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This study suggests that the role of the physical educator may be expanded to

include curriculum designer as well as a student counselor. In 2001, Manitoba Education

and Youth introduced the new physical education curriculum describing five general

learning outcomes. One of these outcomes, 'personal and social management', occurs

when"stuclents clentonstrüte the ability to develop selJrLntderstcutding, to ntake health-

crtluuzcirtg clecisio¡ts, to work coopercLtivelT, a,r¿ ¡rrrrb, with others, cutd to buikl posítive

rclutiortshi¡ts vvith others. This qualitative study examined strategies that three physical

educators used that might support the development of this learning outcome. The three

teachers in the study were introduced to, and encouraged to, use the 'Tinte Metlncl' as a

means of'developing relationships with their students so that they could begin the process

of developing their students' personal social skills. Data was drawn fiom focus group

discussions, joutnal entries, and a questionnaire resulting in I29 pages of data. The study

concludes with the irnplications of implementing a number of strategies that could

contribute to increasing the probability of developing personal/social management skills

of early and middle years students. On the basis of the findings, teachers may want to

consider: I ) developing a positive view of the nature of children because it is the basis of

forming relationships, 2) establishing a specific time to observe and speak with students,

3) building relationships between teacher and student, 4) learning about students' lives

outside of school and its effect on the emotional state of children, and 5) providing

specific feedback and establishing consequences for regulating the behaviour of students

who will then be more receptive to developing personal/social skills.
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Preamble

It was a pedestrian requirement of physical education that began my journey 30

yeal's ago of focusing on personal/social skills. Students came to class and had to change

into proper clothing for physical activity. Because different students took varying

¿ullounts of time to change, I had to devise some kind of educational activity for students

who dribbled into the gyrn fi'om the change room. Over the years, I developed a 5-10

niinute time slot at the beginning of the class which I call 'Green Tinte ', where students

have over 20 activities in designated locations when they enter the gym. The flexibility in

the choices of activity was motivating, and provided much opportunity for practicing

skills with the result of an even more fascinating by-product. I had time to observe and

talk with students. This observation time helped me realize that most students performed

and/or learned psychomotor, cognitive, and affective skills at least adequately, and many

learned these skills very well. Those who did not learn them well were sometimes

constrained by their lack of physical or cognitive ability, but most ofien they were

constrained by their inability to understand how to manage their own feelings and their

interactions with others in the personal/social domain. In other words, I came to believe

that the key to student success in physical education (as well as in other academic areas)

seemed to be personal/social in nature. As we will see in this study, the subjects (physical

education teachers) in this study focused most of their energy on a small group of

students who desperately needed to be cared for and listened to in order to develop what

INTRODUCTION TO THE STUDY
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might be considered indispensable personal/social skills. However, it should be noted that

all of the subjects' students in this study who are not discussed, also benefit from the

strategies that are successfully employed in theil classes.

As with the subjects in this study, observation and conversation taught me that

more time was needed to try to understand all students but especially the small group of

students that repeatedly had difïiculty with personal/social skills. Therefore, every second

Friday became 'Fwt Fabulous Friday' (FFF). This extension of 'Greetl Time'allowed

me to have detailed conversations with students on a variety of issues that included the

mundane problems of not coming dressed for activity to the state of their home lives and

the repercussions of these kinds of influences on their behaviour in class. These

discussions led me to investigate three elements of personal/social development that I

will discuss in detail in this study - relationship building, the use of cognitive strategies,

and an understanding of the role of the affective domain. What follows are two cases

which should help the reader understand the rationale behind the study.

Genrai is a grade 6 student with whom I have developed an excellent relatiortsltip

over the course of 7 years. He has ¿ì temper problem that creeps up every so often. I have

discussed in great detail several cognitive strategies that he could use to help him deal

with others. One set of these strategies is a series of ideas I call 'Problems in Play'. With

this approach, I discuss three topics which include talk, change, ancl check. Z¿lk includes

ideas such as cooling down before talking, being aware of tone and body language,

listening skills, accepting, and giving apologies. Chcmge recognizes that sometimes one

has to move away from a person or situation where talking does not wolk. Finally, check

involves self reflection after the fact to see if one's own actions or language has



contributed to the problem. After reviewing this approach many times during our long

standing relationship, Genrai still reverts back to temper outbursts on occasion. He is

overtaken by uncontrolled entotional response,s that stem from situations that have

occurred on the street or at home. His mood is set by other experiences that come into

play in the school environment. Trying to help him recognize his mood state may be the

next step in his personal/social development.

Sam is a grade 5 student with whorn I spend a great deal of time conversing

duling 'Green Tinte' and ' Fun Fabulous Fridals' . I have learned that his grandmother

was pregnant at a very young age, and his mother was pregnant at 16. The family's litè is

chaotic; poverty and dru-9 use are a sad but integral part of their lives. Sam is physically

skilled and usually socializes well. However, his ability to concentrate on learning new

tasks is very limited. When I give directions, he is often chatting with another student

until I catch his eye at which time he seems to sincerely try to pay attention. Although he

is active, it is not in a safe or co-operative manner. If we are playing a ball activity, he

will climb the jungle gym structure and dive onto a mat. He seems unaware of what he is

doing in the midst of the activity. When I record these events and discuss them in detail,

he acknowledges the problem and seems to want to perform in a more socially

responsible manner. We discuss these issues most days as he sits with me during 'Green

Time.' I remind him of one issue, and then show him someone performing a similar task,

challenging him to emulate that task. Even with this opportunity to vicariously see others

model appropriate behaviour, his success rate is minimal. The disruption in his home life

is an overpowering influence that is difficult to counter. However, we have discussed a

number of strate-qies that he might use more successfully in social situations. These



include ways of remembering to bring gym clothing, remembering what the word

'concentrate' means and how to do it, and remembering to listen to one's inner voice to

avoid acting impulsively. Because we get along well, he seems eager to please. To be

able to understand the roots of his emotional influences is the most difficult task for both

of us.

The Research Question

In 2001, Manitoba Education and Youth introduced the new physical education

curriculum desclibing the following five general learning outcomes (GLOs): movement,

fitness management, safety, healthy lifèstyle practices and personal and social

man¿ìgement. One of these outcomes, 'personal and social management', occurs when

"students clentonslrate the abili4, îo develop selJ'-understanding, to make health-

enhancing decisions, to work cooperatively and.fairly with others, ond to build posítive

relcttionships with others. They jsy¿¡op the abili4, to understand, manage, and express

the personal, social, and mental-emotional aspects of their lives" (Mcutitoba, Ecluccttion,

ancl Youth, 2001).

This study attempts to answer the following question. What strategies can Early

and Middle Years physical education teachers successfully use to develop personal/social

management skills of their students? In order for teachers to develop personal/social

skills of their students, and consistent with the personal and social managemenl outcome,

I suggest that four elements must be present. These elements are: 1) building

relationships, 2) understandin-q and developing cognitive skills, 3) understanding the

importance and influence of the affective domain, and 4) finding the titne to implement

the first three elements. With regards to the first element, often before teachers can teach
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and before students are willing to learn a relational connection must be present

(Noddings, 2002). Relationship building is a powerful tool that enables teachers and

students to understand each other and make this vital connection. It is a process that

involves a long time commitment and many components. The second and third elements

work in tandem but will be examined separately in this study in order to more clearly

understand their place in promoting personal/social management skills.

Developing cognitive skills is a necessary second element that will contribute to

promoting personal/social management skills. Bandura's (1986) social cognitive theory

discusses triadic reciprocality in reference to environmental, behavioural, and personal or

cognitive factors that interact with one another. Bandura adds vicalious experiences, self

awareness and self efficacy or what he calls 'regulatols of behaviour' to his theory. These

regulators are essential cognitive components in the process of learning. The third

element in this discussion is the influence of affect on behaviour. Schwarz and Clore

(1983) have proposed the 'affect as information' model. It contends that affect influences

behaviour because it provides information about a situation from the appraisal of one's

feelings. The fourth element, time, will be discussed using the Time Method (see

Appendix B). This is a method that I have developed which provides teachers with

oppotunities to build relationships and learn about the lives of their students outside of

school. Thts Method also allows knowledge gained from relationships to be used to

understand the emotional states of students, leading to them being more receptive to

cognitive strategies.

The development of personal/social management skills is also supported by a

personal f'actor, which underscores all of the elements previously discussed. This factor is



a teacher's view of the nature of children. This view may become transparent to teachers

through reflection (Schon, 1983) on their personal histories, which shapes how they

communicate to others (Zeichner,1993). Furthermore, this history may become

transparent to others when we communicate with them. Not surprisingly, teachers who

express a positive view of children rnay be more successful at building relationships with

children than teachers who view str-ldents as needing controlling.

In the next section, I will outline the importance of personal/social management

education, noting how the four elements, building relationships, understanding and

developing cognitive skills, understanding the importance and influence of the affective

domain and the Tinte Methorl, as well as a teacheL's view of the nature of children,

contribute to its development.

Noddings (2003) makes the case [hat, "most human beings want happiness for

themselves and their loved ones" (p. 9). She acknowledges that what constitutes

happiness has been debated by philosophers since the beginning of time. For rhe purposes

of this study, I will contend that an important aspect of leading a happy life is to be able

to accurately understand ourselves and those around us. This is the first step in making

the inevitable change to one's behaviour that occurs not only in school but throughout

life. Noddings (2003) claims that schools miss this most basic objective of self-

understanding and the understanding of others by overemphasizing the value of abstract

and theoretical ideas at the expense of teaching skills that help students move toward a

state of happiness. From a narrow perspective, the purpose of education is to impart

of Personal/Social nt in Students
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knowledge that enables individuals to participate in the economic affairs of society and,

from a broader perspective. to prepare students for life as well-informed citizens.

Happiness as an aim of education contributes practicality and efficiency that may

be considered a precursor to the purposes noted above. Happiness as an aim is practical

or useful because it requires knowing oneself and understanding how to communicate

beyond the basic skills of bein-q litelate. This knowledge and understanding enables

individuals to have successful and satisfying interactions with their social world. Having

successful and satisfying interactions motivates individuals to leam. Certainly, even well-

educated adults who express themselves superbly may lack the skills needed to en_eage in

a socially acceptable manner. Personal/social management skills vastly irnprove

communication. Imploved communication undoubtedly improves the social aspect of the

learning environment. Students who smile, laugh, and are eager to enga_qe with others

demonstrate typical characteristics that would describe happiness. These students are

much more apt to be open to learning. Sirnilarly, happiness as an aim of education is

efficient because when students are more socially hannonious and happy, educators are

more successful at pursuing the development of many educational objectives. Again, in

this state they are better able to focus, and be motivated to engage in the learning process.

Noddings (2003) considers the development of personal and social skills as one

way of helping students become not only productive but also huppy citizens or as some

may have it, not only happy but also productive citizens. Members of the public want

students to have the skills needed to become productive, but are confronted with statistics

in the media suggesting that our youth are not performing well in the so called 3 R's -
reading, writing and arithmetic. Strategies for in-rproving this apparent problem range



from instituting year-round schooling to demanding more accountability from teachers.

Personal/social skills have the potential to improve the happiness and therefore, the

overall well-being of students, which can lead to improving academic performance.

Specifically, happy students are more apt to be educationally receptive (see Appendix I).

Moreover, I have seen in my practice and that of my colleagues the value of rnaking

personal/social managenent education a priority. Learning how to interact with people is

as important as academic, physical, and artistic education. Cohen (2001) refers to

personal/social education as social emotional 'literacy' supporting my contention that it is

a prime skill leading to success in other domains of education.

Many schools place so much value on personal/social management that they have

school-wide programs of promoting and integrating social skills into all subject areas.

One way to promote personal/social learning is to build what Borba (2001) calls moral

intelligence. She defines molal intelligence as, "the capacity to understand right from

wrong; it means to have strong ethical convictions and to act on them so that one behaves

in the right and honorable way" (p. 4). This capacity gives the learner one set of social

skills that our society expects them to display in personal and social settings. Knowledge

of moral intelligence consists of many skills that can and must be tau-qht, so that these

skills can be understood and f-elt. One example of a specific social skill is ernpathy. Borba

(2001) suggests that students should study a skill by examining what it actually looks like

(the facial or body language) and what it actually sounds like (the words that an

empathetic person would use). Beginning with empathy also enables students to become

aware of the power of the affect, by at least understanding and feeling what it is like to be

in someone else's situation. At the same time, when the staff of schools invest energy in



relationship building with students they heip to create a safer atmosphere for all members

of the school community. These schools demonstrate the irnportant linkage between

relationship buiiding, cognitive development and the understanding of affect, which I will

discuss briefly in the next section.

Relationship Building

Humans are social creatures who thrive on connectedness. The relatively long

human gestation period is where the need fbr connection begins (Bailey, S. Rayter, Ph.D.

C. Psych, personal communication, January 23,2005). Rayter suggests that the

extraordinarily long period of infancy continues to demand a powerful relational

connection. He says a child's relationship with his/trer caregivers is dependent on the

primary tools of feedback and modeling via affirmation, confirmation, mìrroring, and

immediacy. In extreme pathological cases where relationships are severely dysfunctional

as in abusive homes, these primary tools are not present, preventing the proper

development of social relational skills. Poor early care giving experience is one stark

illustration of the need of intervention from caregivers outside of the family. Kemp

(1998) discusses the value ofpositive school experiences, peer relationships, and good

interpersonal relationships outside the home as factors that assist abused children from

developing an abusive pattern in later life. The importance of relationship building is also

strongly supported by resiliency theory (Krovetz, 1999). Resiliency theory suggests that

if one's family, community, and school "care deeply about an individual, have high

expectations, offer purposeful support, and value a person's participation in the group,

that person will maintain a faith in the future and can overcome almost any adversity"

(Krovetz, 1999). Relationship buildin-e as a teaching strategy helps any student feel the
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importance of being connected, especially when a teacher creates an atmosphere of safety

and acceptance. Once this objective is achieved, then effective problem solving and

behavioural change can begin.

Noddings's (2002) model of care describes five components that promote

relationship building between teachers and students. These components include

continuity, modeling, dialogue, practice, and confirmation. Continuity refers to a multi-

year commitment to students; modeling is a demonstration of appropriate language and

action by the teacher; dialogue is sincere listening without judgment; practice is the

acknowledgement that developing social skills takes experience; and confirmation is

attributing the best possible reasons for someone's behaviour.

It is only when a relationship begins to develop that a student is more apt to feel

comfortable and to be willing to consider what a teacher has to offer. Building

relationships is a vital first step in the process of helping students develop personal/social

management skills but it is insufficient. Bandura's (1986) social cognitive theory argues

that relationships must take place in conjunction with understanding the cognitive

mechanisms which, along with affect, is one of the other prime elements influencing

behaviour.

Understanding and Developins Coenitive Skills

Cognition is. "the process involvecl in knowin,q, or the act of kuowing, which in

its cornpleteness includes perception and jud-ement. Cognition includes every merìtal

process that c¿rn be described as an experience of knowing as distinguishecl from an

experience of f'eeling or of willing" (Encyclopedia Blitannica. electronic reference). In

this stud.v. reason is the reasoning used in pr-oblern solving, rvhich like cognition does not
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involve the senses and therefore, re¿ìson and cognition will be considered synonymous

terms.

Bandura's social cognitive theory (1986) can help us understand how human

behaviour is influenced by a number of cognitive aspects. The first aspect that Bandura

discusses is triadic reciprocaliry, refen'ing to environmental, behavioural, and finally

cognitive or personal factors, which combine in endless complexity resulting in observed

behaviour. The environment is clearly an external influence, the behaviour of the

individual in itselfhas repercussions on ensuing behaviour, and personal influence refers

to the innate characteristics of the individual. The second aspect of social cognitive

theory is what Bandur¿t calls the regulators of behavioL¿r. One of these regulators,

vicarious influences, is effective when individuals observe socially acceptable modeled

behaviour. The other regulators, self referent thought and self-effìcacy, are the most

powerful factors directing the cognitive appraisal of situations. These regulators

demonstrate the necessity of being self-aware and confident of one's ability in order to

succeed at any endeavour. In the next chapter, I will demonstrate how understanding and

applying these cognitive factors positively affect the development of personal/social

management skills.

I have noted that relationship building is paramount to the task of developing

personal/social management skills. In addition, I have briefly discussed the need to

provide the learner with a set of cognitive strategies that further enhance their ability to

develop personal/social skills. The third element is the role of affect in our discussion,

because thinking is also influenced by the emotions.
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The Influence of the Affective Domain

This study uses affect and emotion as synonymous terms. Emotions are defined as

feelings and mood. Feelings provide personal or private feedback to individuals about

their attitude of an environmental situation, even though the source of those feelings may

be unconscious (Clore & Gasper, 2000). Mood originates from some past event and

persisting into the future, making the cause of a given mood more difficult to determine

(Clore & Gasper, 2000).

The influence of emotion/affect (feeling and mood) on human behaviour has been

a matter of much debate. During certain periods in history, the visceral or somatic

teaction to events was seen as something to be controlled. Between the 6th and 14th

centuries, European society was characterized as brutish (Chehnick, 2004). After the late

middle age, explorers and traders brought new ideas to European societies from the Far-

East. Also contributing to European society were philosophies based on science and

reason that were developed during antiquity and were maintained during the middle ages

in the Arab world. These ideas elevated reason during the Enlightenment, in order to save

mankind from his/her inational self. This thinking is still prevalent in our scientific,

instrumental society today. However, others (Damasio, 1994, Hume, 1896, and Spinoza,

1671) argued for the primacy of affect over cognition. Damasio argues that the value of

emotional reaction is one of efïiciency. It narrows the options when a reasoned response

is required.

Using Schwarz and Clore's (1983) 'affect-as-infbrmation' model, Clore and

Gasper (2000) argue that five principles (experience, information, attribution, immediacy,

and elaboration) can help educators understand the emotional processes that their
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students experience. The first principle is that afïect has varying degrees of influence on

judgment depending on the ex¡terience of the individual. The second principle is that the

inþrmation value of feelings provides personal or private feedback to individuals about

their appraisal of a situation. The third principle considers to whom or what the

experience of affect is ûttributed.The plinciple of itrunedictc'_r, notes that feelings are

e xperienced as a reaction to whatever is in mind when one attends to them. Finally, the

principle of elaboratiorz discusses how the strength of the afTective influence is dependent

cttl whether the experience is elaborated or punctuated. When the experience is

elaborated, the individual perseverates on the experience over time, creating a longer

lasting impact, where¿rs a punctlìated experience is by definition short-lived resulting in

less irnpact. With this understanding, Clore and Gasper (2000) suggest that teachers can

come to know their students better and consequently help them clevelop their

personal/social management skills.

Affect and Cognition Working in Tandem

I have separated the influence of affect and reason on behaviour in order to make

their individual actions more discernible to the reader. However, much of the literature,

including Clore and Gasper (2000); Damasio, (199Ð, Moore & Isen (1990); Schwarz and

Clore (1983); Shelton (2003); and Wong (1991) recognize that emotion/affect and

cognition/reason work in tandem, moderating each others' influence. Let us examine this

mutual moderating influence.

Based on Schwarz and Clore's (1983) 'affect-as-information' model, this study

suggests, that educators should understand the emotional processes that their students

experience and should help students understand their emotional states. Moreover, when
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students understand their emotional impulses they are engaging in cognition,

demonstrating the inevitable influence of reason on emotion.

Similarly, affect can either assist or moderate cognition. An example of assisting

cognition is its ability to motivate. Early and Middle Years students might argue that high

physical exertion such as running has no value. Using reason, one might employ the

value of the health benefits of running. However, rather than solely depending on reason,

experiencing the emotion of joy that high exertion can provide is an emotional motivatol

that plomotes action, whereas reason on its own may be insufficient. Another exarnple of

affect assisting or moderating cognition may be seen in its contribution to good moral

behaviour, which will be discussed below. Discussing moral relativism is beyond the

scope of this study. However, I would suggest that morality forms the basis of a code of

conduct which is generally supported by society and is relevant to life in schools.

Two sources of morality that may be relevant to this discussion are human nature

and t'eason. Considering the first source, human nature, Hume's (1739/1596) position is

that morality originates within the human person and reflects universal human responses,

which are, "more properly felt than judged" (Hume, 1896, bk.III, paft I, sec. I, 470). The

second source sees a place for reason in morality. This view takes the position that

morality "is not an objective set of facts but a judgment we impose upon the world"

(Goodman, & Lesnick, 200I, p. 83). These statements suggest that thinking and feeling

may assist educators in their attempt to promote a code of conduct in the classroom. The

following examples, beginning with the Natzi leadership during World War II, illustrate

the necessity of affect, rather than only reason when considering moral behaviour.
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Certainly unchecked emotional response is a poison to mankind, but reason alone

is insufficient as well, since it has also created a nightmare reality through even recent

history. Perhaps one of the most glaring examples in recent memory is the highly

educated, scientific, rational Nazi leaders that rationalized the extermination of a race of

people. Reason alone was not a force to prevent mankind from performing aberrant acts.

Even though the population was imbued with a specific partisan or biased belief or point

of view, they still followed an appalling, reasoned argument to justify their leader's

planned actions. Fufihermore, reason can and often is used as a means to justify actions,

which are sometimes self interested and inhuman. There are countless examples of this

type of use of re¿ìson. Berlin (195911992) provides one example of this:

IJ'n,e nteet sonleone who ccuutot see wh)t (to take afantous example) he should not
destroy, the worlcl in order to relieve a ¡tain in his little Jïnger, or sotneone yvho

genuinel¡ sees no harm in condemning innocent nxen, or betra¡ting Ji"iends, or
torttrring children, then vt,e find tlmt vve cannot argue with sLtch people, not so
ttutch because we are horrified as because we think thent in some way inhuman-
v,e call them'morcLl idiots.'

I believe that these 'moral idiots' must lack more than reasoning ability, they must lack

humanity, which in part means they lack the ability to feel.

I have briefly outlined that building relationships, understanding and developing

cognitive skills, and understanding the importance and influence of the affective domain

are necess¿ìry strategies for enhancing personal/social growth. Furthermore, the success

of these strategies is strongly influenced by a teacher's view of the nature of children. I

have separateci cognition and affect in order to clarify the contributions that each domain

makes to behaviour, while acknowledgin-q in reality their interdependence. These

elements require a framework to be implemented effèctively. The subjects of this study

were presented with the option of using part or all of a framework, called the Time
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Method, to help them implement strategies for promoting social emotional growth. I

have developed this strategy over the last 20 years of my 3O-year career. This framework

is one method that addresses the problem of the lack of tirne that most physical educators

have in promoting the three elements that I have outlined. The 'Time Method'provides

the teacher with time to develop relationships and promote cognitive and affective

strategies. Furthermore, this method creates an opportunity for instituting proeressive,

concl€te conseqLlences for students. These consequences, which will be described in

more detail later, enable students to anticipate how teachers will respond to their

behaviour. In the next section, I describe the 'Time Method' followed by a brief

explanation of the progressive consequences that I have used in my teaching practice.

The 'Time Methocl'

Physical education teachers in a Kinderganen-Grade 8 school have the opportunity to

see students develop over nine years. A series of rules are either introduced or reinforced

each year. These rules include such things as: 1) listening to whoever is speaking, 2)

following instructions, 3) using time well,4) treating others with kindness, patience, and

fairness, 5) showing effbrt, and 6) coming prepared to class.

The gyrnnasium setting requires opportunities fbr dialogue, reflection and finally,

acceptance of these expectations. Several of these opportunities exist via the 'Titne

Method'. At the beginning of each class, students have a short period called 'Green Time'

when they are free to practice a wide variety of skills for 5-10 minutes. Generally

speaking, this is a popular time for students because they have considerable freedom of

choice. This segment of the class gives the teacher an opportunity to speak to particular

students who want to talk. However, the prirne purpose of this time period is for the
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physical educator to provide private and immediate feedback to students who have

recently made some poor personal/social choices. These conversations are expanded and

become a rather lengthy dialogue every second Friday when students are given an entire

class period called 'Fun Fabulous FridaT,' (FFF) and a variety of equipment, such as the

climbing frame, rock wall, swinging ropes, tether pole, punching bag and other activity

choices are made available. Unfortunately, some students perceive sitting and talking

with the teacher for not attending to rules, as a form of punishment, which in some

lneasure is correct. This view persists because students are asked to miss a part of the

class as the teacher takes turns counseling those who have had difficulty demonstrating

socially appropriate behaviour. Contrary to the punishment perception, the intention is to

give the teacher the chance to listen to students and help them function in a more positive

way. Discussions are sometimes not related to particular incidents because the dialogue

also serves the purpose of getting to know individual students and making them feel

valued, safe, and comfortable enough to share their feelings. In such situations, the

teacher may choose to minimize the specific incidents and use the opportunity to confirm

the student's best intention and move on to getting to know how they are coping in class,

on the playground, or even outside of school time.

However, even though these discussions are intended to build and strengthen

relationships with students, affective and cognìtive issues are often discussed. Teachers

record real-life critical incidents when they occur to allow them to have a detailed

conversation with students during discussion time. It perhaps is the art of teaching to

decide when to tackle an incident directly and when it may be wise to use this time to

listen, confirm and model other ways of reacting to situations. When negative scenarios
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are reviewed it is hoped that, "self-critique and moral examination" (Richard, 1998)

result. During discussions teachers suggest choices to students, as suggested by Kohlberg

(1916) so that students can become their own moral agents in deciding what actions to

take and what kind of people they wish to become. 'Green Time' and 'FFF' provide the

tinte for dialogue and reflection leading to the internalization of societal and classroom

expectations. Teachers also invite students who have not had any social emotional

difficulties, to visit and discuss anything that may be on their minds. Not only can this be

a pleasant interchange between teachers and students, it can also strengthen their'

relationship at a time that does not involve any corrective conversation.

The progressive consequences I ref'ened to earlier are useful for some students

who need more time to begin to understand their behaviour. I refer to these consequences

as a progression because they increasingly allow for longer sessions of dialogue with the

teacher. With increasing numbers of mistakes-not behaving in a socially responsible

way - students are required to visit with the teacher during 'Green Tinte' and even for

longer sessions each class. While sitting with the teacher, the student is reminded about

what behaviour they are expected to demonstrate and are directed to note others who are

demonstrating appropriate behaviour. This is what Bandura (1986) refers to as the

cognitive strategy of vicarious experience.

When students are with the teacher during 'Green Time' or 'FFF', they hear a

message about what they need to improve with regards to a specific personal/social

management skill. An example of one such specific skill is illustrated when one examines

a conflict between students. In a conflict, students are directed to recognize the necessity

of first listening to someone else's perspective, followed by communicating one's own
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perspective and if that fails, move to another location in the gym until solving the

problem can be attempted another time. The opportunity to repeat cognitive and affective

issues, in a positive relational atmosphere are powerful tools that can help students leam

personal/social skills.

The Tinte Method may be one valuable way to find time to develop a relationship

between teachers and students, which leads to the implementation of affective and

cognitive elements. However, a teacher's view of the nature of children may lay the

lbundation to the successful implementation of all the other elements.

The Teacher's View of the Nature of Children

If teachers takes a constructive self-critical approach to reflection, and examines

underlying factors that have an effect on their teaching practice (Moallem, 1997) they

may fìnd that communication style is paramount. Communication style is an outward

reflection of their ideological and philosophical view of human nature. Dewey (1916),

Kohn (1996), and Rousseau (176211919) all characterize children in a positive light and

support the value of displaying this positive perspective for the benefit of the child. The

availability of time to build relationships with students is of little value if a teacher sees

children in a negative light. If a student does not feel accepted and valued, a relationship

cannot begin to grow (Kohn, 1996).

The Educational Significance of Personal/Social Management in Elementar)' Physical

Education

Personal/social management has the potential to improve the capacity of students

to achieve greater success in all subject areas. However, this study is particularly

interested in the area of Early and Middle Years physical education. To this end, I will
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illustrate how teachers can successfully promote personal/social management in the

unique setting that a gymnasium offers.

Manitoba, Education, and Youth (2001) list five general learning outcomes: 1)

personal and social management, 2) movement, 3) fitness management,4) safety, and 5)

healthy lifestyle choice. This study is concerned with the powerful influence of

personul/social ntanagerixent skills. When a physical education teacher is able to help

students develop their personal and social management skills, the other outcomes leading

toward a happy, physically active and healthy lifèstyle are much more attainable (see

Appendix I). This is especially true for students who may not like activity or feel they are

inadequate at particulal skills and only participate through coercion. Without

personal/social management development, these students will not sustain and certainly

not pursue activity. However, students who develop these skills with the assistance of

teachers, who have developed healthy relationships with them and provide them with

cognitive and affective strategies, are students who are more likely to enjoy physical

activity now and in the future. Rogers (1961) has stated that if a certain type of

relationship can be achieved, the other person will discover within herself or himself the

capacity to use the relationship fbr growth, and personal development. Sirnilarly,

Noddings (2002) and Cohen (200i) strongly suggest that when students have a personal

connection or relationship with their teacher, they are more likely to be receptive to

cognitive and affective strategies that are offered. Time may be the first step to begin the

process of relationship building, which makes the student more receptive to cognitive

strategies and affective understanding, which in turn builds personal/social management
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skills, culminating in a happy, healthy, educationally receptive individual (see Appendix

Ð.

The gymnasium as an educational setting for developing personal/social

management skills is unique because of time and space. With regards to time, one of the

disadvantages is that physical educators see their students frequently but only for brief

perìods of time; therefore, opportunities to develop meaningful relationships with

hundreds of students in such short time periods is very limited. However, a physical

educator does have the advanta-ee of knowing students over many years. Another

advantage in promoting personal/social literacy in the physical education setting is its

very social atmosphere. Clearly the gym is a large space that promotes movement and

interaction. This is an excellent natural laboratory to learn and practice relationship

building and to develop the kinds of cognitive and affective skills that I believe students

need to be socially, emotionally and physically healthy.

Limitations of the Studv

There are three major limitations to this study. First, the qualitative method used

in this study does not measure the personal/social management of individual students.

Further studies might measure a teacher's perception of the personal/social state of a

particular set of students before and after implementing a study of this nature. A second

limitation of this study is the time frame. In older to develop a meaningful relationship,

one needs several years. Although the subjects certainly had built relationships with their

students before pafticipating in this study, the implementation of any of the strategies that

were discussed had just begun. If one could extend this process to two or three years, the

results might be more conclusive. The third limitation was the small number of
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participants. Although 30 teachers were introduced to the 'Time Method' and to the

study's proposal during a half-day in-service, only six teachers decided to participate.

Because of work demands, only three were able to complete the study. On the positive

side, the focus group discussions allowed fbr a great deal of participation that would have

been very difTicult with a larger group.

Overview of the Stud]¡

Physical education teachers from three urban school divisions were invited to

attend a half-day in-service that intended to help them develop the social emotional skills

of their students and to provide them with the opportunity to participate in a study to

further pursue this topic. Thirty physical educators attended the two hour session.

Participants in the workshop were introduced to the 'Tinte Methocl'(see Appendix B).

Those who agreed to participate in this study after attending this workshop were not

required to adopt all of the elements of the Method. HoweveL, they were asked to use

three elements of the model: nurturing relationships, understzurding students' general

characteristics, and providing specific guidance. These elements were modified during

the study to have teachers examine how building relationships with students,

understanding cognitive processes that influence behaviour, and understanding the

importance and influence of the affective domain can help students develop

personal/social management skills. The in-service was very well received, but a concern

about the amount of time that might be involved limited the number of participants for

the study. Initially, six teachers came fbrward. They were asked to participate in three 90-

minute focus group sessions over the course of three months (a fourth focus group

session was added after the completion of the formal time of the study) and to keep a
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weekly journal describing critical incidents relating to the personal/social management of

their students. Critical incidents for focus group sessions were defined as "vivid

happenings" (Brookfield, 1995, p. 114) that teachers found significant. When the study

began, four teachers took part in the first focus group session. The last three focus group

sessions had three participants. After the first focus group session, one subject, who was

much younger than the other three, felt that her contributions were not as valuable as the

subjects with more experience. She also had concerns about the amount of time that was

needed to write journals. The three remaining subjects kept journals and used them to

discuss critical incidents in their teaching involving students in the personal/social

domain. The transcripts from the focus group discussions, the journals, and a culminating

questionnaire provided 129 pages of data for this study.

There was no attempt to screen volunteers on variables such as experience,

gender, or age. All three remaining participants had more than 15 years experience and

one of them was a female. There were three research instruments used to collect data: a

focus group protocol (see Appendix C), reflective journal guiding questions (see

Appendix D), and a questionnaire (see Appendix G). During the course of the study I

decided to allow participants to have more time to reflect on a set of questions by using a

questionnaire (see Appendix G) rather than a personal interview. All instruments led the

participants to reflect on critical incidents in which relationship building opportunities,

and the use of cognitive and affective strategies affected their students' personal/social

management skills.
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Introduction

This study attempts to answer the following question: What strategies can Early

and Middle Years physical education teachers successfully use to develop personal/social

management skills of their students? To answer this question requires a broad, complex

educational plan. Bef-ore considering this plan, let us look at what other authors have

written about personal/social management development in a physical education setting

Orlick (1978) has written about cooperation. He has developed a cooperative games

program. He promotes the growth of this skill by setting up activities that demand

cooperation. It is a wonderful example of modeling a social skill. Hellison (2003) has

developed a program called taking personal and social responsibiljô,. He lists

responsibility levels as follows: 1) respecting the rights and feelings of others, 2) effbrt,

3) self-direction, and 4) caring and helping. These ideas are embedded in the activities of

the class. Hellison discusses the need to find time to globally talk to classes about the

terms noted above and to find time to counsel individuals.

This study attempts to consider broad issues or strategies that encompass not only

a wide array of personal/social skills such as those noted by Orlick and Hellison, but also

considers the psychological and emotional state of the student. As a result, the review of

the literature will examine four elements of the complex educational plan noted earlier,

that address these broader issues, including: 1) building relationships between teachers

and students, 2) helping teachers understand cognitive processes that influence behaviour,

3) understanding the importance and influence of the affective domain, and 4) creating

REVIEW OF THE LITERATURE

CHAPTER 2
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tinte to implement the other elements. Building relationships will be presented as the

foundation element, which will be supported by a personal factor that I have labeled as a

teacher's view of the nature of children. Without these parts of the educational plan,

students will be less receptive to cognitive and affective elements.

Each of the first thtee elements (excluding tinte) will be examined by considering

three aspects. The first aspect will explore the widest perspective of the element

corrsidering; 7) personal reflectiorz when discussing relationship building, 2) hmnan

tlulltre when discussing cognition and 3) a historical overvieru of the place of emotion

I'clative to cognition when discussing affect. The second aspect will examine the value

and importance of each element. The third aspect will focus on the specific components

and their application to improving personal/social management. Tinte will be discussed

separately. I begin this review with relationship building, the most important of the three

elements.

Buildine Relationships

In order for us to understand the importance of building relationships, let us

consider the plight of a fictional character in a novel about a young girl with a great deal

of emotional pain and intellectual confusion, who, at least briefly experiences a

connection with a teacher.

"l fell asleep in ntath rutd geograph),.The principal invited me into his ffice. I
decided not to say a word. I ¡ticked a spot on the wall to stare at the way the¡r ¡s¡¡
)toLt to tl,hen ),ott't"e in labottt'. Clearly these are not the best years oJ'your life, he
saicl to nrc. I felt almost clrunk with gratitttde yvhen he said that. I JèIt os thottgh he
hctd entered my mind and, like a weopotrs inspector, hud thorottghl¡, lttuttecl the
situation with a cool, slick professionalism ancl wos, er)en cts we spoke,

.fonrutlating sorne kincl of counteractiotz. It v,as a ytpe oJ'wtderstancling. I thottght
he vt,cts going to rescue nte. Bul thaÍ's vvhere it ended" (Miricun Toeyvs, 'A
Cotn¡tlictûed Kindness' p. I 70).
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Miriam Toews tells a heart wrenching yet laugh-out-loud story of a young girl

who experiences great religious and family turmoil. For a moment she felt like her

teacher "entered her mind" and she thought "he is going to rescue me." This student, like

all students, needs to be understood. The most effective communic¿rtion is when an

individual feels like someone is listening and as a result understands his or her mind.

Dialogue, as Noddings (2002) suggests, involves listening and is one of the five

components that she says contributes to the vital process of relationship building. This

section on relationship building discusses the importance of trying to make a connection

with the 'other.' Levinas (1987) refers to the 'other' as any person who does not fit in

with the mainstream. Students who most often need the closest connections ¿rre those who

are furthest from the mainstream, like the character in this novel. We will examine why

teachers should, and can gel more connected trying to "enter the mind," of their students

and especially those who are in greatest emotional need.

The general introduction notes that effective teaching requires a 'complex

educational plan.' The word, 'plan', may elicit a dispassionate, instrumental view and

although relationship building requires time, and time most certainly requires planning, at

the core it is a very personal, passionate and human connection. When one has some

degree of understanding of why and how to connect, the complexity of human relations is

reduced, resulting in a much improved educational climate. This is a nurturing approach

to education whose strongest advocate is Noddin,gs (2002).

The first step in the process of making the complexity of human relations

manageable, effective, and valuable, involves reflective practice. Connecting or

understanding oneself prepares one for connecting with others. The second step involves
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discussing why it is important to build relationships. The third step involves describing

some possible components of relationship building.

Examining Human Nature-One Example of Reflective Practice. Schon (1983)

talks about reflection during the act of teaching, as reflection-in-action and reflection

after the fact as reflection-on-action. In his view, technical expertise is balanced with

artistry and personal reflection. He continues in this vein with the term 'knowing in

action', referring to ideas such as not knowing what we are doing while we are doing it,

responding to situations with common sense and knowing more than we can articulate.

Barnard (in Schon, 1983, p.5l) referred to thinking processes as being demonstrable

through judgment, decision, or action. These are part of effective practice. Schon says

that sometimes we do know what we are doing. Teachers think on their feet, they adjust

in the process of doing such as when an unexpected result occurs or any surprise is

experienced. As practice becomes repetitive and knowing in action becomes unthinking,

the practitioner has "over-learned" (p. 61) what she knows. This idea is reminiscent of

Dewey's (1938) reference to 'routine action' being deleterious to good pl'actice.

Schon (1983) also speaks at length about 'problem setting' in contrast to problem

solving. In problem setting, the teachers must select what issue(s) they will attend to,

including as wide a context that is necessary in order to deal with all the realities that may

exist (p. 40). When we communicate with others, which is the essence of relationship

building, we bring a host of personal biases that influence the tone of the conversation.

These biases are formed during the growth of our personal histories and must be made

explicit in order for us, as teachers, to understand how we influence communication with

others. They are an example of 'problem setting', using Schon's (1983) term that might
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need attention by a reflective teacher. We teach and communicate in the manner of who

we are. Our history consists of our ideological and philosophical positions. We are our

parents, our siblings, our society and our position in that society. We are our time, our

place, and finally we are our own response to these and many other factors (Zeichner,

1993). This final point is c¡ucial for no matter what myriad factors influences the shape

of our being, in the end as teachers we must be awarc of those influences and be prepared

to acknowledge how they influence our teaching. One factor that influences our teaching

is our view of the nature of children.

A Teacher's View of the Nature of Children. If teachers take a constructive self-

critical approach to reflection, and examine underlying factors that have an efIèct on their

teaching practice (Moallem, 1997), they may find that communication style is a

paramount factor; in fact, one might argue that communication style is an outward

reflection of their ideological and philosophical view of human nature.

Kohn (1996) suggests that we should look at the world, "from the premise that

humans al'e as capable of generosity and empathy as they are of looking out for Number

One, as inclined (all things being equal) to help as to hurt" (p. 8). This positive view of

human nature is supported by Dewey (1916) who mâkes the argument that moral

development can occur, coming from the existence of something positive within the

student or growing through self-examination. Even earlier, Rousseau (1162/1919)

believed in the innate or natural goodness of the child. With this optimistic view of

human nature, relationship building would likely involve elements of empathy and

compassion.
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This example of reflecting on one's view of human nature and how that might

influence one's relation with students, illustrates the daunting task of understanding the

many aspects of ourselves, and what we project to those around us. "We all have certain

deeply held beliefs about our profession and how to educate children. These beliefs not

only influence our behaviour but they may also hinder our consideration of new strategies

and ideas" (Vitto, 1993, p.25). Teachers must be self aware and then use that awareness

to be open to change. According to Pianta (1999), "although both the teacher and student

are responsible for their own behaviour, the teacher is more capable of change and has

more behavioural choices at their disposal than does the student. Therefore, teacher

change, (improving the climate, improving the relationship, altering responses to

behaviour or perception of the student or problem) is more efficacious than solely

focusing on changing the str"rdent" (p. 60).

Thus, a vital first step in relationship building is self examination. Armed with an

understanding of oneself, teachers can explore other reasons why relationship building

can contribute to improving personal/social management.

Reasons fo¡ Building Relationships. The first reason for building relationships is

to more effectively problem solve, the second reason is to gain an understanding of

students that delves much deeper than simply observing their surface behaviour and the

third reason is to create an atmosphere where students are more likely to accept guidance.

Understanding and solving problems is a difficult task that has a greater chance of

success when relationships are positive. Students who trust and feel safe with their

teacher are more likely to examine themselves in order to irnprove academic or

social/emotional skills. "No problem-solving strategy, regardless of how clever or well-
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meaning it may be, can take the place of that experience of being accepted" (Kohn, 1996,

p.22).Students may feel alienated in the bureaucratic nature of our increasingly

institutionalized schools, which have increased in size by a factor of four from 1941-

1983 (Webb & Sherman, 1989). In this atmosphere of bureaucratic, institutionalized

schools, 'primary relationships', where one is treated as an individual, is replaced by

'secondary relationships', where relationships are impersonal. "If bureaucratic interaction

begins to dominate people's lives (if they cannot fìnd primary relationships in the private

sphere), they begin to feel the loss of meaningful connections with others" (Webb &

Sherman, 1989, p. 275). The most vulnerable, at-risk students are those who do not have

primary relationships at home, and it is these students more than any others who need a

close connection with adults at school. It is through relationship building with even one

caring teacher that this connection can be achieved, lending students a sympathetic ear

and a chance to see alternatives to the problems they encounter. Understancling and

solving problems, howeveL, requires more than the strength of good relationships. In the

next section, I will discuss how examining cognitive processes, which also involve

understanding and solving problems, will assist students in improving personal/social

management skills.

A second reason for building relationships is to arrive at a deeper understanding

of student behaviour. Kohn (1996) suggests that a "child's thoughts and feelings, needs

and perspectives, motives and values" lie beneath particular behaviours. "The behaviour

is only the surface phenomenon; what matters is the person who behaves . . . and why she

does so... If you have a relationship with a child built on trust and respect, you can gently

ask her to speculate about why she hurt someone else's feelin,es, or why she keeps
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coming to class late" (p. 69). When a teacher makes an attempt to discover the sometimes

complex reasons why students demonstrate certain behaviours, the teacher is

accomplishing two tasks. First, teachers are showing students that they are trying to

understand. This demonstrable act of caring will bring students closer to teachers.

Students, who often do not know their own motivations for their actions, will begin to

recognize that the teacher is joining them in the journey to understand their behaviour.

Seconcl, by taking time to find what lies beneath a behaviour a student may begin to feel

Iike a person and not an anonymous student. The relationship becomes personal and less

instrumental. This is seen more clearly when I discuss the components of dialogue and

confirmation in the next section of relationship building.

The third reason for buìlding relationships is to create an atmosphere where

students will be more willing to accept guidance. Often students need guidance to learn to

listen, stay calm, empathize, follow instructions and demonstrate effort, especially when

the task is difficult. As in learning to problem solve, students are more likely to accept

guidance in an accepting relationship. Perhaps this most powerful reason to build

relationships was summarized by Carter Bayton, an inner-city New York school teacher

who has stated that, "You have to touch the heart before you can reach the mind,"

(Nelson, 1993,p. l3). This is reason enough to value relationships.

If teachers are prepared to examine and perhaps challenge their beliefs in order to

honestly and humanely relate with students and if they accept the value of building

relationships, the next step is to explore some strategies to achieve this goal.
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The Five Components of Relationship Buildins.

According to Noddings (2002) there are five components that may assist teachers in the

task of building relationships. These five components are continuity, modeling, dialogue,

practice, and confirmation.

Noddings makes the argument that a relationship cannot progress very far in a fèw

months. "One of the essential elements in learning to be cared for is contitzttity. All

children need the security of knowing that particular adults will be a positive presence in

their lives over time" (p. 26).Physical educators, as noted in the introductory chapter,

may have only part of the day to connect with students but often they have many years to

develop a relationship.

The second component, rnodelittg is a component of moral education from

Noddings' ethic of care perspective. HoweveL, she has some concern about

overestimating the place of modeling because of the possibility of focusing on ourselves.

Nonetheless, she suggests that one solution to overestimating the potential of our

modeled state is to spend time reflecting away from those we care for. Kohn (1996) is

less concerned with the pitfalls of modeling and fully endorses its value. In his words,

"educators who form truly caring relationships with students are not only meeting

emotional needs; they are also setting a powerful example. Whenever an adult listens

patiently, or shows concern for someone he doesn't know, or apologizes for something he

re-qrets having said, he is modeling for students, teaching them how they might be with

each other" (p. 113).

The third component, dialogue, is the most important aspect of the care

perspective because this is how the carer learns about students. Noddings advocates
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attentiveness to the 'other' rather than the topic being discussed. Rogers (1961) also

avoids questions, interpretation, suggestions, advice, or other directive techniques.

Rather, his humanistic psychology relies exclusively on a process of carefully listening to

the client, accepting the client for who he or she is. Vitto (2003) supports the importance

of developing personal and positive relationships with students by having meaningful

conversations with them. He suggests that learning about students by discussing school-

related as well as personal and non-school issues provides opportunities to understand

students deeply. Noddings states that, "it is certainly worthwhile to exercise and

strengthen students' powers of reason, but ¿rdvocates of the care perspective worry that

students may forget the purpose of moral reasoning-to establish and maintain caring

relations at both individual and societal levels" (p. 18).

A fourth component of the care perspective is practice. Noddings (2002) suggests

that caring is a skill that needs development through practice with others who are

experienced at this craft. Students who dialogue with teachers are able to repeatedly

experience social emotional learning oppoftunities. This practice opportunity is also

reciprocal, as the teacher learns, through practice with students. Buber (1922/1996,p.67)

notes that, "relation is reciprocal. My You acts on me as I act on it. Our students teach us,

our works form us". Relationship building is a long process and any change of behaviour

is even a longer process that requires much practice by all parties.

The last component that requires skill and practice is what Noddings (2002) calls

confirmation. When we confirm someone we attribute the best possible reasons for their

behaviour. We find a way to confirm the best intentions that someone may have had. We

are able to do this because we know the person well and know their best self. The person
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then feels relieved to know that someone understands their motivation. The listener does

not show approval but, "we see a self that is better than this act" (Schutz,1998).In the

process of confirmation, the carer must listen and understand the student with great

depth. As noted earlier, this is a relational position that might take years to develop. The

confirmation component maintains the seif esteem of the cared fbr and as we will see in

the next section, maintaining self esteem is strongly supported by social cognitive theory.

As Schutz (1998) suggests, "confirmation, then, represents an attempt to help the cared-

for construct, from "inside" as it were, an ethic of caring that does not do violence to her

own idiosyncratic self."

The process of relationship building is continuous, Íìrduous, and in the end is

educationally necessary for the successful use of the influence of the affective domain

and the development of cognitive skills that I address in the next two sections of this

review.

We will continue this review with an exploration of the development of cognitive

skills first, concentrating on Bandula's social cognitive theory (Bandura, 1986). As early

as I 963, he recognized the primacy of creating a good relationship when he stated that,

"once a relationship has been developed techniques available to teachers should be

applied with consistency" (Bandura & Walters, 1963, p. 5). However, he set a limit on

the value of relationships, when he suggested that, unconditional love is not an adequate

substitute for planned training. He believed that generous amounts of affection would

lead to behaviour that was "directionless, asocial, and completely unpredictable"

(Bandura, 1963, p.225). Over twenty years later, as Bandura developed social cognitive

theory he showed more support for relationships as at least one factor in behaviour. "The
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types of methods used, the manner in which they are applied, and the quality of human

relationships involved affect the likelihood that the values of othels will be accepted as

the standards for regulating one's own actions" (p. 263).

I have shown that building relationships is a vital first step in the process of

helping students develop personal/social management skills. As Noddings (2002) has

stressed, the teacher must have sufficient time to dialogue, model, confirm, and practice

positive social skills. Social cognitive theory demands that relationships must take place

in conjunction with understanding the cognitive mechanisms which, along with affèct, is

one of the other prime elements in affecting behaviour. The first part of this chapter has

stressed the value of relationships in prornoting the development of personal/social

management (and other) skills. This next section will explore the landscape of cognition

to illustrate its value in improving the social emotional skills of students. More

specifically, we will closely examine the skills associated with social/ cognitive theory.

Understanding and Developins Coenitive Skills

Introduction. The brain is arguably the most complex object that humankind has

explored. Setting aside for now the affective domain-we are still left with a myriad of

factors that affect cognition. There are many doors that allow us to investigate this vast

building storing the blueprints of human behaviour. I use this metaphor to suggest that

there are many keys that will help the educator probe the mind. Later in this section, I

will often call a human attribute or a technique 'a key' that helps the teacher guide

students in their social emotional development. Thele may be more important 'rooms',

but every room should be explored.
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This section on understanding and developing cognitive skills consists of three

parts. The first part explores conceptions of human nature. The second part explores the

rationale for considering cognition as an element that will lead to social emotional

development. The third and final part of this review notes the specific components and

application of cognitive factors that impact behaviour change.

Explaining Behaviour-Models of Human Nature. V/hen the theological

perspective dominated human inquiry, human nature was seen as the result of divine

intervention. Since the Enlightenment, science and in particular Darwin advanced the

idea that through natural selection the environment shapes human nature. Science

continLted to spawn various conceptions of human nature. Freud's psychodynamic theory

supported the idea that human nature is directed by the need to satisfy basic needs that

arise from the unconscious. Trait theory suggested that human actions are directed by

traits that are inherent. Skinner, (1953) for example, proposed a theory attempting to

establish a relationship between behaviour and the environment, as opposed to

cognitivism, which attempted to establish the idea that internal functioning directed

behaviour (Overskeid, 1995). Behaviourism, unlike cognitive theory, does not give any

weight to the mental processes that organize data from experiences. "This neglect of

internal processes mediating between stimulus and response eventually led experimental

psychologists to move away from behaviourism" (Overskeid, 1995). Social control

theory also supports a behavioral approach where punishrnent and reinforcements are

able to massage human nature, which is seen as malleable. Self control theory, on the

other hand, sees human behaviour as motivated by self-interest, reflecting the universal

desire to secure pleasure and avoid pain.
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Bandura (1986) responds to psychodynamic theory and behaviorism by stating

that behaviour is a complex interaction between personal and environmental factors

rather than just internal psychological ones. Further, Bandura believes that, "most

external influences operate through cognitive processing" (p.13). He refutes trait theory,

citing various studies demonstrating that behaviour does not stay consistent in a variety

of circumstances. He states that, "if the eyes do not behold a wide range of transactional

situations, then behaviour will appear consistent in the eyes of those beholders" (p.7).

This review will explore Bandura's, social cognitive theory which looks at hum¿rn

nature as plastic and capable of change. He claims that people base their actions on

thought, which leads to change.

A Rationale for Using Social Cognitive Theor), to Enhance the Development of

Personal/Social Management Skills. As noted earlier, personal/social management is

concerned with a variety of skills (i.e. awareness of self, communication skills, emotional

awareness, problem solving), but they all lead to the objective of changing behaviour

toward a prosocial end.

Bandura's (1986) social cognitive theory is based on the idea that behaviour

change is possible, and humans are the architects of their own nature and behaviour.

Examining the processes of co-enition through the use of social cognitive theory can

provide the teacher with tools that, in turn, will guide students towards improving their

personal/social management skills. In Bandura's work, the value of self-observation and

self awareness al.e examples of key elements of thinking and reflecting that regulate one's

behaviour (Fireman & Kose, 2002). According to Bandura; "much human behaviour is

regulated through self-evaluative consequences in the form of self-satisfäction, self-pride,
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self-dissatisfaction and self-criticism" (Bandura, 1978,p.350). Dewey, using the

language of intellectual growth and reflection made a similar point to promote the value

of observation:

"The old phrase "sÍop and think" is sor,mcl psycholog¡,. For thinkittg is stoppage
of the ittunediate marüftstation of intpulse until that intpulse has been brottght into
connectiott vt,ith other possible tendencies to ctction so that (r nxore contprehensive
cutcl coherent plan oJ'activi4, is J'ornrcd... Thinking is thus o postponement oJ'
imtnecliate actiott, w,hile it affects internal cotztrol of intptLlse through a union oJ'
observation antd ntemoD,, this union being the heart of reflection. Whcú has been
said explains the rneaning of the vvell-wont phrase "se('-control." The icleol aim oJ'
education is the creatiort of pou,er of seU:control" (Dewev, 1951, p.74-75).

Let us now explore and apply the processes that give students the power to

re-gulate their own behaviour for the purpose of improving their interaction with the

world.

Components and Application of Social Cognitive Theorv fol Personal and Social

Change. Using Bandura's (1986) terms, I will discuss two aspects of social cognitive

theory, triadic reciprocality and regulators of behaviour. The first aspect will help a

teacher become aware of the fluidity of factors that have varying influence on an

individual's ability to learn personal/social management skills. The second aspect,

regulators of behaviour, will be examined as vicarious and self-produced incentives. The

latter include key incentives that strongly influence behaviour and will be further

examined as self referent thought and self-efficacy.

The first major aspect, triadic reci¡trocol.i0,, refers to environmental, behavioural,

and finally cognitive or personal factors, which combine in endless complexity resulting

in observed behaviour. To further demonstrate the complexity of behaviour, Bandura

(i986) notes that the relative strength of each component varies with different conditions.
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Sometimes environmental factors take precedence, at other times cognitive and personal

factors exert a more powerful influence and still at other times, behavioural factors are

primary. Let us consider some examples of these three factors in order to examine their

possible interaction.

The first factor, the environment, is clearly an external influence, which includes

an endless number of items as diverse as the number of students in a class, the

temperature of the classroom, the time of day or even the season. A dominant

environmental factor in an educational setting is the teacher, who provides guidance or

knowledge. The teacher is an example of a key environmental factor fbr students as they

ascend educational objectives. Bloom's Taxonomy (1956) of educational objectives lists

a hierarchy of six major categories in the cognitive domain with knowledge as the first,

followed by comprehension, application, analysis, synthesis and culminating in

evaluation. The categories were ordered from simple to complex and from concrete to

abstract. Further, it was assumed that the original taxonomy represented a cumulative

hierarchy; that is, mastery of each simpler category was prerequisite to mastery of the

next more complex one. The ability of a student to have increasing success at gaining

personal/social management skills may in part be dependent on continuing up the list of

Bloom's Taxonomy of cognitive domain categolies.

Behaviour is the second factor, described as the action displayed by the

individual. Here, behaviour has an effect on itself. An example would be the activity of

getting along with other peers and deriving enjoyment from that ability. In this case this

behavioural factor is self regulated by the positive effects it has on the individual,

whereby cognitive and environmental factors are of little influence. Ii however, this was
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an example of an individual that was poor at, and consequently did not enjoy socializing,

environmental and cognitive factors could have more impact on this lack of social skills.

For example, supportive students could create an environment that would assist a

potentially shy student. Also, a teacher who is able to provide cognitive skills in

socializing rnight be a large factor in the student's personal development. The third factor

is described by Bandura as a cognitive or personal influence. He provides a powerful

example of the third factor, by describing an individual who initiates and continues

defensive behaviour. In this example, false beliefs cause the individual to erroneously

avoid participatin-q in a particular behaviour. This avoidance is an example of a strong

reciprocal interaction between the erroneous belief and possible change of behaviour

from environmental or behavioural factors. It would be hard to convince a student who

vehemently and erroneously thinks that he or she is not liked, to feel differently. In this

example, the erroneous belief is strong enough that environmental factors are unable to

influence any change of behaviour. This complexity is further increased when we

consider that belief or evaluative judgment is also dependent on feelings.

A second major ¿ìspect of social cognitive theory is what Bandura calls

regr,rlators ofbehaviotu'.He rcfers to two of these regulators as vicarious and self

produced regulatory incentive systems. Vicarious experience is often used by humans to

increase their knowledge of the world. If individuals depended solely on direct

experience to learn, the risk of injury or even death would increase. There are a number

of conditions that a teacher may consider when utilizing vicarious experiences in the

process of developing social emotional skills. For example, watching others succeed will

motivate the observer to emulate that action, while, "seeing behaviour punished decreases

40



the likelihood that they will use similar means" (Bandura, 1986, p. 283). Earlier in this

chapter, I noted modeling as one important part of the relationship building process.

Bandura reinforces the point when he suggests that observing rewarded modeling is more

effective than observing modeling alone in influencing behaviour. Vicarious experience

should also provide students with the opportunity to observe models that appear similar

to themselves. Finally, models, who are successful only after a great deal of effort,

demonstrate that temporary failure is an inevitable and acceptable part to overcome

obstacles. "Such displays help to create the cognitive set that failures reflect insufficient

effort rather than lack of ability" (Bandura, I 986, p. 404). The cognitive set refers to a

vital self produced regulator of behaviour that Bandura calls self-efficacy.

Self referent thought or self-awareness and self-efficacy are two self produced

regulators of behaviour. Self-awareness is the state of mind that social cognitive theory

considers to be a key human attribute that can contribute to behaviour change. The theory

suggests that self-awareness gives students the ability to examine past experience, which

in turn can positively influence future plans. If we consider consequences as a regulator

of behaviour, the strength of consequences lies in individuals' awareness of how their

actions are rewarded or punished. Social cognitive theory says that consequences for

behavior are influential because of their information and motivation value. Anticipated

reward or punishment has an influence on a person's response. Thus it is 'thought', that

gives consequences their value. The cognitive mechanisms at work are intentionality and

forethought or anticipatory thought (Bandura,2OO4). Humans plan their actions based in

part on the memory of an accumulation of previous consequences. Sternberg suggested

that, "individuals must be able to recognize their own strengths and weaknesses to be
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able to capitalize on their strengths and remedy their weaknesses" (as cited in Fireman &

Kose,2002).

Yet for positive action to occur, the self aware individual must have a realistic

vision of their ability to succeed. The ability to accurately judge one's actions is called

self-efficacy. This refers to how well individuals judge their abilities. "It is concerned not

with the skills one has but with judgments of what one can do with whatever skills one

possesses" (Bandura, 1986, p. 391). Students who think that they will not be successful

at an activity will avoid that activity while students who are self efficacious will attempt

it. Furthermore, students who are self-efficacious will attribute any failure to a lack of

effort while those who are equally skilled but irnagine thenlselves as less capable, will

blame their failure on a lack of skills. Bandura believes that the power of this attribute is

immense. In his words, "any factor that influences choice behaviour can have profouncl

effects on the course of personal development.... Reasonable accurate appraisal of one's

own capabilities is, therefore, of considerable value in successful functioning" (p. 393).

Self-efÏcacy beliefs are central to an individual's motivation to attempt new skills. The

importance of self-efficacy demands that much attention be directed to create an

environment that allows individuals to experience the most accltrate appraisal of their

abilities. If the goal is to develop personal/social mana-qement skills, the learner must

have a clear idea of the specific skills that must be gained, and a defìned feedback

mechanism fron a reliable source. Bandura makes this point clearly when he states that:

"When people are not aiming for anything in particular or the.y cotlnoÍ ntonitor
their pefi'onnance, there is little basis for translctting perceived fficacy into
approprictte nutgrtitudes of effort. The problem of perfontxctnce arnbiguitl, arises
when as¡tects of one's perJbnncuzces ure not personally 66trrrnble or when the
level ofaccontplishment is sociall¡, juclged by ill-deJïned criteria so that one luts
to relt, on others to Jincl out hoyv one is doittg. In tlrc latter situatiotts, iJ'
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designating feedback is lacking Jbr tasks on which petfonners carutot judge their
outpLtt, they are leJt in foggy ambiguity" (Bandura, 1986, p. 398).

If teachers are to help students judge their ability to succeed at acquiring social

emotional skills or become self- efficacious, then teachers must be aware of the sources

of information for appraisal of self-efficacy. These sources include the previously

discussed vicarious opportunities to learn as well as what Bandura (1986) calls enactive

attainment, verbal persuasion, and physiological state.

Enactit,e ottainment is the strongest source of self efficacy information. The

cliché, 'nothing succeeds like success' is most aptly applied here. Success raises one's

self'-efficacy appraisal while failure lowers it. Perceived efficacy is influenced by the time

needed to attempt the task, the magnitude of effort that was expended, the amount of

guidance that was provided and the level of task difficulty. The more time, effort and

guidance that is provided makes the learner feel less responsible for any successes that

may result. Conversely, when students succeed with less efïort, time and guidance during

difficult activities, they view themselves as more self efficacious. Teachers would clearly

want to provide the minimal amount of time, energy and guidance that a student needs in

order to achieve a personal/social management skill. In this scenario, the student who

manages to succeed at a skill would feel self efficacious about the result.

The value of conversation, which in social cognitive theory is referred to as verbal

persuasiort, is limited in its' capacity to increase self-efficacy in the long term.

Nonetheless, positive feedback, when it is honest and realistic, can contribute to

motivating less secure students. A key issue to emphasize is how the persuader is

perceived. The impact of the teacher as persuader is only valued when they are seen to be
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credible, knowledgeable, and sincerely caring. Under these circumstances, judgments of

efficacy are likely to have positive growth potential.

The influence of an individual's plrysiological sîate in judging their abilities is

minimal in social cognitive theory. The objective is to minimize the negative effect of

high arousal. However, this source of self-efficacy will be explored rnore fully in the next

section when I argue that the affective domain has a powerful and potentially positive

effect on the learning of skills.

In summary, cognitive processing is influenced by behavioural, cognitive and

environmental factors, as well as, vicarious and self-produced incentives. An individual's

interpretation of these factors will result in a particular appraisal of one's own

capabilities. Teachers need to help students become aware not only of their physiological

state, but also to become aware of the factors just noted. Once again we note the prior

need to have developed a relationship to be able know students well enough to assist

them in this difficult process.

The final part of this chapter is arguably the most difficult of the three

elements that will be discussed because teachers are not trained to be psychologists, who

are more able to probe the emotional lives of students. Yet the affective domain has a

great influence in dilecting the behaviour of students. Parting from social cognitive

theory, I will illustrate that thinking is also influenced by the emotions, when I discuss

several principles about affect and information processing.
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The Affective Domain

Introduction. There exists a polarized view of emotion in Western literature. On one

hand, emotions are seen to make us human. Consider the unemotional Dr. Spock in the

Star Trek series whom the audience sees as lacking humanity, but nonetheless admired

for his rationality. On the other hand, in 'steppenwolf' by Hermann Hesse, there is a half-

human half-beast where the, "human half gets characterized in terms of rationality, the

bestial as irrational, emotional, uncivilized, primitive" (Solomon,l99Z). These

statements seem to indicate that emotions are defined as positive or negative human

constructs. The contribution of the social factors in defining emotions is but one example

of its complexity. So-called primary emotions at'e seen to be, "rooted in our evolutionary

biological make-up and shared amongst all hurnan beings" (Williams, 2000). Gordon

adds that even these primary emotions, "are endlessly elaborated, like colours on a

painter's palette, across time and place, history and culture, including fundamental social

processes of differentiation and socialization, management and change" (Gordon, 1990).

Whether our emotional reaction is biolo-eical or social-cultural, we are not necessarily

self-aware of our emotional state until someone brings it to our attention. Emotions seem

to exist at times without rational understandin-e. They include, "fèelings we cannot

express to our satisfaction; feelings we can express but that others find difficult to

understand; and, perhaps most importantly of all, the regular experiencing of

contradictions between our thoughts and our feelings" (Craib, 1994,p.153). The

awareness of our emotional state is essential to learning. "As we learn, the emotions we

experience constantly interact with other parts of the brain and the body, producing a

sensation, which we interpret as feelings" (Shelton,2003). Co_enitive aspects of our
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interaction with the environment, such as word recognition or analysis, work with the

emotions that interpret meanings from a visceral sense.

Humans are driven to fulfill basic needs culminating in an emotionally secure or self-

actualized state. Maslow (1954) developed a hierarchy where, at the most basic level,

people are driven by basic physiological needs. This includes the need for food, water

and air. Once this need is fulfilled, people are motivated by safety needs including the

need for a roof over one's head -- followed by the social need. This is the need for

affiliation or the need for people to belong. At the fourth level, people are motivated by

the need for esteem (with both an internal and an external component). Finally, once all

the prior four needs are fulfilled, people wilt be motivated by the need for self-

actualization. This is the need to realize one's full potential. The awareness of our

emotional state contributes to realizing this potential.

This next section will begin with a description of the changing historical perspective

of how human functioning relates to the affective domain, which will help explain the

apparent arnbivalence societies have had toward the place of emotion in determining

behaviour. The teview will continue with an examination of role of affect in directing

behaviour by exploring the link between reason and emotion, as well as a brief discussion

of emotion and moral development. Finally, the components of affect and its application

to personal/social management education will be discussed.

Human Functioning as It Relates to the Affective Domain-A Historical Perspective.

Some teachers emphasize cognitive strategies while others emphasize the influence of the

affect to cope with social (and academic) issues. This debate between those who place

emphasis on reason and those who place emphasis on emotion has existed throughout

46



time. Reason was seen to be the saviour of mankind as modernity arose in the

Enlightenment of the 16th century. Descartes, Locke and later Kant helped lead Western

thought out of the irrational, theological and superstitious Middle Ages. Brown and Jones

(2001) note that, "the right use of reason would lead to truth, in that it represents

something real, unchanging and universal about the human mind and the structure of the

natural world" ( p.2l).The value of reason was seen as a means of gaining knowledge,

that being rational and thereby universal and objective, would then serve society for good

purposes. The age of reason is still dominant. Cognitive emotion theory (Lazarus, I991)

places beliefs as occuming befbre emotion. This idea is supported by appraisal theory

(Scherer, 1999) which supports the idea emotion comes about as a result of one's

interaction with the world.

On the other hand, the interaction of emotion and cognition has also had many

supporters over time. Even Aristotle (1941), normally associated with promoting the

value of reason, exposed the power of emotion in a detailed discussion in his Rhetorica.

Emotional arousal was viewed as essential in the formation of judgment. "The orator

persuades by means of his hearers, when they are roused to emotion by his speech; for

the judgments we deliver are not the same when we are influenced by joy or sorrow, love

or hate". Spinoza (1677/1989) defined emotions as "states that make the mind inclined to

think one thing rather than another." Darwin stated that emotions were biologically based

unaltered by cognition, while Freud considered the primacy of emotion, where the id

containing irrational instincts precedes the development of the ego (Eisenbelg, 1986).

More recently, emotions have been seen as determinants of belief and as and a means of

managing action (Oatley, 1992). Moore, B. & Isen, A. (1990) view affect and cognition,
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"as part of a single system involved in interpreting the environment in ways that are func-

tional for the organism" (p.43). Damasio (1994) has also argued that affect as well as

cognition have a powerful influence on human functioning. He outlines how the decision

making process is visceral and biological. His position is that the first response by the

brain is actually a response by the body. Damasio states that, "the idea that it is the entirc

organism rather than the body alone or the brain alone that interacts with the environment

ofien is discounted" (Damasio , 1994, p. 22$.I support these suggestions that the

combined influence of affect and cognition results in observed behaviour. The next

section will take a detailed examination of this combined influence with emphasis on the

role of affect in directing behaviour.

The Role of the AfÏective Domain in Directing Behaviour. Emotions serve a number

of purposes that have the potential to contribute positively to human behaviour. We will

study how to harness emotion by understanding how it operates in the next section of this

paper. First, however, I will demonstrate the link between reason and enotion which

results in narrowing our attention to relevant aspects in our environment. Second, I will

briefly show how the influence of emotions can lead to positive moral action.

In the debate over the importance of affect as it relates to the development of

personal/social management skills one must closely examine how the mechanisms of

emotions inevitably, as Damasio (1994) suggests, combine with reason or cognition

resulting in observed behaviour. Damasio (1994) has written about the physiological

function of the brain in reference to the impact of emotion on our reasoning processes.

Teachers who are aware of the existence of emotional centers. their functioning and their

impact on behaviour may be more inclined to have empathy and seek ways to assist
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students in understanding their feelings. What follows is a somewhat detailed exploration

of Damasio's (1994) explanation of the physiology of the affective domain.

Damasio (1994) acknowledges that the mind demonstrates neural activity in the brain

such as in dispositional patterns. He refers to dispositional neural patterns as

"topographically organized representations needed to experience recalled images" (p.

I02). He describes these patterns as potential patterns of neural activity created through

Icarning which creates a memory. The patterns are not a picture but a way to create a

picture. These representations in the cerebral cortex do not mean that the individual is

aware of this process. The dispositional representation is a dormant firing potential that is

at lirst subconscious coming into awareness only after this neural pattern is fired resulting

in action (thought). However, it is the entire "organisrn in action" (p.226), not just the

rational centers that is stimulated by the physical or socio-cultural environment.

The contribution of the emotional or body reaction to stimuli is to offer a reduction in

possible alternatives that come available when 'reasoned' response is called for. "It is

perhaps accurate to say that the purpose ofreasoning is deciding and that the essence of

deciding is selecting a response option, that is, choosing a non-verbal action, a word, a

sentence, or some combination thereof, among the many possible at the moment, in

connection with a given situation" (Damasio, 1994, p.I65). Damasio suggests that in

reasoning we possess knowledge that arises from previous experience and are aware of

options that are available to us along with the consequences of our choices. His argument

is consistent with Bandura ( 1986), who discusses the influence of previous experience

and being aware of the possible or anticipated consequences. He continues, however,

with the idea that attention and memory are necessary but insufficient parts of reasoning.
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What is not considered, he argues, is the role of emotion or feeling, or the "mechanism by

which a diverse repertoire of options is generated for selection" (Damasio, 1994, p.166)

and how those options are reduced by the immediate response of the emotional centers.

Let us examine the importance and process of option selection more closely.

The 'high l'eason', formal logical view expressed by Plato, Descartes and Kant

suggests that individuals weigh the costs and benefits of available options when making

choices. They attend to auditory, visual and other inputs, which in tum generate

imaginary scenarios (dispositional neural patterns) keeping the process of logical

calculation alive. Using this rational process alone, Damasio argues, is far too complex,

because it is irnpossible to remember all the options that arise. We are able to decide in

very short time what the right course of action is but that decision needs another tool.

Damasio hypothesises that when a bad outcome may occur with a particulil scenario

we get an uncomfortable, fleeting, visceral fèeling. This body or somatic response causes

the individual to "force attention on the negative outcome to which a given action may

lead, and functions as an automated alarm signal which says: Beware of danger ahead if

you choose the option which leads to this outcome" (Damasio,1994, p.173). This

immediate emotional response reduces the available options to the reasoning process

thereby increasing the efÏciency and accuracy of the resulting action. The body state or

as Damasio calls it, son-ìatic markers do not decide, they contribute to rational thought by

reducing the diverse number of alternatives leaving more relevant options open for

consideration. Shelton (2003) notes that, "cognitive learning and emotional learning

cannot be separated; they work in tandem". In contrast to the duality of reason and

emotion that the Cartesian position developed, the singularity of emotion and reason was
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always evident in the Confucian tradition as noted by Mencius (Wong, I99I). A powerful

example of the place of affect in directing behaviour is provided below, by examining an

extreme case.

It is commonly believed that those who do not possess the ability to feel are unable to

reason and are mentally unstable. Elliot and Giltett (1992) cite Prichard who in 1835

defined, " 'moral insanity' as 'a perversion of the natural fèelings, affections,

inclinations, temper, habits, moral dispositions and natural impulses, without any

remarkable disorder or defect of the intellect or knowing and reasoning faculties and

particularly without any insane illusion or hallucination." This comment was made 13

years before the classic case of Phineas Gage, who in 1848 had a tapered metal rod three

feet long blast through his lefÌ cheek and exit the top of his head. He was worting as the

foteman of a group of workers who were setting a charge to blast a hole in the ground in

preparation for a rail line. The charge prematurely caused the buried rod to explode while

Mr. Gage was still attending to the site. He was a well respected man who was skilled

with the technology of the day and skilied with handling his crew. Immediarely after the

accident, he was able to walk to a carriage and his wound was cared for with regard to

infection with no physical problens. Records from the day (as noted in Damasio,Igg4,

p.3-19) showed that afterwards, his reasoning capacities including language, math and

even motor function were all normal, but his emotional processing centre was destroyed,

not only changing his personality but preventing him from engaging in the world. It

seems that the processing of somatic or body feedback in the emotional centers of the

brain are a vital element in resultant rational responses. Therefore, reason and emotion

are inextricably linked.
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Simon (1967) has also suggested that emotions are the prime movers of action

because they change the processing priorities of the brain. Schwarz and Clore (1983) lend

further support to the idea that cognition and emotion work together. They say that

emotional feelings provide information and guide attention where, "strong feeling

narrows attention to goal-relevant information" (p.11). I will discuss Schwarz and Clore's

(1983) affect-as-information model in the next section.

Very briefly I note that a second aspect of the affective domain is its role in

contributing to moral behaviour and to the improvement of personal/social management

skills. The influence of emotions is seen as having a more positive moral outcome than if

left to re¿ìson (cognition) alone. Hume (1139/1896) was of the view that the impulse for

moral behaviour came from passion, not reason. Schopenhauer (1841/1965) supported

Hume's argument, while disrnissing Kant's promotion of reason, when he suggested that

moral behaviours are centered in empathy. Williams (1973) also differed with Kant,

suggesting that moral principles were not just rational. Personal/social management skills

include the development of moral attributes such as empathy, and conscience. The role of

afïect along with reason contributes to this development. The next section suggests how

emotions can be positively harnessed by presenting a model of the affective domain. This

model will also provide teachers with insights into the emotional functioning of their

students.

The Comnonents of

Individuals approach experiences with their own personal biases. One of these biases is

their emotional reaction to events. Their feelings supply direct information about

situations or objects. This process is called the affect-as-information model proposed by

its Aoolication to
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Schwarz and Clore (1983). "It holds that affect may influence beliefs because it provides

experiential information or feedback about one's appraisal of objects to which the

feelings appear to be a reaction" (p.12).The affect-as-information model tells us that a

student may react to a situation or object because of the feeclback provided by an

emotional reaction. Even Bandura's (1986) social cognitive theory acknowledges that

people are not dispassionate about themselves, noting the effect of efficacy on judgment.

Negative affect can result in feelings of less personal efficacy while assuming that othels

have more efficacy (Martin, Abramson, & Alloy, 1984).

Clore and Gasper (2000) propose several principles about affect and information

processing. These principles are: the experience principle, the information principle, the

attribution principle, the immediacy principle, and the elaboration principle. We will

examine each of these principles and note how they can inf'orrn teachers in their attempt

to teach personal/social management skills.

The first principle is that affect has varying degrees of influence on judgment

depending on the experience of the individual. The greatest effect is by individuals who

often attend to their feelings or are clear about what their feelings mean and among those

who are instructed to attend to their feelings. Teachers can use this awareness of affect to

direct students toward positive ends. However, there is a great deal of research that

demonstrates that individuals are also influenced by feelings without awareness of that

influence (Bargh, 1997; Murphy &.Zajonc, 1993). This view emphasizes the effecrs of

t utc otts c i o t¿.r affec t.

The second principle is that the infornmtion value of feelings is a critical factor in

healthy functioning. Feelings of emotion provide personal or private feedback to
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individuals about their view of an environmental situation, even though the source of

those feelings may be unconscious (Clore & Gasper, 2000).When teachers discuss

behaviour with their students, those students will not always reveal the cause of their

concerns or the reasons for their behaviour since they don't even htovv the cause or

reason. However, facial expressions which make those feelings publicly known (Ekman,

1982) can clearly help teachers have some insight into the feelings of students.

Feelings are an indicator of the personal significance of an event to an individual.

Teachers must assist students in recognizing the importance of being aware and

attending to their emotional reactions to events. In his studies of brain darnaged

individuals, Damasio (1994) demonstrated the essential value of being able to read one's

emotional state for even the most mundane judgments. Phineas Gage, the railroad

foreman might serve as a classic example of poor judgment on a straightforward matter.

This upstanding man was admired by all who came into contact with him. Yet after his

accident that damaged his emotional processing centre, although he could function

superbly in a technical sense, he did not have the ability to even speak appropriately in

so-called mixed company. His coarse language repelled people around him so much that

he was driven away from his family and his town. Many students, who clearly do not

have a physiological malfunction of their emotional centre, still lack emotional

intelligence.

Gardner (1983) suggested that there are multiple intelligences including,

emotional intelligence or interpersonal intelligence, which is associated with the "ability

to understand, perceive and discriminate between people's moods. feelings, motives, and

intelligences" (Nolen, 2003). Understanding affective fèedback is also a central element
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of emotional intelligence (Salovey, Mayer, Goldman, Turvey, & Palfai, L995). Goleman

(1995) suggested that emotional intelligence includes knowing one's emotions, managing

emotions, motivating oneself, recognizing emotions in others, and handling relationships.

Mayer and Salovey (1997) add that emotional intelligence involves the ability to perceive

accurately, appraise, and express emotion; the ability to access and/or generate feelings

when they facilitate thought; the ability to understand emotion and emotional knowledge;

ancl the ability to regulate emotions to promote emotional and intellectual growth (p. 10).

Furthermore, the value of emotional education is that it enhances the cognitive element of

learning and the "quality of each of our lives is ultimately gauged by the feeling states

created in our minds" (Elder, 1997).

The third principle considers how the experience of affect is attribute¿l. Consider

an example of an individual asking why he or she feels a certain way. The answer might

be that the experience is attributed to an immediate situation or it may be attributed to

another event from the past. If experience is from another event, the feeling that results is

really caused by a mood that in itself comes from another event. We will discuss mood in

more detail when we consider the immediacy principle. Schwarz and Clore (19S3) found

that mood influenced beliefs. Moods are usually not obvious and their information value

is ambiguous compared to feelings. If a student can be directed to attlibute their feelings

to the correct source then the relationship between mood and judgment can be eliminated.

This principle becones clearer when we discuss the immediacy principle.

The fourth principle is that our present feelings may be as a result of an

immediate situational event or it may be as a l'esult of some past distant event that has a

lingering mood effect. In other words, it captules the temporal dimension. Clore and
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Gasper (2000) suggest that we assume that emotional reactions to events are relevant to

those events. "According to the principle of imtnediacy, ¡s"1ings are experienced as a

reaction to whatever is in mind when one attends to them (p.17). However, mood

feelings, originating from some past event and persisting into the future, make the cause

of those mood feelings more difficult to determine. Therefore, attributions to the cause of

feelings occur immediately but may be misrepresented if the feelings are from some

distant mood state, caused by some forgotten event. When talking with students, teachers

must listen deeply in order to make some attempt to help them find the root of their

feelings.

Finally, the principle of elaboration states that, "The extent of aflèctive influence

depends on whether the experience is elaborated or punctuated, and the potential for

elaboration depends on the structure of beliefs regarding the object of attribution. Ac-

cording to this principle, the potential for elaborating the meaning of an affective

experience depends on the person's conception of the object" (Frijda, Manstead, & Bem,

2000, p.19).This conception occurs with temperament differences, where some may

compartmentalize or elaborate emotional experiences. Nolen-Hoeksema and Morrow

(1993) suggest that rumination on an emotional event is unhealthy, just as suppressing

emotionaÌ feelings (Wegner, 1989), because they stop an individual fiom separaring their

emotional reactions from other thoughts.

A solution to counter the deleterious effects noted above is to talk about the event

(Pennebaker, 1990). Dialogue, as noted in the section on relationship building and

refened to as verbal persuasion in the section on cognition is also seen to have value in

directing emotional experiences. Frijda et al. (2000) note that, "communication requires
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framing events in terms of particular times, places, and circumstances, which then

constrains the possible meanings and potential attributions for the feelings generated by

the event" (p.21).

SummarJ¡. In this chapter, I have argued that relationship building between

teachers and students supported by a positive view of the nature of children is the

foundation for developing students' personal/social management skills. The discussion of

relationship building focused on the five components of Noddings' care model (2002)

which included continuity, modeling, dialogue, practice and confirmation. The

complexity of human behaviour, especially in the personal/social management domain, is

the result of the m¿ìny factors that impinge on an individual's interpretation of events that

they experience. In this chapter, cognitive and affective factors had many components

that influenced one's interpretation of events. The components of each of these factors

were examined to determine the extent of their influence on behaviour.

Bandura's ( 1986) social cognitive theory formed the basis of the examination

of the cognitive domain. This theoretical framework noted that environmental,

behavioural, and cognitive or personal factors combine in endless complexity resulting in

observed behaviour. A second major aspect of social cognitive theory, regulators of

behaviour, included vicarious and self produced regulatory incentive systems. Two self

produced regulators of behaviour that were noted are self referent thought or self-

awareness and self-efficacy. Various fàctors were discussed that helped promote self-

efficacy, which was seen as a vital aspect of cognitive development and in turn for

personal/social management development.
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In considering the affective domain, Damasio (1994) sug-eested that the

contribution of the emotional or body reaction to stimuli is to offer a reduction in possible

alternatives that come available when 'reasoned' response is called for. Schwarz and

Clore (1983) added to the discussion of affect by describing the affect-as-information

model, where feelings offer direct information about a situation. Clore and Gasper (2000)

extend this model by proposing the principle of experience, the principle of information,

the principle of attribution, the principle of immediacy, and the principle of elaboration.

Returning to the importance of relationship building, Pennebaker, (1990) and Frijda, et al.

(2000) note the value of dialogue in helping students make best use of their emotional

experiences.

Moore, et al. (1990) neatly summarize the place of affect and cognition in

personal/social development. They consider the relationship between an individual's

interpretations of events and their resulting social behaviour as a continuous cycle where

both affective and cognitive influences meld into a process that is "indistinguishably

both" (p.59). This view does not dismiss attempts to examine the deconstruction of

affective and cognitive elements in order to assist the teacher in their endeavour to find

strategies that will contribute to a student's emotional growth. It does, however, place the

enrphasis back on the whole person, as does the idea of relationship building. The

literature review in this chapter which discussed relationship building, cognition and

affect, will guide this study that will observe teachers implement specific strategies

related to the personal/social management skills of their students.
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Backqround

While movement, fitness management, safety, and healthy lifestyle practices are

four of the general learning outcomes expected by Manitoba Education, Training and

Youth (2001), I will show that the fifth outcome, personal and social management, is the

foundation learning outcome. Since, "The purpose of applied research and evaluation is

to inform action, enhance decision making, and apply knowledge to solve human and

societal problems" (Patton, 1990, p. 12) the purpose of this study is to observe teachers in

Early and Middle Years physical education implernent strategies that will enhance their

students' personal/social management skills. To this end, this researcher hopes to inform

physical educators on how to make good decisions when they help their students develop

their personal/social management skills.

Context

Over the past 30 years I have developed a method to address personal/social

management issues that I observed among my students. I developed the 'Time Method'

because I felt a need to expand my repertoire of strategies that could assist students in this

donrain. In the spring of 2004,I decided to share my current knowledge with other

physical educators, and in the process hoped to encourage some of them to participate in

this study. In particular, I conducted a half-day in-service (see Appendix A) for Early and

Middle years physical educators in three urban school divisions. The intent of the in-

service was to address strategies for developing personal/social management skills of

students in a physical education setting by introducing them to the 'Tinte Method' .ln

CHAPTER 3

METHODOLOGY
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addition, the in-service was also advertised as an opportunity to consider participating in

this study in order to collaborate in the search for improving personal/social management

skills. Many teachers showed interest in the ideas that were presented, and many showed

initial interest in participating in the study. This process took place early in the spring of

2004.8y late spring, six teachers had agreed to participate, but by the beginning of the

study in the fall of 2004, there were only four teachers left. The youngest teacher in the

grolrp soon dropped out feeling that she would have little to offer the others. The

remaining three subjects are described below.

Sub.iects

Pamela is a Class 4 teacher who has a Bachelor of Physical Education and

Bachelor of Education. She has taught middle and senior years for seven years, and

currently is in her 15th year at the elementary level. She describes her inner city school

with a population of 250 students as having a high number of low income and welfare

families. She describes herself as "professional but personable, outgoing, friendly,

encouraging, motivating and apploachable" and she describes her view of human natllre

as follows:

"'We are, to some extent, products of our environment. If we grow up in a loving,

nurturing home, chances al€ we will exhibit these characteristics. If we grow up

abused, chances are we'll continue the cycle, if we don't know there is another

way. I think we are capable of change, if we are willing to learn and m¿ke an

effort. We are also born with 'free will' and are capable of choosin,e our destiny,

good or bad."
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Frank is a Class 4 teacher who has a Bachelor of Physical Education and Bachelor

of Education. He has taught at the elementary level for 24 years. The population of his

school is 535 and is made up mostly of two income families who live in detached single

lamily houses in a20 year old subdivision that is still growing. The school also has a

French immersion progran. He describes his approach with students as empathetic, and

while having a friendly rapport with students he keeps an objective professional distance.

He describes his view of human nature as follows:

"It is definitely my view that humans possess a wide array of traits which express

themselves from one end of the spectrum to the other such as generous/selfish,

ernpathetic/uncaring, etc. The position in the spectrum can be as different as the

myriad of situations an individual finds himself involved in. I believe rhat, while

we cannot truly change the students in our cal'e, we can, however, help them

express their best by catering to their strengths."

Charlie is a Class 4 teacher who has a Bachelor of Physical Education and

Bachelor of Education. He has seven years of experience at the rniddle years level, and

currently is teaching at the elementary level for the 1Oth year'. The population of his

school is 280 and has low to middle income housing. He describes his approach toward

students as "business-like, (somewhat) friendly." He chose to not make a comment about

his view of human nature.

Research Instruments and Data Collection

This study's research instruments included four focus group discussions (see

Appendix C), three journal submissions (see Appendix D), and one questionnaire (see

Appendix G). The focus group and reflective journal protocols were designed to help the
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subjects identify strategies that would lead to the growth of their students' personal/social

management skills. Subjects were also provided with guidance about how to conduct

themselves in preparation for and during focus group discussions (see Appendix H). The

questionnaire was given to the subjects at the end of the third focus group discussion with

instructions to return it before the end of January 2005. Employing the use of a

questionnaire allowed the subjects rnore than ample time to reflect on the questions

thereby providing deeper, well thought out responses that might not occur using an

interview format.

The focus group and journal protocols (see Appendix C-D) for this study were

initially developed by considering several sources. Webb & Sherman (1989) discuss how

students react to schools in several characteristic ways that they refer to as conforming,

rebelling or mzking do. Schwarz and Clore (1983) propose the 'affect as information'

model to suggest that affect influences behaviour change. Brookfield (1995) discusses the

importance of detailing incidents that stand out for the researcher. Bandura (1986)

discusses the value of cognition in directing behaviour change. Noddings (2002)

promotes the ethic of care model, suggesting the power of relationship building between

teacher and student in influencing behaviour change. However, very early in the first

focus group session it became clear that the protocols had to be adjusted to better match

the experiences of the subjects. Although the topics mirrored the theories that were noted

in the literature review, the adjustment directed the conversation to topics that were more

relevant to the subjects. Patton (1990) recognizes the difficulty of anticipating precisely

how to design discussions before they begin as noted in the following comment:

"Qualitatit,e inquir),designs carutot be completely srurrrrud in advcutce o.f'

J'ieldwork. While the desigtt will s¡tecifi, an initial foctts, plcms for observotions
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ancl ínterviews, and primary questiotts to be explored, the naturalistic and
inductive nature of the inqtúry, makes it both impossible and inappropriate to
specify operational vctriables, state testable hypotheses, andfinalize either
instrutnentation or satnpling sche¡nes. A qualitative design wtfolds as fieldwork
ur{blds. The desigtt is partiallTt enxergent as the study occur-s" (Pcttton, 1990, p.
61).

After the first focus group discussion the conversation moved away from student

characteristics, which was seen as less relev¿rnt by participants, to student-teacher

relationships, cognitive and affective issues. Patton (1997) further slrpports this flexible

approach when he discusses the importance of giving participants a meaningful exercise.

He led a group where he expressed the following idea,

" ...c1uestiorls were phrased in their tenlxs, incorporating importttnt local nuances
of'nteaning atzcl circmtxstorÌce. Most importnnt, the¡t hacl discc¡verecl tlrctt thet, lmd
cluesti.otts they cared about-not my qr,rcstion.s (¡t.31)."

The focus group sessions allowed "people [to] create shared meanings through

their interactions" (Patton, 1997 , p.75) leading toward a more focused discussion. The

interchange of ideas in a social context gave participants a means to clarify their views

with feedback from colleagues in a safe and welcoming atmosphere.

The second research instrument was the use of reflective journals. To encourage

the subjects to take their journal writing seriously I followed Brookfield's (1995) three

suggestions. He noted that subjects should be given specific guidelines, that it is in their

best interest to keep a journal, and that their efïorts are acknowledged. Appendix D

initially provided specilìc guidance to satisfy Brookfield's first suggestion. With regards

to the second suggestion, subjects were introduced to the value of keeping notes as early

as the first workshop session in May, 2004 (see Appendix A) when discussing 'sample

recording techniques.' The idea of having accurate records of incidents was further

promoted by the researcher as not only valuable for the study but also valuable for the
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teacher as a reference when having discussions with students. Subjects were initially

acknowledged when they submitted their journals and later by e-mail after they were read

by the researcher.

The third research instrument, the questionnaire, was structured in an open-ended

fàshion as suggested by Hittleman and Simon (2002). They suggest that an open ended

structure allows respondents to use their own words. Mills (2003) suggests a short open-

ended questionnaire that allows lbr a variety of responses. The subjects were initially

expected to take part in an individual interview but with only three subjects, the fbcus

group discussions were very intimate, and were much like interviews, with the researcher

posing many questions. In contrast to the focus group discussions and differing from the

interview process, the questionnaire has a particular purpose. It gives subjects time to

reflect, allowing fbr a more detailed response. The researcher believed that providing

some direction and ample time to consider the brief content of this instrument would

result in deep reflection on the questions posed.

The three subjects sent a one page follow-up journal entree via e-mail after the

completion of the formal tirne of the study. A fourth focus group discussion was added in

March '05, two months after the completion of the formal time of the study to give the

researcher further details aboul. the issues that surfaced from examining the earlier results.

This study utilized the case study method which involved, "organizing the data by

specific cases for in-depth study" (Patton, i990, p. 384).

Data Anal]¡sis

Accordin-e to Guba ( 1978) dependability and confirmability of qualitative data

requires overlap rnethods where several sources of data are employed to act as a check on
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the strength and accuracy of observations. Patton (1997) refers to "methods triangulation"

@. a6Ð as a means to overcome bias from single methods. To satisfy these requirements

this study utilized three data collection methods, namely, focus group sessions, reflective

jonrnals and a short detailed questionnaire. Maxwell (1992) is more concerned with

clearly understanding the collected data. To this end, I checked with the subjects about

the accuracy of their meanin-es and intent on a regular basis. Recommendations from

Berg (2001 , p.240) and Mills (2003, pp. 104-108) wele used to analyze the qualitative

data:

l) Coding. To assist in the process of identifying patterns, data are systematically

organized into themes.

2) Asking key questions. Key questions relating to the initial research question

will further assist the coding activity.

3) Identifing themes. Look for themes that have emerged from the literature

review from the collected data. Look for patterns that keep repeating

themselves such as key phrases that subjects use to describe feelings or

responses that match each other.

Patton (1991) further suggests that the "evaluator works back and forth between

the data and the classification system to verify the meaningfulness and accuracy of the

categories and the placement of data in categories. When several different classification

systems have been developed, some priorities must be established to determine which

category systems ale rnore important than others" (p. 403). Each case was organized with

the same topical pattern, allowing the researcher to institute a cross-case pattern analysis,

as suggested by Patton (1990).
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All focus group discussions were tape recorded, transcribed, and analyzed by the

researcher as suggested by Berg (2001) Guba (1978) Mills (2003) and Patton (1997).

Journal entries and results from the questionnaire were also analyzed by the researcher.

The total number of pages of focus group transcripts, journal entries and data from the

qr.restionnaire was 126 pages. Each subject sent one page of follow up material at the end

of the fbrmal part of this study, resulting in an additional three pages for a total of 129

pages of data. The focus grollp discussions were held once per month during September,

October, and November,2004. The first and third discussions were 60 minutes each and

the second and fburth discussions were 90 minutes each. All discussions were tape

recorded and later transcribed. Subjects were encouraged to keep daily notes, culminating

in a weekly journal which was submitted to the researcher once each month at the end of

the focus group discussion. Subjects refened to their journals during focus group

discussions. The following is a list of transcriptions, journals and questionnaires

collected.

1) The first focus group discussion was 60 minutes in duration resulting in 13

pages on September 30th, 2004. There were four participants and the

researcher.

2) The second focus group discussion was 90 minutes in duration resulting in 28

pages on October 30'h,2004. There were three participants and the researcher.

The third focus group discussion was 60 minutes in duration resulting in 14

pages on November 30tl', 2004. There were three participants and the

researcher.

3)
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4) The fourth focus group discussion was 90 minutes in duration resulting in 25

pages on March 2I't,2005. There were three participants and the researcher.

Two subjects provided four pages of journal entries each month for a total of 24

pages over the duration of three months. One subject provided 16 pages over the same

time frame. This resulted in 40 pages of journal entries overall. The questionnaire

provided two pages of responses from each of the three subjects, for a total of six pages.

One page from each subject as a follow up at the end of the forrnal part of the study

broLrght the total number of pages to 129 pages.

Names and identifying information in all transcriptions were systematically

altered to protect the confidentiality of participants during all subsequent analysis and the

presentation of all data. All focus group discussions were facilitated solely by the

researcher who used the protocols for the first focus group session which was

subsequently modified as noted earlier.
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Introduction

This study attempts to answer the following question. What strategies can Early

and Middle Years physical education teachers successfully use to develop the

personal/social management skills of their students? In order to answer this question one

must be able to identify which strategies that subjects found most useful. In this study I

found that there were several strategies that were initially part of the focus grollp

discussion questions that were not addressed by the subjects in their discussions and

journal entries. These included critical incidents evolving from global teaching

techniques and the classification of students by behaviour type. These strategies were

mostly ignored by the subjects early in the study. However, the data did reveal other

strategies that subjects used in an attempt to develop their students' personal/social

management skills. These strategies included: 1) creating time, 2) building relatìonships

between students and teachers, 3) applying detailed feedback to students and using

consequences to regulate behaviour, and 4) learning about students' lives outside ofthe

school. In addition, the questionnaire that I administered provided some insight into how

the subjects were predisposed to having varying degrees of success in using these

strategies. These predispositions grew out of their personal histories, which contributed to

their ideological/philosophical view of children. As subjects discussed and wrote about

critical incidents in their teaching, they all concentrated on a limited number of their most

troubled students. What follows are the strategies that subjects emphasized during the

course of this study.

CHAPTER 4

RESULTS
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Creating Time

All three subjects decided to use the Titne Method; however, each subject had

different approaches and different degrees of success with its use. Two subjects, Charlie

and Pamela, attempted to use this method as a strategy to create opportunities to dialogue

with students, although Charlie had less success with this method as the study progressed.

The third subject, Frank was interested in this method as a means to motivate students to

get out of the change room and manage behaviour. Later in the study, he grew more

aware of the value of this time for relationship building:

Charlie

Charlie likes to use time at recess to discuss issues with students; however, he is

willing to try the Time Method as we see when he first introduces Dan, who is the only

student that Charlie talks about during this study:

"...this is a dit'Jèrerú strategy that I'm using this year, J'ollowing Hat've7,'g

st¡tls. ¡,, tlte pasî, I n,ould hat,e ntacle Don sit ouÍ and yve yvoulcl have talked

abot'tt it at the trcxt recess. I will now talk to hint at the next jungle gym or

J un -.fab ul o u s F r i d a7,. "

Charlie finds this 'style' increasingly difficult as the study progresses. However,

he once again learns to value LheTinte Method nearthe end of the study, through

reflection and with the assistance of the other subjects and me. He learns that he needs

more practice at a particular skill, as the following comment suggests:

I did use the 'Time Metltod'. I think it is ct goocl idea. I.fèel that I am

limited in nt¡, skills to talk to students about tlrcir difrïculties. I.find it

diJficult to (tpproach the same problem with the satne stutlent in dffirent
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vvays. I find that my 'old method' of recess cletentions is more effective.

Yet, this strategy is a goocl way to create time to speak to students;

however, I need more praclice to lead more effective discussions!

The next subject is also interested in trying theTinte Method, but unlike Charlie,

her growing success in building relationships with students motivates her to continue

with this strategy.

Pamela

Pamela embraces the Titne Method and finds that her students like the opportunity

to play at a variety of activities:

The w,hole 'Green Tinte' concept is all new to thent and everything. All of

the classes have responded pctsitivel), to it. Most stuclents u,ere quick to

change & enjo¡,¿61 tlte Ji"eedom of choice in ctctit¡ities. I think generally

speaking, to clo this'Tinte Method' cutd this'Green Time', 1 was interested

in doing it, but I tltought its not going to vvork in 30 minutes, btrt it lms. I

have been oble to teach and I have heen able to connect with these kids. I

think the issue, like I said in rlrc fuing I emailecl you, is.just building the

tru.vt. Whereas beJore I saw, a kid sittirtg on the bench, and you're tryipg

to get 7,our Lessorl done, rutcl yoLt're trying to do this...oh just get

changed.... )tolt just don't have time for them. But really by taking that

few monzents and ,uolly just ttlti¡yt to touch bose w,ith thent, I'm surprised

at hov'much the kids have opened up ancl shctrecl some tlzings with me.

Even in her first journal entries, Pamela expresses how she will use this time to

improve her connections with students. In the first entry below, Pamela is already having
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some success talking with students and is starting to pian to use Green Tinte to speak to

other students about various issues. The following entries further demonstrate Pamela's

commitment to setting aside time for conversation as she recognizes that students want

someone to listen to them:

Gr.5-6's. Used 'Green Time' in combínation with 'Skill Tinte', as I begcut

nt)t soccer unit. Most students are now changing regularly, yvith the

exceptiott of a few kicls. One girl (Havarutct) is new to the school & I yyas

able to talk to her individually. Slte has inþrmed me that she yvill be

getüng her 'g,7un clothes' ctt the end of the month. One other student, also

new to the school, has statecl tltoÍ he won't ever be bringing gynt clothes.

Theref'ore, I vvill be.f'octtsirtg on hint (Eddie) next week & seeing if I can

get throtrglt to him. In addition, there is a Gr.6 girl (Ali) yvho seetns not to

have an1,.fi"iencls, ancl thereþre needs encouraging.

Tltere are other stuclents whc¡m I have been able to talk tct during 'Green

Time' & 'Ftut Fabulous Friday'. Most kicls really are looking Jbr someone

to listen to tltem & I atn sr,u'prised ot hoyv much the1, cu-e v,illing to open up

& share. BecaLtse the tinte.fiatne in vvhich I see each cktss is lintited to 30

rniru.úes, I have c¿sked kids to come back & see me at recess tf they want to

talk nzore, &. some of them clo!

By the end of the study, Pamela still strongly supports the concept of rhe Time

Method for a v¿rriety of leasons but with special ernphasis on having "intentional"
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relationship building opportunities. She also gets fully involved in play as well as

conversation:

I used tlte 'Green Tíme' to observe students at play; what particular

(tcîivities they grot,itatecl to; who they plaved w,ell v,ith; v,ho the), clidn't

play wsl¡ with; who usecl their time wisely/sctfel¡,? Students reall¡, Iooked

.forward 1o m1t participating tvith them during this tinte, as well. I yvr¡ulcl

oJten use the titne to turn long rope; shoot some hoops or play baclnúnton,

especiall¡, iJ'l saw a student sittittg offto the sicle or noî ctctive. "l see that

yott ltaven't.found something of irúerest yet. Would lou like to try

badntinton witlt me.for aJ'eu,ntinutes?" This interaction wottld often leacl

to tlxore cotn¡ersution cutd relationship building.

I J'ottncl this 'Time Method' sîrategy allovved me to have more 'intentional'

relatiortship building titne yyith students, than I ever had in the past. I

founcl that the 'Time Method' allovved nxe sotne one-on-one time with

stuclents that I dicln't think ¡tossible in a 30 mitutte settitlg. I made a much

tnore conscienliotts decisic¡n toJòcus on students and the reasons behind

their behaviours, be it organiz.cLtion; home troubles; personality ctntflict

etc.

Pamela was concerned about findin-e enough time to implement the Tinte Method

but to her own surprise becomes very successful using the strategy. This contrasts with

Charlie, who embraces the Time Metltod initially and then reverts to using recess as a

time to try to connect with Dan. The next slrbject, Frank, like Charlie, is comfortable with
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his own style of organizing his classes. However, the data shows that Frank increasingly

comes to value this new way of finding time to relate to students.

Frank

In the first comment below, Frank irnplies that in the past he would talk to all the

students when they came to the gym and then would send them to the change room. He

sees the Time Metltod, as a way of motivating students to change quickly but not as a

llleans to connect on a personal basis. This is followed by a second general comment

about the effectiveness of Green Tinte to manage his classes more ef-fectively, but still

there is no reference to relationship building:

A contntent abouÍ green time, I u,as doing 'Green Tinte'...something l.íke

úar all the tinte.... contirtg to the boctrcl, look...read...its' lrclping a lot, in

keeping away trouble fi"otn the change rootn, the7, ç67nu out right ayyoy

because they go right awa¡,...the7, go out and play. What incentive is that

to conxe otú cluick iJ'yott talk to them, v¡hich I never did..J always talk

before they go change. Thereþre, when they conxe out...cmtl the¡, cotne

out scettered, because sonxe cotne oLrt earllt and some come oul later, they

can 80 straight to an activitl,. Tlrc fonnal introclttctirn oJ'the concept of

'Green Titne' seetns to ltelp noticeabll, vt,ith m,y classroont nxanagement.

These comments show that in the past, Frank used some form of directed activity

at the beginning of the class, (asking students to read activities written on a blackboard as

they enter the gym after chan-eing their clothes) but now he adjusts his informal style to

make formal use of Green Tinte. He is still concerned with controlling the behaviour of
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problem students, but by the end of the study, Frank begins to see the value of Green

Time as a strategy for getting to know his students:

The 'Time Method' has proven to be a positive approach in dealing with

problem students. The introduction of fonnal 'Green Time' has generated

a windr¡w, oJ'oppornuúty, which ollovvs me to deal witlt residual problems

.fi'om previous classes and to touch base with stuclents yvho are ntore likely

to engoge in unacceptable behavioLr based on recent or ongoing history,.

While this is not a conxpletely nevy approach in rn¡, teaching practice, I

rtovt, ctppllt it more deliberatel,v cutcl consistently 6¡¡761 this ltas ntade a

si.gnificant dffirence in most ceses.

If time is seen as one strategy to enable subjects to begin the process of

developing social emotional skills, then building relationships is one of the most

important by-products suggested by the data.

Relationship Buildine between Students and Teacher

Frank and Pamela use language and create an atmosphere of trust that is evident

in the data, while Charlie appears to be less successful at using these strategies. I will

begin with this third subject who has difficulty in developing a relationship with a

particular student.

Charlie

Throughout the study Charlie exclusively speaks and writes about one student

whom he calls Dan. Charlie believes that Dan is lazy and has a need for control that

prevents him from accepting guidance. Charlie expresses his view about why Dan is

unhappy and explains that he wants to help him:
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...lte is nmyþ¿ laly, attention seekirzg ancl has a strong needfor corxtrol. I

also assutne that he gets liltle encouragement Ji'om home ancl he has poor

role models at honte. I spent nmny recesses with him last year ancl I've

alwctys talked lr¡ him calntly. I try to convince him thctt I sincerely care

about his weljttre and thul I want to help him in any way that I cant. I'ye

cliscussed with hint that it is cleor to me thctt he isn't ver), happy because

he cloesn't hot,e cmy Jriencls and he is often itz conflict with his classnlates.

Early in the study, Charlie demonstrates the kind of dialogue that is consistent throughout

the study:

I cougltt up to hint antl s¡toke to hint outside the gym. I vyas upset with his

behaviour and I spoke to him stently anclforcefttlll,, ,,e¡¡¡u alvvays

maintaining control. I tolcl hint that last year, I yvas very patient v,ith hint

ancl I gave him hmdreds of chtutces. I vvas not prepared tr¡ clo the satne

thirtg this )tear. I told him that I was goirtg to set up a meeting with his

.fotlrcr utcl himselJ, atzd u,e'll. all. be 'on the same page' in tenns oJ'the

school's expectatic¡tzs in general, and the phys. ed. expectations in

particular. It appeared that Dan picked up where lrc IeJï off in JLme.

There wasn't even a mintúe effort to be on his best behavior on the first

day of sc'hool!

Charlie's conversation style consists of posing rhetorical questions, which prove to be

very difficult for the student to answer:

"What kincl of person are you right nov, Dan? What kind of person stands

u¡t nncl vvalks oLtt on an adult that is trying to lrcLp you? What kind of
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person does tltis to other students? More importantly, vyhat kind of person

do yott want to become Dan?" I've talked to him and used the green time

and the jungle gym titne...or os you call it Fmt Fabulous Fridays, and

tried to frarne nxy c¡uestions in the proper tnonner. I asked him straight

out, "How tlo yott feel tvhen you come to g),nx? Do yor.r vv-(mt to co¡ne to

gynt? " He answerecl " )t€s" octttally, 6rt, all the other questions I ask lzitn

lrc is very defiant, he looks at the floor- and sa7,s I don't know...I don't

know. I've asked him, "Wlutî would ),ou like to see vvhen ),ou come to gym

here?"...l clon'l know,... "Hov+t can I help yott vt'ith sonte of these

problems?"...1 don't knovv... "Hovt, ccm I help you ge[ ¡,otn" job clone?"

That's hoyv v,e talk at our sclrcc¡l...getting your job done.

As the study progresses, Charlie is increasingly frustrated with this troubled

student, who often does not come changed fbr activity. The fact that Dan doesn't change

for activity is an irritant that prevents Charlie from developing a relationship with this

student. As a result, Charlie decides to skip the relationship building step and moves on

to simply giving information:

I guess I skipped tct your third step...the cogrtitive domain step. I.iLtst cLtt

to tlrc cltase. Then I said, "Evetttually u,hen yoLt do bring your stulJ'l want

it in rtty ffice, I will keep it Jbr y6¿1, I will clo the laundry nryself, I will

wash it for yoLt otxce in a u,hile." I told him straight ou¡ that's not my best

solL¿tion. I think ),ou need to do your.job ¡tolu'self, bttt it's rtot working so

far rutcl I woukl like to do that. He refused cuzd said, "l'nl not bringing

You m)t stLtft'"
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In a conversation with the researcher during a focus group discussion, Charlie

ignores the personal trauma that his student might have been facing and continues to talk

about changing clothes:

Harvey:: Is there a wa)t to try ¡6.prtd, or let hint htoyv thal y6¡¡ understand

the diJJicul4, he must be experiertcing in your /our ent¡irontnent? It must

be cliJJ'icult Jor him.

Charlie: Related to his diabetes vou tnean?

Harvey: Right.

Charlie: Well, in our discLtssion w,e ltave Íouchecl rm that a little bít. Just

to continue...he has changecl ancl partici¡tated sonteyvhat in the last little

vt,lzile.

As late as the third focus group discussion, Charlie returns to the idea of

attempting to build a relationship and again unsuccessfully attempts to do so. When he

sees Dan in the hall, the following interaction occurs:

I stopped ancl sau, an opporttutitl, to talk to hitn and hopefullTt improve our

relationshi¡t. "Datz, do yott need cuty help?" He doestx't sav anything,.jtrst

igrtoring tne, vvalking up and doyvn doing this thing with his finger.s.

ThereJòre, I saicl, "l knov,you're not sLtpposecl to be here, so if ),on have a

problem I would like to try and help yott vvith it." No response. That 4tpe

of thing v,ith Dan is the tough part, he v,ot':,'t say anythirtg. He cluns up.

Everybocly, all tlte stafr'ancl the students too, I ctssunxe that he is troubled

ancl that he could use some help. We offer ancl offer and he doevt't sa¡,

ctttything. Attywa1,, tlüs pcu'tictilar incidetzt he yvcts standing there and I
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was iltst passing by ancl tried to help him. It tunxs out that he was

sr,tpposed to be sittirzg in the ffice, which is very close by so I just had to

give up and said, "Dan, yott need to go sit in the ffice." I just yvalkecl

au,ay ancl eventuall¡,he went back and scLt clown in the office.

Charlie has mixed opinions about Dan. On one hand, he sees the student needing

control yet on the other hand, he acknowledges his student's difficulty in dealin_q with the

world. As acting principal one day, Charlie learns something irnportant about what

doesn't work with Dan:

I'ttt.ir'tst guessirtg, but to me it seents as iJ' it stems from a control thing. He

rt¡otx't so)) anythittg, he's cttttsirtg trouble, he's troubled, he needs hel¡t, bttt

Ite wctn't sa7, ¡¡711, thing, he knows I wcLnt to help. He knows ever¡,bçfly

wants to hel¡t, so irt nt1, opittion it's sonte kind ofcorttrol thing. An¡,way,

he's not sa¡,ittg anything so I leave him there in the Vice-Principctl's ffice

and I go talk to the other two boys who are involved in this problem, rhen I

go back tc¡ Dan and give it another shot and he's still not saying anvthing.

So.finall¡,, I say, "Yor.t know I talkecl to the other boys cutd they told me

tyhat happened and .vou're not sa¡,ing anything so I can orzl1, ¿ssume that

everything that they are saying is true. Then he starts o¡tening up; "l

didtt't do an¡'¡þing. You knovç I hate all these quesîions."

Charlie's response to Dan "hating all these questions" is:

He got ttp to leave, rutd I dith't l.ose it, Itut I ntacle him sit dovtut. I îold

hint you're not goirtg to tcLlk to me like this, I tr¡t 677¿ tr¡r ¡¡¡'rr¡ tr¡,and (in

tloî so rmut¡, words), I've spent so much tinte with you cutd yotr don't sat,
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anytlxirxg and all yolr're saTtilg now is "l didn't do it, I didn't clo ít".

You're not giving tne any details. So anywa¡,, he sat in the ffice for the

rest of the monting ancl I got him ro do his classroont v,ork there as a

conseqLtence for what he clicl at recess tinte.

I suggest to Charlie that Dan is hearing your empathy and he is hearing your

fi'ustration. I acknowledge Charlie's frustration noting that Dan is indeed a very hard

cuse. Charlie once again knows what needs to be done and wants to do it but is unable

tlanslate this into practice:

It's very nice to hear, right at this montent, because Jbr severctl tla1t5 ¡ ¡rrn

tlünking to tnyselJ, don't give up on this kid. You alv¡ays hear that, don't

give up, tr1, ctgctirt, brú I needed to calm down cutd ste¡t back. HopeJùlly,

something else would cot?xe up, on a positive note thar I could talk to him

about. However, it is very,.frustrating when he doesn't participate. He's

tlrc person that yve are tr¡rirrg to help cud that we think nee ds help.

Charlie chose the most difficult student in all of his classes, which might

contribute to his self-admitted frustrating conversations with Dan. Charlie also is very

honest about the difficulty he has in using Noddings' (2002) tools of relationship

building, as is noted in his comments at the end of the study:

Relationship building was a value to my teaching beþre ),our study. I've

alwa¡,s believed in the importance of relationship building with m1,

stuclents but I Jeel the tools that build relationships don't conrc natural.lTt

.for me! Admittedly, I'm nr¡t a "chatty" person by nature. I "kicl" around

vvith sîtuletús from tinte to titne, but not regularly or consistenth,. I alsn
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play with the kids occasionalb,, but not regularly and quite frankl),, I don't

really enjolt i¡!

Unlike Charlie, who discusses one student, the next subject, Pamela, discusses

several students, which may increase the likelihood of finding success in building

relationships with some of them. Like Charlie, she uses questioning, but the questions are

at a level that students are able to answer. She is also very adept at using the components

of relationship building.

Pamela

Pamela's use of the Tinte Method gradually increases the time she spends talking

with students. In her first journal entry, there is an example of a conversation where a

student has some difficulty in class and Pamela tries to convince the student to work

things out or the threat of a higher authority will be blought to bear:

Thereþre, are vve goittg to work together or do yor.t & I have to go & visit

Mn Annstrong & meet the ¡7¿y, principal on a socl note? We then

cliscLtssed llte seriousrzess of "uttering¡ threats", let alone.fbllowirtg

throngh witlt thetn. I ctsked him iJ'we need to bring his teacher & Mr.

Armsîrong in on this. I tolcl hint I thought he v,as stnort enough îo make

the right choice & to leava ,natters alone. He dkl ntake the right choice.

Pamela uses what may be considered a negative relationship building technique of

suggesting to her student that she might have to bring in a third party. This is in contrast

to using the components of relationship building rhar Noddings (2002) suggesrs.

However, throughout her journal entries and in discussions, Pamela most often uses

language that is supportive of students.
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She chooses to discuss several students during the time of this study, all of whom

have varying degrees of personal/social difficulties. The entry point for many of her

conversations is similar to that of Charlie. She deals with the relatively easy and mundane

issue of changing for class. This is followed by a general comment in her first journal

entry about students who are choosing to sit out of Green Time:

... she has got her own rlütners nowfor the past ttvo weeks, so I said,

"),oL!'re getting there, Smtshine, !oL!'ve got runners today."

I tooknote oÍ'an)t studetú vthr¡ trieclto "siÍ orú";went over &spoke to

Íhetn. Sonte stttdents were nev) to tlæ school ancl yvere sh¡, ¿¿7x¿ .iust needed

encour(rget'Ìxent to rejoin the actit,it),.

By the second focus group discussion, Pamela is even more successful using the

time she now has available to speak to students. Another example of the positive

feedback that Pamela uses with a student she calls Anita, follows:

I have hrought to her attentiotl how pleosecl I am yvith her improved

behaviour tutcl how smoothl¡, every¡þitg gctes in cLass ,,vhen she is listening

cmd when everybod¡, is doing their.iob. Thereþre, she has heen quite

encottragecl with that.

Pamela is able to leatn about a student she calls Steve, whom she describes as an

"aggressive, wired, really, really wired kid." She says he kicks balls everywhere during

green time. Pamela reduces the chance of Steve behaving in an unsafe manner by

knowing his needs and negotiating some reasonable boundaries for his actions.
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Furthermore, her style of communicating which is illustrated in the passage below,

contributes to this interaction ending successfully:

I have to ¡tull him asicle ancl say, " Steve, this is the area that equipntent is

being usecl in and we aren't reall.v doing any kicking today hecause I don't

hcLve an7, soccer balls out here, so we aren't going to be kicking a

basketball." Thereþre, the next tinte he catne and said, "can I

kick? " ...lrc ca nte and asked me îlxis time. I said, " Hoyv obout if' you limit

to this orea...you can be saJ'e in this area...you cün keep it controll.ed und

keep it in tltis area I will let yott kick this playgrowtd ball." He was quite

good v,ith tltat. He seented to be happ1,. I don't know if tlmt's letting his

aggressions oLÍ or whatever, bttt he was quite contenl to do that in that

designatetl area.

Pamela continues to expand her conversations with students by offering choices

as she does with her student Mike. In this next passage, she tries to get to the bottom of

the ubiquitous clothing issue but at the same time, demonstrates how much eflbrt she

expends in trying to understand her student:

I saicl, "Mike I'm gettirtg kind of .fi'ustrated here, ntaybe I'm not doing my

job because I tltought I reall¡, contntunicctted quite clertrl.y thcú yort need

1,our stufffor gym and this is the consequence if you don't have it. Was I

not clectr?" He said, "No, txoyou're clear, I tutderslancl I neecl to bring

nDt etl4Í'to cltanS¡e". I said, "l don't get this, la.st year you liked g)trn, \toLr

brought your sttffi you participated. What's happening? I know you hat,e

str'(f (l hacl seen ltis ntrnn at Meet the Teacher Night). Do yott lu:e stu.ff at
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hotne, do yott have dressers?" He replied, "l've got tyvo". I said, "Wow,

yott've got more than most kids. What's in them, do you have stuff in

them?" He replied, "Well, tvvo of the drav,ers are stuck." Thereþre, we

had a little conversation...so I said, "Are the1, organi<.ed? I yvant to lrclp

vott, is it because yolt're not organiled, are )touforgettirtg...really

for g ettit'tg... are you .forgeÍtirtg ott p u rp o se... are )tou maybe entbart-as.s ed to

clmnge." Therefore, he scticl, "Well I'm a little entbarrassecl." I said,

"Well that's not a problem...do you yvant to wait tuttil everyr¡ne is

chmtgetl atzd then go in?" He saicl, "Well maybe." I re¡tlied, "Well then

let's try thaÍ next gym cltLss, that's not a probl€ffr 7t6¡¡ might tniss a tinle bit

of green time, but iJ'tlutt's goittg to work fot- ))oLt to hring your stuff,

gre(ú." So he did.

Charlie asked a lot of rhetorical questions frustrating his student. Pamela asks a

lot of questions like Charlie did with Dan, but she is able to get Mike to respond by

asking questions that her students are able to answer and more importantly she listens to

the answers that are given. By the end of the study, Pamela summarizes her thoughts

about the value of relationship building:

B), ttsittg incorporating 'Green Tinte' into m\t PE clas'ses, I got to know the

students better and w,hat ntakes them tick: and they began to see tne as

more thatt their gym teacher btrt somer¡ne yvho really cares abont them. By

sittirtg dr¡vvn beside thent, asking questiorts antltaking the tinte to reall¡

hear them, students began to see that I was there to help them and thot I

had expectations of them. Even the tnore tronblecl studenls could see tlxot I
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w(rs otr their side, and opened up to some degree, when they knew I was

available to listen.

In the next section, we will see that Frank is similar to Pamela in that he has a

positive view of children, although he tends to reflect on students' behaviour rather than

ask a lot of questions.

Frank

Frank refers to several students in hisjournals and during our focus group

discussions. He often makes a point of giving praise but emphasizes that, "it has to be

meaningful praise." Frank is very pleased with the kind of responses he gets frorn

students when he writes:

At the next class Ken approachecl nte and sctid that, he hacl not pla¡,ed

soccer in a while ancl I made him feel ver¡, good in the prececling class

with my praise. This has never c¡ccurred to nte in such an explicit way in

my teaching career.

Frank is interested in trying to get closer to a student he calls Tony. The following two

comments come from journal entries made mid-way through the study:

I have knovvn Tony since Kinclergarten. He is a student qttite set in his ways ¡1n¿J

has a tendency to 'choose' lo cart1, out activitics in his own wa)t. He possesses

excellent motor skills, which he expresses best irt o¡ten- ended game situations. He

gets easily ttpset if games clo not evolve according to his wishes at which point he

shuts dowtz in a deJiant way. The nmin dfficulq, I have in dealing. vyith him is that

lte does not respond well lo praise. He is an excellent soccer player and I often

ask him about his games and link tny qltestions to the team I coach. This usuall¡,
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Ineets wíth little overt response. In thís particular case, I am plaruting to go to one

of his games to see what his reaction wíll be.

In badmintrtn, I usualb, start to rall¡, vt,ith hint (he is qttite good at it) cutcl then I

fincl ltim a congenictl partner of sùnilar skill to continue. This apprctach seems to

yvork well enough.

The relationship with the student he calls Ken is especially gratifying for Frank.

Ken has been assigned to Frank by the administrator, who believes that this extra gym

time would be valuable for Ken since they get along so well. However, the student

punches another student in Frank's class, and then runs away. The end result and fbllow-

up comments, which are noted below, illustrate this scenario and Frank's demeanor:

He vvas ntctybe asked to come cutd apologiz.e but the way he ditl made me

realize tlmt lte vvas certaitily sorry that he had dotze this. As a result of

that, I accepted lzim back into the progrant In his own clctssrootn he is

cloing well, but again he hcts a tendenc¡t (this is ct class thctt has been

together for nrculy years because it is a nulti-aged clctssroom and they are

îogetherfront gracle one to grade 5), the¡, are realll, anice group anclwell

establisltecl, he wants to break into this group, but he doesn't know how, to

do it he .just forces himself into it. He is still. not being accepted, he is

being re.iected. We hatten't had an¡, flare-ttps or (ülything like we lmd in

the past; he vvcts literalþ touching some of the girls earlier on. I'mnot

sure that he wíll never clo it again, but the overt belmviour that we sav)

ectrlier is no longer there, at least it ltasn't been witnessed. Hoyvever, I
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find that I really have to keep an €)t€ on him duríng the class and make

sure that I intervene at the right times and if I do he is okay. I steer him in

the right directio¡t, but there is certainl¡ a lot oJ'work to be done. In the

classrootn, apparentlt,he is not doing very yys¡¡ at all.

HarveT,: What kincl of thittgs do ¡,s¡¡ do? Yott say ¡lx¿r¡ you steer hitn in the

right clirectiott...

Frank: For instance, about a yveek or so ogo, I could see him...we were

cloing the scootet's J'or instcutce, there were three orJòur girls thq, were

¡tlal,irtg very v,ell together, he wanted tct go antl be part ofthe group, but

he cloesn't know, hovt, and he is being re.iected. I suggestecl wht, don't ),ou

go cmd play vvith this ancl that and he forgets ctbottt his ovyn plcm ancl he

merges ond cloes that with another group of kitls, but he cloes need

guidance.

This most difficult student needs a connection, but Frank is careful about

developing his relationship with Ken:

If I start talking to hint and trying tr¡ becotne like a counsellor I clefeat the

pltrpose oJ'why he is cotnittg in. Then I nùght as vvel.l be ct coLmsellor

ntyself. That is v,h), I slqt cyvv¿¿y Ji'om doittg that, instead I guide him ín the

nxoments vvlrcn he needs sonte help and then he is able to go on his own,

becanse lte is able. When lrc decides to do sotnething Irc doesn't have to

look to sornebody else u,ho can clo it tetz times better, he's got it 7,ç¡¡ ktzot¡,.

So long term...it mt\t 1v6¡'l¡ oLtt to the poirtt yvhere I like to talk to him more
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about his thinking process and see if I can make a breakthrough wíth him

in the other situations.

Frank knows the value of building relationships and has probably used his

charismatic, caring approach long before his participation in this study, but he begins to

use the language of relationship building, which further solidifies its use as rhis next

comment illustrates:

M¡, general approach to teaching is fwtclamentally based on empathlt.

Thereþre, I strongly believe in establislting a positive relationship with

nty stttclents. To tltis efr'ect, I entploT, a variety of strategies ín order to

achieve this goaL They i¡xç¡t ¿e body languoge, tone, and tactÍùl

approctches ctinrccl ut elicitirtg construcÍive responses.fi"ortt stttdents.

One ctpproaclt rhü appeors Ío work rather consistentlT, is that of becoming

a parttrcr with needy stutlents during 'Green Time' ancl rentaitúng as such

tuúil I find a suitable student to take ¡n¡, plcLce.

Without the ability to build a relationship with students, subjects are unable to

successfully implement the other strategies that will be discussed. Making a personal

connection allows the teacher to learn more about the student's personal life, which then

provides the teacher with the knowledge to possibly direct the student's emotional

responses to events.

The next section discusses data that speak about the lives of students outside of

school and involve the emotional or affective domain.
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Learning About Students' Lives Outside of School

Understanding the emotional lives of students, which consists of feeling and/or

mood states, is a difficult proposition for teachers because it is psychological in nature,

and most teachers' training in this field is minimal. However, much can be learned about

the emotional lives of students by knowing more about their lives outside of school,

which sometimes begins to explain the root causes of their personal/social management

difficulties. Subjects commented that these root causes of behaviour were sometimes

clear and easily addressed by thinking through the problem (as I will note in the section)

but at other times, they were complex and deeply emotional. This complexity can be

made more understandable when back-ground information is known about the students.

Knowing more about students helps teachers understand why students react in ways that

they do. The background information I refer to can be gathered from other teachers, other

professionals, administration, files, parents, or from students themselves. Subjects in this

study used some of the background information sources that I have listed in order to help

students discover the underlying reasons for their behaviour.

Charlie

Charlie did not get any personal information directly from Dan. However,

meetings with guidance and adrninistrative staff led to the following information as noted

in his first journal entry:

Dan is diabetic but, otlrcrwise, he has no other conditions. He does not

receive tnuch su¡tport (or I assunte, attention/afl'ection) at honrc Ji-om his

single Jtnher. He spencls time with his grandnxother on a regular basis.
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December I4't', we hctd a rnonting meeting to discuss Danx's situation.

Dan has been doing poorly in general, with al.l. ospects of his school

life...not just in the glm. Dan doesn't have any friends, his personctl

hygiene is atrociotts and he appears to be depressed. In attendantce at this

meeting were ltis two clctssrootn tectchet's, the guidartce counselor, the

tnttsic teaclter, aclministrators, his roonx's paraprofessional and myselJ. I

wos ver)t pleasecl to see this meeting take place. As a staff, yve've been

discttssirtg Dan and his ,,vell being.for weeks, months and truthfully, years

beþre a comprehensive meeting ever took place!

During the meeting, v,e talkecl about Dant's behaviour at sclrcol. We alsr¡

touclted tt¡ton his honrc lìfu cutd speculatetl as to what miglü be goirtg on

tltere. There v)as (t suggestiort that we contact Child and Famil¡,Sen,ices

(CFS) but someone noted that the abuse (tf an¡,¡, must be tnuch more

visible and obvioLts beþre CFS yvill step in.

This source of information is an invaluable resource that Charlie could use to help

him have empathy and perhaps lead to more meaningful conversations with Dan.

However, Charlie is not able to get any information from Dan directly either because he

is a difficult student or perhaps Charlie is unable to build a relationship with him.

Although this subject is able to get personal information from administrators and

guidance staff, his inability to have Dan confide in him, further distances Charlie from

Dan.
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By the end of the study, Charlie is clearly aware of the value of learning about

students' lives outside of school and of his (and most teachers') limitations when it

involves trying to help a student with emotional difficulties:

I think everything tltat I leant about a stttdent cottlcl be helpful. Hovvever, vvithout

specffic training (which I didn't have in university or PD as a school division

employee), I feel that a student's emotional life is a dilJïcult thing for me to leant

ctbout or understand. Sirnply spending some time with a student over the course

ctJ'a school yeor or severctl years helps me to leant about the students emotional

tendencies. Withottt the above men.tioned "training", I feel tlmt I'nt

experintenting somev,hat when I talk to students ctbout their difficulties.

Although Pamela. like Charlie, does not use any particular guidance skills that

are discussed in the literature, she is often able to get information from hel students

directly, contributing to the relationship that she had already developed.

Pamela

Pamela is able to use her time with students in a manner that invites them to speak

to her with some intimacy about their lives outside of school. In an early journal entry,

Pamela speaks to a student during Green Titne and finds out about the student's home

life:

Otrc student (Mary) confided that she was really 'tired' after a late night.

Her grandrna has had complications after surgeD, & she hadn't arrived

lrcme until I:30 in the ntonting. Offired contforting words & Mcu-y

retuntecl to activitie s.
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As noted in the section on relationship building, Pamela has many conversations

with a student she called Mike. She helps him with the change of clothing issue by giving

him strategies to get him organized at home. However, as she develops a trusting

relationship with him, she discovers his lack of organizational skills is not at the root of

his problem. She soon learns that Mike is embarrassed to change as we note from

Pamela's journal entry:

" See, I'tn trying to Jigure out hovv to help .you remenxber to bring y6s' pP

clothes, so that you can loke part for the whole gynt clrtss. You have t-

shirts & shorts at hotne. You have sonxething to bring them in. I'nt trTirtg

to JigLu'e out iJ'1t¡¡¡¡ are purposely J'orgettitxg; are you clisorganiz.ecl; or are

yolt maltbs etnbuructssed to change?" Mike aùnitted to tlxe latter. "Would

it help if ),ou waited J'or your classmates to change first & then go in? " He

soid yes. "Well, Iets' try that next cla.ts."

Pamela also uses direct observation to attempt to understand the emotional state

of another student, Anita, as illustrated by the following comment made during a focus

group discussion:

The otlter thing I vvant to work on is she still (and I'tn not sayiyrg she the

perfect child yet), hut she has dfficttlty in usirtg v,ortls to conve)¡ what

she's reolly wanting the other person to do, like if sontebodt, doesn't want

her to be goalie, herfirst instinct is to push or bully them out of the wat,.

Altentalively, iJ'somebocly does sonxetlxirlg to her right a,,va1, she is sayilg

'Teacher' artd tattling. I want to tty and u,,ork v,ith her on hon, slrc can
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better communicate to her classmates and lessen the minor altercations,

which aren't a big thing, for her.

In the next comment, we see that Pamela is able to understand the emotional state

of a student she calls Rhea. This understanding provides Pamela with background

information that she uses to help another student, Brenda, have empathy for he¡ ciassmate

while also providing specific feedback about what to say to her friend:

Brencla, cLside from eggittg on Anita seetns to have beJriended a classmate

named, Rhect. Tltey have partnered up irt several 'Green Time' activities,

btú Brenda is often îintes verhall¡, 'rr¡rrrn,' oJ'Rhect's abilities. (Rhea is

also an overl¡, sensitive stuclent, who is easily discouragecl.) I overhearcl

Brencla ror)rrn, abottt Rhea's lack of skküllll at hittirtg a beaclt ball

'properly'. I tolcl Brenda that Rhea is doing the best she could, & that she

seetns upset that yolt are criticiz.irtg her play, rather than encouraging her.

Instead of sa¡,ittg, ),ou're not cloing it riçht, why don't yor,t tell Rhea 'nice

try!' or shc¡u,her o w{ty to improve her hitting. "We||...." was all Brencla

could reply. I told Brenda she shoLtkl be thankful that Rhea wos sticking

yvith her as a partner & as aJi'iend.

After the formal cornpletion of this study, Pamela shares an additional journal

entry. The entry illustrates Pamela's interest and ability to find out more information

about the high needs students she has been commenting on throughout the study:

Anitct- still struggling with appropriate social behavior in class, but is

sur¡trisingl¡t cooperative v,ith ntyself & classntates in gym. Their fatnib, is

in a midst of'conflict & the¡, have ntoved in vtith an ctttntie temporarib,, btÍ

92



ore still attending our school. & looking for a new home. Anitct's ttvin sister

seelns to be having more dfficulty with the honte situation & is

disorganiz.ed & easily agitated. Mike's attenclance is still sporadic, but I

dicl get a chance to talk to him at length. His mother is diabetic & is

ptttting a lot oJ' responsibility on hint in lenns oJ'his staying lrctne to look

ctfter her. There is a voutger cottsin also stctl,ing with thent, who I gatlxer

tlte mother is sttpposecl to be looking aJier drtring the clay. Mike misses a

Iot of mornings & he attribtttes it to the fact Ílmt he catuxot set his alarm as

it vvotild v,ake up lhe cousin, & yet hi.s Mont is 'not LLp' to yvake up Mike.

Tlrcrefore, I hat,e s¡token with his classroont teocher yvho has relayetl r¡ru'

concents to aclnünistration who is now getting involved. Steve is also a

poor attendee & I've not seen him much. Brenda retnains cotntnitted to the

leaclership progrant J'or the next term & has presented no major problems

in class.

This subject is able to get students to 'open up' about their home lives, which in

turn, provides an insight into students' emotional backgrounds:

TIüs yeu" I leanted the importance of seeking the 'why' behind the

students' beltavir¡ur. 'Green Time' ufròrded nte lhe 'time' to talk w,itlt

students and get tc¡ knovv a lot more about their home liJ'e. Students sah)

that I cared about them cmd opened up about their home sitttation. I fowul

most stLtdents willing to talk about their hotne silLtation. I ctlso looked to

the ltomerootn tectcltet- as another source of infontrution and support.
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Charlie is unable to connect personally with Dan, preventing this subject from

successfully using any information he is able to get from other sources.

On the other hand, because of her personal connection with students, Pamela is

successful at finding out a great deal about the home lives of her students and uses this

information to help them. Early in the study the next subject, Frank, is more reluctant to

delve directly into the personal lives of students, choosing instead to listen actively and to

use his charisma to successfully relate to his students. However, near the end of the study,

he begins to see the value of knowing more about the child's life.

Frank

Although Frank has very good relations with his students, he gets rnost of his

information about Ken fi'om other sources, such as cumulative files and conversations

with adrninistrators or other teachers as noted in the second and third comments below:

I think he is av,are of his successes. For instance at parenl-teaclrcr

interviews he wanted his ntont to come and see nte. He detnandecl she

corne.

He is a smart kid, but one oJ'the problems he has.... ancl I don't see hitn as

ntttch. ... I Ltnclerstand now ft"otn talking to m¡r adntinistrator and his

teachers thut he doesn't have confidence in himself, which is wtbelievable

because this kid picks up something utd he leants it. You shoyv hinz

sonxetlxitxg nev, and b),three times he knon,s it.

One aspect tltat I clon't think I ltatte mentionecl is he yyants to go back to

wherever he comes Ji'ont and I guess he ntay be lookirtg Jbr a yyûy to go

back. He wants to go back to the previotts school and maybe sonte of'his
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Frank's reluctance to delve too deeply into his students' lives is a conscious effort

to let the relationship develop at a natural pace as he notes rvhen he says, "1 don't tvcutt to

pttsh things toc¡ much" and when he adds, "l don't vt,(uxt to overload that particular

aspecL " These cotrrments are set in context in the passage below, where Frank discusses

how his student does poorly socially elsewhere, but noting that the gym may be a refuge,

where his social skills are somewhat morc controlled:

Et,en sc¡cictll¡, ,,r¡¡t a little help, he dc¡es it. I don't lutve tr¡ be on top oJ'hint

all of the tinrc. He hcts successe.ç but those are not there during the da7,, lrc

vt,ottlcl.ittsl get up antl ntot,e around the classroom, talks to people, he

cloesn't clo that in the gytt. I think he doesn't think he is worth it. I

understancl.fi'otn others, he hasn't said that to nte, because he is Eüte

awore of'doing v,ell. So tlte problerns he brings into the g¡,¡n are not just

gTun problenz.y obviotLsb,.The baggage that comes with hitn.fiont beþre,

even.ft'ont tlte classroonl, conles intr¡ the gym. I don'l vyot'tt to push things

too muclt; he's itt the principal's rffice qnite oJïen. My approach is if I

stcu't cloing that Too vvhere am I going to go? It may not be that he is

looking at the gynx as a place of refitge so much as that's nxy, JÞeling. I

clon't yvanÍ Ío overload thaî particttlar as¡tecl.

By the end of the study Frank, although reluctant to question the student about

private matters, uses his own technique, as we will see in the comment below, to know

about the lives of his students outside of school. In the last discussion session, he

behat,iour is desígned to... maybe he's thinkirzg I clon'tfit inhere, but Ifit

in there.
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discusses the different ways of acquiring information about a child, including

administration, the classroom teacher and the last approach, which is getting information

directly from the student:

This approctch needs to be thought out very carefrtlly and slrculd be based

nLore on listening ttncl paying attentíon lo irnportant clues rather than on

outright clr,testiortirtg. Greater brcwleclge should enluutce ant edrtcator's

ability îo design an optimal approach to a child's education. Krtowíng

more about a child's likes, dislikes or about afavourite activity otttside oJ'

the scltool environtnent itzcreases a teacher's ctbilin, rc esmblish

nteaningf'ul connections vt,ith that child.

It may be that students are more willing to share personal details with Pamela and

Frank due to their success in building a relationship with them. Charlie's inability to

create an atmosphere of trust with Dan prevents him from using any information he gets

from other sources. The results of these circumstances become evident in the next section

of this chapter, which deals with attempting to apply specific feedback and establishing

consequences to regulate behaviour.

Applving Specific Feedback and Establishin-e Consequences to Regulate Behaviour

Although all three subjects were unfamiliar with Bandura's (1986) social

cognitive theory, there were signs that they fbllowed some of its basic principles. The

aspects of the theory that are most evident in the data include applying specific feedback

in the form of what Bandura calls verbal persuasiorz and establishing consequences to

regulate behaviour. Other aspects of this theory such as self-efficacy, and self- awareness

are evident only tangentially in the data.
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Except for taking Dan's gym clothes home to be washed, Charlie did not directly

note during focus group discussions or in his journal any specific feedback that he may

have offered this student. However, Charlie may have considered the following comment

as providing valuable feedback to Dan:

I spent t7totL)t recesses with him ancl I've alwal,s talkecl to him calnzly. I

triecl to convince hint that I sincerely care aború his vyelfare ancl that I

wcutt to help him in an¡,w61y I can. I told hint he can'î be very happ7,

because he doesn'I have ¡¿771, .fiiends and he's often in conÍIict with hís

classnzates.

In a December journal entry, Charlie writes about a conversation with his

administrator, where he asks to use isolation as a consequence for Dan's problem

behaviour. I initially suggested at the workshop held in May 2004, to use isolation only

as a last resort. The use of this consequence was to be implemented in a caring lnanner

that gave the student as much control over this consequence as possible. For example,

students would initially be asked if they wanted to stay in the class. If they did nor want

to stay, then the teacher would say, showing great reluctance, that the students would be

placed in another class. With this choice, the teacher would indicate that students will be

missed and that he would look forward to a time when the students wanted to retum. The

rules of return would be that students would say they wctnt to l'eturn, would write a note

indicating what changes they felt needed to occur and would provide a note from their

parents to make them aware of thìs new commitment. Charlie expressed the use of this

consequence in his December journal entry:

Charlie
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I talked to the school's VP and princípal separately (they were

unavailable at the satne time) about tlxy concerns w,ith Dan. I was

considering using Harvey's strategy of Iast resort...expelling Danfrom

gym class tuul settirtg him up in a different classroom durùry g)ttyx. I

watzted theirJèedback on the strateg),. I had already arran¿¡ed to send

Dan to a grutle one classrootn if necessary. However, I wasn't quiÍe sure

vtthat I wanted hitn to dr¡ tltere. I vvas mtcontfortable hat,ing Dan do

nothing. I was thinking oJ'having him do book reports on materictl yvith a

sports and activities thetne.

Throughout the study I got the impression that Charlie was more comfortable

speaking about issues to the entire class rather than to individuals as the fbllowing

comment suggests:

I make a fair onlolulî oJ' global statenxents ro ilxc entire class about fair

¡tlay, sharing ecluipment and space, including others, making new.friends,

clrcering on others, being positive, self-esteem, individuul dffirences, etc.

I describe behaviors tltar I observed without mentionittg names. Tv,o

exantples .follov, ;

"Toda¡, I noticecl a stuclent without ct pot"tt'ter cutd another student invited

her to play ¡, a group oJ'three".

" Sometintes, a.few studenîs in our class hove diffïculty dealing with the

fincil score. Tctday, I noticed that those students kept things in perspective

cutd had û great time. Well clone!"
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Charlie keeps some distance from his students by making 'a fair amount of global

statements' rather than concentrating on individuals. The next subject, Pamela, shows no

evidence that she needs to resort to any extreme consequence such as removing a student

fbr an extended period of time and makes many references to one-on-one contacts with

her students. Once again, because of her ability to relate to individual students, she is

successful in using minor consequences, and applying specific feedback to students who

seem receptive to her comments.

Pamela

In her interactions with her students, this subject offers many cognitive strategies

and often uses consequences as illustrated in the following series of journal entries:

Gr.3/c closs had severctl inciclents: One boy (Adam) refused to take part in

tlrc run (Rebellious). Wa.; asked to go to Time Ottt Bench & vç,ent.

Three other boys (¡4rrrr, SÍeve & Grant) were "cuttirtg conters" or crossed

the gvrt even aJter being tolcl to stay outside the green line & pyl.ons. The¡,

were olso asked to go the titne out bench, while the rest of the class

retuntecl to 'Green Time' sîations. Spoke to ectch one oJ'the boys

separatel¡t & asked thent: "Do you know why yoLI ore here, on the 'tinte

ottî bench' & not back in green tinte?" Both (Grant & Matï) vvere able to

verhalize the Jact that they were crúting conxers. (Matt) also noted that he

hacl not pttl equipment back quickl¡, either. "What do you need to do

clift'erentlv next time in order to get back into 'Green Time'?" Both

stttdents recogrtized the importctnce of following rules &u,ere able to

verbalize hou, & w,here the7, 5lxstt¡¿ be rwming & where to place
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eqLdptnent. Steve was more rebellious v,hen asked why he yvas on the time

otû benclt. He sinzply slrugged shoulders. I told him that perhaps he

needecl more titne to think about it. B¡, ¡þs time 'Fun Fabulous Frklay,

catne, Steve vt,as able to think long enor,tgh & was oble to verbalize his

'cttttirtg corners' &Jailure to pttt equipment back vt,hen asked. We

cliscttssed whctt lte needecl to clo to get back into 'Green Tinte'. He was

abLe to verbaliz.e vvhat he needed to do dffirently ft next class.follov,ecl

througlt on listening to instructiotzs.

StLtcletús w,ho ntisbeltave in the change room lutve been separatecl frctrn the

class, ancl asked to change in a hallvt,a), bathroont. A.few stuclents hcLve

hnd their 'noon ltotu'club' privileges suspendecl, becartse the7, ç¡1,r,to, 6u

trusted alone in the change roonr or their behat,iout'in clctss has nr¡t been

Ltp to tlxy expectcttions. Nctt ¡tla¡,ing saJely; nor follovrting the ntles; arguirtg

with nte. But all students con eafit their wa7, back into the club, once they

show me ilmî they can.follow the rules in PE class.

Pamela's feedback could be somewhat specifìc at times. Referring to a new

student, whom she calls Anita, and who had just been verbally and physically aggrcssive,

Pamela offers the following:

I pulled Anitct aside to talk to her about this behaviour. I tolcl her that this

kind oJ'behaviour is not acce¡ttable at oltr school nor is it a way, to ntake

friends. If you vurtt to be a part of a grune, yo, need to use words.

Pamela recognizes the need to build relationships as we see her delving deeper

into Anita's life. This relational foundation allows Pamela to begin to plan and sometimes

r00



offer specific cognitive strategies, as we see with this series of comments about the

troubled student:

I pulled Atzita aside to contpliment her on her intprovecl behaviotu' & hr¡w

much tnore smootlily things go when we get along. She still has a tendency to

'tctttle' on classntcLtes & appeors to lctck conununication skills in dealing ,rvitþ

peers. I vvill be working vvith Anita on how îo Ltse 'words' to deal withfellow

students & minor altercations. I ctsked Anita how she likes r¡ur school so.far &

if she hos ntacle any.fi"iends. She just shrugged lter shoulders. She was nr¡Í in a

tcLlkative mood.

Anitct has.forgotten her PE stL{J'a couple of'times tltis t'veek. Sar ctut.f'or bits &

vt,cts ctsked ltow she JÞels cLbout ntissirtg part oJ' g¡,m class. Anita aclntitted to

not liking tltis at all. I askecl, "What tnore can I do to help 1,s¡¡ to rentember

¡,our stufJ (Previously dicl the rentinder ntark on her lrund)?"

Observation: Seents to be a bit disorgani<.ed. Shares a roonl vt,ith her sister &

her dresset'is filled witlt both clean & clirty clothes. Gave lrcr sonte hints

ctbout separating her clean & dirty clothes & how to organip her drawers

better. (There is also a cat at honte that ctpparenlly 'pees' or" sprays on her

clothes.)

Will follow Ltp otx progress to organize dressers &. have a bag.for PE stuff.

The next subject, Frank, is similar to Pamela in his approach to providing specific

cognitive feedback to students. He also has developed a relationship with his students and

knows about some of their history, which helps to create the conditions where students

are more receptive to listening to cognitive strategies that are offered.
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In the following two comments, Frank notes first in our focus group discussions

and then in ajournal entry the kind ofspecific feedback he offers a student that has been

groping the girls:

I decided thctt I u,ould talk to him ot the beginning oJ'every class and I

woulcl tnake sLtre I vvould take this approach, I vvould call him up cutd sa¡, I

hove to talk to yott...do you knotv what I wotlt to talk to you about, instectcl

oJ'saying don't do this, don't do that I deciclecl I vvould sct7,, "do ),rnt knou,

what I want lo talk tr¡ )¡ott about?" His reply, "Yecth, I know, it's aború

touching." I wr¡tilcl re':sponcl, "Oka7,, yott.fincl ct nice ¡tlace.f'or ),otu-self'cutcl

play and stav avyav fi'otn tlrcre, because we can't accept lhat...you know

tltat ancl I btow that." I had to sltare that with himfor two ot" Ihree titnes,

but tlte last two or three classes I haven't had to sct\t lhat because iÍ hctsn't

happened. I'm not saying that it is solvecl, obviously not. I'tn prettTt 5¡¡'s

about tltat but i[ that particulcLr approach for this length oJ'time seems to

be working. We have a pret1t good relatiorzship.f'rorn the ver¡, begiruúng.

Followirtg the incidents itn,olving touching, at the begfuning of each class

I falk to 'K' about tn)t expectations. When I ask him to guess yvhat I cun

goirtg to remind him of he achrcwledges that I am referring to touching.

Another technique Frank uses with this student is to acknowledge that the student

has a short attention span and to deal with it in a pragmatic manner:

Frank

Therektre, he reallT, likes praise. I guess nxayþ¿ he gets negatitte.feedback

in so tnuny areos that when lrc can get sometlting positive he likes it to be
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written in his agenda. Thereþre, we were able to do that but I find that

his attention span in the classroom, even in m¡, çl¡¿e rylont, is nxa)tbe I0 -

I5 mitttúes. I don't think he can go beyond that. I'nt jttst hegiruting to

recogniTe tltat. Thereþre, whttt I'm looking at is finding a way to dissect

tlrc clctssroom into periods tltat are smaller, Iike maybe about halJ'and

hottr arul see hou, it vvot*s. The lcLst time ytte did hadminton tr¡warcls the

end, I leJi him cutcl put hitn u,itlt a kid yvith wlntn he pla¡,ed a little bit, onl7,

a little...ntaybe a ntinule or two so I can't saTt ¡77¡¡ç¡ ntore on that.

Basicall¡,, tltctt's his cctse. The relationship is verv good and I'm using

thaî to help ltint, but there's not goit'tg to be a short-ternt soluticnt, in the

?yt'n or elsewhere. Agttirt, tix\t approach to him is I look at it is to shorten

his tinte in a group siturttion with a parttxer or two partners. I want to

catch ltim beJore læ wanders.

Frank uses consequences as a strategy in a planned, calm and reasoned fashion to

promote the kind of social skills he expects:

I ctsk ct student to sit out 30 seconds or multíples oJ'30 seconds in a place

irt Jull t,iew of'the gynt. The success of this nxethod is based on the

asstuttption tlnt tlte student is eager to return to the activi4t if .fLm and

excitement penneate through the gym. Follov,ing his /her return to the

activity, I tnonitor the behaviortr, íf it persists, additional time out is

appliecl. I ¡treJer tct ap¡tl¡, repeatecl short periods than longer ones to

mcùntain a Ji"esh metnory oJ' the reason for the disciplitxatyt 6¡6¡i6¡t.
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Both Pamela and Frank have some success applying specific feedback through

verbal persuasion, to begin the process of guiding their students toward improved

personal/social skills. Their success begins with building relationships with their students.

Dan, on the other hand is not receptive to any verbal persuasion from Chariie and perhaps

immune from any consequences because he does not have a relationship with his teacher.

Relationship building is noted as the foundation strategy that allows subjects to

find out more about the lives of students outside of school. This strategy in turn, provides

some insight into the emotional rcsponses to events that students experience in class.

With the successful implementation of these two strategies, an atmosphere of trust is

created, where students are more receptive to cognitive strategies that are offered by the

subjects in this study. However, it is not teaching strategies alone that contribute to

creating this cascade of events that eventually lead to students becoming receptive to

developing their personal/social management skills. An underlying factor that

underscores all of the strategies discussed to this point is the subject's view of the nature

of children.

The Teacher's View of the Nature of Children

A central factor that seemed to influence the subjects' practice, especially in the

area of personal/social management, was their view of the nature of children. This view

was based on the subjects' ideological/philosophical perspective, which ultimately grows

out of their personal history (Zeichner, 1993). Regardless of the myriad of factors that

influence the shape of our being, in the end, as teachers, we must be aware of those

influences and be prepared to acknowledge how they influence our teaching.
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This subject rccognizes the importance of the personal/social management general

learning outcome (GLO) as expressed in the Manitoba, Education, and Youth (2001)

document. However, rather than recognizing this GLO as a set of skills that are part of

learning to lead a full and healthy life, just like the other GLO's (fitness, movement,

safety, health), Charlie feels 'forced' to make it a higher priority:

The personal and social tnatxagement GLO is very importuú to my

teaclúng. DLn'ing the last 6 or 7 yeat's, I think the kids have forced me to

make it a higlrcr priority! Several !€ars ago, I noticed that I needed to

talk to inclit¡icluuls and cLasses increasingl7,ctboutfctit" play, cooperation,

teant v¡tork, sensitivit¡, to the needs/abilities of others, indiviclLtal

clffirences, respect for cultural dffirences, personal responsibilities, etc.

Charlie tries to see chilclren in the best light. He acknowledges that children are

influenced both negatively and positively by a variety of sources. There is some

reservation about the unconditional acceptance of all children in the first comment. In the

second comment, the implication of this reservation may be more apparent when Charlie

notes how successful his life was:

Certainl¡, all " goocl" children hctve sotne naughtiness in them and all

"bad" kids have the potential.for good thoughts and actions! Basically, I

think that all children are ,n,orth), ofour (i.e. adults...teachers, parents,

coaclæs, chLtrch leaders, etc.) I.ove, care, encoLrragenxent, effort and

attention. Sotne cltilclren are bom with physiological chal.lenges. Others

Iive in an environment that heþts Jbstet" challenging behavior ar school.

Charlie
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Still others get the proper love/attention/direction/lessons from their first

and most intporÍarú tectchers...their parents.

Personally, I come from a vetj large famil¡,. I'm the eighth chikJ ytho v,cts

raised in a single income Jamily in a 3 bedroom north encl bwtgalovç,. To

date, none of us has spent any time in jaiM believe we grew up to be law

abiding, ntoral, (faifly!) harcl working people, in lctrge part due to what

oLtr p(trents ntodeleclfor tts and taught tts. Also, I give credit to the chw-ch

that helped us out v,hen we vvere kids (my parents didn't attend). I guess

I'm obligated to also tnention oLrr tectchers and coaches too!

As the study progresses the reader may have noted that Charlie's comments

demonstrate a growing realization about the value of time, relationship building, and

getting to know students' lives outside of school. Most importantly, he comes to

understand his own history and how it influences his expectations of how children ought

to behave. This understanding grows out of conversations with other subjects in this

study and through reflection. Pamela, on the other hand, has a clear view of what all

children need and desire.

Pamela

This subject's attitude toward children has likely been evident in her comments

throughout this chapter. What follows is a summary of Pamela's thoughts about this

entire study concluding with a very clear expression of her view of children:

Of the.five leaming outcomes Jrom the PE curriculum, the personal and

social, nxan(tgement outcotne was brought nxore to the foreJi-ont this 7,so7-,

as a result of my participation in this stttd¡t. The 'intentional, relationship
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bttílding used tlryottgh the 'Tinte Method' strategy v)as a real eye-opener

for nze. As previously s¡oruí, the 'making of time' to talk to students

shovved them my genuine care cnul concern for them. A relationship of

trust wcts.forged ancl sludents were tnore receptive to share and listen

vt,hen they J'elt the¡, were being heard. I believe that the natLtre oJ'children

is the desire to be lovecl and to J'eel srfe. Urfor"ttuuúe\7, a lot of students at

tlx), school do not come Ji'om a consistently, loving environtnetú. IÍ' I (or at

least one other adult), can 'connecî' yt,ith these kids, vvho are lookingJbr

acceptance and love; looking.for sorneone to listen to them; to care J'or

them; I vt'ould be teaching them a lot ntore rhan just their basic nxotor

skills. Thank yott Jbr allowing me to be ¡tart of ),our study. It intpacted me

¡troþtmdly ancl changed the way I tectch Plq,5. grL

Frank, like Pamela, has a positive view of the nature of children to the extent that

when something goes wrong in his teaching day, he first examines his own teaching plan

before considering the role the student may have played.

Frank

Frank takes responsibility for his students' success or failures, believing that most

students will respond positively given a chance:

Most childretx respond ver¡, positivel¡, ancl participate enthusiastically

when actit,ities ctre conunensut ate with their abili4t to perfonn thent with a

sLrlJ'icient degree oJ'succe.rs. I.fïnd that tlrcre is a high, positit,e correlation

between well organiz.ed cutd enjoyable clctsses and stttdent behaviotu-.

Classes that start w¡ith enjo¡,able cutd suitably challenging actit¡ities and
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colxtinue with good.flow through the various sectiott of a lesson are less

likel¡, to evidence poor behaviour by students at large. The best wa)t to

elicit good behavior is to run a good class. I can usuall), trace tlrc source

of ¡toor general behaviour to ftLulq, organiT,cttiott ot- poor selection of

activity or when I.fail to set perJ'ormance boundaries that rtre stfficientl¡,

yyicle in scope or precise in their enunciation.

Frank recognizes that a number of children are very difficult to reach, yet he

examines his failure to reach them as his inability to find the right information. He says

that children become traumatized through outside influences, implying a belief in the

basic goodness of the children. Even in the worst case scenario, Frank takes

responsibility in not being able to help a child because he did nor find rhe right solution:

Tltere is no doubt that a teaclrcr's specifïc psychological ntakeup rnay nrst,

itt sr¡nte c(tses, be conducive to a positive relcuionship with a chitd.

Fttrthertnore, there may be children so seriously trautnatizecl b1, poor

environmental cr¡nditions or by birth that they have lost, at least in part,

the ability to develop acceptablv Jlutctional socictl skills. During my years

of'teaching, I lzave cotne across a J'ew students like that, that I h)as not

able to rertclt. M), nppronch witlz these and all stucletzts is based on

ernpathT', on reasonittg with the child, as well as on the stuclent's abítity to

respond to mecuúngfLil praise. I alwaT,s tr-y verlt hard to.find sotnething

positive to build uport when dealing v¡ith ct child. I hctve ex¡terienced. ct

sense of failure vvhen dealing w,ith a very few sttrcletús vyho did not

respond to praise. In retrospect, in those coses, I did not search outside
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the school boundaries for the clues and that might have made the

dffirence.

Summar)¡ of Findings

This study considered three subjects over 5 months. Although this is a small

number of subjects studied over a brief time period, the data suggest that the Titne

Metltod is an approach worth pursuing in helping to develop personal/social skills in a

physical education setting. The data also support the value of the strategies that were

cliscussed in the literature presented in this study. This conclusion is drawn by noting that

subjects were mostly successful in implementing strategies of creating time,burlding

relationships, learning about students' lives outside of school, and applying specific

feedback and establishing consequences to regulate behaviour. With regard to their view

of the nature of children, Pamela and Frank, who believed in the innate or natural

goodness of the child (Rousseau, rJ62/1919), seemed to be more successful at

developing relationships than was Charlie, who believed his students wanted control and

needed to be controlled. In Charlie's own words we see his distanced approach to

teaching. He describes his approach toward students as "business-like, (somewhat)

friendly." This ideological/philosophical position of the subjects related to their view of

the nature of children, is seen as a pivotal factor in determining the success at

implementing the strategies noted above.

With regard to the strategy of creating tinte,Pamela and Frank initially found that,

by setting aside time, they were more successful in building relationships. Although

Charlie had the most organized, instrumental teaching style of the three subjects in this
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study, perhaps suggesting that his style lent itself to the Time Methocl, he was nonetheless

unable to skillfully use this time to connect with his student.

With regard to the strategy of building relationships, Pamela and Frank were able

to successfully use some of the components of relationship building that were presented

in the literature review of this study. These subjects made positive, confirming statements

to their students, which created a safe welcoming atmosphere. On the other hand,

Charlie's questioning techniques further alienated his student, who already had a poor

relationship with him.

With regard to learning about students' lives outside of the school, Pamela was

able to get information from her students directly, while Frank chose to _qet most of this

inforrnation from other sources. In both cases, subjects were able to use this information

to empathize and therefore further humanize their relationship with their students, which

in turn further supported their efforts to develop their students' personal/social skills.

Charlie acquired information about his student from other sources but because there was

a poor relationship, this understanding of the student's emotional life was of less value.

However, all three subjects, as well as most other teachers, receive a minimal amount of

training in psychology. The data showed that all three subjects were unaware and

therefore, were unable to use the ideas that the affect-as- information model (Schwarz

and Clole, 1983) or the principles associated with this model (Clore and Gasper, 2000)

suggested mi-ght influence student's behaviour. The consequences of this lack of

knowledge will be fully discussed in the next chapter.

With regard to the strategy of applying specific feedback and establishing

consequences to regulate behaviour, the data showed that Pamela and Frank, who had a
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positive view of their students and were able to establish a relationship with them and

empathize with their emotional lives, were successful at applying specific feedback via

verbal persuasion and the use of consequences, because students were more receptive to

this information (see Appendix I).

In the final chapter, the implications of these findings will be discussed noting

how strategies were successfully implemented and how some components of strategies

were ignored.
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Summar]¡ of the stud)¡

This study attempts to answer the following question. What strategies can Early

and Middle Years physical education teachers successfully use to develop personal/social

management skills of their students? The data from this study suggests that the following

general strategies support the growth of those skills: 1) building relationships between

teachers and students, 2) learning about students' lives outside of school, 3) applying

specific feedback and establishing consequences to regulate behaviour, and,4) adding a

distinct 'time' to build relationships. It is important to note that physical education classes

are short in duration which m¿kes it challenging to establish meaningful relationships

with the large number of students that come to classes each day. This study includes the

examination of the 'Tinte Methocl' (Appendix B), which is one way to create time that

subjects might more successful use to establish relationships. With this extra 'time,'

teachers can begin to build relationships with theil students, which might lead to

understanding their personal/social life outside of school, which in turn may create an

atmosphere where the student is more receptive to accepting specific cognitive skills in

personal/social management.

An essential factor that contributes to the success of developing students'

personal/social management skills is the teacher's ability to reflect on their beliefs about

the nature of children (Moallern, 1991, Pianta, 1999; Schon lgï3,zeichner, 1993).

Teachers have particular beliefs about students and about education in general,

originating from their personal histories. These beliefs influence how we relate to

CHAPTER 5

CONCLUSION
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students, and our ability to teach them. Teachers who are aware of their beliefs through

reflection are more apt to moderate those beliefs for the benefit of students than those

teachers who, as Dewey (1938) noted, continue with 'routine action.'

Early and Middle Years physical education teachers from three urban school

divisions were invited to attend a half-day workshop (Appendix A) that provided ideas

for developing students' personal/social management skills. Over 30 teachers attended

the workshop and were later recruited to participate in this study. Thele was no effort to

screen volunteers on variables such as experience, gender, or age. Three participants of

the workshop, one female and two males, all with 15 or more years of experience,

became the subjects of this study.

Subjects were asked to implement some form of the Time Method, (Appendix B)

focusing on three specific strategies: 1) using time to attempt to build relationships with

students, 2) understanding the emotional lives of their students and, 3) implementing

specific cognitive strategies that might help develop students' personal/social

management skills. Subjects were also asked to reflect, (both in journals, and focus group

discussions,) on issues such as their beliefs about the nature of children and what

personal or professional factors influence those beliefs.

The procedures used in this study included a combination of focus group

discussions, journal entries, (Appendix C-D) and a questionnaire (Appendix G). Focus

group discussions and subjects' journal entries examined critical incidents related to

developing the personal/social management skills of students.

All focus group discussions were facilitated by the researcher who followed the

protocols as they appear in Appendix C. All focus group discussions were tape-recorded
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and transcribed by the researcher as outlined in the participant consent form (Appendix

F). Names and identifying information in the transcriptions were changed to protect the

confidentiality of participants.

Discussion

The analysis of the data collected in this study revealed several strategies that may

influence the development of students' personal/social management skills in Early and

Middle Years physical education classes. The analysis also revealecl a personal factor that

may influence the success of these skills. The data gathered from focus group

discussions, journal entries and a questionnaire involving the three physical education

teachers' description of critical incidents during their interaction with students supported

the use of the three specific strategies. One strategy is to create 'time' in order to allow

the second and third strategies, building relationships and learning about students' lives

outside of school, to occur'. The findings suggest that once these basic strategies have

been successfully established, students are more receptive to accepting consequences for

their behaviour, and accepting specific feedback, which might enhance their

personal/social management skills. The personal factor that this study examined which

had a bearing on relationship building is a teacher's view of the nature of children. This is

shown to be a foundation strategy. These strategies and the personal factor will be

reviewed in relation to their influence on developing students' personal/social

management skills as experienced by the study subjects.

The Time Method. The creation of additional time was clearly articulated by Pam

and Frank and seen as valuable by the third subject, Charlie, near the end of the study.

Charlie's acceptance of the Time Method grew from a realization that the additional time
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could allow him to communicate better with his students. This critical strategy provides

the time to build relationships, which creates an opportunity to begin to leam about

students' lives outside of school, which has a bearing on how they conduct themselves at

school. Pam never thought it was possible to find the time needed to get to know students

on a deeper level. However, as she discovered early in the study, it was not only possible,

but necessary to set aside time to accomplish the various goals she set out for her class. In

particular, the Titne Metltotlwas instrumental for this subject to build relationships. Frank

lbund that although his less rigid, easy going style, gave him many informal opportunities

to dialogue with students, the Tinte Methorl provided a 'distinct' structllre to ensure

communication occurted more regularly. His easy going style was his strength, br-rt this

teaching style also was a weakness. His description of the Time Methocl as providing a

"distinct" structure may demonstrate that even a successful, less rigid style of teaching

can benefit from some type of formal structure to improve communication. The third

subject, Charlie, found that setting aside time to develop relationships became less

advantageous as the study progressed because the critical incidents involving his student

wel€ not resolved during these times. This situation may demonstrate that time may be

less valuable if it is not used to create an atmosphere of trust, as Charlie learned at the

end of this study.

Relationship Building between Students and Teacher. All subjects in this study

acknowledged the vital importance of building relationships with their students. With the

success in implementing this strategy, the subjects begin to see students as individuals,

who have particular needs arising from particular histories. This process gives students a

human face that provides the subjects with a deeper knowledge than they might otherwise
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have had toward students. Pam and Frank developed relationships with their students by

attentive listening, using a positive tone, and through supportive confirming comments.

Frank was successful in building relationships by giving, "meaningful praise." Charlie

was not successful at developing a relationship with the one student he chose to discuss.

This particular student may have been a particui¿ìrly difficult case; however, Charlie did

not appear to use communication techniques such as listening and confirming which are

recommended in the literature (Noddings, 2002). The questions he asked of his student

were too difficult to answer and only resulted in frustration by both parties, worsening an

already strained relationship. This interpretation may have been confirmed when the

student himself says to Charlie, "I hate all these questions." It was not clear if Charlie

may have had more success if he had chosen a number of other students to study, in

addition to the very troubled student that is discussed in this study.

Learning About Students' Lives Outside of School. When relationships are

established, students are more willing to share aspects of their private lives that have a

bearing on their school lives. With this deeper understanding of private, factual

information and its possible effect on the emotional responses of students, Pam and Frank

were further able to empathize with their students. These subjects were more cognizant of

teaching stuclents rather than their sr.tb.ject. This increasing humanizing of the student

encouraged them to be more receptive to the cognitive strategies that teachers provide

which in turn improved their students' personal/social management skills.

Charlie acquired information fiom sources other than directly from his student

(administration and guidance). This gave him an opportunity to empathize artd perhaps

provide 
-euidance to his student in developing his personal/social management skills.
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However, as noted earlier, without a trusting relationship, other strategies are less likely

to bare any fruit in promoting these skills.

Applying Specific Feedback and Establishing Consequences to Regulate

Behaviour. Subjects in this study often gave specific cognitive feedback to their students

to help them more successfully 'navigate' their personal and social environments. They

also sometimes outlined and then instituted consequences to help their students receive

and then internalize strategies that helped students in this endeavour. Pam and Frank gave

specific feedback for particular situations such as, "lJse words", or "Find a nice place for

yoursell'to play and stay away from there." Sometimes these subjects posed specific

questions such as, "What do you need to do differently next time in order to get back into

Green Time?"

Charlie asked his student to reflect on how the student's behaviour affected the

rest of the class. This was done as a means of giving specific feedback, but it only

diminished the student's sense of value. This kind of reflection may have had a positive

value set in a positive relationship, but in this case, the lelationship did not really exist. In

addition to the four strategies already described, the teacher's view of the nature of

children also appeared to play an important role in this study.

The Teacher's View of the Nature of Children. This personal factor was

expressed by the subjects in their response to the questionnaire, and was further revealed

in their journal entries and during focus group discussions. Their view of the nature of

children may have had a great influence on how these subjects taught. Therefore,

reflection on this factor is a necessary precursor for the implementation of the other

strate-Qies that have been outlined in this study. Pam and Frank clearly indicate their
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appreciation for the potential goodness of all children which I believe contributes to a

relatively successful implementation of all the strategies discussed in this study, while

Charlie, who has a more guarded view of children, is relatively less successful at relating

to the student he chose to study.

Implications

'Personal and Social Management', is one of the five -general learning outcomes

that Manitoba, Education, and Youth, (2001) outlines in the Physical Education and

Health curriculum. Two subjects of this study demonstrate that when this outcome is

addressed in a focused manner, students begin to absorb the cognitive and psychomotor

skills presented to them. The results of this study suggest that there are a number of

strate-gies that can be implemented by teachers to enhance the development of

personal/social mana-eement skills. Pam and Frank are successful at utilizing 'time',

building relationships, and learning about students' lives outside of the school, and as a

result are able to create an atmosphere where students are nìore willing to accept specific

feedback as pafl of their personal/social development.

Charlie is less successful because his student is a very difficult case and he has

more difficulty in implementing the strategies than the other two subjects in this study.

However, all three subjects are son.ìewhat limited in their ability to be successful because

of their lack of theoretical knowledge that might inform their practice. Perhaps from a

practical point of view, the subjects of this study demonstrate how they are promoting the

development of personal/social management skills with a good deal of success. However',

what follows (with the exception of the first item below) are examples of where theory

might inform practice.
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Implications of the 'Time Method.' Physical educators see large numbers of

students for short periods of time, making it difficult to find rhe time to know students

more intimately. The 'Time Method' is one way to create 'time' to ensure that teachers

get to know students deeply. There are certainly other ways to create 'time' for this

purpose, but a distinct effort must be made to do so; otherwise, the 'personal /social

management' outcome objective is either ignored or taught in an instrumental manner,

and removed from the context that makes these skills relevant. This is not to dismiss the

value of introducing cognitive strategies for developing personal/social behaviour to be

utilized when the time warrants. However, left to that condition alone would be like

teaching 'movement skills,' (such as soccer kicking against a wall), and never having the

time to use the skill in an actual game setting.

Personal/social management skills or human relations are far more complex than

any of the other curricular outcomes. Consider receptive students, who easily learn new

skills. They may enioy the activity or idea that is being presented. They may want to

please their teacher or their parents. They may want to improve their skill or knowledge.

They may be successful and enjoy the anticipation of more success. On the other hand,

consider students who don't learn well. I would suggest that many of these students lack

personal/social skills. In more defined terms, these students ofien haven't developed the

"ability to understand, manage, and express the personal, social, and mental-emotional

aspects of their lives" (Manitoba, Education, and Youth, 2001). They often don't

communicate well with peers, parents and teachers. They are often emotionally disturbed

by one or more facets of their lives. Until they can develop self-understanding, work

cooperatively and failly with others, and build positive relationships with others, learning
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movement skills, safety or health enhancing concepts or taking part in fitness activities is

much more difficult. It is always the case, as it should be, that time be set aside for

movement, safety, health concepts and fitness. However, by setting aside 'time' for

personal/social skills, these other learning outcomes will have greater success because the

skills inherent in this objective helps create a happier and therefore, more receptive

student.

To more skillfully make use of this strategy, subjects could keep extensive notes

on critical incidents as they arise. The data did not show that subjects used notes to record

events as they occurred in order to have a more detailed conversation with students after

the incident. Not only should 'time' not be a random strategy, but it would be better

utilized when conversations were based on using focused issues gleaned from good note

taking.

(2002) ethic of care model suggests fìve components (continuity, modeling, dialogue,

confinnation and practice) that lead to building relationships. The first two components

are not clearly expressed in the data. In relation to the first component, contintLitT,,

physical education teachers usually see students over several years, albeit fbr short

lessons each day. Although many of the students in this study are transient, some have

been in the school for some years. Nothing in the data showed that subjects usecl past

knowledge about their students to enhance their relationships with them. Continuity is an

inherent feature of physical education and must therefore be utilized to the fullest extent.

The second component, modeling, is such a basic concept in teacher preparation courses

that it must be assumed all teachers are aware of it. The difficult task to be achieved is for

tween Students a r. Noddings'
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the teacher to be aware of what they actually model. Although the subjects in this study

often model communication skills positively, none of the data demonstrates that subjects

consider how they might be perceived as role models from a personal/social perspective.

Imagining oneself seen through the eyes of a child is a difficult task that might contribute

a great deal to the act of relationship building.

There are many oppoftunities for dicLlogue, conJïnning statements, and prctctice

during 'Green and Fun Fridays.' Unlike the first two components, there is much evidence

in tlre data that these components of the ethic of care model (Noddings, 2002) provide

mucll success by Pam and Frank in their attempt to build relationships, as they woulcl fbr

many te¿rche¡s. Charlie has acknowledged that the tools that build relationships don't

come naturally for him and his relationships suffer as a result.

Implications of Learning about Students' Lives Outside of School. The subjects in

this study are successful at acquiring information about their students' private lives from

a variety of soutces, including home room teachers, administrators and directly from

students themselves. Using this information contributes to helping them understand their

students' personal/social lives outside of school. However, the literature on affect that is

discussed in this paper, that may have assisted the subjects in directing their students'

emotional responses to events, is generally unknown to these subjects and likely to other

teachers. This literature included the afïect-as-information model proposed by Schwarz

and Clore (1983) and the principles about affect and information processing that Clore

and Gasper (2000) establish from this model. Most physical education reachers are not

trained nor do they have the time, even with the 'Time Method', to delve deep enough

into the psychological states of their students to implement these principles. A concerted
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efÏort to understand these principles may give teachers some initial ability to further

assist students manage their emotional responses in the classroom. For example, the first

principle says that affect has varying degrees of influence on beliefs depending on the

experience of the individual. The greatest effect is by individuals, who often attend to

their feelings or are clear about what theil feelings mean and among those who are

instructed to attend to their feelings. Teachers can use this awareness of affect to dircct

students toward positive ends. The data demonstrated that subjects directed their students

to be aware of how their behaviour affected other peoples' feelings but subjects did not

direct students to attend to their own feelings. This did not even account for helping

students uncover their unconscious feelings, which also influences behaviour (Bargh,

1997; Murphy &.Zajonc,1993). Teachers might be able to improve personal/social skills

by directing students to attend to conscious feelings and when possible uncover their

unconscious feelings. Physical educators have many years of contact with their students,

which provides opportunities to apply this, as well as othel principles of the affective

domain. With regard to the second principle, the inþnncttion value of feelings, facial

expressions make feelings publicly known (Ekman, L982) and can clearly help teachers

have some insight into the feelings of students. Teachers must assist students in

recognizing the importance of being aware and attending to their emotional reactions to

events. Since subjects did not direct students to attend to their feelings, clearly the next

step of being aware of their emotional reaction to an event was also not evident in the

data. The next three principles are equally not expressed in the data. The attribution

principle demands that the subjects help the student understand where their feelings

originate. The inunediacy principle requires subjects to help students distinguish mood,
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an affective state born in some past time, from feelings, an affective state born from the

present moment. Finally, the elaboration principle has the subjects help students find

strategies to moderate the worst consequences of compartmentalizing or elaborating

emotional experiences. An elaborated experience is considered more harmful than a

punctuated one because rumination on an emotional event stops an indiviclual from

separating their emotional reactions from other thoughts (Nolen-Hoeksema & Morrow,

1993). A solution to counter the deleterious effects noted above is to talk about the event

(Pennebaker, 1990). The data of this study did show that subjects who were successful in

building relationships were able to have meaningful conversations with students yet these

conversations tended to be vague in the area of feelings.

Charlie may have better understood Dan if he considered that this student could

not answer the questions posed to him because his thinking during difficult times is

visceral and biological, making the first cognitive response, a response actually by the

brain and the body (Damasio, 1994). Shelton (2003) adds that in the process of learning,

emotions interact with cognition resulting in feelings. These feelings need to be not only

controlled but understood and harnessed.

Due to its complexity, it is extremely difficult for teachers to address the affective

domain. However, once time is found and the desire to get to know students is

established, perhaps the next step to help teachers delve into this area may be at least

putting a label to some of the affective processes that are described in this paper. As

teachers become better at understanding and applying these affèctive principles, then the

act of harnessing the positive value of emotions may begin. Consider the development of

one aspect of emotional intelligence (Goleman, i995), 'motivating oneself'. This positive
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use of emotion is noted by Simon (1961), when he suggests that emotions are the prime

movers of action because they change the processing priorities of the brain. Schwarz and

Clore (1983) say that emotional feelings provide information and guide attention toward

goals that are relevant to individuals. Emotions as 'prime movers of action' and 'guiding

attention' thus have the potential to create a motivated individual.

Another positive use of understanding and guiding emotions in students is to promote

moral actions. Hume (1139/1896) Schopenhauer (IS4l/1965) and Williams (1973),

believe that the influence of emotions is seen as having a more positive moral outcome

than if lefi to reason alone. Helping students think through a problem in the

personal/social domain is only part of the solution; they must also empathize with the

'other' (Levinas, 1987).

Implications of A

Regulate Behaviour. Bandura's (1986) social cognitive theory is presented in this paper

as providing cognitive strategies that might assist teachers in promoting behaviour

change. For the purpose of this study, that behaviour change is directed toward the

development of personal/social management skills. Data from this study demonstrate that

subjects, while unaware of the theoretical underpinnings, use three aspects of social

cognitive theory. The first is providing specific feedback in the form of verbal persuasion

to lead students toward developing better personal/social management skills.

Unfortunately, this aspect of the theory is considered less effective than other aspects of

the theory. Data also show the use of consequences, which is the second aspect of

Bandura's (1986) work that is implemented. Consequences are used as a regulator of

behaviour. Subjects outline consequences to students allowing them to be aware of how

ic Feedback and
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their actions will be rewarded or punished. Social cognitive theory says that

consequences for behaviour are influential because of their information and motivation

value. Anticipated rewards or punishments have an influence on a person's response.

Thus it is 'thought' that gives consequences their value. The cognitive mechanisms at

wotk are intentionality and forethought or anticipatory thought (Bandura,2004). Humans

plan their actions based in part on the memory of an accumulation of previous

consequences. The third aspect of social cognitive theory that is seen in the data is the use

of self efficacy, the ability to accurately judge one's actions. This is evidenced when one

subject provides "meaningful przrise."

However, once again, as with the other strategies outlined in this paper, subjects

are not aw¿ìl'e of any other aspect of theory that might further assist thern in this process

of applying cognitive strategies for behaviour change. This is especially evident with the

lack of awareness of the two aspects of the regulators of behaviour, vicarious and self-

produced regulatory incentive systems (Bandura, 1986). There is no data from this study

that shows that subjects use vicarious experience and little evidence for the use of self-

awareness and self-efficacy as co-qnitive strategies to promote better personal/social

management skills.

Implic¿rtions of the Teacher's View of the Nature of Children. This factor may be

the most fundamental issue that contributes to promoting personal/social management

skills. Whether physical education teachers find some method to create tirne in the brief

time they have with students in order to atternpt to build a relationship may be of

secondary value if the teacher sees children as manipulative and needing control. "No

problem-solving strategy, regardless of how clever or well-meaning it may be, can take
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the place of that experience of being accepted" (Kohn, 1996,p.122).whenteachers

believe that children can and want to improve, then teachers can use other strategies such

as finding time to build relationships, finding and sharing the emotional underpinnin,es of

theil behaviour and finally being in a position where the student is receptive to learning

about either specific feedback or general cognitive process that can lead them to

improved personal/social skills. The teacher's view of the nature of children underpins all

other issues related to developing personal/social skills.

Recommendations

The findings of this study raise three major possibilities for further research.

Subjects attended a workshop in which directions on how to implernent the 'Time

Method' were given. One recommendation would be to provide prospective subjects with

a detailed outline of the key components discussed in the literature for relationship

building, cognitive strategies, the effect of the affective domain and the research on the

importance of personal reflection, especially as it relates to one's view of the nature of

children. Armed with a workshop on understanding the components of these theoretical

sug-eestions along with instituting the 'Time Method', a researcher might use a similar

qualitative study to compare the responses of more theoretically informed subjects to

those of the current study. The purpose of this research would be to determine if subjects,

who are provided with this theoretical knowledge would be better able to promote

personal/social management skills with their students. A study of this kind could be

conducted using the same qualitative procedures outlined in the current research.

A second recommendation would be not to provide subjects with ihe preliminary

workshop on the Time Method. Subjects would only be told that the purpose of the study
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was to discover strategies that might lead to developing personal/social management

skills. Individual interviews would replace focus group discussions in order to eliminate

any influence of other subjects in the study. Journal entries would be the second source of

qLralitative data. A third source of data would include an observation session by the

researcher. The subjects of the current research seemed to be influenced by the wor-kshop

ancl by the focus -qroup discussions that also f-unctioned as a shared learning setting. Left

in the typical isolation in which most physical educators work, this study would attempt

to see what strategies they might independently develop to promote personal/social skills.

A third recommendation would be to conduct a study in which both qualitative

and quantitative approaches were used to measure the -erowth of students' pelsonal/social

skills that were exposed to the first recommendation outlined above where teachers are

provided with an extensive workshop, compared to the second recommended study

outlined above, where teachers are not given any workshop. Teachers in this study would

record critical incidents using a prescribed list of possible problern categories using

numbers to comespond with a ranking sheet of some kind to indicate the severity of the

problem. These categories negotiated with teachers and rcsearcher in the study would

include items such as: l) student not being attentive, 2) student not following directions,

3) student off task, 4) student is verbally or physically inappropriate, 5) student shows

inadequate physical effort, and 6) student does not dress appropriately for physical

activity. Teachers would the record these incidents for a set period of time. Qualitative

data for the workshop group would include transcripts of f-ocus group discussions, journal

entries and a questionnaire. The second group of non in-serviced teachers would provide

qualitative data from individual interviews, journal entries and researcher observation.
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Both groups would submit the number and severity and kind of incidents that occurred on

a monthly basis in order to determine whether the quantity and severity and type of

incidents have changed over the course of the study. Quantitative comparisons within and

between groups would contribute to the data collection procedure.

Manitoba, Education, and Youth, (2001) clearly outlines personal/social

management skills as one of the five general learning outcomes that should be addressed

in the Kindergarten-Grade 4, as well as the Grade 5-8 Physical Education/ Health

Education curriculum. The document describes the five personal/social management

skills: 1) goal setting/planning skills, 2) decision-making/problem-solving skills, 3)

interpersonal skills 4) conflict-resolution skills, 5) stress-management skills.

Furthermote, this document provides many age sensitive activities to help prornote this

learning outcome. This study has contributed to the idea that, a broad set of strategies

may support implementation of the skills or activities that are noted in the Manitoba,

Education, and Youth document (200i). These strategies include: l) teachers developing

a positive view of the nature of children, because it is the basis of forming relationships,

2) establishing a distinct time to develop relationships, 3) building relationships between

teacher and student, 4) learning about students' lives outside of school and understanding

its effect on the emotional state of the child, and 5) applying specific feedback and

establishing consequences to regulate behaviour to students, who will be more receptive

to developing personal/social skills.

In the most broadest sense this study suggests that the role of physical educators

may need to be considered as not only an educator of physical and health pursuits, but as

a designer of curriculum and as a counselor. With regards to the first point, the physical
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educator may need to create a curriculum that finds time for the general learning outcome

discussed in this study. This outcome, personal/social management, may be integrated

with the other outcomes, or a special place may need to be found to emphasi ze the

important influence it has on other learning outcomes, as suggested in this study.

The second point considers the physical educator as counselor. The point of

debate is whether the subject matter or the individual takes precedence in an educational

setting. I believe that certainly both issues need to be addressed. However, before the

instrumental needs of educational institutions and the economic affairs of society that

require that those needs be met, are addressed, the personal/social growth of individuals

may need to be seen as a priority. These ideas may imply that all teachers must in large

measure be counselors as well as educators.

It has often been said that the act of teaching involves technical as well as

artistic skills for optimum effect. This study confirms this idea by illustratin_e the value of

considering broad pragmatic, technical strategies with the essential characteristics of

strategies that include caring, understanding and relating. The focus of these activities

directed to the most important resource, our children, requires technical expertise through

the knowledge that is available, as well as the artistry that only a caring teacher can offer.
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A FRAMEWORK FOR THE PERSONAL/SOCIAL MANAGEMENT REALM of
PHYSICAL EDUCATION

THE 'TIME METHOD'

Half Day Workshop

An Outline

o Partial Class Observation.
¡ Introduction.
. Student Variation/Similarity ---+ Challenges - Share case studies.
. Sample ideas of how to create TIME. Green Time and Fun Fabulous

Friday---+Expl anation s.

o Sample ideas of how to set and express clear boundaries.
o Sample Consequences and the vital importance of Tone (Relationships and the

Hidden Curriculum.
o Sample recording techniques.
o Closing Comments and Discussion about future plans.

After the proposed half day workshop, staff can decide if they want to continue with a
process of collaboration to FURTHER DEVELOP THESE IDEAS.

staff would be invited to participate in a support group that would agree to;
. Collaboratively investigate a personal/social management teaching technique for

4 months (Sept. - Dec. '04).
. Begin the process by using relationship building techniques, classifying students,

and providing specifìc gr-ridance.
o Meet 3 times over that period to discuss ideas in order to share experiences in

order to develop the process noted above.
. Agree to a personal interview.
o Keep a journal

This would form the basis of Harv's thesis, which is to see if this framework with each
person's particular style has any value in assisting students and any value in helpin-e staff.
END RESULT OF ENTIRE PROCESS

1.) Embrace, or Modify, this particular Method.
2.) Collaboratively create a new model.
3.) Experience through discussion a variety of models dependent on teacher values

and personality.

138

Appendix A

Personal/Social Management

The 'Time Method'



Those who attend the proposed half day workshop are not obligated in any way to
participate in the three month support group element!

"It takes effort to save energy"
PLEASE RETURN THE SECTION BELOW

NAME
SCHOOL
E-mail
Comments
(?)

Telephone
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Appendix B

The Time Method

o General issues about the 'Time Method'

The following is an explanation of a process that discusses how a physical educator in
an elementary school has created a technique that will give teachers the tine to help
students intentalize vital skills leading to the end goal of a healthy lilÞ. The process is
dependent on a technique called the'Tinrc Methocl'. The next section discusses the
intervening steps, moving outward from the end goal, finally leading to a description of
the 'Time Method".

Leaving the encl goal of a healthy child and moving one step outwards is the
acquisition of a particular battery of basic skills. The psychomotor and physiological
skills are one such set of skills, but they are contingent and dependent on the need to
develop another set of skills. This other set of skills includes growth in the cognitive and
emotional domains and awareness of weaknesses a student may possess in these afeas.
Specifically, these skills include, organizing one's thoughts, particular habits of mind,
self--discipline, and communication techniques. The list provided above is not exclusive
but it gives the reader a feel for the social/emotional realm that in essence the students
nrust internalize to have success in physiological and motor development. When students
are not preoccupied with social/emotional difficulties, they are better able to focus their
energies on developing physiological and motor skills. Furthermore, through relationship
building and good communication skills (see next section) the social-emotional set of
abilities will be seen as relevant and valuable to students, which contributes to the
success of the internalizing process.

The next step is the need for the teacher to conuru.micate effectively with students.
This part of the process is within the teacher's realm. The teacher must develop and use a
variety of communication skills. These would include the ability to actively listen, to
demonstrate the use of inviting body language, tone of voice and sincerity. This step
includes the establishment of a sincere and caring relationship with students. This
requirement is absolutely essential to the success of any attempt to reach (one must reach
a learner emotionally before one can teach them) a learner. Students may be coerced or
persuaded to learn, but the result is not necessarily internalized. Much of this part of the
process is tacit in nature. It must be a set of skills that a teacher develops over time
through reflection and feedback from respected peers.

The next step out from our end goal is the need to create tinte. The previous
requirements were subject oriented, in that they dealt with individuals. Time is an
objective, or instrumental, technical consideration layer that ironically enables the
blooming of a more human or relational environment. Teachers in a physical education
setting only have students for short periods of time, such as 30 or 40 minutes three times
a school cycle of six days. The lack of personal time in the environment of a revolving
door of classes that are coming and going with such rapidity does not easy contribute to
building relationships. Physical educators have a variety of techniques to develop this all
important relationship layer. This may include such ideas as actively playing with
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students, being extra friendly, giving enormolrs amounts of time to after school activities,
among others. However, I contend that these and other kinds of relationship building
exercises may be negligent in actually giving specific guidance to students to help them
through the set of social-emotional skills I outlined earlier. Fufthermore, this paper
alludes to the need of teachers taking carc of their own health needs, which demand a
balance of work and play in reference to professional physical time on the job and the
need to have some emotional distance from students.

Finally, the first step leading to the ultimate goal of a healthy child may be expressed
initially as a question. How can a physical educator create o tecluùque that gives teachers
enough time to build a relationship, which can then help students acquire the social
emotional skills that will eventually cany them towards the goal of a not only healthy
physiological life, but also a healthy social/psychological life? This cascading of
seemingly large distant goals leading to a core goal of health begins by using a technique
of instrumental design I call the 'Tinte Methctd'that provides the teacher the time to help
the student internalize the skills noted above.

o The 'Time Method' and 'Fun Fabulous Friday'

I teach physical education in a kindergarten -grade 8 school, which gives me the
opportunity to see students develop over nine years. In a general sense, the personal and
social management realm has a similar pattern for all students with an upward spiral of
complexity over the years. A series of rules or prÌnciples are either introduced or
reinforced each year. Older students would get the opportunity to discuss the value of
these rules but their worth, as a means of class management is never disputed. They are
the corc values. Most students recognize the harmonious naturc of the class depends on
these well-established conventions of behaviour. These rules would include such things
as: 1.) during the time directions are given make no sounds, eyes on the speaker, keep
self and equipment still and concentrate. 2.) Follow instructions 3.) Use time well 4.)
Treat others with kindness, patience, and fairness. 5.) Show effort 6.) Corne prepared to
class.

Just as rules and modes of behaviour in the wider society may be insufficient to create
a harmonious setting without the tacit acceptance by societal members at large through
much dialogue over time, the classroom also requires opportunities, time, for dialogue,
reflection and finally internalized acceptance. Several of these opportunities exist in my
class. At the beginning of each class, students have a short period called 'Green Time'
when they are free to practice a wide variety of skills for 5-10 minutes. It is important to
note that this is a popular time for students because they have considerable freedom of
choice. This segment of the class gives me an opportunity to speak to particular students
who choose to want to talk with me. However, the prime affective domain putpose of this
tirne period is to sit and provide immediate feedback to students who have just
experienced some social-emotional choice that has not gone well. These conversations
are expanded and become a rather lengthy dialogue every second Friday when students
are given an entire class period called 'Fun Fabulous Friday' (FFF) with every motivating
piece of equipment out for use. Unfortunately, some students perceive the requirement to
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sit and talk with me for not attending to rules, as a form of punishment, which in some
measure is correct. This view persists because students are asked to miss a part of the
class as I take turns counseling those that have not demonstrated socially appropriate
behaviour. Contrary to the punishment perception, my intention is framing the sitting out
and discussion time as a chance for me to help them function in a more positive way.
Some of the time, discussions may involve mundane matters but often these sessions are
intense and relatively private exchanges where affective issues are discussed. I recorded
real life situations that occurred during the previous week in some detail at the time of the
occurrence to allow for specific discussion about the event. The negative scenarios are
rcviewed leading to "self-critique and moral examination" (Richard, 1998). Discussions
include choices as Kohlberg demanded, so students could become their own moral agents
ìn deciding what action to take and what kind of person they wish to present to the world.
Green time and FFF provide the time for dialogue and reflection leading to the
internalization of societal and classroom expectations. I also invite stuclents during the
Friday session class to see me and give positive feedback for their complying natures.
These programmed members of the institution appreciate the freedom they have earned
but also deserve the positive verbal acknowledgement which keeps them participating in
the internalizing process.

Guided practice is essentially setting goals externally, which often needs much
dialogue. However, even with empathetic dialogue, embedded in somewhat primary
relationships, it is still sometimes necessary to implement an addendum to the Time
Method. This addendum supports the inductive view of socialization because it is a
choice based system oJ' consequences.

Progressive Consequences -the addendum to the Time Method
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During the 2nd and 3'd (October and November) meetings, the researcher will provide
feedback from his interpretations of the readings of the previous meeting's transcripts.
Subjects will be encouraged to clarify their interpretations of that presentation. During
the first and subsequent meetings the following procedure will be used.

a) The researcher will comment on the following, inviting dialogue at any time:
o Outline the agenda and protocol of the meeting.
. Model an incident in detail related to the personal/social management domain that

arose in the researcher's class during the previous month using the format noted
below.

b) Subjects will follow the format noted below:
. Comment on issues related to the personal/social management domain that arose

during the previous month.
Format

Describe the characteristics of the student(s) involved using the
following general descriptors as possible categories: Physiological
imbalance, social/emotional difficulty, rebellious, making do,
progranìmed, other.

Describe the incident(s) using the following framework:

^/Was the incicient based on an issue associated with a student's
organizational skills? Good organizational skills can contribute to a
less chaotic life which will contribute to a calmer demeanor, which
impacts a feeling of well being and therefore better social relations.

^/Was the incident based on an issue associated with the student's
self- confidence?

r/Was the incident based on an issue associated with the student's
temperament

^/ 
Wtrat were the particular circumstances of the incident? Describe

the context as clearly as possible.

^/Were there any p.euious, extenuating circumstances that may
have contributed to the incident, such as an issue from the playground,
or an ongoing personality conflict with one or more students or an
issue from home?

^/ 
What global means (teaching to the whole class) were used to

address the issue in question?

Appendix C

Focus Group Discussion Protocol
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./Wnat specific strategies did the student or the teacher see as
having value in the incident? Was there any noted change in
behaviour, in the short or medium term? If the teacher had no
suggestions for the student, the support group might offer suggestions
for the teacher to use for the student in question.

Self-reflection and Relationship Building:
Subjects may choose to comment about their feelings with regards to
how this process of reflection, action, and discussion helps them cope
with their teaching duties and how it impacted the relationship with
their students.
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a) Affective donain:
Describe the characteristics of the student(s) involved using the following
general descriptors: Physiological imbalance, social/emotional difTculty,
rebellious, making do, programmed, other.

b) Critical incident:
Describe the incident(s) using the following framework:
o Was the incident based on an issue associated with a student's

organizational skills? Organizational skills can contribute to a less chaotic
life which will contribute to a calmer derneanor, which impacts a feeling
of well being and therefore better social relations.

o Was the incident based on an issue associated with the student's self-
confidence?

o Was the incident based on an issue associated with the student's
temperament?

o What were the particular circumstances of the incident? Describe the
context as clearly as possible.

¡ Were there any previons, extenuating circurnstances that may have
contributed to the incident, such as an issue fiom the playground, or an
ongoing personality conflict with one or more students or an issue from
home?

c) Cognitive domain:
o What global means (teaching to the whole class) were used to address the

issue in question?
¡ What specific strzitegies did the student or the teacher see as having value
in the incident? Was there any noted change in behaviour, in the short or
medium term?

d) Self-reflection and Relationship Building:
Subjects may choose to comment about their feelings with regards to how
this process of reflection, action, and discussion helps them cope with
their teaching duties and how it impacted the relationship with their
students.

Guiding Questions for Reflective Journals

Appendix D
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Dear Principal,

The physical educator in your school has agreed to participate in a three month
study titled 'Developing Strategies for Addressing Personal/Social Management Issues in
Elementary Physical Education: A Critical Incident Approach'. The purpose of this
research project is to have the researcher and subjects collectively develop teaching
strategies that they can use as physical educators to help their students gain skills that will
help them grow in the social emotional domain. This researcher hypothesizes that the
social/emotional domain is the keystone that supports the co-qnitive and psychomotor
domains. With a reserve of learned social/emotional skills and opportunities to practice
those skills, students are mole likely to be able to cope with life's demands, become
happier, and hopefully exhibit reduced disruptive behaviour.

The physical educator will be expected to concentrate on three elements. The first
element involves nurturing relationships with individual students. The minimum
requirement to begin the process of developing relationships is time to listen to students.
The second element involves clearly understanding the uniqueness of individual students
while at the same time, attempting to identify characteristics that they have in common
with other students. The third element involves providing specific guidance to individual
students to help them work through social/emotional issues. Global information about
how to deal with social/emotional issues is part of good teaching, but personaliz.ed
guidance must be the next step.

Teachers will attend three fbcus group discussions during September, October and
Novembet', 2004 in order to share information. Each session will be approximately 2
hours in length and will be audio taped. A pseudonym will be assigned to each subject to
maintain confidentiality. The teacher will discuss critical incidents in their teaching
involving students in the personal/social management domain during these discussions.
References to specific students or schools will be protected by pseudonyms. Specifically,
subjects will be asked to describe an incident(s) with sufficient detail to clearly
understand the circumstance. The student's particular characteristics will also be part of
the descriptive process. The types of specific strategies that were used to assist the
students will be noted including, consequences, particular language used during
conversations and the perceived success of this process. Teachers will also be asked to
keep a reflective journal in which at least once a week they will write about critical
incidents involving students in the personal/social management domain. Again students
will be identified by pseudonyms to maintain confidentiality.

Your signatule on this form indicates that you have agreed to allow this research to take
place. The research for this study has been approved by the EducationA,lursing Research

Letter of Permission to the Principal

Appendix E

September,2004
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Ethics Board. Any questions should be directed to the researcher or his supervisor noted
below.
Researcher; Harvey Zahn Work: , Home:
Mandzuk Work;

Signature of principal

Supervisor; Dr. David
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Research Project Title:

Developing Strategies for Addressing Personal/Social Management Issues in Early and
Middle Years Physical Education: A Case Study of Three Teachers

This study will use a collaborative, reflective approach which will examine the
possible strategies that can help elementary physical educators build relationships and
provide specific individualized feedback for students in the social/emotional domain in a
manner that also provides classroom management assistance to teachers.

Researcher'. Harv ey Zahn

This consent form, a copy of which will be left with you for your records and
reference, is only part of the process ol informed consent. It should give you the basic
idea of what the research is about and what your participation will involve. If you would
like more detail about something mentioned here, or information not inclucled here, you
should feel free to ask. Please take the time to read this carefully and to understand any
accompan yin g information

The purpose of this study is to develop teaching strategies in the social emotional
domain using the 'Time Method' (see Appendix B) as a comulon starting model. Subjects
will use reflective practice in their own classroom to examine issues related to student
behaviour. Through collaboration, subjects will share their experiences with members of
a study group through monthly focus group discussions and by sharing their reflective
joumals with the researcher.

Subjects will be required to fulfill the fbllowing obligations as part of this study:

. They will have participated in a half-day workshop in May 2004 that
describes the 'Time Method.' Those who agree to participate in this study
after attending this workshop will not be required to adopt all of the
elements of the Method. However they must agree that three elements of
the model; nurturing relationships, understanding students' general
characteristics, and providing specific guidance, will be a part of their
practice, at least until the study group chooses to modify these
requirements.

o Subjects will discuss critical incidents in their teaching involving students
in the personal/social manzrgement domain. Reference to any, student or
school will be done by pseudonym. Specifically subjects will be asked to
describe an incident(s) with sufficient detail to clearly understand the
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circumstance. The student's particular characteristics will also be part of
the descriptive process. The types of specific strategies that were used to
assist the students will be noted including, consequences, particular
language used during conversations and the perceived success of this
process. Subjects will attend three focus group discussions (see Appendix
C) on September 30th, October 28th and November 30th, 2004 in order to
share information noted above. The sessions will be held at Elwick
School. Each session will be approximately 2 hours in length from 4:00-
6:00 and will be audio taped. A pseudonym will be assigned to each
subject to maintain confidentiality. The researcher will search fbr common
tones and themes in the transcripts that might shed information to assist in
developing social/emotional teaching techniques. At the October and
November meetings the researcher will share his interpretation of the
information gleaned from the transcripts from the previous meeting.
Discussions of students will be kept confidential through the use of
pseudonyms.

Subjects will also be asked to keep a reflective journal(see Appendix D) in
which at least once a week they will write about critical incidents
involving students in the personal/social management domain. A copy of
these journals will be given to the researcher at the end of each month.
The researcher will use the journal entries as additional sources of data to
further understand how teachers help students in the social/emotional
domain. Details from the journal that were not used in the group
conversations ruil/ not be shared with the group. The journal copy will be
returned to the subject at the end of the study during a meeting in June
2005

The researcher will interview a number of subjects on a mutually agreed
date. Subjects will be chosen based on some especially unique
contribution they brought to the discussions. Subjects will be notified that
they may be asked to participate in follow-up individual interviews during
the course of the study. Only subjects that have something unique to s¿ìy

will be considered for such interviews (see Appendix E). These interviews
will be audio taped and a pseudonym will be assigned to each subject to
maintain confidentiality.

Subjects will seek permission for participation in this study from their
immediate supervisor using the letter to the principal, which is included in
this document. (See Appendix F).

Transcripts of audio tapes of focus gl'oup discussions and personal
interviews will be kept by the researcher in a locked drawer at his home.
Anonymity will be maintained by having subjects identified by a
pseudonym. Reference to any school or student will be done by
pseudonym during the entire process. All copies of leflective journals will
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be returned to subjects at the conclusion of the study. All audio tapes of
focus group discussions and individual interviews will be destroyed at the
completion of the writing of the thesis.

o At the end of the study all subjects will meet befo¡e June 2005 to discuss
the summary of the study's findings. A written summary of the results of
the study will be available to participants at this meeting and copies of
reflective journals will be returned to participants.

Your signature on this form indicates that you have understood to your satisfaction the
information regarding participation in the research project and agree to participate as a
subject. In no wzty does this waive your legal rights nor release the researchers, sponsors,
or involved institutions from their legal and professional responsibilities. You are tiee to
withdraw from the study at any time, and /or refrain from answering any questions you
prefer to omit, without prejudice or consequence. Your continued participation should be
as informed as your initial consent, so you should feel fiee to ask for clarification or new
information throughout your participation.

The research for this study has been approved by the Education/Nursing Research Ethics
Board. Should participants have complaints about the project you may contact the Human
Ethics Secretariat at 47 4-l 122.

Researcher; Harvey Zahn Work:
Mandzuk Work;

Signature of subject
Signature of researcher

Ë{ome: Supervisor; Dr. David
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Since we are a small group I thought I would interview all of you and do so via a
written questionnaire. This is from 'Appendix G' in our ethics document. If you agree to
fill out this entire questionnaire you will find part two (Summary Issues) asks some
difficult questions? Consider pondering them over a few days. I do hope you can actually
enjoy pondering these questions which may also help you clarÌfy your fèelings and
thoughts about teaching social/emotional or other skills. Ir will help me a great deal.

Either e-mail or bring them to our last meeting on Tuesday Nov. 30th. If you need
nrore time, send it to me when you are ready. No rush! Be as verbose as your time,
creativity and energy allow. You are very welcome to call me any time fbr clarification at
3397223.

ALL INFO WILL BE CONFIDENTIAL. THIS QUESTIONNAIRE WILL BE
DESTROYED AFTER THE PROJECT IS OVER.

Part 1: General Data on Subiects

Appendix G

Questionnaire

1. Nanie (To be kept confidential):

2. Educational qualifications:

3. Years of experience at various levels: Early_Middle_ High school

4. Grades taught:

5. Population:

6. How would you describe the socio-economic character of youl schoor?

7. a) How would you describe your approach toward students? Please be honest with
yourself!

8. Any other data you wish to share describing yourself, your work environment or your
philosophy?

1. If you used the vehicle I called 'The Time Method' comment on its strengths and
limitations. If you used a version of the 'Time Method' or some other strategy, please
describe.
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2. Please comment on the following issues in reference to its contribution in helping you
improve your student's personal/social management skills;

* Relationship Building Issues and the effect on problem solving, understanding
students, and class atmosphere.

Did you find any particular techniques, language, phrases or body language... that
helped you build relationships?

+ Cognitive Issues:

a) Please comment on what factors (note list below and add your own) do you
think regulate behaviour?

. Rules and Consequences?

"Vicarious experiences (watching others)?
.Being self-aw¿rre (aware of one's strengths and weaknesses)?

"Veùal persuasion (teacher talk)?

{. Affective Issues:

a) What influence in you experience does emotional reaction to events play in directing
behaviour?

. StudentCharacteristics:

Did identifying student characteristics (Physiological imbalance,
social/emotional difïculty, rebellious...), help you develop strategies (in
relationship building, using cognitive or affective ideas)? If so please explain.

o Factors affecting the teaching of personal/social management skills:

Please comment on what would you characterize as the most common issues
when incidents arose?

'Organizational skills of the student?

"Confidence of the student?
.Temperament-as in question above?
.Issues from outside the gym-playground, home?
"Other?
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3) Any further comments?

Thanks fbr taking the time and mental energy to complete this questionnaire.

Harv Zahn
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Ground rules

rAll conversations at this session will be kept strictly private and confidential.
o You are invited to express your experiences in an atmosphere of support and
acceptance. Share yow experience and your J'eelittgs about those experiences.
o Use as the primary sources of information; i) your journal for reference,2) your notes
from school in order to be more precise in your comments.
¡In the spirit of providing a growth experience be prepared to accept suggestiolls from
fellow subjects.
¡ In turn, take the needed reflection time before providing constructive criticism.
oWe will use a speakers order to ensure everyone gets a fair turn to express their opinion.

Take away details

o Strategies

The prirne objective of this process is to discover strategies that can help students in a
physical education setting learn or improve their personal/social management skills. To
this end m¿rke note of what language you used either globally or individually which
demonstrated success, but also share what language did not help this process.

¡ Teacher's belief systems is a key element guiding student's development

Reflect on your personal belief system and how that may impact on your conversations
with students. This belief system is steeped in your own personal history (culture,
economic state, ideological stance, values).

¡ Details
.Student Characteristics
.Cognition:

What cognitive ideas were of value to students during conversations?
.Affect:

Did you have any opportunity to ask students to monitor how they felt
about a particular incident? Help students recognize their feelings by
noticing their physiological response.

. Relationship
Monitor you use of language ("If you made a mistake I would like to talk
to you and see if we can find a way to help you not make a mistake too
often).
Monitor your tone and your body language during global and individual
conversation.

Preparation for the first Focus Group Session

Appendix H
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Developing Strategies for Addressing Personal/Social Management Issues in Early and
Middle Years Physical Education: A Case Study of Three Teachers

Schematic

Appendix I
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