages
throughout the implementation process. As School A had had their training around eight
to nine months before School B, they were likely to be at a different stage of
implementation which could account for some of the differences between the two
schools. It may be helpful for future research to consider what is involved in each stage of

the implementation of Emotion Coaching.

An initial stage which is key to successful implementation which can get overlooked is the
exploration and adoption phase (Fixsen et al., 2013). In the exploration and adoption
stage, the goals and activities associated with more successful implementation efforts
include the involvement of stakeholders to improve buy-in, commitment and

understanding of the new practices (Blase et al., 2012). Although this research did not seek
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to directly gain a detailed understanding of each school’s approach to this phase, there
was not any evidence that stakeholders had been involved in the decision to adopt
Emotion Coaching or that efforts were made to increase buy-in or commitment amongst
staff prior to the training. In an open response on the questionnaire, one member of staff
stated that they had not attempted to implement Emotion Coaching since the training.
Another member of staff seemed particularly negative about the approach and stated that
they had tried it and it did not work, that they knew children would not respond the
approach and that they did not want any further training because they had had too much.
Subthemes which were identified which also suggested low levels of buy-in and
understanding included views that Emotion Coaching was a soft approach and that the
approach was only useful for children with a high level of need or in more extreme
situations. There could be a number of explanations for comments like these such as low
levels of confidence, competency or motivation. Regardless of the explanation, it seems
that further time and effort to increase buy-in, understanding and commitment to the

approach amongst staff would enhance implementation further.

5.3.2.2 Implementation Drivers

As outlined in Chapter 2, implementation drivers can be broadly organised into three
categories: competency drivers, organisation drivers and leadership drivers. Relevant
points for discussion will now be discussed in relation to these three areas, although it

should be noted that each category is not mutually exclusive and cross-over exists.

Competency Drivers

Competency drivers are mechanisms that help to develop, improve, and sustain one’s
ability and confidence to implement an intervention as intended and achieve positive
outcomes for pupils (Blase et al. (2012). Careful staff selection when employing new staff
has been found to be a competency driver but was beyond the scope of this research.
Initial training is also a key competency driver but as findings around training were

discussed at length in section 5.3.1.2, they will not be elaborated on further here.

Coaching staff as they attempt to change their practice has been identified as an important
competency driver. In a meta-analysis by Joyce and Showers (2002) of research on training
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and coaching, they found that despite high-quality training, it was only when staff were
also coached that they were able to change their practice. None of the staff involved in
this research received any coaching but there was evidence that staff competency needed
to be developed further. Coaching would have supported staff understanding and skills

and enabled them to use Emotion Coaching more universally.

One potential competency driver for Emotion Coaching may be undertaking training in
related areas. Both case study schools had undertaken training related to Emotion
Coaching and several staff felt that this had been a facilitating factor for their
implementation of the approach. All staff in both schools had undertaken training on
attachment theory prior to their Emotion Coaching training and the SLTs in both schools
had also undertaken higher-level attachment theory training. As attachment theory is one
of the theories informing Emotion Coaching, explicit training in this area is likely to have a
beneficial impact on the level of understanding and implementation of Emotion Coaching.
Training on emotional regulation and the Solihull Approach were also mentioned as
relevant related training which facilitated use. The additional understanding provided by
these other trainings may partly account for the interest and take-up of Emotion Coaching
in each school. In order to establish whether training in related areas is a necessary
condition for success, and which areas of training are the most important, it would be
necessary to explore settings in which Emotion Coaching has and has not been successfully
implemented and what additional training has taken place. This would help us to better

understand the impact of undertaking other training.

Organisation drivers

Organisation drivers are mechanisms by which workplace environments are adapted to
support the implementation efforts and create a hospitable environment for new
practices. The implementation science research highlights how organisational changes are
highly likely to be necessary because current systems and practices will be supportive of

the status quo.

The way the ethos’ of the case study schools impacted on the use of Emotion Coaching
was discussed in a previous section. Another important organisational driver relevant to
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this research is policy change which supports implementation and there was a different
approach to this between the two case study schools. School A had explicitly incorporated
Emotion Coaching into their Behaviour and Relationships Policy, which made several
references to the ways in which Emotion Coaching informed their approach and
interactions with children. School B, however, said that they had only tweaked their
behaviour policy and there was no detail as to what these tweaks were. The more
substantial changes to the policy seemed to have more of an impact as they were referred
to by staff in the interviews. Staff in School B appeared unaware of the changes to their
policy, with one staff member suggesting that this would be needed to support further
implementation. Along similar lines, School A, had made Emotion Coaching a feature of
their Ofsted self-evaluation form, demonstrating the school’s commitment to the
approach and facilitating further organisational changes in the school according to the

head teacher.

Leadership Drivers

The importance of leadership for school reforms is well-documented. In Fixsen et al.’s
model (2013) leadership drivers are presented as the foundation for implementation
efforts and include strategies to respond to challenges as they arise. This includes
responding to technical difficulties where there is a relatively high level of agreement
about the problem and clear ideas for solutions and adaptive difficulties which are
characterised by low levels of agreement about the problem and solutions where more
substantial changes are required. Leadership drivers are critical at all stages of
implementation, particularly the installation stage where there is a need to maintain focus
on quality implementation and address the reality of challenging current values and

paradigms that do not fit the new way of work (Blase et al., 2012).

There seemed to be some key differences between the views and styles of the leaders of
each school which impacted on the way in which Emotion Coaching was implemented. The
SLT in School B viewed Emotion Coaching as an approach that works well for those with
attachment difficulties and SEMH needs. These ideas seemed to have filtered to other staff

who shared that they used Emotion Coaching during intervention times to work on IEP
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targets for SEMH needs. There was also a general agreement that staff who worked in
roles for children with additional needs would use Emotion Coaching a lot more frequently
than teachers. In School A on the other hand, the SLT understood Emotion Coaching as a
more universal approach which was evidenced and supported by the changes to the

whole-school policy.

Another difference was in the way in which implementation was approached by the SLT.
The head teacher in School A had a more active approach and expected all staff to use
Emotion Coaching in their practice. The use of Emotion Coaching was included on their
monitoring schedules alongside more traditional subjects like maths and English and this
meant the head teacher was able to precisely assess the extent to which staff used the
approach. The head teacher also felt you had to get tough with staff who did not use the
approach. The head teacher in School B had a more passive approach and only a rough
idea about the level of use amongst staff. They clearly had a lot of empathy for the
pressures that teachers faced and did not actively commit staff to using Emotion Coaching
or monitor its use. They had however, revisited Emotion Coaching during staff meetings
to refresh staff knowledge of the approach and encourage further use which staff had

clearly valued and felt it supported their practice.

5.3.3 RQ2 Conclusion

Overall, both schools faced barriers to implementing Emotion Coaching but both schools
had begun to implement the approach to varying degrees. The EEF (2013) suggested that
it is important to establish the feasibility of new programmes and approaches for schools
and the findings of this research demonstrate the feasibility of adopting Emotion Coaching.
School A seemed to have Emotion Coaching more embedded as a whole-school approach
than School B, suggesting that situational cues (lanyards), policy changes and monitoring
use are important facilitators to implementing Emotion Coaching. The final
recommendation made by the Cordingley et al. (2015) review (see section 2.6.1) was that
all four of the first recommendations for effective CPD had to be underpinned by SLTs who
prioritised CPD and made systemic changes. This implies that school leadership and
organisational developments were the most important factors in their review of effective

CPD and the current research findings supports their conclusion. The implementation
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science literature explains how the implementation drivers work together in a
compensatory way and that weakness in one area can be compensated for by strength in
another area. Although School A had half the amount of initial training as School B, it may
be that the organisational and leadership drivers compensated for the competency drivers

and still allowed School A to start implementing Emotion Coaching successfully.

5.4 Contributions and Strengths of this Research

This research has given an insight into the implementation of Emotion Coaching across six
mainstream primary schools using an online questionnaire approach which has not been
done before. This approach enabled the researcher to capture a wide range of participants
from different schools, in different roles with varying levels of training and experience. This
research is also the first multiple-case study to explore the use of Emotion Coaching in
more detail and identify important similarities and differences between two schools. An
important consideration for all research, and particularly case studies, is whether the
conclusions have significance elsewhere i.e. are they transferable to other similar settings
(Miles et al., 2014). This is normally referred to as external validity or generalisability in
guantitative research. As Yin (2009) suggests, multiple-case studies are preferable over
single-case study designs because analytic conclusions arising independently from two
cases are more powerful than those coming from a single case. The potential
transferability of this research is therefore enhanced by the multiple-case study approach
and the triangulation of the findings by the questionnaire data which was drawn from a
wider sample of schools. Details of key information about the case study schools are given
and a description of the schools’ training and engagement with Emotion Coaching
generally is included. This will allow readers to judge the extent of transferability of the

findings to other similar mainstream primary schools.

As well as details about the context of each school and their training and engagement with
Emotion Coaching, each case study in this research was also informed by multiple
perspectives of staff in various roles. By using a multi-informant approach this research
was able to help to explore different perspectives, related to the different roles that staff
had, and build up a rich description of each school. One important and unique perspective

which this research included was that of the head teacher in each school which helped to
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develop an understanding of more organisational implementation factors. Previous
studies have focused on practitioner voice (e.g. Gilbert, 2017) or a more limited range of

participants from one school (e.g. Fox, 2015; Krawczyk, 2017).

Several steps were taken in this research during the data analysis stage to ensure that it
was trustworthy including inter-coder checks, peer reviewing, use of negative evidence
and use of quotes that represent a range of participants. Also, the researcher had not been
involved with training or supporting the schools involved. This has not been the case in
any of the other studies so far into the use of Emotion Coaching in UK educational settings.

This increased level of independence contributes towards the credibility of this research.

5.5 Implications for Practice

Several schools have already received training in Emotion Coaching in the researcher’s
placement LA, as have many others across the country. Over 30 LA EPSs have had Emotion
Coaching training so that their EPs can deliver training to schools, demonstrating the

relevance of this research to EPs.

The findings from this research have suggested that a greater focus on the earlier stages
of implementation, particularly the exploration and adoption phase may increase buy-in
amongst staff and facilitate more effective implementation of Emotion Coaching. This has
important implications for the way in which EPs negotiate and set-up Emotion Coaching
training in schools because this stage may often be overlooked. A key strategy to increase
understanding and buy-in includes involving stakeholders in the decision to implement a
new approach. Therefore, EPs should encourage schools to adopt these strategies
internally or become directly involved themselves e.g. carrying out an appreciative inquiry
(Cooperrider & Srivastva, 1987) to identify staff views about the strengths and needs of
the school. This kind of approach early on will increase staff understanding and

commitment to the approach and therefore the levels of implementation later on.

Another key implication from this research is that staff in schools may benefit from follow-
up support from EPs when they begin to implement Emotion Coaching. The focus upon
what drives behaviour and a decreased reliance upon rewards and sanctions, is a different
approach to behaviour than is traditionally implemented in most schools (Reid, 2017). It
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has also been recognised in this research that the approach does not always come
naturally to some people and that changing your approach can be difficult. It therefore
takes time to become proficient in using Emotion Coaching and it requires a period of
practice and reflection before it is adopted into routine practice (Gilbert, 2017). Blase et
al. (2012) and Fixsen et al. (2013) advocate the role of purveyors who have expertise and
actively work to implement a practice or programme. They identified coaching and
performance assessment as competency drivers which help ensure that staff are skilled
and confident in delivering new programmes. Other research has found that CPD
programmes which aim to bring about significant organisational and cultural change need
to last at least two terms and that one-off events did not have a positive impact on staff
development (Cordingley et al., 2015). There was evidence in the current research that
staff needed support to reflect upon their practice and consider strengths and areas for
development as well as problem solve around more challenging situations. EPs training
schools in Emotion Coaching have the knowledge and skills to act as purveyors and may
have had additional training in coaching which would enable them to support more
effective use of Emotion Coaching with children and young people. Therefore, training and
support for staff over a more extended period of time, rather than a one-off training

session may be beneficial.

Related to this staff may need further support from EPs to consider how Emotion Coaching
can be implemented with children with additional communication needs. In this research,
a TA who worked with a deaf child identified the verbal language used in the approach as
a barrier for her to use it with the child. This does not need to be a barrier to use but it
may require EPs to consider and address this area directly during training and follow-up
support sessions. There is some evidence that children and young people with hearing loss
may find regulating their emotions more difficult than those without, so it is important

that these children and young people have access to support for emotional skills.

Out of the areas which have been identified as factors influencing the implementation of
Emotion Coaching, EPs have the most direct control over the design of the training they
deliver, and this research has several implications in this regard. Findings have shown that

staff felt as though the training they received provided them with a good understanding
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of the principles which explain why Emotion Coaching works and that this was seen as a
facilitator to implementation. Training in Emotion Coaching should therefore include the
theory underpinning the approach. However, staff did not feel as prepared to begin
implementing Emotion Coaching. There is some evidence to suggest that staff would have
liked more modelling of Emotion Coaching skills and more opportunities to practice using
the steps of Emotion Coaching on the training. Also, research suggests that allowing
trainees to use their own scenarios during practice is more beneficial than pre-determined
scenarios given by trainers and that both positive and negative examples of the skills are
more effective than positive alone (Taylor et al., 2005). The results of the current research
also suggest that more of an emphasis on the contribution of Emotion Coaching to
supporting relationships may be beneficial. It would also be helpful to explicitly
acknowledge that staff will find it more difficult to coach some children than others, but
that practice and reflection can help to overcome difficulties and develop their skills. These
findings and those of previous research should be taken into account by EPs when planning
Emotion Coaching training. One factor with regards to training which is not completely
under the control of EPs is the time that is dedicated. However, when negotiating the
undertaking of training, EPs must ensure that there is enough time to include an
explanation of the theories underpinning Emotion Coaching and opportunities to model

and practice the skills involved.

EPs should raise awareness of the work environment factors which influence the
implementation of Emotion Coaching with SLTs in schools and support them to enhance
or minimise them. For example, aspects of positive transfer climate such as the lanyards
used in one of the case study schools seemed to be beneficial for implementation as they
can act as a prompt to use Emotion Coaching. This is a simple and low-cost strategy which
could be shared with other schools. Another strategy could be the monitoring of Emotion
Coaching use by the SLT to actively commit all staff to adopting the approach. EPs could
also be involved with a greater consideration of the stages of the implementation of

Emotion

One workplace factor that emerged as a key barrier was the pressure on school staff.

Although this is beyond the immediate control of EPs, it is something that needs to be
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acknowledged and addressed by EPs in training and SLTs following training. The impact of
time and curriculum pressures can lead to busy and stressed adults. At these times it is
easier for staff to revert to more automatic ways of responding. Also, the recognition of
opportunities to apply open skills, like those used in Emotion Coaching, is less
straightforward when compared to closed skills (Blume et al., 2010). It may be challenging
for staff to recognise these opportunities when under considerable pressure. The
pressures staff face will also impact on their emotional state and therefore their ability to
respond to children who are experiencing difficulties. As highlighted by two staff members
in different schools, using Emotion Coaching does not necessarily take up more time and
can save time in the long run. It may be that these ideas can be promoted during training
and follow-up sessions whilst explicitly acknowledging that pressures are a barrier to use

and validating these concerns.

On a conceptual level the findings from this research highlight the importance for EPs to
consider research around training transfer and implementation science when supporting
schools to adopt new programmes and approaches. This seems to be particularly
important when implementing whole school changes or changes involving the use of open
skills like Emotion Coaching. As evidence-based practitioners, EPs often generate and use
evidence around the impact of a variety of programmes and approaches on outcomes for
children, young people and families. However, as the implementation science literature
shows we must not only focus on evidence about what is effective when it comes to
supporting children and young people but also evidence about how it can be effective. For
Emotion Coaching the generation and application of research about implementation is key

to the successful adoption of the approach.

5.6 Limitations of Research

There were a few limitations to this study. One key limitation was that some of the
participants who chose to take part in each phase of the research were likely to have been
particularly interested in Emotion Coaching. Steps were taken to address this, such as
emphasising that the only pre-requisite to taking part in either the questionnaire or
interview was that staff had attended the training and it did not matter whether they used

Emotion Coaching or not. However, interest in Emotion Coaching was still likely to have
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influenced those who chose to take part and the participants may not have been
representative of the whole staff in their schools. If this is the case, then the staff who
participated may generally have had more positive attitudes towards Emotion Coaching
and may have been implementing it more which would have added a positive bias to the

results.

Linked to this, the research had hoped to employ a maximum case variation design in the
second phase as it was felt that this would be an effective way to develop an understanding
of both facilitators and barriers to the implementation of Emotion Coaching. However, as
with much real-world research, there is a need to be flexible as it is not always possible to
conduct research exactly as planned. In this research, due to low response rates from most
schools in the first phase, it was not possible to use the two schools with the most variation
for the second phase. Again, this was likely to have created a positive bias in the results as
the schools who had higher response rates to the questionnaire and agreed to take part in
the research were the ones most likely to be enthusiastic about the approach. There were
still some differences in staff perceptions of the approach and the levels of implementation
between the two schools that took part in the multiple-case study which helped to provide

valuable insights into the research questions.

The limitations of self-administered questionnaires and the steps the research took to
overcome them were outlined in Chapter 3. Response rates to the online questionnaire
were generally quite low and an acknowledged disadvantage of anonymous
guestionnaires is the limited personal accountability for its completion. Due to low

response rates, it was difficult to draw conclusions about individual schools.

The second phase of this research revealed that undertaking training in areas related to
Emotion Coaching e.g. attachment theory, facilitated the implementation of Emotion
Coaching as several staff mentioned this had been a helpful factor. Therefore, the lack of
knowledge about related training that schools from the first phase of this research had
undertaken is a limitation to this research as it was a potentially influential factor in

understanding and implementing Emotion Coaching.
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An important feature of case study research is building up a detailed understanding of the
case via the collection of varied and detailed information. Another limitation to this
research was that time constraints prevented the collection of very detailed data regarding
each school and the implementation of Emotion Coaching. Suggestions for how future

research could address this limitation are made below.

Finally, this research may have been affected by the Hawthorne effect which concerns
research participation, the consequent awareness of being studied and the possible
impact on behaviour (McCambridge et. al., 2014). The schools who participated in the first
phase of this research were aware that | would be following up two of the schools to carry
out SSls to explore their views in more detail and intermittent dialogue was maintained
with the head teachers. Two staff members made reference to the school taking part in
the research, suggesting that this had led to more awareness and conversations about the
use of Emotion Coaching. Therefore, the fact that this research focused on Emotion
Coaching and specifically the implementation of Emotion Coaching, may have raised the
profile of the issue within the school and led to changes or actions which may not
otherwise have happened. This suggests that actively evaluating the approach may have a
positive impact on implementation and has implications for how one might encourage
implementation in the future. For example, by suggesting more regular reviews of
implementation by internal school itself. However, it does affect the conclusions that be

drawn from this research, again creating a more positive bias in the results.

5.7 Future Research

The current research has evidenced the utility of the Emotion Coaching approach as
perceived by mainstream primary school staff and these conclusions support those drawn
from the limited number of previous studies. It has also demonstrated the wide range of
ways in which Emotion Coaching can be applied and the benefits for both children and
adults. This research therefore provides further justification for a thorough evaluation of
the outcomes of the approach. As noted in the literature review, such a study was not
within the scope of this research and outcome evaluations should only be carried out once
the approach is fully embedded in a school. Whilst credibility with those who are expected

to implement the approach is important, there is also a need for further research to
-139 -



explore outcomes of Emotion Coaching using sources of information beyond practitioner
perspectives which have informed a significant proportion of the findings to date. For
example, the voice of children and young people who experience Emotion Coaching, which

was partly explored by Gus et al. (2017), could be examined more comprehensively.

As acknowledged in the previous section, the current research adopted a case study
approach but due to time constraints was not able to build up a very rich picture of each
school. Future case study research could develop an even deeper understanding of the
implementation of Emotion Coaching in a school by including observations of staff and
children over the course of a day and by asking staff to complete a diary of their use of
Emotion Coaching techniques. This could include reflections on any barriers to using
Emotion Coaching at times where they felt it would have been helpful. A more personal
approach to recruitment may also enable a more heterogeneous sample of staff within
each school to participate in the research and include those who may not be so

enthusiastic about the approach.

There are many aspects of implementation and this research focused on just one:
developing an understanding of implementation. In line with the EEF (2013) this included
the facilitators and barrier to implementation, the feasibility of delivering the programme
and its attractiveness to schools. Chapter 2 outlined the difficulties of using established
frameworks to study the implementation of an approach like Emotion Coaching due to the
open nature of the skills involved, the need to respond to children in the moment and the
comprehensive impact on the way emotions and behaviour are approached throughout
the school. Despite this, there are still aspects of implementation which need to be
examined such as what the approach looks like on a day-to-day basis and on a whole-
school level. Blase et al. (2012) identify that a well operationalised intervention with clearly
identified core intervention components are a prerequisite to successful interventions but
this is yet to be fully achieved for Emotion Coaching. Once we have a more comprehensive
understanding of the process of implementing Emotion Coaching, we will be better placed
to assess the degree to which settings are implementing the approach. This will contribute
towards achieving more valid outcome evaluations as researchers will be more confident

that they are assessing the effects of Emotion Coaching rather than something else.
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5.8 Conclusion

An important part of developing an understanding of the implementation of any approach
is to understand how ‘attractive’ it is to those who are expected to implement it as this
will have a significant bearing upon its application (EEF, 2013). This research has shown
that Emotion Coaching is valued by primary school staff and that they perceive a range of
benefits for children. It can be applied in a range of ways with a range of people including
children, colleagues and parents. This research has also contributed towards our
understanding about the facilitators and barriers to implementing Emotion Coaching from
the point of view of a range of staff including head teachers. Whilst EPs do not have direct
control over some of the factors identified, they are responsible for the training design and
they can raise awareness and support schools to either promote facilitators or minimise

barriers.

Overall, despite some of the identified barriers to implementing Emotion Coaching, staff
from a wide range of roles across multiple schools were implementing Emotion Coaching
regularly and reported a range of benefits to using the approach. However, if policy makers
are serious about supporting the mental health and wellbeing of children and young
people in the future, then the pressure school staff face needs to be addressed and priority
needs to be given to supporting social, emotional and mental health as well as academic

development.
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7 Chapter 7: Appendices

Appendix 1: Ethical considerations

This research project was registered with the UCL Data Protection Office (reference:
Z26364106/2019/03/14) and ethical approval was granted by the UCL Institute of Education
(see Appendix 2). There were no significant ethical issues posed by this research in that it
was being carried out with adults who were not deemed to belong to a vulnerable group.

It was also deemed that there was no risk of harm from participating in this research.

In the first phase of this research participants were initially only given brief information
about the research before they decided to follow the link to the online questionnaire. To
ensure fully informed consent, when participants followed the link, they were directed to
an information page and then a page with several consent statements (see start of
questionnaire in Appendix 3). They were expected to read through the information and
then to read and select several statements of consent to demonstrate their informed
consent. The questionnaire was designed in such a way that participants had to select each
consent statement that they read before they were allowed to proceed to the
guestionnaire questions which helped to increase the likelihood that participants were

reading the consent form fully.

For the second phase of the research a different information sheet and consent form were
provided to participants. Not all of those who completed the questionnaire were invited
to take part in the second phase of the research and there were several months between
completing the questionnaire and taking part in the semi-structured interviews, so this
helped to ensure that the consent was fully informed. The information sheet and consent

form are included in Appendices 4 and 5.

It was considered that participants may have felt obliged to take part in the research as
the request came from senior leaders in the school and therefore that participation may
not have been entirely voluntary. To minimise this risk, participants were assured in the
initial information that they did not have to take part in the research if they did not want

to and that all questionnaires would be completed anonymously so no one would know
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which staff in each school had completed them. During the second phase of this research

the transcripts of the interviews were also completely anonymised.

During the semi-structured interviews, staff were asked to give their views and opinions
about Emotion Coaching and how the approach had been rolled out in their schools.
Information was sought on what had worked well and what hadn’t worked well. There was
a chance that staff may have criticised other staff including the senior leadership team and
they may have been wary about sharing such views if they thought that their views may
be shared more widely. Staff were assured that no individual opinions from any of the
participants would be shared with staff from their school and no schools or individuals

would be identifiable in the final report.
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Appendix 2: Ethical approval

Ethical approval granted for April Romney

IOE.Doctorate In Educational Psychology & O Replyal |V

Tue 26/03, 10:56
Romney, April; Baines, Ed; Somerville, Matt ¥

Inbox

Dear April,

I am very pleased to inform you that your research project ‘Exploring the facilitators and barriers to
implementing Emotion Coaching as a whole-school approach in mainstream primary schools’ for the year 2
research project on the Doctorate in Professional Educational, Child and Adolescent Psychology, has been
given ethical approval. If you have any further queries in this regard, please contact your supervisor.

Please note that if your proposed study and methodology changes markedly from what you have outlined in
your ethics review application, you may need to complete and submit a new or revised application. Should
this possibility arise, please discuss with your supervisorin the firstinstance before you proceed with a
new/revised application.

Your ethical approval form has been logged and will be uploaded to the UCLIOE database.

Very best of luck with your data collection!

Best wishes,

Will

Will Matthews

Interim Programme Administrator
On behalfofthe I0EDEdPsy Programme:

Doctorate in Professional Educational, Child and Adolescent Psychology
UCL Institute of Education
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Appendix 3: Guidelines from Foddy (1993) on questionnaire construction

In the case of each question, the researcher should:

(a) Make sure that the topic has been clearly defined.

(b) Be clear both about the information that is required about the topic and the reason for
wanting this information.

(c) Make sure that the topic has been defined properly for the respondents by:
e avoiding the use of 'blab' words (i.e. words that are so abstract or general that they
lack specific empirical referents),
e avoiding words that are unlikely to be understood by all respondents either
because they are rarely used in everyday life or are specialist (i.e. jargon) words.

(d) Make sure that the question is relevant to respondents by:
e using an appropriate filter,
e avoiding asking for information respondents are likely to have forgotten,
e avoiding hypothetical issues.

(e) Make sure that the question is not biased by:
e ensuring balance in the introduction to the question (e.g. some people like X, and
some people dislike X. Do you like X or dislike X?),
e ensuring that sets of response options are complete,
e ensuring that sets of response options are balanced,
e avoiding using words that are likely to invoke stereotypical reactions.

(f) Eliminate complexities that prevent respondents from easily assimilating the meaning
of the question by:

e avoiding asking 2 or more questions at once,

e avoiding the use of words that have several meanings,

e checking whether the question has been worded as simply as possible,

e avoiding the use of too many 'meaningful’ words in the one question,

e avoiding the use of qualifying clauses and phrases and the addition of complicating
instructions which cause respondents to start to answer, before they have been
exposed to the whole question

e if qualifying clauses and phrases have to be used, they should be placed at the
beginning rather than at the end of the question,

e making sure that the question is as short as possible,

e avoiding the use of both negatives and double negatives.

(g) Ensure that respondents understand what kind of answer is required by:
e setting the question in context
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e informing respondents why the question is being asked
e informing respondents what will be done with the information they give
e specifying the perspective that respondents should adopt.
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Appendix 4: Phase 1 email to head teachers

Dear X,

I’'m April Romney, a trainee educational psychologist with X’s Educational Psychology
Service and we met at the Emotion Coaching training day just after Easter. | am looking for
primary schools who have had emotion coaching training to take part in my research
project ‘Exploring the facilitators and barriers to implementing Emotion Coaching
following whole-school training in mainstream primary schools.” | would be really
grateful if your school would consider joining the project and taking part. Please note that

it doesn’t matter how much or little those who complete the questionnaire have used

Emotion Coaching since the training, as long as they took part in the training session.

If you agree for your school to get on board, the first phase is going to involve me sending
you a link to an online questionnaire which you can then forward to your staff who took
part in the training with a request for them to take a look and complete it if they wish to
(it will be up to individuals whether they do or not though). The questionnaire is as brief
as possible and will only take 5-8 minutes to complete. The questionnaire will be live
throughout the summer term.

Two of the schools who get involved in the questionnaire phase will be approached about

taking part in the second phase of the research which will take place in the autumn term
and involve a handful of staff from each school taking part in semi-structured interviews
to explore their views about emotion coaching in more detail.

As a thank you for taking the time to support my project, | will be offering a bumper
emotion coaching resource pack for those schools who take part in the questionnaire
phase and an implementation support session for staff in those schools who become

involved in the second phase.

| would be happy to visit the school or discuss the project over the phone if you require
more information.

April Romney

Educational Psychologist in Training
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Appendix 5: Information for head teacher to forward to staff

I’m April Romney, a trainee educational psychologist and | am looking for staff in primary
schools who have had Emotion Coaching training to take part in my research
project ‘Exploring the facilitators and barriers to implementing Emotion Coaching
following whole-school training in mainstream primary schools.’

Your school had training in Emotion Coaching with X in September 2018. | am looking for
any staff who took part in that training to complete an online questionnaire which will take
around 5-8 minutes. Please note that | would like to hear from all staff who had the
training, regardless of whether you like and/or are using the approach as this will help me
to learn more about how Emotion Coaching is received in schools.

I would be really grateful if you would consider taking part and a link to the questionnaire
can be found below. All schools who take part will receive an Emotion Coaching resource

pack.

https://uclioe.eu.qualtrics.com/jfe/form/SV 8JgdmniFxalkklL

If you have any questions, please get in touch.

Kind regards,

April Romney

Educational Psychologist in Training
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Appendix 6: Training overview of schools participating in phase 1

Emotion Coaching
School Term/Year of training Length of training UK accredited
trainer?

1 Early summer 2019 6 hours Y
2 Early summer 2019 6 hours N
3 Early summer 2019 6 hours Y
4 Early Autumn 2018 3 hours Y
5 Autumn 2018 — just TAs | 3 hours & 6 hours Y

& early summer 2019 —

whole staff
6 Early Spring 2019 6 hours N
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Appendix 7: Rationale for items included in questionnaire

training, how prepared
did you feel to begin
implementing Emotion
Coaching?

o 1 =Not prepared at all
o 6 =Very well prepared
e Not sure

including self-efficacy
o Effectiveness of training
design

Item Response framework Which RQ Basis for question Data elicited and how used?
addressed?
1. Which school do you | Free text N/A N/A This question was for the purpose of being
work at and what area is able to group respondents from the same
itin? school together which was important for
providing contextual information about the
school, response rates in each school and the
training each school received.
2. What is your job role? | 1=SLT N/A N/A Knowing the role of each respondent, helped
2 =SENCo to contextualise their responses and helped to
3 =Teacher understand the range of roles that were taking
4 = HLTA part. It was likely that different roles would
5=TA offer different perspectives.
6 = other
3. To what extentdoyou | e Scale of 1-6 RQ2 o Trainee characteristics Responses to this question will give
feel the training helped o 1=No understanding including cognitive ability | information about the level of understanding
you to understand the 0 6 = Provided a very e Effectiveness of training | that each respondent felt the training gave
principles which detailed understanding design them. The percentage of respondents
explain why Emotion e Not sure selecting each answer will be reported. The
Coaching works? answers to this question will be contextualised
with the information from EPs about the
length of the training delivered/types of
activities.
4. Following your e Scale of 1-6 RQ2 ¢ Trainee characteristics Responses to this question will give

information about how prepared participants
were following their training. The percentage
of respondents selecting each answer will be
reported. The answers to this question will be
contextualised with the information from EPs
about the length of the training
delivered/types of activities.
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5. How relevant or not e Scale of 1-6 RQ1 Trainee characteristics This question will elicit scores for how relevant
relevant do you feel o 1= Not relevant including perceived utility | each respondent thinks EC is to each of these
Emotion Coaching is to o 6 = Highly relevant of training roles. The data for each role will be compared.
each of the following e Not sure Successful CPD has overt
roles when engaging relevance of content to
with children? its participants and their
e Head Teacher day-to-day experiences
e Teacher (Cordingly et al., 2015)
e TA/LA
e Parent
6. Whether you take e More than once a day RQ1 Trainee characteristics: The data for this question will show how
them or not, how often e Once a day perceived utility of regularly staff identify opportunities to use EC.
do you feel there are e Every other day training The clause ‘whether you take them or not” will
opportunities for you to e Twice a week Work environment: help to minimise the impact of barriers which
use Emothn Coachingin | o Every week opportunity to perform stop staff using I?ZC on partmpant responses. It
your practice? e Every month Successful CPD has overt sh.oulc':l help to pick up instances wherg staff

e Other relevance of content to thlnk it would havg been useful, even if they

e Never ) N ] didn’t actually use it for whatever reason. The

e Not sure Its participants ar?d their | percentage of responses for each option will

day-to-day experiences be reported.
(Cordingly et al., 2015)

7. Emotion Coaching e Strongly disagree RQ1 Trainee characteristics: Responses to this item will firstly show
is not a useful approach e Disagree perceived utility of whether staff feel that Emotion Coaching is
for professionals to use e Slightly disagree training useful or not and the extent to which they feel
with children / Emotion e Slightly agree Social validity: utility it is useful or not useful. Percentage of
Coaching is a useful e Disagree agreement with each response will be
approach for e Strongly disagree reported.
professionals to use e Not sure
with children
8. Emotion Coaching is a e Strongly disagree RQ1 Trainee characteristics: The percentage that each response option is
useful approach for e Disagree perceived utility of selected will be reported. This item will act as
parents to use with their | o Slightly disagree training a comparison with item 7 about whether staff
children / Emotion * Slightly agree Social validity: utility
Coaching is not a useful e Disagree
approach for parents to e Strongly disagree
use with children o Not sure
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9. Which of the
following statements
best reflects the current
level of engagement
with Emotion Coaching
in your school?

e Emotion Coaching is widely
practised across the school
and parents are aware of
the approach we are using

e Emotion Coaching is widely
practised across the school

e Some staff in school use
Emotion Coaching and
others do not

e Emotion Coaching is used
by a few staff in the school

e Emotion Coaching was
previously used in this
school, but is no longer in
use

e Emotion Coaching was not
used in the school following
the training

e Other (please give a brief
description)

RQ1/2

e Transfer climate:
situational cues and
consequences & support

e Social validity: feasibility

e Sustainability

Data for this question will tell us how widely
staff perceive that EC is being practiced in
their school. The percentage of responses for
each option will be reported.

e Not sure
10. What factors helped | Free text RQ2 e Trainee characteristics Open responses to this question will be
you to implement e Training design subject to a qualitative analysis. Key factors
Emotion Coaching? e Work environment which support implementation will be elicited.
11. What factors made it | Free text RQ2 e Trainee characteristics Open responses to this question will be
difficult to implement e Training design subject to a qualitative analysis. Key barriers
Emotion Coaching? e Work environment to implementation will be elicited.
12. What further Free text RQ2 e Trainee characteristics Open responses to this question will be

training or support do
you feel would be
helpful in order to help
you develop your
Emotion Coaching
practice further?

e Training design
e Work environment

subject to a qualitative analysis. Staff views
about things which could help them use EC
more will be elicited.
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Appendix 8: Online questionnaire

Information and consent

Q00
©0®

Emotion Coaching

My name is April Romney and | am inviting you to take part in my research project, ‘Exploring the facilitators and barriers to
implementing Emotion Coaching as a whole-school approach in mainstream primary schools’. | am currently
undertaking a professional doctorate at UCL Institute of Education to become an Educational Psychologist and | am undertaking
this piece of research as part of my training, under the supenision of Matt Somenalle and Ed Baines. | hope to find out more about
what training and support helps staff to implement Emotion Coaching in their practice across a whole school and what barriers

there might be. This will help those who train and support schools in Emotion Coaching to make their support more effective.

What will happen if you choose to take part?

If you chose to take part in this research, you will be directed to an online questionnaire in which you will be invited to answer a
series of questions about your views and experiences of Emotion Coaching. The questionnaire will take around 5-8 minutes to
complete. In addition, once the online questionnaire phase of the research has been completed you may be invited to take part in
a face-to-face intervew or focus group discussion with the researcher in September/October 2019 which will last for around 20-30

minutes.

What will happen to the results of the research?

All data that is collected during this research will be anonymised, confidential and stored securely. Anonymous data may be
shared with my supenisors and the results will be written up in to a report and submitted as part of my Thesis. The final report will
be completely anonymous as only codes (e.g. school A, participant 1) will be used and the results of this research may later be

published in an academic joumal/book.

: )

If you have any further questions before you decide whether to take part, you can reach me at aprl.romney.17@ucl.ac.uk.

If you would like to be involved then please read and complete the following consent form.

Data Protection Privacy Notice
This project has been reviewed and approved by the UCL IOE Ethics Committee [Data protection number: Z6364106/2019/03/14].
I'am required to tell you that the data controller for this project will be University College London (UCL). The UCL Data Frotection Office provides

oversight of UCL activities involving the processing of personal data and can be contacted at data-protection@ucl.ac.uk. Further information on how UCL

uses participant information can be found here: wwwuel ac ukflegal-services/privacy/participants -health-and-care-research-privacy-notice
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Consent for participation in research (click each statement to confirm agreement).

O | confirm that | have read and understood this information sheet, and have had the opportunity to
consider the information, ask questions, and have had these questions adequately answered.

O Iunderstand that my participation is voluntary and that | am free to withdraw at any time, without
giving any reason.

O 1know that | can refuse to answer any or all of the questions and that | can withdraw from the
questionnaire or interview at any point.

[ Iagree for the interview to be recorded, and that recordings will be kept secure and destroyed
at the end of the project. | know that all data will be kept under the terms of the General Data
Protection Regulation (GDPR).

[ 1agree that small direct quotes may be used in reports and publications (these will be
anonymised).

O understand that in exceptional circumstances anonymity and confidentiality would have to be
broken, for example, if it was felt that practice was putting children at risk, or there were
concerns regarding professional misconduct.

General

1. Which school do you work at?

2. What is your job role? (select all those that apply)

O Senior leadership team
[J SENCo/SENDCo
O Teacher

[ Leaming support assistant / teaching assistant
[0 Other supportrole

O Other (please specify)

Training

It is hoped that the following questions will help me to get a better understanding of your
personal experience of being trained in Emotion Coaching. Please indicate your answers on
the scale below.
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3. To what extent do you feel the training helped you to understand the principles which
explain why Emotion Coaching works?

1. Provided no 2. 3. 4. 5. 6. Provideda  Notsure
understanding very detailed

atall O O O o understanding O

O O

4. Following your training, how prepared did you feel to begin implementing Emotion
Coaching?

1. Not 2. 3. 4. 5 6. Very well Not sure
repared at all repared
prep O O O O prep @
@) O
Practice

Emotion Coaching was originally developed as a guide for parents for interacting with their
children but is now practiced in many educational settings by professionals like yourself. Your
responses to the following statements will help me to understand how useful or not useful
and relevant or irrelevant you feel Emotion Coaching is to your own practice and the
practice of other professionals.

5. How relevant or not relevant do you feel Emotion Coaching is to each of the following roles
when engaging with children?

1. Not
relevant 6. Highly

atall 2 3. 4. 5. relevant Notsure
Head Teacher @) O O O @) @) O
Teacher @) @) O @) O O O
Teaching assistant /
Iearping support @) O O O O O O
assistant
Parent @) O O O O O O

6. Whether you take them or not, how often do you feel there are opportunities for you to use
Emotion Coaching in your practice?

O More than once a day

O Onceaday

(O Every other day

O Twice aweek

(O Everyweek

O Every month

O Other
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(D Never
() Mot sure

7. Emotion Coaching is a useful approach for professionals to use with children.

Strongly Disagree Shighthy Slightly Agree Agree Strongly Agree  Don't Know
Disagree O Disagree D O O O
O O

8. Emotion Coaching is a useful approach for parents to use with their children.

Strongly Disagree Slhighthy Slight Agree Agree Strongly Agree  Don't know
Disagree O‘ Disagree O O O D
O O

Facilitators and barriers to practice

There is a wide variation in the level of Emotion Coaching practiced across different schools
who have training. Whilst some schools practice Emotion Coaching widely and embed it as a
whole-school approach, others do not continue to practice Emotion Coaching after their
training. Some schools use it for a while but then stop and in other schools some staff use it
and others do not.

It is hoped that the following questions will help me to get a better understanding of
what may have helped and hindered your own practice and practice across the
school. Please give as much detail as you can.

9. Which of the following statements best reflects the cumrent level of engagement with
Emotion Coaching in your school?

O Emotion Coaching is widely practised across the school and parents are aware of the
approach we are using

D Emotion Coaching is widely practised across the school

O Some staff in school use Emotion Coaching and others do not

() Emotion Coaching is used by a few staff in the school

O Emotion Coaching was previously used in this school, but is no longer in use
() Emotion Coaching was not used in the school following the fraining

O Other (please give a brief description)

() Notsure

10. What factors helped you to implement Emotion Coaching?
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11. What factors made it difficult to implement Emotion Coaching?

12. What further training or support do you feel would be helpful in order to help you develop
your Emotion Coaching practice further?

Powered by Qualtrics
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Appendix 9: Phase 2 information sheet

th

Institute of Education

Exploring the facilitators and barriers to implementing Emotion Coaching as a whole-
school approach in mainstream primary schools.

March 2019 — August 2020

Information sheet for staff in schools taking part in Phase 2: Semi-structured Interviews

My name is April Romney and | am inviting you to take in part in my research project, ‘Exploring the
facilitators and barriers to implementing Emotion Coaching as a whole-school approach in mainstream
primary schools’. | am currently undertaking a professional doctorate at UCL Institute of Education to
become an Educational Psychologist and | am undertaking this piece of research as part of my training,
under the supervision of Matt Somerville and Ed Baines.

| hope to find out more about what training and support helps staff to implement Emotion Coaching in
their practice across a whole school and what barriers there might be. This will help those who train and
support schools in Emotion Coaching to make their support more effective. This research is being
carried out in two phases.

Phase 1

Phase 1 of this research project has already been completed and involved staff in schools, including
the school you work in, completing a short online questionnaire about their experiences of being trained
in and using Emotion Coaching. You may or may not have completed this questionnaire.

Phase 2

The second phase of this research is going to involve face-to-face interviews with the researcher to
explore staff views about Emotion Coaching in more detail. The Head Teacher of your school has
agreed to your school taking part and | am hoping to recruit several staff to take part in the interviews. |
hope to explore a range of views about the implementation of Emotion Coaching and would like to hear
from staff who use it regularly, use it occasionally and don't use it regularly or at all. It doesn’t matter
whether you completed the online questionnaire or not.

Key points:

e The interview will last for approximately 25 minutes and will take place in your school at a time
that is convenient to you.

e The interview will be voice recorded on a password protected device and then transcribed.

e Any information collected during this research will be kept strictly confidential and you and your
school will remain anonymous in any write-ups from this research.

* All information collected in the course of this research will be stored securely on password
protected devices and/or locked filing cabinets.

e Taking part is voluntary and you can choose to stop taking part at any time.
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i

e You have the right to withdraw your consent and your data  |nstitute of Education
at any point up until the end of December 2020.

Contact for further information

You can contact me at april.romney.17@ucl.ac.uk / NG

you have any questions following this interview or would like to withdraw your consent and data.

This project has been reviewed and approved by the UCL IOE Research Ethics Committee
[26364106/2019/03/14].

Data Protection Privacy Notice
| am required to tell you that the data controller for this project will be University College London (UCL). The
UCL Data Protection Office provides oversight of UCL activities involving the processing of personal data and
can be contacted at data-protection@ucl.ac.uk. UCL’s Data Protection Officer can also be contacted at data-
protection@ucl.ac.uk. Further information on how UCL uses participant information can be found here:
www. ucl.ac uk/legal-services/privacy/participants-health-and-care-research-privacy-notice

The legal basis that would be used to process your personal data will be ‘performance of a task in the public
interest’. Your personal data will be processed so long as it is required for the research project. If we are able
to anonymise or pseudonymise the personal data you provide we will undertake this and will endeavour to
minimise the processing of personal data wherever possible.

If you are concerned about how your personal data is being processed, or if you would like to contact us
about your rights, please contact UCL in the first instance at data-protection@ucl.ac.uk.
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Appendix 10: Phase 2 email to head teachers

Hi X,

Thank you so much for agreeing to become a case study school for the second part of my
research. As explained in the last email, this will involve carrying out semi-structured
interviews with at least 5 members of your staff which would last for around 25-30 minutes
each. | would also need to interview a member of the SLT who was involved in the decision
to try Emotion Coaching.

The participation of staff will need to be on a voluntary basis and anyone who doesn’t wish
to take part shouldn’t be persuaded to do so in any way. It would be great if you could
share the following information via email along with the attached information with staff:

“I’'m April Romney, a trainee educational psychologist and | am looking for staff in primary
schools who have had Emotion Coaching training to take part in my research
project ‘Exploring the facilitators and barriers to implementing Emotion Coaching
following whole-school training in mainstream primary schools.’

Staff from your school have already taken part in the first phase of my research which
involved completing an online questionnaire. You may have been one of these staff
members. | am now looking for staff to discuss the implementation of Emotion Coaching
with me in a bit more detail in a semi-structured interview which would last for around 25-
30 minutes, at a time convenient to you. It doesn’t matter whether you use Emotion

Coaching or not or whether you completed the questionnaire — | would be grateful to hear

from any staff.

Full information can be found in the attached information sheet. Participation is voluntary
but if you are interested then please let your head teacher know. Many thanks.”

Please do pass on my contact details if anyone has any questions or if you have any
guestions yourself. | would be hoping to come into school around late November or
December to carry out the interviews and can arrange times and dates to suit you.

| look forward to hearing from you.

Kind regards,

April Romney

Educational Psychologist in Training
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Appendix 11: Phase 2 consent form

Consent for participation in research
Exploring the facilitators and barriers to implementing Emotion
Coaching following whole-school training in mainstream primary
schools.

| confirm that | have read and understood the information sheet,
and have had the opportunity to consider the information, ask
qguestions, and have had these questions adequately answered.

| understand that my participation is voluntary, that | can refuse to
answer any or all of the questions and that | can stop the
qguestionnaire or interview at any point.

| know that | am free to withdraw my data up until the date on the
information sheet, without giving any reason.

| agree for the interview to be recorded, and that recordings will be
kept secure and destroyed at the end of the project. | know that all
data will be kept under the terms of the General Data Protection
Regulation (GDPR).

| agree that small direct quotes may be used in reports and
publications (these will be anonymised).

| understand that in exceptional circumstances anonymity and
confidentiality would have to be broken, for example, if it was felt
that practice was putting children at risk, or there were concerns
regarding professional misconduct.

SIENATUIE: et Date: oo
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Appendix 12: Semi-structured interview schedule for staff

e My research is exploring the extent to which schools implement Emotion Coaching

following their training and what factors may affect this.

e |'m interested in your views of Emotion Coaching as an approach and what sorts of

things help or prevent staff in schools to start practicing Emotion Coaching more widely

across the school.

e Staff in your school have already completed a short online questionnaire about

Emotion Coaching and today I’'m hoping to explore some of the things that came out

of the questionnaires in a bit more detail.

Section 1

The first few questions are going to be about your own views of Emotion Coaching and

how widely you and others in the school are using it.

a.

b
C.
d

1. What do you think about Emotion Coaching as an approach in schools?

Is it relevant to your role?

Is it helpful to children and young people?

How is it helpful? When would you think it has ‘worked’ or ‘not worked’?
How keen were you to implement emotion coaching following your
training?

a.

2. To what extent have your attitudes or practices changed as a result of your
training in emotion coaching?

Have you tried to use Emotion Coaching since the training? Why/why
not?

How often?

Do you view emotions differently to how you did before the training?
How?

Any examples of use?

What do you mean when you say it worked or didn’t work?
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Section 2

The few questions are going to explore the sorts of things that may have helped or
hindered the implementation of Emotion Coaching in your school and how these might be
overcome...

3. To what extent has Emotion Coaching been implemented across the school?
a. How many of your colleagues are using emotion coaching?
b. Any particular staff groups using it more than others?

4. [If applicable] What sorts of things do you feel have helped you to begin
implementing emotion coaching?
a. Training design: were there any particular elements of the training which
were useful?
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b. Work environment:
i. Transfer climate: any tools or prompts made available? Regularly

discussed? Expectations to implement? Checking up? Incentives?
Time to practice or implement?

ii. Support: any coaching/support from SLT or other staff?

iii. Opportunity to perform: Were you able to use your emotion
coaching training regularly?

iv. Follow-up: Did you receive any further training or support?

c. You have mentioned ... which do you think is the most important factor?

What barriers do you feel have prevented you from implementing Emotion
Coaching?
a. Anything that you think would have been more helpful to have in the
training?
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b. Work environment:

i. Transfer climate: availability of resources/time limited?

ii. Support: was there a lack of support from peers/SLT? Did other
staffs’ negative attitudes stop you or the school from
implementing?

iii. Opportunity to perform: were opportunities to use emotion
coaching limited?

iv. Follow-up: was there a lack of follow-up after the training?

c. You have mentioned ... which do you think has been the biggest barrier?

6. What further training or organisational support would be helpful to enable you
to develop your practice further?

Any other comments?
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Appendix 13: Semi-structured interview schedule for head teachers

e My research is exploring the extent to which schools implement Emotion Coaching
following their training and what factors may affect this.

e |'m interested in your views of Emotion Coaching as an approach and what sorts of
things help or prevent staff in schools to start practicing Emotion Coaching more widely
across the school.

e Staff in your school have already completed a short online questionnaire about
Emotion Coaching and today I’'m hoping to explore some of the things that came out
of the questionnaires in a bit more detail.

Section 1

The first few questions are going to be about the decision to have training in the approach
and how staff have responded.

Can you tell me a little bit about how your school became involved in Emotion Coaching?

How was Emotion Coaching introduced to the staff?

e Did they know much about it before the training day?
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How have staff responded to Emotion Coaching?

e Feasible approach?
e Relevant approach?
e Useful approach?

e Any champions?

How widely do you think Emotion Coaching is being practiced across the school?

Section 2

The few questions are going to explore the sorts of things that may have helped or
hindered the implementation of Emotion Coaching in your school and how these might be
overcome...

From your point of view, what sorts of factors effect whether staff implement Emotion
Coaching or not?
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What sort of things have been put in to place to help staff use Emotion Coaching?

e Discussions in staff meetings
e Policy development?
e Support sessions?

Is there anything which has made it particularly difficult to embed the approach across
the school?

What are your planned next steps with regards to Emotion Coaching in your school?

e Continue use?
e Follow-up training/support
e Discontinue and try something else
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Would you have any advice or suggestions to make to senior leadership teams in other
schools who are considering investing in Emotion Coaching training?

-186 -




Appendix 14: Outline of thematic analysis stages including worked exampled

Phase 1 — Familiarising yourself with your data

In order to familiarise myself with the data the researcher transcribed all of the interviews
manually which has been recognised as one of the best ways for researchers to immerse
themselves in their data (Riessman, 1993). Once all of the transcripts had been typed up,
the researcher exported them into Nvivo and re-read the transcripts, adding memos with
initial ideas on. Once the interviews had been transcribed, the audio recordings were

deleted.

Phases 2 to 5 of the thematic analysis were completed consecutively for each school so
that the researcher could fully immerse herself in each data set and carry out the analysis

more effectively.
Phase 2 — Generating initial codes

Codes identify and provide a label for a feature of the data that is potentially relevant to
the research question (Braun & Clarke, 2012). Each transcript was read in detail and codes
were assigned to sections of the transcripts which seemed relevant to each of the two
research questions on a semantic level. Descriptive code names were used and the
sections of transcript that were coded varied length depending on how much contextual
information was necessary to understand the code. Also, some sections of text were coded
more than once. In order toillustrate this stage in my analysis, a section of coded transcript
from School B is included in appendix 14a and a table of all the initial codes generated in

relation to RQ1 can be found in appendix 14b.
Phase 3 — Searching for themes

This phase involved exploring the codes that the researcher had identified to find patterns
in the data and begin constructing themes. According to Braun and Clarke (2006) a theme
“captures something important about the data in relation to the research question and
represents some level of patterned response or meaning within the data set” (p.82). This
was an iterative process involving grouping similar codes together and sometimes

collapsing two or more codes in to one and modifying the name. At this stage some codes
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were thought to have been identified because they were interesting rather than relevant
to the research question and were therefore deleted. By continually identifying patterns
and grouping and regrouping the codes, themes and related subthemes which were
relevant to the research questions were constructed. Following on from the example
above, some examples of the ways in which codes were grouped and collapsed during this

phase of the analysis are shown in appendix 14c.
Phase 4 — Reviewing themes

This stage involved reviewing the themes to ensure that they formed a coherent pattern
and that they accurately represented the data set (see appendix 14c). In line with Braun
and Clarke (2012), the following key questions guided the way in which the researcher

reviewed the themes:

e Is this a theme (it could be just a code)?

e [fitis atheme, what is the quality of this theme (does it tell me something useful
about the data set and my research question)?

e \What are the boundaries of this theme (what does it include and exclude)?

e Are there enough (meaningful) data to support this theme (is the theme thin or
thick)?

e Are the data too diverse and wide ranging (does the theme lack coherence)? (p.65)
Phase 5: Defining and naming themes

The process of reviewing the themes and subthemes that the researcher had generated
from the data helped her to begin defining and naming the themes. The codebooks for
each question were exported from Nvivo into table in a word document, including the
number of files and references that were made to each subtheme. The quotes relating to
each subtheme were reviewed and the names and definitions for the themes were

finalised.

At this stage the researcher inter-coder checks which are outlined in appendix 14d.
Following these checks, it was necessary to return to phases 3 and 4 of this process and

further refine the subthemes that had been constructed.
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Phase 6: producing the report

The final phase of the analysis involved producing this account of the results in Chapter 4
by selecting examples to demonstrate the subthemes and producing a narrative from the
data set in order to answer the research questions. Quotes from a range of participants
were included in the main body of this research and also in Appendices 15-18 which
outlines several illustrative quotes for each theme. At this stage some final tweaks were
made to the subthemes: for example the subtheme ‘helps with IEP targets’ was merged in
to ‘supports emotional development’ as it was realised when writing the commentary for
the subtheme that the IEP targets that were being referred to by the participant were

about emotional development.
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Appendix 14a: Section of a coded transcript from School B

| - The first bit is just about how you've found the approach if and how, when you're using
it, how widely it’s being used across the school and the second part is thinking about
what's helped you to start implementing it if you have and then if you haven't what kind
of barriers there have been and normally there's a bit of both. So, what's your role sorry?

P - I'm a learning mentor
| - What was your surname?
P - Xxx

I - So, from when you had the training, so you must have known a little bit about it before
actually because you were going to go on the other training.

P - Yeah you see, we were, because of the job | do, | mean, we do look into lots of
different trainings and this is one that we had read some of the bits for and everything
and was like “oh my God, this would be so good” and we were really, really looking
forward to it but then it got oversubscribed so we couldn't go and then when it came up
that the whole school were doing it we were absolutely thrilled, so we had looked into it a
little bit and everything.

| — Okay, so in terms of, it sounds like it must be quite relevant to your role then if you
were going to do specific training.

P — Yes, very much so.
| - How...tell me about when you might use Emotion Coaching.

P - 1 do a lot of in my afternoons really is more | do a lot of the social/emotional stuff for}
the IEP targets and everything.

| - Like 1-1 and group work?

P - 1-1, small group work, | also use it a lot at playtimes and | also run meet and greet in
the mornings and in the meet and greet we do use it ever such a lot because obviously it's
at that point when they come in you can really get down into the nitty gritty with it and it
really does help those children to be able to vocalise really.

I —Yes, so you do find that it is helpful for the children

P — (Very much so at meet and greet. | mean it is about knowing your children though
because there are certain children that | know that you have to be you couldn't go in with
the full scripted sort of thing it wouldn't work. | think it's definitely about knowing your
children | mean you can bring bits out of it and everything still as you go through) and as
they got to that point but there are some at children it just wouldn't work with.

| - Okay, um.

P - I've got one that you can use humour with but if you used Emotion Coaching it would
completely throw him.
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| - Oh really?
P — Completely.

| — So, you were looking forward to the training, once you'd had the training what did you
think? Were there any bits that stood out for you?

and it gave you more of an idea of how you can implement it.) (I mean obviously a lot of

us used it anyway in the sort of roles that we do in the pastoral side of it) and | think it

was nice because it (then became like a whole school approach where so many more

people were using it.) So it made people more susceptible to it you know, the children }
actually got used to hearing it more so it wasn't just “oh Miss X is going to do this with me
and she is going to talk this through with me and she is going to use these”, it became
second nature to a lot of our children.

P — (I think it just gave you more confidence really because you looked at the script thingE%

| - Because they were getting that sort of...

P - Because they were getting it from lots of adults.

| - Okay lovely, in terms of, can you think back to, | mean it sounds like you, like you say,
were already using bits of it, were there any aspects of your practice that did change from
before to after the training?

P - I think it's actually not so much the practice, it was more the understanding behind it
that changed. | think, | do believe that the understanding it helped so much because |
mean you can obviously, when you work in a pastoral role and everything you look at all
the different ways that you can go about things and that and it's just seeing the theories
behind it and the bits behind it actually really really helped embed it for me | felt.

| - You're not the first person to say that as well
P - Oh brilliant (?)

|- So |, and I've said to a couple of other people, for me when we are considering what to
include in training, we are always mindful of not overloading people with theory.

P — Definitely, but you do, | really do believe that it really does work to have some of the
theory behind it because | think it depends on the type of people you are and the way
that you learn as well because just the same as the children learn differently and they
cope with things differently so do we, so yeah, but | do think that | need some of the
theory behind in my training so | prefer that.

I - And | think it helps you actually take it and use it because the way it's portrayed, say in

RQ2.
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initial
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RQl. ECis
helpful and
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RQ2. All

— | staff need

to be on
board
with the
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RQ2.
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initial
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the scripts, if you understand the theory behind it and you come across a situation you
can adapt it, you can adapt it to the situation if you've got the understanding.

P - Yeah definitely and the words actually mean more if you've got the understanding
behind it as well if you've got the theory you know, you understand why you are using it

RQ2.
Quality
initial
training

that specific way | think if you've got the theory behind it.
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I - In terms of across the school, do you they think it is being used a lot, a little? 1

P — (That's quite tricky actually | mean because | tend to work more in the afternoon with
just single children | don't tend to see a lot of people in class but | know | mean from

experience (I know that it is being used at play times, lunch times, all that sort of thing). }

So, | do believe that it is being implemented and if, as you talk to people about different |
situations that have come up they will say “I said such and such to...” and you can see the
approach is being used.) I do think it's down very much to how confident people feel with |
it, do you know, whether or not those people feel confident enough to do that. This side

of the school | think is something that I've always been more interested in — the social/
emotional side rather than the academic whereas we have got other people that are

more the academic focus and they find the other side | bit trickier. j

I - We will possibly come back to that bit.
P — Okay.

I —No, let's stick with it now. So, for the people who don't feel as confident, do you have
any suggestions as to what could help them to develop that confidence?

P - 1 think it is more of a case of, it is repetition for everybody really. | think the more you
use it, the more it just becomes like second nature. For me, obviously because of my role,
I tend to use it a lot more than some people do, so for me | think I've found the
confidence to do that because obviously | use it more and once I'd had the training it was
literally, it was just like a snowball that just kept getting bigger and you find that you use it
so much that it just makes you really confident using it. So 1 (7.29) | think the more that:
they do use it and the more they are encouraged to use it the better it gets. And | know

RQ1l. ECis
helpful
and
widely

RQ2.
Useful in
arange of
situations

RQ2. Like
natural
approach

RQ2.
Beingina
support
role

we actually, | mean we had the original training and everything but we are quite lucky
because we have a TA meeting once | week, | mean the teachers have their CD meetings }
and everything but the TAs have a meeting every week as well and in that meeting we go
over things that we’re maybe not so confident with and we will revisit training and things
(8.00) and Emotion Coaching was actually, we recapped it not that long ago so yeah, |
think it was about 4 weeks ago that we recapped it or something like that, so yeah | do

RQ2.
Follow up
training
and
support

think that we are quite lucky in that respect, | know that there are a lot of schools that
don't get that chance so. _

I — No, it is often just teachers isn't it that have that meeting and | know the teachers have
done the same in theirs as well.

P - I couldn't tell you about that.

| - It's okay someone else did. Any other, in terms of what’s helped you start using it? Has
there been any other support from senior leadership or?

P - I'was going to say | think we are quite lucky because obviously the TAs, we've got 2 SEN
managers and a SENCo you know, and the SEN managers actually do our meetings once a
week and everything and they are always like “okay is there anything more that you
need?” you know “do you feel like you need to go through something again?” (9.01) so |
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think we are really very well supported at our school to use different things that you know
we are, | mean the way they see it is there is no point doing the training if we are not
going to use it.

| - Yes, yeah makes sense.
P - Yes it does makes sense doesn't it.
| - But | think sometimes it can get lost.

P - I think that depends though, | think that depends on (9.28) the quality of the teaching
on the training itself, when it comes, the subject of it, whether people are actually
interested in it or not and | think because (we have got such good pastoral care at this
school it is something that we are passionate about at our school) because we have got a

have got very affluent families but there's quite a lot of deprivation as well and it doesn't
just matter whether it's those affluent families or anybody like if you're using it regularly it
really does impact on all of them. (10.06)

lot of need you know, we are in an area which is not brilliant but we have some where wl ethos and

| - And like you say a pastoral and SEN team that is...
P - Supportive, that is massively important, | think.

| - In terms of barriers then, what sorts of things make it hard to use Emotion Coaching?

RQ2.
Initial
training

RQ2.
School

approach

RQ1.
Useful
with a
range of
people

P - For me | don't feel that I've got barriers because | get to use it, because of my role, |
get to use it a lot. Again, | think the barriers for a lot of them is the opportunities, if if the
opportunities arise it's having that you know.

RQ2.
Beingina
support
role

| - For like the teaching staff?

P —Yeah, I'm thinking of all of the staff actually whether it be down to, | mean I've actually
heard our site supervisor using Emotion Coaching which was awesome | thought | didn't
realise he knew that but | think he's probably, | don't think he was actually at the training
because obviously his role it was different but | think because he's heard it used so many

times he's picked it up. (11.09) And | know that our lunchtime supervisors, | think it's
brilliant because they were actually involved in the training as well so | think it really really

RQ1. ECis
helpful
and
widely
used

school is if people aren't confident enough to use it, so it really is a case of the choice

did break down the barriers for that and | think the only barrier that we have at our
of
whether they feel confident or not.

| — So, even people, we're saying that kind of the modelling from other people is

RQ2. Like
natural
approach

important?

P - I think so yeah, | think it's just, | mean you've actually, sometimes you'll hear children
saying some of the things as well, you will be like you know, | walked into a classroom and
there's been a child that's really upset and someone's saying | can see you're really upset
and you're just like “oh my God I love this (?), it's fine but I'm really proud of you” yeah
but you, there no you know I've, when you hear children doing it as well you know that

RQ1. ECis
helpful
and widely
used

it's being implemented.
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Appendix 14b: Codes from first stage of coding for RQ1

Code N.o: of No. of times
participants referenced
Builds self-esteem 1 1
EC useful 6 12
Empathy and limit setting useful 3 7
Giving children chance to calm down 1 3
Help reduce absence 1 1
Helps build relationships with children 1 1
Helps children to vocalise 1 1
Helps deescalate 2 3
Helps move on from a problem 1 1
Helps recognise positive feelings too 1 1
Helps with adopted children 1 1
Helps with change 1 1
Helps with IEP targets 1 1
Staff are using EC 4 7
Teach parents to use it 1 2
Use for playground incidents 2 2
Use proactively to manage emotions 1 2
Useful for vulnerable children 1 3
Using EC with other staff 1 1
Validates parents' feelings 2 2
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Appendix 14c: Phases 3 and 4

EC is usaful

Staff are using EC

Can use in any situation

Mot needed all the time

ECisfrequently I
used
EC isuseful !

Teach parents to use it

Use for playground incidents

lUse proactively to manage emotions

Parts of approach
that are valuahle

Em pathy useful

Limit setting useful

Problem solving

Suits high SEMH needs schoal

Helps with adopted children

Useful for vulnerahble children

Using EC with other staff

Yalidates parents’ feelings

Empathy and limit setting useful

Helps move onfrom a problem

Positive im pact on
children

Builds self-asteem

Help reduce absence

Helps build relationships
with children

Helps children with emo-
tional awareness and regu-
|ation

ECis helpful !

and frequently

used

Parts of ap- Empathy useful

proach that

are useful

Limit setting useful

Problem solving

Time to de-escalate

Helps with |1EP targets

Builds self-esteem

Helps reduce absence

Helps build relationships with children

Helps with change

Helps children to vocalise

Giving children chance to calm down

Useful in arange of
situations

Can use in any situation

Mot needed all the time

Teach parents to use it

Use for playground inci-
dents

Positive im pact

on children

Builds self-esteem

Helps reduce absence

Helps build relationships
with children

Supports emotional
awareness and regula-

tion

Use proactively to manage
em otions

Helps deescalate

Helps recognise positive feelings too

Useful with a range
of people

Useful far children

Using EC with other staff

Wide range of

application

Useful in a range of situ-

ations

Useful with a range of

people

Yalidates parents' feelings

Helps with |EP targets
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Appendix 14d: Account of inter-coder agreement checks

Campbell et al. (2013) highlight the distinction between inter-coder reliability and inter-
coder agreement which is pertinent to the checks carried out in this research. They explain
that inter-coder reliability involves two or more researchers, who are equally skilled,
coding units of text in the same way, independently from each other. It is generally
accepted that the percentage of overlap between two coders should be at least between
85 and 90 percent, depending on the size and range of the coding scheme (Miles et al.,

2014). However, they explain that inter-coder agreement differs in that:

“(it) requires that two or more coders are able to reconcile through discussion whatever
coding discrepancies they may have for the same unit of text—discrepancies that may
arise, for instance, if some coders are more knowledgeable than others about the

interview subject matter” (p. 297)

In the current research the process of inter-coder agreement was used to help ensure that
the highly interpretative thematic analysis was more objective/reliable. It is acknowledged
that there is very little guidance available about the procedures for carrying out inter-
coder agreement checks (Campbell et al., 2013) and there is therefore flexibility in the
process (Cresswell, 2013). In their paper, Campbell and colleagues offer some guidance,

although their guidance is not wholly relevant to the present research.

As stated earlier, two psychology assistants (PA) who were employed in the researcher’s
placement LA supported the checks with one PA supporting the coding for each school.
The PAs had recently undertaken a two-day training course in Emotion Coaching and were
both psychology graduates, familiar with psychological research. As the codes, subthemes
and themes for each school had some similarities but also key differences, it was felt that
using different people for each case study analysis would help to preserve the
independence of each analysis in line with the case study approach of this research. If one
PA had supported the analysis for both schools, the overlap and distinction between each
case study school may not have been so clear for the PAs who were much less familiar with

the research and the whole analysis. The stages for these checks were as follows:
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Prior to meeting with the researcher, the PAs familiarised themselves with the
process of thematic analysis and inter-coder checks.

The researcher met the PAs and explained the research to them including the
research questions, the epistemological and ontological approach and the
inductive and deductive nature of the thematic analysis. They were made aware
that the thematic analysis involved coding for each research question. This helped
each PA become more familiar with the research.

Each PA was given a copy of the research questions and four pages of two different
transcripts from the same school. One of them was a general staff member and the
other was the head teacher.

As the blocks of text to which subthemes had been assigned to varied in length,
and some sections had been assigned to more than one subtheme, the transcripts
had been marked to show how the text had been unitised and there was an
indication if more than one subtheme was needed. This is in line with Campbell et
al.’s suggestion for overcoming the ‘unitisation problem’ that is particularly

4

relevant to semi-structured interviews which generate “..more open-ended,
rambling responses” (p. 297).

Each PA then read through each transcript in full, before returning to each four-
page section of transcript and assigning codes to each unitised section of text,
indicating whether it belonged to RQ1 or RQ2.

The researcher then met with each PA separately and explored the ways in which
each had coded the transcripts. The researcher brought along the most up-to-date
higher-level analysis from the end of phase four and also earlier versions where the
codes were more descriptive (as in appendix 14c) so that the researcher’s lines of
thinking could be traced in the way in which codes were grouped into subthemes
and themes. Similarities and differences were discussed and most of the further
discussion revolved around the differences between each coder.

Differences in the coding were often around two main things. Firstly, the particular

name which the researcher had assigned to a section of the text which we had

interpreted in a similar way e.g. one of the PAs labelled a section of text as
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“understanding behaviour” whereas | had labelled it “looking beyond behaviour”.
Secondly, it was around the level at which the PA had coded the transcript i.e.
descriptive or interpretive. For example, ‘only useful for vulnerable children’ (PA)

and ‘perceptions of the approach’ (researcher).
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Appendix 15: School A qualitative data RQ1

RQ1.To what extent and in what ways is Emotion Coaching considered useful to school staff?

NB. Participant numbers have been removed if the quote could be identified as coming from a particular member of staff.

development

Theme Subtheme lllustrative quotes
1.Positive Empowers “Yeh and they are empowered to take control of their own emotions and therefore their own
impact on children to lives” (P1)
children make better “I' think it is the atmosphere here generally here and it's a very positive thing and we're not you
(35) decisions know we're not out to punish children or you know shout at them or tell them that they've been
naughty because actually there's a reason they've behaved like it” (P5)
“we have the reflection sheets as well so the children, that kind of changed as a school how we
dealt with the behaviour so before it used to be like names on the board or you were sent out to
another classroom and now they go but they go with a reflection sheet and then we have a
conversation about what happened you know so that's essentially they fill it in and think and
reflect on their behaviour and then we talk about it when they come back into the classroom,
what could you have done it differently next time” (P2)
Supports “we don't get as many, touch wood, massive emotional outbursts” (P7)
emotional “I like the fact that, erm, it allows the children to actually understand and name emotions that

they are feeling” (P1)

“sometimes as well | think we try and cover up the anger side, that we're not allowed to but no
you are allowed to be angry because as adults we're allowed to be angry so why can’t they - they
just have to have a way of dealing with it, that's the thing it's the dealing with that we need to
focus on” (P5)

-199 -




Supports
social skill
development

“if those youngsters can talk about their emotions, hopefully they are going to have positive
relationships when they are older, so it is a longer -term thing” (P7)

“And | think it also helps to understand another person's point of view, even if you're in conflict
with them to understand where they're coming from” (P1)

2.Positive
impact on
staff
approach
(33)

Increases “for instance he might say, going into a big room full of people, that he is shy, and | can say ‘I

empathy for understand that you're shy because it's a big room, | feel shy as well, but if we go together...” and

children sometimes that will encourage him to, so | think it's just that understanding isn't it” (P6)
“l came across...a TA who no longer works here...trying to coax a young lad with severe emotional
issues ...and his mum had just deleted Pokemon Go from her phone as a punishment to him and
the TA was just about to say to him ‘it doesn't matter, it's only...” and no no way, and | stepped in
and | sat down next to him and said ‘that must have felt awful that must of, | can appreciate how
that made you feel. You've been spending hours getting all that Pokemon Go information which
is now gone’ and he immediately came down” (P7)

Looking “Yeh | think before you may take the approach, look it's okay you know, not brush over it but

beyond would be a little bit come on this is fine it’s fine and now you just take a step back and think

behaviour about what could be going on here? What could actually be going on? Because you don't know
what goes on when these children go home, and | think you take a little bit more empathy don’t
you towards a situation” (P3)

Talk to “it has changed, | would say mostly, how they speak to children and that's a key thing” (P7)

children in

different way

Giving
children time
to de-escalate

“It is something that | try and think about at home you know why are they so upset? Why are
they having a big tantrum? And actually calming them before we have any conversation about it
so” (P2)
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3.Wide Useful witha | “l use it with the staff...it's great with the staff...and a lot of it is just sit back and let them off load
range of range of without saying don't be daft that's not important, you know it's acknowledging that they are
applications | people feeling how they are feeling” (P7)
Useful in a “for example, | would see somebody using it when, when we're dealing with first aid because I’'m
range of a first aider as well” (P3)
situations “you know you there are different circumstances and you know that things might have
happened, you can almost tell if something is potentially going to happen, I'm thinking of one of
my students in particular...and | think absolutely I'll go in first before something happens out on
the playground” (P5)
4.ECis / “emotion coaching is fantastic and I'm grateful to the TaMHS project and Margot Sunderland for
helpful and opening my eyes to it” (P7)
widely used “I think as a school we've used widely” (P5)
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Appendix 16: School A qualitative RQ2

RQ2. What factors are perceived by school staff to be the facilitators and barriers to the effective implementation of Emotion
Coaching in their schools?

environment
(38)

Theme Subtheme lllustrative quotes
1.Nature of Pressures on | “l would say sometimes there's a time factor, because it can take a chunk of your day trying to
the school staff emotion coach a child when you've got another 29 children in the classroom or it's right at the

end of lunchtime and you are trying to get them in, that | would say is the biggest factor” (P7)

“I think that I think because of the environment we work in where everyone is very pressured...It's
very easy to fall into the trap of wanting a quick answer, a quick, you know let's solve that
problem” (P1)

“ just try and it's not always easy is it but | think in if I've got the time and the space and if I'm in
the right place and I'm okay | do try” (P4)

School ethos
and
approach

“I think because the whole school is on board and it's part of the ethos of the school it makes it
easier” (P4)

“...we tend to be quite supportive of children when they are not doing things we want them to or
when they are struggling with an issue...” (P1)

2.Individual
differences

between
staff (33)

Perceptions
of EC

ll| _

Is there anything that's made it harder to implement emotion coaching, any particular
barriers?

P - I guess just if people do see it as just a checklist, | guess” (P4)

“l think sometimes people see it as a way to solve a specific problem, so unacceptable behaviour
in the classroom, whereas actually | think it could be a much more all-encompassing idea” (P1)
“last year it took me a while to get to grips with everything and like | say they were different type
of children, less receptive to it” (P2)

“well everybody uses it, and everyone can see the benefit of it” (P7)

“l think you need to see the benefits (of EC)” P4
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Experiences

“having my own children obviously helps and having that experience helps” (P3)

in personal “What | do remember inside was feeling quite emotional about some of it you know like, I’'m

life cross | can't remember what...because it personally, just personally sort of touched me | thought
yeah this is so important” (P1)
“I mean | think just because if something strikes a chord with you personally, you're interested
aren't you so | could quite quickly relate to what was being said” (P4)
“I'm quite happy with it because | feel it's something that as | say it's quite natural, | think that's an
advantage really” (P5)

How natural | “I do think that you have to come at it from your own place a little bit maybe because it's not

the EC something that you can read off a script is it” (P4)

approachis | “lI think it does depend on whether you've got your own children, and how you were perhaps
brought up...how intuitive, you, you are, you know, as a person” (P5)

Knowing the | “So, if you can see it and you know the children you’ve got, it makes it a lot easier doesn’t it” (P3)

children “It very much depends on the child, so you do have to know them” (P5)

Being in a “l - so the next question is how keen you were to implement emotion coaching, it sounds like you

support role

were quite inspired after the training to take it forward
P - Definitely, definitely and even more so since being asked to do this role (nurture club) which |
wasn't doing at the time it’s lovely to be able to put it in place”

3.Consistency
of approach
across staff
(26)

All staff on
board with
approach

“I can see if you were one person in a school and you were trying to implement it and everyone
else was a bit like what are you doing, | just don't know that you would see an impact really” (P4)
“Lunchtime supervisors are a little bit harder to reach at times...because they don't always attend
the training and they find it harder in the busy environment of the playground” (P7)

“when you've got new members of staff, | guess it is that way of keeping it constant then isn't it”
(P4)
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Lanyards “I haven't got to my lanyard on because I've been dangling over people, you know we all have

with steps lanyards and everybody does or should have that on the back of the lanyard so it's there whether

on you look at it or not it is there but it...| did use it at the beginning, yes | did use it at the beginning,
| don't so much now because | think, it | just feel right doing this” (P1)

Putting ECin | “It underpins our Behaviour and Relationships Policy now - it's all the way through as an approach,

policies and | it's in our SEF...Self-evaluation form that Ofsted read; it's threaded throughout that”

other

documents

SLT “also get tough with staff who don't follow it, it's got to be enforced and you've got to model it

enforcing yourself so when you're monitoring and evaluating as a school leader actually listening to the

use of EC conversations that staff are having with the children, you are not just looking at maths and
reading and writing you're actually looking at everything it's got to be part of your monitoring
schedule”

“(Head Teacher) is very good. Yeh he always puts these things to us and makes sure we do it” (P3)
4.Quality Follow-up “1 think as well it's just sort of cementing your understanding as well so | can come away from the
training and | training and | training and think | understood that but when you try to relay it to someone else | think that's
support (14) | support when you realise that perhaps there are gaps in what you picked up and other people take

different things so if you do have a chance to sit down and bounce ideas off each other you kind

of go oh right okay | did get it oh no I didn't quite understand that the same” (P6)

“I’'ve just taken it on board, and I've kept all the notes at home still which | brought them in

actually because | like to refresh on them” (P3)

“| probably could benefit again maybe from sort of a recap” (P6)

Quality “yeh | really enjoyed the training at the time, and it did kind of get me thinking” (P4)
initial
training
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Undertaking

“P - we've had whole staff awareness training with (company) and (name). I've also sent some

other members of staff on the attachment awareness training in (area) with (organisation) to hear from
related Louise bomber go to her training...the Inside I'm Hurting training and so on so that people
training understand that that youngster, there's a reason why they are doing this, this and this, there's
always every reason why the child is behaving like that and it's just understanding and so we are
an attachment aware school and it's made staff members have a bit more empathy towards some
of these youngsters and realise that you don't have to be a looked after child to have attachment
issues”
Further “P - I think we could use more training to better integrate what we are doing
training and | | - As in more emotion coaching training or...?
reading P - Yeah, to understand the effects that emotions have on people's actions and how powerful the
tool is for people to understand them. | think sometimes people see it as a way to solve a specific
problem, so unacceptable behaviour in the classroom, whereas actually | think it could be a much
more all-encompassing idea” (P1)
5.Language / “so with the little boy that | teach we sort of speak and we sign so communication isn't always
used in particularly in depth, it's kind of just getting, so I've got a emotions thermometer that we use”

approach (3)

“so | suppose my communication with the boy | work with makes it difficult, sometimes it's quite
difficult to recognise the emotion as well and | suppose that's why we are trying to work on using
the thermometer to try and work out what emotions”
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Appendix 17: School B qualitative data RQ1

RQ1.To what extent and in what ways is Emotion Coaching considered useful to school staff?

Theme

Subtheme

lllustrative quotes

1.Wide
range of
applications
(27)

Useful with a
range of
people

“Obviously the refreshers, | mean it's interesting as soon as you do a refresher you can hear
everybody saying it and you even do it on each other which is quite funny, | did it on the head
teacher a little while ago”

“l have emotional coached parents you know, | can't get my child into school, | know how you feel
| have the same problems you know” (P5)

“l find with those children in particular you know the hackles are up straight away It's been really
useful” (P3)

Useful in a
range of
situations

“no and as | had you know you get lots of children sent to you for various reasons mainly good so
I've encouraged those staff to send them for good reasons as well as you know and they bring me
their work or something like that and we talk through how they are feeling about things and you
know remember those nice feelings from what they've achieved so it works both ways”

“if | ever have children come up here and they've got similar social and emotional issues the first
thing | do is say I'm going to leave you there for a moment because you look really you know sad
or you're looking quite cross so I'm just going to carry on with this and you have a little fitter with
that and we'll have a chat in a minute and | just let them completely de-escalate because me
saying you're not allowed to kick this and you shouldn't have spoken to that person like this and
you need to sit there quietly, it doesn't work so | just give them that safe space for a few minutes”
(P1)

2.ECis
helpful and

“l think it's being used a lot, that understanding, ‘I can see that you might be feeling...” you know |
can hear people saying that all the time” (P2)
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widely used
(16)

“l remember doing the online thing | had a sneaky peek at somebody that was sitting next to me
and it was that how many times a day do you use it or how many times a week do you use it do
you use it once a week once a month | think it was like the 1st question and | was like all the time”
(P5)

“...I'think it's very useful and I've seen big impact™ (P1)

“l think it a brilliant approach, I'm glad it all came in and everyone is getting on board with it” (P2)

3.Aspects of | Empathy “it was that yeah the actual empathy bit of it that was the most important thing for me. That, |
approach thought that's the bit that | hadn't got before if you see what | mean that feeling of
that are disappointment and anger it doesn't matter what the disappointment or anger is about the feeling
useful (14) is still the same so yeah that was something special” (P5)
Giving “if 1 ever have children come up here and they've got similar social and emotional issues the first
children time | thing | do is say I'm going to leave you there for a moment because you look really you know sad
to de- or you're looking quite cross so I'm just going to carry on with this and you have a little fitter with
escalate that and we'll have a chat in a minute and | just let them completely de-escalate because me
saying you're not allowed to kick this and you shouldn't have spoken to that person like this and
you need to sit there quietly, it doesn't work so | just give them that safe space for a few minutes”
(P1)
Limit setting | “l think there is flexibility in it, you still need your, that's kind of your limit setting, don't you, you
still need that aspect - that behaviour is not acceptable” (P6)
Problem “I've just had to do it in there, validating from their perspective how they feel about something
solving and trying to move on and form a plan or progression because without validation of their feelings
I'm just dismissing” (P1)
4.Positive Supports “we've introduced you know a 10/15 minute session before half past 3 just to de-escalate just to
impact on emotional talk about anything or issues and that's also getting them to understand their emotions and give
children (8) | development
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them an opportunity to unload and all of this has kind of been developed because we are thinking
about children's emotions” (P6)

Builds self- “obviously with children | use it daily to build their self-esteem to you know just get the best out of

esteem them” (P1)

Help reduce | “we have very few persistent absence and | do believe that this (the school’s approach) is part of it

absence because they are happy to come to school and they know that they are supported and you know
unless you've got that understanding school then your attendance figures are low and your
exclusions are high and | think children want to come here”

Helps build “apart from the fact that | think it's very useful and I've seen big impact and | would like to, one of

relationships
with children

my children that can be very aggressive he's been a LAC child, we were talking about talents the
other day and he was making some stuff out of origami and | said I'm quite jealous I've never had a
talent you've got quite a few talents and he said you have and | said well what's my talent then
and he said you're fun and | thought that's really lovely because when he's up there | will use
Emotion Coaching but | will use it with my humour as well so no matter what mood he isin | can
say you need to sit there quietly just because I'm going to get in trouble downstairs if you're
banging you know | go a little bit as well so | think that quite nice that he's kind of had that whole
experience and thought you are the fun person you are not the person telling me off”
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Appendix 18: School B qualitative data RQ2

RQ2. What factors are perceived by school staff to be the facilitators and barriers to the effective implementation of Emotion Coaching in
their schools?

Theme Subtheme Illustrative quotes
1.Quality Follow-up “they (managers) are always like okay is there anything more that you need you know? Do you
training and | training and | feel like you need to go through something again? So | think we are really very well supported at
support (51) | support our school to use different things that you know we are | mean the way they see it is there is no

point doing the training if we are not going to use it” (P4)

“I - is there anything that you think it would be helpful for other staff or has been helpful for other
staff to start using it...if it didn't come as naturally and it was new to them?

P - I think just seeing other people using it and modelling it” (P2)

“l also think it's very good keep having that even if you've had it once actually every 2 to 3 years,
even if you just get one thing from it again and that because you get so much thrown at you all of
the time | think revisiting that is really important because it just brings it afresh again” (P5)

Quality “I think it was very well received the training | thought it was excellent training, the staff were
initial enthused to use it and it made perfect sense” (P6)
training “I think having that background knowledge of why it's so important to do and how their brains

work etc. is vital and you are not just telling somebody this is what you need to do they've got an
understanding of why somebody is doing it and why you should be you know why it's helpful”
(P2)

“ think it just gave you more confidence really because you looked at the script things and it gave
you more of an idea of how you can implement it” (P4)
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Completed
related
training

‘CI

- so is there anything that you feel has helped you to start using emotion coaching?
P - I'd say, | mean, it all started from the attachment training but then when we had the other
training, it just reinforced it” (P2)

2.Nature of
school
environment
(31)

Pressures on
staff

lll

- in terms of barriers then what do you think gets in the way?

P - I mean | would say the biggest thing | think is time as a teacher” (P3)

“they just want to chat but then | haven't got the time to give them, so it is time but not time,
time in a different way do you know what | mean? They can't just walk out of their maths lesson
and say | want to go and see Mrs X they have to come to me at lunchtime which means that you
are then giving up your time and you're running around you are trying to do first aid you're trying
whatever you are trying to do at break time you know make a cup of coffee” (P5)

“it’s time and pressure and expectations on everybody isn't it” (P6)

School ethos

“we are doing all this because we want the best for the child and they are not going to be able to

and learn if they are not able to understand their emotions so we see it as really, really important and
approach if they are in a state of anxiety fight flight there are going to be ongoing issues so” (P6)
“l think we are pretty good as a staff at dealing with things as things happen in the moment |
think that we are quite strong at that at this school, we have this ethos of you know the mental
health of the child is until they are ready to learn they are not going to learn so we are pretty
good at that already” (P2)
3.Individual How natural | “l think if I'm boasting I'd learned a lot about things like that previously and | think by my nature
differences the EC that's what I'd always done because I'd had a difficult childhood myself so for me it was quite
between approach is | instinctive to sort of deescalate to, to make sure that everybody feels safe”
staff (29) “l would say obviously some people are better at using it than others but | still, | do think that it's

still being used, or feel more comfortable with it or are more nurturing type people anyway” (P2)
“I think the only barrier that we have at our school is if people aren't confident enough to use it
so it really is a case of the choice of whether they feel confident or not” (P4)
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Knowing
children

“if you know your child, you know your class, you know that background, you know what makes
them tick, then you will use it better if you know the child” (P6)

“l suppose being aware of the children's issues...even though obviously do you know the
confidential stuff we don't know about as such but it's just having that general (?) that you know
that child is not going through a good time you don't need to know the details you just because
they are so good at hiding it and actually it's just reading their body language and going that's not
quite right and actually | have got my eye on that child because | know something is going on at
the moment” (P5)

Beingin a
support role

“l think it is more of a case of, it is repetition for everybody really. | think the more you use it the
more it just becomes like second nature. For me obviously because of my role | tend to use it a
lot more than some people do so for me | think I've found the confidence to do that because
obviously | use it more” (P4)

“obviously your TA is your first port of call because they are the ones who are meeting and
greeting in the morning, they are the ones that are doing this” (P5)

Change in “l think it's a barrier for some just because they are so used to their way and they are scared of a
approach new way being a bit ‘hippyfied’” (P1)
difficult “l think just, just always finding different approaches with the children anyway obviously as a
teacher you are always learning new things and things change and you always look for | suppose
more successful strategies to deal with the children so it's just I'm quite an open person anyway
and | will always take new things on board and give things a try”
4.Perceptions | Only using it | “l think sometimes they are looking for the huge behaviour to use it on when actually from my
of EC (9) for big point of view it can be used if they have fallen out with their sister, if they've got a cut on their
incidents hand if they've got a scrape on their knee whatever it is actually that | understand how you feel

approach works all the time” (P5)
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Only useful

“P - there are key individual children who | think sometimes, some children you know for right or

for wrong you know just needed the rewards and consequences, which | know isn't advocated in this

vulnerable but other children have responded very very well so it's particularly those very vulnerable

children children who you that we are dealing with day in day out who have got huge attachment issues
huge abuse issues, neglect, emotional neglect, emotional abuse, sexual abuse, whatever that we
have found it really really useful...if you get you know a year 6 boy who has fallen out with his
mate over football when he was trying to pull a fast one then you know I’ll still say stop it or pack
it in or you know you know” (P6)

Some “l suppose just those children that even though you do it all perhaps still have the hackles up you

children not | know the real children who you still come cross that barrier with them I'm not sure then what the

receptive to
EC

answer is” (P3)

“there are certain children that | know that you have to be you couldn't go in with the full
scripted sort of thing it wouldn't work I think it's definitely about knowing your children | mean
you can bring bits out of it and everything still as you go through and as they got to that point but
there are some at children it just wouldn't work with...I've got one that you can use humour with
but if you used emotion coaching it would completely throw him” (P4)

EC perceived

“l think it's a barrier for some just because they are so used to their way and they are scared of a

as soft new way being a bit ‘hippyfied’” (P1)

approach
5. All staff “l think if it's not led from, if it's not a whole school then it would be very very difficult it would
Consistency | need to be be quite a thankless task’ (P6)
of approach | on board “I would probably like to see sort of lunchtime staff maybe have more training because obviously
across staff with they are spending quite a lot of time with them you know very unstructured lunchtime period”
(7) approach (P2)
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Put into
policy

“l think the behaviour policy has been tweaked, we have kind of come away from the rewards,
listing the rewards and consequences for X Y and Z and re-phrased it so that there is more

emphasis on understanding why the child has behaved a certain way or and their emotions
really”
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Appendix 19: Comparison of quantitative results for School A and B

3. To what extent do you feel the training helped you to understand the principles which
explain why Emotion Coaching works? (1=provided no understanding at all/6=provided a
very detailed understanding)

School A
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Percentage of responses
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4. Following your training, how prepared did you feel to begin implementing Emotion
Coaching?

School A
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80
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0
1. Not 2 3 4 5 6. Very well  Not sure

prepared at prepared
all

Percentage of responses
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School B
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prepared at prepared
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Response
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5. On a scale of 1-6, with 1 not relevant at all and 6 highly relevant, how relevant do you
feel Emotion Coaching is to each of the following roles when engaging with children?

Head teacher Teacher TA/LSA Parent

School A
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N o

Average relevance score
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6. Whether you take them or not, how often do you feel there are opportunities for you
to use Emotion Coaching in your practice?
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7. Emotion Coaching is a useful approach for professionals to use with children.

School A
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8. Emotion Coaching is a useful approach for parents to use with their children.

School A
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School B
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80

70

[e)]
o

(%2
o

B
o

w
o

N
o

=
o

o

80

70

60

50

40

30

20

10

Strongly Disagree Slightly  Slightly agree Agree
disagree disagree

Response

Strongly Disagree Slightly  Slightly agree Agree
disagree disagree

Response
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9. Which of the following statements best reflects the current level of engagement with

Emotion Coaching in your school?

School A
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