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ABSTRACT 

 

FACULTY OF SOCIAL & HUMAN SCIENCE 

SOUTHAMPTON EDUCATION SCHOOL 

 

Julia Forster 

Bridging the Gap: Using therapeutic models of psychology to develop Further 

Education teachers’ strategies for promoting a culture of learning 

Behaviour management is often reported to be one of the main challenges facing new and 

beginning teachers. Research which has investigated the reasons for such challenges 

suggest that, whilst initial teacher education programmes provide a useful foundation for 

managing the classroom, many of the curriculum theories and approaches often appear 

too linear and inadequate for preparing teachers to manage the complex emotions and 

behaviours that their students may present on a day-to-day basis.  

This thesis investigates these claims and suggests that whilst effective teaching strategies 

can influence classroom behaviour a teacher’s ability to cultivate a culture of learning 

necessitates that they have a sensitive awareness of their students and an ability to 

positively regulate their own emotions and behaviours. Whilst it may be assumed that 

teachers will already have these intuitive abilities, personal experience and research 

highlights that this cannot be guaranteed. Reflecting on past experience as a nurse 

therapist in Cognitive Behaviour Therapy (CBT) and drawing on the findings of empirical 

research studies, it is suggested that teacher education can learn a great deal from the 

world of therapy.  

In developing this area of research at a practical level this thesis reports on a small-scale 

action-based project that involved designing and trialling a Cognitive Behavioural Toolkit 

with groups of teachers in the second year of an initial teacher education programme. 

Data was collected through questionnaires, personal diary entries, interviews and 

classroom observations. The findings of this research suggest that the majority of 

teachers in the sample found CBT useful for regulating their thoughts, increasing their 

self-confidence and improving relationships with their students.  
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Although the results of this small-scale study cannot be generalised to other teacher 

education programmes, it is suggested that it provides a foundation for supporting 

teachers to bridge the gaps which currently exist between the curriculum theories of 

behaviour management and the realities of classroom practice. At the time of writing no 

other studies have investigated this particular topic, hence there is no comparative data to 

validate these claims, and so this is a notable area for further research.   
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Chapter 1 Introduction 

Problem Statement  

In today’s classrooms, low-level disruptions occur on a regular basis and the emotional 

and behavioural issues that students present in the classroom may be wide and complex 

(McNally et al., 2005; Ofsted, 2005; Haydn, 2007; Qualter et al., 2007). For new and 

beginning teachers, managing such behaviours can be highly challenging and, according 

to teacher surveys, are among the reasons why increasing numbers of teachers leave the 

profession early (Teacher Support Line, 2010).  

Over the past two decades, Further Education (FE) has been subject to a barrage of 

political policy reforms focused upon improving efficiency, raising quality, driving down 

costs and extending consumer choice (Hargreaves, 1993; 1994). Whilst these reforms 

have undoubtedly improved the quality of provision in many educational establishments, 

they have put considerable pressure on teachers (Hargreaves, 1994; 2001; Gibbs, 2000; 

Jephcote et al., 2008). In the current educational climate there are growing demands on 

teachers to ensure healthy enrolment figures, to maximise retention and to secure 

achievement amongst an increasingly diverse range of students with varying needs and 

abilities. 

Studies that have explored teachers’ levels of job satisfaction over the past decade 

suggest increasing levels of stress, frustration and ‘burn out’ (Brouwers & Tomic, 2000; 

Kyriacou, 2001; Bernard, 2004; Baker, 2005). Amongst the reasons commonly cited are 

pressures to meet targets, excessive workload, conflict with colleagues and difficulty in 

managing student behaviour (Avis & Bathmaker, 2007; Teachers Support Line, 2010). 

According to research investigating stress amongst new and beginning teachers, these 

pressures are further compounded by lack of experience and inadequate preparation for 

classroom management (Brouwers & Tomic, 2000; Swinson et al., 2003; Baker, 2005; 

Rushton, 2010). Whilst such findings cannot be generalised to all teachers, increasing 

media reports of challenging behaviour in schools could lead one to thinking that all 

classrooms are characterised by riot and disaffection (Loo, 2004). Much of this interest 

may be deemed headline news and media hype that focuses upon isolated extremes, 

nevertheless challenging student behaviour is an area of increasing concern for 

educationalists and policy makers (Wallace, 2002). According to the Teacher’s Support 

Line Survey (2010), 92 per cent of teachers stated that challenging behaviour had 

increased during their careers; 38 per cent had considered leaving the profession 

because of unruly student behaviour; and 41 per cent had been subjected to verbal and 
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physical abuse on a regular basis. Whilst most of the reported difficulties are associated 

with the compulsory education sector, over recent years there has been increasing 

concern over behavioural issues in FE (TES, 2002; McNally et al., 2005).  

There are many reasons for challenging behaviour yet research suggests that these are 

broadly aligned to the complexities of young peoples’ lives in the twenty-first century and a 

failure to manage these challenges appropriately in an educational context (Weissberg et 

al., 2003). Responding to these issues, educationalists and policy makers highlight the 

need to improve the quality of teaching and learning in all areas of the education system 

and ensure that teachers are appropriately qualified and prepared to manage the diversity 

of student learning needs. 

Initial FE teacher education programmes aim to provide individuals with the knowledge 

and skills required to manage the learning process effectively. However, educationalists 

such as Hargreaves (1986) and Stones (1989) have long argued that teacher education 

falls short of making useful connections between the theory and the practice of effective 

teaching and learning. Whilst initial teacher education programmes such as the Certificate 

in Education include sessions on classroom management, this is commonly discussed in 

relation to teaching strategies such as structured lesson planning, designing resources 

and activities to provide variety in learning and awareness of the differing needs of 

students. Classroom management is also explored through the study of conventional 

psychological theories that seek to illustrate the range of factors influencing students’ 

approaches to learning. However, there is little, if any, reference to practical strategies for 

managing challenging behaviour. Whilst such theories may be useful for raising teachers’ 

awareness, they are often considered too linear and simplistic to be of practical value in 

managing the diverse emotions and behaviours that may occur in the classroom (Tickle, 

1991; Nias, 1996; Hargreaves, 2001; Flores & Day, 2006). 

It may be assumed that concerns about the theory–practice divide would have diminished 

over the years, but it is clear from a number of recent studies that it remains a significant 

issue for many new and beginning FE teachers (Harkin et al., 2003; Gore & Gitlin, 2004; 

Hatcher et al., 2004; McNally et al., 2005; Rushton, 2010; Orr, 2012). Research studies 

that have investigated FE teachers’ perceptions of initial teacher education mostly 

highlight an insufficiency of practical approaches for working with students with low levels 

of motivation, poor concentration and learning difficulties (Rushton, 2010). They also 

suggest that one of the reasons why classroom management is so challenging is that the 

theories and methods covered in training sessions give little meaningful practical advice. 

(Hargreaves, 2002; Rushton, 2010; Orr, 2012). The problem with achieving such meaning 
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is that such knowledge is not readily contained in any text book; rather, what needs to be 

addressed is teachers’ knowledge about themselves and the ways in which they manage 

relationships in the classroom (Burris, 2005). 

Whilst there have been a number of reforms to teacher education since the late 1990s, 

these have largely centred on raising the quality of teachers by improving their academic 

knowledge and research skills. These developments, whilst undoubtedly important for 

advancing educational knowledge, fail to address the need to make meaningful 

connections between the theory and practice of effective classroom management. It might 

be supposed that government initiatives to make teachers more reflective, through the 

introduction of the Lifelong Learning UK (LLUK) professional standards (2007), would 

have in some way promoted this emotional engagement. However, the mirror of reflection 

does not always capture all there is to see in a teacher. In teacher education there is a 

tendency for reflection to be seen as predominantly cognitively situated and involves 

individuals critically reviewing their experiences to hypothesise alternative courses of 

action. From this perspective, reflection often fails to address what lies deep within 

teachers, that is, the motivations they have for teaching, the emotional connections they 

form with their students and their feelings about themselves (Hargreaves, 2002; Pedro, 

2005).  

Personal Context 

Interest in this area has crystallised over many years as a nurse educator in mental 

health, a nurse therapist, a teacher educator and latterly as a staff development manager 

in FE. Reflecting on these experiences it became clear that many of the tensions 

presented by clients in clinical practice were actually echoed in FE colleges’ corridors, 

staff rooms and classrooms. This is not to suggest that all individuals presented with signs 

of mental health problems, although some certainly did. Rather, it appeared that a number 

struggled with similar issues such as lack of self-confidence, frustration with others’ 

demands, unrealised expectations, lack of motivation, and anxiety-related symptoms. 

Given this, it could be suggested that one could be describing any organisation since the 

same issues are probably evident in many institutions where a range of people are 

gathered together. However, the difference between education and other organisations is 

that there is an expectation that teachers will have the attributes and personal skills to 

manage these difficulties more effectively, or at the very least keep them from public view. 

Unlike many other professions, teaching is instantly observed by an audience, be it 

students, parents or colleagues. Additionally, the intent gaze on teachers is so constant 

that it is often difficult for them to escape the sense of pressure and vulnerability to 
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emotionalise their responses when they consider themselves to be under surveillance 

(Flores & Day, 2006). 

Nursing and Teaching 

Reflecting on these experiences, it is possible to identify a number of broad similarities 

between the vocations of nursing and teaching. Without wishing to be too simplistic or to 

undermine the different skills and requirements of either profession, it is possible to 

suggest that they both involve caring and supporting others to improve their lives (King, 

1971; Noddings, 1996; Taylor, 2000). Hence, both are essentially emotional and require 

high levels of interpersonal skills to manage different situations and relationships 

(Noddings, 1996; Eriksson, 2002; Dahlberg & Segesten, 2010). Secondly, due to the wide 

variation in day-to-day practice, situations which individuals encounter can be complex 

and necessitate high levels of responsiveness and flexibility (Veenman, 1984; Tickle, 

1991; Taylor, 2000; Avis & Bathmaker, 2007). Thirdly, they both involve teaching and 

instructing others how to perform certain tasks that seek to advance their positions and 

improve the quality of their lives (Rogers, 1961; Egan, 1990). Finally, over the past two 

decades, both nurse education and FE teacher education have undergone a series of 

revisions to their standards of practice in a bid to improve the quality of their provision and 

further their professional status (Nursing and Midwifery Council (NMC), 2008; Hope, 2004; 

DfES, 2002; 2004).  

Considering these commonalities and reflecting on personal experience it is suggested 

that many of the difficulties experienced by new and beginning nurses are very similar to 

those reported by new and beginning FE teachers. Whilst it may be assumed that 

individuals entering these professions will have the interpersonal intuitive skills needed to 

support their practice, it is suggested from personal experience and supported by 

published studies that this is not always the case (Burris, 2005; Santry, 2010; McMillan & 

Shannon, 2011). For example, in recent years the nursing profession has been criticised 

for failing to teach nurses the basic skills of care such as empathy and compassion and, 

as a result, nurse education programmes have been revised to make these integral 

components of study (Santry, 2010; McMillan & Shannon, 2011). Although clearly not the 

same, a number of studies suggest that many new and beginning teachers do not always 

have the skills to manage the complex emotions and behaviours that may overspill into 

their classrooms (McNally et al., 2005). 

Interestingly, a recurring theme in literature related to behaviour management in teaching 

is that effective teaching is underpinned by learned communication and people 

management skills (McNally et al., 2005). The emphasis upon the ‘learned’ aspect 



5 
 

suggests that individuals entering the teaching profession will already have intuitive skills 

to serve as a platform for developing their practice. Such views are commonplace and are 

often echoed in the sentiment that ‘good teachers are born, not made’. Whilst there may 

be some truth in this, there is a danger that the complex emotions that arise in everyday 

teaching are ignored and regarded as ‘things’ that need to be privately managed even 

when they represent considerable problems. In addition, it could be argued that much of 

this intuitiveness is broadly related to personality and approachability. These are without 

doubt desirable qualities in teaching, yet, are often insufficient to manage the complex 

emotional and behavioural issues that may be presented in the everyday classroom 

(Apter, 2007). 

Further similarities have been noted in the difficulties both new and beginning nurses and 

teachers have with the theoretical aspects of their training programmes. Whilst this was 

observed in nursing during the 1990s, it appears that such concerns continue to present 

challenges:  

The place of theory in nursing practice has, in reality, long been considered 

somewhat vague and tenuous. A situation persists today that has been referred to 

as the ‘theory-practice gap,’ in which theory and practice are perceived as 

interacting imperfectly, infrequently, and sometimes insignificantly. (Cody, 2006, ix) 

Reflecting on these observations and drawing on personal experience as a nurse 

therapist in Cognitive Behavioural Therapy (CBT), it is suggested that there are many 

valuable lessons that FE teachers could learn from the principles and practices of 

therapeutic practice. Whilst appearing far removed from the world of education, it is 

suggested that significant learning is facilitated in therapeutic practice. This learning is 

significant because it focuses on learning about oneself and the relationships which one 

has with others. At the heart of this learning is critical reflection, which enables individuals’ 

to learn from the past and make meaningful connections with the present and the future.  

It is suggested that, in order to make these connections, teachers need to understand the 

complexities of their role and be supported to develop the social and emotional strategies 

they need to manage themselves and their students (Sutton & Wheatley, 2003; Brackett & 

Caruso, 2007). Given increasing emphasis on the importance of emotions in learning and 

a recognised need to support the emotional and social development of young people, it is 

perhaps ironic that this aspect of teacher development appears to remain so neglected 

(Hargreaves, 2000).  
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This thesis explores the potential value of CBT in raising new FE teachers’ self-awareness 

of their emotions in relation to their developing teacher identities. Through raising 

teachers’ consciousness they can be supported to develop positive emotional regulation 

techniques, enabling them to manage their classrooms and the behaviour of their students 

more effectively.  

In framing this research, four fundamental questions will be explored: 

1. What are the behavioural challenges facing FE teachers in twenty-first century 

classrooms?  

2. How effective are conventional psychological theories and approaches for 

supporting new and beginning teachers to manage their classrooms?  

3. To what extent can the principles and practices of CBT be used to support 

teachers and provide a more informed approach to classroom management?  

4. What recommendations can this research provide to inform the future practice of 

initial FE teacher education? 

Each of these questions will be explored in turn and the following synopsis provides a 

summary of how these will be addressed in each chapter. 

Chapter 2, Further Education and Teacher Training, commences with an introduction 

to the FE sector and explores how Government policies and initiatives have influenced its 

development over the past twenty years. Having summarised these changes, the chapter 

then explores how the sector seeks to support and train new and beginning teachers.  

Chapter 3, Managing Challenging Behaviour in Further Education, begins by 

examining the concept of challenging behaviour and considers why classroom 

management is often reported to be one of the most significant issues for many new and 

beginning FE teachers. Exploring the reasons for these difficulties, this chapter reviews 

the general content and focus of initial FE teacher education programmes and evaluates 

the effectiveness of such approaches for preparing teachers to manage classroom 

behaviour. 

Chapter 4, Managing Behaviour Using Therapeutic Theories, focuses on 

developments in schools that have sought to improve behaviour through the explicit 

teaching of Emotional Intelligence strategies, given the lack of FE research in behaviour 

management. Whilst these approaches primarily focus on improving students’ emotional 

management, it is suggested that further attention should be given to the impact of 
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emotions on teaching as these have considerable influence in determining how teachers 

model and regulate their own behaviours in the classroom.  

Chapter 5, Cognitive Behavioural Theory (CBT), considers that, in view of the previous 

discussions, it is clear that teachers’ management of emotions necessitates an 

understanding of how affect and cognition influence one another and their impact on 

behaviour. This chapter explores how teachers’ understanding might be achieved through 

the therapeutic principles and practices of CBT. With a clear focus on cognition, CBT 

highlights the importance of understanding how underlying beliefs and assumptions 

influence emotions and behaviours. In supporting the development of positive self-

regulation, CBT uses a number of strategies to raise awareness of negative thinking 

processes and their modification to achieve a more realistic appraisal of situations and 

circumstances.  

Chapter 6, Research Methodology, explains the research approaches taken to 

investigate the perceived effectiveness of the CBT toolkit with a sample of new and 

beginning FE teachers. The chapter discusses the epistemological foundations connected 

to this enquiry, explains the design of data collection methods, ethical protocol and 

discusses issues of validity.  

Chapter 7, The CBT Toolkit, having reviewed educational theory and therapeutic theory 

separately this chapter explores how a fusion may be created through the use of a CBT 

toolkit. The toolkit comprises a number of strategies which have been adapted from 

clinical practice and focus on raising teachers’ self-awareness and introducing them to 

techniques that seek to inform and improve their management of the classroom. Given the 

practical focus of the toolkit, lesson plans and session notes are included in the 

appendices to guide teacher educators wishing to introduce these approaches into their 

own programmes (See Appendix 4). 

Chapter 8, Research Findings, reports on data collected from questionnaires, interviews 

and observations. In addition it includes extracts from a personal research diary which 

was maintained throughout the CBT research trials. As this was a small-scale project the 

reported findings cannot be generalised to other teacher education programmes. 

However, it is suggested the strategies trialled during this study could be transferable and 

adapted by others in the context of their own practice.  

Chapter 9, Conclusions and Recommendations, summarises the findings of this 

investigation against each of the research questions and then makes recommendations to 

inform the future practice of initial FE teacher education. In consolidating this discussion 
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this thesis proposes further areas of enquiry that extend the trials of CBT not only to 

individual teachers but teacher educators, educational managers and FE organisations as 

a whole.  

The Significance of the Research 

This research is considered significant to the FE sector because it focuses on more 

effectively preparing new and beginning teachers to manage their classrooms in an 

informed and effective way. Central to this is raising FE teachers’ awareness of the 

emotions evoked in the process of teaching and learning, and supporting them to 

understand these in relation to their developing teacher identities. By raising self-

awareness through the use of CBT strategies, teachers can be supported to develop 

techniques and approaches that both enhance self-management and positively impact on 

the management of their students. Not only does it enable individuals to recognise and 

manage challenges that arise in the classroom, it enables them to develop the educative 

relationships with students that ultimately influence the quality of the teaching and learning 

experience for all (Chuah & Jakubowicz, 1999; Davis et al., 2000; Burris, 2005).  

 



 

Chapter 2 The Further Education Sector and Teacher 

Education  

In order to appreciate the nature of the challenges facing new and beginning FE teachers 

it is useful for the reader to have a general understanding of the sector and how it 

operates to support and train its teachers. There is not space in this thesis to discuss the 

numerous developments that have occurred in FE since its early origins, hence this 

chapter will reflect on developments over the past twenty years, as these are considered 

central to understanding FE in the twenty-first century.  

The Further Education (FE) Sector 

English FE has a long vocational history spanning more than two centuries and can be 

traced back to the industrial revolution in the late 1800s. During that time many colleges, 

or technical institutions as they were commonly known, served to facilitate a culture of 

self-improvement for workers by providing opportunities for them to attend evening 

classes to improve their knowledge and skills and to broaden their minds (Robson, 1998). 

From these early origins FE became associated with offering a second chance for those 

who were unsuccessful at their first opportunity of education (Avis & Bathmaker, 2007).  

Although offering education and training to increasing numbers of students’ over the 

decades, there appeared little real interest in the FE sector until the Further and Higher 

Education Act was passed in 1992. According to Tomlinson (1997), the reasons why FE 

had not previously attracted the same attention from government and policy makers as 

schools was probably because, until the 1980s, the British economy had been able to 

absorb a large number of unskilled and semi-skilled workers with neither educational 

qualifications nor training. With changes in the manufacturing industry and the decline in 

unskilled and semi-skilled employment opportunities, the then Conservative government 

focused its attention firmly on the FE sector, citing it as a highly expensive service that 

needed to do more to achieve a better foundation for young people at the age of 16 

(Baker, 1989).  

The 1992 Act had significant ramifications for the FE sector as it changed the nature of 

funding for colleges and led to greater scrutiny of the quality of their provision. In 

summary, the Act removed the control of funding for colleges from Local Education 

Authorities (LEAs) and centralised financial responsibility in a newly created Further 

Education Funding Council (FEFC). Unlike the LEAs, which funded colleges on the 

number of students recruited, the FEFC spread the allocation of funding to include not 
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only the number of students they recruited but the number of students who were retained 

on their study programmes and who successfully completed and achieved their 

qualifications. This changed the whole focus of the FE sector, which had traditionally 

considered ‘drop-out’ inevitable and likely, given the voluntary nature of its provision and 

the characteristics of the students it commonly catered for (Martinez & Munday, 1998). At 

the same time, the 1992 Act introduced greater scrutiny of colleges and shifted from Adult 

Learning Inspections (ALIs) to the body affiliated with schools, the Office for Standards in 

Education Department (Ofsted). This meant that colleges that had previously been 

inspected as adult education providers came to be judged against the same criteria as 

schools and needed to account for their actions in terms of quality and student success.  

These developments led to a dramatic change in culture, ethos and management 

(Robson, 1998). From originally being driven by public sector values, FE colleges took on 

a commercial focus involving the need for efficiency measures, including the introduction 

of performance management, greater accountability and data-driven targets. Since the 

1990s the pace of change in FE has been relentless, with each new elected government 

revising its focus and priorities (Coffield et al., 2008). Towards the end of the 1990s FE 

was charged with expanding its provision to increase the participation rates of young 

adults from under-represented groups and led to the commission of two significant reports 

considered pivotal to shaping FE and driving subsequent policies.  

In 1996 Lord Tomlinson produced his recommendations for promoting greater inclusivity 

in FE. In his report, ‘Inclusive Learning’, he advised that there needed to be greater 

opportunities for the large numbers of young adults with learning difficulties and 

disabilities who were not in education or training. He also highlighted the need to improve 

the quality and accessibility of learning opportunities for those with additional learning 

needs and published guidelines for FE teachers to improve the inclusivity of their teaching 

approaches. Soon after, in 1997, Helena Kennedy published her recommendations for 

widening participation in FE. In her report Learning Works; Widening Participation in FE, 

she highlighted the low participation rates in education for people of all ages from 

disadvantaged backgrounds and set out an agenda to improve access to post-16 learning 

for under-represented groups. Both of these reports paved the way for attracting 

increasing numbers of students from diverse backgrounds and with a range of different 

academic, emotional and social needs. As a result of accumulating these further roles, FE 

has been described as the ‘everything else sector’, because of the breath and diversity of 

its provision (Robson, 1998:1). Today, FE comprises all post-compulsory education and 

training for 14-19 year-olds and adults that is not delivered by higher education 

institutions. As such, its provision includes Basic Skills, A levels, Foundation Degrees, 
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Diplomas, National Vocational Qualifications (NVQs), apprenticeships, work-based 

training and personal and community living (Finlay, 2009). As the statutory school leaving 

age is set to rise for the second time to 18 in 2015, it is anticipated that the demand for 

vocational education will increase (Golden et al., 2006).  

For some, this diversity of provision is one of FE’s merits; conversely, it also creates a 

unique and challenging environment for teachers working in the sector (Finlay, 2009). Not 

surprisingly, the diversity of provision characterising FE is also reflected in the teachers it 

employs, who are drawn from a wide range of different occupational and vocational 

backgrounds (Robson, 1998). Unlike teachers working in the compulsory sector who 

begin their teaching roles as graduates, many FE teachers assume teaching roles as a 

second career (Robson, 1998). To many, this offers benefits of breadth and vocational 

currency, yet it does pose tensions for promoting a professional culture in FE. In her 

paper, ‘A Profession in Crisis’, Robson (1998: 586) refers to outsiders seeing FE teachers 

‘as an anomalous group, with an ambivalent status and an unclear identity’. According to 

Robson, one of the reasons for this ambivalence is that, unlike other education sectors, 

the FE workforce comprises a group of individuals recruited through diverse entry routes 

who possess a ‘jungle of qualifications’ (Robson, 1998: 588). At the time of Robson’s 

review, it was quite likely that staff at any FE college would include a mixture of skilled 

professionals with or without a qualification in their subject, teachers who were trained for 

the school sector, others with or without some kind of teaching qualification, and generally 

a group of individuals with varied educational and employment backgrounds. In addition, 

as most FE teachers enter the profession having had substantial industrial or professional 

experience, they also have a diversity of vocational cultures (Robson, 1998; Avis & 

Bathmaker, 2007). Such differences, according to Robson, make it very difficult to 

cultivate a common vision of teaching and a shared educational culture. She states that 

whilst the 1992 Act may have done much to raise the profile of FE, it has done little to 

advance the professional status of their teachers. This, she argues, has been reinforced 

by the longstanding academic/vocational divide in English education where traditional 

qualifications such as O levels and A levels were considered superior to craft and 

occupational-based programmes such hairdressing and plumbing. Hence, historically 

considered as a second-chance provider, FE has also been described as second-best 

option and this is reflected in a disparity between teachers employed in the school-based 

sector and those working in FE. Not only have FE teachers lacked the professional status 

afforded to schoolteachers, they have also been paid lower salaries and experienced less 

favourable terms and conditions associated with their roles.  
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FE Teacher Education 

Prior to 1999 there no were statutory requirements for FE teachers to have teaching 

qualifications, as it was accepted that their vocational and occupational experience was 

sufficient (Robson, 1998). Following the 1992 Act, Ofsted inspections concluded that the 

FE sector was seriously failing to deliver high quality in teaching and learning and at the 

same time lacked any national quality assurance mechanisms (DfEE, 1998). Responding 

to Ofsted’s concerns about low achievement and poor student retention rates in many 

colleges, the government set out a series of recommendations in its Green Paper, ‘The 

Learning Age’ (DfEE, 1998). In order to improve the quality of teaching and learning, the 

government proposed that all new teachers should hold a recognised initial teacher 

training qualification or be required to commence one within two years of their 

appointment. They also stipulated the need for on-going professional development and 

proposed the introduction of a National Training Organisation with responsibility for the 

sector. In the following year, 1999, the Further Education National Training Organisation 

(FENTO) was commissioned to develop common FE standards and a unified approach to 

training. Given the assumption that teachers in FE would already possess the required 

level of specialist knowledge, skills and experience to deliver their subjects, the purpose of 

the professional standards was to provide a checklist against which teacher effectiveness 

could be assessed.  

Tasked in 2001 with its second responsibility of developing a unified approach to training, 

FENTO introduced mandatory training for new FE teachers joining the sector. These 

qualifications were developed by higher education institutions (HEIs) and awarding 

bodies, and then quality assurance checked by FENTO. All qualification proposals 

submitted by HEIs and awarding bodies necessitated an explanation of how the 

qualification would be delivered and how the standards would be met through assessment 

and verification procedures. Whilst FENTO’s endorsement of teacher education 

programmes served in some ways to achieve standardisation, differences remained 

between university-endorsed programmes and those offered by awarding bodies. 

Universities delivered their own qualifications and many also entered into partnerships 

with colleges to share delivery of their courses, with the endorsed HEI retaining 

responsibility for maintaining standards. Awarding bodies did not offer courses directly, 

but instead provided the details of course content and assessment, together with a range 

of quality assurance measures, to training providers who could submit proposals and 

apply for validation from the awarding body.  
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Whilst the introduction of mandatory training improved the quality of FE teaching and 

learning, further Ofsted inspections continued to report that significant deficiencies 

remained in initial FE teacher training. In 2002 the government published its vision for the 

FE sector in the paper, ‘Success for all Reforming Further Education and Training – Our 

Vision for the Future’ (DfES, 2002), which stated its intention for a qualified workforce by 2010. 

The goal was to ensure that all teachers had a high level of qualification in their specialist 

subject and also to incorporate Information Communication Technology (ICT) into teaching 

and learning. Teachers were required to develop their ICT competence as an integral part of 

their professional practice. In 2003 Ofsted’s inspection of initial teacher education 

programmes concluded that, whilst the teaching was generally good, it lacked specific 

focus on subject specialism and was insufficiently differentiated to meet to the varying 

range of academic abilities of trainee teachers. They also advised of the need for further 

initial assessment processes and greater mentoring support. At the same time, Ofsted 

criticised the FENTO standards for failing to provide specific details about what new and 

beginning teachers should be doing. Following a period of consultation, in 2004 the 

government published a further paper, ‘Equipping Our Teachers for the Future’, setting 

out reforms to improve the quality of FE teacher training (DfES, 2004: 7). As a result, 

FENTO was replaced by Lifelong Learning UK (LLUK) in 2004 and the Standards 

Verification UK (SVUK) was formed with the explicit role of verifying all initial teacher 

training programmes.  

In 2006 the government produced a further paper, ‘Further Education: Raising Skills, 

Improving Life Chances’ (DfES, 2006), which reinstated the intention that all teachers 

should be professionally qualified by 2010 and outlined plans to revise existing initial 

teacher training qualifications, improve support in the workplace for new FE teachers and 

ensure that all teachers engaged in regular Continuous Professional Development (CPD). 

These reforms came into force in September 2007 and included new Initial Teacher 

Training (ITT) pathways and qualifications differentiating between those in full teaching 

roles and those in associate positions, with specialist routes for Skills for Life teachers.  

In order to ensure that FE teachers fulfilled their obligation to meet CPD requirements, 

they were required to register with an independent professional body the Institute for 

Learning (IfL) and provide evidence that they had completed the necessary CPD. At the 

same time, IfL introduced a licence to practice that centred on the need for fully qualified 

FE teachers to apply for Qualified Teacher Status in Learning and Skills (QTLS) or, if 

partially qualified, to achieve Associate Teacher Status in Learning and Skills (ATLS).  
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At the time of writing, further revisions to initial FE teacher training are planned following 

the final recommendations of the Lingfield Report, ‘Professionalism in Further Education’ 

(October 2012). The report advises the revocation of current regulations governing FE 

teachers’ qualifications and removes statutory requirements to register with IfL. According 

to Lord Linfield, the current approach to initial FE teacher education is far too complex and 

prescriptive, and he proposes that colleges should have greater discretion in deciding 

what qualifications their teachers require. Following a period of consultation, the final 

recommendations include the introduction of an FE guild that would enhance the status of 

the sector by providing a single body to set professional standards and codes of 

behaviour, as well as developing sector qualifications. It also recommends that high-

performing colleges and providers should be recognised and given more freedom through 

the independent and publicly recognised award of chartered status. The exact nature of 

the initial FE teacher qualifications is yet to be finalised and this area is watched with 

interest.  

Having summarised the FE sector and explained how policies have influenced the nature 

and focus of initial FE teacher education programmes, this study next examines the 

effectiveness of current training approaches in preparing new and beginning FE teachers 

to manage the increasing diversity of teaching and learning in the twenty-first century.  

 



 

Chapter 3 Managing Challenging Behaviour in 

Further Education  

Reflecting on the findings of studies that suggest that a significant number of FE teachers 

feel inadequately prepared to manage classroom behaviour, this chapter addresses the 

first two overarching questions connected to this investigation: 

1. What are the behavioural challenges facing FE teachers in twenty-first century 

classrooms?  

2. How effective are conventional psychological theories and approaches for 

supporting new and beginning teachers to manage their classrooms?  

Responding to the first question, this chapter begins by exploring the concept of 

challenging behaviour and considers why it is reported to have become more prevalent in 

FE in recent years. Having established an understanding of the behavioural challenges 

facing new and beginning FE teachers, the next section reviews and reviews critically 

evaluates the value of current initial FE teacher education programmes in supporting new 

and beginning FE teachers to effectively manage classroom behaviour.    

Challenging Behaviour in Further Education 

In its broadest sense, ‘challenging behaviour’ can be taken to mean any behaviour by a 

student which makes it difficult for teachers to be in relaxed and assured control of the 

learning of all in their care (Wearmouth et al., 2005). Such behaviour presents a challenge 

to the teacher in terms of how to ensure that it does not jeopardise the right of all the 

students in the group to feel safe, to be treated with respect and to learn (Hadyn, 2007). 

However, behind this broad definition lies a degree of ambiguity. Student behaviour may 

be ‘challenging' in the sense that it presents problems to the teacher in terms of how to 

ensure that the lesson focuses entirely on maximising learning, rather than being 

influenced by concerns of control and containment. Hence, challenging behaviour may 

limit the freedom of teachers to conduct the lesson in the way that they would prefer and 

cause them to make adjustments to the lesson format to minimise the damage to 

students' learning (Haydn, 2007) .  

The manifestation of challenging behaviour may well not be in any way aimed at 

undermining the authority and control of the teacher, and may simply be the result of 

frustrations in learning or high-spirited behaviour by students who are not fully ‘socialised' 

into the norms of classroom cultures (McNally et al., 2005). However, some forms might 
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be deliberate attempts to undermine the control and authority of teachers, challenging 

their right to exercise what Rogers (1990) terms ‘leadership' and responsibility for the 

learning for all students in the classroom. Strategies for dealing with students who are 

prone to calling out or distracting others from learning are likely to differ from situations 

where it is thought to be a deliberate attempt to disrupt the learning of the class and to 

undermine the teacher's ability to control the classroom and ensure that all students have 

‘the right to learn' (McNally et al., 2005). This can also include behaviour which is 

deliberately designed to ‘wind up' or exasperate the teacher. The distinction between 

these two forms of challenging behaviour may influence the teacher's decision to either 

‘manage' or ‘finesse' the student behaviour, or confront the challenging behaviour more 

directly (Haydn, 2007).  

For many teachers new to FE, the concept of challenging behaviour is a difficult one as 

there is an assumption, rightly or wrongly, that individuals have made a deliberate choice 

to extend their education beyond compulsory schooling and will be motivated to succeed 

(Wallace, 2002). In addition, Butcher (2003: 114) suggests that, in contrast to compulsory 

sector trainees, FE trainees are more likely to have unrealistic expectations of the 

students and tend to have ‘inflated expectations about compliant and positive attitudes to 

learning which can falsely inform planning for the 16-19 classes’. Such views are 

highlighted in more recent studies, where teachers report difficulties with managing 

students’ levels of apathy and lack of motivation (Rushton, 2010; Orr, 2012) and echo 

many of the informal discussions that have taken place during this research. For some, 

the expectations of working in FE focused on the opportunity to make a difference to the 

lives of those who had not done well at school with the idea that they could work ‘some 

form of magic which had proved elusive in schools might transform students' experience' (Avis 

& Bathmaker, 2007: 524). Instead, what they found were students who did not attend classes 

regularly, were passive, somewhat resistant towards learning and seemed to be carrying with 

them the disposition towards education that they had previously formed. 

Understanding why students appear to reject what they had previously made a conscious 

decision to pursue needs further analysis. In attempting to understand the reasons for this 

rejection it is pertinent to consider the word ‘choice’. By definition, the word has positive 

connotations and is associated with all things commonly desired in a Western democracy. 

Associated terms such as ‘free will’, ‘option’ and ‘selection’ all suggest an element of 

control and an ability to select that which is most desired. However, according to Wallace 

(2002), the term choice is a ‘slippery’ one and needs to be considered in light of 

individuals’ perceptions, experiences and expectations. Some individuals may have a 

wider range of choices than others, yet one ultimately needs to consider what these 
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choices really amount to. Whilst the government favours the term, it is perhaps 

contradictory that it is used in the current political and economic climate and at a time 

when policies are driving particular priorities and actions. 

The choices facing many young people may appear wide and varied, yet at the end of 

their compulsory education period their options for ‘real’ choice may be limited. Given 

reduced opportunities for employment in the current economic climate, the options for 

most are whether to stay on at school, transfer to a sixth form college or attend an FE 

college. Even then an individual’s choice is determined by the educational institutions to 

which they apply. For those students who have not enjoyed school or who have struggled 

with the academic content of their programmes, FE offers the potential for something 

different (Wallace, 2002). Given this scenario, it is perhaps not surprising that, when 

appearing to have made this choice, some young people choose to reject it when they 

realise that instead of being different from school it is in fact very similar, because there 

are still teachers, lessons, homework and assessments. Therefore, the perception of 

choice is an important one as it can influence individual perceptions of self-control, which 

in turn affects the sense of wellbeing that can act as a source of motivation (Rogers, 

2002). However, whilst this may be a significant cause for challenging behaviour, it is not 

the only one and the reasons for disengagement can be wide and varied. 

A number of studies suggest that challenging behaviour can be attributed to the negative 

impact of early educational experiences (Bandura, 1977; Dweck, 2000). Others propose 

that low self-esteem and a lack of autonomy can negatively influence the ways in which 

individuals engage in education (Maslow, 1970; Bandura, 1977;Rosenberg, 1979). Whilst 

these findings are clearly important in understanding challenging behaviour amongst 

some groups of young people, they do not explain the increasing incidence of low-level 

challenging behaviour by others seen in many classrooms today. For some, disruptive 

behaviour in education is considered a consequence of modern life and the side effects of 

young people not having the appropriate emotional resources or social skills to manage 

the increasingly complex issues, which may impact upon the landscapes of their lives 

(Weissberg et al., 2003).  

According to Thompson and Holland (2002), current society demands much of its young 

people and there are signs that issues related to emotional wellbeing are the most 

problematic. Increasing economic stratification both in the UK and globally means that the 

young people are bestowed with ever more choice, yet a growing uncertainty. 

Contemporary life for young people includes a continual growth in digital technologies that 

offer vast arrays of information and extensive opportunities for social networking and 
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multidirectional conversations in multi-dimensional spaces (Davis et al., 2000). Adult lives 

are becoming more complex, occupational worlds are changing rapidly, the pace is fast 

moving and the landscape of relationships has altered. Young people now need an 

increasingly wider repertoire of interpersonal resources and skills in order to prepare for 

and manage their adult lives (Thompson & Holland, 2002). 

A key reason often cited for challenging behaviour is the breakdown of traditional family 

structures (Rutter et al., 1998; Amato, 2005; Douglas, 2005). There is a wide range of 

variation in family units across many nations and it is increasingly likely that young people 

will need to manage a more diverse portfolio of relationships (Greenberg et al., 1995; 

2003). Given this scenario, young people need to master the ability to form, manage and 

end relationships. In many cases, traditional hierarchical authoritarian relationships with 

parents are changing and relationships with children are more commonly based on 

explanation, reason and merit (Rutter et al., 1998; Amato, 2005). As a result, there will be 

fewer opportunities for young people to learn from parents and develop hierarchical 

relationships. Instead, they will need to assimilate and create effective styles of authority 

to manage relationships. For those who have had negative experiences of authority, being 

creative in relationships may be very challenging. According to Ofsted’s (2005) review of 

behaviour in schools, many of the pupils who present challenging behaviour at school are 

from fragmented or troubled families. The importance of close relationships with adults 

and opportunities for role-modelling behaviour is clearly established in research 

surrounding child development (Bandura, 1989). The absence of a so-called ‘definitive 

approach’ to relationships has led to increasing concern about the nature and extent of 

young people’s engagement and multiple experiences of intimate involvement. In the UK, 

there are growing concerns about teenage pregnancy rates and, whilst these are 

declining, they are still reported as being the highest in Western Europe (DoH, 2009). A 

further area of change for consideration in the young person’s emotional landscape is that 

of cultural difference. With an increasingly diverse multi-cultural society, there is a need to 

prepare individuals with the ability to transfer more purposefully between personal and 

social worlds. 

Whilst these challenges are acknowledged, increasing emphasis on competitiveness and 

academic attainment in the current socio-economic climate means that there is even more 

pressure on educational organisations to ensure that young people have the appropriate 

skills to enter the workforce. Balancing the demands of an academic curriculum with the 

need to support the emotional and social development of young people is not considered 

easy, yet is essential if they are to become successful and autonomous in life (Salovey & 

Mayer, 1990; Noddings, 2006). McNamara (1992) highlights these points in his article, 
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‘Motivational Interviewing: The gateway to pupil self-management’, and argues that the 

key concept in behaviour management is whether an individual accepts the need for 

change; if they do not, change will not take place. He states that helping students to take 

responsibility for themselves and their behaviour is not just an abstract ideal but a 

pragmatic necessity if change, growth and development are to be encouraged. Preparing 

young people with these life skills highlights the need for an education that supports the 

development of personal social and emotional skills, considered as important as 

intellectual growth. Raising young people’s awareness of their roles and responsibilities in 

life is clearly important, yet it has little value if they do not have the necessary social and 

emotional resources to respond to these (Elias et al., 1997; Greenberg et al., 2003; 

Claxton, 2007). 

In summary, the root causes of challenging behaviour, whether social, political, economic, 

philosophical or psychological, are not simply pedagogical issues that can be addressed 

on a classroom-to-classroom basis. The increasing incidence of low-level challenging 

behaviour in education may well be a consequence of modern life and teachers need to 

be supported to understand what they can and cannot change. That is not to say that 

teachers should lower their expectations of student behaviour, rather they need to 

recognise that compliance cannot necessarily be achieved in the same way that it was 

when they were at school.  

Having explored some of the contextual aspects of challenging behaviour, it is clear that 

the causes of classroom disruption may be wide ranging and complex. Hence it is evident 

that teachers need to be effectively prepared with the knowledge and skills to manage an 

increasingly diverse range of classroom scenarios. Whilst it is acknowledged that there 

have been many positive developments to raise the standard of FE teacher education 

over the past twenty years, there appears to be a continuing problem with how teachers 

are able to translate theories of classroom management to guide their practice at a 

practical level (Gore & Gitlin, 2004; Hascher et al., 2004; Rushton, 2010; Orr, 2012). 

Classroom Management  

Classrooms can be very busy places and contain students who vary both in their interests 

and abilities. Many events in the classroom occur simultaneously and a teacher may need 

to respond immediately to a wide range of different circumstances. Supporting teachers to 

manage classroom behaviour effectively requires a systematic approach to teacher 

training and on-going professional development. Whilst there is an assumption that new 

teachers will ‘pick up’ classroom management skills in time, there is no evidence to 

substantiate this (Butcher, 2003). Indeed, such a view is often counter-productive as it 



20 

fails to recognise that the complexities of behaviour require specialised preparation 

(Baker, 2005). A significant body of research has shown that new teachers who 

experience problems with challenging behaviour are often less effective in the classroom 

and report high levels of stress and symptoms of ‘burnout’ (Brouwers & Tomic, 2000; Bar-

On et al., 2000; Kyriacou, 2001; Swinson et al., 2003). In addition, the consequences of 

not effectively preparing teachers to manage classroom behaviour not only impacts on the 

wellbeing of teachers themselves, but contributes to the low achievement of at-risk 

students (Donovan & Cross, 2002). 

There is an abundance of literature connected to the management of classroom behaviour 

(Dweck, 2000; Wallace, 2002; McNally et al., 2005). Interestingly, however, despite clear 

recognition that the causes of challenging behaviour are complex and subject to influence 

from a wide range of historical, sociological, economic and political influences, most of the 

guidelines for teachers in FE focus almost exclusively on such issues from the 

conventional theories of psychology such as behaviourism, humanism and cognitivism. 

Whilst it is not the intention to review each theory in detail, a brief summary is considered 

useful as these pervade most text books and behaviour management models and are an 

integral aspect of many teacher education programmes. In addition, all are collectively 

represented in the principles and practices of CBT, hence this summary is considered of 

value for understanding the principles of the model to be discussed in Chapter 7. 

Behaviourism 

Behaviourism is commonly associated with the work of psychologists Watson (1920) and 

Skinner (1953), who asserted that all human activity apart from a few instinctive reflexes is 

learned and largely determined by an individual’s environment. In assuming that human 

behaviour is learned, theorists claim that inappropriate behaviour can be unlearned or 

relearned and replaced by that which is considered more appropriate. Central to this 

theory of learning is the concept of reinforcement in which behaviour must be rewarded or 

negated in order for change to take place (Parkay & Hass, 2000). 

Behaviourism has been highly influential in education since the 1960s and, for some, 

remains the cornerstone of effective classroom management. Advocates believe that 

behavioural change occurs for a reason; students strive for things that give them pleasure 

and for approval from people they admire. Hence they change their behaviours to satisfy 

the desires they have learned to value (Parkay & Hass, 2000). In the context of classroom 

practice, behaviourism emphasises the importance of using rewards or operants to 

encourage certain behaviours and sanctions to deter those considered inappropriate. 

Rewards may take various forms ranging from praise to privileges and prizes, and many 
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schools operate incentive schemes based on use of star charts, house points and awards 

for a student of the month (Kohn, 1999). 

Whilst behavioural principles can be useful for establishing rules and suppressing 

inappropriate behaviours in the classroom, many suggest that this does not necessarily 

lead to long-term desired behaviour change (Kohn, 1999). One of the main criticisms of 

behaviourism is that it over-simplifies the nature of behaviour difficulties and fails to 

recognise the complexities of individual personalities and the impact of past experience on 

behavioural tendencies (Hanko, 1995; Slee, 1995; Mather & Goldstein, 2001; Didaskalou 

& Millward, 2002; Kohn, 1999). Secondly, whilst rewards may impact on behaviour in the 

classroom, some research suggests that such strategies are only effective at producing 

short-term compliance. According to Kohn (1999), when individuals are working for an 

extrinsic reward they do exactly what they need to get it and no more, hence over time 

rewards may be counter-productive and actually reduce levels of intrinsic motivation and 

performance. In addition, once rewards are withdrawn, interest in the activity may be lost 

so extrinsic rewards must be continuously offered as motivation to sustain the activity 

(Carlson & Donald, 2007). Taking these views on balance, it is possible to suggest that 

behaviourist principles offer useful guidelines for setting classroom boundaries and 

reinforcing expectations, but when used as a model of correction they can lead to 

teachers focusing overly on negative behaviours. 

Behaviourism in Cognitive Behavioural Therapy  

Behavioural techniques have many purposes in CBT including skills training to modify 

unhelpful behaviours, behavioural rehearsal to manage stress-inducing situations and 

physical techniques to desensitise individuals to anxiety-provoking episodes. Whilst such 

strategies may help to modify behaviour in the short-term CBT, therapists recognise that 

change cannot be sustained without addressing the underlying thoughts and emotions 

which drive those behaviours (Beck, 2005). 

Humanism 

In many ways the humanistic approach is considered diametrically opposed (in terms of 

ideology) to the behavioural tradition, as it suggests that every person possesses an 

innate potential to self-improve. Central to this theory is the belief that, despite the 

constraints that may be imposed on them by heredity, personal history and the 

environment, individuals are essentially free and autonomous in their lives (Elias & 

Merriam, 1980). Commonly associated with the works of Maslow (1943) and Rogers 

(1961), humanist principles stress the importance of the individual and the need for each 
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to satisfy specific human requirements in order to self-actualise. According to Rogers, a 

key feature of promoting personal growth is nurturing a positive self-concept. Self-concept 

is considered important because it comprises a constellation of perceptions that 

individuals hold about themselves and, as such, governs the way that they interact with 

life in a bid to fulfil their needs. In the context of education, humanists would suggest that 

many of the behavioural challenges presented in the classroom are broadly related to how 

individuals feel about themselves and their learning experiences (Glasser, 1990). From 

such a perspective, non-compliance and disruption are often associated with a failure to 

meet certain individual needs such as adequate nutrition or sleep and may be 

exacerbated by lack of self-confidence and low self-esteem. In supporting a positive self-

concept, teachers are advised that students should be empowered to take control of their 

own learning through discussion and negotiation. They should also ensure that classroom 

activities are differentiated to take account of individuals’ perceived needs and interests 

(Arthur et al., 2003). Teachers also need to build rapport with their students by being 

warm, interested, valuing their individuality and celebrating their successes (Rogers, 

2002). This perspective also necessitates fostering self-belief by encouraging students to 

recognise their potential and promoting positive thoughts about learning and subsequent 

academic and personal performance (Glasser, 1990). 

Whilst many aspects of humanism are considered central to building effective 

relationships with students, some suggest that it makes too many assumptions about 

students’ abilities to make informed choices and take ownership of their learning (Candy, 

1991). Reflecting on the discussions in Chapter 1, it could be suggested that students who 

lack the emotional and social resources to make appropriate choices require greater 

direction in education, not less. A second criticism aligned at humanism is its focus on 

individualism and its potential for promoting self-centredness and an expectation that 

individuals should feel good about themselves all of the time without considering the 

needs of others (Seligman & Csikszentmihalyi, 2000). Whilst humanists may refute such 

claims and dismiss them as a superficial misunderstanding of self-concept, over recent 

years critics of humanistic principles have raised a number of serious questions about the 

purposes of education discussed further in the Chapter 3. Reflecting on these discussions 

it is clear that, whilst nurturing a positive self-concept is important for developing intrinsic 

motivation in education, it cannot be considered in isolation from the need to prepare 

young people with the skills of resilience and an ability to engage in a realistic appraisal of 

expectations and possibilities. 
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Humanism in Cognitive Behavioural Therapy 

Humanistic principles are clearly articulated in the philosophy of CBT and the aims of 

therapy are to support individuals to become empowered and self-actualising (Ellis, 

1991a). Central to this is raising individuals’ self-awareness and using this as a basis for 

confronting negative blind spots. Whilst approaches focus on building a positive self-

concept, they also challenge individuals to appraise their situations realistically and 

support them to accept what they can and cannot change. CBT acknowledges the impact 

of negative life experiences on an individual’s self-concept, yet the purpose of therapy is 

to not to reminisce on the past but to illustrate how such experiences may impede their 

current and future progress (Beck, 2005). 

Constructivism 

Whilst not specifically related to behaviour management, the final theory is cognitive 

theory or, more specifically, constructivism. This focuses on the ways in which learning 

can be structured to make it more accessible, meaningful and engaging. Constructivist 

theory is largely associated with the work of Bruner (1966), however it has its roots in 

classical antiquity and can be traced back to Socrates whose use of directed questioning 

was central to encouraging his students to identify the weaknesses in their thinking for 

themselves. Bruner’s theory was significantly influenced by Dewey (1925), who 

emphasised the importance of experience and reflection in learning and furthered by 

Vygotsky and Piaget. Vygotsky’s (1934-1986) work focuses on learning as a social activity 

in which individuals grow into their intellectual lives through a series of stages or proximal 

zones, whilst Piaget (1963) asserts that individuals learn through schemas or a sequence 

of logically constructed information. As such, constructivism is a general framework for 

instruction based on cognition. 

Central to this theory is the view that learning is an active process in which individuals 

assimilate new information through existing knowledge and experiences. In the context of 

classroom practice, this emphasises the importance of contextualising information so that 

it directly relevant to students and structuring information in such a way that they are able 

make connections in their learning. This approach also focuses on the need to make 

learning active, collaborative, reflective, enquiry-based and evolving. Over the years 

educationalists have suggested that challenging behaviour occurs when students are 

bored, find subjects too difficult or do not see the relevance of what they are studying, so it 

is not surprising that the government and validating bodies such as Ofsted have focused 

on raising the quality of constructivist teaching to meet the needs of increasingly more 

diverse groups of students. However, whilst such an approach is clearly focused on a 
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student-centred perspective and seeks to develop transferrable skills, it assumes that in 

these circumstances individuals will have the motivation and interest to engage in learning 

(Hochschild, 1983). 

Cognitivism in Cognitive Behavioural Therapy  

Cognition is central to CBT as it emphasises that thoughts are the root cause of emotions 

and behaviours. Similar to constructivism, CBT highlights the importance of learning from 

experience in order to advance personal knowledge and understanding. This perspective 

can also be aligned to Piaget’s (1985) views that thought processing is dependent on 

schematic processes and how individuals make sense of their worlds. However, rather 

than focusing purely on the process of cognition in learning, CBT recognises how 

emotions affect and sustain particular types of thoughts and behaviours. 

Behaviour Management Models  

Taken collectively these conventional psychological theories form the basis of many 

published behaviour management models and provide a set of approaches to deal with 

establishing, maintaining and restoring order in the classroom. Whilst appearing to share 

the focus, these models differ according to the philosophical assumptions on which they 

are based (Porter, 2000). These assumptions are commonly associated with beliefs about 

learning conditions, the reasons for disruptive behaviour and the roles and status that 

should be afforded to students and teachers. There is not space in this thesis to discuss 

these models in detail, yet it is considered important to provide the reader with a summary 

of approaches in order to understand how they are constructed. It is also felt pertinent to 

review and critique a model specifically devised for the FE sector to provide a rationale for 

the CBT toolkit described in Chapter 7.  

There are a wide range of behaviour management models and it is possible to categorise 

them on a continuum associated with levels of teacher’s control. Those models operating 

with a high level of teacher control are based on the belief that students’ growth and 

development is a result of external conditions (Canter & Canter, 1976). The strategies 

commonly advocated in such models are based on behaviourist principles and involve 

teachers playing a key role in selecting and reinforcing appropriate behaviours. The 

models at mid-range on the continuum, such as those developed by Glasser (1986) and 

Curwin and Mendler (2001), are based on the belief that students’ behaviour emerges as 

a result of both innate and outer influences. From such a perspective students are 

considered to have primary responsibility for their actions and possess the capacity to 

make their own decisions. However, at the same time the teacher has a responsibility to 
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foster a classroom environment that is conducive to learning and provides opportunities 

for effective student control. At the far end of the teacher control scale, theorists such as 

Kohn (1999) and Gordon (2001) focus on approaches that treat students with respect and 

empower them with their own inner discipline. They consider the teacher’s role as mentor 

and guide and propose that they need to allow their students to set their own rules and 

explore the topics that interest them.  

The model selected for review in the discussion is that designed by Vizard (2007), which 

is situated on the mid-range of the teacher control scale and advocates approaches 

commonly articulated in many initial FE teacher education programmes. In addition, whilst 

most behaviour management models are aligned to the school sector, in recent years 

Vizard has written specifically for FE. In his second edition of ‘How to Manage Behaviour 

in Further Education’ (2012) Vizard discusses the impact of brain configurations on 

behaviour and outlines the general causes of student disaffection, including a range of 

syndromes and conditions that may give rise to problem behaviour in FE classrooms (pp. 

4-13). In his early guidelines he emphasises the importance of establishing rules, routines 

and protocols, which are clearly associated with behaviourist principles. Further guidelines 

focus on humanistic principles and the need to develop educative relationships with 

students by showing interest in their lives, developing rapport and modelling positive 

behaviour through appropriate verbal and non-verbal behaviour. He also illustrates the 

importance of constructivism in his section on collaborative learning strategies, which 

includes a description of group activities designed to promote peer interaction and 

learning.  

In addition to discussing approaches aligned to conventional psychological theories, 

Vizard’s model is of particular interest as it makes reference to strategies drawn from the 

therapeutic theories of Neuro Linguistic Programming (NLP), Emotional Intelligence (EI) 

and Cognitive Behavioural Therapy (CBT). Whilst his discussion in these areas is brief, he 

describes NLP strategies that focus on enhancing communication processes and 

advocates the use of eye cues and other non-verbal forms of interaction to engage 

students and keep them on task (Mahony, 2007). He also makes reference to approaches 

broadly aligned to the principles of EI and centre on improving students’ self-regulation 

through the use of anger management and assertiveness techniques. Additional 

strategies in this section are techniques to raise students’ self-awareness and support 

them to manage their negative thoughts and feelings. Here he makes reference to 

visualisation, challenging negative feelings and reframing that are clearly aligned to the 

CBT toolkit discussed in Chapter 7.  
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In the later sections of his book, Vizard provides step-by-step approaches to deal with 

different types of challenging behaviour ranging from low-level disruptions to direct 

confrontation. Throughout his discussion there is a clear emphasis on teachers’ 

application and reflection which is evident in the number of activities and case studies 

included at pivotal points in his book. Vizard’s model provides a highly practical integration 

of psychological theories and offers an extensive range of tips and approaches for those 

seeking guidance in the management of classroom behaviour. However, there is some 

concern about the number of tips he provides for teachers as it almost seems that they 

need the book in front of them when dealing with potential challenges in the classroom. 

Whilst tips are useful, according to McNally (2005):  

They risk being a casualty of a programme which is too focused on theory, however 

pertinent and insightful; but, if too dependent on tips for teachers from teachers, we 

risk the absence of any central concepts or principles. We need to have better 

critiques of both the ‘theory is useless camp’ and the one theory zealots. For this is 

the first acquaintance with the craft of classroom management. (McNally, 2005: 

180)  

In addition, whilst tips can be useful, the application of advice fundamentally depends on 

how ideas and approaches influence teachers’ existing perceptions and expectations. 

Although Vizard emphasises the importance of teachers’ reflection by asking them to work 

through certain activities at the end of each chapter, he tends to assume that teachers will 

be sufficiently self-aware and critically objective enough to make such informed 

judgements.  

Whilst a considerable body of research has been conducted that highlights the value of 

proactive management approaches, evidence suggests that it is common practice for 

teachers to use strategies not recognised as being effective in managing student 

misbehaviour (Beaman & Wheldall, 2000; Reyna & Weiner, 2001; Arthur et al., 2003; 

Clunies-Ross et al., 2008). In their study of teachers’ classroom management, Poulou & 

Norwich (2000) examined the relationship between teachers’ self-reported approaches to 

challenging behaviour and those they observed in practice. They found that whilst 

teachers reported favouring the use of proactive strategies such as active listening when 

they were observed in the classroom, they were more likely to use reactive strategies 

such as threats of punishments when dealing with off-task behaviours. In seeking to 

understand the reasons for this seeming disparity, one needs to ask three fundamental 

questions. Firstly, do teachers really know what it is assumed they do? Secondly, if they 

do know the theory, do they know how to implement it? Thirdly, if they do know the theory 

and generally understand the principles of application, why do they seemingly choose to 



27 
 

ignore it? In order to answer these questions, one needs to understand the underlying 

factors behind particular motivations and behaviours. 

According to Benner (1984), part of this problem is aligned to how novice and experienced 

practitioners work and the balance that they create between theoretical guidelines and 

intuition. For effective, experienced teachers, intuition is central and theory is often an 

implicit guide. The novice practitioner, on the other hand, varies between adopting a 

mantle of theory-based rules to inform their decision making so fiercely that it affords no 

flexibility to deal with scenarios that do not fit, or they become so intuitive that ‘anything 

goes’. For a new teacher, grappling to come to terms with the vast array of roles and 

responsibilities associated with teaching and learning, there seems little opportunity to 

make a personal stamp. In addition, the prescriptive nature of some curricula emphasises 

technical competence that may appear to limit opportunities for creativity and self-

expression (Pedro, 2005). In many cases it is easier to adopt the practices of more 

experienced practitioners and, whilst this is often useful and supportive, it has to be 

remembered that techniques, like all tools, are only meaningful in wise hands. According 

to Pedro (2005), well-worn paths are easy to follow yet mould individuals into the path of 

the guide rather than encouraging them to find their own pattern. It is all too often 

considered convenient and helpful to provide a highly structured map for others to 

replicate. Whilst potentially valuable in the early stages of practice, in time it may limit 

personal vision and reduce the desire to take one’s own creative route.  

Over recent years, teacher education programmes have focused on encouraging new and 

beginning teachers to become more responsive and flexible to situations through the 

processes of reflection.  

Reflective Practice 

There is extensive literature surrounding the topic of reflection and no space in this thesis 

to explore the concept in detail. However, it is considered pertinent to review the principles of 

reflection to understand how it should support the development of new and beginning 

teachers. There are numerous definitions of reflection, yet it is probably easier to say what 

reflective practice is meant to do rather than what it is. Whilst definitions of the term 

commonly highlight similar themes such as ‘taking a critical stance’ (Moon, 1999: 63), 

‘problem solving’, ‘evaluating experiences’, ‘rationalising’ and ‘learning from the past’, 

approaches to the practice are often considered so wide ranging that it is difficult to define 

reflective practice conceptually (McLaughlin, 1999). Although reflective practice was 

popularised by Schön in the mid-1980s, the origins of reflection as a tool for learning can be 

traced to the philosophical tradition of Socrates and the theoretical foundations of Dewey 
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(1933). In many early definitions, reflection is commonly described as a cognitively situated 

process in which individuals assimilate information, critically analyse it and hypothesise 

alternate forms of action. In the words of Dewey, (1933) reflection involves: 

active, persistent, and careful consideration of any belief or supposed form of 

knowledge in the light of the grounds that support it and the further conclusions to 

which it tends [that] includes a conscious and voluntary effort to establish belief 

upon a firm basis of evidence and rationality. (Dewey, 1933: 9) 

From this definition it is evident that reflection is a state of mind that should be an on-

going constituent of practice, not a technique or curriculum element. Reflective practice in 

this form can enable new and beginning teachers to learn about themselves as 

practitioners and examine the ways in which they relate their personal lives to their 

professional lives. Whilst reflection is undoubtedly cognitively situated, it cannot be 

considered in isolation from the emotions that arise when individuals are engaged in the 

process of reviewing and reliving experiences (Boud & Walker, 1998; Moon, 1999). 

Indeed, when reflecting back to discussions of EI, it is clear that the assessment and 

analysis of emotions is pivotal to working through difficulties and preparing individuals to 

manage personal challenges (Salovey & Mayer, 1990; Goleman, 1998). 

During reflection, individuals are actively engaged in challenging assumptions and 

ideological illusions and, as a result, become open to new ideas and more responsive to 

uncertainties. Reflection thus encourages meaningful learning in which individuals seek to 

make sense of new material, link it to what they already know and, where necessary, 

modify existing knowledge to accommodate new ideas (Hatton & Smith, 1995; Moon, 

1999). Hence, in theory, reflection should be the vehicle for supporting new and beginning 

teachers to bridge the theory–practice divide and develop the ability to blend theoretical or 

technical knowledge of education with their tacit knowledge (Schön, 1983). 

Given the importance accorded by education to reflection, new and beginning teachers 

are often required to demonstrate evidence of reflective practice to satisfy curriculum 

requirements. This evidence commonly takes the form of lesson evaluations and may 

involve individuals keeping a personal journal of events to guide their reflections. Whilst 

this may be a useful means of developing reflective practice, there are concerns that such 

activities may be confined to writing personal narratives of events that do little to develop 

an individual’s practice. According to Boud (2006), the problem with reflective practice in 

many professions such as teaching is that it is often a means of addressing curriculum 

competencies rather than challenging practitioners to question their practice and explore 

the underlying beliefs and assumptions which influence their approaches. Although 
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reflection that results in neatly ticked competency boxes is tidier and less demanding than 

exploring trainee teachers’ levels of self-efficacy and challenging them to explore their 

underlying beliefs and assumptions about their roles, it has less value in supporting 

teacher development (Regan, 2008). Whilst teacher education curricula may see 

reflection as a tool for promoting ‘good practice’ and conformity, the paradox is that it in its 

truest sense it is essentially personally, politically and socially unsettling. Hence, reflective 

practice lays open to question those things that may be taken for granted or performed 

through habit. Indeed, according to Reid and O’Donohue (2004):  

education which is based on creativity, innovation, adaptability, and ease with 

difference and comfortableness with change (is) education for instability. (Reid & 

O’Donohue, 2004: 561) 

In addition, it cannot be assumed that all individuals will be automatically critical in their 

reflections. Whilst they may learn from an experience, more and more experience does 

not necessarily imply more and more learning. Indeed, repeated experiences may lead to 

habits that are unproductive and difficult to change (Elias & Merriam, 1980). Hence 

effective reflection requires the detachment of one part of self to look at another part in an 

objective way. Whilst it is evident that individuals may gain a great deal from unaided 

reflection, it is possible that without discussion and challenge from others reflection is 

limited to the insights of the individual and has the potential for self-deception (Regan, 

2008). In the education and induction of new teachers, the main focus is upon developing 

competence, encouraging mastery, building a repertoire of skills and establishing a 

reputation. However, such knowledge does not necessarily guarantee that teachers will 

willingly act in these ways. From observing individual teaching practice, at face value it 

appears that some individuals have either ‘missed the point’ or decided to adopt an 

alternative approach. 

The causes of this are multiple, yet according to Gibbs (2000) can be broadly aligned to 

two main themes; firstly that teaching is highly unpredictable and that the models and 

approaches advocated during training may not always appear appropriate to the scenario. 

Secondly, whilst teachers may recognise the merits of using different models and 

approaches, they do not necessarily see themselves as agents of change. Hence whilst 

this outcome expectation approach may increase teachers’ knowledge about the links 

between behaviours and expected outcomes, it does not consider their perceptions of 

capability (self-efficacy) or willingness (motivation) to adopt these. Given the difficulties 

that new and beginning teachers experience in integrating educational theories into their 

practice, it is clear that they need to be supported to engage in meaningful reflection. 
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Articulating and monitoring thoughts about their practice can be a powerful way for 

teachers to understand themselves better in the context of their work (Beauchamp & 

Thomas, 2008). Yet, in order for reflective practice to lead to personal development, it 

needs to focus on the identity of teachers as practitioners as much as their thoughts and 

feelings about classroom situations. According to Freese (2006), the purpose of reflection 

for new and beginning teachers should focus on supporting them to discover their 

emerging identities as teachers and to explore the potential tensions which may exist 

between their beliefs and expectations of their role and the realities of their practice. As a 

key aspect of reflection is raising self-awareness, teachers need to be supported to 

become more conscious of what they do in the context of their everyday practice, hence 

the best place to start is in the classroom. 

Given the complexities of behaviour, it is evident that there are no neat answers that can 

be packaged or prescribed; nor should one expect there to be, according to William 

James (1899). In his book, Talks to Teachers, James warns of the dangers of assuming 

that theory will easily fit into practice: 

I say moreover that you make a very great mistake, if you think that psychology, 

being the science of the mind’s law, is something from which you can deduce 

definitive programmes and schemes and methods of instruction for immediate 

schoolroom use. Psychology is a science and teaching is an art: and sciences 

never generate arts directly out of themselves. An intermediary inventive mind must 

make the application, by using its originality. (James, 1899: 7-8)  

This emphasis on inventiveness highlights that theoretical principles only become 

meaningful if individuals learn to craft it for themselves. The problem inherent in many 

teacher education programmes is that they neglect to engage with the fundamental 

reasons why individuals choose to become teachers in the first place (Coombs, 1982; 

Noddings 1996; Martin & Shoho, 2000). Much research which has explored the identities 

of teachers highlights that individuals often enter teaching through a desire for strong 

interpersonal relationships for their work, because they possess a service ethic of 

education and have a love of their subject that they wish to share (Nias, 1996; Day, 2004; 

Flores & Day, 2006). Recognising the motivations of aspiring teachers is central to 

understanding their worlds and preparing them with the necessary skills and approaches 

to manage the challenges and conflicts they may experience in the early stages of their 

teaching careers. Whilst there have been many developments in teacher education, over 

the past ten years there appears to have been little advance in supporting the personal 

development of teachers. Although Lortie (1975) writes about teaching in the mid-1970s, 

well before the introduction of formalised FE training, his words remain salient and 
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suggest that much of what beginning teachers learn through teacher education 

programmes may have little to do with their intrinsic development: 

What teachers learn about teaching, then, is largely intuitive and imitative, rather 

than explicit and analytical; it is based on individual personalities rather than on 

pedagogical principles. Socialisation into teaching is largely self-socialisation; one’s 

personal predispositions are not only relevant but, in fact, stand at the core of 

becoming a teacher. (Lortie, 1975: 62-79) 

The irony of this is that teacher education devotes a considerable amount of time to 

studying the impact of self-concept and motivation in relation to student learning, yet 

appears to pay little if any attention to these aspects in relation to teacher development. 

Whilst these models can provide a useful platform for supporting teachers to understand 

why students may behave in certain ways, it is clear that they cannot be considered in 

isolation from each other. Even when combined it is suggested that they do not really 

illustrate the complex interplay between behaviours, emotions and cognitions evident in 

CBT. In addition, the problem with theories is that they do not provide teachers with 

definitive answers about specific day-to-day management strategies and approaches 

(Wallace, 2002). The difficulty with many theories and literature sources is that they 

attempt to offer a panacea for all behavioural problems and suggest ‘quick fix’ solutions 

without necessarily acknowledging the complex conceptual underpinning knowledge 

which is required (Didaskalou & Millward, 2002).  

Additionally, no matter how inspirational a theory might be, no single approach will work in 

every situation for everyone. In their desperate search for a definitive reliable bank of 

strategies to solve ‘all ills’, many new teachers have applied theoretical guidelines literally, 

and rather than solving the ‘problem’ has actually exacerbated it. This leads to a ‘trial and 

error’ approach in which teachers end up attempting everything in order to achieve some 

kind of control (Freiberg, 2002). When their strategies and approaches do not work, 

teachers become understandably frustrated and bewildered (Boger & Boger, 2000). This 

is not surprising given messages from policy makers and educationists that effective 

teaching depends on the ability to manage and control classroom behaviour (Powell & 

Tod, 2004). 

In seeking to support new and beginning FE teachers with the knowledge and skills they 

require to manage the diverse needs, interests and abilities of students, it is clear that 

there needs to be greater understanding of the underlying factors that influence emotional 

and behavioural reactions in the classroom. The next chapter reflects on how such 

understanding might be achieved through the use of therapeutic educational approaches. 
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In the absence of FE research connected to this field, discussion will centre on 

developments within the compulsory education sector. Whilst it is evident that there are 

obvious differences between these sectors it is suggested that, as similar behavioural 

challenges emerge, there may be considerable value in exploring these approaches to 

inform and support future FE practice (Wallace, 2007).  

 



 

Chapter 4 Therapeutic Approaches to Managing 

Behaviour 

Reflection on previous discussions reveals that the classroom challenges facing teachers 

may be wide and varied and that no single set of theories or behaviour management 

models can prepare them to cope with the complex issues they may encounter on a day-

to-day basis. Whilst behaviour problems are often cited as the cause of classroom 

disruptions, it is apparent that the real difficulty facing many teachers is how to regulate 

the emotional reactions of their students (Sutton, 2004). This chapter explores the concept 

of emotions in education and considers the perceived effectiveness of current approaches 

for improving behaviour management through the use of EI strategies and techniques. In 

framing this discussion, the chapter begins by examining the impact of emotions on 

learning and critically reviews the development of the Social and Emotional Aspects of 

Learning Curriculum (SEAL) for improving students’ behaviour in schools. Having 

explored the concept of emotions in learning, the discussion turns to consider the role of 

emotions in teaching and how these impact on the practices of new and beginning FE 

teachers.  

Emotions in Learning 

Emotions affect and are intertwined with many of the cognitive processes of learning and 

also impact on levels of motivation, social interaction and self-regulation. The current 

focus in education is to support students to acquire the skills and abilities that they need to 

participate autonomously and responsibly in a society characterised by constant change 

and uncertainty (Hargreaves, 2001). Whilst it is clear that educational knowledge can 

support this development, it is suggested that students also need the emotional skills 

necessary to exploit this knowledge (Thompson & Holland, 2002; Weissberg et al., 2003). 

Over the past two decades there have been numerous studies that have investigated the 

essential role of feeling in thinking, and concluded that feelings are indispensable for 

making rational decisions. Neuroscientists such as Damasio (1994) highlight that, rather 

than being an antagonist of reason, emotion is a constant counterpart. The focus on 

emotion as a central skill in life represents a significant shift from the traditional views of 

Western culture in which reason dominated and acted to both control and suppress 

emotions (Solomon, 2000; 2007). It also recognises that the suppression of emotions can 

actually lead to situations where they are expressed in inappropriate ways, leading to 

conflict within both the individual and the wider society in which they live. Such views have 
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been furthered by studies such as those on moral action, emphasising that emotional 

capacities, particularly the ability to empathise, are essential to this process (Hoffman, 

2001). Similar assertions resonate in the field of intercultural education and societies in 

conflict, which call for the need for restraint and reflection in behaviour (Tormey, 2005; 

McCully, 2006). This realisation has led to increasing interest in exploring approaches 

which seek to raise individuals’ awareness of their emotions and enable them to cultivate 

positive regulation techniques. 

Traditional views of emotional vulnerability as a sign of personal inadequacy have in many 

areas been replaced with a more open and confident approach to discussing emotions. 

Whilst this may signal a positive development for some, to others it has led to an 

increasing emphasis on the need for fulfilment and happiness and has led to many cases 

where individuals have ‘inflated’ expectations about their lives and do not know how to 

manage disappointments (Lash, 1991; Seligman, 1995). According to Ecclestone and 

Bailey (2009), a significant factor influencing the increased incidence of emotional 

problems relates to cultural changes that have led to marked differences in how 

individuals perceive and report problems. With such changes many more people are now 

turning to therapeutic ideas and strategies both to inform and support them in managing 

emotional difficulties. Seeking support through counselling and psychotherapy no longer 

attracts the same stigma as it did a few years ago, and soap operas and reality TV shows 

regularly advocate and involve open discussions about feelings and emotional problems. 

Children and young adults have become much more open in conveying their emotions 

and disclosing frustrations, and as a result often bring more of their complicated emotional 

selves into the classroom.  

Governed by the rules of inclusion, this represents significant challenges for teachers 

confronted with challenging behaviour and strong displays of emotion that they do not 

know how to manage. Whilst traditional views assumed that the integral aspects of 

emotional capability were secured through primary socialisation within the family, 

increasing concerns about the standardisation of parenting approaches in translating 

appropriate values has led to growing demands on education to fill this gap (Greenberg et 

al., 2003; Weissberg et al., 2003). In responding to these demands a number of schools 

have attempted to bridge this gulf by teaching the skills of EI. Whilst it is not the intention 

to deliberate in detail over the origins and research associated with the concept of EI, it is 

considered useful to provide the reader with a summary of developments in order to 

understand how they have shaped current educational approaches and practices.   
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Emotional Intelligence (EI) 

The concept of EI is not new, despite current interest and acclaim. Indeed, some would 

suggest that it first resonated from Darwin (1872) who theorised that emotional and social 

intelligence was a necessity for human survival and adaptation. He emphasised that 

human development is associated with an ability to understand social interactions and to 

use this knowledge to achieve a balance between competition and cooperation. Within the 

field of psychology and developmental education there has been a much broader focus on 

the role of emotions in human capacities and recognition that, rather than there being one 

form of intelligence, logic and reasoning, there are other, equally important domains that 

interact to influence how individuals think and behave (Thorndike, 1921; Gardner, 1983). 

Emotional Intelligence emerged as a fully developed theory in the early 1990s in response 

to increasing recognition of the importance of emotional management in modern society. 

Whilst the founders of the EI construct are often thought to be the psychological 

researchers, Salovey and Mayer (1990), its wide acclaim and popularity is undoubtedly 

associated with the work of psychology journalist Daniel Goleman in 1995 (Matthews et 

al., 2004; Furedi, 2004; Craig, 2009). At this time Goleman gathered together existing 

research in the field and added a section on how emotions work in the brain and affect 

learning, which cultivated considerable educational interest predominantly in the United 

States. There are many models and frameworks connected to the skills, competencies 

and measurements of EI. However, despite the differences in the theoretical orientations 

and the context in which each of these models have been framed, they each focus on the 

same core themes; how individuals perceive, understand, utilise and manage emotions in 

an effort to predict and foster personal effectiveness. According to researchers, when 

used appropriately emotions are an essential tool for achieving a positive, healthy, fulfilling 

and successful life. If unchecked and unmanaged, however, they can result in negative 

experiences that jeopardise personal identity, endanger relationships with others and 

cause ill health (Salovey & Mayer, 1990; Bar-On & Parker, 2000). 

Goleman’s early model of EI (1995) has five key elements: self-awareness, self-

regulation, motivation, empathy and social skills. Addressing each theme in turn provides 

a summary of each component yet researchers emphasise that these operate in a 

dynamic reciprocation and, as such, need to be considered as an integrated process. 

Additionally, just as individuals may have ‘spikey profiles’ or strengths and limitations in 

other areas of their intelligence, people have variable EI attributes. 

Self-awareness refers to an individual’s ability to identify, appraise and express their own 

emotional states as well as being able to recognise and empathise with the emotional 
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states of others. The appraisal component relates to individuals being aware of both their 

mood and the thoughts that influence that mood (Booth-Butterfield, 1990). By focusing 

attention on the self, individuals are able to evaluate and compare personal behaviours to 

internal standards and values. 

Self-regulation involves an ability to regulate emotional responses and effectively manage 

stress and other compelling impulses. By recognising feelings such as anger, sadness, 

fear and anxiety, individuals are able to respond in ways which are both acceptable and 

adaptive.  

Motivation is central to action hence is considered a central component of EI. By being 

motivated, individuals channel their emotional energies in pursuit of their goals and are 

able to defer gratification in order to achieve personal and academic success. 

Empathy involves being sensitive to the feelings and concerns of others and able to 

appreciate individual differences and viewpoints. 

Social Skills comprise a selection of attributes collectively enabling individuals to achieve 

social reinforcement. Whilst often described as sociability, it is more than just being 

friendly and involves managing the emotions evoked by others. As such it also relates to 

responsible decision making based on respect for others, appropriate social norms and 

the consideration of possible consequences associated with various behaviours. 

Social and Emotional Aspects of Learning 

Goleman’s early research of EI was highly influential in the United States and led to a 

number of national educational initiatives to support Social and Emotional Learning (SEL) 

in the classroom (Zins et al., 2004). The SEL framework aimed to consolidate efforts to 

improve the health and wellbeing of students and avoid the fragmentation that 

characterised school approaches to managing behaviour (Elias et al., 1997; Greenberg et 

al., 2003). They believed that, unlike the many ‘themed’ prevention programmes in 

schools that targeted specific problems, SEL programming could address underlying 

causes of problem behaviour whilst supporting academic achievement.  

Over the years reported successes with SEL led to growing interest amongst UK 

educationalists and policy makers as a means of tackling problem behaviours in schools. 

The UK equivalent of SEL, Social and Emotional Aspects of Learning (SEAL), was piloted 

in 2003 as part of a behaviour and attendance strategy pilot for primary schools (Weare & 

Gray, 2003). The rationale behind the emotional curriculum was twofold; firstly, that 

emotional development could not be taken for granted and, secondly, it would be far more 
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effective if it was addressed in a proactive way and through positive learning experiences. 

Following successful trials with participating schools, the curriculum was made available 

to the whole primary sector in June 2005.  

The SEAL agenda focuses on the five core themes within Goleman’s (1995) model of EI 

and these areas are covered in a cyclical timetable of seven main themes. They comprise 

New Beginnings, Getting on and Falling out, Say No to bullying, Going for Goals, Good to 

be me, Relationships, and Changes. Since 2007 the SEAL curriculum has been adapted 

for use within the secondary school sector and translates the five core themes into fifty 

overall learning outcomes that can be adapted for particular age groups and certain 

learning opportunities. Activities associated with covering these themes include ‘circle 

time’, which involves teachers facilitating a group discussion where students share 

emotional concerns with each other; setting quizzes that encourage emotional reflection; 

training some students in negotiation or conflict resolution skills; role playing difficult 

situations and teaching explicit techniques such as ‘calming’ to enable children to control 

their reactions in inflaming situations. At an organisational level, school managers are 

encouraged to adopt policies and procedures focusing on creating an emotionally literate 

environment which include, sharing ideas and visions; considering the emotional literacy 

levels of staff at the recruitment stage; and ensuring that there is a range of different 

personal skills in a teaching team (Sharp & Faupel, 2002). 

Therapy or Just Good Education 

Since its introduction, SEAL has attracted considerable interest from a wide-ranging 

audience. For some, this shift represents a marked focus in the role of education where 

emotional and social skill development is now considered of equal importance with 

cognitive development. Whilst the curriculum has many supporters, it also has a number 

of ferocious critics who not only question the concept of EI, but state that it over-

emphasises the importance of children’s emotions (Mayer & Cobb, 2000; Horwitz & 

Wakefield, 2007) and imposes a universal view that they all need support in managing 

them (Gibbs, 2000; Craig, 2009). Others suggest that it undermines the role of education 

in providing children with transformative cognitive knowledge and cultivates a quasi-

therapeutic culture in which teachers are expected to be therapists (Ecclestone & Hayes, 

2008; Katz, 2009; Twenge & Campbell, 2009).  

Whilst most of these discussions are aligned at the compulsory sector, in their book, The 

Dangerous Rise of Therapeutic Education (2008: 76), Ecclestone and Hayes suggest that 

of all of the education sectors FE is the area with the longest therapeutic history, ‘doing 

circle time as a mainstream activity long before primary schools’. They argue that, in its 
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role as a second-chance provider, FE has commonly fostered a caring and nurturing 

ethos in a bid to support students with fragile identities and complex lives. They add that 

over the past 15 years this emphasis has become paramount as colleges are driven to 

increase participation and achievement rates amongst some of the most challenged 

students.  

Reflecting on these points, it is evident that, whilst some criticisms may have a foundation, 

others are clearly provocative. Although critics may describe approaches to raise 

individuals’ self-esteem and promote greater empowerment as therapy, others may simply 

regard them as good teaching and learning practice (Weare & Gray, 2003). Indeed, there 

was a time when Egan’s skilled model of helping (1990) was viewed as an attempt to 

introduce counselling into teaching, yet it is now an integral aspect of structuring good 

learning conversations with students.  

Whilst the overarching aim of education is to provide young people with the knowledge 

and skills that lead to their advancement in life, this cannot be considered in isolation from 

the emotions which make it happen. To claim that education should have its roots in 

intellectual and cognitive development misses a fundamental point if its role is to foster 

lifelong learning, as in the words of Livingstone (1941) cited by Claxton (2007: 1): ‘The 

test of education is not the amount of knowledge that pupils take away from school, but 

their appetite to know and their capacity to learn.’ 

Claxton (2007) explores the importance of supporting a capacity to learn in his book, 

Expanding Young People’s Capacity to Learn. He argues that the role of education is not 

only to impart knowledge but to develop individuals with a disposition for learning. 

Inherent in cultivating this disposition is the need for individuals to become effective 

learners and prepare them for what may be a lifetime of change. Whilst such rhetoric has 

resounded in many schools and colleges over the past few decades, Claxton argues that 

in many cases being a ‘successful learner means nothing more interesting than, being 

able to do well in exams’ (2007: 2). He states that one of the major failings of education 

has been the lack of focus on cultivating the attributes that students need to become 

effective learners. The attributes he describes are articulated in the work of Costa and 

Kallick (2000) and include qualities such as resilience, curiosity, creativity and reflection 

and an ability to be simultaneously collaborative and independent. Whilst these attributes 

are evident in the SEAL curriculum, Claxton (2005) suggests that, if the approach overly 

focuses on students’ feeling good about themselves it could hamper their ability to 

manage disappointments and challenges. He argues that the most important development 

for education lies in preparing young people to accept that some aspects of life are difficult 
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and that it is only by experiencing problems and solving them that one can rise above 

such frustrations. Preparing individuals to accept change and the realities of unfairness 

are, according to Bauman (2000), critical skills for life in the twenty-first century, so far 

characterised by change and uncertainty. In his view, increasing emphasis on active 

reflection and repeated reappraisals of personal experiences will enable individuals to be 

proactive in pursuing different ways of thinking so that they can positively embrace 

change. These views are reinforced by Papert (1998: 1), cited in Claxton (2007), who 

suggests that: 

All skills will become obsolete except one, the skill of being able to make the right 

response to situations which are outside the scope of what you were taught in 

school. We need to produce people who know how to act when they are faced with 

situations for which they were not specifically prepared.  

Translating this to an educational context does not mean that teachers become quasi-

counsellors; rather, they need to provide students with opportunities to exercise realistic 

appraisals of their experiences and learn how to manage frustrations in their learning. 

Cultivating a disposition for learning means that teachers need to support students to 

recognise that emotional states are not simply good or bad, but need to be considered in 

relation to the context in which they are experienced (Nias, 1996). 

Reflecting on these discussions, it is evident that, to support their students to manage 

their frustrations more effectively, teachers themselves need to have the knowledge, skills 

and personal resources to model and manage these behaviours. Whilst it may be 

assumed that teachers will instinctively know how to exercise such regulation, personal 

experience of working with many teachers and their managers over many years suggests 

that this should not be taken for granted. Interestingly, these views are echoed in two 

major evaluations that have reviewed the effectiveness of the SEAL curriculum since its 

inception. Whilst conducted separately, both Weare and Gray (2003) and Humphrey et al. 

(2011) suggest the effectiveness of social and emotional teaching is largely determined by 

the ‘will and skill’ of the teachers involved. Collectively, their findings indicate that although 

SEAL agendas are the vision of the head teachers, other members of staff are often 

reluctant to become involved in delivering the curriculum. They suggest that the reasons 

for this are twofold; firstly, that if teachers do not feel that their own needs are being met 

they are likely to become cynical about the curriculum and consider it a further demand on 

their time. Secondly, a number of teachers have personal barriers to covering topics with 

emotional content, which may be because they have not had the opportunity to examine 

their own emotions. In both reviews there are strong recommendations for further staff 
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training in emotional and social competencies through both on-going staff development 

and teacher education.  

However, in order to support teachers to develop these skills, one needs to have a fuller 

understanding of the role of emotions in teaching and the ways in which they influence 

how teachers interpret and manage the emotions they experience in the context of their 

everyday practice.  

Emotions in Teaching  

Educational research has investigated all manner of topics connected to teachers and 

teaching, yet teachers’ emotions notably appear to have been neglected (Nias, 1996; 

Noddings, 1996; Hargreaves, 1998; 2001; Meyer & Turner, 2002; Sutton & Wheatley, 

2003; Sutton, 2004; 2005). Whilst there are studies that have investigated aspects of 

teaching involving emotions, such as autobiographical storytelling (Connelly & Clandinin, 

1990), care (Noddings, 1984) and passion (Fried, 1995), there appears to have been an 

absence of educational interest in how teachers’ emotions impact on their actions. This is 

surprising when one considers publications highlighting how teachers’ emotions are 

central not only to influencing the effectiveness of their teaching but to affecting how they 

manage their everyday lives in a climate of change and uncertainty (Huberman, 1993; 

Nias, 1996; Hargreaves, 1998; Solomon, 2000; Kelchtermans, 2005). The reason for this 

seeming reluctance to explore the emotional side of teaching may be considered as 

twofold; firstly, that there is a bias against emotions in educational traditions of Western 

societies, which emphasise the importance of rationality, virtuosity, maturity and personal 

control (Noddings 1996; Solomon, 2000). Secondly, as professionals, teachers are viewed 

as automatically having an intuitive common-sense approach to managing their emotions 

in the context of their professional practice (Tormey, 2005). 

Over the past decade, educational researchers have begun to take note of the emotions 

in teaching and a number of studies have begun to explore the role of emotions in 

mentoring (Holliday, 2005), the influence of emotions on motivation (Meyer & Turner, 

2002), emotions in teachers’ classroom experiences (Cohler & Galatzer-Levy, 2006), the 

precursors of teacher stress (Bar-On & Parker, 2000; Ciarrochi et al., 2001) and, latterly, 

the degree of teachers EI (Penrose et al., 2007). Whilst interesting, however, the findings 

of these studies do little to advance a clear understanding of how emotions actually 

influence teachers’ actions at a concrete level.  

Despite this lack of research, the significance of emotions in teaching has long been 

recognised and in many early discussions was referred to as a vocation or a ‘calling’, in 
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which individuals feel emotionally driven to provide care and education in pursuit of their 

vision for a good life and a good society (Noddings, 1984; Ball & Goodson, 1985; 

Goodson, 1994). Inherent in this idea is that ‘teaching flows out of the inner life to the 

teacher, affecting not only what is taught but what is learned’ (Bullough, 2008: 9). Ask any 

teacher why they want to teach and they will usually comment on the excitement, 

satisfaction and pleasure associated with teaching and their inner desire to ‘make a 

difference’ to the lives of their students (Nias, 1996; Sutton & Wheatley, 2003). By desiring 

something, individuals commonly direct their attention to an object or an activity that 

brings them pleasure and satisfaction. Due to its emotional intensity, desire is seen to be 

imbued with creativity and energy (Hull, 2002). It is, then, in states of desire that one will 

find the creativity and spontaneity that connects teachers emotionally with their students, 

colleagues and their work. Such desires, particularly amongst creative teachers, are 

commonly connected to feelings of fulfilment, a sense of intense achievement and 

closeness to fellow human beings, hence without desire teaching often becomes arid, 

empty and meaningless. The concept of desire is exemplified by Hull (2002) in her paper 

‘Eros and Education: The role of desire in teaching and learning’, in which she discusses 

the centrality of emotions in motivating students to learn. Central to her discussion is the 

view that young people’s disinterest in learning is neither cognitive, nor: 

a function of false beliefs intellectual or faulty reasoning. Rather, student apathy 

may be some kind of hopelessness as they lack the experience of the power of a 

sustained passion towards a general, non-particular end or good. (Hull, 2002:19) 

Hull suggests that instead of passing on ‘bits of static knowledge’, teachers need to 

nurture a student’s construction of a desiring self that seeks realistic goals and good ends 

at the same time as cultivating a healthy recognition of their own deficiencies. According 

to Hull (2002), it is the teachers who desire who make the difference in learning, because 

they strive to awaken deep levels of desire within their students. Yet maintaining desire 

when confronted with the harsh realities of the classroom can be challenging for even the 

most passionate of teachers. If desire is to be maintained it needs fuel, and this is 

commonly fostered when students strive to learn, are interested in their subject, make 

progress and are responsive to instruction (Emmer, 1994; Sutton, 2004). In general, 

teachers experience positive emotions when they get everything done (Hatch, 1993). 

According to Sutton (2005), teachers regularly experience both positive and negative 

emotions in the context of their everyday classroom practice; positive emotions can make 

them feel more effective and energised, while negative emotions make them feel less 

effective and, in some cases, ‘emotionally drained’. Teachers commonly report negative 

emotions such as frustration and anger when students misbehave and violate rules 
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(Emmer, 1994; Hargreaves, 2000; Erb, 2002; Sutton, 2004). They are also more likely to 

become angry when they believe that students’ poor academic work is due to controllable 

factors such as laziness, lack of motivation or disinterest (Reyna & Weiner, 2001). 

Teaching, by its very nature, is a complex task, not simply because of the wide-ranging 

activities that go into planning and delivering lessons but fundamentally, because of the 

emotions that are aroused by the learning situation and the emotional impact these have 

on the teacher and the class as a whole (Chuah & Jakubowicz, 1999). In responding to 

the challenging emotions that arise from classroom expectations and interactions, 

teachers automatically and often unconsciously activate strategies to protect themselves 

and their students from feelings that they might find otherwise unmanageable. 

Emotional Regulation 

Emotional regulation is commonly described as the process whereby individuals filter their 

emotions in order to exert control over how they feel and consequently communicate their 

feelings (Gross, 1998; Sutton, 2004). It has a wide range of variables, and is highly 

dependent on an individual’s culture and the specific social context of the situation, thus is 

an integral part of social tradition and EI (Gross, 1998). Whilst it has been widely 

recognised that individuals suppress and control their emotions, the idea that they can 

regulate what, how and when they experience emotions is relatively new in the field of 

psychology.  

In the context of teaching, Sutton (2004) highlights the importance of emotional regulation 

and considers it fundamental to teachers’ ability to achieve their goals whilst continuously 

projecting a role model of appropriate classroom behaviour. Whilst emotional regulation 

may preclude a sense of ‘being real’ in the classroom for some teachers, Sutton considers 

this as positive and adaptive practice. By using techniques such as ignoring an offending 

student, diverting their attention and employing controlling behaviours, teachers are able 

to attain their effectiveness and their goals. Sutton’s views are echoed in many of the 

educational text books offering guidance in classroom management yet, whilst such 

approaches may help to contain negative emotions, in time they may prove counter-

productive. In her book, ‘The Managed Heart: Commercialization of Human Feeling’ 

(1983), Hochschild writes that such strategies represent emotional repression and that, by 

denying emotions, individuals may be robbed of valuable information about their 

relationship to the world.  

In relation to teaching, Hochschild states that teachers demonstrate or display emotions 

that they may not actually feel. For instance, teachers are expected to demonstrate 
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compassion and understanding for students, even when they are rude and disrespectful. 

They are also expected to act as mentors and motivate students even when they are 

unwilling to learn. All these instances are in themselves challenging and amount to what 

Hochschild (1983) calls ‘emotional labour’, which she defines as ‘the management of 

feeling to create a publicly observable facial and bodily display; emotional labour is sold 

for a wage and therefore has exchange value’ (Hochschild, 1983: 7).  

As evidenced by the quotation, Hochschild’s perspective of emotional labour is largely a 

negative phenomenon as it involves trading part of the self for the reward of employment. 

She states that such emotional labour takes place in response to imposed institutional 

pressures and argues that this constitutes little more than commercialisation and 

dehumanisation of teachers that ultimately burns them out. She asserts that if teachers 

give of themselves emotionally, they also become vulnerable and exposed when the 

demands of their work make it difficult to do their emotional work as they would wish. 

When these expectations conflict it can lead to discrepancies between what teachers 

consider they should feel and the actual emotions they experience. Over time this may 

result in emotional dissonance, detrimental to individual health and wellbeing. Whilst these 

points are acknowledged, critics of Hochschild’s view suggest that, rather than being 

negative, emotional labour is an important part of teaching and constitutes what may be 

described as a ‘labour of love’ (Hargreaves, 1998). According to Fineman (1993), 

Hochschild’s view appears to disregard everything that makes teaching pleasurable such 

as acting, being creative, caring and taking delight in the learning of others. Reflecting on 

both perspectives, it is possible to suggest that emotional regulation in its extremes may 

unnaturally and detrimentally suppress important emotions, but if used appropriately it 

provides a steadying effect on emotional labour. 

However, in the current educational climate, with reports of increasing incidents of 

occupation stress amongst teachers, it is evident that there needs to be greater 

appreciation of the importance of emotional signals as well as the roles they play in 

directing teachers’ actions. These considerations are particularly important when 

addressing the training and support of new and developing teachers. In seeking to 

prepare teachers appropriately, it is vital to consider what is expected of them. In addition 

to subject knowledge and the basic skills of teaching there are more rudimentary 

requirements of teachers if they are to be effective in their practice. 

According to Gibbs (2000), there are three main attributes commonly expected of effective 

teachers, which interestingly tally with those identified by Claxton (2007) in his discussion 

of building learning power with students. Firstly, they need to be able to survive the 
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demands and complexities associated with teaching; secondly, they need to be resilient 

and determined, even when the odds seem stacked against them; and thirdly, they need 

to be innovative in their practice and prepared to generate solutions to solve problems. 

The extent to which individuals exercise such attributes is primarily governed by their 

belief in their capability or self-efficacy and how they are able to exercise thought control 

over their emotions and their actions. Therefore, knowledge of teachers’ emotions is 

essential in understanding teachers and teaching. The complex interplay between 

emotions and cognition is clearly established and numerous studies have shown the 

impact that sustained negative emotions can have on memory, categorisation of 

information and the ability to solve problems (Isen, 1993; Bless, 2000; Burris, 2005; 

Brackett & Caruso, 2007). In addition, emotions also play a key role in levels of 

motivation, attributions, self-efficacy beliefs, and personal goals. Negative emotions often 

reduce intrinsic motivation, as negative emotions tend to be incompatible with enjoyment 

as implied by interest and intrinsic motivation (Pekrun et al., 2002). Whilst teachers may 

often try to hide their feelings, students are often aware of and influenced by teachers’ 

expression of both positive and negative emotions. 

Emotions signal that something has transpired of importance to the individual’s self or 

self-system. More specifically, all emotion experienced by teachers in their classroom has 

reference to their primary self and to their occupational selves and it is through the many 

facets of these changing psychological structures of self that individuals manifest cognitive 

and effective dimensions in their life. Thus, teachers order their teaching lives with regard 

to who and what they are, and in relation to what activities and feelings they consider 

appropriate to themselves (Higgins, 1987). According to Nias (1996), self-image is more 

important to teachers than many other professions because the self is so intricately bound 

to their craft: 

The emotional reactions of individual teachers to their work are intimately 

connected to the view they have of themselves and others so the unique sense of 

self which every teacher has is emotionally grounded. (Nias, 1996: 294) 

Teaching as a Craft 

The concept of teaching as a craft has been explored by a number of authors who 

highlight its importance in contributing to the dynamic, situated and idiosyncratic practices 

of teaching (Moore, 1995; Nias, 1996; Hargreaves, 1998). The question of whether 

teaching is a profession or a craft has been explored for a number of years and the 

arguments presented offer some poignant considerations for this discussion. Moore 

(1995: 1) explores the concept of a teaching craft in his article, ‘The Craft of Teaching’, 



45 
 

and describes a craft as a ‘collection of learned skills accompanied by experienced 

judgements’. In contrast to the view that the skills of effective teachers are intuitive, 

Moore’s view stresses that teaching as a craft emphasises that anyone can learn it. He 

goes on to state that ‘teaching requires no special gift, no actor’s personality, no divine 

spark’ (p. 1); rather, it requires a commitment to learn. Central to this craft is the ability to 

exercise and deploy an extensive repertoire of practical skills and strategies to influence 

and motivate others. Such strategies, according to Moore, involve the capacity to enthuse, 

inspire and instil a willingness to learn, making emotions a fundamental part of the craft of 

teaching.  

Whilst these attributes of the teaching craft are desired, many would argue that, without 

expert knowledge in the form of research and educational theory, teaching is based on a 

trial and error approach. In her article, ‘Ed Schools and the Problem of Knowledge’, 

Kennedy (1999) considers the differences between expert theoretical knowledge and craft 

knowledge. The first she describes as static knowledge gained from research and relates 

to how individuals think one concept relates to another. Craft knowledge, on the other 

hand, is personal knowledge based upon experiences and serves to guide everyday 

actions and routines. Due to the experiential nature of craft knowledge it is dynamic and 

situated, enabling individuals to respond to events as they are presented. Whilst 

seemingly at odds with each other, it is evident that both forms of knowledge are 

important when balancing the need for informed practice that can be effectively applied to 

manage the complexities of the classroom. Whilst teachers need expert knowledge, they 

also need to be able to apply their craft knowledge to inform and shape their everyday 

practice and inject the qualities considered central to effective teaching. Hence, it is only 

when these two forms are blended that individuals can truly become experts, not only 

knowledgeable about their craft but bringing to it their motivated, dynamic and innovative 

selves. Interestingly, whilst formal teacher training is considered to be a positive element 

in teachers’ professional development, many suggest that teachers often develop their 

craft informally through praxis (Lortie, 1975; Schön, 1983; Ball & Goodson, 1985).  

In studying the professional lives of teachers, Ball and Goodson (1985) reiterate the 

importance of the self and consider it as a reciprocal process in which teachers achieve, 

maintain and develop their identify in, and through, their careers. Understanding this, they 

argue, is imperative to appreciating teachers’ actions and commitments in their work. The 

teacher’s world is based upon a personal interpretive framework in which their beliefs and 

schematic representations act as a lens through which they perceive their role, make 

sense of it and act in it. According to Nias (1996), a teacher’s personal framework 

comprises two fundamental domains; firstly, the connection that individuals have about 



46 

subjective educational theory and the way in which their knowledge and beliefs about 

educational purpose shape their ‘professional know how’. Secondly, and closely related to 

the knowledge of educational self, is a sense of self and self-understanding. In Nias’s 

(1996) view, this sense relates to one’s conception of self at a certain point in time, which 

she refers to as ‘product’, and additionally from the process of making sense of these 

experiences and the impact on self as the ‘process’ in understanding. This centrality of 

self in all emotional experience implies that, in order to understand emotionality in 

teaching, there must be an understanding of the conditions that influence teachers’ 

perceptions of self. 

Balancing desire with the realities of the classroom poses significant challenges for a 

number of teachers yet, according to Sutton (2005), this is at the very heart of supporting 

them to exercise a positive personal agency. By encouraging teachers to explore personal 

biographies openly and to analyse challenges critically, one provides the opportunity for 

positive development (Chuah & Jakubowicz, 1999). It is evident that the demands on 

teachers have grown, yet it is worth noting that despite the high numbers who report 

dissatisfaction there are those who appear to rise to the challenges and seem well 

equipped to manage difficulties and pressures (McNally et al., 2005). The significance of 

this is not merely differences in potential intuitiveness or resourcefulness, but illustrates 

the importance of a positive personal agency.  

The concept of personal agency is articulated in the works of Bandura (2001: 11), who 

defines it as ‘people's beliefs in their capability to exercise some measure of control over 

their own functioning and over environmental events’. According to Bandura, unless 

individuals believe that they can achieve results from their actions, they are unlikely to 

have the motivation to try or the perseverance to continue in the face of challenge. Pivotal 

to the perception of control is the sense of choice. Choice, then, can be related to 

expectations and realised through action, energy and confidence. The perception of 

choice has considerable bearing on teaching, because not only does it influence levels of 

self-confidence but has the capacity to influence mood and personal management.  

However, if it can be agreed that education is a microcosm of wider society, it is evident 

that students and teachers will experience and present a wide range of different issues 

and problems that in some way influence their educational performance (Pring, 1995). 

Real emotions are transient and changeable, yet in the world of teaching individuals are 

governed by professional standards and expected to naturally exude predictability and 

emotional calm. However in reality, teachers may be battling with a raft of emotions, 
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questioning many aspects of their personal and professional life and feeling fundamentally 

challenged.  

As discussed in Chapter 2, the LLUK standards which replaced the FENTO standards in 

2007, make a clear distinction between teachers’ specialist knowledge and the generic 

knowledge, skills and values required of all FE teachers. Without wishing to engage in 

lengthy discussion about the standards, some reference to their focus is considered 

pertinent in highlighting the expectations of teachers and illustrating the importance of 

emotions in teaching. Similar to the FENTO standards, the LLUK standards comprise a 

number of domains which are divided into three main sections; professional values, 

professional knowledge and understanding and professional skills. Reading through the 

descriptors for each domain, one can clearly see the emphasis on teachers’ interpersonal 

skills, levels of motivation and enthusiasm, and the ability to demonstrate valuing 

behaviour. Given these requirements it is evident that teachers need much more than 

knowledge and skills to be successful; they need to be able to cultivate positive mental 

attitudes and harness their emotions.  

Self-Efficacy  

Self-concept and motivation are largely related to self-efficacy, which is grounded in the 

theoretical framework of social cognitive theory attributed to Bandura (1977). This theory 

emphasises that individuals’ beliefs determine their abilities to evolve and exercise control 

over what they do. According to Bandura, self-efficacy comprises the most powerful self-

regulatory processes in human agency, which he conceptualises in three key ways: 

autonomous agency in which individuals are independent agents of their actions; 

mechanical agency, in which agency lies in environmental determinants; and emergent 

interactive agency, which rests at the centre of social cognitive theory. Emergent 

interactive agency results from a dynamic interplay of behaviour, cognitive and personality 

factors and environmental influences. Each operates independently as determinants of 

one another other and influences may vary in strength. Whilst these may not occur 

simultaneously, there is a clear emphasis on reciprocal interaction.  By way of a summary 

his model emphasises the importance of a Triadic Reciprocal Causation which is based 

on the view that individuals’ actions do not occur in isolated vacuums, but are a complex 

interplay between three main areas; their interpersonal worlds, their exhibited behaviour 

and the circumstances in which these occur.  

Numerous psychological studies have suggested that people who have high levels of self-

efficacy are more likely to be committed and satisfied with their jobs, have fewer incidents 

of absence and feel happier with their lives (Trentham et al., 1985; McDonald & Siegal, 
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1993). They are also more likely to be persistent in situations that are challenging, more 

self-organising, proactive, self-regulating and self-reflective (Bandura, 2000). From this 

perspective, self-efficacy affects individuals’ goals and behaviours and is influenced by 

personal actions and conditions in the environment. Efficacy beliefs, according to 

Bandura, determine how individuals perceive environmental opportunities and 

impediments and affect their choices, efforts and degree of perseverance. Developing this 

theory in relation to teaching, Gibbs (2000) suggests that success in teaching and learning 

is largely predetermined by teachers’ levels of self-efficacy, which not only influences their 

expectations but is guided by cognitive, physical, emotional and cultural associations. 

According to Tschannen-Moran & Woolfolk Hoy (2001: 783), teacher self-efficacy relates 

to an individual’s ‘judgment about his or her capabilities to bring about desired outcomes 

of student engagement and learning even amongst those students who can be difficult or 

unmotivated’. Hence, what student teachers know and can do, and how they come to 

teach, are largely mediated by what they think and believe. Central to this mediation are 

student teachers' self-beliefs and, in particular, their self-efficacy and preferred 

orientations as teachers, and their preferred orientations toward students. At the heart of 

this argument are two premises; firstly, that student teachers have the cognitive capacities 

to self-reflect, self-motivate and self-regulate (Scheier & Carver, 1988; Schunk & 

Zimmerman, 1989); and secondly, that as teachers exercise personal control of their 

thoughts (about their capability as teachers, and their teaching), their self-efficacy impacts 

on teaching competence, motivation, and inevitably their self-esteem as teachers. 

Teachers with high levels of self-efficacy, according to Gibbs, are more likely to devote 

considerable time to planning lessons and devising student activities. They are more likely 

to be positive and proactive in managing the classroom environment and determined that 

students will learn. Adapting Bandura’s concept, Gibbs proposes that there are four main 

types of self-efficacy that influence teachers’ outcome expectations and their actions (see 

Figure 1). 
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Figure 1: The Relationship between Teacher Outcome Expectations, Self-efficacy as 

a Teacher, and Teacher Action  

SELF-EFFICACY AS A TEACHER 

Behavioural Self-Efficacy 

Cognitive Self-Efficacy 

Emotional Self-Efficacy 

Cultural Self-Efficacy 

 

 

SITUATED OUTCOMES 

Behavioural Outcomes 

Cognitive Outcomes 

Emotional Outcomes 

Cultural Outcomes 

 

By way of a summary, behavioural self-efficacy relates to a belief in one's capability to 

perform specific actions; cognitive self-efficacy refers to perceptions of one's capability as 

a teacher to exercise control over one's thinking in specific teaching situations; emotional 

self-efficacy is self-belief in one's capability to exercise control over one's emotions in 

specific teaching situations; and cultural self-efficacy is self-belief in one's capability to 

perform specific actions in culturally appropriate ways in specific teaching situations. 

These self-efficacy beliefs are neither mutually exclusive nor independent. Instead they 

interact and are subject to influence from a range of different factors including the 

interpretation of response consequences and outcomes. When confronting the day-to-day 

realities of teaching, some student teachers may find themselves bewildered by disruptive 

and non-achieving students and the demands of the curriculum.  

The effects of low self-efficacy on teachers are most noticeably gradual disengagement 

from activities and weaker commitment to teaching, with less time devoted to planning for 

learning (Gibson & Dembo, 1984; Evans & Tribble, 1986; Enochs & Riggs, 1990). This 

Teacher 

Outcome 

Expectation 

Perceived Risks 

Intention 
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exercising of personal thought control is important as student teachers go about their 

teaching activities. One's self-efficacy in exercising control over potentially threatening 

events is central in the regulation of anxiety and stress. Student teachers who believe they 

can exercise control over potential threats to their teaching are less likely to conjure up 

apprehensive thoughts, and are not threatened by such potentially anxiety-provoking 

events. However, anxiety arousal is heightened when student teachers' self-efficacy to 

manage potential threats is weak. This view does not discount the importance of being 

able to demonstrate the requisite skills to manage stress and anxiety, yet suggests that 

mere knowledge of coping is insufficient to ensure that strategies are effectively applied in 

the context where stress and anxiety are likely to occur. 

From personal experience of teaching new teachers, there is often a dramatic and 

sometimes traumatic transition from being a student teacher to that of a classroom 

teacher. This transition has been variously referred to as the ‘reality shock’ or the 

’transition shock’. Veenman (1984: 143) describes this transition as ‘the collapse of the 

missionary ideals formed during teacher training by the harsh and rude reality of everyday 

classroom life’. Similarly, Weinstein (1988) describes the beginning teacher as needing to 

re-evaluate their ‘unrealistic optimism’ as they confront the realities of the ‘chalk face’. 

However, based on an analysis of belief change across student teaching, Gibbs (2000) 

suggests that student teachers might be better described as holding a general realistic 

optimism, rather than the unrealistic optimism portrayed by Weinstein. By rejecting the 

positive ideals that new teachers hold about their practice, one risks undermining their 

drive and determination to do the best for their students. Hence, a key role of teacher 

education is supporting new teachers is to understand how their ideals and expectations 

can be maintained and adapted in light of the needs and interests of their students. 

According to Hargreaves (1998: 840), one of the main problems inherent in many schools 

and classrooms is that of ‘emotional misunderstanding’ or the failure to interpret other 

feelings accurately. He recommends that a significant educational priority is to improve 

‘conditions where better emotional and cognitive understanding can occur between 

teachers and their students’. Central to recognising the interpersonal bond between 

teachers and students is the need to raise trainee teachers’ awareness of the emotions 

arising during the process of teaching and to support them to develop strategies to 

manage these effectively. In the words of Chuah and Jakubowicz (1999), if teachers fail to 

recognise emotional information latent in the feelings that arise during every day of 

teaching practice, they may;  
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resort to quick and forceful means of classroom management that may be effective 

in the short run but are often detrimental to their own and their students’ intellectual, 

social and emotional development. They may shut themselves off from their 

students suffering or becoming worried and despairing and overly; act out their 

feelings with students’ parents or peers; or over identify with their students. Given 

the high drop-out rate of both students and teachers in public education, we believe 

people leave rather than bear the intense feelings generated in the teaching-

learning relationship. (Chuah & Jakubowicz, 1999: 212) 

The answer to managing such intense feelings, according to Chuah and Jakubowicz, is to 

ensure that teachers are supported to recognise that self-awareness and self-

understanding are pivotal to developing effective classroom practice. As many 

neurological studies have shown, cognition does not just happen in the brain but 

throughout the body and is both demonstrated and created in action, hence it is a dynamic 

process of perceptually guided action. The notion that teachers can and must control 

student behaviour for effective learning to take place is echoed throughout many 

educational publications. However, according to Burris (2005), such views are often based 

on the simplistic premise that compliance operates on a cause-and-effect basis and fails 

to recognise the complexities governing human relationships. Whilst it is possible to 

secure this compliance, albeit temporarily, teachers cannot cause students to behave in 

certain ways; neither can they cause them to learn certain things. This may be bewildering 

to many teachers who, from personal experience, perceive control as fundamental to 

learning. True, a teacher can achieve apparent control through fear and equally through 

trust and respect yet, according to Burris, teachers need to consider openly how they are 

achieving a sense of personal control in the classroom and to confront the hidden 

messages that accompany their selected methods of control.  

In her article, ‘Classrooms Can Use Therapy Too’ (2005), Burris explores how a family 

therapy systems approach could be aligned to managing the complexities of relationships 

in the classroom. In this, she explores the work of Dell (1992) and identifies how 

therapeutic approaches can help to foster an understanding of roles within a group and to 

raise awareness of the ways in which these roles can be nurtured and optimised to 

develop healthy educative relationships within the classroom. Seemingly in contrast to the 

focus in current educational literature, the systems approach advises shifting the focus 

away from individual students and individual bits of information to consider the 

relationships enacted among them. By studying relationships, one is able to see the 

contours of the system or the classroom and what actual components exist. Hence the 

only meaningful way of influencing students’ learning is to create the conditions where 
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they make positive choices to learn, which is through the formation of healthy educative 

relationships.  

Developing Educative Relationships 

The importance of student–teacher relationships is well documented in educational 

literature and is considered of significant importance in determining levels of students’ 

engagement and their behaviour in the classroom. (Brophy & Good, 1974; Glasser, 1990; 

Van Manen, 1991; Rogers, 1995; Richmond, 1996; Sava, 2001; Marzano & Marzano, 

2003; Davidson, 2004). According to research, the characteristics of effective student–

teacher relationships are not directly related to the teacher's personality but are influenced 

by the behaviours, strategies and fundamental attitudes demonstrated by the teacher 

(Bender, 2003). This approach involves taking personal interest in students (Mendler, 

2001); establishing clear learning goals; and modelling assertive, equitable, and positive 

behaviours (Van Manen, 1991; Brown, 2005).  

Healthy educative relationships involve teachers using self-knowledge, the knowledge of 

their students and knowledge of their subject to create and foster the conditions for 

learning (Burris, 2005). The emphasis is on responding to the realities of the classroom 

and having a commitment to engage with students and the topic under study so that 

cooperation and learning can emerge organically. In the context of managing challenging 

student behaviour, teachers can invest their energies into sensitively enacting 

relationships with their students rather than attempting to force learning and compliance. 

In order to respond sensitively, teachers need to fine-tune their observational skills so that 

they can be authentically present to students. According to Burris (2005: 13), if teachers 

are to influence their students they must ‘fit themselves to the situation’ and spend time 

fostering the conditions under which students can interact with their ideas.  

Reflecting on these discussions, it is clear that raising teachers’ awareness of the impact 

of emotions in learning and teaching is fundamental to informing their practice. Having 

reviewed the principles and practices of EI it is evident that such approaches provide a 

valuable foundation for supporting teachers to manage more effectively the complex 

emotions that may overspill into their classrooms. However, as is evident in discussions 

about self-efficacy, emotions cannot be considered in isolation from the underlying beliefs, 

assumptions and past experiences that influence them. It is proposed that in order to 

support teachers to regulate their emotions positively they need to be supported to build 

bridges between their daily working lives and their conceptual understanding of how they 

view and relate to students in the classroom. In developing this understanding, teachers 

not only need to be aware of their underlying beliefs and assumptions but supported to 
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actively review and challenge perceptions that negatively impact on their practice and 

impede relationships with their students. At a fundamental level, thoughts and emotions 

have both rational and egocentric tendencies so inner conflicts can never be understood 

simply as a matter of emotion and reason. In bringing intelligence to bear on emotions 

individuals need to take charge of the thinking underlying their emotions.  

The next chapter discusses the principles and practices of CBT and suggests that it 

provides a potentially useful foundation for raising FE teachers’ awareness of their 

emotions in relation to their developing teacher identities. Through raising teachers’ 

consciousness of how their underlying beliefs and expectations impact on their emotional 

and behaviour reactions, they can be supported to recognise and more effectively 

manage classroom challenges at a concrete level.  





 

 

Chapter 5  Cognitive Behavioural Therapy 

You cannot prevent the birds of worry and care flying over your head. But you can 

stop them from building a nest in your hair. (Bandura, 1989: 39) 

Reflecting on the discussions of the last chapter, it is clear that the management of 

emotions and behaviour necessitates an appreciation of how affect and cognition 

influence one another in determining both an individuals’ perspective on life and their 

subsequent behaviour. However, with thoughts stipulated as the cause of emotions rather 

than their outcome or by-product, cognitive therapists reverse the causal order more 

generally used by psychotherapists. Therefore, the purpose of therapy is to identify those 

irrational or maladaptive thoughts that lead to negative emotion and identify what makes 

them irrational or unhelpful; this is done in an effort to reject the distorted thoughts and 

replace them with more realistic alternative thoughts. This chapter explores the principles 

and practices of CBT and responds to the third overarching question connected to this 

research: 

To what extent can CBT be used to support teachers to develop a more informed 

approach is classroom management? 

Whilst acknowledging concerns expressed about the increasing use of therapeutic 

practice in education, it is argued that CBT approaches and strategies can do much to 

empower teachers in their management of classroom behaviour. Central to CBT is the 

opportunity it provides for raising teachers’ awareness of self and examining beliefs and 

underlying assumptions connected to their lives as teachers. In practice it offers a 

systematic process that supports individuals to adopt proactive approaches to managing 

their teaching role and seeks to bridge the gap between the tensions which exist between 

the ideals and the realities of the classroom. Given the practical nature of CBT and its 

emphasis on raising individuals’ levels of consciousness through teaching and retraining, 

there is much to be gained from incorporating strategies to enable more effective 

management of complex classroom situations.  

Cognitive Behavioural Therapy (CBT) 

Cognitive behavioural theory emerged in the 1950s in reaction to what was considered to 

be Freud’s unscientific views of pre-determinism and the overtly naive perspective of 

behaviour as a regulator of human emotion (Nelson-Jones, 1995). CBT is a focused, 

problem-solving therapy that recognises a reciprocal relationship between cognition, 
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emotions and behaviour. CBT does not exist as a distinct therapeutic discipline as it 

shares a number of similar ideas broadly related to the early founding theories of 

psychoanalysis, behaviourism, humanism and social learning theory, so these will be 

threaded through the discussion. It is also important to clarify that, rather than being a 

single therapy, as is often alluded to in many publications, CBT it is a collection of 

therapies sharing the view that neurosis is generated from distortions of reality. Amongst 

the most widely used are Rational Behaviour Therapy (Ellis, 1958), Emotive Cognitive 

Therapy (Beck, 1963), Attribution Therapy (Heider, 1958) and Stress Inoculation Therapy 

(Meichenbaum, 1980). Whilst there are subtle differences between each, they have a 

number of broad similarities. Firstly, all therapies identify that thinking is central in 

governing how people feel and behave. Secondly, they believe that most emotional and 

behavioural reactions are learned and as a result can be unlearned if they are unhelpful. 

Thirdly, they all embrace a psycho-educational approach in which clients are taught how 

to recognise their unwanted reactions and learn new ways of managing them. 

In order to illustrate the significance of CBT in supporting teachers to develop emotional 

strategies to manage the complexities of the classroom, the two founding theories of 

Rational Emotive Behaviour Therapy (REBT) and Cognitive Behavioural (CB) Therapy will 

be discussed. Having established that teachers’ self-efficacy is derived and maintained by 

a complex interplay of cognition, emotions and behaviour, there is a clear link with the 

collective principles of CBT. The power of long-established values and habits of thinking 

are often underestimated and commonly disregarded in teaching and learning. Teachers 

may appear to share some similar attributes and characteristics to the external world, yet 

it is only by examining their underlying beliefs and expectations that one can really 

understand the motives and drivers of behaviour. 

The next section reviews these theories and commences with a vignette of each founding 

theorist to provide the reader with an insight into significant events that influenced them.  

Rational Emotive Behavioural Therapy (REBT) 

The foundations of REBT were first conceptualised by Albert Ellis in 1958. After a 

neglectful childhood and many years spent as a very shy and introverted young man Ellis 

set about changing his unfortunate past by deliberately confronting his anxieties and 

developing his problem-solving skills. Of the most documented is his approach, at the age 

of 19, to overcome his shyness with women by talking to a hundred consecutively in the 

Bronx Botanical Gardens (Dryden & Golden, 1989). However, Ellis’s interest in 

counselling did not materialise until the early 1940s when he changed direction from 

business administration by completing a Masters degree in clinical psychology in 1943. 



57 
 

Before entering analysis himself, Ellis had worked through a number of his own problems 

by reading and practising the philosophies of Epicterus, Aurelius, Spinoza and Aristotle 

and in clinical practice started teaching the philosophical principles that had helped him to 

address his own difficulties.  

In seeking to understand how this influenced his thinking, it is worth considering how each 

of these philosophers helped to shape and guide his approach. In the writings of each 

there is a clear emphasis on integrity, self-management and personal freedom in which 

individuals are the purveyors of their own destiny. Rationality is considered central to 

exercising personal agency and necessitates that individual perceptions are managed in a 

reflective way to determine whether they are true or false. According to Epicterus, one 

needs to engage in a thorough examination of two central ideas: volition (prohairesis) and 

the correct use of impressions (chrēsis tōn phantasiōn). Again, it is the capacity for choice 

that makes individuals accountable for their own actions and emotional states (Hammond, 

2006). Marcus Aurelius supports this concept in his personal reflections in his Mediations, 

which present a series of exercises that seek to analyse his own perceptions and 

challenge his unwanted value judgements. Spinoza writes that the model human life, the 

life lived by the ‘free-man’, is one lived under the guidance of reason rather than the sway 

of passions. He goes so far as to say that in a society where everyone lives by the 

guidance of reason, there would be no need of political authority to restrict action. It is only 

insofar as individuals live under the sway of passions that they come into conflict with one 

another and are in need of political authority. Those who live by the guidance of reason 

understand this and recognise that authority as legitimate. Thoughts about self-defeating 

behaviour are extended in the writing of Aristotle who identified a form of reasoning he 

called ‘practical syllogism’. This form of reasoning has at its heart two premises; firstly a 

rule and secondly an opinion. A rule operates as a universal prescriptive premise that 

dictates how to feel or act in certain situations. An opinion is a personal interpretation and 

provides a descriptive report that leads to a factual claim under the given rule. According 

to Aristotle (cited in McKeon, 1941), if either of these premises is fallacious an individual 

will deduce destructive emotions or behaviour: 

Outbursts of anger and sexual appetites and some other such passions it is evident 

actually, alter our bodily condition, and in some men even produce fits of madness 

(irrational behaviour)… it turns out that a man behaves incontinently (has such 

outbursts of emotion) under the influence (in a sense) of a rule and an opinion.  

Whilst conceptualised many years ago, such views are clearly evident in REBT, which has 

at its core a philosophical design for living. Rather than the predetermined views of 
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biological traits and personalities advocated by many of the early psychologies, REBT 

emphasises that individuals have the capacity to change their lives by the way that they 

think about things. The essence of REBT is that, if one can identify and modify an 

unhelpful or irrational thought, one will feel differently and as a consequence behave 

differently and feel better. REBT makes fundamental assumptions about the desires of 

most human beings that are broadly translated into three main goals; to survive, to be 

relatively free from pain and to be reasonably satisfied or content (Ellis, 1958).  

In making such assumptions Ellis emphasises the importance of preference and considers 

human beings as essentially autonomous agents with the capacity for choice. According 

to Ellis, individuals disturb themselves by choosing to make deducing self-disturbing 

conclusions from irrational beliefs. They engage in destructive lines of reasoning that puts 

them into a corner and they keep themselves there by persisting in self-defeating logic. 

From this perspective, individuals actions are governed by a choice; indeed Ellis goes so 

far as to suggest that some individuals are determined to make themselves miserable, 

which is  highlighted in the titles of his books, How to Stubbornly Refuse to Make Yourself 

Miserable about Anything and Beautiful Hang-up. However, Ellis’s definitive approach to 

the notion of choice has attracted a number of critics suggesting that such assertions are 

too simplistic to capture the complexities associated with making determined selection. 

The concept of choice suggests making a positive informed selection, which does not 

provide an accurate picture of the extent of choice and how far one feels able to choose.  

Whilst such assumptions may appear generalised and somewhat vague, they are 

considered to be at the core of tracing and rationalising the complexities of many 

behaviours and emotions. If it can be assumed that all rational human beings seek the 

same goals and live in such a way to contribute to their attainment, then a failure to strive 

for such ends suggests irrationality (Ellis, 1958). Yet the very essence of determining and 

assessing levels of rationality is clearly open to subjective interpretation. From a 

philosophical perspective, rationality is the exercise of reason in which individuals 

consider things deliberately and draw conclusions from such thoughts. This deliberation 

involves assessing the degree to which one’s beliefs conform to one’s reasons for the 

beliefs and with one’s actions and the reasons for one’s action.  

Rationality 

A rational decision is one that is not just reasoned, but is optimal for achieving a goal or 

solving a problem. Determining optimality for rational behaviour requires a quantifiable 

formulation of the problem and the making of several key assumptions. When the goal or 

problem involves making a decision, rationality ‘factors in’ how much information is 
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available (e.g. complete or incomplete knowledge). Collectively, the formulation and 

background assumptions are the model within which rationality applies. To illustrate the 

relativity of rationality, if one accepts a model in which benefiting oneself is optimal, then 

rationality is equated with behaviour that is self-interested to the point of being selfish, 

whereas if one accepts a model in which benefiting the group is optimal, then purely 

selfish behaviour is deemed irrational (Dobson, 2000). Whilst it may at first appear clear 

that to think in a way that ultimately results in distress and anguish is detrimental, there is 

an obvious need to explore who decides upon appropriate measures. For some, the views 

of the majority are seen to represent normality or correct ways of thinking, yet 

philosophers have debated the concepts of logic and reason for many years and often 

their dialogues raise more questions than they appear to answer. Hence, when exploring 

the concept of rationality, one needs to take account of the factors determining 

appropriate ways of thinking. If one takes the case of a soldier as an example, one might 

say that a determined choice to enter a war zone when there is a risk of being killed or 

injured is irrational. However, if soldiers do not engage in battle and fight the enemy, many 

more of their own people may die, which is irrational (Ariel, 2008). It is important to stress 

that whatever is considered to be rational at any one time may change according the 

nature of the society in which one lives and the expectations which one perceives. It is 

meaningless to assert rationality without specifying the background model assumptions 

describing how the problem is framed and formulated. 

Recognising the complexity of rationality, Ellis (1958) suggested three fundamental 

hypotheses guiding his approach. Firstly, that thinking and emotion are closely related; 

secondly, that thinking and emotion are so closely related that they act in a circular cause-

and-effect relationship so that one’s thinking becomes one’s emotion and one’s emotion 

becomes one’s thought; and thirdly, that both thinking and emotion tend to take the form 

of an internal self-dialogue in which sentences or statements are capable of generating 

and modifying emotions. Thirty years later, Ellis (1993) introduced a further hypothesis 

that stressed that thinking and emotion interact with behaviour. Hence people usually act 

on the basis of their thoughts and emotions and these actions or behaviours will in turn 

influence the way that they think and feel.  

Although one might assume that such negative processing cannot be through choice, Ellis 

argues that it is indeed a choice and that individuals make an elective decision, conscious 

or unconscious, to focus upon aspects of their lives that generate and perpetuate negative 

energy. The idea of polar opposing states is not new to psychotherapy; indeed it is 

echoed throughout Freud’s theory which emphasises the power of two basic instincts, 

Eros or the Pleasure Principle and Destruction or the Death Wish (1961). In the context of 
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REBT, these opposing states represent predispositions in which individuals are rational 

and pleasure producing or irrational, inappropriate and dysfunctional. Whilst such 

divisions may at first appear crude and generalised, Ellis stresses they are common in 

most people and individuals will shift between these two states depending upon perceived 

circumstances. On the one hand, people have tendencies to create, develop and actualise 

themselves as healthy, goal-attaining individuals with great potential to be rational and 

pleasure producing. On the other hand, they have tendencies to create, develop and 

implement irrational thought processing, inappropriate behaviours and dysfunctional 

behaviours. REBT asserts that people are often biologically predisposed to strongly, 

passionately and rigidly constructing and maintaining irrational beliefs, hence they have 

enormous power to be destructive of themselves and others. Ellis acknowledges that 

major human irrationalities exist amongst the majority of people regardless of culture and 

intellect. He believes that human fallibility is inherent; some individuals seem so easily 

conditioned into dysfunctional thinking and behaviour that there has to be some kind of 

innate tendency to irrationality. Infants are born into the world without beliefs, yet as soon 

as they start to learn they begin comparing themselves with others and the world in 

general. As individuals, everyone develops a personal belief system with different rules 

used to interpret, measure and deal with life events on a daily basis. These ‘rules for 

living’ form the basis of how things are, how people should behave and personal ideas 

about what will happen. Many beliefs are held unconsciously and so much of the time they 

go unnoticed, although they have a significant impact on thinking.  

In exploring this biological link, Ellis developed a theory of personality commonly referred 

to as the ABC model, referring to Activating events, Beliefs and Consequences. Activating 

events are incidents in a person’s life that basically confirm or sabotage their goals. 

Beliefs are central to how individuals assess and compare their perceived experiences 

against deeply rooted ideas and expectations. Consequences result from negative 

thought processing and often involve emotional feelings of frustration or unhappiness and 

behavioural response such as avoidance or confrontation. Irrational thinking and 

emotional disturbance are often related to underlying primary beliefs formed during 

childhood, which relate to rules and expectations. These ‘primary demanding’ beliefs Ellis 

termed ‘musterbations’, as they commonly focus on musts, shoulds, ought-to’s, have-to’s 

and got-to’s. In this individuals create highly unrealistic, rigid and generalised inferences 

usually derived from their ‘musterbatory’ and absolutistic demands. In summarising this he 

focused on three major clusters of irrational beliefs that result in inappropriate and 

behavioural consequences (Ellis, 1977): 

1. I must do well to win approval for all of my performances 
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2. Others must treat me with respect 

3. I must be able to live in situations where I get virtually everything comfortably 

quickly and easily 

By way of summary, this is illustrated as ‘awfulising’: lack of tolerance; feelings of 

worthlessness; self-hatred; and predictions of continuous failure. According to Ellis, once 

individuals make themselves miserable at the Consequence level they impose secondary 

demanding beliefs that reinforce this state by making themselves miserable about feeling 

miserable. Or in other words, they transform the negative consequences of their primary 

demanding beliefs into an activating event which leads to the construction of a secondary 

demanding belief, reinforcing both the thought and the experience. Ingrained in Ellis’s 

theory is the belief that individuals have the capacity for primal and higher level cognitive 

processes. Whilst Ellis (1977) acknowledges that people do experience voluntary 

thoughts, his main focus is on involuntary negative thoughts that, he suggests, fall into 

distinct categories and can be used as a basis for tracing the nature of the irrationality. He 

terms these categories ‘thinking distortions’. Ellis initially proposed that there were ten 

main types of thinking distortion and these will be the focus of discussion here. Whilst 

differing in their orientation, all share common features in that they are fixed, difficult to 

challenge and emotionally distressing. Of the most common are:  

Thinking Distortions  

All-or-nothing thinking – refers to thinking of things in absolute terms, like ‘always’, ‘every’ 

or ‘never’.  

Over-generalisation – involves taking isolated cases and using them to make wide, 

sweeping generalisations.  

Mental filter – Focusing exclusively on certain, usually negative or upsetting; aspects of 

something while ignoring the rest, like a tiny imperfection in a piece of clothing.  

Disqualifying the positive – Continually ‘shooting down’ positive experiences for arbitrary 

ad hoc reasons.  

Jumping to conclusions – Assuming something negative where there is no evidence to 

support it. In this category two specific subtypes are identified which relate to ‘mind 

reading’, or assuming the intentions of others, and ‘fortune telling’ in which individuals 

predict how things will turn out before they happen.  
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Magnification and Minimisation – Inappropriately understating or exaggerating the way 

people or situations truly are. Often the positive characteristics of other people are 

exaggerated and negative characteristics are understated. ‘Catastrophising’ is a subtype 

of magnification and involves focusing on the worst possible outcome, however unlikely, 

or thinking that a situation is unbearable or impossible when it is really just uncomfortable.  

Emotional reasoning – Making decisions and arguments based upon feelings rather than 

objective reality.  

Making ‘should’ statements – Concentrating on what ‘should’ or ought to be, rather than 

the actual situation one is faced with; or having rigid rules that always apply, no matter 

what the circumstances are.  

Labelling – Explaining behaviours or events merely by naming them; related to over-

generalisation. Rather than describing a specific behaviour, individuals assign labels to 

categorise them in absolute and unalterable terms.  

Personalisation (or attribution) – Assuming that others have directly caused matters to go 

wrong when that may not have been the case. When applied to others, blame is an 

example.  

Ellis’s interest in investigating why individuals acquire rational and irrational cognitions 

was less significant than discovering how they sustain their irrationality. He emphasises 

throughout his writings that the past cannot be undone, hence it is counter-productive to 

focus overly on how people feel about their personal history. Indeed, he advises, ‘Forget 

your Godawful past’ (Ellis, 1987: 69): ‘Your early childhood experiences and your past 

conditioning did not originally make you disturbed; You did’. According to Ellis, focusing on 

the past not only locks individuals into a feeling of pre-determinism and lack of control, but 

over-emphasises the behaviour of others in causing their problems. Overly focusing on 

the past can obscure individuals’ responsibility for their own cognitions, emotions and 

behaviour rather than help to clarify them.  

In REBT, the main role of the counsellor is that of a teacher who strives to teach 

individuals self-help skills conducive to thinking rationally, and selecting appropriate 

emotions and behaviours so that they can attain their goals. Supporting individuals to 

recognise irrational beliefs is essential, yet it is insufficient merely to acknowledge them 

and hope that by raising consciousness they will disappear. In seeking to achieve these 

practitioners employ a ‘rapid fire’ active directive persuasive philosophical methodology 

when working with clients. Their approaches, whilst empathic, are forceful and they do not 



63 
 

hesitate to confront clients with how they contribute to their own distress to act as a ‘reality 

check’.  

A key feature in disputing irrational thoughts is challenging and questioning the 

unsubstantiated ideas an individual holds about themselves, others and the world around 

them. The main method for eliciting and challenging thoughts is through the use of 

Socratic questioning or Socratic dialogue. Questions are usually open-ended to promote 

depth of thought, and posed in the first person singular to reinforce the teaching of self-

help that reverberates throughout REBT. By way of example individuals may ask, ‘What 

evidence do I have for this belief? Why is it so awful? What is a new way of looking at 

this?’ In addition to exercising the art of self-questioning, clients are also required to use 

various homework techniques to keep them focused on repeatedly challenging irrational 

beliefs and practising their skills of disputing reframing thoughts. The emphasis on 

engaging in an internal dialogue or self-talk is central to re-routing unhelpful neurological 

pathways sustaining irrational habitual thinking approaches. Of course, the notion of self-

talk or internal conversations is nothing new and there are numerous publications 

highlighting the value of such activities in developing problem-solving skills (Archer, 2007). 

However, unlike many forms of internal dialogue that may be casual and fleeting, CBT 

approaches are focused, directed and involve active manipulation. Since many irrational 

thoughts attract a significant degree of emotion it is important that clients are encouraged 

to recognise and manage the physical effects resulting from their thinking. Rational 

emotive imagery involves clients imagining catastrophic events, holding the unpleasant 

physical symptoms that result and then introducing a reframed thought and experiencing 

the difference in their bodily sensations. From a behavioural perspective, REBT advocates 

penalisation as well as reinforcement and uses techniques such as flooding in working to 

desensitise anxieties, fears and phobias. In addition to supporting individuals to overcome 

emotional blocks, REBT aims to help them become more self-actualising. 

Self-Actualisation  

Ellis (1991b) identifies a number of important characteristics of self-actualising or fully 

functioning people that elaborate on those identified by Maslow (1943) in his book. 

According to Ellis, self-actualising individuals will: 

 Be self-interested and value themselves, yet this will be balanced with an interest 

and value for others based on social survival  

 Have high levels of self-acceptance and will not measure their intrinsic worth 

extrinsically or by what others think of them  
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 Be self-directing and assume responsibility for their lives  

 Be tolerant and give themselves and others the right to be wrong and, even when 

they dislike someone’s behaviour, they will refrain from damning them as people  

 Be accepting of uncertainty and acknowledge that the world is based on probability 

and chance and, as a result, they enjoy an effective degree of order without 

demanding it  

 Be committed to things outside of themselves and achieve fulfilment by involving 

themselves in a long-term, absorbing interest  

 Be creative and original in their thinking and demonstrate innovation and creativity 

in everyday life and possess at least one major creative interest  

 Be able to think scientifically and remain rational and objective by applying the 

rules of logic  

 Accept the animal nature of human beings both in themselves and others  

 Be adventurous and prepared to take calculated risks to achieve something of 

value  

 Be hedonistic in seeking happiness and avoiding pain, yet able to balance long-

range and short-range desires  

 Accept that utopias and perfection are relatively rare, hence do not strive 

unrealistically for happiness or a total absence of negative emotions  

 Take responsibility for self-disturbance and accept that much of what hurts or 

upsets them is caused by themselves, rather than defensively blaming others or 

social conditions.  

Interestingly, these skills and attributes, described over sixty years ago, mirror many of the 

competencies associated with emotional intelligence.  
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Cognitive Therapy  

The second leading theory, Cognitive Therapy (CT), was developed by Aaron Beck in the 

1960s. Beck was born in 1921, the son of Russian Jewish immigrant parents, and through 

the loss of his sister during the influenza epidemic lived his life with an over-protective, 

highly depressive mother who was subject to rapid mood swings. Whilst growing up, Beck 

developed many anxieties and phobias including fears of abandonment, suffocation and 

public speaking that led to his early interest in medicine and neurology (Weishaar, 1993). 

During the early 1950s Beck was forced to complete a rotation in psychiatry that resulted 

in an increasing interest in depressive illness and his development of tests and 

measurements to assess the degree of clinical depression amongst individuals. When 

developing his approach, Beck acknowledged the influence of numerous philosophers, 

psychologists and psychiatrists. The cognitive theory element is drawn from philosophers 

such as Kant and Heidegger, and psychiatrists such as Adler and Sullivan, who all 

emphasised the importance of the way individuals view themselves and their personal 

worlds in influencing behaviour. 

Freud’s theory (1961) contributed to Beck’s structuring of cognition into primary and 

secondary processes, and Kelly’s (1955) concepts of personal constructs are clearly laced 

through Beck’s ideas of schemas. The practical element of CT is highly influenced by the 

humanist approaches of therapists such as Rogers (1949) and Ellis (1958), the 

behavioural models of Watson (1920) and Skinner (1953), and an information-processing 

approach based on the principle that how individuals interpret their experiences 

determines the way they feel and act. Whilst the process of thinking is central to CT, it is 

not a purely intellectual approach as it strongly emphasises the interplay between 

feelings, behaviour and cognition. According to Beck’s theory, there are three levels of 

cognition; full consciousness, schemas and automatic thoughts. 

At the full consciousness level, rational decisions are made with full awareness. Schemas, 

or core beliefs, are the deepest levels of cognition defined in CT. Schemas are 

fundamentally rules or templates used to process information. They are a formulation of 

personal constructs that enable individuals to categorise their experiences and evaluate 

their experiences. According to Beck (1995) there are five main categories of schemas: 

1. Cognitive schemas, which involve activities such as abstracting, evaluating self 

and reading the behaviours of others 

2. Affective schemes, which are a response for feelings 

3. Motivational schemas, which shape wishes and desires  
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4. Instrumental schemas, which influence individuals’ capacity for action 

5. Control schemes, which involve self-monitoring, inhibitions and modifying and 

distracting actions. 

Schemas do not exist as isolated constructs; instead, they act as interlocking systems that 

work from the stage of receiving a stimulus to the stage of responding to it. When 

information is received, the schematic sequence involves evaluating its meaning, arousing 

effect and motivation, and then selecting and implementing a relevant action. Take, for 

example, the case of John who sees an old work colleague on the other side of the street. 

John was made redundant three years ago and is still looking for work and he knows that 

will be the first thing his colleague will ask him if he goes over to speak to him. John is 

embarrassed by his lack of employment and cannot face having to admit this to his 

colleague, so his motivation is to avoid him. His instrumental schema is mobilising his 

action and John quickly darts in a nearby shop doorway out of sight. Schemas are shaped 

by developmental influences and other life experiences and, as such, play a major role in 

regulating self-worth and behavioural coping strategies. In the case of John, it is wrong not 

to have a job as his father was never unemployed; work suggests you have some worth, 

and without work you are worthless. 

Schemas are a frequent target of CT interventions and it has been suggested that 

problems with schematic change may account for part of the relapse prevention effect of 

CT. Automatic thoughts are private cognitions that flow rapidly in the stream of everyday 

thinking, similar to what Freud (1961) termed ‘pre-conscious thinking’ but described by 

Beck as ‘self-statements’. As individuals’ self-evaluations and self-instructions are derived 

from their self-schemas, automatic thoughts reflect schematic content. According to Beck, 

the salient feature of automatic thoughts is that they are part of an individual’s internal 

dialogue or in-built tape recorder – you can turn the volume down, but you cannot turn off 

the sound. Thoughts can take the form of words, pictures or both and a key feature is that 

it is rapid and has a recurring quality. Automatic thoughts precede emotions, including 

inhibitions and, even though they may not be expressed verbally, they may be leaked 

through facial expression, tone of voice and gestures. As the origin and development of 

automatic thoughts is complex, it is often difficult for an individual to identify them, which is 

the fundamental role of CT. CT is based on the premise that negative or critical thoughts 

and unpleasant physical or emotional symptoms combine to form maladaptive cycles that 

maintain and intensify individuals’ initial problems and result in emotional disturbance. The 

source of these disturbing thoughts is dysfunctional beliefs. These beliefs, according to 

Beck, are embedded in cognitive schemas and responsible for on-going systematic 
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cognitive errors. These dysfunctional beliefs have similarities and, in some cases, the 

same name as the thinking distortions posed by Ellis, however it is worth reviewing these 

as there are subtle differences. Beck (1963) identifies 11 dysfunctional beliefs he 

considers to be the main information-processing errors which impede logical thinking. 

Dysfunctional Beliefs 

Over-generalistion – as in Ellis’ explanation, this type of distortion involves drawing a 

conclusion from one or two isolated incidents and applying the rule too broadly and often 

to completely unrelated situations  

Magnification and minimisation – again, similar to Ellis, Beck identifies this distortion as 

evaluating events and perceiving them to be far more important than they actually are. 

Personalisation – this is the tendency to relate external events to oneself without 

adequate evidence  

Mindreading – this type of distortion share similarities with Ellis’ ‘Jumping to Conclusions’ 

distortion, as it focuses on assuming that others know what one is thinking and, as a 

result, feeling and needing 

Negative labelling – similar to Ellis’ ‘Labelling’, this distortion stems from biased 

explanations of others’ behaviours in which critical labels are attached to describe their 

actions, as if they were the real thing, for example, ‘selfish’ or ‘inconsiderate’  

Dichotomous thinking – comparable with Ellis’ ‘“All or Nothing” thinking’ and relates to 

polarised extremes of ‘either/or’ 

Selective abstraction – here, detail is taken out of context at the same time as ignoring 

salient information. For example, a wife becomes jealous when she sees her husband tilt 

his head towards a lady at a noisy party in order to hear her better.  

In his book, Love is Never Enough, Beck (1988) identifies a further five errors that he 

asserts commonly occur in close relationships: 

Subjective reasoning – as with Ellis’s Emotional Reasoning, this distortion relates to the 

belief that if one feels an emotion strongly enough it must be justified  

Tunnel Vision – similar to selective abstraction, this type of distortion is evident in those 

who focus on a particular aspect of a situation that fits their state of mind, even though this 

is often only a only a small part of a situation 
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Biased Explanation – individuals in distressed relationships may make negative 

attributions about each other and, in the context of this distortion, assume that there are 

malicious motives behind many of their actions  

Arbitrary interference – this involves drawing specific conclusions without foundation and 

sometimes in the face of contradictory evidence (Beck & Weishaar, 1989). 

The goal in CT is to support individuals to identify automatic negative thoughts and 

replace them with more realistic ways of processing information. Fundamental to this 

approach is the view that cognitions are testable hypotheses and, as such, are open to 

scientific examination of evidence that either confirms or negates individual’s cognitions. 

Through this, individuals are encouraged both to view their thoughts as personal 

constructs of reality and to develop their skills in evaluating the validity of these. As with 

REBT, Socratic questioning is a key feature of CT and reflects the basic empirical 

orientation of this approach and the immediate goal of converting closed belief systems 

into open structures.  

Comparing these two approaches, it is evident that REBT and CT share important ideas 

about the basic reasons for human dispositions and how individuals disturb themselves. 

However, there are differences in the specific concepts each theory employs and the 

types of interventions used. Whilst sharing similar approaches to Beck’s CT approach, 

Ellis’s REBT theory has a pronounced emphasis on a humanistic existentialist perspective 

centred on the exploration of self and the meaning of life through free will, choice, and 

personal responsibility. Beck, on the other hand, focuses on the correction of faulty 

thinking achieved through a solutions-focused problem-solving approach. Unlike Ellis, who 

advocates focusing on the ‘mustabatory’ aspects of beliefs, Beck’s approach emphasises 

empirical methods for disputing beliefs that involve self-rating scales and personal 

experiments to test the validity of clients’ beliefs. 

Despite these differences, both theorists agree that there is a strong link between 

cognition, emotion and physiological functioning. Both theories take a proactive approach 

to improving psychological wellbeing by encouraging a realistic appraisal of one’s self and 

the actions of others. REBT and CT are not approaches that ignore emotions; rather, they 

emphasise appropriate emotions. Inappropriate emotions are those that impact on 

achieving a realistic balance between short-term and long-term hedonism. For example, 

hostility may have a rational and an irrational aspect. The rational aspect of hostility 

involves accepting frustration or disappointment as a basis for action to overcome or 

minimise the irritation. The irrational part of hostility is blaming others and the world in 

such a way that it blocks effective action and possibly causes even more unhappiness for 
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an individual and further hostility from others. Hence emotions are appropriate when they 

are accompanied by rational beliefs that are functional in promoting effective action and 

attaining fundamental goals. 

Similarly, both Ellis and Beck emphasise that individuals are born with a distinct tendency 

to irrationality, and this is frequently furthered by their environment, especially in the early 

years of life when individuals are vulnerable to outside influences. Young children are 

often unable to think clearly and have a strong tendency to seek immediate rather than 

future gratification. However, it is anticipated that as they grow older they become more 

controlling and are less insistent on having their immediate desires and demands instantly 

gratified (Kendall, 1993). During youth, individuals are also dependent on the planning 

and thinking of adults and can be subject to influence from the irrationalities and 

prejudices of their family members and also the messages from the media that can 

exacerbate self-defeating and society-defeating views. 

Reflecting on the discussions of previous chapters connected with the pressures facing 

young people and the increasing emphasis on the need to feel fulfilled and happy, one 

can see how overly focusing on emotions can result in growing unrest (Seligman, 1995). 

The impact of modern technologies is a powerful source of information for young people 

that can serve both to stimulate ideas and generate expectations that can lead to 

frustrations when needs and desires are not realised. Whilst most of this discussion has 

centred on how CBT principles and strategies can be used to support adults, there are 

studies highlighting the success of using CBT with young people (Langelier & Connell, 

2005). Indeed, Ellis (1971, 1973) advocated the teaching of rational emotive education as 

a means of developing children’s psychological coping skills and preparing them for life in 

an irrational world. Since then there have been a number of developments in the field that 

focus on supporting young people to develop self-management skills. 

In recent years, CBT has become increasingly popular and is now offered through the 

NHS to treat a number of conditions such as depression, anxiety, compulsive behaviours, 

eating disorders and schizophrenia. There are numerous empirical studies reporting the 

benefits of CBT, but it is not possible to review the details of clinical trials in this 

discussion. However, studies generally conclude that CBT reduces dichotomous thinking 

and leads to greater flexibility in thought processing (Teasdale et al., 2002) and improves 

the ability to problem solve, which leads to an increase in autonomy and a sense of 

personal mastery (Beck, 1996). As a result, CBT has been seen to increase individuals’ 

levels of motivation and resilience (Michealak et al., 2004).  
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However, CBT is not without its critics within psychological circles (Roth & Fonagy, 1996; 

Hollon & Beck, 2003). For some, such as House and Lowenthal (2008), CBT fails to take 

adequate account of early development and the effects of these on psychological 

structures, hence does not engage with the whole person. They also suggest that it 

focuses overly on negative thoughts and pays insufficient attention to other aspects of 

thinking such as perceiving accurately or using coping self-talk or internal dialogue. To 

others, such as Rowe (2008) and James (2009), the value of CBT is grossly exaggerated 

and is presented as a ‘quick fix’ by the government to manage all psychological ills.  

Whilst these points may have a foundation, it is argued that the application of CBT in the 

context of this research is not used as a curative tool and, as such, does not involve 

counselling or detailed investigations about individuals’ thinking patterns. Rather, it 

employs a series of practical techniques and strategies to support teachers more 

effectively to manage behaviour in the classroom. Given its focus on self-awareness and 

self-appraisal, CBT provides a useful framework for supporting beginning teachers to 

explore their teaching selves and offers practical strategies for improving their self-efficacy 

and developing positive problem-solving approaches. Additionally, using CBT strategies in 

the classroom provides a basis for exploring and establishing relationships with students 

to secure a positive learning environment. 

It is evident through this discussion that, rather than representing some kind of alien 

therapeutic concept to the world of education, CBT actually embraces the psychological 

theories governing conventional classroom management and aligns this to form a holistic 

basis for understanding behaviour. It also emphasises the importance of building 

relationships and exercising a solutions-focused responsive approach to individual 

personalities, interests and the needs of students. Finally, CBT offers practical strategies 

for promoting self-confidence whereby teachers are able to assess and affect coherence 

through informed, whilst at times experimental, action. Reflecting back to the qualities of 

effective teachers, one can clearly see that this is what they do; hence CBT confirms the 

wisdom of the approaches and provides the tools for all teachers to develop the same 

effectiveness. 

The next chapter reflects on these principles and explains how personal interest in the 

field of CBT has shaped and informed research approaches and methods. 

 



 

Chapter 6 Research Approaches and Methods 

Having reviewed the literature pertinent to this area of enquiry, this study now explains 

how such findings have informed and guided approaches to addressing the overarching 

questions posed by this thesis: 

1. What are the behavioural challenges facing FE teachers?  

2. How effective are conventional psychological theories in guiding behaviour 

management approaches in the twenty-first century?  

3. To what extent can therapeutic principles and practices be adapted to support 

teachers and provide a more informed approach to classroom management?  

4. How can the findings of this research inform future teacher education approaches? 

Over the years there have been numerous publications governing the principles and 

practices of research in education, with an ever-increasing range of research methods 

and theoretical perspectives. Whilst many promote varying areas of focus and orientation, 

there is general agreement on two main expectations of educational research; firstly, that 

it should result in findings that will coalesce into educational theory, and secondly that it 

should in some way contribute to educational practice (Denzin & Lincoln, 1995; Mertens, 

2005). Whilst it is possible to draw similarities between research intentions, the exact 

nature of an individual’s enquiry is ultimately influenced by his or her beliefs, assumptions 

and motivations that orient thinking and shape the research approaches (Denzin & 

Lincoln, 1995; Bogdan & Bilken, 1998; Mertens, 2005). To establish meaningful research, 

it is imperative that researchers are able to articulate their role in the enquiry and identify 

the epistemological foundations of their work. They also need to communicate a reasoned 

rationale for the methods they employ and illustrate that their investigations are conducted 

ethically, systematically and with scientific rigour. The following discussion considers each 

of these requirements and explains how they have been addressed in the context of this 

investigation. 

The Role of the Researcher  

As previously explained, this thesis reflects personal interest and experience as a nurse 

therapist and teacher educator, and is informed by a theoretical background in 

psychology, psychotherapy and education. Its aim is to further inform personal practice as 

a researching professional and to contribute to what is considered a significantly under-

researched area of FE. Central to this is designing and trialling a toolkit of therapeutic 
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strategies to support new and beginning teachers to create meaning between curriculum 

theories of classroom management and the realities of their practice. 

Epistemological Foundations  

Given these orientations, this research is rooted in the epistemological foundations of 

constructivism and critical action research theory. For some, the mix of philosophies in 

conventional research raises questions of scientific rigour, because the process appears 

complex and without the purity of a clearly delineated perspective (Hargreaves, 1994). 

However, it could be argued that human behaviour and organisational processes in 

current society is complex and that traditional perspectives are sometimes too linear and 

subjugated to enable meaningful connections between themes to enhance a deeper 

understanding (Mertens, 2005). During periods of relative stability, the acquisition of 

knowledge is marked by consensus on the rules in the development of theory, 

assumptions about the subject and the methodological rules to be followed. However, in a 

changing world where rules are less clearly defined, there needs to be greater flexibility to 

adapt methods if meaning is to be established. 

Constructivism 

The basic premise of the constructivist view is that reality is socially constructed by and 

between those who experience it (Gergen, 1999). As social reality is influenced by context 

it is shaped by the historical, cultural, political and social norms that operate within that 

time. At the same time, personal reality is influenced by the meaning individuals ascribe to 

the things around them, hence meaning is established and reinforced or negated through 

social interactions with others (Crotty, 2003). However, meanings are interpreted, filtered 

and modified through an interpretive process so, rather than merely reacting to others, 

individuals interpret and define each other's actions (Somekh, 2006). Furthermore, whilst 

social construction forms the basis of developing a shared understanding of the world, 

individual perceptions of reality are significantly shaped by levels of personal 

consciousness and cognitive interpretations (Hammersley & Atkinson, 1995). In the 

context of this research, the focus was to understand how new and beginning teachers 

perceive their roles and to explore how personal ideals and expectations influence their 

approaches to classroom management. In order to achieve this understanding one needs 

to explore how personal biographies influence perceptions and expectations of what it 

means to be a teacher (Coombs, 1982; Noddings, 1996; Martin & Shoho, 2000). 

However, teachers’ identities do not manifest in a vacuum and cannot be considered in 

isolation from the wider educational context in which they operate (Avis & Bathmaker, 

2007). Therefore, in order to provide a meaningful exploration of the factors influencing 
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teachers’ identities, one needs to examine how teachers interpret and compose their 

identities in the light of their current educational context (Hargreaves, 1986). 

Changes in current society such as those discussed in Chapter 1 may represent 

considerable challenge to those FE teachers who expect students to behave and 

approach learning in the same way as they did when they were students (Ball & Goodson, 

1985). Whilst teacher education seeks to prepare new and beginning teachers with the 

skills to effectively manage the learning process, it is suggested in Chapter 2 that the 

conventions of such approaches are inadequate to prepare them to cater for the 

increasingly diverse groups of students they are likely to encounter. Consequently, it is 

suggested that teacher education and staff development programmes need to raise 

teachers’ awareness about student behaviour in the wider social context and to provide 

them with a different set of skills to meet these challenges. From this perspective, one is 

moving beyond the constructivist aim of merely understanding phenomenon to a critical 

enquiry that questions and challenges existing practices in the context of social, cultural 

and political influences (Hargreaves, 1993; Stronach & MacLure, 1997). 

Critical Action Research  

Critical action research is often described as enhancing and transformative (Creswell, 

2003), because it aims to ‘assist practitioners in lifting their veil of clouded understandings 

and help them to better understand fundamental problems by raising their collective 

consciousness’ (Carr & Kemmis, 1986: 187). Similar to constructivist researchers, those 

involved in critical research recognise that research is not value-free; indeed, they go 

further and suggest that its goal should be actively to challenge interpretations and values 

to bring about change (Hammersley, 2009). Action research has become increasingly 

popular in professions such as care and education as a means of narrowing the gap 

between research and practice, and overcoming the longstanding failure of research to 

impact on individuals’ practice (Somekh, 2006). As the name suggests, action research is 

a form of experimental research examining the effects of the researcher's direct actions of 

practice within a participatory community with the goal of improving the performance and 

quality of the community or addressing an area of concern. Action research was 

popularised in the 1940s by Lewin (1946), although its importance in education was 

articulated first by Dewey (1929), who considered it central to confronting educational 

problems that could only be understood by those involved in practice: 

The answer is that educational practices provide the data, the subject matter, which 

form the problems of enquiry…. These educational practices are also the final text 

of value and test the worth of scientific result. They may be scientific in some other 



74 

field, but not in education until they serve educational purposes and whether they 

really serve educational purposes can be found out only in practice. (Dewey, 1929, 

cited in Hodgkinson, 1957:138)  

The value of action research in such contexts is that it combines diagnosis with reflection 

and centres on practical issues that have been somehow problematic for practitioners yet 

are possible to change. However, as action research is conducted by interested parties, 

there are numerous criticisms of the validity and reliability of the research process, with 

suggestions of inevitable researcher bias in gathering and analysing data (Murray & 

Lawrence, 2000). For some, it naively assumes that generalisations can be made 

independently from the values and beliefs that underpin the researcher’s own practice. 

However, whilst such points are noteworthy, practitioner-based research rarely makes 

claims to generalisability but focuses on collecting data that is specific and meaningful to 

its context. It is argued that action research counters accusations of subjectivity by 

highlighting the impossibility of accessing practice without involving the practitioner 

(Feldman, 2007). If practice comprises action informed by values and aims not fully 

accessible from the outside, by virtue of their experience practitioner researchers must be 

in a better place to understand the issues and problems needing to be addressed (Siebert 

et al., 2009). Indeed, it is suggested that there must be some understanding of how 

research recommendations can be translated at a practical level, if new knowledge leads 

to advancements in practice. Whilst empiricists have reservations about the value of such 

approaches, many support the interpretative nature of action research because it gives 

‘life’ and ‘meaning’ to selected areas of study (Berry, 1999; Heron, 1996; Grey, 2000).  

Anyone familiar with teaching will know that the act cannot be considered in isolation from 

factors influencing how teachers choose to teach. As such, one needs to consider how 

teachers’ behaviour is affected by personal experiences and expectations. Therefore, 

instead of mutually separate forms of action, critical approaches should be being 

considered as integrative and both valued as an enquiry into teachers’ experiences 

(Brause & Mayher, 1991). To regard educational practice as essentially practical is to limit 

the kinds of valuable research that could advance the practice in question. In addition, as 

action research focuses on improvement, it combines diagnosis with critical reflection and 

reflexivity that, by its very nature, is objective scientific.  

Critical Reflection and Reflexivity 

Whilst it is not the intention to deliberate in detail about the concepts of critical reflection 

and reflexivity, it is pertinent to explain that, whilst the terms are often used in parallel, the 

practice of each is slightly different. Critical reflection is often described as an intellectually 
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disciplined approach to actively conceptualising, applying, analysing, synthesising and 

evaluating information to inform and guide future action (Boud, 2006), thus should occur 

at every stage of the action research process. Reflexivity, on the other hand, is described 

as a process giving meaning to experience, hence it involves self-reflection and complex 

reasoning processes to understand and learn from an experience (Archer, 2007). Thus, it 

goes beyond reflection and involves looking inwards to consider how personal 

experiences influence one’s thinking and learning. Reflexivity is considered an integral 

element of action research because researchers are also practitioners and participants in 

their enquiry and need to be consciously aware of how their values, attitudes, feelings and 

actions are affecting the situation they are studying (Hammersley & Atkinson, 1995). 

Acknowledging these influences, action researchers need to apply to themselves the 

same rules of scrutiny that they apply to the research process and to those they are 

studying (Goodall, 2000). 

Agreeing that research should be a ‘systematic’ process acknowledges the importance of 

giving serious thought to the underlying research and how it will be conducted (Kemmis & 

McTaggart, 2000). In this respect, whilst researchers focus on understanding the social 

context in which action takes place, they are also engaged in a scientific process in which 

they evaluate, improve and make reasoned decisions about their approaches and 

practices which as such, can be likened to the familiar hypothetico-deductive approach in 

which ideas are tested through the manipulation of variables (Denzin & Lincoln, 1995).  

In practitioner-led enquiries the researcher is the interpreter, the creator and the re-creator 

of theory in both tacit-intuitive and formal-explicit forms (Carr & Kemmis, 1986). In this 

research, personal observations and interpretations of nurse and teacher behaviour were 

further informed by theoretical explorations and led to a suggested synergy between 

education and therapeutic practice. Having confirmed this relationship it was possible to 

identify from personal practice a number of therapeutic strategies that might be used to 

address the many challenges teachers face in managing their classrooms. These 

strategies were adapted to ensure that their focus was relevant to educational practice 

and then combined into a CBT toolkit to be trialled with groups of new and beginning 

teachers during the course of this investigation. 

Research Methods 

Given the constructivist nature of this investigation, selected research methods focused 

on collecting predominantly qualitative data. However, two questionnaires were used at 

the beginning and the end of CBT trials to gather background information considered 

useful for informing the design of interview and post-observation questions. Qualitative 
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methods provide the means to derive a deeper understanding of participants’ perceptions 

and explore the meaning of their experiences, so qualitative research has the unique goal 

of facilitating the meaning-making process (Grey, 2000), with comprehension of the social 

world a primary consideration. This is reflected in two fundamental beliefs: firstly, that 

face-to-face interaction is central to participating in the mind of others, because it enables 

understanding not only of the words people use but the meanings they attach to them; 

and secondly, that researchers must participate in the minds of others to construct social 

knowledge (Lofland & Lofland,1996). Thus, qualitative data analysis techniques are 

guided by an epistemology that is reflective and focuses on researcher commitment to 

understanding truly the complex world of human experience and behaviour from the 

perspective of those involved in it. From such a view it is not enough to respect the views 

of others; one must also allow them to express themselves by capturing their views in 

their own words (Becker, 1996).  

By using interviews and observations in the context of this investigation it was possible to 

expand on the ‘what’ questions of human experience posed by positivist researchers to 

include the ‘why’ and ‘how’ questions associated with constructivism. However, no matter 

how accurately one captures the words of others a researcher cannot establish with 

perfect accuracy what individuals think they are doing and what meanings they give to 

people in their lives and their experiences. Hence the researcher is ultimately the 

interpreter in making meaning from the worlds of others and uses his or her own voice to 

‘speak for’ participants (Becker, 1996). This means that researchers need to develop a 

process for engaging in internal personal dialogue. According to Archer (2007), it is only 

possible to truly engage in the subjective world of human experience if researchers share 

their frame of reference and understand individuals interpretations of their world from the 

inside and not externally. From this perspective, a practitioner’s action cannot be 

considered as simply containing propositions that stand outside that action and direct it. 

Rather, both proposition and practice are a process of mutual construction. Such a 

perspective acknowledges that researchers are inescapably part of the social world they 

are investigating as they bring their own biographies to an investigation. Hence rather 

than convincing themselves that they can be totally objective and removed from the 

context of their investigation, they should disclose themselves and focus on what Cooley 

(1902) describes as developing ‘a looking-glass self’. From a research perspective, this 

involves acknowledging the subjective account of the research process and considering 

the impact of qualitative research on oneself. It highlights the reciprocal element of 

reflexive research, recognising both the values that researchers bring to their 

investigations and that the examination of the process will shape the researcher’s 
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experience, personally and professionally. According to Shacklock and Smyth (1998), 

highly reflexive researchers will be aware of this and will not delude themselves that they 

can be totally objective. Kleinsasser (2000) concurs with this and suggests that reflexivity 

is central to generating meaningful data:  

Research reflexivity represents a methodical process of learning about self as a 

researcher, which in turn, illuminates deeper, richer meanings about personal, 

theoretical and epistemological aspects of the research question. Qualitative 

researchers engage in reflexivity because they have reason to believe in good data. 

(Kleinsasser, 2000: 155) 

In the context of this research it was important to acknowledge how personal perceptions 

of teachers’ behaviour could lead to overly focusing on expected or desired reactions and 

disregarding that which did not automatically align with expectations. Central to this was 

acknowledging the need to remain objective in the collection of data and to accept that not 

all participants would necessary consider the toolkit of interest or particular value to their 

practice. In working to avoid this reactivity, it was necessary to monitor personal 

interactions with participants closely and to maintain a clear focus on confronting potential 

bias.  

Autobiographical Data 

As a reflexive practitioner there is clear recognition that personal experience, assumptions 

and expectations cannot be considered in isolation from this investigation. Neither is there 

any attempt to claim objectivity when the aim of this study was to develop a deep 

understanding of the ways in which the thoughts and experiences of new and beginning 

teachers influenced their classroom management approaches. In practitioner-led 

research, one way of communicating and constructing emerging thoughts with the reader 

and significant others is to engage in a narrative dialogue. 

During the five CBT sessions there were numerous opportunities to gather naturalistic 

data through informal discussions and observations that would have been difficult to 

achieve through more formal research approaches. Whilst much was anecdotal, it offered 

a deeper insight into the participants’ worlds and helped to inform further research 

approaches. This data was captured in a reflective diary to record thoughts and 

experiences at each stage of the action cycle. According to Goodson (1994), 

autobiographical writing allows for interpretations of the collected data to be analysed over 

time and additional memories included. This can assist when the feelings at the time are 

extreme and 'scattered'. This was particularly important as many of the taught CBT 

sessions were closely followed by meetings, so important comments and reactions could 
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have been lost if not committed to paper. Goodson also suggests that personal histories 

are often synonymous with teaching, as practitioners often import unsolicited life history 

data into accounts of their classroom events. According to Argyris and Schön (1977), 

writing biographical data is inexorably informed by the theoretical constructs that guide 

individual daily practice, so how researchers engage with data is heavily based on how 

they understand the world, their practice and themselves.  

The challenges of studying individuals’ beliefs and personal interpretations are well 

documented and necessitate a well-structured research approach (Denzin & Lincoln, 

1995). Such an approach requires clearly framed conceptualisations, careful examination 

of key assumptions, consistent understandings, adherence to precise meanings, effective 

assessment and investigation of specific belief constructs. In seeking to gather data which 

is relevant and meaningful to the enquiry one needs to consider the importance of 

balancing the endeavours of personal interest with an objective commitment to a desire 

for real improvement which is sustained. Winter (1987) supports this view by highlighting 

the intimate relationship between theory and practice and suggests that any social 

practice is composed of contradictory elements that are both universal and specific, as 

well as being self-directed and relative to the practice of others. Therefore, the 

understanding that informs practice is not theory standing outside of practice, but a 

process of theorising in which meaning is derived from studying the relationships between 

the elements that constitute that practice. 

Critical incidents of practice are central to action-based research and often form the basis 

of interest, and if reinforced serve to make connections between themes. This was 

certainly the case in this research where personal experience as a CBT therapist led to 

recognition in the early years of teaching that there were a number of challenges in 

connecting the expectations to the realities of classroom practice. In his review of 

practitioner-based research, Tripp (1998) states that certain types of critical incident are 

more strongly directed towards biographical research. These incidents, he suggests, are 

often emotionally charged and lead to investigations that embrace an autobiographical 

search of personal values. Whilst many of the critical incidents experienced in this enquiry 

are not its focus, they have been fundamental in shaping its dynamic core. They have 

been explored through dialogues with colleagues, trainee teachers and further informed 

by the analysis of literature connected to psychological processing and the emotional 

aspects of teaching and learning. In the context of this research, translating critical 

incidents began as a series of snippets from remembered conversations. These short 

narratives are often described as anecdotes and are common in research into lived 

experience. According to Van Manen (1997), whilst often questioned in scholarly 
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research, anecdotes are a ‘counterweight’ to abstraction and invaluable in uncovering 

meanings that may be difficult to articulate but provide a concrete level to lived 

experience: ‘Anecdotes possess a certain pragmatic thrust. They force us to search out 

the relationship between living and thinking and between situation and reflection’ (Van 

Manen, 1997: 119). 

The value of anecdotes in the context of this research was in gathering ideas about the 

pressures facing many new teachers and the source of the conflict between their ideals of 

teaching and the realities of their practice. However, whilst valuable in terms of clarifying 

personal understanding, it was important that these anecdotes did not distract attention 

from the enquiring nature of this research. It was also important that when teaching CBT 

theory during class-based sessions that information was presented objectively and with 

recognition of the potential impact that personal behaviour and the sharing of past 

experiences may have on participants. 

Ethical Considerations  

Ethics embody individual and communal codes of conduct based on adherence to a set of 

established principles. The general principles of ethics in any human-related research are 

that actions should do no harm to participants and that studies should increase the 

potential for benefit for the populations that have been studied (Shamoo & Resnik, 2009). 

As this study was affiliated to the University of Southampton, research approaches were 

conducted in line with the ethical requirements of its Research Governance Office (RGO). 

In the context of this research the main ethical considerations centred on issues of 

informed consent and emotional safety. All participants in the study were over the age of 

16 and trainee teachers studying for the Certificate in Education. Prior to commencing any 

investigation, a researcher needs to ensure that participants are fully informed of research 

intentions and have sufficient information to make an informed decision about whether 

they wish to be involved (Denzin & Lincoln (1995). As the CBT toolkit was delivered during 

scheduled Certificate of Education sessions, trainee teachers were made aware of the 

research focus and associated requirements during a short presentation at the beginning 

of their course. The intentions of research were repeated at the beginning of CBT trials, 

supported by a printed Participant Information Sheet (Appendix 1), and individuals were 

asked to sign a Consent Form (Appendix 2) to confirm their willingness to take part in the 

study. In order to ensure that individuals did not feel pressurised to participate it was 

important to inform them that their decision to attend training did not mean that they would 

be expected to be involved in the research. Instead, they would elect whether to 
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participate outside of training sessions in follow-up research focusing on their reactions 

and subsequent use of trialled approaches.  

Participants were assured that their contributions would be treated in the strictest of 

confidence and that their identities would not be revealed at any stage of the research. 

However, Frankfort-Nachmias and Nachmias (1992) warn that when assuring individuals 

of confidentiality it is important to stress its meaning and limits; whilst individuals can be 

anonymous in questionnaires, their identities are revealed in interviews and observations. 

In reassuring individuals that their contributions would remain confidential it was stressed 

that data collected from the study would be micro-aggregated to protect individual 

identities. Whilst such assurances may be sufficient for many, it is important to consider 

the potential impact of a researcher’s role and position on participants’ willingness to 

engage and disclose information with confidence and honesty. Being a researcher at the 

college while also holding the position of Teacher and Learning Manager raised issues 

about the power balance in relationships and, whilst it was stressed that this role had no 

bearing in this research, some individuals may have had reservations about disclosing 

information that they considered could compromise their position. As highlighted by 

Denzin and Lincoln (1995), increasing the flow of information may increase the possibility 

that the powerful gain more influence at the expense of those in the least powerful 

positions. Madison (2005) supports this view of positionality in relation to research and 

argues that it is vital to understanding personal influence. In addressing potential concerns 

about the researcher’s management position at the college, it was stressed to all 

participants that this role has no bearing in this research and that all information disclosed 

would be confidential, used only to inform this research and not used to assess an 

individual’s capability as a teacher. 

Whilst there were no obvious risks associated with conducting this research, according to 

Feldman (2007) any research involving humans bears some kind of risk. In the context of 

this investigation, using CBT approaches might pose a risk to individuals who are 

emotionally vulnerable. Given the popularity of CBT within the therapeutic world it was 

possible that some individuals might have received this form of counselling before or knew 

of others who had. Depending on personal experiences, this may have positive or 

negative connotations and may also create an expectation of therapy. In addition, whilst 

the research did not focus on investigating information of a sensitive nature, it was 

possible that some participants may have experienced some emotional distress when 

recounting a challenging incident in which they had been involved. Consequently, at the 

beginning of the research all participants were informed that they would not be 

encouraged to disclose any information that could be potentially distressing to them. It 
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was also stressed that, whilst the training would include teaching some of the skills 

associated with CBT approaches, it did not in any way relate to providing therapy. A final 

consideration in terms of risk was associated with researcher safety. Being the sole 

investigator gave rise to vulnerability when interviewing alone and it was possible that 

some individuals might have considered the interview an opportunity to discuss and seek 

guidance on personal problems. In order to maintain researcher safety during interviews, 

care was taken to establish an open, trusting environment and interviewees were 

discouraged from sharing highly personal or distressing information. 

Research Stages and Sequences  

Having established epistemological foundations relevant to this area of enquiry and 

explained approaches for ensuring that the investigation is conducted ethically the next 

section describes the main stages and sequences involved in conducting the research. As 

shown in Figure 2 and explained previously, the research problem is based on personal 

experiences as both a nurse therapist and a teacher educator. Initial literature reviews led 

to a deeper analysis of the identified problem and the design of the four overarching 

research questions discussed in Chapter 1 and repeated at the beginning of this chapter.  

As shown in the plan, there were two main lines of enquiry and activity operating 

simultaneously. Given the constructivist nature of this investigation, Research Questions 1 

and 2 focused on gaining a greater insight into the challenges facing new and beginning 

teachers and sought to explore the effectiveness of teacher education programmes in 

supporting the management of these challenges. A second review of literature focused on 

reviewing educational theory and therapeutic theory separately, and led to the conclusion 

that it was possible to create a synergy between the two fields. At the same time, the 

action-based element of the investigation focused on responding to Research Questions 3 

and 4 exploring the potential effectiveness of CBT for supporting new and beginning 

teachers and informing the future practice of initial FE teacher education programmes. As 

such activities connected to this aspect of the research involved the design, trial and 

evaluation of CBT toolkit. Whilst it appears that these two lines of enquiry were largely 

independent, this was a dynamic process in which literature reviews and data collected 

from questionnaires and the research diary served to inform approaches further and led to 

modifications.   
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Figure 2: Research Plan and Sequence  
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assessment of impact. Reaction evaluation assesses how participants felt about the 

implemented training or learning experience. Learning evaluation focuses on measuring 

the increase in knowledge after the training. Transfer evaluation relates to how far the 

training has been applied in practice, and Results evaluation seeks to measure how far 

individuals’ training has impacted on organisational success. Figure 3 identifies the levels 

of evaluation, selected samples, research activities and the types of methodology 

employed at each stage of the project, along with predicted time lines.  

 

Figure 3: Evaluation Approaches 

Stage and Level 
of Evaluation 

Sample Activity Research Method  Time Scale 

Stage 1 

Reaction 

 

Sample 1 

Cert Ed/ 
PGCE 
students 

(N=31) 

5 taught sessions in 
CBT principles and 
introduction to the 
toolkit  

 

Self-completing 
questionnaires of 
pilot CBT 
workshops 

Research diary 

Nov 2010–
Feb 2011  

Stage 2 

Learning 

Sample 2 

Cert Ed/ 
PGCE 
students 

(N=6) 

Perceptions of 
training on personal 
practice  

Follow-up one-to-
one interviews  

 

April 2011–
June 2011 

Stage 3  

Transfer and 
Results 

Sample 3 

Cert Ed/ 
PGCE 
students 

(N=4) 

Observations of 
classroom practice 

Non-participant 
observations 

 

May 2011–
June 2011 
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Research Methods–Questionnaires 

As the intention of this research was to gain a deeper insight into the world of teachers, 

one might question the rationale for using questionnaires, commonly associated with 

quantitative inquiry. For some, the very act of asking participants to respond to a series of 

written questions reduces the opportunity to gather naturalistic data. Whilst these 

limitations were acknowledged, it was decided that questionnaires would provide a useful 

baseline of participants’ views and further inform the focus of planned interviews and 

observations. Although questionnaires are reported to be the most common form of data 

collection because they are inexpensive and can generate data quickly, they can be 

difficult to design. Producing a questionnaire that captures the accuracy of an individual’s 

thoughts and ideas can be fraught with difficulties, as responses are subject to so many 

variables and open to change at any time (Denzin & Lincoln, 1995). The subjective nature 

of interpretation by respondents necessitates careful planning of questions to ensure that 

they are unambiguous and easy to comprehend. Many guidelines on questionnaire design 

encourage sequencing of questions so that respondents are made to feel comfortable and 

confident that they can provide the appropriate answers, so researchers are advised to 

move from non-threatening, factual, closed questions to those exploring perceptions and 

eliciting opinions (Oppenheim, 1992).  

To ensure that questionnaires generate meaningful data corresponding to the area of 

enquiry, they need to be open to scrutiny and piloted (Oppenheim, 1992). Prior to 

distributing questionnaires to the sample group, drafts were assessed by a research 

supervisor and circulated to a small number (n=6) of teachers who had recently completed 

teacher training. Whilst not part of the sample group, these individuals were considered to 

share similar characteristics and both activities were invaluable in identifying anomalies 

and refining the focus of questions. 

Two questionnaires were used during this investigation. The first was distributed prior to 

commencing the CBT pilot sessions and designed to investigate participants’ perceptions 

of their roles and to explore to what extent these concurred with the findings of published 

literature and surveys. The second questionnaire sought to evaluate participants’ views at 

the end of the research trial and focused on exploring their perceptions of CBT, their use 

of the toolkit and the impact which this had on classroom practice. 
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Teachers’ Perception Questionnaire 

The Teachers’ Perception Questionnaire was designed to gather data pertaining to the 

first and second overarching research questions, namely: 

1. What are the challenges facing FE teachers?  

2. How effective are conventional psychological theories for guiding behaviour 

management approaches in the twenty-first century? 

The questionnaire is designed in three sections, and comprises nine questions and twelve 

Likert statements (See Appendix 3). The first section focuses on gathering demographic 

data considered valuable in exploring potential trends and lurking variables, including 

questions about age, gender and length of teaching experience, all of which have been 

cited in published discussions about teaching. 

The second section comprises questions to interrogate the findings of published studies 

on the challenges facing new and beginning teachers. Based on the emerging themes, 

questions focus on exploring participants’ perceptions of their job and workload pressures, 

their relationships with colleagues and the levels of support they receive. Given the 

particular difficulties facing many new and beginning teachers in managing challenging 

behaviour, participants are also questioned about their experiences of behavioural 

problems and their levels of confidence in their role. 

The third section of the questionnaire comprises 12 Likert statements to explore teachers’ 

attitudes to many of the interrelated themes considered to influence classroom 

management approaches. The scale comprises a series of statements, as opposed to 

questions, to gain an insight into both cognitive and affective components of attitudes 

without respondents needing to produce lengthy, written responses. Based on Bandura’s 

(1977) theory of self-efficacy, these statements explore how teachers’ beliefs influence 

their emotional regulation and behaviour in the classroom. Likert scaling is commonly 

described as a bipolar method, because it measures an individual’s positive or negative 

response to a statement or ‘attitude object’ in terms of their own degree of agreement or 

disagreement. The number of scaling options depends on how much choice one wishes to 

afford the respondent and many approaches advocate a five- or seven-point scale option 

as this allows selection of a middle option: neither agree nor disagree. However, there is 

debate over whether to include this neutral point as some researchers consider it a 

chance for respondents to ‘sit on the fence’ (Schuman & Presser, 1981). It was decided to 

use a forced-choice option in which individuals were asked to respond to a four-point 

scale, and thus had to select either a positive or negative response.  
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Designing a Likert scale requires considerable thought, and in the context of this research 

the design was not as thorough as it might have been. Whilst the theoretical principles of 

design were followed and an equal number of positive and negative statements were 

included to avoid the problem of acquiescence bias (Spector, 1992), the correlation of 

questions were not tested. Instead, statements were grouped according to the basic 

principles of Bandura’s theory of self-efficacy. According to this theory if individuals 

support a particular belief they are more likely to report a feeling that corresponds to that 

thought and subsequently behave in accordance with that thought. For example, if 

teachers believe that they are in control of events and situations they are more likely to be 

confident in managing their emotions and controlling their behaviours. Respondents were 

asked to indicate how much they agreed or disagreed with each statement by placing a 

tick against one of the following four options; Strongly Agree, Agree, Disagree and 

Strongly Disagree. 

Evaluation of the CBT Toolkit Questionnaire 

The second questionnaire was designed to assess trainee teachers’ perceptions of the 

CBT toolkit at the end of the pilot project to respond to the third overarching research 

question:  

3. To what extent can the principles and practices of CBT be used to support 

teachers and provide a more informed approach to classroom management?  

As with all experimental research, one needs to ensure that methods of evaluation are 

designed to achieve a meaningful assessment of impact. Based on Kirkpatrick’s (1994) 

Learning Evaluation theory, the questionnaire aimed to examine progress against the first 

two stages of his evaluation model; Reactions and Learning. Given the therapeutic nature 

of CBT there was a possibility that participants may have considered it too far removed 

from education to be of any meaningful value to their practice. Additionally, as the CBT 

sessions focused on their thoughts, feelings and behaviours as opposed to those of their 

students, it was possible that participants might have taken this to suggest they may be at 

fault when they are unable to manage challenging incidents. This was not the intention, 

and it was emphasised during the trials that human behaviour is complex and that student 

compliance in the classroom does not have a simple cause-and-effect basis (Burris, 

2005); rather, it necessitates teachers being conscious of their approaches and openly 

considering the effectiveness of these for developing healthy educative relationships in 

the classroom. 
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In attempting to assess the extent of individuals’ learning, questions centred on asking 

which CBT tools they had trialled, why they had selected them and what impact these had 

in the classroom. Given some teachers’ reported difficulties in integrating curriculum 

theory to practice, these questions sought to explore the extent to which individuals were 

able to rationalise their decisions and critically evaluate their experiences. Reflecting on 

previous discussions about reflective practice in Chapter 4, being able to solve problems 

and critically appraise experiences is central to teachers’ development (Dewey, 1933; 

Boud & Walker, 1998). However, assessing the extent of learning cannot be judged 

merely from written accounts and this was considered a useful indicator of progress to be 

explored further through planned interview and observations. 

The questionnaire includes eight items and comprises of a mix of questions and self-rating 

scales, and again is designed in three sections (See Appendix 5). The reason for using 

rating scales was that they offered a useful means of gauging ideas without the need for 

lengthy written explanations, which can be daunting for some respondents (Oppenheim, 

1992). However, whilst useful, one needs to be aware that there may be tendencies for 

habituation if there are too many questions of the same style. Respondents may start 

giving the same answer to each without thinking whether it is the answer they really want 

to give (Denzin & Lincoln, 1995). In order to avoid this potential problem, rating style 

questions were limited to three in succession and comprised a combination of statements 

and numerical scales. 

Interviews  

In order to investigate questionnaire responses in further detail, a sample of respondents 

was asked to participate in semi-structured interviews. Appropriate sampling is crucial in 

research, yet there is an inevitable tension between ensuring a sufficiently large sample 

from which to generalise and keeping the volume of interviewing, transcription and 

analysis to manageable proportions. In the context of this investigation, time constraints 

and participant availability imposed limitations on the size and diversity of the sample 

interviewed and, whilst more were planned, only six interviews took place. Whilst the size 

of the sample clearly has implications on the ability to generalise findings, the intention of 

this study was never to claim that the same results would be achieved if the activities were 

repeated. Rather, it was to gain greater insight into participants’ expectations and 

experiences of teaching and to explore to what extent the CBT toolkit had informed and 

influenced their thoughts about teaching. The main sampling concern was to ensure that 

participants would be sufficiently representative of the total sample group. According to 

Rubin and Rubin (1995: 72-73), it is not the number of participants which is important, but 
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whether one can ensure that there is ‘completeness’ and ‘saturation’ from the selected 

sample. Completeness necessitates interviewing individuals who are sufficiently 

knowledgeable about the topic in order to gain a complete representation of the areas 

being investigated. Saturation means ensuring that the selected sample can provide 

information on all areas of the topic without the need to add further respondents. Rubin 

and Rubin (1995: 74) also suggest that one should sample for similarity and dissimilarity 

and select participants who not only share similar experiences to confirm the reliability and 

validity of responses but have sufficient differences to enable the exploration of potential 

variables. However, whilst purposeful sampling may maximise the opportunity to gather 

specific data, one must be aware of the risk of prejudice and bias that may occur when 

selecting participants. In order to avert this danger, there must be openness and a critical 

explanation of the parameters used to guide the selection (Silverman, 2005:129). In 

responding to these requirements it is believed that this sample represents a balance of 

different academic and vocational areas, comprising both full-time and part-time teachers 

with a range of teaching experience.  

There is some debate on when a researcher can claim to have achieved saturation from 

qualitative data, with some suggesting that it depends on the quantity and frequency of 

responses, and others stating that it involves collecting data using multiple methods 

(Silverman, 2005). In order to attempt saturation in the context of this investigation the 

results of questionnaires and reflective diary entries were analysed and emerging themes 

identified. These themes were then used to inform the design of interview and observation 

questions. By analysing data throughout the study and comparing results, it is possible to 

ensure that all emerging themes had been covered.  

As highlighted in numerous publications, interviews are a valuable means of improving the 

depth and richness of studies that seek qualitative data (Denzin & Lincoln, 1995). 

However, it is challenging to balance interview methods giving participants enough 

freedom to express personal opinions whilst at the same time allowing researchers to 

pursue their own areas of interest. Despite the obvious benefits of interviews, as with all 

research methods there are potential problems. Interviewing is time-consuming and highly 

subjective, so there is always a danger of bias. Asking questions and getting valid 

answers is a much harder task than it at first may seem, as no matter how carefully a 

question is worded, reported or coded, there will always be a residue of ambiguity. The 

researcher also needs to be aware of any potential bias in his/her approach and should 

avoid asking questions that lead or influence participants to respond in a particular way. In 

this study it was considered imperative to enable interviewees the opportunity to provide 

their own narrative in which they were able to discuss personal interpretations and 
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experiences without their responses being standardised or pigeonholed. Interview 

questions focused on investigating individuals’ experiences and expectations of their roles 

as teachers, their views about the effectiveness of teacher education and their 

perceptions of the CBT toolkit. As the aim of the interviews was to explore how teachers’ 

underlying beliefs and expectations influenced their perceptions and management of their 

roles, questions were designed to encourage a narrative discourse. 

According to Denzin and Lincoln (1995), individuals live their lives through stories and 

researchers, through the very nature of their enquiries, and have already formed ideas 

and areas of interest through narrative processes. However, unlike storytelling, which 

shares ideas and recounts experiences, narrative in research necessitates the retelling of 

stories that allow for growth and change. In the context of this research interviews were 

used not only to gather information about participants’ past and present experiences but 

to explore their ideas about the future. According to Clandinin and Connelly (2000), 

connecting the past and present to the future is considered an important part of teacher 

development as it enables exploration between the actual and the possible.  

In order to prepare participants for interview a brief summary of questions were provided  

in advance to ensure that they had the opportunity to plan for the meeting and decline to 

answer any questions they chose. Participants were also informed that they would be 

provided with a transcript of their interview notes soon after the meeting and given the 

opportunity to decide whether they still wished their data to be included in the overall 

research findings. Interviews were arranged at mutually convenient times in an area of the 

college that was neutral for both the researcher and the participants. This was considered 

essential for maintaining confidentiality, avoiding any interruptions arising from the 

immediate working environment and further emphasising that the researcher’s 

management role was separate from this study. In order to establish trust and rapport with 

participants it was important that they felt at ease and were confident that they could 

disclose information freely (Kvale, 1996). Each interview was scheduled for 30 minutes 

and comprised six open questions (See Appendix 6). 

Observations  

The final stage in this action-based project was to explore how far CBT strategies 

impacted on teachers’ classroom practice. In accordance with Kirkpatrick’s (1994) third 

and fourth stages of learning evaluation, Transfer and Results, the observation criteria 

were designed to explore how far CBT principles and practices had been transferred to 

individuals’ practice and impacted on student behaviour. As the aim of the toolkit was to 

support a more informed approach to proactive classroom management, the observation 
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criteria focused on how participants interacted with their students and how they sought to 

create a conducive learning environment.    

The value of observation as a data collection method is that it enables researchers to 

enter the world of participants and derive a deeper insight into their practices and 

behaviours (De Watt & De Watt, 2002). Additionally, observations are less predictable 

than research methods such as questionnaires and interviews because they introduce 

what is often considered a ‘certain type of freshness’ into research (Archer, 2007). 

Observations also allow researchers to explore the validity of personal perceptions as, 

according to Archer (2007), not all contextual causes can be revealed to participants’ 

consciousness. Therefore, unless researchers gather data from a wide range of sources 

they are unlikely to uncover any ‘real’ social structures. As highlighted in previous 

research of teachers’ classroom management approaches, there is a tendency for 

discrepancies between what individuals say they do when responding to a questionnaire 

or in an interview and what they do in practice (Martin et al., 1997; Poulou & Norwich, 

2000; Infantino & Little, 2005).  

Furthermore, whilst observations offer the potential for gathering a greater insight into the 

practices of others, the subjective nature of perception can raise concerns about validity 

and reliability of observation data. According to Denzin and Lincoln (1995: 381), such 

concerns are exacerbated for individual researchers who are ‘forced to rely almost 

exclusively on their own perceptions’. In order to counter concerns about validity, lone 

researchers are advised to use multiple observers to cross-check their findings and 

eliminate inaccurate interpretations (Denzin, 1989; Adler & Adler, 1991). Acknowledging 

this in the context of this research, one of the four lessons was co-observed by a teacher 

training colleague and observation notes compared to validate perceptions. In addition, 

researchers can also help to validate their findings by presenting their data using 

‘verisimilitude’, a style of writing that provides a clear insight into the world of the subject 

being studied and make it ‘palpably felt’ (Denzin & Lincoln, 1995: 381). According to 

Atkinson (1990), presenting accounts that provide detail corresponding to what the reader 

recognises from their own experiences is central to creating authenticity in qualitative 

research. In order to support the reader in gaining such an insight, transcripts include both 

a description of observed behaviours and quotations from post-observation discussions 

that detail the experiences and ideas of participants. 

In addressing the theme of reliability, observations need to be conducted systematically 

and repeatedly, using the same criteria (Denzin & Lincoln, 1995). In the context of this 

investigation the observations were conducted using the same specified criteria and 
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additional notes were added to provide examples of how such behaviours were 

demonstrated. Reflecting on the issues of validity and reliability further, it is pertinent to 

note that any obvious observer presence has the potential to influence the usual activities 

and behaviours of those being studied, so one needs to be sensitive to the needs of 

individuals being observed and to attempt to be unobtrusive as possible. According to 

Bernard (2004), observations are far more effective when participants feel comfortable 

with their observers and confident that he or she has sufficient experience in their field to 

be familiar with their situations. Having a background in teacher education and having 

taught the participants during the research trials, it was considered that these 

requirements had been satisfied. Observations are an integral aspect of initial teacher 

education programmes and, as participants in this study were in the second year of their 

training, they would have had at least six observations by the time the research 

observations took place. Whilst this does not necessarily mean that participants would be 

completely at ease, it did mean that they would all be familiar with the observation process 

and it was likely that their usual groups of students would also be accustomed to having 

additional teachers sitting in their classes. 

Given previous experience of conducting observations it was decided to use a semi-

structured approach that was non-participative. Semi-structured observations afford the 

benefits of using a predetermined set of criteria to gather data about certain behaviours 

and interactions and at the same time allowing the observer to take contextual aspects 

into account (Denzin & Lincoln, 1995). Given the nature of this research it was important 

to isolate specific areas of focus as, inevitably, all aspects of teaching can influence the 

dynamics and behaviour of a class. Whilst it is clear that a teacher’s lesson planning, 

recognition of differing student needs and selection of activities are significant in securing 

student interest and attention, the area of interest in this enquiry was the ways in which 

teachers used reactive and proactive management strategies to maintain student focus 

and promote on-task behaviour.  

The Lesson Observation Profile 

The observation profile selected for this investigation is based on Davidson’s (2004) work 

of ‘Ten “micro-skills” for Managing Behaviour’, which represents a collection of teacher 

strategies adapted from the work of Glasser (1990), Rogers (1995) and Richmond (1996) 

(Appendix 7). At its basic premise the profile emphasises that teachers, not students, are 

responsible for shaping and managing the classroom environment, so focuses on 

exploring the skills and strategies that teachers use to secure and maintain students’ 

interest in learning. The selected observation profile enabled the recording of a broad 
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range of management strategies and made it possible to distinguish whether the 

strategies were directed at the learning task or at behaviour. The schedule records verbal 

as well as non-verbal strategies, positive and preventative strategies, and compares these 

with negative and reactive strategies. Reflecting back to the discussion about the 

characteristics of effective teacher–student relationships in Chapter 4, the observation 

criteria focuses on how teachers develop educative relationships with their students. 

By way of a summary the observation criteria are clustered against four overarching 

themes: Building Rapport, Building Self-Belief, Building Positive Behaviour and Managing 

Challenging Behaviour. Whilst each theme is discussed separately, they are considered 

integral components in effective classroom management approaches and are clearly 

related to the principles of behaviourism, humanism and constructivism. 

Building Rapport. As explained in Chapter 2, rapport is a central component in 

developing educative relationships between teachers and students. Rooted in humanistic 

philosophy, rapport involves the ability to show genuine care and concern for students and 

focuses on the development of emotional connections with students (Rogers, 1969). At a 

practical level this involves teachers showing an interest in the worlds of their students 

and sharing appropriate information about themselves; communicating friendliness by 

making positive eye contact; using lively animated gestures; and making appropriate use 

of humour (Rogers, 1990; 2002). This will not necessarily eliminate challenging behaviour 

in the classroom, but a number of studies suggest that for many students a caring, 

interested teacher is pivotal to their interest in their studies. 

Building Self-Belief. In the context of teaching, building self-belief involves approaches 

that develop and maintain students’ levels of motivation and encourages a ‘can do’ spirit. 

Similar to CBT strategies for challenging negative thinking, it focuses on supporting 

students to identify what they have accomplished and objectively appraise what is 

blocking their progress. One of the most powerful influences in self-belief is mastery 

(Bandura, 1977), thereby in the context of teaching this involves setting activities that 

enable individuals to see success for their efforts, providing regular feedback for 

endeavours and giving clear guidelines about how to confront challenges. This does not 

mean that activities are simplified; rather, as highlighted in constructivist theory, they are 

appropriately structured and graduated to meet the needs and abilities of students 

(Fosnot, 1996). 

Building Positive Behaviour. Many of the approaches advocated for building positive 

behaviour are clearly articulated in behaviourist theory and emphasise setting clear 

guidelines and appropriate reinforcement and repetition to encourage desired behaviours. 
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As discussed in Chapter 4, positive or proactive management approaches focus on 

reducing the likelihood of challenging behaviour by taking action before situations escalate 

(Good & Brophy, 2000). In his book, ‘Control Theory’ (1986), Glasser concurs with 

elements of the behavioural philosophy yet highlights that many behavioural problems in 

the classroom stem from the basic motivations and drives not being satisfied, as 

previously articulated by Ellis (1958). In accordance with Ellis’s Rational Emotive 

Behaviour Therapy (REBT) theory, Glasser asserts that the basic needs of students’ are 

those of survival, love and belonging, freedom, fun and power. He extends this discussion 

in his later book, Choice Theory (1998), and suggests that the majority of behavioural 

problems in the classroom are the result of students attempting to fulfil their need for 

control. In addressing this perceived struggle for power, teachers need to demonstrate a 

calm, self-assured approach and provide alternative incentives to reward the need for 

control. In Glasser’s view, this necessitates demonstrating the humanistic principles of 

care and developing close teacher–student relationships, which ultimately eliminate the 

need for power struggles. In the context of classroom practice, this involves teachers 

creating an ethos of positive behaviour that relies on conveying mutual respect, and 

encouraging motivation and promoting a sense of achievement, achieved by building 

rapport and fostering self-belief. 

Managing Challenging Behaviour. Whilst the previous themes are considered central to 

averting challenging behaviour, it is evident that they will not work in every situation, so 

teachers need to have clear strategies for dealing with disruptive behaviours as they arise. 

Most recognise that confrontation is to be avoided at all costs, but that does not mean that 

challenging behaviour can be ignored. Operating on the principles of strategies for 

promoting positive behaviour, managing challenging behaviour requires a respectful 

approach. As discussed in Chapter 4, there is a tendency for some teachers to become 

over-reactive to disturbances, which can lead to an escalation of events. Therefore, the 

focus of effective management is to take early interventions by acknowledging the 

behaviour and trying to avert it through non-verbal cues (Chuah & Jakubowicz, 1999). 

When further intervention is required, teachers need to comment on the behaviour and 

give options of how this could be managed. 

Use of the CBT Toolkit. As the CBT toolkit is a key feature of a proactive approach, its 

use was of key interest throughout the observations and the intention was to evaluate 

potential impact that it had on teachers’ classroom approaches. 

Having established the themes of the observation criteria, the next stage was to ensure 

that they were conducted with the rigour espoused by Robson (2002) in which the 
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researcher needs to be aware of possible bias and work to minimise this by being 

systematic, open and willing to offer up conclusions for public scrutiny. Perceptions of 

potential bias and subjectivity are even more significant in the case of researchers 

observing alone and particularly when this is conducted within their professional areas of 

practice (Denzin & Lincoln, 1995). As a sole researcher, in this study it was important to 

ensure that observations were validated, hence one of the observations was shadowed by 

one of the teacher educators involved in the programme and observation notes were 

compared to establish consistency. 

Following the completion of each observation, a feedback meeting was arranged with 

each participant. During this meeting individuals were asked to reflect on their lessons and 

answer questions related to this area of enquiry. The questions, which were designed to 

examine individual’s perceptions of classroom management, were based on the 

overarching themes of the research observation criteria and impact of CBT on their 

practice. Following each observation review, responses were compared with observation 

notes to establish the consistency between what teachers believed they did and what they 

were observed to do in practice.  

Reflecting on the discussions of this chapter, it is clear that engaging in the subjective 

world of others’ experiences can be both illuminating and challenging. Generating data 

that is meaningful and serves to inform practice requires a measured balance between the 

ideals of the researcher and the realistic practicalities connected to the area of enquiry. 

Bridging this gap necessitates a clear appreciation of the world of teaching and an honest 

objective appraisal of possibilities. 

The next chapter extends the discussion of the CBT toolkit and the rationale for each 

strategy, and the key considerations and approaches taken when piloting this initiative 

with new and beginning teachers. 

 



 

Chapter 7 The CBT Toolkit 

Reflecting on the reviews of educational theory and therapeutic theory separately, this 

chapter proposes a synergy between the two fields and explains how such findings have 

informed the design of a CBT toolkit. As previously explained, the purpose of this initiative 

is to support teachers to manage more effectively the complexities and challenges they 

may face in their everyday practice. Reflecting on the challenges facing new and 

beginning teachers in Chapter 4 and drawing on findings of CBT principles and practices 

in Chapter 5, the toolkit has been primarily designed to raising teachers’ levels of self-

awareness (Gibbs, 2000); support critical reflection; promote a more realistic appraisal of 

situations (Nias, 1996; Kennedy, 1999); develop positive emotional regulation techniques 

(Sutton & Wheatley, 2003); and create meaningful links between the theories of 

classroom management and personal practice (Hargreaves, 2002; Rushton, 2010; Orr, 

2012). 

The Principles of the CBT Toolkit 

As the name suggests, the toolkit contains practical strategies for guiding and supporting 

new and beginning teachers in effective classroom management. However, given 

previous suggestions that there are no definitive guidelines or approaches that will work 

for teachers, the reader might question the proposal that there are a set of ‘tools’ which 

could provide these answers. This is not the suggestion. It may appear that by using the 

term ‘tool’ it is being suggested that such strategies are based on implements of precision, 

yet this is not the case. Rather, the use of the toolkit metaphor aims to emphasise that 

these strategies are practical and can be used effectively by anyone, given appropriate 

instruction and regular practice. Reflecting on Moore’s (1995) discussion of teaching as 

craft in Chapter 4, the toolkit is based on a personal belief that anyone can learn the skills 

and approaches to influence and motivate others. Whilst this may suggest an element of 

manipulation, in the context of teaching these strategies are positively focused on creating 

classroom conditions that encourage learning and empower teachers to engage their 

students more effectively.  

One of the problems with teaching is the assumption that individuals will have the intuitive 

skills to be automatically effective in the art of communication and people management 

(McNally et al., 2005). Whilst intuition is undoubtedly valuable in many contexts, there are 

again tendencies to assume that this a positive attribute. This is not entirely in dispute, yet 

one needs to exercise caution when reflecting on the value of intuition for informing 

judgements and improving practice. Most discussions about intuition refer to it as 
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knowledge, which is not subject to inference or reason, hence individuals’ actions do not 

necessarily reach levels of consciousness unless unexpected discrepancies occur 

(Polyani, 1964). In addition, intuition is not fixed and can be subject to influence from a 

wide range of different variables, therefore it is not always reliable and can sometimes be 

plagued by fundamental errors and coloured by prejudice. These errors can be particularly 

problematic when they are emotionally situated and individuals are not aware of their 

reactions. From this perspective, intuitive teachers can experience more problems than 

those who seem to lack intuition, because they are not consciously aware of what they do 

and may find it difficult to articulate the exact thoughts behind particular decisions and 

actions. Hence the purpose of the toolkit is to raise personal awareness at a conscious 

level with the firm belief that the building of implicit or tacit knowledge occurs when explicit 

knowledge becomes routine and automated (Hogarth, 2001). 

The Tools  

The CBT toolkit comprises of five main strategies which have been adapted from personal 

therapeutic practice to address the reported difficulties that new and beginning teachers 

may have in managing the classroom and promoting a culture of learning. By way of a 

summary, these include: 

 Check In – the basic aim of this tool is to open channels of communication and 

develop rapport between teachers and students.  

 Mood Management – focuses on developing positive emotional regulation 

techniques.  

 Reframing – centres on identifying thoughts which impede progress and changing 

them to promote positive progression.  

 State Changing – involves recognising unhelpful emotions and making changes 

through the deliberate selection of a positive behaviour. 

 Creating Positive Associations – focuses on strategies to create positive 

connections between teaching and learning. 

Introducing the Principles of CBT 

Given the difficulties that some teachers report in transforming theoretical knowledge to 

practice, it was considered imperative that participants in this study had regular 

opportunities to practise and rehearse modelled approaches. This was achieved through 

the use of case studies, DVD clips and role-play activities considered pertinent for 
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exploring a range of potential challenges within the safe confines of the teaching group. 

Role-play activities are common in therapeutic training and allow participants to recognise 

their personal strengths weaknesses as well as the possible consequences of their 

actions. Active role play that engages individuals in practising real situations can lead to 

greater internal locus of control and promote a perceived sense of mastery.  

Throughout the trials, individuals were asked to engage in a number of personal 

exploratory activities. Recognising that this may be challenging or intrusive for some, 

however, it was stressed that it was voluntary. It was also important to recognise that not 

all teachers will require the same guidance and support or face the same challenges as 

others, therefore it was stressed throughout the trials that the toolkit was a set of 

strategies that could be used to support existing successful approaches, not to replace 

them. As the intention of this research is to illustrate how CBT principles and practices can 

be used with teachers at a concrete level, the next section describes both the purposes of 

each tool and explains how these were modelled during each taught session. 

In order to demonstrate the relevance of CBT in the context of teaching, the first session 

involved reviewing the conventional psychological theories of behaviourism, humanism 

and cognitivism that participants had studied in their first year of teacher education. As 

part of this review, individuals were asked to explore how each of these theories could be 

used to explain the events and approaches included in a given case study. The case 

study involves the reflections of a new teacher struggling to manage classroom behaviour 

and includes a narrative of his thoughts, feelings and behaviours during these challenges. 

After analysing the case study, groups were encouraged to review the effectiveness of 

approaches and asked to discuss how they might manage such situations. This activity 

not only provided opportunities to gain an insight into the classroom challenges facing 

participants but served to illustrate the interconnectedness of thoughts, emotions and 

behaviours and introduce the concept of CBT. It also enabled individuals to reflect on their 

own practice and to consider others’ views and perspectives. Following this activity, the 

principles and practices of CBT were explained and the CBT toolkit was introduced. 

Check In 

‘Check In’ is based on the principles of therapeutic group practice and involves all 

members of a group taking turns to share information that is personal to them. Check-Ins, 

or ‘Go Arounds’ as they are otherwise known, have been used extensively in support 

groups or symptom-focused groups (Duffy, 1994). In the context of group therapy the 

purpose of Check In is to gain information on each member’s state of mind, to help the 

group decide where it wants to focus its attention during the session, to balance the 
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members’ participation and to produce a sense of mutuality and group concern. This gives 

the group an opportunity to explore these issues more deeply during the analytic work 

phase (Follette & Ruzek, 2006). 

As a classroom tool, Check In can improve the channels of communication between 

students and the teacher and provide the opportunities to generate empathy, rapport and 

group cohesiveness (Mather & Goldstein, 2001). Sharing pertinent information not only 

allows students to gain an insight into the world of their peers but enables the teacher to 

develop a more informed approach to individuals in their group. By demonstrating 

personal interest in students’ lives and being responsive, teachers can strengthen their 

relationships with individuals and gain valuable information that may influence their 

teaching and learning approach (Glasser, 1990; Burris, 2005). An additional benefit is that 

Check In allows students to ‘let off steam’ and have personal conversations in an open 

forum that they might otherwise conduct during the lesson and distract them from their 

studies. 

Similarly, the aim of using Check In with teachers during these trials was to build rapport 

and gain an insight into their personal world of teaching. During the research trials there 

was a ten-minute Check In at the beginning of each taught CBT session that involved all 

members of the group sharing a teaching experience from the previous week. The 

purpose of this activity was twofold. Firstly, it provided the opportunity to model the activity 

as one that could be used with students and, more importantly in the context of this 

research, it enabled teachers to articulate their ideas about teaching and to share their 

experiences in an open, confidential and supportive environment. By having the 

opportunity to share experiences and receive feedback from others, individuals were able 

to engage in critical self-reflection and see their experiences through the eyes of their 

peers (Brookfield, 1995). Given the nature of emotional labour discussed in Chapter 4, 

teachers need to be able to acknowledge and work through their emotions to better 

understand their purpose and origins. However, whilst ‘off-loading’ frustrations to 

sympathetic listeners can be a great relief, Sutton (2004) warns that the wrong ears may 

also serve to further an individual’s despair. In order to ensure that the focus of Check In 

is constructive, there needs to be certain structures and guidelines in place that guard 

against negative, self-defeating conversations.  

Whilst raising individual awareness of the ways in which thought processing can impact 

on emotions and behaviours is valuable, it is evident that the state of knowing ranges 

between consciousness and unconsciousness (Dubin, 1962). Even in a state of knowing, 

individuals are only ever partially aware of all that they know, because biological and 
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psychic complexity embody contradictory knowledge in which beliefs may be totally at 

odds with their actions, even at the same time (Dell, 1992). Engaging in discussion about 

experiences with others may also counter a natural tendency for over-generalisation or 

polarised thinking. According to Jersild (1955:13), hearing the views of others may reduce 

tendencies to ‘see those whom he/she teaches through the bias and distortion of his/her 

own unrecognized needs, fears, desires, anxieties hostilities impulses and so on’. 

However, personal knowledge of one’s self and experiences is more accurate than 

anyone else’s knowledge, because individuals are the perceivers and enactors of the 

stories by which they live their lives (Burris, 2005). In that case subjective experience is 

the closest one can get to ‘embodied and enacted’ cognition, and the stories individuals 

tell of their experiences are the best ways of confirming what individuals know as well as 

what they do not know (Varela et al., 1991). Personal knowledge and understanding are 

not a magical way of achieving this in every case, yet provide teachers with the 

opportunities for greater insight into the worlds of their students and an opportunity to use 

this information to more effectively inform their teaching and learning approaches. 

Mood Management  

Whilst the process of thinking is undoubtedly cognitive, it is clear from previous 

discussions that emotions have a significant impact on the ways in which individuals think 

and process information (Ellis, 1973; Beck, 1976; Damasio, 1994; Solomon, 2000, 2007). 

Reflecting on the importance of emotions in teaching and learning, it is evident that 

positive emotional regulation is central to effective classroom management and pivotal to 

the development of healthy educative relationships with students (Hull, 2002; Bender, 

2003; Sutton, 2005). As previously discussed, when emotions are not appropriately 

managed they can lead to situations where reactions are inappropriate and uncontrolled 

(Seligman, 1995; Chuah & Jakubowicz, 1999). Additionally, when negative emotions are 

suppressed over a period of time they can affect an individual’s physical and 

psychological wellbeing (Seligman, 1995). In the context of this study, Mood Management 

was used a means of raising individuals’ awareness of the purpose and origins of their 

emotions and to illustrate techniques for managing their emotional minds. 

The Mood Management tool used in the context of this research has been adapted from 

Langelier and Connell’s (2005) cognitive–behavioural skills-building programme for 

adolescents. As the programme is designed for young people, the stages involved in 

identifying and managing moods are presented as pictorial representations and it was 

considered that this would initially make the complexities of CBT more accessible to 

participants. Throughout the programme, emphasis is placed on the distinction between 
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the emotional mind and the cognitive mind, identifying the former as the source of creating 

ways of thinking which keep individuals emotionally ‘stuck’, and the latter as a way of 

gaining release (Langlier & Connell, 2005). By learning to recognise when they are in their 

emotional mind and using CBT strategies, individuals have more control over exiting it. 

Learning to recognise and challenge faulty thinking is not an easy process and the 

abstract nature might at first appear difficult, but to appreciate the basic principles of how 

CBT works it is important to have a general understanding of brain structure and function. 

The Brain and the Emotional Mind 

Whilst there are numerous publications detailing studies of the brain and neurological 

pathways, the intention is to provide a simple overview of structures to illustrate how and 

why different parts of the brain respond to the strategies of CBT. One of the most succinct 

explanations of brain physiology and function is considered to be that proposed by 

MacLean (1976). MacLean’s theory refines and develops that described by many other 

neuroscientists by emphasising the evolutionary stages of distinct aspects of brain 

development. His theory, often referred to as the Triune Theory, suggests that the human 

brain actually comprises three brains that develop at different times during the 

evolutionary process. These are respectively known as the Brainstem or Reptilian brain, 

the Limbic system or Old Mammalian brain, and the Neocortex (see Figure 4).  

Figure 4: The Triune Brain 

 

 

 

 

 

 

 

 

 

The Reptilian brain is so called because it is the basic structure of the brain and the first 

component to develop. This structure forms the stem of the brain which attaches to the 
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spinal cord and is responsible for controlling bodily functions associated with basic 

survival, such as heart rate and breathing. This area also governs stages of alertness and 

is the gatekeeper to the ‘flight and flight’ mechanism commonly associated with the 

symptoms of anxiety. The Old Mammalian brain or Limbic system develops next, and is 

located deep within the brain, between the Brainstem and the Cortex. The Limbic system 

comprises a number of different structures which are broadly responsible for regulating 

appetite and sexual urges, influencing sleep and regulating hormone release and the 

immune response. All of these functions are notably influenced by emotional states, 

hence it is this structure that is affected when individuals are confronted with anxiety-

provoking thoughts.  

During such times the Limbic system acts by stimulating the release of additional oxygen-

rich blood supplies from the cortex, which then acts by stimulating the ‘fight or flight’ 

reaction. When the majority of blood and oxygen shifts down to these lower brain centres 

from the Cortex, it is considered to reduce cognitive reasoning. The Cortex, which is the 

outer part of the brain, makes up approximately 85 per cent of the total brain and is seen 

to be that which makes which differentiates humans from other mammals (Maclean, 

1976). It enables the comprehension of time, with a sense of past, present and future, and 

also provides the capacity for reflection, planning and setting goals. This highly 

sophisticated structure is central to CBT approaches as it is this area that is targeted 

when attempting to raise consciousness of thought and promote rational thinking 

strategies. 

Mood Management focuses on techniques for managing the emotional mind and includes 

a systematic approach to working through emotions which may be evoked in certain 

situations and includes five key steps: 

1. Identifying emotional triggers 

2. Exploring feelings 

3. Identifying thoughts 

4. Recognising physical responses 

5. Modifying behaviours. 

In order to introduce the model in the research trials, it was pertinent to focus on 

emotional triggers common to all members, so participants were asked to reflect on four 

core questions related to teaching. What feelings do teachers commonly experience? 
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Which ones are they likely to have difficulties with? How do they try to cope with these 

feelings? And what are the consequences of not managing feelings appropriately? 

Individuals were asked to reflect on specific situations that led to them feeling frustrated or 

annoyed, and to identity their emotional triggers and then their subsequent emotional 

states. The third stage involves reflecting on the thoughts they experienced during the 

experience and noting key messages from their internal dialogue. The fourth stage 

focuses on physiological reactions they experienced when reflecting on these situations 

and requires them to record the intensity of thoughts and negative emotions using a rating 

scale. The final stage involves demonstrating how the unpleasant physiological effects 

can be modified by practical activities such as deep breathing, changing posture and 

counting to ten, all of which provide the opportunity to downshift the intensity of 

physiological reactions to enable a more rational controlled response (Zull, 2002). 

By producing a steadying effect on emotional regulation, teachers become less concerned 

about stifling their reactions and instead become more aware and emotionally present in 

the classroom. Similar to Schön’s reflection in action (1983), this involves teachers’ 

experiencing and noticing themselves, moment-to-moment, and reading the moment-to-

moment responses of their students both verbally and non-verbally. 

If teachers are to influence the behaviour of their students they need to be present and fit 

themselves to the situation (Burris, 2005). According to Chuah and Jakubowicz (1999), 

teacher presence is pivotal to effective engagement with students as it enables them to 

become more responsive to individual needs and abilities of their students and gains them 

access into their different worlds. The importance of this is reinforced by Brookfield 

(1995:95) who states that, ‘of all the pedagogical tasks teachers face, getting inside the 

heads of students is the trickiest. It is also the most crucial’. By being in tune with 

students, teachers become less dependent on control mechanisms to manage the 

classroom and focus on creating and maintaining learning environments that are mutually 

inclusive (Burris, 2005). 

Reframing Negative Thinking 

As CBT involves an examination of underlying beliefs and expectations, it ultimately 

involves an exploration of the potential tensions between the primary self and the 

emerging teaching self. CBT strategies focus on raising self-awareness and challenging 

beliefs that lead to unrealistic expectations and, as such, focus on developing flexibility in 

thinking and reducing rigidity in perceptions (Teasdale et al., 2002). Given the articulated 

challenges for teachers in developing a more realistic appraisal of students’ classroom 
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behaviour, CBT strategies can enable teachers to become more open to the evidence 

presented and use this information to explore objectively both what is happening 

externally and what is happening within themselves (Chalmers, 1996). In addition, they 

can become more motivated to develop themselves (Michealak et al., 2004). As 

highlighted by Sutton (2004), it is only when teachers are able to explore their 

autobiographies openly that they open themselves to change. Whilst it is not the intention 

to suggest that teachers need to become skilled in the practice of self-analysis, there are 

many basic CBT principles that can support greater self-reflection and enable a more 

objective appraisal of situations and experiences. It is not suggested that altering thinking 

will improve such situations or avert challenging behaviour, but it can help to achieve a 

balance in expectations and aid problem solving in the context of the classroom. By being 

able to exercise thought control over emotions and actions, individuals can feel more 

empowered, which in turn can influence levels of self-efficacy (Bandura, 2000). Clearly, 

not all teachers have negative blind spots that prevent an open appraisal of their 

reactions, but it is evident from published research (Beaman & Wheldall, 2000; Good & 

Brophy, 2000) and personal experience of classroom observations that some teachers are 

not always completely aware of their actions or responses. 

As previously explained, CBT is an educational process in which individuals learn about 

the impact their thought processing habits have on particular emotions and behaviours, 

and then teach them more productive ways of managing them. As such, it is possible to 

suggest that CBT strategies may facilitate significant learning for new and beginning 

teachers. In addition, they can learn to be more self-transcendent by growing in self-

awareness of the perspectives that lead to those beliefs and assumptions about life which 

produce negative emotions and limit the experience of positive emotions (Cloninger & 

Cloninger, 2004). Similar to the ‘unconscious incompetence model’, CBT can raise 

personal consciousness and open the door to potential change. The unconscious 

incompetence model is clearly aligned to the principles of reflective practice in which 

individuals work from that which is known, to that which is unknown. The exact source of 

the model appears unknown, thus Dubin’s (1962) work has been identified as a source of 

reference. 

The model comprises four stages: 

1. Unconscious incompetence – at this stage individuals are unaware of what they do 

not know or cannot do 

2. Conscious incompetence – during the second stage individuals become aware of 

what they do not know and seek to develop their knowledge and skills  
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3. Conscious competence – at the third stage individuals use their new knowledge 

and skills, but need to apply them with concentration 

4. Unconscious competence – at the final stage the application of new knowledge 

and skills become automatic and almost second nature. 

From a CBT perspective, the more individuals become aware of the negative thoughts 

that block their positive progression, the easier it becomes to challenge and alter thinking 

(Bless, 2000; Beck, 2005). By raising awareness of thoughts at a concrete level, 

individuals are then supported to engage in activities and techniques that enable them to 

explore issues outside of their immediate consciousness. The importance of concrete 

knowledge is highlighted by Dewey, who stressed the importance of lived experiences as 

a starting point for learning. In his publication, ‘How we Think’, Dewey (1933) states that: 

Thought affords the sole method of escape from purely impulsive or purely routine 

action. A being without thought is moved only by instincts and appetites, as these 

are called forth by outward conditions and the inner state of the organism. A being 

thus moved is, as it were like it were pushed from behind. (Dewey, 1933:15) 

Without such thought, individuals become reactionary to situations and may lack a sense 

of control over what happens to them. From a CBT perspective, individuals are taught 

through stages to become conscious at the abstract level, enabling them to use 

knowledge and skills in a critical, transferrable way. By developing such consciousness, 

individuals are then able to exercise controlled responses to situations and feel more 

empowered to change or alter them. In reviewing the theory–practice divide in teacher 

education, it is clear that it is not necessarily the theory that is at fault but the way in which 

individuals are supported to engage with it. 

Negative experiences of working with a challenging class or resistive individuals are not 

easily dismissed, and even the most resilient teachers may have a sense of dread or 

disengagement at the thought of having to teach certain classes. Becoming aware of 

habits in thinking is perhaps one of the most significant aspects in the change process. 

The detail and origin of personal underlying beliefs are not commonly considered for 

many, yet realising that these generate certain habits in thinking is a powerful starting 

point. A key feature of CBT is recognising negative thoughts and exploring the impact that 

these may have on one’s ability to generate positive emotional states and subsequent 

behaviours. When presented with challenging classroom incidents, it is all too easy for 

teachers to make snap assumptions about the motivations underlying certain behaviours 

and, in the same way, to make snap judgements about management approaches 
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(Fontana, 1994). The problem with snap assumptions is that they can lead to snap 

reactions, because they are based on personal beliefs and expectations about what 

should be happening (Chuah & Jakubowicz, 1999). By raising teachers’ levels of 

consciousness and encouraging them to explore their interpersonal worlds, they can 

become empowered to make choices about how they interpret events and react to them, 

therefore the tools are also designed to improve self-efficacy. 

Reflecting on the discussions of Chapter 3, it is pertinent to explain that, rather than being 

an overly emotional activity, reframing focuses on a critical appraisal of thoughts anchored 

on a solution-focused outcome. Disclosing personal thinking processes and habits in the 

context of teaching can be daunting and somewhat intrusive, hence in the early stages of 

teaching CBT principles individuals were asked to analyse approaches through the use of 

case studies. After introducing the concept of negative thinking and thought distortions, 

teachers were then asked to examine a series of different challenging classroom 

scenarios and analyse the general thoughts and behaviours recorded by each of the 

teachers in reflecting upon their experiences (See Appendix 3). By tracing the pattern of 

thoughts expressed in the case studies, the teachers were then able to identify the 

negative thinking distortions identified by Ellis (1958) and Beck (1976) and explore the 

possible underlying beliefs and assumptions connected to each. In order to practise these 

techniques, further individuals were invited to work through these stages using personal 

examples yet, recognising that this might be distressing for some, it was stressed that it 

was voluntary. Reframing focuses on identifying negative thoughts that are exaggerated 

or inaccurate and modifying them so that they become more adaptive, realistic and 

accurate (Kinnier & Krumboltz, 1986). In the context of teaching, Reframing is a tool which 

can be used by teachers to improve both personal thought processing approaches and 

encourage more positive thinking amongst their students. 

Socratic Questioning  

Central to Reframing is challenging negative thoughts and engaging in disputation and 

review using Socratic questioning (Ellis, 1958; Beck 1976). As explained in Chapter 5, 

Socratic questions are a key feature of CBT and aim to illustrate to individuals how and 

why their beliefs may lack creditability. As a process, Socratic questioning involves posing 

a series of questions leading an individual from information known at a concrete level to 

that which exists outside of the immediate consciousness at an abstract level. Socratic 

questioning is a simple yet effective way of exploring ideas and statements in breadth and 

depth and, by way of a summary, involves the following six stages:  
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1. Selecting an issue of significance for discussion 

2. Clarification of the issue 

3. Critically examining assumptions related to the issue and identifying evidence which 

supports these views 

4. Exploring the original source of these assumptions 

5. Critically examining the implications and consequences of such assumptions 

6. Exploring and fairly examining conflicting views (alternative perspectives) 

During the CBT trials, teachers were asked to practise questioning strategies during role-

play scenarios, and to take it in turns to support each other to promote an objective 

assessment of the validity of their initial thoughts and to challenge evidence that was 

subjective or lacking in evidence. The emphasis on practice is central to bridging the gap 

between theory and practice as it enables individuals to trial different approaches and 

engage in meaningful reflection about their own approaches. 

Reframes act on the basis of adjusting thoughts so that they become more helpful. In the 

context of teaching, individuals can apply reframes to their own reflections about their 

work. Instead of thinking in despair, ‘I'm not handling the Tuesday morning group well’ or 

‘I've messed up my lessons today’, they can apply simple reframes on the lines of, ‘I 

haven't got to grips with this class as well as I want to yet’, or ‘I can improve the way I'm 

teaching the group by doing x’. Reframing techniques can also help to lower emotional 

arousal in students by helping them to gain additional, more helpful perspectives on things 

when they are stuck in negative thinking (Langelier & Connell, 2005). High levels of 

emotional arousal can lock the brain into one-dimensional thinking and reduce the ability 

to rationalise and consider alternative perspectives. When teachers find themselves 

engaged in power struggles with students, which are by their very nature emotionally 

arousing, both they and the students are less able to react and see things positively. One 

important element of reframing is to reflect back information with a slight 'twist' that gives a 

perceived difficulty a transient status:  

Steve:  Mark, I can't do this!  

Mark:  ‘It's good you chose to ask for help, Steve. Now, which bit can't you do 

yet?’  
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In this example the teacher begins to turn a potentially negative feeling into a positive 

response as he reframes Steve’s comments, firstly by acknowledging that asking for help 

is a positive choice and then reframing the difficulty by using the word ‘bit’, which implies 

that some of it is understood, and 'yet', presupposing that Steve will be able to do the work 

soon. 

This approach mirrors Bandura’s (1989) ‘verbal persuasion’ technique, which involves 

giving feedback which highlights strengths and convinces individuals that they have the 

capabilities to tackle specific difficulties. However, it is pertinent to note that verbal 

persuasion may not be long-lasting, so its capacity for promoting enduring change may be 

limited. In supporting teachers to practise reframing, they were asked to work through a 

four-step model to identify and challenge negative or distressing thoughts and find 

alternative ways of looking at things. In keeping with homework activities for Cognitive 

Therapy they were asked to rate their mood (e.g. on a scale of one to ten) before and 

after doing this exercise in order to measure the impact. Individuals were asked to use the 

template shown in Figure 5.  

Figure 5: Reframing Negative Thoughts Exercise 

Negative 

thought 

Evidence which 

supports your 

thought 

Rating Evidence which 

suggests your 

thought is not 100% 

accurate 

Rating 

     

 

Step One 

In the first column, individuals were asked to record all the negative, distressing or 

anxiety-provoking thoughts that were experiencing. As this can be a challenging activity 

for some, the following questions were designed as prompts to support the process:  

1. What was going through my mind just before I started to feel this way? 

2. What does this say about me? What does it say I can/can't do? 

3. What does this mean about me?  

4. What am I afraid might happen? What is the worst thing that could happen if this is 

true? 
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5. What does this mean about what other people might think/feel about me? 

6. What does this mean I should/shouldn't do? 

7. What images or memories do I have in this situation? 

Once they had completed their list of thoughts they were asked to circle the one they 

considered most distressing and were informed that this would be the one they would be 

asked to challenge.  

Step Two 

In the second column, they were asked to record all the factual evidence that suggests 

that their circled thought is true. During the exercise they are encouraged to be as specific 

as possible and only include facts, not opinions. The following was provided as an 

example to illustrate how this could be achieved: 

If a student said one of your lessons was boring, do not write, ‘my teaching is 

boring’ (this is just the student’s opinion). Do not write ‘the student said I am a 

boring teacher’ (this is over-generalising). Focus on the detail and record what was 

actually said; ‘the student said my session on carbohydrates was boring’. 

The first thought might be:  

I am not a very good teacher, I am not confident in this job, I am not inspiring, I 

can’t manage to do this job’. The evidence for the thought is that ‘I only managed to 

cover about half of the topic in two of my lessons this week. I forgot to use a review 

activity to help one group understand new information. One of the students in the 

group yawned while I was talking and two were playing with their mobile phones. 

Step Three 

In the third column, they were asked to record factual evidence which suggests that their 

circled thought is not a hundred per cent true. To do this, they were asked to consider the 

following questions: 

1. Have I had any experiences that show that this thought is not completely true all the 

time? 

2. What evidence would they point out to me that my thoughts may not be a hundred per 

cent true? 

3. When I am not feeling this way, do I think about this type of situation any differently? 

How? 
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4. When I have felt this way in the past, what did I think about that helped me feel better? 

5. Have I been in this type of situation before? What happened? Is there anything 

different between this situation and previous ones?  

6. What have I learned from prior experiences that could help me now? Are there any 

small things that contradict my thoughts that I might be discounting as not important? 

7. Are there any strengths or positives in me or the situation that I am ignoring? Am I 

jumping to any conclusions that are not completely justified by the evidence? 

8. Am I blaming myself for something over which I do not have complete control? 

Thought: I am not a very good teacher, I am not confident in this job, I am not inspiring, I 

can’t manage to do this job. 

Evidence against thought: Teaching is a difficult job, all students learn differently. I had a 

really good lesson on Friday. No one else had said that my lessons are boring  

Step Four 

Participants were asked to propose ‘alternative’ or ‘balanced’ thoughts that were more 

accurate than those in the first column. These should take into account all of the evidence 

gathered. In order to support this process, they were asked to reflect upon the following 

questions: 

1. Based on the evidence I have listed, is there an alternative way of thinking about or 

understanding the situation? 

2. Write one sentence that summarises all the evidence that supports my thought and all 

the evidence that does not support my thought.  

3. Does combining the two summary statements with the word ‘and’ create a balanced 

thought that takes into account all the information I have gathered? 

Thought: I am not a very good teacher, I am not confident in this job, I am not inspiring, I 

can’t manage to do this job.  

Alternative thoughts: I am new to teaching and I am working hard to make my lessons 

interesting. The students really enjoyed my lesson on proteins. My observation was good 

it was just suggested that I use a few more activities rather than talking so much.  
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By engaging in the process of reframing, teachers are able to adapt their thoughts so that 

they become more positively focused. 

State Changing  

‘Behaviour breeds behaviour’ may be a clichéd phrase, yet its relevance in the field of 

teaching and learning is of great significance. Interactions are reciprocal: the behaviour of 

the student influences the behaviour of the teacher and, likewise, the behaviour of the 

teacher influences the behaviour of the student (Bandura, 1977). In addition to promoting 

positive role models for students, self-aware teachers have the ability to change the 

emotional climate of the classroom by conveying a positive mood themselves. There is 

nothing revolutionary in the realisation that mood, just like behaviour, can be infectious; 

hear someone laugh and eventually people will do the same. However, its significance is 

perhaps underplayed. From a physiological perspective, laughter increases the release of 

neurotransmitters such as dopamine and endorphins, which not only generates a positive 

sense of wellbeing but serves to sharpen perceptions and promote a sense of relaxation 

that makes learning both easier and more appealing (Langelier & Connell, 2005). 

Working on the principles of Mood Management, State Changing involves recognising 

negative emotions and making changes through the deliberate selection of a positive 

behaviour. Whilst this not may not be a long-term solution to alleviating distressing 

negative thoughts, research from a physiological basis has shown that the when 

individuals are stressed or angry the Limbic system draws blood and oxygen away from 

the Neocortex, which further reduces the capacity for cognitive reasoning (MacLean, 

1976). In addition, when individuals are in negative emotional states they commonly feel 

tense and tired, which can affect their posture and lead to further physiological down 

shifting. Changing the way that an individual moves, stands or gestures can influence his 

or her mental processing. Emotional states are subject to the inner world of an individual, 

so having a conscious awareness of one’s inner state is central to self-management and 

recognition that emotional projections and behaviours can have a direct impact on the 

responsiveness of others (Langelier & Connell, 2005).  

In the context of classroom practice, the perceived mood of a teacher can have a 

significant bearing on how students engage and behave. Used in an appropriate manner, 

emotional State Changing focuses on conveying a sense of enthusiasm, balancing a 

feeling of excitement with a sense of calm confidence. In cultivating a positive state a 

teacher needs to be consistent and reinforce positive verbal communication with 

appropriate positive, non-verbal behaviours. In his studies, Mehrabian (1971) highlights 

the importance of non-verbal elements of communication as a means of conveying 
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feelings and attitudes, and suggests that tonality and body language can be far more 

powerful than the spoken word. It is also important that teachers are aware of the 

subtleties of language and how the brain processes it. The way in which words are 

interpreted depends largely upon expectations and the use of positive language can 

significantly influence levels of individual stimulation and engagement, thus increasing 

motivation and drive (Parkins, 2002). From personal experience of observing classroom 

practice, there are many times when teachers, in a bid to sympathise with their students, 

will inform them that they find certain topics boring and dull, too, but they have to be 

covered. The impact of such a confession, far from building a mutual understanding, can 

be highly demotivating for students who may question the value of bothering to take an 

interest. This negative perspective may also influence the way that a teacher engages 

with the topic: hence, when the students do not learn, it is the teacher, not the topic, who 

has failed to capture interest. The ability to generate interest lies at the heart of the 

‘desiring’ teacher. According to Parkins (2002), the motivational message behind a 

teacher’s language can greatly influence a student’s engagement and effort in a task.  

During the research trials, participants were asked to reflect on the concept of emotionality 

in teaching and learning and to explore how this might influence behaviour in the 

classroom. In supporting this reflection they were shown two DVD clips of classroom 

practice and asked to evaluate the effectiveness of each teacher’s interaction with his and 

her students. Each clip had both positive and negative aspects and provided the 

opportunity for participants to explore the impact of non-verbal behaviours on students’ 

engagement. As previously discussed, the value of using scenarios in teacher education 

sessions is the opportunity it provides for raising individuals’ awareness of their own 

management approaches. By reflecting on their approaches and comparing them with 

actions of others, they are then able to explore possible alternatives. Given the expressed 

difficulties which some teachers have in translating curriculum theory to practice, it is 

essential that they are given opportunities to craft their own approaches by, ‘using their 

inventive minds’ (James, 1899: 7-8).  

Creating Positive Associations  

There have been many discussions about the importance of creating a positive classroom 

environment in the context of effective teaching and learning (Muijs & Reynolds; 2001). 

Whilst there are tendencies to think of this in a purely physical way in terms of how the 

classroom is organised and resourced, the environment is significantly influenced by the 

emotional climate created by the teacher. Whilst presented here as a tool, positive 

associations are actually a collection of practical approaches to promote a more focused 
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learning environment and build rapport. Commonly unconsciously constructed by 

individuals, associations are usually of a sensory origin and act as a trigger that evokes a 

certain personal memory or experience. How students are welcomed when they enter the 

classroom may have a significant influence on how they perceive the session; a warm 

welcome with a consistent pattern of positive behaviour can do a great deal to secure an 

individual’s positive association with the class and the teacher.  

Introducing planned activities with interest and a degree of intrigue actually raises 

students’ levels of adrenaline and anticipation, so making them more ready to learn. It 

comes as no surprise that the most engaging teachers use a range of stimulating learning 

strategies that secures student interest and creates a positive association for learning. 

Providing students with opportunities to provide meaningful links in their learning is not 

just about cognitively constructing information. It is also concerned with making emotional 

connections. If students are given the opportunity to laugh, feel excitement and achieve 

mastery, they will make positive associations.  

During the CBT trials, individuals were asked to engage in a simple visualisation activity in 

which they reflected on a pleasant memory and took in turns to discuss their images with 

a colleague. During the activity individuals were encouraged to focus on their sensory 

experiences and think about the colours of their pictures, the sounds they could hear and 

smells and any tactile sensations they observed. The purpose of the activity was to 

illustrate that sensory information is essentially emotional and that creating positive 

associations can influence a positive mood.  

Visualisation 

For a teacher who is struggling to teach a challenging group of students, visualisation 

techniques can be useful for constructing a different way of exploring a scenario. 

Numerous studies show that cognitive simulations whereby people visualise themselves 

carrying out tasks successfully can have a positive impact on their subsequent 

performance (Bandura, 1989; Ericsson et al., 1993). The re-scripting of images is 

common in CBT and has been found to be particularly useful for treating disorders where 

intrusive images and memories are common (Barsalou, 2003; Day et al., 2004). If the 

initial picture is about something going wrong it can make someone anxious, so instead 

they are asked to consciously visualise it going well. Although it is important to recognise 

the negative possibilities of an action, there are many times when dwelling upon those 

possibilities is counter-productive, hence visualisations should be positively focused and, 

at best, optimistic.  
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During the trials individuals were asked to identify actual or anticipated challenges and to 

work with partners to create positive visualisations. Deciding to visualise a positive 

outcome can help instil positive emotions more strongly than negative ones.  

Imagination  

Supporting teachers to manage challenges involves providing structured opportunities for 

them to reflect on their development and to construct desired possibilities. Whilst reflection 

is considered central to teaching, it is often conceived as a way of looking back to improve 

rather than looking forward (Liston & Zeichner, 1990). Certainly, reflecting back on an 

event or an experience can lead to change, yet it is limited to reviewing an actual practical 

experience. According to Conway (2001), anticipatory or prospective reflection can be 

more valuable as it enables teachers to look ahead and consider their future practice. By 

engaging in this type of reflection, teachers are using their imagination to explore tensions 

and ideals and, as a result, are actively involved in the development of their current and 

future professional identity. In supporting his comments about the importance of 

imagination in teaching, Conway draws upon Bruner (1966) and questions why, in an 

educational context in which constructivism is so valued, is there not more emphasis 

placed on new teachers’ constructions of their future practice (Conway, 2001: 104). He 

states that if teacher education is to be meaningful and support new teachers’ 

development, it must acknowledge that they are ‘persons with history but also persons 

with possibility’  Wenger (1998:272-273) considers imagination as central to forming the 

self-identity of individuals working within communities of practice, because it increases the 

number of lenses through which individuals see themselves: ‘Looking at ourselves and 

our situations with new eyes… taking a distance and seeing the obvious anew… being 

aware of the multiple ways we interpret our lives’. 

Being able to imagine future practice is an important step in the development of a 

teacher’s professional identity because it encourages exploration of desired possibility and 

develops a sense of moving thoughts beyond the actual towards the future. Through day-

dreaming, imagining and reflecting on past experiences, one is able to explore and find 

solutions to identified problems creatively. However, one only learns and progresses 

through this process of internal exchange if it focuses on change and compares the 

consequences of particular actions. For example, ‘A is a problem: how can I solve A? 

Well, I have tried B before and that didn’t quite work, but what about C? If I try C, there 

could be a problem? What is the problem?’ Therefore, the extent to which internal self-

dialogues impact on an individual’s actions and outcomes depends on personal concerns 

and degree of commitment to see change through to the stages of final completion. 
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Support for the use of imagination in teacher education is not new. Indeed, Dewey in 1933 

asserted that:  

There is no integration of character or mind unless there is a fusion of the 

intellectual and the emotional, of meaning and value, of fact and imaginative 

running beyond fact into the realm of desired possibilities. (Dewey, 1933: 278) 

Although imagination offers a wealth of opportunity for exploring actions and identities, it 

needs to be accompanied by some form of critical analysis to guard against unconscious 

adoption of misleading beliefs and assumptions (Eisner, 1979). The visualisation 

techniques used in CBT necessitate the use of imagination and involve both past and 

forward reflection as individuals revisit and reframe negative experiences or events. The 

value of imagination is the opportunity it provides for working through anticipated concerns 

in a controlled manner, whilst envisioning positive future strategies. Incorporating 

imagination activities into teacher education has the potential to bridge the gap between 

teachers’ lives as students and their lives as teachers (Egan, 1990). By raising individuals’ 

consciousness about the development of their professional identities, one can help to 

strengthen their connection with teaching and alleviate some of the frustrations and 

anxieties associated with the first few years of their careers.  

When reflecting on the skills and attributes of effective teachers, it is possible to suggest 

that, taken collectively, CBT strategies may provide a platform for developing the 

resilience, resourcefulness and innovation required for teaching in the twenty-first century.  

Resilience 

In the context of teaching, resilience is considered fundamental to managing pressures 

and uncertainties (Bandura, 1977; Gibbs, 2000). Reframing techniques focus on achieving 

a more objective appraisal of events and avoid viewing situations as insurmountable 

problems or future catastrophes. They can support individuals to keep things in 

perspective by looking at them in a balanced way. They will also become more accepting 

that certain situations are outside of their control and more realistic about the goals which 

they set for themselves. Individuals can also be supported to develop greater resilience 

through positive association techniques such as visualisation and imagination. By 

rehearsing positive responses to potentially challenging situations, individuals can 

become more confident in their ability to manage difficulties. Through practice and 

achievement, the tendency to think negatively is replaced by optimism. 
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Resourcefulness 

Resourcefulness generally refers to an individual’s ability to be self-reliant, creative and 

imaginative (Gibbs, 2000; Claxton, 2007). CBT strategies work to challenge negative self-

defeating thoughts so that individuals can nurture a positive self-image and develop 

confidence in their ability to solve problems, hence developing their skills of 

resourcefulness. By feeling in control of events individuals are more likely to take decisive 

action to improve a situation, rather than simply avoiding it. They will also be more likely to 

look for opportunities for personal growth by trying to find positive or constructive meaning 

in events. When individuals are burdened by negative thoughts it is difficult to think 

creatively. Again, positive association tools such as imagination provide opportunities to 

trial responses and ideas in a controlled way and quite literally to enable people to ‘think 

outside of the box’. One might suggest that such an activity constitutes an additional form 

of reflective practice, in which individuals engage in reflection for practice. By reflecting 

back on action to earlier ‘in action’ reflections, one can look forward and anticipate 

difficulties and plan actions (Conway, 2001).  

Innovation 

Resourcefulness is central to innovation and creativity and it is only when individuals 

become confident with the main components of their practice that they are able to be 

more inventive and experimental in their approaches (Gibbs, 2000). Teaching is not 

simply the transmission of knowledge, values or skills; it is the recognition and 

arrangement of conditions that are instrumental to learning. As discussed in Chapter 4, 

teaching is often described as both a science and an art. According to Dewey (1933), 

artistry in teaching is achieved through reflection in action where teachers pay close 

attention to how students are reacting to the lesson as it is unfolding. By using the tools of 

Mood Management, teachers can become more alert to the emotional climate of the 

classroom and respond effectively (Burris, 2005).  

In conclusion, the principles and practices of CBT, whilst undoubtedly therapeutic, offer a 

series of practical strategies that seek to raise self-awareness and encourage teachers to 

focus on their thinking as they teach. It is suggested that, in a climate characterised by 

change and uncertainty, the only things that teachers can truly control are themselves. 

Through active reflection and repeated reappraisals of personal experiences, individuals 

become proactive in pursuing different ways so that they can positively embrace change. 

Hence, rather than pandering to an unhealthy obsession with self, CBT strategies focus 

on developing critical reasoning to facilitate self-reflection and encourage meta-cognitive 

awareness elucidating deeper levels of thinking about self and practice as it occurs 
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(Schunk, 1986; Gibbs, 2000). If teachers are to develop a disposition for learning within 

their students and equip them with the necessary critical skills for life in the twenty-first 

century, then they must also possess them (Claxton, 2007). CBT strategies in the context 

of this research are tools for the teacher, but go beyond this. They comprise a philosophy 

and a framework for living. 

The next chapter reports on data collected during the research trials and evaluates the 

effectiveness of the CBT toolkit for supporting new and beginning FE teachers to manage 

the complexities of their roles. 



 

Chapter 8 Results and Data Analysis 

This chapter reports on the findings of the action-based element of this investigation and 

discusses the stages involved in data analysis and evaluation. As explained in Chapter 6, 

data was gathered from multiple methods including questionnaires, a research diary, 

interviews, lesson observations and post-observation interviews. By collecting data from a 

range of different sources it was possible to cross-validate findings at regular intervals and 

explore whether major patterns or themes were emerging. This was considered essential 

for providing what Lacey (1976) describes as an escalation of insights, in which each 

aspect of data serves to progress and validate areas of focus. In order to achieve this 

escalation it was pertinent to establish a framework for data analysis.  

Data Analysis  

The most common method for analysing qualitative data is content coding. Data 

transcripts are studied, key words and phrases identified and then grouped into categories 

of meaning and assigned descriptive codes (Miles & Huberman, 1994: 56). During the 

initial stages of coding researchers are commonly concerned with looking for convergence 

and working out what aspects of the data fits together. Once similarities have been 

identified, researchers return to the data to explore any divergence in responses (Lincoln 

& Guba, 1985).  

There are various different methods for coding data, yet most research publications 

suggest that the selected approach hinges on whether the analysis is driven by concepts 

or data (Patton, 2002; Gibbs, 2007). Concept-driven codes are commonly based on the 

researcher’s preconceptions of the study, which has been informed by literature reviews, 

personal ideas and from topics included in interview and observation schedules (Gibbs, 

2007). Data-driven codes, on the other hand, require researchers to focus on analysing 

data with an open mind and try to tease out meaning from information as it is presented 

(Kidder & Fine, 1987). Whilst these approaches are often discussed separately, according 

to Gibbs (2007: 46) it is not uncommon for researchers to ‘move backwards and forwards 

between both sources of inspiration during their analysis’. In the context of this 

investigation, both approaches were used as there was an interest in testing existing 

theories and ideas, whilst at the same time discovering new information to further inform 

and create theory. As shown in Figure 2 (Chapter 7), initial research ideas were based on 

personal experience as a nurse therapist and teacher educator. These ideas were next 

developed by analysing published literature and led to the generation of core research 

questions. These activities represent the first stage in concept coding in which ideas 
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formed the basis for the selection of data collection methods and the design of research 

questions. Whilst predetermined ideas were used to drive the research, there was a clear 

focus on discovering new information and using this to inform and develop future practice, 

hence data coding approaches were used to explore emerging themes from open 

questionnaire responses, reflective diary entries, interview transcripts and observation 

notes.  

When devising coding approaches, one needs to give careful consideration to what needs 

to be coded and why, in order to ensure that analytical approaches generate appropriate 

data (Gibbs, 2007). Given the focus of this research the aim of coding was to understand 

the meanings that participants ascribed to particular things and interpret how their 

underlying beliefs, values and assumptions influenced and guided their actions. There 

was also interest in analysing how participants constructed their experiences and 

exploring how their associated feelings affected their relationships with students.  

There are numerous methods for coding text-based information and just as many terms to 

describe the process (Denzin & Lincoln, 1995; Patton, 2002; Gibbs, 2007). However, despite 

these variations most published guidelines focus on three main stages in data analysis:  

Stage 1–Initial coding of key words and phrases  

Stage 2–The clustering of these words and phrases into meaningful categories 

Stage 3–The use of cluster groups to identify emerging themes and develop descriptive 

codes. 

The coding approaches taken to analyse data in the context of this research will be 

discussed in detail at relevant points in this chapter. To guide the reader, information is 

organised into the following sections that report on data in order of collection and explain 

how the finding from each method were used to inform and advance further research 

approaches.  

Section 1–Teachers’ Perception Questionnaire results 

Section 2–Reflective Data collected during the CBT trials 

Section 3–Evaluation of the CBT toolkit questionnaire  

Section 4–Semi-structured interviews results.  

Section 5–Non-participant lesson observation results 

Section 6–Post-observation interview results  
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Section One: Teachers’ Perception Questionnaire results and data analysis 

Prior to collating responses, all returned questionnaires were visually checked to ensure 

that all questions had been answered and that there was uniformity in the ways that 

respondents had followed instructions and interpreted the questions. Following this initial 

check the questionnaire responses were manually recorded using tally charts. As the 

majority of questions were closed-ended, it was possible to establish answer categories 

and numerically pre-code them prior to circulating the questionnaires and then to enter 

collected data into a prepared database. For example, Male=1; Female=2 (See Appendix 

3).  

The final two questions were open-ended and in this case the coding frame was 

developed after responses had been gathered. By reading textual responses to these 

questions it was possible to identify a number of key words and phrases of interest to the 

investigation (Strauss, 1987). These words were highlighted manually and initially coded 

using a label. Following the initial coding of questionnaires, responses were reviewed 

again to investigate areas of similarity and difference. Areas of similarity were then 

grouped into categories reviewed again to look for sub-categories and then general 

coding themes were applied.  

The Teachers’ Perception Questionnaire was circulated to 43 trainee teachers and yielded 

a return rate of 31.  

Questionnaire Results  

The age profile of respondents, shown in Figure 6, is largely representative of the FE 

teaching sector, which commonly includes a more mature cohort of teachers. As 

explained in Chapter 2, unlike the compulsory education sector where teachers often 

enter the profession after completing their university education, those joining the post-

compulsory sector often do so after having spent a significant period of time in vocational 

employment. According to the Further Education and Skills Sector Report (2011), the 

mean average age of teachers working in FE is 44 years of age, with only 6.3 per cent of 

staff under the age of 25.  
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Figure 6: Age profile of respondents 

 

Research into the impact of teachers’ age in relation to classroom management 

approaches draws mixed responses. According to some, older teachers are likely to more 

interventionist in their classroom management approaches and less tolerant of 

challenging behaviour than younger teachers (Martin & Shoho, 2000). Others, such as 

Gibbs (2000), suggest that, after training, younger teachers often become more controlling 

and conservative in their approaches to teaching and classroom. Despite these 

differences of opinion, it was considered useful to include this question as means of 

exploring potential relationships in responses. 

Gender Profile  

Of the respondents who participated, 15 were male and 16 were female. There have been 

a number of studies investigating the differences between male and female teachers’ 

approaches to classroom management (Martin & Yin, 1997; Drudy et al., 2005). Whilst 

some researchers suggest a clear relationship, others claim that effects are negligible. In 

some research studies, female teachers are considered to be less controlling and more 

accepting of challenging student behaviour than their male counterparts (Martin & Yin, 

1997). They are also reported to be more sensitive to students’ emotions and attempt to 

manage challenges through negotiation with students (Drudy et al., 2005). Again, despite 

these inconsistencies this was considered a potentially useful source of data. As shown in 

Figure 7, just over half of the sample had been teaching for between one and two years, 

in accordance with the time that they commenced teacher training. As discussed in 

Chapter 2, FE teachers were not required to complete mandatory training until 2001, and 

this explains why a significant proportion of the sample (n=15) have a variable range of 

teaching experience which spans from three to over twelve years. 
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Figure 7: Length of time teaching  

 

There is some debate over the significance of teaching experience in relation to 

classroom management approaches. According to Martin and Baldwin (1993), 

experienced teachers are more likely to be controlling in the classroom. Alternately, Laut 

(1999) suggests that it is novice teachers rather than those with many years of experience 

who are more likely to be controlling in their approach. It may be assumed that individuals 

who have been teaching for a number of years are more confident and resilient in 

classroom management. However, as with all things, more experience does not 

necessarily mean improvement and from personal experience it can mean that some 

individuals become less flexible and continue to operate in a particular way even when, in 

practice, it is less productive (Gibbs, 2000).  

Job Satisfaction  

The next statement sought to explore teachers’ level of job satisfaction. Job satisfaction is 

a  key indicator of teachers’ levels of motivation, resilience and self-efficacy, which is a 

key of interest in this research (Gibbs, 2000). Low levels of job satisfaction are often cited 

as a contributory cause of occupational stress and in relation to teaching is commonly 

considered to impair individuals’ relationships with students because if reduces their 

motivation and enthusiasm (Hakanen et al., 2006) and increases the length of time they 

are likely to be absent from work (Ingersoll, 2001).  
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Figure 8: I enjoy my job very much 

 

As shown in Figure 8, the majority of the sample agreed that they enjoyed their job, which 

appears in contrast with published reports that suggest that many teachers are 

dissatisfied and de-motivated in their roles (Kyriacou, 2001). The reasons for this disparity 

are unclear, yet it could be suggested that this group of participants is not representative 

of new teachers, or that teachers in this sample are reluctant to admit that they do not 

enjoy their job.  

Expectations of Teaching 

When analysing responses, the results from the statement about job satisfaction were 

compared with responses to the next statement, which asked respondents how their job 

compared with their original expectations. As noted in a number of studies (Wallace, 

2002; Butcher, 2003; McNally et al., 2005), new teachers entering FE often have 

expectations that students will be more compliant and motivated than they are, hence for 

some their job may not be as originally expected. As shown in Figure 9, there was a high 

level of agreement from participants (n=23) yet, interestingly, this did not mirror the 

number who reported to enjoy their job (n=28). The reasons for this disparity are unclear 

yet it could be suggested that, rather than expecting the job to be better, individuals 

consider it to be an accurate reflection of what they expected. However, even if some of 

these respondents have not experienced what they expected, this does not appear to 

influence their level of job satisfaction reported previously. Whilst this statement does not 

link directly to job satisfaction, it may be assumed that if a job is better than expected 

individuals may be more likely to feel more positive about their positions.  
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Figure 9: The job is better than I expected it to be  

 

Confidence in Teaching  

The next question sought to explore teachers’ levels of confidence in their ability as 

teachers. As shown in Figure 10, the majority (n=21) stated that they often questioned 

their ability as teachers. One might expect some teachers in training to question their 

ability in the early stages of teaching, yet it was interesting that so many agreed with the 

statement.  

Figure 10: I often question my ability as a teacher 

 

Uncertainty about one’s ability can be influenced by individual levels of self-confidence 

and has an impact of self-efficacy. Hence, it could be suggested that teachers who 

question their ability are either uncertain of their roles or have experienced situations in 

which their practice has in some way been challenged. 
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Relationships with Colleagues  

The next statement aimed to explore participants’ relationships with their colleagues.  

Relationships with colleagues are of particular significance when exploring teacher levels 

of satisfaction and confidence. According to Bernard (2004), teachers enhance their 

resilience to their job by fostering positive relationships with colleagues who understand 

the trials and tribulations of teaching and who can offer a range of different of options for 

dealing with a variety of teaching situations. As shown in Figure 11, the majority of 

respondents reported favourable relationships with those they worked with.  

Figure 11: I do not get on well with colleagues 

 

It might be suggested that there would be a positive correlation between teachers’ 

relationships with colleagues and their perceptions of support. However as shown in 

Figure 12, whilst the majority of the sample considered that they were effectively 

supported, almost one third of participants (n=9) did not consider that they received 

appropriate support. The reasons for this variation may relate to expectations of formal 

support. Induction programmes and mentoring have become more common within FE in 

recent years yet provision, according to some, is inconsistent and their success depends 

on the skills and knowledge of the mentor (Neschler et al., 2010). Furthermore, although 

colleagues may provide ideas, individuals may not consider these particularly useful or 

relevant to their situations. Perceptions of support play a key role in how teachers develop 

confidence in their practice; according to Neschler et al. (2010d), these can have a 

notable impact on levels of teachers’ self-efficacy.  
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Figure 12: I feel that I receive appropriate support of do my job 

 

The next statement focused on participants’ experiences of workload pressure and sought 

to compare these with those published in a number of research surveys. According to 

such studies, increasing workloads are often cited as a significant cause of teachers 

stress and lack of motivation. In their survey of teacher stress, the Teacher Support Line 

(2010) reported that 56 per cent of respondents indicated that workload was one of the 

highest de-motivating factors in their job. 

Figure 13: I find my workload unmanageable 

 

Interestingly, the majority of respondents (n=21), as shown in Figure 13, did not report 

experiencing unmanageable pressures. One might suggest that those in this sample 

group are not necessarily representative of other FE teachers. However, it is pertinent to 

note that many of the published surveys are self-selecting and it is possible that those 
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who consider themselves to be under pressure or stressed would be more likely to 

respond to such surveys than those who do not, therefore results may be skewed. For 

new teachers, workload pressure can seem immense as they try to adjust to their new 

roles and spend hours planning sessions and marking outside of their contractual hours 

(Avis & Bathmaker, 2007). However whilst workload pressures may be high, not all 

individuals will necessarily perceive it as unmanageable. According to Bandura (2000), 

individuals who have high levels of self-efficacy are more confident in their ability and 

more adept at developing positive strategies to managing work associated pressures.  

It was interesting to note from further analysis of questionnaires that those respondents 

who reported that their workloads were unmanageable also expressed that they lacked 

the necessary support to do their job (Figure 12). However, neither of these factors 

appears to have any significant impact on reported levels of job satisfaction (Figure 8), as 

one might have expected. Whilst the reasons for this are unclear it could be suggested, as 

posited by Bandura (2000), that individuals with high levels of self-efficacy are more 

confident and resilient in the face of challenge, which may explain the reasons for the 

seeming inconsistency.  

The next question sought to explore a possible relationship between the level of students 

that teachers taught and the number of challenging incidents they experienced. According 

to research studies, lower ability students are more likely to be disillusioned with school, 

have limited ambitions and hence more likely to engage in off ask behaviour in the 

classroom (Ofsted, 2005). Consequently, it might be assumed that those teachers who 

predominantly work with Pre-Entry, Entry, Level 1 or Level 2 students would report a 

higher number of challenges than those who teach students of Level 3 or above. In order 

to support the reader’s understanding of the course levels, Figure 14 provides a 

comparison of their equivalents, as advised in the National Qualifications Framework 

(2012). 

Figure 14: National Qualifications (2012) 

Course Levels Academic Equivalents  

Pre-Entry Below GCSE profile 

Entry Below GCSE Grade G  

Level 1 GCSE Grade D-G 

Level 2 GCSE Grade A-C 

Level 3 A levels and Access courses 

Level 4  Certificates of Higher Education and Foundation Degrees 
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As shown in Figure 15, the sample group collectively taught on most programme levels 

apart from Pre-Entry Level, and the majority taught on programmes of Level 2 and above. 

Figure 15: Level of students taught 

 

In order to examine the extent of behavioural challenges amongst the sample group 

participants were asked how many times they experienced challenging behaviour during 

the average working week. As shown in Figure 16, the majority of respondents 

experienced less than three incidents of challenging behaviour per week and a significant 

number (n=8) reported that they did not encounter any challenges. This appears in 

marked contrast to the results published by the Association of Teacher and Lectures 

(2012), which estimates that teachers experience some kind of verbal or physical assault 

every seven minutes. In exploring the reasons for the low levels of challenges reported it 

is possible to suggest that individual perceptions of challenge may be different in other 

cohorts of trainee teachers.  

Figure 16: Experienced instances of challenging behaviour per week 
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Whilst a definition of challenging behaviour was included in the questionnaire to clarify the 

area of focus, it is evident that individuals’ expectations can have a significant impact on 

ways in which they perceive challenge (McNally et al., 2005; Haydn, 2007). In addition, it 

is possible that some participants may be reluctant to report high levels of challenging 

behaviour because they may be concerned that it reflects their lack of ability to manage 

the classroom (Burris, 2005). 

When comparing these responses to the question about the level of students taught, it 

was interesting to note that those who reported the highest incidence of challenge are 

those who taught students studying at Level 3 or above. This is in contrast to published 

research suggesting that lower-level ability students are more likely to be challenging 

because they lack emotional maturity and academic ability (Ofsted, 2005). The reasons 

for this are not clear, yet it could be suggested that teachers who work predominantly with 

lower academic ability groups become more tolerant to certain behaviours because they 

are anticipated, and are therefore less likely to consider low-level disruptions such as 

talking or being reluctant to engage in sessions as challenging. In addition, as noted by 

Denzin and Lincoln (1995), asking individuals to reflect on past events always has the 

potential for lowering the accuracy of responses, as recall can be influenced by a number 

of different factors such as how one feels on the day of being asked.  

The next section reports on data from Likert-scale statements, grouped according to the 

three domains identified in Bandura’s (1977) self-efficacy model, which focuses on 

cognitive, emotional and behavioural perspectives.  

Cognitive Self-Efficacy  

The first statement aims to explore respondents’ levels of self-efficacy by assessing their 

levels of determination and resilience in the management of challenging behaviour. As 

highlighted in Chapter 4, resilience is considered to a main attribute of effective teachers 

(Gibbs, 2000).  
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Figure 17: If students are determined to be challenging, there is little anyone can do 

about it 

 

As shown in Figure 17, the majority of respondents (n=27) did not concur with the 

statement, suggesting that they believe that they have the ability to influence student 

behaviour. According to Gibbs (2000), teachers who have higher levels of self-efficacy are 

more likely to be positive in their thinking and more likely to exert effort to overcome 

obstacles than those with lower levels of efficacy. If teachers believe that situations are 

outside of their control or influence, they are less likely to attempt to exert influence, 

believing any effort to be pointless (Tschannen-Moran & Woolfolk Hoy, 2001).  

The next statement sought to explore to what extent participants concurred with the findings 

of other reports and surveys which suggest that challenging student behaviour is a result of 

poor upbringing (Ofsted, 2005; Association of Teachers and Lecturers, 2011)  

Figure 18: I believe that challenging behaviour is a result of poor upbringing 

 

If students are determined to be challenging there is 

little anyone can do about it

0
1
2
3
4
5
6
7
8
9

10
11
12
13
14
15
16

Strongly Agree Agree Disagree Strongly

Disagree

Levels of Agreement

N
u

m
b

e
rs

 o
f 

R
e
s
p

o
n

d
e
n

ts

I believe that challenging behaviour is a result of poor 

upbringing 

0
1
2
3
4
5
6
7
8
9

10
11
12
13
14
15

Strongly Agree Agree Disagree Strongly

Disagree

Levels of Agreement

N
u

m
b

e
rs

 o
f 

R
e
s
p

o
n

d
e
n

ts



130 

As discussed in Chapter 2, the reasons for challenging behaviour are wide ranging yet, 

according to Ofsted’s review (2005), a number of the students who present with 

behavioural problems at school are frequently from fragmented or troubled families where 

there is an absence of positive parental role models and poor emotional health. As shown 

in Figure 18, participants were almost evenly divided in their views with only a slightly 

higher proportion (n=16) agreeing with the statement than disagreeing. These findings, 

whilst lower than those reported by the Association of Teachers and Lecturers survey 

(ATL, 2012), suggest that a significant proportion of teachers believe that low-level 

disruptions in the classroom are a direct result of a poor parenting. The ATL reported that 

of 814 teachers who responded to their poll, 73 per cent cited poor parental role models 

as the main reason for lack of student respect and failure to comply with rules. If teachers 

consider the cause of challenging behaviour to be outside of their control, in this case the 

students’ upbringing, they are less likely to take positive action and are more likely to be 

reactive in their classroom management approaches. According to Gibbs (2000), this 

perceived lack of influence becomes greater when other aspects of teachers’ lives 

represent challenges which they find difficult to control.  

From a humanist perspective, challenging behaviour in the classroom often occurs when 

students feel misunderstood and undervalued (Rogers, 1990). Hence, to avert such 

behaviour, teachers need to show interest in their students and take time to listen to them. 

The next statement explores to what extent participants concur with this perspective.  

Figure 19: I believe a key feature of improving student behaviour is listening to 

them 

 

The level of agreement in relation to this question is perhaps not surprising, given the 

humanist focus of teacher training and the emphasis placed on understanding students’ 
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perspectives. Teachers who hold such beliefs are likely to be more tolerant of 

understanding the reasons for students’ behaviour and, as a result, more likely to take 

proactive measures to manage it (Burris, 2005). 

The next statement sought to explore teachers’ levels of determination in managing 

challenges. As shown in Figure 20, all respondents stated that they were determined to 

help students to learn, even when they did not seem to want to. Since reluctance to 

engage in learning may be considered a form of challenging behaviour, it is interesting to 

note that the same respondents (n=4) who had previously agreed that there was little they 

could do if students were determined to be challenging now expressed determination to 

engage students in learning. The reasons for this inconsistency is not clear, yet it could be 

suggested that these individuals might consider the cause of a student’s reluctance to 

learn to be attributable to a range of personal factors rather than as defiance, which may 

be implied by the word ‘challenging’.  

Figure 20: I am determined to help students to learn even when they do not seem to 

want to 

 

Reflecting on responses to cognitively based statements, it appears that the majority of 

participants believe they are able to influence students and their learning. Whilst 

responses to the statement about the influence of student upbringing on behaviour 

suggest that some teachers perceive the causes of challenging behaviour to be external 

to their control, this does not appear to influence their reported levels of resilience. As 

discussed in Chapter 4, teachers who have high levels of self-efficacy are more likely to 

be persistent in challenging situations and determined to support even the most reluctant 

to learn (Tschannen-Moran & Woolfolk Hoy, 2001). It is also possible, however, that these 
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teachers may not wish to report an inability to manage such challenges, because the 

expectation is that they should (Burris, 2005). 

Emotional Self-Efficacy 

The next section of the Likert-scale section reports responses to emotional self-efficacy 

statements. Reflecting on previous discussions about emotional regulation in Chapter 4, it 

is clear that teachers experience both positive and negative emotions and many may 

experience difficulties in positively regulating their emotions in the classroom (Sutton, 

2004). Published studies also suggest that teachers who suppress negative emotions are 

less resilient to pressure and more likely to consider events unmanageable because they 

are outside of their control (Gibbs, 2000; Howard & Johnson, 2004; Penrose et al., 2007). 

From a CBT perspective, individuals are more likely to experience negative feelings when 

they assume that others are deliberately seeking to undermine them (Ellis, 1977). The 

next statement sought to explore how teachers respond to student criticisms.  

As illustrated in Figure 21, the majority of respondents stated that they did not take 

students’ criticisms personally. Being objective and able to distance oneself from student 

challenges is not always easy, yet is considered to be an essential aspect of effective 

behaviour management. If teachers perceive students’ comments and behaviours to be 

undermining, they may find it difficult to maintain professional relationships and may feel 

the need to retaliate for perceived wrongdoings (Chuah & Jakubowicz, 1999). 

Figure 21: I do not take student criticisms personally 

 

Continuing on the theme of emotional regulation the next statement aimed to explore 

teachers’ perceptions of emotional control in the classroom. From a CBT perspective, 

individuals who are able to effectively manage their emotions in the face of challenge are 
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more aware of personal pressure points and use positive strategies to manage their 

emotional reactions (Langlier & Connell, 2005).  

As shown in Figure 22, the majority agreed with this statement yet almost a third of 

respondents (n=10) reported that they did not always feel in control of their emotions in 

the classroom. Individuals who do not feel in control of their emotions are more likely to be 

reactive in their responses and often experience high levels of anxiety and frustration 

when challenged (Chuah & Jakubowicz, 1999). 

Figure 22: I always feel in control of my emotions in the classroom 

 

Emotional regulation is central to self-efficacy and is a key component of emotional 

intelligence. Whilst it may be assumed that teachers will intuitively have such skills, it is 

evident from both these findings and those of published research that this is not 

necessarily the case (Sutton & Wheatley; 2003; Howard & Johnson, 2004; Weare, 2004; 

Atkins & Stough, 2005; Humphrey et al., 2011). In a number of studies teachers have 

reported feeling angry when students misbehave, violate rules and are disinterested in 

learning (Emmer, 1994; Hargreaves, 2000; Reyna & Weiner, 2001; Erb, 2002; Sutton; 

2004). Hence the next statement sought to investigate how far these findings could be 

applied to teachers in this sample.  

  

I always feel in control of my emotions in the 

classroom

01
2
34
56
7
89

1011
1213141516
171819

Strongly Agree Agree Disagree Strongly

Disagree

Levels of Agreement

N
u

m
b

e
rs

 o
f 

R
e
s
p

o
n

d
e
n

ts



134 

Figure 23: I feel angry when students do not pay attention 

 

As shown in Figure 23, the majority of the sample agreed that they felt angry when 

students did not pay attention to them. Managing anger is central to emotional regulation 

and whilst it may seem natural for individuals to feel frustrated when others do not listen to 

them, in an educational context it is imperative that teachers are able to use strategies to 

avert such frustrations in front of their students. As there was not a follow-up question 

asking how teachers commonly reacted to inattentive students, it is not possible to 

suggest that they displayed angry behaviour. As previously discussed, when individuals 

feel angry or frustrated they are more likely to make snap assumptions about the 

behaviour of others and will use reactive strategies to regain control (Chuah & 

Jakubowicz, 1999).  

The next statement sought to investigate how far teachers considered themselves to be in 

control of their working day. 

Figure 24: I am just pleased to get through the day without challenging incidents. 
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As shown in Figure 24, the majority of respondents reported that they felt in control yet 

almost one third (n=10) of respondents stated that they did not feel in control. Whilst 

teachers may not be able to control all of the events in the course of their day-to-day 

practice, their perception of internal control is an important factor in self-confidence. 

According to Gibbs (2000), a perceived lack of control is a significant factor in low self-

efficacy and can lead to individuals feeling despondent and less inclined to make 

proactive decisions to act. 

When comparing responses from emotionally based statements it is possible to identify a 

general relationship between those who reported taking students criticisms personally and 

those who stated that they did not always feel in control of their emotions in the 

classroom. The same respondents also agreed that they felt angry when students did not 

pay attention to them and were just pleased to get through the day without challenges. 

When taken collectively these responses suggest that individuals may experience 

difficulties in positively regulating their emotions and are more likely to suppress negative 

feelings when confronted with challenges (Gibbs, 2000; Howard & Johnson, 2004; Sutton, 

2004; Penrose et al., 2007).  

Interestingly, whilst the majority of respondents (n=24) stated that did not take students 

criticisms personally and reported feeling in control of their emotions in the classroom, the 

majority (n=21) reported to feeling angry when students did not listen to them. The 

reasons for this are unclear, yet it could be suggested that those individuals reporting 

feeling angry may believe that they are able to control this in the classroom. Whilst this 

represents a form of emotional regulation, mere suppression of anger does not 

necessarily mean that others do not detect it in the teacher’s behaviour. In addition, over 

time the suppression of anger can have a negative impact on levels of self-confidence and 

impair relationships with others (Gibbs, 2000). Such findings appear to mirror many of the 

discussions in Chapter 4 and suggest that, rather than being largely cognitively situated, 

teaching is an emotionally charged activity (Sutton, 2005).  

Behavioural Self-Efficacy 

The following set of results relate to the actions that teachers believe they take in 

promoting effective classroom management. As shown in Figure 25, most respondents 

agreed that they took time to get to know their students whilst a small number stated that 

that they did not.  
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Figure 25: I take time to get to know my students well 

 

Getting to know students and learning something about them is considered pivotal to 

building rapport (Rogers, 1995) and its importance is highlighted in many behaviour 

management text books and teacher education programmes. However, from personal 

experience of classroom observations it is surprising how many teachers do not even 

know their students’ names. During discussion about this particular topic during the CBT 

trials, a few of the respondents stated that, due to the nature of their programmes, they 

often only taught students for one day and as a result did not have the time to learn 

names.  

Supporting new and beginning teachers to plan for learning is a key component of teacher 

education programmes and is regularly assessed during teaching practice observations. 

However, it can often be difficult for teachers to maintain levels of motivation for planning 

and classroom preparation if they are regularly confronted by students who are 

disengaged or who appear resistive to learning (Gibbs, 2000; Sutton & Wheatley, 2003).  

Subsequently this next statement sought to explore to what extent the anticipation of 

challenging behaviour might influence respondents’ approaches to planning. As shown in 

Figure 26, the majority of respondents (n=29) indicated that they would continue to invest 

time in planning even if they anticipated student misbehaviour.  
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Figure 26: I do not invest time in planning when I know students will misbehave  

 

According to Bandura’s (1977) theory, such responses suggest high levels of behavioural 

self-efficacy and determination. A high level of self-efficacy in the behavioural aspect 

means that individuals are more likely to affect change because they adopt positive 

approaches to address challenges, and in this case plan for learning despite difficulties.  

Teacher education programmes highlight the importance of reviewing student perceptions 

to aid reflective practice, yet it can be challenging for some teachers to hear potentially 

negative views from their students. Understanding students’ perspectives of their learning 

experience is central to raising teachers’ awareness of their practice and informing future 

teaching approaches (Brookfield, 1995), hence the next statement was designed to 

explore to what extent teachers discussed their lessons with their students. From a 

personal perspective, many student evaluations that teachers ask students to complete 

are neatly filed in their folders but do not really seem to have any noticeable impact on 

their practice. It is evident that not all students will respond in a productive way to 

discussions about learning and some may be negative about everything, yet many will 

consider their lessons in a balanced way.  

As highlighted in Figure 27, most of the respondents (n=27) agreed that they often 

consulted students about their lessons, with only a few (n=4) stating that they did not. 

Whilst this suggests that teachers are proactive in seeking students’ views, it does depend 

on how the information they gather is used. 
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Figure 27: I often ask students' views about my lesson 

 

Given the findings of published reports, the final statement sought to explore to what 

extent respondents were influenced by the negative behaviour of their colleagues. The 

effects of others’ behaviour are particularly important for new and beginning teachers, who 

may be influenced by veteran teachers and guided by their approaches (DePaul, 2000). 

Figure 28: I find the negativity of my colleagues rubs off on me 

 

As illustrated in Figure 28, whilst most of the sample did not consider that colleagues’ 

moods influenced them, almost one third (n=10) stated that it did. As discussed in Chapter 

4, emotions can be contagious and, if individuals are in regular contact with others who 

express negativity, they may begin to feel the same way. This is particularly important for 

new and beginning teachers whose interest and motivation may be quickly dashed by 

colleagues who are disillusioned in their roles.  
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Responses to behaviourally based statements suggest that the majority of respondents 

are proactive in creating a positive learning environment by being prepared for lessons 

and positively engaging with students, despite a number stating that they are influenced 

by the negative behaviour of their colleagues. Given the humanistic orientation of teacher 

education this is perhaps not surprising. However, without wishing to suggest that 

teachers do not engage in such activities, it is evident from published studies and from 

personal experience of classroom observations that teachers do not always do what they 

think they do (Martin et al., 1997; Beaman & Wheldall, 2000; Clunies-Ross et al., 2008). 

Therefore, it was considered pertinent to explore these themes in further detail during 

interviews and observations. 

The final two questions were open-ended and asked respondents to comment on the 

effectiveness of teacher training in supporting them to manage classroom behaviour and 

to make suggestions about how programmes could be improved. Following initial coding 

of questionnaire scripts, it was possible to cluster information and create a coding system 

to identify emerging themes.  

How effective do you find teacher training for supporting you to manage classroom 

behaviour?  

The emerging themes from responses to this question indicate that most participants 

(n=25) considered teacher training useful in supporting them to plan lessons and devise 

activities to increase student engagement. However, a significant proportion of 

respondents (n=26) also stated that teacher training did not provide them with specific 

guidance on how to manage classroom behaviour. A number of the sample (n=15) also 

stated that their teacher training programmes were too theoretically orientated.  

These findings appear to support many of the views expressed in literature about new 

teachers’ difficulties with transforming theoretical knowledge to practice (Hargreaves, 

2002; Rushton, 2010; Orr, 2012). It is important to note that teachers in this sample were 

in the second year of their programme and theories of classroom management would 

have been covered in their first year. The second year of the teacher education 

programme is considerably more theoretical than the first and largely focuses on studying 

theories of curriculum design, evaluation models and research methodology. Furthermore, 

it appears that once individuals have covered topic areas it is assumed that they will 

continue to build on this knowledge through experience although, as highlighted in many 

discussions about reflective practice, experience does not necessarily lead to more 

learning or advancement in practice (Tripp, 1998; Pedro, 2005; Boud, 2006). 
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In order to explore respondents’ ideas about developments in teacher education, they 

were asked to make suggestions of how it might be improved.  

In your opinion, how might teacher training be improved?’ 

Responses to this question generally fell into two categories; the need to provide practical 

guidance in classroom management, and greater opportunities for support. Whilst not all 

respondents focused on behaviour management, the majority of respondents (n=28) 

stated that teacher training was too theoretical, with insufficient time to focus on the 

practical aspects of teaching and classroom management.  

The identified need for support is not surprising, given the complexities facing beginning 

teachers, and it raises important considerations about how teacher education can be 

adapted to afford greater time for individuals to discuss everyday teaching and learning 

experiences in a more structured way. Taken collectively, these results from the Teachers 

Perception Questionnaire suggest that teachers’ emotional responses are not totally in 

accordance with the beliefs that they appear to hold and the behaviours they report. High 

levels of cognitive self-efficacy would generally suggest that individuals are more able to 

manage their emotions, yet this appears to conflict when reflecting on the number of 

respondents who reported feeling frustrated and angry. When consolidating responses to 

emotionally based statements it is possible to identify a clear link to the same participants 

concurring negatively to the same statements. There is also an association between those 

who reported that they questioned their ability as a teacher and those who reported 

workload pressures and a perceived lack of support.  

The reasons for the inconsistencies between responses to the self-efficacy themes could 

be due to individuals reporting beliefs that they either consider they hold or should hold, 

rather than those that they actually do hold. As previously discussed, inaccurate 

perceptions of belief and behaviour are not uncommon and have been highlighted in a 

number of other research studies investigating the impact of teachers’ beliefs on 

classroom practice (Davidson, 2004; Clunies-Ross et al., 2008). Whilst the results of the 

Teachers Perception Questionnaire appears to draw limited conclusions, responses did 

highlight the impact of emotions in teaching and provided useful information to inform 

further research approaches.  
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Section Two: Reflective diary accounts of CBT trials  

The following section summarises data gathered during from class-based sessions, and 

extracts have been drawn from a personal reflective research diary which was maintained 

throughout the project trials. 

Week 1  

Taken collectively, participants represent an interesting collection of teaching 

backgrounds ranging from the arts, English for Speakers of Other Languages (ESOL), the 

Army, mental health, social services, architecture, nursing and carpentry. Individuals have 

varying duration of experience, with some having been teaching for 12 years.  

During the introductory activity with the first group it soon became evident that two male 

teachers held particularly strong views about students’ behaviour. When asked to share 

experiences of classroom behaviour both reported high levels of disruptive behaviour 

amongst their student groups. Behaviours such as inappropriate use of mobile phones, 

distraction and a failure to engage in set activities they reported as commonplace and 

extremely frustrating. When asked to consider the reasons for such behaviours, both 

stated that it was due to poor parenting and a lack of discipline at the college. In their 

view, it was pointless discussing how to try and manage such students because they 

‘were out of control’.  

This theme of control was repeated throughout their discussions with clear views that 

teachers should not be expected to have to ‘put up’ with such behaviours. In the words of 

one experienced teacher: 

The problem is that we are supposed to do everything possible to keep students 

who don’t want to be here and we are even expected to work miracles and make 

them succeed. What really makes me angry is that the powers that be (managers) 

blame us when students don’t achieve and automatically assume that it is our 

teaching that is at fault. We are either not interesting enough or don’t make lessons 

fun. I think I am a good teacher but I tell you what you try 22 hours a week in the 

classroom with a group of disengaged students and tell me if you still feel like 

having fun. 

As previously discussed, the expectation that teachers should be able to control 

classroom behaviour is common and when they do not consider themselves able to 

achieve this they either perceive themselves inadequate or direct their frustrations at 

external sources (Burris, 2005). It was clear with both of these teachers that the latter was 

the case, and the suggestion that teachers could use techniques to influence students 
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rather than seek to control them was negatively received, as it implied that it was they who 

were at fault and not the students. During the activities which followed, both of these 

teachers challenged many of the concepts associated with classroom management and 

appeared at some points to be modelling the very behaviours that they reported to find so 

frustrating amongst their students, such as talking over others and holding conversations 

between themselves. This ‘acting out’ behaviour is not uncommon when individuals 

experience high levels of frustration and need to project this onto someone else to 

alleviate their anger and protect themselves. As this was the first session with the group it 

was not considered appropriate to challenge their negative perceptions too intensely, 

however it was explained that given such situations it was paramount that teachers were 

supported to develop their own internal sources of control. 

The session with the second group was far less challenging and individuals readily 

engaged in discussion about the expectations that they had of teaching and compared 

this to their actual experiences. Most of the behaviours identified by each group were very 

similar to that reported in many research publications and relate to low-level disruptions 

such as off-task behaviour, inappropriate use of mobile phones/iPods, talking over the 

teacher and failure to follow instructions (McNally et al., 2005). Moreover, there were also 

a number of individuals who taught mature students and here it was considered more 

challenging because they did not consider that they could use the same strategies as they 

would with younger students. In the words of one teacher ‘well you can’t really ask them to 

be quiet can you when they are the same age as you or often older’. Expectations that 

adults will know how to behave may seem reasonable, yet the challenges they present 

may well be similar to younger students. There are numerous reasons why adults exhibit 

negative behaviour in the classroom and, when reflecting on the behaviour of the two 

male students in the first group, feelings of frustration and feeling misunderstood are just 

two of them. 

One female teacher stated that she had a mature student in her group who made her life 

‘hell on a weekly basis’ because she constantly asked questions. When asked why she 

thought this might be the case, she stated that the student appeared intent on trying to 

undermine her and show that she was more knowledgeable. When asked how she 

attempted to manage this, she stated that she tried to ignore her questions. Whilst this 

may well be the case, the automatic assumption that such behaviour is viewed in such a 

way illustrates the expectation that teachers need to be in control of students.  

The session with the third group echoed a number of the themes presented in the 

previous groups. However, in this group there was a clear divide in the reported 
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experiences of challenging classroom behaviour. On one side were a number of Military of 

Defence (MOD) teachers who clearly stated that behaviour was ‘not a problem’ for them 

because soldiers were taught to respect their seniors. On the rare occasion that a soldier 

did behave inappropriately, they would be reported to their senior officer and charged. 

When other teachers reported their experiences, a number of the MOD expressed 

amazement that such behaviours had to be endured. This was particularly evident when 

one of the nurses in the group explained the nature of her challenges. 

Reflecting on the past week, it is evident that many of the experiences and frustrations 

reported by teachers during group discussions echo many of those identified in research 

publications. The sense of powerlessness in being able to control behaviour was also 

repeated in many of the discussions. One thing which was very evident was the high level 

of emotions when individuals gave examples of challenging incidents. It also resonated 

with the ABC aspect of CBT where underlying beliefs, in this case the need for respect, 

leads to expectations of control. 

Week 2 

After the first week there is a clear sense that being able to articulate concerns and 

frustrations is paramount for these teachers. Commencing each group discussion with a 

Check In activity this week worked well to gauge the mood of individuals and to promote 

discussion. Interestingly, the two male teachers who had previously appeared negative 

about the focus of this trial were far more engaged. In fact, one apologised for his 

behaviour and stated that he realised how like his students he had become. Discussing 

this further he explained that had decided to give teaching a ‘go’ after being made 

redundant from a long career in professional industry. He stated that since commencing at 

the college he had been shocked at the attitude and behaviour of a number of students 

and the seeming lack of interest in his subject.  

The expectation that students will embrace subjects with the same intrigue and passion as 

their teachers is particularly prevalent in the vocational areas. As highlighted in previous 

discussions about emotionality in teaching, it is a love of the subject and a desire to ignite 

such interest in others that drive so many people to become teachers (Nias, 1996). For 

this teacher, disappointment results from the ideals of teaching compared to the reality 

transition of the classroom emphasises the sense of emotional labour described by 

Hochschild (1983). In the discussion about experiences of teaching, one member of the 

group stated that she had no expectations of classroom management, because she did 

not realise it would be an issue.  
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Based upon my experiences of school and training within a professional 

organisation I assumed everyone would know how to behave. No one mentioned 

that student behaviour could be a problem when I applied for the job and I certainly 

didn’t think to ask! But for me it is the biggest challenge. 

This disparity between the expectations of new teachers and the realities of the classroom 

are well documented and suggests that unrealistic perceptions about the profession may 

be due, in part, to inadequate preparatory information during the recruitment process 

(Wallace, 2002; Butcher, 2003; McNally et al., 2005; Avis & Bathmaker, 2007). Another 

member stated that, when he was at school: 

I respected my teachers and had the drive to want to do better than just pass. It 

seems that now many students just can’t be bothered and I had not appreciated 

that this would be such a problem.  

Teachers’ expectations that students would exhibit the same desire and motivation for 

learning as they had when they were students appears to be a common theme in 

discussions amongst new and beginning teachers (Bathmaker et al., 2002). After Check 

In, individuals were asked to work in groups to review conventional psychological theories 

of behaviour management and explore these in relation to a given case study that 

involved three extracts from a new teacher’s diary recording his thoughts, feelings and 

behaviours in light of challenging events in his classroom. This set the scene to introduce 

the principles of CBT and to examine the same case study through a different set of 

lenses. However, it was interesting to note that when asked to recall theories one member 

of the group referred to behaviourism as ‘the study of rats and dogs’. This really does 

highlight that, unless individuals can identify with theories at a concrete level, they 

become little more than an association.  

Whilst feeling positive about the potential value of CBT for supporting teachers to manage 

such complexities, it was clear that the introduction of its principles to the groups would 

need sensitive management. Given that the focus of CBT in the context of this 

investigation was predominantly on the thoughts, emotions and behaviours of the 

teachers, it was possible that some might take this personally and consider it a criticism of 

their ability to manage themselves. In order to minimise this reaction it was made clear at 

the beginning of the trials that the CBT sessions were based on exploring proactive 

strategies that might support teachers to manage their classrooms more effectively.  

Reactions to the theory and practice of CBT were mixed amongst the groups. For some 

this was new territory generating great interest; for others the relevance was questionable. 

Indeed, one tutor anxious to see the connection with the course asked ‘which assignment 
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does this go in and how do I reference it?’ A few members of the groups disclosed that 

they had experienced the therapeutic aspect of CBT at first hand and were firm supporters 

of the approach because it had made such positive improvements to themselves and their 

families. Whilst this was potentially useful, there were concerns that such support for the 

approach may cloud expectations of sessions as therapy-based, and encourage such 

views amongst the rest of the group. Consequently, it was pertinent to reinforce that, 

whilst the principles were drawn from therapeutic principles and practices, they were very 

much aligned to teaching and learning.  

Discussions about the case study using CBT principles offered some interesting 

perspectives. The behaviour of the tutor drew mixed reactions from those who empathised 

with his challenges to those who felt that his expectations were unrealistic. When tracing 

underlying beliefs and thought distortions, a number of teachers in each of the groups 

stated that they could recognise their own thought processing tendencies in the examples. 

One person even stated that it was a ‘revelation’.  

Week 3 

Check In has become an integral start to each of the sessions and appears to be valued 

as a means of sharing teaching experiences. It was interesting to note that over the past 

week how quickly group members have engaged in problem solving with each other and 

suggesting strategies to help to address behaviour problems. At the beginning of each 

session, Check In was used to review teachers’ experiences and gave the opportunity for 

them to discuss incidents of challenging behaviour they had experienced that week. 

During this time, without prompting teachers discussed strategies and techniques they 

had modelled from the CBT sessions and conveyed confidence in understanding the 

relationship between theory and practice.  

One teacher who struggled with a particularly challenging group of young girls described 

how she had used Check In to settle the group and provide an opportunity for everyone to 

share how they were feeling. She reported that on the first two occasions this technique 

had worked extremely well and students had been more focused and settled during the 

class. However, on the third and fourth time of using this approach students had not been 

as receptive and began chatting over each other and she was particularly despondent 

having considered that she had found a solution to her behavioural problems. Another 

trainee had used the same activity with her students, asking them to focus on something 

that had gone well for them during that week, only to find that six of her group of ten had 

experienced some kind of bereavement or crisis, making it difficult to focus on anything 

positive and only serving to lower the mood of the group still further. The expectation that 
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modelled tools and approaches can be replicated to achieve a positive result in every 

situation is common in many discussions of developing teachers. It will be important to 

ensure that this is stressed during future modelling of techniques.  

After Check In the session focused on the concept of Mood Management, involving a 

pictorial representation of the stages of anger. After studying this for a few moments one 

group member announced:  

This is great, I am going to put this on the wall of our staffroom and perhaps our 

manager will get the message and stop taking her unfortunate life out on everyone 

else. Do you think you might extend this training programme to managers in future- 

as mine would certainly benefit from it. 

It is interesting that until now most of the focus has been on how teachers manage 

potentially challenging situations with their students’, not with their managers. It might be 

expected that those who hold senior positions would have the necessary skills to regulate 

their emotions, yet from reflecting on these comments and drawing on personal 

experience it is evident that this is often not the case.  

Week 4  

Whilst there has been a three-week gap between sessions, it feels that there is a positive 

momentum with the groups. From a personal perspective, Check In has been a useful 

technique for re-establishing connections with the groups and exploring progress with 

toolkit strategies. It also appears to have been of value in encouraging a sharing of 

practice and creating an open dialogue about teaching and the highs and lows of day-to-

day practice. Interestingly, one of the main themes that emerged from discussions with 

teachers throughout the course of this research was that they valued the opportunity to 

talk about problem incidents or concerns with their peers. The sharing of experiences and 

recounting stories became a common occurrence throughout the research trials 

conducted as part of this investigation and, interestingly, as sessions progressed the 

introductory Check In activity took longer and longer to complete. Whilst it was not the 

intention to simulate a form of group therapy, it felt at times that this was what individuals 

wanted and they valued the opportunity to recount problem classroom scenarios and 

concerns to their peers. In the words of one trainee teacher:  

It has been so good to talk about our personal issues in these sessions as we don’t 

normally get the opportunity in our usual teacher training classes. Don’t get me 

wrong, the theory sessions we have are very interesting and useful but sometimes I 

arrive with thoughts of the day buzzing through my head and just need to get them 
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out and talk them through. Sure we have a coffee break, but that’s not really the 

time as people want to relax and have something to eat. The main thing for me in 

sharing experiences is realising that I am not alone (although it often feels like that) 

and that others have similar problems which they are struggling to deal with.  

Such views are clearly articulated in Burris’s (2005) work on classrooms as therapy, and 

suggest that, rather than being self-contained, teachers need opportunities to articulate 

their thoughts, feelings and experiences in a mutually situated environment.  

Week 5 

As this was the last session, there was one remaining tool to discuss before consolidating 

the programme and asking individuals to complete evaluations. When introducing the 

Creating Positive Association strategy most individuals could quickly identify with the idea 

that behaviour breeds behaviour and recognised that their mood could have a significant 

impact on the students were teaching. However, two members of one group who stated 

that they could not be happy all the time and that smiling when they did not mean it would 

be false. This was discussed at some length and echoes Sutton’s (2004) view that 

emotional regulation can preclude a sense of being real in the classroom. However, whilst 

it is evident that in order to project an appropriate role model of positive behaviour, 

teachers need to exercise control over how they manage their emotions in the classroom.  

When introducing the concept of visualisation and imagination, one group member stated 

that he used visualisation as part of his meditation activities and found it highly beneficial 

for relaxation and reducing the stress he experienced. Palliative techniques such as 

relaxation and meditation are central to ‘down shifting’ (Caine & Caine, 1994) and can 

help individuals to gain control of their emotional minds and prevent uncontrolled 

reactions. Whilst most of the group members welcomed the opportunity to trial the 

visualisation and imagination activities, one male member of the group questioned the 

value of imagination: 

Thinking about how you might like things to be might make you feel better in the 

short term it isn’t going to change anything–I dream about winning the lottery but, 

hey, it hasn’t made me any luckier. 

Reflecting on this point, it is evident that asking individuals to imagine alternatives in their 

practice may appear to be undermining the dominant conception of meritorious teaching 

that is preoccupied with questions of efficiency and technical skill. However, it is clear 

from discussions about teaching as a craft that, unless teachers are able to unleash their 
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minds from the technical side of teaching, they will find it difficult to be creative and flexible 

in their practice (Schön, 1983; Moore, 1995; Kennedy, 1999). 

Thinking back on the discussions during the trials it is possible to identify a number of 

inconsistencies between what individuals may have reported in the Teachers Perception 

Questionnaire and the views they expressed during class-based sessions. From a 

personal perspective, this really highlights the importance of using a range of different 

research methods to validate information. It also illustrates that, whilst valuable for 

gathering a general summary of views, questionnaires can only take a snapshot of 

respondents’ perspectives at that given time (Denzin & Lincoln, 1995). It also depends on 

individuals being accurate and honest in their reporting of views. Whilst it is not suggested 

that participants in the sample deliberately avoided answering questions honestly, it is 

possible that they responded in the ways that they thought they should (Archer, 2007).  

Section Three: Evaluation of the CBT Toolkit and Data Analysis 

The stages involved in analysing data from completed questionnaires followed the same 

approach as those taken to process results from the Teachers’ Perception Questionnaire 

(See Appendix 5). This involved pre-coding closed-ended questions in advance to enable 

ease of data analysis and developing a coding frame for open-ended questions after the 

questionnaire responses had been gathered. Following this the range of responses were 

clustered against emerging themes and individual questionnaires were checked again to 

explore any possible connections between the participants’ answers to questions.  

The first question sought to establish respondents’ views about the relevance of studying 

the principles and practices of CBT as part of teacher education. Given the therapeutic 

origins of CBT it was possible that respondents might consider such studies irrelevant to 

their practice. As explained in the reflective diary there were a number of individuals who 

questioned the importance of the CBT during the taught sessions, yet these findings 

concur with views expressed during class-based sessions that most participants found 

CBT appropriate to their practice. As highlighted in Figure 29, overleaf, the majority of 

individuals (n=28) reported that they considered it ‘highly relevant’ or ‘relevant.’  
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Figure 29: How relevant is the study of CBT to teacher training? 

 

In order to assess the extent to which CBT had influenced actual practice, respondents 

were asked rate the perceived impact using a scale from 1-4 (1= To a great extent; 2=To 

a good extent; 3= To some extent and 4= To no extent). As shown in Figure 29 most 

respondents (n=28) considered that CBT had impacted on their practice to a good extent. 

Whilst this suggests a very positive response it is pertinent to consider that some 

individuals may respond to questions positively to satisfy the researcher. Hence these 

perceptions will be further investigated during the interviews and classroom observations.  

Figure 30: To what extent has CBT influenced your thoughts about personal 

teaching and learning practice?  

 

The next question explores how many of the participants had actually trialled any of the 

CBT strategies. As shown in Figure 31, most stated that they had used them yet a number 

(n=7) stated they had not. 
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Figure 31: Respondents’ use of the CBT Toolkit. 

 

It is evident that not all strategies will be considered relevant or useful to everyone, hence 

a number of the sample (n=7) had not trialled any of the CBT strategies. However, as 

highlighted in discussions about teachers’ approaches to practice, there is a wide range of 

reasons why they might not attempt different approaches.  

In order to explore which strategies participants had used, the next question asked them 

to identify those that they trialled. Of the respondents who stated that they had used the 

strategies (n=24), all had used more than one, hence the responses illustrated in Figure 

32 are more numerous than those in the sample. As shown in the graph, the most 

common strategy was Check In. The reasons for individuals’ selections are explored in 

the next question yet it is pertinent to note that, of all of the tools, Check In is the one tool 

that individuals might consider the easiest to use with students.  

Figure 32: CBT strategies used 
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The next two questions were open-ended and sought to identify why individuals’ had 

selected certain strategies and to explore their perceptions of the impact of using these 

approaches. The reason for posing these questions was because, from personal 

experience, new teachers are likely to trial activities and approaches without having any 

clear idea about the potential outcome and are therefore unable to understand why they 

may not always work. During the CBT sessions it was stressed that participants needed to 

rehearse and plan their approaches to ensure that they would be appropriate for the 

students in question. They were also encouraged to analyse the effects of certain 

approaches to examine how they worked.  

Again, responses to these open questions were coded to identify emerging themes and 

these are represented in following extracts from written responses against each of the 

tools from the CBT toolkit. 

Why did you select this particular strategy(ies)? 

Check In 

The reasons participants gave for using Check In were similar and generally referred to 

‘creating a positive start to the class’, ‘showing interest in the students’ and ‘gauging the 

mood of the group’.  

Mood Management 

The next most popular strategy after Check In was Mood Management. When giving their 

reasons for using this approach all participants stated that they had used the stages in the 

model to avert and manage negative emotions in the classroom. Some had used it to 

‘reduce frustrations’ with students who were off task; others mentioned using it to ‘re-focus 

attention’.  

Reframing 

When explaining the reasons for using Reframing, participants stated that they had used it 

to make themselves think more clearly and more positively. For some it was ‘averting 

negative thoughts’ about forthcoming events such as teaching difficult classes. Others 

mentioned ‘getting a balanced perspective’ on situations and ‘managing anxiety’.  

State Changing 

In response to the reasons for using the State Changing technique, the majority explained 

that they had used techniques in an attempt to ‘direct their energies in a positive way’, 

make themselves ‘feel better’ and ‘lighten their mood’.  
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Creating Associations 

Creating Associations was the least used strategy, yet of the participants who did trial it 

(n=5), three mentioned using it as a means of ‘rehearsing’ anticipated problem situations 

and two stated that they had used it to explore ‘alternative strategies’. 

What was the impact of using the identified strategy?  

Responses to this question were wide ranging but, when coded, suggest that the main 

effects were reducing levels of stress for both the teacher and the students, improving 

motivation, building relationships and promoting a focused learning environment. They 

also reported that the sessions had provided them with practical strategies that they felt 

confident in using in the classroom.  

When evaluating the impact of Check In, participants felt that it had encouraged the 

students to ‘focus more quickly’ and helped to ‘create a sense of calm’ in the classroom.  

Responses to the impact of using Mood Management were varied, but largely centred on 

‘improved levels of mood’, ’feeling more relaxed’, ‘averting trigger responses’ and ‘relieved 

feelings of anger’. 

Those who had used Reframing stated that it helped to reduce ‘stress’, ‘enabled clearer 

thinking’, ‘led to a more realistic view of problems’, ‘improved their sense of self-control’ 

and ‘reduced anxious thoughts’.  

Participants who had trialled State Changing identified as a useful strategy for ‘improving 

their mood’, ‘relieving physical tension’, ‘lightening the mood of the classroom’ and 

‘distracting negative thoughts’.  

Those who had practised Creating Associations reported feeling ‘calmer’, able to ‘distract 

negative emotions’ and consider ‘solutions to problems more effectively’.  

Those who considered it ‘slightly effective’ suggested that it was interesting, but not really 

relevant to them because they did not have challenging students. These perceptions are 

of particular interest as throughout the CBT trials most of the discussions and activities 

centred on developing teachers’ self-management approaches. In exploring the reasons 

for these perceptions it is possible to suggest that these participants focused on these 

strategies for use with students rather than themselves, and as they did not having any 

challenging students the strategies seemed irrelevant. It is also possible that individuals 

will only perceive something to be of value if it offers an immediate solution to an identified 
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problem, which is sometimes the case with new and beginning teachers trying to grapple 

with so many new things (Benner, 1984).  

In your view, what additional information would be valuable for supporting you to manage 

your everyday classroom? 

In response to this question the majority of respondents (n=25) made suggestions; the 

remaining six participants did not complete this section of the questionnaire. Whilst 

suggestions varied slightly it is possible to identify two overarching themes:  

1. Further opportunities to discuss and practice difficult classroom scenarios 

2. The need to have time to discuss personal challenges in the classroom with peers.  

Reflecting on these results it is possible to suggest that the CBT toolkit provides useful 

strategies for supporting teachers to become more responsive to managing the 

complexities of the classroom. However, as with all research trials, there is a risk that 

participants may respond favourably to satisfy the researcher or modify their behaviours 

simply because they are being studied. Consequently, it was considered pertinent to 

validate these questionnaire results with interview responses and observation records.  

Section Four. Interview Results and Data Analysis 

Interviews were conducted two months after the CBT trials had finished to allow for an 

assessment of sustained impact. Prior to the start of each interview each participant was 

cordially greeted and reminded of the purpose of the study, source of data collection, 

assured of confidentiality and the right to withdraw at any time. They were then informed 

of the number of questions to be posed and the anticipated length of the interview. In 

order to promote a consistent approach, open questions relating to the central research 

themes were asked in the same order. To ensure the accuracy of recorded interviews a 

copy of summarised notes was sent to each of the participants for verification, along with 

a request for their consent for their information to be included in the final thesis (Denzin & 

Lincoln, 1995). Brief profiles of the participants are provided in Figure 33; names have 

been changed to protect identities. 
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Figure 33: Profile of participants for interview  

Name Age 
category 

Age group 
of students 

Status Length of 
teaching 
experience 

Subject  

Kay 31-40 16-19  Full-time  New teacher Hairdressing 

Sarah 31-40 Adults  Part-time 
agency 

New teacher Basic Skills 

Malcolm 51-60  14-16 

16-19 

Full-time 2 years Construction 

Alex 41-50  14-16 

16-19 

Full-time 6 years Nursing  

Steve 41-50  16-19 Part-time 4 years  Health and 
Social Care 

Petra 31-40 Adults Part-time  2 years  Access 
Psychology 

 

Interview Questions 

As the expressed intention of the interviews was to review the effectiveness of CBT 

strategies, it might be asked why the schedule focuses on so many generalised themes 

about teaching. The reason for this is twofold; firstly, the intention was to gain a greater 

insight into the backgrounds and experiences of participants and at the same time 

establish their underlying motivations for becoming a teacher (Bandura, 1977; Noddings, 

1996). Secondly, reflecting on the discussions of self-efficacy and CBT it is clear that 

teachers’ classroom management approaches are often related to their underlying beliefs 

and expectations of what it means to be a teacher and what assumptions they may make 

of their students (Gibbs, 2000; Teasdale et al., 2002).  

As discussed at the beginning of this chapter, the selection of research questions formed 

the first stage in concept coding analysis. The following section describes the rationale for 

each of the six interview questions and explains how these informed the design of the 

coding framework used later to analyse data transcripts.  

Question 1.  Tell me about your reasons for wanting to become a teacher? 

As discussed in Chapter 2, FE teachers commonly enter the profession after spending a 

number of years in other employment, so it might be assumed that teaching is not the first 

choice career option for many (Robson, 1998). The reasons why individuals choose to 
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become FE teachers has been reviewed in a number of publications and commonly 

centres on intrinsic and extrinsic motivating factors. Those with intrinsic motivation are 

commonly drawn to teaching because they want to give something back to the community 

by passing knowledge to subsequent generations, acting as a source of inspiration and 

wishing to make a difference to the lives of others (Lortie, 1975; Nias, 1996; Bathmaker et 

al., 2002). Those with extrinsic motivation are more likely to pursue teaching because of 

the convenience of term-time working arrangements and the seemingly long holidays. 

According to Bandura (1977), individuals who are intrinsically motivated are more likely to 

be determined and resilient in the face of challenge, so an awareness of teachers’ 

motivations is central to understanding how they develop their teaching identities and 

engage with their students.  

Question 2.  How far do your experiences of teaching so far mirror your original 

expectations?  

As discussed in Chapter 2 there is a tendency for new and beginning FE teachers to have 

unrealistic expectations of students’ behaviours and assume that they will be compliant 

and positive in their attitude to learning (Butcher, 2003; Rushton, 2010; Orr, 2012). When 

faced with students who do not, teachers may become frustrated and experience the 

reality shock described by Veenman (1984) in Chapter 4. This question sought to explore 

how far participants’ experiences compared with the findings of published studies and 

provided the opportunity to explore how their underlying beliefs about the roles and 

responsibilities of teachers and students influenced their expectations.  

Question 3. How effective do you think you have been as a teacher? 

Given the importance of reflection in teacher education, this question explored the degree 

to which participants were able to assess their progress and identify what they still needed 

to learn. However, rather than focusing on actual behaviours and competence, the 

question sought to probe participants’ beliefs about their effectiveness as teachers; those 

who believe they are effective, whether they are or not by any objective measure, are 

more likely to have higher levels of self-efficacy and be more committed to their roles 

(Gibbs, 2000; Tschannen-Moran & Woolfolk Hoy, 2001). 

Question 4.  How far has teacher training supported you in your role?  

Whilst this question had been asked in the Teachers’ Perception Questionnaire, it was 

included to explore participants’ views in further detail. Published findings suggest that a 

number of new and beginning teachers consider initial FE teacher training inadequate for 

preparing them to manage classroom, and it became clear that the reasons for such 

perceptions are varied.  
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Question 5.  To what extent have the CBT sessions influenced your thoughts about 

teaching?  

Given the focus of this thesis, this question it was pertinent to assess how far CBT had 

impacted on participants’ practice. Although participants had been questioned about their 

use of the CBT toolkit in the evaluation questionnaires, it was considered important to 

investigate this further to validate responses. In addition, in the light of previous 

discussions about the difficulties some teachers face in translating theory to practice, this 

question aimed to assess the extent to which individuals were able to rationalise their use 

of CBT approaches and critically appraise their experiences. Before any meaningful 

change can take place in a teacher’s behaviour there needs to be a corresponding 

change in his or her fundamental beliefs, values, and attitudes. Such change commences 

with a re-evaluation of old beliefs, values, and attitudes in the light of new knowledge.  

Question 6.  What are your thoughts about teaching in the forthcoming year?  

The reason for posing this question was to gain an insight into participants’ ideas about 

the future, what they needed to do, how they planned to do and it and what response they 

might anticipate. According to Conway (2001), anticipatory reflection is central to teacher 

development and provides the opportunity to make a meaningful connection between the 

past, the present and the future. In the context of this investigation it was considered 

useful for exploring how far CBT sessions might influence teachers’ ideas about future 

development.  

Interview recording and analysis 

Whilst audio recording is the most common method for collecting data from interviews, as 

this was a small sample (n=6) it was decided that handwritten notes would enable the 

selection of information to address key questions. The other benefit to taking notes in this 

instance was the opportunity it provided to go back through the responses with 

participants to ensure they considered them an accurate representation of their views at 

the end, rather than attempting to arrange a second session. During the interviews a 

summary of participants’ responses to each question was recorded. When individuals 

articulated thoughts and feelings considered pertinent to the research their exact words 

were noted and underlined so that they could be included as quotations in the completed 

summaries.  

Following the completion of each interview, notes were typed within 24 hours to ensure 

that important information was recorded. Time was then taken to reflect on each script 

and analyse the content. During this process key words and phrases of interest were 

highlighted in the scripts and initial codes were recorded alongside these sections (see 



157 
 

Appendix 7). Following the process of initial coding, the transcripts were then reviewed 

again to explore areas of similarity. Similar words and phrases were then were clustered 

to form categories and establish an overall hierarchical coding framework (Strauss, 1987). 

Hierarchical coding is common in the analysis of textual data and provides the researcher 

with a structured framework to explore the relationships between emerging themes and 

develop overarching concepts (Gibbs, 2007). In hierarchical coding overarching themes or 

descriptive codes are presented at the top of the framework with connecting sub-codes 

below. The hierarchical coding frame is explained in detail after the following section 

presenting each of the interview transcripts. In order to clarify areas of focus, key words 

and phrases used to design the coding frame have been italicised in each of the 

transcripts. When included mid-sentence the exact words of participants are presented in 

italics with quotation marks. 

Interview 1 – Kay is a new teacher who teaches Hairdressing.  

Question 1.  Tell me about your reasons for wanting to become a teacher?  

Kay’s reason for becoming a teacher was clearly a positive career choice as she 

explained that she had spent years running a salon and felt that she had achieved 

everything she wanted to in the profession. She explained that her interest in teaching 

was initiated during her later years at the salon when she took a more active role in 

teaching and assessing trainee hairdressers. Kay’s desire to give something back to the 

community was clear in her missionary zeal to share the value of her experience with 

others and inspire them to achieve. When prompted to explain this further, she explained 

that she had not been academic at school and chose hairdressing because it was ‘hands 

on and creative’ and she never really thought she would be capable of teaching in a 

college. In seeking to realise her own personal aspiration, Kay also articulated a 

commitment to raising the profile of hairdressing amongst her students and inspiring them 

to share her ideals. When describing her early experiences of teaching, Kay conveyed a 

strong emotional connection to teaching and stated that she got a real buzz out of 

teaching others’ and ‘loved it’. Kay’s motivation for becoming a teacher was furthered by 

the views of others in the salon who suggested that she would make a good teacher and it 

was then that she realised that she ‘had something to offer’.  

Question 2.  How far do your experiences of teaching so far mirror your original 

expectations? 

Kay’s experience of working at the college was very different from what she imagined. 

Like many new and beginning teachers Kay experienced considerable disparity between 

her vision of teaching and the realities of her classroom experiences. She described her 
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surprise at students’ attitudes and the low levels of interest that seemed common amongst 

many of the students she encountered in her first term of teaching. Kay felt that she had 

been given a particularly difficult group of Level 2 students who found it really difficult to 

concentrate and appeared constantly ‘distracted by their lives outside’. Many of the 

students had significant problems at home and found it difficult to know how to behave in 

the classroom. Kay believed that these problems were compounded by the failure they 

experienced at school and their unrealistic expectations of the course. Inspired by leading 

stylists and designers, she explained that they come in expecting to be doing really 

exciting hairstyles and cuts straight away and are not prepared for the repetition and 

drilling required to complete basic procedures such as putting rollers into hair blocks. This, 

she stated, was compounded by the lack of the real life experience of the salon.  

Some just don’t seem to have the motivation or the patience and if it is not exciting 

they lose interest.  

Kay’s views are not uncommon amongst many teachers, surprised at the low levels of FE 

students’ motivation and interest in their studies (Butcher, 2003). As discussed in Chapter 

3 there are many reasons why students exhibit such behaviour, and it is clear that their 

lack of interest in learning may actually be compounded by the competency-driven nature 

of some curricula (Wallace, 2002).  

Question 3.  How effective do you think you have been as a teacher? 

Before answering the question directly, Kay reflected on her experiences of teaching and 

explained that her first term of teaching had been challenging and there were many times 

when she questioned her ability as a teacher. She recounted her experiences of problems 

with students’ behaviour and described how the frustrations she experienced during the 

first term had built up and one day she ‘lost it’, shouting at students and sending them out 

of the room. She described feeling the ‘pressure rising inside of her’ and explained that 

the more she asked then to stop talking, the more they did–‘it was as though they knew 

which of my buttons to press’. After that it became a ‘regular battle of wills’ and she 

described how she dreaded the thought of teaching the class. Kay’s sense of powerless in 

this situation was clear and led to a negative association between her and the class. 

Recognising that she needed help, Kay explained how she had gone to her manager and 

described the difficulties she was experiencing. Kay said she really understood and said 

they were a ‘very difficult group’. Kay’s relief at being able to share her challenges with a 

knowing colleague was clear and mirrors many of the discussions that took place during 

the CBT trials.  
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At the beginning of the second term Kay started team teaching with experienced 

colleagues and gained a real insight into their management approaches, and this had 

helped. In responding to how effective she had been as a teacher Kay stated that she had 

learned a great deal about herself and realised that she could not expect too much. She 

felt that her work with students towards the end of her first year had been ‘positive’ and 

‘productive’ and, that many had done well in their final assessments. Kay’s final comments 

suggest that, with support and guidance, she has achieved a steadying effect on her 

emotions and gained a greater insight into her own self-management.  

Question 4.  How far has teacher training supported you in your role?  

Kay stated that she felt much more confident in structuring her lessons and the training 

had given her some really useful ideas about different teaching and learning activities. 

She also made reference to the value of teaching practice observations and felt that they 

had helped her to become more aware of what she needed to develop. Reflecting back to 

her previous experiences, she did not feel that those sessions had helped her to manage 

classroom behaviour. She explained that she had trialled some of the theories taught in 

teacher training sessions and, despite reminding students of classroom rules and making 

sure that information was clear and activities were interesting there was little impact. As 

discussed in Chapter 4, conventional psychological theories can provide a useful platform 

for developing classroom management approaches yet, unless teachers understand how 

to translate these to their practice, they can end up in a trial and error situation when 

nothing works and they do not know why (Boger & Boger, 2000; Frieberg, 2002).  

Question 5.  To what extent have the CBT sessions influenced your thoughts about 

teaching? 

Kay stated that she had found the sessions very helpful and they had enabled her to be 

more aware of how her expectations influenced her actions. She reflected on her 

reactions to challenging behaviour and explained that part of the problem was that she set 

high ideals for herself and unrealistically expected her students to share these. She also 

mentioned that she knew she often took things personally and stated that she had 

tendencies to overgeneralise, which she considered was largely a result of her own 

‘emotional insecurities’. She continued by explaining that the CBT sessions had raised her 

awareness of how her expectations influenced her thoughts and that reframing exercises 

had been extremely useful for getting her to think positively and more realistically. Kay 

also mentioned that she had become more aware of the importance of emotions in 

teaching and realised that the negative behaviour of her students were ‘emotional signals’ 

that she needed to address. Kay’s response highlights the connections she has begun to 

make between her own emotional management and the emotional displays of her 
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students. This transformative learning is central to effective teaching and illustrates the 

importance of critical reflection in learning to become a teacher.  

Question 6.  What are your thoughts about teaching in the forthcoming year?  

Asked about her plans for the next year, Kay reflected and stated that she was positive 

that she could become a better teacher. Having completed her first year of full-time 

teaching she appreciated the reasons why the students behaved in certain ways and felt 

that she would be more accepting of them. She added that this did not mean that she 

would reduce her standards, but would adjust her expectations. Having recognised the 

challenges facing her students, Kay felt that she needed to invest more time in getting to 

know them and to build positive emotional connections.  

Interview 2- Sarah is a new part-time agency teacher who teaches Basic Skills. 

Question 1. Tell me about your reasons for wanting to become a teacher? 

Sarah said she had never considered teaching when she left school, because she was 

just keen to get a job. She explained that she worked for a number of years in a bank and 

then left to have a family. When her children started school she started exploring 

alternative options and decided to take a part-time accountancy course at her local 

college. She recounted her enjoyment of being a student and was particularly inspired by 

her tutor who was friendly and made the subject highly accessible. After finishing the 

course Sarah started working part-time in an accountancy firm and spent two years there 

before deciding to apply for a teaching post. Given her own positive experience of 

learning, Sarah wanted to give something back and support others to have the same 

positive opportunity she had enjoyed. She also knew that many people were highly 

disadvantaged by their lack of education and that the college was recruiting people to 

teach Basic Skills Maths. Whilst she had no first-hand experience of teaching adults, she 

had helped out at her son’s school and did some basic maths activities with some of the 

children needing additional help in the classroom. During that time she was encouraged 

by several teachers’ comments on her patience and who suggested that she would make 

a good teacher.  

Question 2.  How far do your experiences of teaching so far mirror your original 

expectations? 

Sarah stated that she really enjoyed her job, although it was not exactly as she expected. 

She explained that she had based her expectations on her own experience of being a 

mature student at a local adult education provider. When a student, she was in a small 

group and everyone had similar in levels of ability and were mostly ladies in their late 
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thirties and forties. She explained that everyone in the group was enthusiastic, well-

motivated and just appeared grateful for the opportunity to develop their skills. Starting at 

the college had been a surprise for Sarah because, rather than teaching small groups of 

mature students which she expected, she had groups of twenty or more students with a 

wide range of abilities. She acknowledged that this was her mistake and based on her 

own experiences as a student, but nevertheless this had not been made clear when she 

was appointed. For Sarah, the teaching was ‘great’, yet she struggled to motivate some of 

the younger students and found it difficult to manage some of the social problems they 

appeared to have.  

Question 3.  How effective do you think you have been as a teacher? 

Reflecting on her success as a teacher, Sarah felt positive that she had done as well as 

she could have expected. She mentioned feedback from her lesson observations 

highlighting her responsiveness to students in class and that they had congratulated her 

on the approaches she took to make activities fun, like using ‘Countdown’ to revise 

numbers and using quizzes to generate and element of competition in her sessions. 

However, she explained that she still felt uncertain about how to manage the wide range 

of abilities in the group and struggled when students were noticeably distracted by their 

mobile phones or chatting amongst themselves.  

Question 4.  How far has teacher training supported you in your role?  

Sarah felt that teacher training had been very useful for organising lessons and thinking 

about different activities to incorporate into her sessions. She also mentioned the value of 

lesson observations for developing classroom practice and stated that she had changed 

the grouping of her students on the basis of her tutor’s recommendations with very 

positive results. However, she did not feel that teacher training sessions allowed time to 

explore the particular needs and issues facing some students. From a personal 

perspective it did not help her to support students in her groups who had a deal with the 

wide range of social problems. She explained that some of her students really struggled 

with maths and a few of her students had enormous personal problems ranging from 

addiction to mental health problems. She said she realised that teachers are not 

supposed to be ‘social workers’, but added that she could not just ignore these problems, 

so Sarah felt that teacher training should devote some of the time ‘to discussing real 

classroom issues’. In addition, she felt that teacher training seemed to be based primarily 

on teaching 16–19 year-olds and did not seem to consider the support needs of mature 

students.  
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Question 5.  To what extent have the CBT sessions influenced your thoughts about 

teaching? 

Sarah stated that she had found the CBT sessions really helpful for raising her awareness 

of her thinking tendencies. She specifically mentioned the CBT session that explored 

types of thinking distortions and said that she could identify with many, particularly Ellis’s 

‘all or nothing thinking’, as she had a tendency to see things in absolute terms. She 

continued by explaining how she often took a student’s yawn to mean complete disinterest 

or a glance at their phone as a lack of respect. She explained that she had always lacked 

confidence in her ability, yet had high expectations of herself and believed that she should 

be able to captivate her students’ interest. She now appreciated that her students had 

many problems of their own and they were not there to please her. She also had to 

recognise that their actions were not necessarily personally directed. She highlighted 

Reframing as a useful tool for getting her to appraise her thoughts more realistically and, 

instead of making assumptions about what her students thought about her lessons, she 

asked them. Sarah also mentioned that she had used Reframing techniques with some of 

the students who lacked confidence in their ability and found this particularly useful for 

encouraging them to focus on their positive achievements. 

Question 6.  What are your thoughts about teaching in the forthcoming year?  

Sarah said that she was looking forward to her next year of teaching and that she had 

learned a great deal about how to teach and now felt that she needed time to consolidate 

her experiences and develop herself as a teacher. When asked to elaborate, she 

explained that she had modelled different activities and approaches by watching other 

teachers and now needed to sift through these to refine her own teaching style. She 

added that teaching was far more complex than she thought and she needed to recognise 

that it takes time to become a good teacher.  

Interview 3 – Malcolm is a full-time teacher in Construction Crafts and worked at the 

college for two years before he commenced teacher training. 

Question 1.  Tell me about your reasons for wanting to become a teacher? 

Malcolm’s reason for becoming a teacher was a forced career option and he explained 

that he only started exploring opportunities for teaching after he was made redundant from 

his job as an architect. In discussing his rationale further, he added that somewhere along 

the line someone had probably mentioned that he would make a good teacher because 

he explained things so well and had a real passion for his subject. Given limited options 

for employment in the field of construction, he thought that he might as well ‘give it a go’. 
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He also mentioned really enjoying learning himself and had been particularly ‘inspired by 

a teacher’ who made things really interesting.  

Question 2.  How far do your experiences of teaching so far mirror your original 

expectations?  

For Malcolm the job was very different from what he expected and stated that it had been 

a ‘real culture shock’. He explained that he knew little about FE, only that it was largely 

vocational and something individuals commonly chose to do after they left school. He 

stated that because FE was voluntary he had expected students to be motivated and keen 

to learn, but experience had shown that was a misguided expectation. He reflected on his 

first few months of teaching at the college in the construction department and described it 

as ‘awful and soul destroying!’ He explained ‘that he had based his expectations ‘naively’ 

on his own ideals and that it was nothing like he had expected. He described the students 

as ‘rude and disrespectful’. He explained that he had discussed his difficulties with 

colleagues at the time and they reassured him that things would seem better when he got 

used to it. For Malcolm, the biggest challenge was managing students’ behaviour and he 

was amazed by the lack of emotional maturity in the classroom and the need to play ‘silly 

games’, adding that it felt like the only thing he did in sessions was to tell them to be quiet 

and to put their mobile phones away. In concluding his response to this question, Malcolm 

added that it was not a good situation but that at ‘least now I know what to expect now’. 

Malcolm’s experience has clearly been highly frustrating and his final comment suggests 

that he feels powerless in his role and as a result has become passively accepting of the 

situation.  

Question 3.  How effective do you think you have been as a teacher? 

In Malcolm’s view he had not really had the opportunity to develop as a teacher because 

he was too busy ‘fire fighting’ in the classroom. He asked rhetorically, ‘how can you be an 

effective teacher when the students you have do not want to learn?’ Malcolm claimed that 

he was frustrated and disillusioned with his teaching experiences so far and found it 

difficult to maintain a calm, supportive approach when the students did not seem to care. 

He then stated that things might have been different if he had started teaching a few years 

ago when students seemed to be interested and engaged. When asked why he thought 

that might be, he mentioned the conversations he had with experienced teachers in his 

department. According to these teachers, the students entering the college are unlike 

what they were ten years ago and appear to be ‘a different breed’. For Malcolm and his 

colleagues, college was no longer the positive choice it appeared to be; rather, it was 

‘something to do’ because students did not have the qualifications or the options to do 

anything else.  



164 

Question 4.  How far has teacher training supported you to in your role?  

For Malcolm, although teacher training offered some useful tips about planning he had 

assumed that there would be an opportunity for teaching. From his experience, it was 

more about keeping students on the course and ‘entertaining’ them in the classroom. He 

said that whilst the sessions on planning and teaching methods were useful, the theories 

on behaviour management did not give practical ideas about how to control students or 

know what to do when one of them refused to join in an activity. He added that in teacher 

training they covered things like classroom layout and talked about fostering students’ 

self-esteem, but stated that ‘to be honest most of the students I teach don’t have a 

problem with this if anything it’s the other way–their self-esteem is too high’.  

Question 5.  To what extent have the CBT sessions influenced your thoughts about 

teaching? 

Malcolm explained that, although CBT was interesting, he felt it had little to offer him as it 

was the students who needed to be taught how to behave. From Malcolm’s perspective 

the main problem was the need to keep the students regardless of their ability or interest. 

He added that he did not wish to undermine the theory of CBT, but stated that it was’ too 

pink and fluffy’ for him. Whilst he was sure that it might help some people, he felt that at 

the end of the day it is the students’ behaviour we should be trying to improve not our 

own. He added that unless senior management implement sanctions for poor behaviour 

and ’get rid of those students who really shouldn’t be here we will always have problems’. 

Malcolm’s belief that some events are outside of his control may be valid, but his 

reluctance to explore alternative approaches suggests that his views are fixed and that he 

is unwilling to change. 

Question 6.  What are your thoughts about teaching in the forthcoming year?  

As far as a future in teaching was concerned, Malcolm stated that, at that point in time, he 

could not imagine extending his contract beyond teacher training and has since left 

teaching.  

Interview 4 – Alex is a full-time teacher on an access to nursing course. She has been 

working as a teacher for six years.  

Question 1.  Tell me about your reasons for wanting to become a teacher?  

Alex explained that she came from a teaching background, and both her mother and 

grandmother were both teachers. She had always been interested in a caring profession 

but did not consider teaching when she left school and instead decided to pursue a career 

in nursing. Alex described how, over the years, she had mentored trainee nurses and this 
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involved teaching and assessing their skills in clinical practice. She stated that she found 

this aspect of the job particularly gratifying and took ‘great pride’ in seeing her new and 

beginning nurses develop confidence and become skilled in the procedures she had 

demonstrated. Alex’s personal passion for clinical nursing had declined over recent years 

and she explained that she had ‘fallen out of love’ with it and found herself increasingly 

frustrated by the target-driven culture of care, so in 2005 she decided to explore 

opportunities for teaching at the college and started teaching part-time on an Access to 

Nursing course.  

Question 2.  How far do your experiences of teaching so far mirror your original 

expectations?  

Alex’s emotional commitment to teaching was clear as she explained the enjoyment and 

pleasure she gained from working with the students. However, Alex’s enthusiasm was 

partly dashed by the extent of paperwork and assessment she was expected to complete. 

One of the heaviest burdens for Alex was the amount of marking that the Access course 

generated, which took her hours to complete and often meant that she was working every 

weekend in order to keep on top of it. She stated that whilst she was employed at as a 

part-time teacher she needed to work full-time hours to do the job, and this had become 

more of a problem since she commenced teacher training as she had her own 

assignments to write. She added that this was not a criticism of teacher training, as she 

enjoyed the course, but felt that it added extra pressure. Alex’s experience is not 

uncommon and highlights the challenges facing many new and beginning teachers as 

they struggle to balance the demands of their new roles with high levels of workload (Avis 

& Bathmaker, 2007).  

Question 3.  How effective do you think you have been as a teacher? 

She stated that she was pleased with her progress in the classroom and felt that she had 

developed her student-centred approaches and now made regular use of group work and 

peer teaching to engage the students. She mentioned evaluation feedback from her 

students that informed her that they found her caring and helpful, and that her lessons 

were always interesting; such feedback made all the difference and the job worthwhile. 

However, she stated that her time for planning lessons was limited because of the time 

she now needed to spend marking. Whilst it is clear that Alex’s workload pressure is high, 

her positive experience of teaching suggests that her self-efficacy and commitment to her 

role means she is more likely to develop positive strategies to manage these negative 

aspects.  
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Question 4.  How far has teacher training supported you to in your role?  

She explained that as she had been teaching for a number of years she was familiar with 

the basics of lesson planning and organising sessions. She felt confident in her delivery 

style and knew how to engage the students, so nothing in teacher training was really new 

to her. However, Alex did find the collaboration with her classmates and sharing resources 

particularly useful and felt that she always picked up a few ideas from classes. She also 

found the group highly supportive and it was a good opportunity to discuss problems 

during the break.  

Question 5.  To what extent have the CBT sessions influenced your thoughts about 

teaching? 

Alex stated that CBT had made her more aware of how she thought about her students’ 

and her expectations as a teacher. She explained that the underlying principles of CBT 

were not new to her, but helped her understand why her intuitive approaches to managing 

problems seemed to work. Whilst feeling positive about working through many challenges, 

Alex stated that it could not help her to think differently about her workload and how it 

encroached on her home life. 

Question 6.  What are your thoughts about teaching in the forthcoming year?  

Alex’s commitment to teaching was clear from her response to this question and she 

reiterated her enjoyment of teaching and discussed plans to develop her interactive 

activities for students further. She also conveyed a determination to find a way to manage 

her workload pressures more effectively and explored options for staying later at work and 

reducing the marking load by devising more peer assessment activities for students. 

Alex’s resourcefulness in addressing her problems illustrates her ability to reflect on action 

to use her experiences to plan for future action.  

Interview 5 – Petra is a part-time teacher with two years’ experience of teaching Access to 

Psychology.  

Question 1.  Tell me about your reasons for wanting to become a teacher? 

Petra’s reasons for becoming a teacher conveyed a high level of missionary zeal and a 

desire to contribute something to the community. She explained that her own experience 

of FE as a mature student was highly enjoyable and that she was really grateful for the 

chance it gave her re-enter education and work her way up completing her first degree at 

the age of 35. Based on her own experiences Petra felt that she wanted to inspire and 

support others and make a difference to their lives. Petra’s emotional connection to 

teaching was clear and she believed that teaching had provided the opportunity to do 
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what she loved, which was to help others. Petra stated that she had a huge sense of 

reward from teaching returning adults and giving them a second chance that they had 

missed in their compulsory schooling.  

Question 2.  How far do your experiences of teaching so far mirror your original 

expectations?  

Petra’s experience echoes the disparity described by others yet, whilst teaching had not 

been exactly as expected, it had been a largely positive experience. She really enjoyed 

working with the students and found most of them highly motivated and receptive to 

guidance and support. However, she had not expected so much administration and what 

she described as ‘form filling’. She was also concerned about her lack of experience in 

managing the social complexities of teaching and was worried about saying the wrong 

things sometimes.  

Question 3.  How effective do you think you have been as a teacher? 

Petra was generally pleased with her progress and believed that her self-confidence had 

grown. In order to illustrate her progress she made particular reference to the technical 

aspect of lesson planning and stated that she could work out how much information to 

cover in a two-hour lesson. She also felt that she had become more aware of students’ 

behaviour dynamics in the classroom and now took time during lessons to notice how all 

of they were responding and engaging. She explained that in the early stages of teaching 

she only focused on covering the material and making sure that she had enough activities 

to provide variety.  

Question 4.  How far has teacher training supported you to in your role?  

Petra stated that her first year of teacher training had been really useful in supporting her 

with lesson planning and helping her to develop student-centred activities. She found 

teaching practice observations useful for raising her awareness of what she did in class 

and gave her some good ideas to improve her questioning approaches. However, since 

starting the second year, she had found that there was a noticeable lack of discussion 

about the practical side of teaching and more emphasis on curriculum theories and 

research. She added that although some of this was interesting, much seemed irrelevant 

as she was not involved in designing courses. She continued by suggesting that she 

would gain far more from discussing approaches to support students who present with 

issues such as low self-esteem and the lack of self-confidence common amongst her 

groups.  
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Question 5.  To what extent have the CBT sessions influenced your thoughts about 

teaching?  

Whilst stating that she did not have any classroom management issues, Petra explained 

that she had used Reframing to support her students and help them to challenge negative 

blind spots about their academic ability. She explained that a number of her students had 

not done well at school and had a tendency to lack confidence in their abilities. By using 

Reframing principles she was able to help them look at challenges in a more objective 

balanced way and feel more positive about tackling their identified difficulties.  

Question 6.  What are your thoughts about teaching in the forthcoming year?  

Petra stated that she was optimistic about the next year and considered it an opportunity 

to consolidate her experiences. She felt that she had learned a great deal about the 

‘mechanics of teaching’ and now needed time to refine and practice these. She explained 

how she planned to use reflective diaries with her students to help them review their 

progress and develop their problem-solving skills. This, she felt, would be of great benefit 

in developing their confidence and preparing them for university. Petra’s commitment to 

her students is clear and suggests that she has a high level of teacher self-efficacy. In 

discussing her approaches for the future, Petra is drawing upon the experience of past 

reflections to plan and craft new ideas.  

Interview 6 – Steve is a part-time teacher who has been at the college for four years and 

teaches Health and Social Care.  

Question 1.  Tell me about your reasons for wanting to become a teacher? 

Steve’s reasons to become a teacher echoed those cited by a number of participants and 

illustrated an intrinsic motivation for a career change and an opportunity to give something 

back by sharing the benefits of his experience. Steve felt that he had progressed as far as 

he could as a social worker and found the increasing bureaucracy and legislation 

governing his role meant that he could not work with people in the way he wished. Steve’s 

experience and enjoyment of working with young people suggested that many of their 

social problems could be addressed if they had access to good education. At this point he 

added that, whilst it might sound clichéd, he thought that teaching would give him ‘the 

chance to make a difference to young peoples’ lives’. Steve’s emotional connection to 

teaching suggests a high level of self-efficacy and conveys a clear sense of commitment 

to his role.  
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Question 2.  How far do your experiences of teaching so far mirror your original 

expectations?  

Steve stated that he really enjoyed teaching although his experience of being a teacher 

was not entirely as he had expected. He explained that when he was in the classroom 

with the students it was great and that although there was far more bureaucracy and 

paperwork than he had imagined he was sure he could work his way around it. In addition, 

whilst most of the students he taught were in their thirties, he had individuals in his groups 

who were in their late teens and they could be a little ‘silly’ in class, using mobile phones 

and continually giggling. However, these were minor distractions and more often than not 

the mature students in the group would comment on their behaviour and bring them back 

in order. Steve’s ability to balance his perceptions of challenge suggests he has an 

effective level of self-efficacy that makes him resilient to working through difficulties and 

enables him to maintain an optimistic outlook.  

Question 3.  How effective do you think you have been as a teacher? 

Steve felt that positive he had done as well as he had hoped and had used the benefit of 

his previous experiences to support him in his teaching practice. Whilst Steve had never 

taught formally before joining the college, he had helped to organise sessions at a local 

youth club so had a good idea about structuring activities and discussions. He believed 

that much of his success with students lay in his ability to communicate with them and to 

‘try and understand things from their perspective’. Steve’s perceptions of his effectiveness 

suggest that his success is largely intuitive and based on a high level of interpersonal 

skills and an ability to empathise with others.  

Question 4.  How far has teacher training supported you to in your role?  

Steve reiterated the views of other participants when he explained that teacher training 

had been good for giving him ideas about activities, yet since starting the second year of 

the programme he did feel things had become increasingly more focused on theories. He 

mentioned the amount of time that had been spent on studying curriculum theories and 

stated that, whilst he appreciated that it was important to know about programme 

planning, he felt that time could have been better spent on discussing practical teaching 

strategies.  

Question 5.  To what extent have the CBT sessions influenced your thoughts about 

teaching? 

Steve found the CBT sessions interesting and that without knowing it he had actually 

practised many of the techniques described. He explained that he was a naturally positive 

person and did not let things get to him; after years of working in social services he 
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realised that there were many more people worse off than him. However, he was aware 

that not all teachers had the same positive attitude as he did and felt that some really 

needed help to get a more balanced view on life. He added that, although working with 

people was not always easy, you had to do your best to understand their perspective as 

most of the time problems occur when people become over-sensitive and misinterpret 

others’ reactions. He continued by explaining that people need to be less reactive and 

take time to think things through rather than getting wound up and ‘need to relax into life 

and do a bit of meditation which really helps to reduce the pent up feelings’.  

Question 6.  What are your thoughts about teaching in the forthcoming year?  

Steve explained that he was positive about the year ahead and was really looking forward 

to having his first tutor group. He considered this an opportunity to really get to know the 

students as he would have dedicated time to spend with each of them on a regular basis. 

He explained that, whilst he found teaching groups really enjoyable, he did not have the 

time to get to know individuals well and he believed this was at the heart of really good 

teaching and learning. Reflecting on his past experiences, Steve expressed strong 

commitment to teaching and considered how he might develop educative relationships 

with his students.  

Analysis of Interview Questions  

As explained in the introduction to interview approaches, participants’ responses were 

collated, analysed and categorised using a hierarchical coding frame, as shown in Figure 

34.  

  



171 
 

Figure 34: Hierarchical Coding Frame  

Reasons for wanting to become a teacher  

Descriptive Code: Career Development  

Sub-codes  

Positive choice 

------Achieved everything  

------Personal aspiration   

------Fed up with bureaucracy and legislation 

------Needed a challenge 

 

Forced choice  

------Made redundant 

 

Descriptive Code: Contribution to the Community 

Sub-codes  

Missionary Zeal 

 ------Wanted to give something back 

-------Share the value of experiences 

-------Inspire others 

-------Make a difference to others’ lives  

 
External Contribution  

-------Raise the profile of the profession  

-------Promote high quality standards   

 

Descriptive Code: Personal Learning and Teaching Experiences 

Sub-codes  

Learning  

--------Enjoyed the second chance which FE provided  

--------Positive experience of learning 

 
Teaching 

--------Inspired by own teachers  

--------Passion for own subject 

--------Buzz out of teaching 

--------Enjoyed working with people 

 
Descriptive Code:  Influenced by others 

--------Someone said they would make a good teacher 

 



172 

Experiences of teaching against expectations.  

Descriptive Code: Disparity  

Sub-codes 

--------Surprise  

--------Different 

--------Not as expected 

--------Shock 

Reasons 

Sub-codes 

Students’ attitudes and behaviour 

--------Distracted  

--------Lack of motivation 

--------Emotional immaturity 

--------Refusing to engage in tasks 

--------Unrealistic expectations of their course 

 
The extent of students’ social problems 

--------Problems at home 

--------Lack of experience with social complexities  

--------Failure at school 

 
Experiences of teaching against expectations  

--------Wider range of students’ abilities than expected 

--------Larger groups 

--------Younger students 

Much higher workload and more bureaucracy than expected 

------More paperwork and assessment 

 

Effectiveness as a teacher 

Descriptive code: Positive Progress 

Sub-codes 

Positive interactions with students 

--------Adjusting expectations 

--------Greater awareness of student behaviour 

--------Productive work with students 

--------Positive feedback from students  

--------Used the benefits of past experience  

Sub-code 

Support from colleagues 
----Insight into others approaches 
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Descriptive code: Lack of Progress 

Sub-codes 

Managing Student Behaviour 

---------Questioned own ability 

---------Sense of powerlessness 

--------.Challenging  

---------Emotional control 

---------Negative thoughts about teaching  

Support from Teacher Training  

Descriptive code: Supportive 

Sub-codes 

-------Useful ideas for planning lessons 

-------Good tips for different teaching and learning activities  

-------Teaching practice observations 

-------Supportive group 

-------Sharing problems with the group 

Descriptive Code: Lack of support 

Sub-codes 

-------Not helped to manage classroom behaviour  

-------Too much emphasis on curriculum theory 

-------Lack of guidance in supporting mature students/those with social problems 

Influence of CBT  

Descriptive Code: Self-management 

Sub-codes 

Critical reflection   

----Growing self-awareness  

----Realistic appraisal of expectations 

-----Appreciation of emotional reactions  

-----Balance of views  

-----Positive thinking 

-----Use of Reframing with students  

Reinforcement  

-----Naturally positive 

-----Relaxed approach 

-----Approach largely intuitive 

No impact   

-----Can’t help to reduce workload 

-----Can’t improve student behaviour   
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Thoughts about teaching in the forthcoming year  
 

Descriptive Code: Reflection for action 

Sub-codes 

Positive 
-----Adjusting expectations  

-----Emotion connection with students 

-----Consolidate experiences   

-----Refine own teaching approaches 

-----Strategies for managing workload  

 
Negative 

-----Plans to leave teaching 

 

The following section explains the selected dimensions in the coding frame and reflects on 

the relationship between analysed interview data, the findings of published literature and 

other sources of data gathered during the course of this investigation.  

Question 1.   Tell me about your reasons for wanting to become a teacher? 

As shown in Figure 34, four themes were identified during coding analysis; career 

development; giving something back to the community; personal teaching and learning 

experiences and the influence of others. This is consistent with the findings of published 

literature and suggests that most teachers enter the profession through intrinsic motivation 

(Ball & Goodson, 1985; Nias, 1996). With the exception of Malcolm, all the participants 

expressed missionary zeal and the desire to contribute the community by ‘giving 

something back’ and ‘inspiring and supporting others’. This is articulated in many 

discussions about teaching and suggests that individuals feel emotionally driven to 

provide care in their pursuit for a good life and a good society (Noddings, 1984). During 

analysis it became clear that participants were influenced by their own experiences of 

teaching and learning when deciding to become teachers. As shown in Figure 34, the 

recurring themes identified in the sub-codes centred on the inspiration participants gained 

from their own teachers, their personal enjoyment of learning, a passion for their subject 

and having gained personal advancement through FE themselves. As discussed in 

Chapter 4, many teachers base their ideas and expectations of teachers and students on 

their own experiences and use this as a foundation for guiding their actions (Lortie, 1975). 

In most cases, participants expressed a desire for inspiring students and making a 

difference in their lives. Of the six participants, four stated that the vision which drove 
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them into teaching was based upon their own experiences of being a student and having 

been impressed by teachers who taught them in their vocational subjects. Such teachers 

helped to shape respondents’ approaches to learning by illustrating their passion for the 

subject and making the topic come to life. The theme of care was evident in most 

responses when respondents made reference to teachers who had shown a real interest 

in their lives. According to Nias (1996), appreciating a teacher’s interpretative framework 

is pivotal to understanding how they maintain and develop their teacher identities. The 

final contributing factor identified during transcript analysis was the influence of others’ 

suggestions that they might make good teachers because they were caring, good at 

explaining things and passionate about their subject.  

Question 2.    How far do your experiences of teaching so far mirror your original 

expectations?  

The main theme that became evident during analysis of responses to this question was a 

disparity in expectations. As shown in Figure 34, the reasons for these differing 

expectations predominantly related to students’ attitudes and behaviour and the 

unanticipated levels of workload and bureaucracy associated with the role. Both themes 

are consistent with the findings of other published studies investigating perceptions of new 

and beginning teachers (Hargreaves, 1998; Butcher, 2003; Rushton, 2010; Orr, 2012). 

However, not all participants found the difference in their expectations problematic; rather 

they considered it part of adapting to the role. As discussed in Chapter 2, individuals’ 

perceptions of challenge can vary markedly yet are largely connected to their levels of 

self-efficacy (Bandura, 2000). Those with high levels of self-efficacy are more likely to be 

resilient in the face of challenge and more resourceful in managing difficulties (Gibbs, 

2000). Adjusting personal expectations so that they become more realistic is challenging, 

but necessary to cater for the specific needs, interests and abilities of students (Butcher, 

2003).  

Question 3. How effective do you think you have been as a teacher? 

During analysis of participant’s responses to this question it was possible to identify two 

overarching themes; positive progress and lack of progress. As previously explained the 

interest was not to assess participants’ actual effectiveness but their own appraisal of their 

effectiveness, since teachers who believe they are effective, whether they are by any 

objective measure or not, are more likely to develop a sense of self-efficacy and 

commitment to their roles (Bullough, 2008). As shown in Figure 34, the sub-codes 

associated with positive progress related to participants’ interactions with their students 

and developing approaches which enhanced their success and responsiveness. These 

findings echo those discussed in Chapter 4 and highlight the importance of teachers being 
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driven by positive emotions with their students (Hatch, 1993; Nias, 1996; Hull, 2002; 

Sutton & Wheatley, 2003).  

Conversely, teachers are more likely to experience a perceived lack of progress when 

they experience negative emotions with their students, which appears to be the main 

reason for Malcolm’s perceived lack of progress (Emmer, 1994; Hargreaves, 2000; Erb, 

2002; Sutton; 2004). Reflecting back to discussions about the nature of FE in Chapter 2, it 

is evident that catering for increasingly diverse groups of students with different learning 

needs and interests can be a challenge for teachers who expect them to behave in 

particular ways. Unless teachers are supported to recognise this necessary adjustment, 

there are risks that unrealistically high levels of expectation may lead to an overly 

disciplined approach which, rather than reducing the incidence of disruptive behaviours, 

actually exacerbates it (Alberto & Troutman, 2005). At the other end of the spectrum, 

teachers may lower their expectations of students too far and tolerate unacceptable 

behaviour because it appears pointless to challenge them. In either case, teachers are 

likely to experience frustration and disillusionment because they do not feel that they have 

control of their classrooms. 

Question 4. How far has teacher training supported you in your role?  

During analysis of responses to this question it was evident that participants considered 

teacher training supportive in some aspects but lacking in other areas. On the one hand 

most considered that it supported the development of technical skills such as planning 

and structuring lessons and provided them with useful guidelines on practical teaching 

strategies. However, they commonly felt there was a lack of support with connecting 

curriculum theory to practice. This was further exacerbated when participants experienced 

problems with classroom management and knowing how to respond to students social 

and emotional problems. These findings are consistent with those reported in published 

literature and are also echoed in data collected from the Teachers’ Perception 

Questionnaire and recorded in reflective diary entries (Hargreaves, 2002; Rushton, 2010; 

Orr, 2012) 

Question 5.  To what extent have the CBT sessions influenced your thoughts about 

teaching?  

During analysis of responses to this question three themes were identified and mirrored 

the findings from the evaluation questionnaire. As shown in Figure 34 these were critical 

reflection, reinforcement and lack of impact.  
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Critical reflection is considered an integral component of many teacher education 

programmes yet, according to some, its impact on the practice of teachers is questionable 

(Boud, 2006; Regan, 2008). In order to be meaningful reflection needs to be constructively 

critical and involves individuals becoming open to examining their underlying beliefs and 

questioning and challenging their assumptions and presuppositions (Dewey, 1933). The 

sub-codes identified in participants’ responses suggest that CBT offers the foundation for 

developing the skills of critical reflection by raising self-awareness, supporting a more 

realistic appraisal of expectations, challenging negative blind spots and viewing situations 

in a more objective and balanced manner.  

The theme of reinforcement was also evident during analysis and some participants made 

reference to CBT as confirming the value of their existing intuitive approaches. As 

discussed in Chapter 4, intuitive skills are often assumed in all teachers, yet it is clear 

from the findings of published literature and personal experience that this cannot be taken 

for granted (McNally et al., 2005). Furthermore, although some individuals may appear 

naturally resourceful and innovative in their approaches to some situations, their 

approaches may not be sufficient to withstand the full range of complex challenges they 

may encounter in their everyday teaching practice (Apter, 2007).  

The final theme was a lack of impact. This was articulated by Malcolm, who considered 

CBT irrelevant to his practice because the strategies focused largely on developing his 

skills and approaches when he considered that it was the students who needed to be 

developed. Whilst such views may be valid, it is imperative that teachers engage in 

understanding the reasons for challenges and work to address them. Challenging 

negative blind spots is crucial to teachers’ developing a more objective appraisal of 

situations, yet it is clear both from this research and past experience that underlying 

beliefs and expectations are powerful sources of influence and can be difficult to change 

(Ellis, 1977). 

Question 6.  What are your thoughts about teaching in the forthcoming year?  

Reflection for action  

During the analysis of participants’ responses to this question, the theme identified was 

reflecting for future action, in which participants focused on consolidating experiences and 

refining their approaches to manage their roles as teachers and their relationships with 

students more effectively. As discussed in Chapter 3, reflective practice should be the 

vehicle for supporting teachers to bridge the gap between theory and practice by crafting 

their technical knowledge of teaching with their tacit knowledge (Schön, 1983). Reflecting 
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on Moore’s (1995) discussion about the craft of teaching in Chapter 4, it might be 

suggested that in consolidating their experiences participants are learning about what it 

means to become a teacher. Through experimentation they are engaged in refining their 

skills and strategies and creating personal knowledge to inform and direct their everyday 

actions. Central to the craft of teaching is the ability to enthuse and instil a willingness to 

learn, which illustrates that positive emotional regulation is central to effective learning 

(Moore, 1995). Whilst it may be suggested that teachers will ultimately develop their craft 

through praxis over time, they can be guided to reach this point of creativity more quickly if 

encouraged to engage in problem-solving activities and rehearsal during their teacher 

education programmes. It is not clear whether the participants interviewed would have 

reached this stage of crafting without CBT yet it could be suggested that raising self-

awareness and realistically appraising events are useful for supporting this transition.  

In order to explore how far participants’ views influenced their practice, a sample was 

asked to participate in lesson observations.  

Section Five: Lesson Observation Results and Data Analysis 

Four participants who had previously been interviewed agreed to classroom observations. 

Whilst this was a small sample, it is suggested that the selection of participants satisfies 

Rubin & Rubin’s (1995) criteria for investigating similarity and dissimilarity. In terms of 

similarity, all members of the sample were at the same stage of teacher training and 

during the CBT research trials and interviews had articulated similar concerns about 

classroom management. At the same time they were also considered sufficiently different 

in terms of their subjects and student groups, and in relation to teaching experience and 

contractual hours of working. Figure 35 provides a summary of participants’ 

characteristics. 

Figure 35: Lesson Observation Sample 

Name Age 
category 

Students’ 
age group  

Status Length of teaching 
experience 

Subject  

Kay 31-40 16-19 Full-time  New teacher Hairdressing 

Sarah 31-40 Adults  Part-time 
agency 

New teacher Basic Skills 

Malcolm 51-60  14-16 

16-19 

Full-time 2 years Construction 

Steve 41-50  16-19 Part-time 4 years  Health and 
Social Care 
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All observations were scheduled for an hour and at the end participants were thanked, 

provided with brief feedback and asked to make follow-up appointments to review the 

lesson in further detail. Allowing a lapse of time between observation and review was 

considered important to provide time for reflection. Participants were asked to note their 

thoughts about their lesson in preparation for follow-up meetings. Given previous 

suggestions of potential inconsistencies between what teachers believe they do and what 

they do in practice, observation notes were compared to teachers’ perceptions at the end 

of each follow-up meeting (Beaman & Wheldall, 2000; Reyna & Weiner, 2001; Clunies-

Ross et al., 2008).  

Section Six: Data from post-observation feedback sessions 

Prior to each interview, participants were warmly greeted, thanked for their involvement in 

the research and assured that their responses would be treated in the strictest of 

confidence.  

During each post-observation interview participants were asked five key questions broadly 

aligned to the themes covered in the lesson observation profile used in this research (see 

Appendix 7). As discussed in Chapter 6, the profile is based on Davidson’s (2004) work 

on ‘Ten Micro-skills’ for Managing Behaviour and represents a collection of teachers’ 

strategies adapted from the works of Glasser (1990), Rogers (1995) and Richmond 

(1996). Taken collectively, these skills represent strategies from each of the main 

psychological disciplines. 

The following section explains the rationale for the interview questions and in doing so 

provides the initial concept codes later used to analyse interview transcripts. 

Question 1.  How do you try to build rapport with your students in your lessons?  

As discussed in Chapter 3, rapport is rooted in humanistic philosophy and considered 

central to the development of educative relationships with students (Rogers, 1969). This 

question provided the opportunity to explore what participants believed they did to foster 

positive relationships with their students in the classroom.  

Question 2.  What do you do to promote a positive learning environment? 

This question was designed to explore participants’ views about how they foster 

conditions for learning. As discussed in Chapter 3, creating a positive learning 

environment is central to building positive behaviour and incorporates a balance of 

strategies which reinforce behavioural guidelines whilst making students feel comfortable, 

safe and engaged (Glasser, 1986). In a classroom where values and roles remain 

constant and focus is placed on the positive aspects of learning, students will be more 
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open to participating in class actively and less likely to exhibit challenging behaviour 

(Good & Brophy, 2000).  

Question 3.  How to encourage students to develop confidence in their ability?  

This question sought to explore how teachers believed they supported students to foster 

self-belief and encourage a ‘can do’ spirit. This is much more than providing praise and 

encouraging words; it necessitates supporting students to manage disappointments and 

challenges in their studies (Claxton, 2007). Central to this is encouraging active reflection 

and guiding students to identify what they have accomplished and objectively appraise 

what is blocking their progress. At the same time, students are more likely to develop 

confidence when they achieve, so teachers need to consider how they construct activities 

to support the development of mastery (Bandura 1977; Fosnot, 1996).  

Question 4.  How do you manage challenging behaviour?  

This question sought to explore how far participants considered the potential for 

challenging behaviour in their classrooms. As discussed in Chapter 3, whilst proactive 

strategies are considered central to averting challenging behaviour it is evident that they 

will not work in every situation. Therefore teachers need to have clear strategies in place 

for dealing with disruptive behaviours should they arise. By rehearsing possible 

approaches, in advance teachers are more likely to be able to manage challenges calmly 

and in a balanced manner (Good & Brophy, 2000). As discussed in Chapter 4, there are 

tendencies for some teachers to become over reactive to disturbances, which can lead to 

an escalation of events, therefore the focus of effective management is to take early 

interventions by acknowledging the behaviour and trying to avert it through non-verbal 

cues (Chuah & Jakubowicz, 1999).  

Question 5.  To what extent did CBT principles and practices influence your approach 

in the lesson?  

In order to validate the results from other data collection methods, this question sought to 

explore how far the CBT sessions had actually impacted on participants’ practice in the 

classroom. 

As in previous interview approaches, a hierarchical coding frame was designed to analyse 

data transcripts. The following section presents a summary of participants’ interview 

responses and then goes on to explain how these informed the design of the coding frame 

shown in Figure 36. In order to illustrate areas of focus the key words and phrases used to 

inform the coding frame are italicised in each of the transcripts.   
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Kay’s post-observation interview summary  

Question 1.   What do you do to build rapport with your students in your lessons?  

Kay felt that she made a conscious effort to show an interest in the lives of her students, 

adding that it was ‘important to remember things about them’. She also mentioned the 

importance of being approachable and friendly and added ‘they need to know you care’. 

She added that she always tried to ensure that she welcomed students into the classroom 

with a smile, as that was fundamental to cultivating a positive learning environment. Kay 

also felt that it was important to foster positive relationships between the students, saying 

how she used group work and peer assessment to promote collaboration in learning.  

Question 2.   What do you do to promote a positive learning environment? 

Reflecting on her previous experiences of challenging classroom behaviour, Kay said that 

she felt it was important to be well prepared for sessions and start with a positive focus to 

get students in a good frame of mind. So she often used a quiz or a DVD clip. She also 

made reference to Check In, which she had been using for the past four weeks with her 

students, and stated that she had found it extremely useful for generating group rapport. 

However, given her student groups, she also emphasised the importance of reminding 

students about classroom guidelines and expectations, ‘not in a disciplinary way but a 

polite reminder and make sure I show them that I am turning off my phone, too’.  

Question 3.  How do you encourage students to develop confidence in their ability? 

Kay stated that it was important to give students regular feedback on their progress 

throughout the lessons and get them to focus ‘on what they had achieved’. As many of her 

students had not done well at schools they often doubted their ability so it was important 

to ensure that they had regular praise for their achievements. She added that she made 

sure that she always said something positive about what they have done, even when it 

was not exactly right.  

Question 4.  How do you manage challenging behaviour in your classroom? 

Kay said that when she needed to address repeated behavioural issues in the classroom 

she tried to remain ‘calm and focused’ and would explain to students why their actions 

were unacceptable. She also explained that she made sure that she ‘critiqued their 

behaviour’, and not them as individuals.  

Question 5.  How far have CBT principles and practices influenced your approach? 

Kay stated that it had made her more sensitive to what was going on in the classroom and 

‘less caught up in her own thoughts’. She made reference again to Check In as a useful 

technique for connecting with the group at the beginning of her sessions. 
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Observation Notes  

Kay did as suggested in her observation review and welcomed students by name at the 

door. She commented on the change of hair colour of two students as they entered the 

room and said ‘Becky that is a really lovely shade of plum’, and ‘Wow, Vicky that pink 

fringe is really you’. The students grinned in response and the other asked with interest 

about the colours they had used. When all students were at their stations she asked them 

to pull their stools to the middle of the room in a circle. She then positioned herself as part 

of the circle smiled and said ‘good morning, everyone’. She then asked students to check 

that their mobile phones were on ‘silent’ and to put away in their bags. As they did so, Kay 

also checked her phone and put it away. She then smiled and said ‘thank you’. The 

session commenced with a Check In activity and it was clear that students were familiar 

with the activity, as one student said, ‘can I go first this time, as Becky always starts’. 

Without prompting, students took turns to share something about their week, which 

included events such having a driving lesson to frustrations with a younger brother.  

During the observation Kay regularly circulated each student to assess their progress on 

tasks. She asked, ‘How’s it going’ and regularly used motivational terms to encourage 

motivation such as ‘I like that’ ‘and ‘wow, that’s really good’.  

Sarah’s post-observation interview summary.  

Question 1.  How do you try to build rapport with your students in your lessons?  

According to Sarah, one of the most important things was cultivating mutual respect and 

showing students the consideration that you expect from them. She explained how she 

showed interest in students, ‘I compliment them and I ask them about their lives. I try and 

remember little things about them’. She added that she could tell if students were not their 

usual selves by what they might be wearing on the day or by the way that they presented 

themselves.  

Question 2.  What do you do to promote a positive learning environment? 

Sarah also mentioned the importance of starting lessons in a positive focused way and felt 

that it was important to be ‘energetic and enthusiastic’. She said that she often started 

lessons with a ‘Blockbuster’ maths activity where students worked competitively in teams 

to revise previous areas of study. She added, ‘They really enjoy it and we all have a 

laugh’. Sarah also felt that it was important to promote collaboration in learning and used 

a lot of group work to get students sharing problems together. Sarah also stated that it 

was important to include everyone in discussion and ask all of them a question that they 

could answer.  
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Question 3.  How do you encourage students to develop confidence in their ability? 

Sarah mentioned the importance of getting students to be more positive about their 

achievements and supporting them to identify what they are finding difficult, rather than 

considering everything as insurmountable, and mentioned using Reframing activities to 

guide their focus. 

Question 4.  How do you manage challenging behaviour in your classroom? 

Sarah stated that she made sure that she made early eye contact with students when they 

appeared off-task and directed them with a nod to re-focus their attention. She also stated 

that it was important to get a balance and not to get ‘too hung up about minor 

misdemeanours’ otherwise you get into a negative spiral’ and just focus on students who 

are off task. Sarah said she found that if she rewarded students for their positive 

behaviours throughout the session they were less likely to go off task. 

Question 5.  How far have CBT principles and practices influenced your approach? 

Sarah reiterated the value of Check In and Reframing. She also mentioned that the CBT 

sessions had made her more conscious of her own behaviour and more aware of the 

importance of ‘influencing students, not trying to control them’. 

Observation Notes 

Sarah was welcoming and greeted each student at the door as they arrived, smiled and 

made eye contact with each. During the observed session she smiled regularly and used 

animated gestures to emphasise her explanations and generate a sense of enthusiasm. 

As Sarah reported in her observation, she commenced her class with a Check In activity 

and asked students to say something positive about their week. The students then took 

part in a ‘Blockbuster’ quiz activity to promote their skills of mental arithmetic, which 

caused much laughter and competition between teams. Even when the students did not 

get the answer completely right Sarah positively acknowledged each student’s effort and 

responded by saying, ‘that’s not quite right but I can see why you might think that’, and 

‘whilst this is not the exact answer it shows a good level of thinking’. Following the quiz, 

students were asked to work in small groups and complete activities focused on practising 

the order of operation in estimating numerical calculations. During the activities Sarah had 

two students who were off task and when she noticed she walked over to check that they 

were clear about the requirements and congratulated them on the positive work they had 

completed so far in the lesson. Sarah also used a Reframing approach when working with 

one student who stated that he could not do any of the calculations he had been given. In 

doing so, she said: 
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Josh, you have done really well over the past few weeks and see how quickly you 

got the answer last time. Now which bit don’t you get?  

Steve’s post-observation interview summary 

Question 1.  How do you try to build rapport with your students in your lessons?  

Steve stated that it was important to show interest in the students’ lives by talking to them 

and asking questions such as ‘How is this going and that going?’ He showed interest in 

his students’ activities outside of college, such as going to the cinema or attending a 

sporting event. He explained that the most important thing in building rapport was showing 

mutual respect.  

Question 2.  What do you do to promote a positive learning environment? 

Steve explained that he always started with a general review of what ‘everyone has been 

up to’ and added ‘pretty much like your Check In activity, where everyone takes turns to 

share something’. He added, ‘I bring my life into the classroom quite a bit so it’s an equal 

share and sets a collaborative environment’. He continued by explaining that after a 

positive start, it was about making the session interesting, having a ‘bit of a laugh’ working 

together  and sharing problems.  

Question 3.  How do you encourage students to develop confidence in their ability? 

Steve thought the key to developing confidence amongst his students was ensuring that 

they felt comfortable with others and stated that if teachers have good relationships with 

the students they would be likely to be responsive to encouragement and guidance. He 

said that he thought students’ ‘working collaboratively’ together was a really important way 

of keeping morale high, as ‘problems shared are problems halved’. He stressed the 

importance of feedback and said that when students questioned their ability, it was 

important to work through difficulties step-by-step and encourage them to focus on the 

reasons why they did not understand particular things.  

Question 4.  How do you manage challenging behaviour in your classroom? 

In responding to this question Steve stated that it was important to model positive 

behaviour and to promote a feeling of ‘mutual respect’ in the classroom. He added that 

students all go off task for a while, some less obtrusively then others, and that he found 

the best way of getting them back on track was to add an element of humour and say 

something like, ‘come on now it’s not that bad you could be in worse places than this 

classroom’.  
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Question 5.  How far have CBT principles and practices influenced your approach? 

Steve reiterated his view that CBT was largely common sense, but found the sessions 

valuable for reinforcing his ideas about influencing the mood of the group by making sure 

he was enthusiastic and ‘upbeat’.  

Observation Notes 

Steve commenced the session by welcoming everyone and asking how they were. He 

then explained the focus of the sessions and began by asking each student in turn 

whether they had any difficulties with the set task so far. Following this he gave a brief 

introduction to the topic and asked students to work in small groups and note all of the 

anti-discriminatory legislation they knew about. During the activity Steve moved around 

each group nodding with approval during student discussions and smiled encouraging 

when some were struggling to remember the name of relevant Acts. During the feedback 

activity he asked all students a question by name and gave positive feedback for their 

contributions and distributed hand-outs of the main types of legislation provided. Students 

were then asked to work on a case study to identify how certain legislation could be 

applied. During this activity two students were observed to be off task and texting on their 

mobile phones. Becoming aware of this, Steve walked over to the students asked them to 

focus on the activity and added a humorous comment:  

Come on Matt, Sarah, you know the situation with phones please put them away. I 

know that your friends need to get hold of you but just think how cool it is to be too 

busy to answer them, they will think you are doing something really special, which 

you are – learning. 

The students apologised and no further off-task behaviour was observed during the 

session.  

Malcolm’s post-observation interview summary. 

Question 1.  How do you try to build rapport with your students in your lessons?  

Malcolm said that he tried to build rapport by being friendly and ‘having a laugh’. However 

he qualified his answer by stating that it was important not to over-use this technique:  

Having a bit of a laugh is good yet it is important not to get too friendly as students 

would then take advantage of you and think they can behave in any way that suits 

them.  
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Question 2.  What do you do to promote a positive learning environment? 

Malcolm said it was important to make lessons interesting and to get all the students 

actively involved. He explained that it was important to ensure that all tasks were ‘relevant 

to assignment requirements’, otherwise students did not see the point in completing them.  

Question 3.  How do you encourage students to develop confidence in their ability? 

The importance of feedback was emphasised by Malcolm, who said it was important that 

students felt confident to ask for help when they were unsure. He explained that he often 

shared his own challenges in learning with them in the hope that they could see that was 

not impossible to achieve success, providing they are ‘motivated and determined to do 

well’.  

Question 4.  How do you manage challenging behaviour in your classroom? 

Malcolm mentioned the importance of reinforcing clear rules and guidelines and stressed 

the importance of using early interventions when students were seen to be off task. He felt 

that there was nothing much that could be done when you had asked students to stop 

misbehaving so many times and added that in some cases he would have no choice but 

to send them out of the room to calm down.  

Question 5.  How far have CBT principles and practices influenced your approach? 

In keeping with his interview comments, Malcolm stated that CBT was not really 

appropriate for the students he taught because they needed to learn how to manage 

themselves more effectively , but thought it might come in ‘handy one day’. 

Observation Notes 

Malcolm commenced the session by saying good morning. He then introduced the topic 

for the session and loaded his PowerPoint presentation, asking, ‘can anyone remember 

what we did last week?’ When one student volunteered a response he said ‘yes, but what 

else?’ He looked around the room and nodded at a student in the middle and asked him, 

‘what do you think?’ The student said he ‘couldn’t remember’ and Malcolm sighed and 

said ‘wow this is going to be a long session if we have to go back over everything that you 

have forgotten’. Malcolm sat at the front of the room for the first thirty minutes of the 

session and worked through his presentation, asking students to make notes that they 

would need for an assignment. When one of the students mentioned that it was boring, he 

responded ‘yes I know but we need to do it otherwise you won’t pass your course’.  
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The session largely consisted of note taking and general questions to the group, however 

it appeared that Malcolm did not know the names of his students as he relied on 

volunteers to answer questions, who were the same three students throughout. 

Malcolm did have students who were off-task during the lesson, yet it took 10 minutes for 

him to notice the three students who were using their phones. When he did he went over 

and reminded them of the classroom rules. The next occasion occurred a few minutes 

later when the same students again began to text under the table, at which point Malcolm 

became increasingly frustrated and stated that he would confiscate the phones if they 

appeared again. Five minutes later one student took his phone out of his pocket again, but 

Malcolm said nothing and continued with the lesson. Malcolm did not send any of the 

students out of the room and appeared to either ignore of forget their inappropriate 

texting.  

Comparative summary of interviews and observations  

When comparing the findings of post-observation interview responses with the 

observation notes, it is clear that the majority of participants behaved in the manner they 

described (see Appendices 10 and 11). Most participants demonstrated a proactive 

approach during the observations in which they demonstrated clear interest in their 

students, focused on making sessions enjoyable and collaborative and took a calm 

measured approach to tackling off-task behaviour. They also encouraged students to 

engage in objective appraisals of their progress to manage areas of challenge more 

effectively.  

Malcolm’s approach, however, was clearly reactionary as he only responded to those 

students who were off task in his lesson. In addition, when he did threaten to confiscate 

students’ phones, he did not follow this through and decided to ignore further incidents. 

Whilst reactive approaches may appear useful for refocusing students’ attention at the 

time, they can be counter-productive and lead to an on-going battle between students and 

teachers (Poulou & Norwich, 2000). By choosing to ignore further off-task behaviour 

Malcolm may have been avoiding confrontation in the short term, but his failure to take 

further action may lead to such behaviours being repeated in future lessons (Beauman & 

Wheldall, 2000; Clunies-Ross et al., 2008). However, it is difficult to know if this would 

have happened if Malcolm’s session had not been observed. 

Data analysis 

The analysis of post-observation interview transcripts was conducted in the same way as 

previous interviews and involved the use of a hierarchical coding frame which involved 
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both concept and data-driven codes, illustrated in Figure 36. Concept-driven codes were 

informed by literature reviews and personal observations and used to design the interview 

questions. Data-driven codes, on the other hand, were created during the analysis of 

interview transcripts and centred on looking for contrasting views and ideas not previously 

identified.  

Figure 36: Hierarchical coding of post-observation interviews  

Building rapport 

Descriptive Code: Care 

Sub-codes  

---showing interest  

---mutual respect 

---fostering positive relationships 

---approachable, friendly 

---use of  humour  

 Promoting a positive environment 

Descriptive Code: Creating positive associations 

Sub-codes  

---preparation  

---feeling positive  

---sharing problems 

---classroom guidelines  

---generating interest 

---use of humour 

Developing student confidence 

Descriptive Code: Feedback  

Sub-codes  

---focus on achievements 

---sharing problems  

---working collaboratively  

---Reframing  

Managing challenging behaviour  

Descriptive Code: Self-management  

Sub-codes 

---early interventions  

---balanced 

---reinforce positive behaviour 

---role modelling  
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Impact of CBT  

Descriptive Code: Heightened awareness 

Sub-codes  

---sensitivity in the classroom  

---consciousness of own behaviour  

---use of CBT tools  

---reinforcing ideas 

 

Descriptive Code: Not appropriate  

Sub-codes 

---students responsible for their behaviour  

 

 

1.  How do you try to build rapport with your students in your lessons?  

When analysing data on this question it became clear that the main theme which 

connected participant’s responses was that of care, which involved showing an interest in 

students, knowing about their lives, sharing interests and having fun. As discussed in 

Chapter 3 these are central to developing educative relationships with students and 

involve teachers using this knowledge to foster the conditions for effective learning (Burris, 

2005).  

2.  What do you do to promote a positive learning environment? 

Reflecting on the sub-codes identified during data analysis the main theme from 

participants’ responses was the need to create positive conditions for learning. As shown 

in Figure 36, participants collectively identified the importance of effective organisation 

and planning of sessions, communicating clear expectations and fostering positive 

emotional connections. Ensuring that students are clear about expectations is central to 

behaviourist principles and proactively seeks to eliminate the uncertainties which can lead 

to students ‘off-task’ behaviour and the potential testing of boundaries. Additionally, 

creating a positive leaning involves providing a welcoming environment, instilling 

confidence through effective planning and introducing activities with interest and 

enthusiasm. Humour was a term used by a number of the participants and emphasises 

the importance of enjoyment in learning which is considered central to creating positive 

associations (Langlier & Connell, 2005).  

  



190 

3.  How to encourage students to develop confidence in their ability?  

As shown in Figure 36, the theme that connected most participants’ responses was the 

importance of providing students with regular feedback. However, as previously 

discussed, whilst feedback is useful its value depends on how far it advances students’ 

future learning. The sub-codes identified through the interview scripts suggest that most 

participants use feedback not only to focus on achievements but to guide further learning 

through the sharing of problems and Reframing. As discussed in Chapter 4, such 

approaches are central to supporting students to develop problem-solving skills and 

enabling them to be more resilient in the face of challenge (Costa & Kallick, 2000).  

4.  How do you manage challenging behaviour? 

When analysing interview transcripts, most participants had made reference to the 

importance of self-management when dealing with challenging behaviour. The sub-codes 

identified included positive role modelling, remaining calm and taking a balanced view of 

challenges. Each of these approaches is central to positive emotional regulation, which 

enables teachers to manage challenges effectively whilst remaining focused on achieving 

their goals and continuously modelling appropriate classroom behaviour (Sutton, 2004).  

5.  To what extent did CBT principles and practices influence your approach in 

the lesson? 

During analysis, it emerged that most participants considered that CBT had raised their 

consciousness of their own behaviours in the classroom and made them more aware of 

the impact of their actions on others. Being conscious in the classroom is central to 

emotional regulation and enables teachers to maintain a constant mindful approach 

similar to reflecting in action (Schön, 1983). As previously explained, if teachers are to 

manage their classrooms effectively they need to be sensitively responsive and able to 

adapt to the changing needs of their students on a moment-to-moment basis (Burris, 

2005). In addition, two participants had used CBT strategies with their students and 

mentioned its importance in promoting an emotional connection with students. However, 

one participant who had been interviewed previously maintained his earlier view that CBT 

had no impact because it was the students who needed help to manage their behaviour, 

not him.  

It is not possible to establish to what extent the CBT trials influenced participants’ 

behaviours, as no previous observations had been conducted. However, the use of CBT 
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tools by two of the participants suggests that it has the potential to positively influence 

classroom practice.  

Discussion and Emerging Themes  

When consolidating data from each of the research methods, it is clear that participants’ 

initial experiences of teaching were similar to those reported in a number of other studies 

and highlighted a disparity between their expectations and the realities of their practice 

(Veenman, 1984; Wallace, 2002; Butcher, 2005; McNally, 2005; Rushton, 2010). 

However, this did not necessarily mean that the participants in the sample did not enjoy 

their teaching roles, although some struggled to adjust their expectations to accommodate 

these differences.  

Whilst responses to the Teachers’ Perception Questionnaire did not indicate that 

classroom behaviour was highly problematic, further data gathered during the CBT taught 

sessions and interviews presented a very different picture and highlighted that many 

found it difficult to know how to manage the low-level behavioural disruptions they 

encountered in their classrooms. As previously discussed, it is acknowledged that the 

Teachers’ Perception Questionnaire yielded little meaningful data for informing a 

connection between the themes of self-efficacy, although it did highlight the difficulties 

some participants had with managing the negative emotions they experienced when 

dealing with challenges in the classroom. These findings were reiterated during the CBT 

sessions, interviews and post-observation interviews and concur with suggestions that 

teaching is fundamentally driven and influenced by the emotional connections that 

teachers form with their students (Nias,1996; Hull, 2002; Sutton, 2005). 

Participants’ responses to questions about the effectiveness of initial teacher education 

also echoed the findings of a number of published studies and indicated that the theories 

commonly covered in the curriculum did not sufficiently prepare them to manage the day-

to-day challenges of their teaching practice (Rushton, 2010; Orr, 2012). In summarising 

the results from the action-based element of this investigation, it is possible to suggest 

that responses to the CBT sessions and the toolkit were largely positive and highlighted 

the value of strategies for raising self-awareness of classroom management approaches, 

promoting a more realistic appraisal of challenging situations and supporting a more 

informed approach to emotional regulation.  

Whilst CBT offers the potential for supporting new and beginning teachers to develop a 

more insightful approach to classroom management, it cannot transform the beliefs and 

expectations of those who are resistant to exploring alternative ways of thinking, feeling 
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and behaving. Neither can CBT, in the context of teaching, deal with all of the complex 

emotions that students bring into the classroom or alter the requirements of instrumental 

curricula that fail to inspire and engage, nor influence the effects of policies that drive the 

priorities of FE.  

The next chapter reflects on the significance of these findings in relation to the 

overarching questions posed at the beginning of this research and makes 

recommendations to inform both the future practice of initial FE teacher education 

programmes and highlight areas for further FE research in this field.  



 

Chapter 9 Conclusion and Recommendations 

Between the idea and the reality, between the motion and the act falls the shadow. 

(T.S. Eliot, The Hollow Men) 

Reflecting on the findings of this research, it is evident that there are a number of 

shadows falling between the ideas (theories) and the realities (practice) of effective 

classroom management. Eliot’s words may appear somewhat misplaced in a discussion 

about teaching but it is suggested that the shadows which he describes in his poem are 

equally as relevant to understanding the complex issues facing many new and beginning 

teachers. The darkness described in his poem is that which originates from the subjective 

mind and casts shadows on external realities. Whilst the mind may be the medium that 

connects all things in the unity of an organic culture, it can also be the shadow isolating 

things from one another, reducing them to abstraction and making movement, feeling, and 

creativity impossible. In order to cast light on the shadows that fall in the context of 

teaching it is essential that teachers are able to explore and articulate openly their 

challenges in a meaningful way.  

In consolidating this investigation it is believed that the overarching questions posed at the 

beginning of this research have been answered and have provided clear insights into 

future developments. This chapter reviews each research question in turn, makes 

recommendations based on emerging themes and suggests areas for future research.  

What are the behavioural challenges facing new and beginning FE teachers? 

Data gathered during the course of this investigation concurs with the findings of a 

number of published research studies and highlights that the main challenges facing new 

and beginning teachers is classroom management. Most of the challenges reported by 

participants during the CBT trails were low-level disruptive behaviours such as arriving 

late for class, inappropriately using mobile phones, talking over the teacher and failing to 

carry out requests. Whilst some of the participants in the sample considered this as high-

spirited behaviour, others felt that such actions were signs of defiance and represented a 

fundamental lack of respect for teachers and disinterest in their studies. As discussed in 

Chapter 4, teachers’ perceptions are significantly influenced by their underlying beliefs, 

assumptions and expectations. Data collected during the CBT research trials and semi-

structured interviews suggest that many of the participants in the sample did not expect to 

encounter such behaviours in FE and were either surprised or disillusioned by the reality 

they faced. Themes that emerged during the analysis of interview transcripts suggest that 

the main reasons for participants’ disparity related to unanticipated workload pressures 
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and disillusionment with students’ attitudes and behaviour (see Figure 34). As previously 

discussed, the workload pressures for FE teachers have increased markedly over the past 

decade as changes in government policy have led to a culture driven by measurement, 

targets and financial imperatives (Avis & Bathmaker, 2007). Coupled with this is the 

increasing diversity of students, some with social and emotional challenges and others 

who struggle with the academic requirements of their study programmes. For new and 

beginning teachers who are already grappling with the complexities of their role, these 

pressures can be overwhelming.  

The belief that all students in FE will be well motivated, interested and engaged in their 

learning is common in many discussions with new and beginning teachers. The disparity 

between expectation and experience is often furthered when their motivation for deciding 

to become teachers is based on wanting to give something back to the community, 

inspiring others and sharing their experiences. As discussed in Chapter 4 and illustrated in 

the interview themes in Chapter 8, such intrinsic motivations are fundamentally emotional 

and are driven by teachers’ desires to make a difference and achieve a sense of personal 

fulfilment (Hull, 2002), so for some teachers disruptive behaviours appears to suggest a 

rejection of the help and support they strive to provide and can reduce motivation and 

interest.  

Interestingly, whilst teachers’ difficulties in managing classroom behaviour were reported 

to be a lack of knowledge about practical control strategies, it became evident during 

informal group discussions, interviews and observations that an underlying issue was that 

of emotional management. The theme of self-management was also evident in the 

number of participants who reported that they often questioned their ability as a teacher 

and did not always feel in control of their emotions in the classroom. Whilst it is not 

suggested that teachers should be expected to tolerate behaviour that leads to emotional 

distress, it is evident they need to be further supported to explore these concerns and 

cultivate positive management strategies. In the words of Chuah and Jakubowicz (1999):  

It is not enough for practitioners to merely be aware of their feelings, they need to 

understand them and use them constructively, instead of acting on them or trying to 

control them. (Chuah & Jakubowicz, 1999: 212)  

As highlighted in previous discussions, it appears to be expected that new and beginning 

teachers have intuitive, social and emotional skills that they can readily adapt to manage 

the varying needs of their classrooms. However, it is evident both from this research and 

many publications that this is not necessarily the case and, in fact, many teachers struggle 

to manage challenges because they do not have these skills (Browers & Tomic, 2000; 



195 
 

Bar-On et al., 2000). Although discussion surrounding the importance of emotions in 

education focuses on student learning, it is clear that emotions are a central component of 

teaching and pivotal to achieving the resilience, resourcefulness and innovation commonly 

associated with the practices of effective teachers (Hargreaves, 1998; 2000; 2001; Hull, 

2002). Therefore, central to understanding the development of professional identify is the 

impact that emotions have on teacher development (Flores & Day, 2006).  

How effective are conventional psychological theories and approaches for 

supporting new and beginning teachers to manage their classrooms? 

The findings of this investigation suggest that although conventional theories may provide 

a useful platform for developing positive teaching skills, they are often considered 

inadequate to prepare teachers to manage the various challenges they encounter in their 

classrooms (Gore & Gitlin, 2004; McNally et al., 2005; Rushton, 2010; Orr, 2012). During 

analysis of questionnaire responses and interview transcripts, the majority of participants 

reported that whilst teacher education sessions provided them with useful guidelines for 

planning sessions and gave them ideas about teaching and learning activities, they were 

too theoretical to be of meaningful use to their everyday practice. For many this gap 

between theory and practice was aligned to the management of low-level student 

disruptions and the complex social and emotional issues they presented in the classroom.  

Given the many developments that have occurred in initial teacher education over the past 

decade it is perhaps surprising that these concerns, articulated over twenty-five years ago by 

Stones (1986) and Hargreaves (1988), continue to be so problematic (Rushton, 2010; Orr, 

2012). The difficulty appears to be because it is too simplistic to approach the notion of 

practice and theory as if they were separate entities that have to be somehow slotted 

together. For those individuals seeking a definitive answer to an emerging classroom difficulty, 

such theories may offer no solution because they are not easily translated. Whilst theories of 

curriculum design and positive teaching methods are clearly important in creating favourable 

classroom conditions, they cannot be considered in isolation from teachers’ personable 

qualities, which influence the relationships they build with their students.  

Hence whilst educational theories provide a useful platform for exploring the knowledge 

base of certain teaching and learning approaches the ways in which they inform teachers’ 

practice is largely dependent on how this knowledge is constructed and translated at a 

personal level (Bruner, 1966). As discussed in Chapter 3 learning is enhanced when it is 

active, collaborative and reflective, and in this context this means creating opportunities to 

share personal experiences and theorise about classroom practice. This process 

emphasises an interactive view of theory and practice where ideas guide thinking and action 
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and where practice informs and transforms ideas. Whilst reflective practice is often 

considered the vehicle for achieving this, previous discussions suggest that for some it fails 

to promote such critical engagement (Boud & Walker, 1998; Pedro, 2005; Boud, 2006).  

Supporting new and beginning teachers to transform theory into practice necessitates 

helping them to create their own teaching identity in which they explore, develop and 

refine the qualities and skills that they need to cope with the full spectrum of events they 

may encounter. As highlighted in Chapter 2, teachers now need to support increasingly 

diverse groups of students with different needs and abilities hence no single theory or 

approach will be appropriate for all classroom situations. It is not suggested that 

conventional theories do not have a place in initial FE teacher education, because when 

taken collectively they provide a useful basis for understanding that learning and teaching 

are influenced by a complex interplay of thinking, feeling and behaviour. Rather, the 

challenge for teacher educators is to support teachers to transform this knowledge in a 

meaningful way.  

To what extent can therapeutic principles and practices be adapted to support 

teachers and provide a more informed approach to classroom management?  

The findings of this research, although limited in terms of the size and spread of sample, 

suggests that there is much to be gained from incorporating the CBT toolkit into teacher 

training programmes. In attempting to deal with the complexities of classroom 

management it is evident that teachers not only require knowledge of positive teaching 

strategies but need to understand how they can use these within their own practice. In 

reviewing the effectiveness of CBT, the majority of participants felt that CBT was relevant 

to teacher training and considered that it had impacted on their teaching and learning 

practice. Results from the CBT Evaluation Questionnaire suggest that most participants 

(n=24) had trialled strategies from the CBT toolkit and reported the benefit of strategies for 

improving the emotional mood of the classroom, raising student motivation, building better 

student teacher relationships, encouraging positive emotional regulation in times of stress 

and developing greater confidence in personal management of the classroom. The 

positive effects were also reiterated by most respondents during interviews. The themes 

that emerged during the analysis of interview transcripts concurred with questionnaire 

results and highlighted the value of CBT sessions for increasing self-awareness about 

negative thinking tendencies, promoting greater critical appraisal and encouraging them to 

take a more realistic, balanced view of problems and challenges (see Figure 34). During 

classroom observations a number of participants were also seen to use strategies from 

the CBT toolkit in a confident and informed manner.  
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During the taught CBT sessions, individuals reported gaining considerable benefit from the 

use of case studies and role-play activities as they provided the opportunity to rehearse 

responses to potential challenges and compare their views with their peers. They also 

highlighted the value of modelled strategies as being techniques they could practise.  

Whilst appearing valuable to many, not all participants felt CBT strategies were relevant or 

useful and, interestingly, one participant claimed that it was too theoretical to be of 

practical value to him. This was of considerable interest given that the focus of this 

research was firmly aligned to the use of concrete practical examples and activities. Whilst 

not all strategies will be appropriate for everyone, there is a danger that individuals will 

quickly disregard ideas because they do not align with their existing ideas and 

expectations. Changes in teachers’ practice only occur when there is a change in 

teachers’ beliefs and, because they are multi-dimensional, these are triggered by both 

personal factors as well as the professional contexts in which they work (Rogers, 2002). In 

addition, some may not see the need to change their behaviour if they believe that their 

actions are valid and consider that they already have fairly reliable strategies.  

In addition, whilst the majority of the sample had trialled CBT tools, a number (n=7) 

reported that they had not used any, even though they stated that they intended to do so. 

When reviewing teachers’ experiences of using CBT tools in class-based discussions, the 

reasons given for not trialling techniques were that they had meant to but forgot, or did not 

consider them appropriate to the groups they were teaching. It is not suggested that the 

CBT toolkit is a panacea for managing all classroom situations, but that it has the potential 

to raise awareness and support teachers to become more self-aware and enable them to 

become more flexible and responsive to events as they unfold. 

What recommendations can this research provide to inform the future practice of 

initial FE teacher education? 

In consolidating the findings of this research it is possible to identify four following areas 

for teacher education development:  

1. Raising teachers’ self-awareness  

2. Connecting with the emotional side of teaching  

3. Transforming theory into practice  

4. Promoting collaboration in learning.  
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This next section considers these themes further and suggests practical strategies for 

supporting teacher educators to address these areas. However in doing so, it raises 

issues about the knowledge, skills and attributes of teacher educators themselves.  

Raising Teachers’ Self-awareness  

Whilst it may initially appear undermining to suggest that teachers need to become more 

self-aware, it is pertinent that to understand others they understand themselves and 

develop healthy attitudes of self-acceptance. A key theme emerging both from the 

literature review and the interviews was that teachers base many of their expectations and 

ideals about teaching on their own experiences of being a student (Ball & Goodson, 1985; 

Goodson, 1992; Nias, 1996; Flores & Day, 2006). Where there appears to be a 

disconnection between expectations and experiences it is founded on a lack of awareness 

about the actual practices and challenges of a teacher’s role. Whilst it is not suggested 

that teachers’ ideals are dashed by the harsh realities of teaching, it is clear that they 

need to be more informed about the actual day-to-day practice of teaching. This is not 

merely the responsibility of teacher educators, and conversations need to take place 

between appointing managers and the applicants, yet all too often issues may be 

considered as inappropriate or ‘off-putting’.  

As explained in Chapter 4, teachers’ beliefs about their roles and responsibilities and 

those of their students profoundly affect teacher–student interactions, behaviour and 

subsequent learning (Chuah & Jakubowicz, 1999; Burris, 2005). Consequently, the 

assumptions that teachers may make about students, rightly or wrongly, ultimately 

influence their expectations they have of them and the way that they behave towards 

them. Being aware of teachers’ beliefs should be fundamental to understanding how they 

conceptualise their work. Whilst classroom experiences and day-to-day interactions with 

colleagues have the potential to influence teachers’ beliefs and over time can lead to 

revisions, core beliefs are difficult to change. According to Kennedy (1999), the problem 

with teacher education is that it pays little, if any, attention to teachers’ underlying beliefs 

and rarely impacts on deeply held attitudes or values because it does not seek to disturb 

them. Although the sources of these beliefs may vary widely, teachers are likely to have 

strong beliefs about the role that education can play in life, about explanations for 

individual variation in academic performance about student behaviour and many other 

areas. Challenging individual ‘blind spots’ can be difficult yet necessary if teachers are to 

become aware of how their underlying thinking impacts on their day-to-day practice. It is 

not suggested that all teachers have negative habits of mind, yet there is a tendency for 

certain thoughts to be repeated when they are reinforced. Teachers need to be supported 
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to develop habits of thinking that are based on evidence and encouraged to explore new 

ideas and approaches that may challenge existing beliefs in an open-minded manner. 

Central to this is raising personal consciousness and challenging individuals to explore a 

range of perspectives quite different from their own. By becoming more conscious of their 

thoughts, individuals are shifting cognitive gear and moving from automatic processing to 

conscious engagement and back again. In keeping with the unconscious incompetence 

model, conscious engagement becomes perfected through practice so, over time, the 

practice becomes unconscious.  

At a practical level teachers may be supported to engage in such challenges by analysing 

different teaching-based scenarios and being asked to discuss and validate their views 

with others. When articulating their views, individuals can be asked to explain the basis for 

their assumptions, to consider the strengths and limitations of approaches and to explore 

alternative ways of looking at situations. Activities such as Reframing engage individuals 

in direct exploration of their beliefs and principles, providing an opportunity for greater self-

awareness through reflection and critical questioning. As such, it provides a bridge 

between the ideas and the realities of behaviour management by engaging with 

fundamental issues governing teachers’ underlying beliefs, personal expectations and 

motivations for teaching. 

As explained in Chapter 4, engaging in narrative enquiry can be a useful method for 

investigating individuals’ perceptions of teaching and encouraging them to understand 

their longitudinal development (Clandinin & Connelly, 1990). In supporting this, teacher 

educators could encourage new teachers to create an educational autobiography in which 

they trace the influences on their education. This would include identifying family 

influences, favourite teachers and ‘turning point’ experiences, as well as personal 

recollections of special aptitudes and the identification of preferred learning and teaching 

approaches.  

Connecting with the Emotional Side of Teaching  

It is evident from gathered data that emotional management represents a significant 

challenge for a number of respondents in this study. Emotions that arise every day in the 

classroom can be both positive and negative, and how teachers manage these is strongly 

dependent on their internal processing. Reflecting on the discussion of emotional 

regulation in Chapter 4, it is clear that teachers may use a variety of strategies to keep 

real emotions under control to prevent their acting or responding inappropriately. In 

teaching there is an expectation that individuals will be controlled and confident in their 

management of challenging situations and act as positive role models for students, and all 
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too often it is assumed that they will be able to do this with relative ease. However, it is 

evident from many of the discussions connected to CBT and the increasing incidence of 

occupational stress that such strategies may become counter-productive in time (Howard 

& Johnson, 2004; Seligman, 1995; Le Doux, 1996). Instead of being forgotten or buried, 

repressed tensions persist. Furthermore, over time individuals lose the free additional 

energy to keep the defence operative, so this becomes a draining activity (Burris, 2005). 

In supporting teachers to develop steadying emotional regulation they need to be aware of 

their personal triggers and guided in the principles and practices of palliative regulation 

management approaches. Since thoughts, feelings and actions are so closely interrelated, 

teachers need to be supported to engage in discussions about the impact that their 

emotions and behaviours have on others.  

Given the growing emphasis on the importance of emotions in learning, it might be 

supposed that this would have translated to the world of FE education and training, yet 

there appears an overarching assumption that staff and managerial learning is relatively 

unproblematic and straightforward. Numerous studies have concluded that emotion not 

only affects the content of thought but actually influences it and constitutes the 

judgements that individuals make about the world and the strategies they use for living 

(Damasio, 1994; Solomon, 2000; Sutton & Wheatley, 2003; Sutton, 2004). Throughout the 

course of this investigation it has become clear that, for many teachers, classroom 

practice constitutes a labour of love in which the desire to create, inspire and motivate 

students in the classroom can be fraught with challenging behaviour, disengaged 

individuals and heavy workloads.  

Having revised the concept of EI and explored the perceived value of SEAL for supporting 

the social and emotional development of students, perhaps a similar model, Social and 

Emotional Aspects of Teaching (SEAT), should be introduced for teachers as it is clear 

that they, too, may need support in managing their emotional and social responses 

(Brackett & Caruso, 2007). However, whilst training in emotional intelligence 

competencies may be the answer for some, it is evident from evaluations of the SEAL 

curriculum that even when some teachers are introduced to such theories they do not 

readily use or value them (Weare, 2004; Humphrey et al., 2011).  

In supporting teachers to understand their emotions they need to be encouraged to 

explore their emotional triggers and given opportunities to work through emotional 

scenarios. The stages of Mood Management explained in Chapter 6 offer a structure for 

working through emotional hot spots and encourage individuals to take positive control of 

their feelings and engage in a more objective appraisal of their responses. This does not 
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render emotional regulation in the classroom unnecessary, but can provide teachers with 

opportunities to decipher the essential messages that their emotions are sending. By 

paying conscious attention to the present, individuals avoid being distracted by worries 

and reacting automatically to unfolding events. Understanding the notion of self-regulation 

is important for teachers because teaching requires problem-solving and invention. 

Teachers face problems and challenges that are complex and rarely straightforward. As 

Schön (1983) points out, teaching teachers facts and rigid decision-making models is less 

effective than nurturing teachers’ capacity and skill to deal with the difficult problems of the 

real world.  

Whilst discussions of classroom management in the context of this investigation have 

centred on teachers’ experiences and interpretations of students’ behaviour, it is important 

that these are not considered in isolation from the impact of teachers’ behaviour on the 

classroom. By raising awareness teachers’ awareness of emotionality in the classroom, 

they can become more sensitive to reading the moods of their students and more 

responsive to noticing and refining their own moods. Given the complexities of young 

peoples’ lives and increasing displays of emotionality in the classroom, it is essential that 

teachers understand how their own emotions impact on their actions and influence the 

behaviour of others. By becoming more aware of thoughts and feelings on a moment-to-

moment basis, teachers will have greater freedom and choice about their reactions. As 

highlighted by Dell (1992), the only way teachers can influence their students is to be 

responsive and ‘fit’ into the situations in which they find themselves.  

Teaching and learning go together, yet they are undertaken by different people so the 

match is incomplete. People can learn without teaching, and individuals can teach without 

learning. Effective teaching cannot make people learn, but it can foster the interest and 

open opportunities for them to learn (Claxton, 2007). Teaching is thus not simply the 

transmission of knowledge, values or skills; it is the recognition and arrangement of 

conditions that are instrumental to learning, and which are emotionally situated. Building 

educative relationships is central to effective learning. This does not mean that teachers 

try to live in their students world by watching the same reality television, listening to same 

music or using the same ‘cool expressions’, although an awareness may help to 

demonstrate interest. Rather, educative relationships are based on an appreciation of 

others’ worlds.  

Transforming Theory into Practice 

Given the difficulties some teachers express with transferring theoretical knowledge to 

practice, it is suggested that teacher educators need to focus greater attention on 
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supporting individuals to develop their skills of reflection. As explained in Chapter 3, whilst 

reflective practice is now considered an integral component of initial FE teacher education 

programmes, it does not necessarily advance individuals’ learning about themselves. 

Asking the right questions is a critical part of any constructive thinking about practice, and 

the right questions are not likely to be those that simply pop into one’s head, but arrived at 

after prolonged and intensive study. As discussed in Chapter 6, Socratic questioning can 

provide a useful structure for guiding individuals to develop critical thinking skills through 

exploring what is known at a concrete level to that which may exist outside of the 

immediate consciousness at an abstract level (Ellis, 1958; Beck, 1976). Without these 

skills, thinking can become one-dimensional and, rather than informing future practice, 

reflection merely acts as mirror of what has gone before. For reflection to be meaningful it 

should go beyond revisiting the past or being meta-cognitively aware of one’s actions to 

be proactive and to inform future action (Conway, 2001). As explained in Chapter 6, 

imagination can be a valuable strategy for encouraging individuals to develop forethought 

and explore tensions and ideals that influence their current and future development. The 

importance of imaginative reflecting is highlighted by Egan (1990), who considers it a 

powerful tool for supporting and influencing individual’s identities: 

Imagination lies at a kind of crux where perception, memory, idea generation, 

emotion, metaphor, and no doubt other labelled features of our lives, intersect and 

interact. Some of the images we experience seem ‘echoes’ of what we have 

perceived, though we can change them, combine them, manipulate them to 

become like nothing we have ever perceived (Egan, 1990: 3) 

Whilst many new and beginning teachers seek definitive answers to guide their practice 

no list of guidelines, no matter how long, can anticipate every circumstance and in the 

context of teaching unusual circumstances are an integral aspect of everyday life. To 

support teachers to feel more confident about their practice opportunities they need to be 

given opportunities to imagine and rehearse their possible responses to a wide range of 

different scenarios. Through shaping their plans and decisions based on the most likely 

scenarios, individuals have to the opportunity to rehearse their approaches even if 

circumstances change. By building a few alternative scenarios they also have the 

opportunity to investigate unknown situations that may come to pass and plan approaches 

to counteract or mitigate their impact. Practising classroom management tactics may 

reduce the anxiety that individuals may otherwise experience from the unknown and help 

them to feel more confident as they teach. As confidence is a key component of self-

efficacy, it can lead to teachers feeling more empowered in their practice and more alert 

and responsive to events around them (Gibbs, 2000).  
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As teachers need to cater for increasingly diverse groups of students, they are challenged 

to provide more engaging instructional contexts and activities than traditional knowledge-

based curricula. In order to be successful, teachers must be reflective and analytical about 

their own beliefs and practices and must acquire a deep understanding of cognitive and 

motivational principles of learning and teaching. These features of independent learning 

need to be experienced, constructed and discussed amongst teachers so that they 

understand how to nurture the same development among students.  

Promoting Collaboration in Learning 

Implicit in the process of learning is the need to understand that discussion, exploration of 

feelings and ideas, sharing difficulties and talking things through with others are 

productive procedures that may facilitate emotional regulation. Whilst this understanding 

has been grasped by many tutors in relation to students, it is not often applied in any 

consistent or coherent fashion to the needs of staff within organisations. Given the nature 

of teaching and the ‘closed door culture’ of the classroom, many feel isolated in their day-

to-day practice although the outside world has a mythology of self-sufficiency and 

confidence and asking for help is associated with an admission of failure (Noddings, 

1996). A key theme emerging from discussions with teachers during the CBT trials was 

that they valued the opportunity to talk about problem incidents or concerns. These views 

also emerged during analysis of questionnaires, where participants suggested that 

teacher education needed to provide further opportunities for discussion of personal 

teaching and learning experiences.  

The sharing of experiences and recounting stories became a common occurrence during 

the CBT sessions and the introductory Check In activity became increasingly important for 

sharing teaching experiences. Based upon these findings and those of other studies 

(Corno & Randi, 1997; Wenger, 1998), it is clear that new teachers need to have 

structured opportunities to share passions and disappointments and to learn from each 

other.  

It is not suggested that teachers need ‘group therapy’, but structured support groups that 

enable them to ventilate concerns and issues and cultivate their awareness and 

understanding of their emotions in the classroom. The notion of sharing experiences in the 

context of professional groups has been advocated by a number of educationalists (Corno 

& Randi, 1997; Wenger, 1998), who advise that teachers should be given the same 

contexts, challenges and choices as are beneficial for students. Corno & Randi (1997) 

describe a model of professional development called ‘collaborative innovation’ in which 

teachers work together to adapt, invent, evaluate, discuss and revise instruction that fits 
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their own classrooms and contexts. In their view, it provides opportunities for teachers to 

become self-regulated, strategic and motivated as they invent methods of instructing and 

assessing students that mimic the processes of collaborative innovation that they want 

their students to discover and create. It is a professional development model of the co-

construction of meaningful experiences.  

It is clear that learning is a complex and diverse process, driven and influenced by a vast 

range of variables, but it might be suggested that strategies that consciously seek to 

empower individuals by increasing self-awareness and the development of more effective 

learning strategies will create greater opportunities for more successful learning (Bandura, 

2000). Empowering individuals to understand and value the entirety of their learning is not 

merely the acquisition of skills, but an ability to manage their own learning process and 

emotional development (Brackett & Caruso, 2007). Adjusting expectations is central to 

being responsive and effective in personal management. Neither education nor teachers 

can hope to eliminate the complexities and challenges facing young people, but it can 

help them to become more realistic about their expectations and raise their awareness of 

their own resourcefulness through problem-solving skills.  

Introducing models of therapeutic practice into teacher education might sit uncomfortably 

with some, but it is argued that strategies that seek to raise consciousness and empower 

individuals with resources to manage complexities cannot be easily dismissed. Given 

increasing reports that many new teachers are leaving the profession because they feel 

unable to manage, it is clear that there needs be greater attention to how teachers are 

educated and supported in their roles (Brouwers & Tomic, 2000; Swinson et al., 2003; 

Rushton, 2010). Preparing teachers to face the challenges and complexities of their roles 

extends far beyond providing them with the knowledge and skills of teaching, and 

necessitates supporting them to develop social and emotional strategies effectively to 

manage themselves and others. It is clear that some individuals are resourceful in their 

approaches to managing the complexities of their role, yet it is evident that this is not the 

case for everyone and therefore should not be a generalised expectation.  

The shadows that appear to fall between the realities and ideals of teachers practice are 

not in themselves an impediment to development; rather, it is the interpretation of the 

messages of doubt that appears to hinder enlightenment. In casting light on the shadows 

of teaching, individuals need to be encouraged and supported to explore their 

uncertainties in a structured, meaningful way. As there are no definitive ‘off the peg’ 

strategies for managing all types of classrooms, it is suggested that CBT sessions and the 

toolkit may be a useful starting point to support new and beginning teachers to transform 
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theory into practice and encourage them to feel more confident and responsive to the 

diverse range of situations they may encounter.  

However, it is clear that incorporating personal skills training into initial FE teacher 

education programmes may have significant ramifications. These not only involve finding 

the time to include additional themes into what may be considered to be an already 

overcrowded curriculum, but also depends on the will and the skill of teacher educators. 

Whilst it may be assumed that teacher educators would be openly responsive to 

developments that advance the training of their student teachers they too are confined by 

the curriculum requirements of their programmes and also influenced by their underlying 

beliefs and expectations about what it means to be a teacher. Given the lack of research 

in the field of behaviour management in FE, it is likely that teacher education will continue 

to approach the topic tentatively and without real, focused attention on its significance.  

Interestingly, whilst teachers’ interpersonal skills may remain a given attribute in FE, they 

have become a priority for educationalists in the compulsory sector of education. From 

September 2012, all teachers applying for training in the compulsory sector will be 

required to take psychometric tests that involve assessing individuals’ levels of 

interpersonal skills such as time management and emotional resilience, including the 

ability to perform when under pressure, to manage emotions effectively, to respond to 

criticism in a positive manner and to learn from it. According to Michael Gove, the 

Secretary of State for Education, these tests are essential to ensure that recruited 

teachers have the skills required to support students to manage the complexities of the 

learning in the twenty-first century. Whilst these proposals have been welcomed by a 

number of teaching agencies and endorsed as good practice by Ofsted, others are 

sceptical about the validity and reliability of results.  

It is not the place to deliberate at length over the potential strengths and limitations of 

such approaches but worth noting that, if successful, such tests may eliminate the need 

for personal skills training for teachers and ensure that those appointed have the intuitive 

interpersonal skills necessary to manage the complexities of teaching and learning. On 

the reverse side, however, such testing may exclude many individuals who could become 

highly successful teachers with support. In addition, there are longstanding concerns 

about the accuracy and reliability of psychometric tests, as many of the instruments used 

to assess abilities test personal knowledge, and this is subjective, variable and cognitive, 

not behavioural. There are clearly issues connected to the accuracy of self-knowledge, as 

evidenced by research that illustrates discrepancies between what teachers think they do 

and what they do in practice (Beaman & Wheldall, 2000; Poulou & Norwich, 2002; 

http://www.psychologytoday.com/basics/cognition
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Clunies-Ross et al., 2008). It also relies on how people think and feel at the time they 

complete the test. This is an area of development that will be watched with interest.  

Directions for Future Research  

In consolidating the review of the research questions posed at the beginning of this 

investigation, it is possible to identify a number of areas for future research: 

1. Given the size this investigation it would be valuable to conduct similar research with 

a larger sample group to explore whether the findings of this study could be 

generalised to other cohorts of new and beginning FE teachers. 

2. It would also be interesting to conduct a longitudinal study to explore whether use of 

the CBT toolkit had a sustained impact on teachers’ practice.  

3. A further area of research would be to explore whether teachers use of CBT 

strategies actually influences the incidence of challenging behaviour amongst their 

students. 

4. Whilst this study has focused on new and beginning teachers it is evident from 

informal discussions and observations that teachers who have been qualified for a 

number of years’ face similar challenges to those in the early stages of their careers. 

Trialling CBT strategies with these groups of teachers could be valuable. 

5. Given that this research has reviewed teacher education practices, it would be of 

great interest to explore teacher educators’ perspectives of the challenges facing 

new and beginning teachers and to investigate their views on the effectiveness of 

their programmes in addressing these.  

6. It is evident that whilst teachers’ emotions are intrinsically individual and personal 

they are subject to influence from a wide range of external variables. During the 

course of this research a number of participants disclosed that their managers 

experienced problems with controlling their emotions. Hence, a further area of 

research would be to investigate to what extent the emotional management of senior 

managers’ influences the emotional regulation of teachers. 

7. Finally, it would be of interest to explore how far the organisational culture of FE 

colleges influences the emotional regulation and wellbeing of their staff.  

In concluding this fascinating research journey it is clear that in the current educational 

climate, characterised by change and uncertainty, the most important skill for teachers is 
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being open to learning about themselves and their students. In the words of Carl Rogers 

(1961):  

To the extent to which educators are interested in learnings which are functional, 

which make a difference, which pervade the person and his actions, they might well 

look to the field of psychotherapy for leads or ideas. Some adaptation for education 

of the learning process which takes place in psychotherapy seems a promising 

possibility. (Rogers, 1961: 281) 

Reflecting on Rogers’ advice and drawing on the findings of this research, it is suggested 

that the CBT toolkit provides this adaptation and offers the potential for meaningful 

learning that makes a difference to the lives of both new and beginning FE teachers and 

their students.  

Personal Reflections 

As with all practitioner-led enquiries, researchers come away from their investigations 

having learned something about themselves, their expectations, assumptions and ideals. 

Reflecting on research approaches taken during the course of this investigation, there are 

a number of aspects that could have been done differently. Firstly, in the early stages 

there was too much emphasis on exploring variables and testing connections between 

participants’ responses though use of a questionnaire. In fact, rather than serving to 

illuminate results from the Teachers’ Perception Questionnaire, it initially appeared to 

generate more questions than it answered. It was only when a theme of emotional 

management emerged that this began to offer some meaning information.  

From a personal perspective, this investigation has provided an opportunity to gain a 

greater insight into the world of FE teaching and helped to provide answers to a number of 

questions about why new and beginning teachers continue to feel ill-prepared to manage 

classroom behaviour. One of the main conclusions is that simply providing teachers with 

the knowledge and technical skills of teaching does not make them a teacher.  

Learning to become a teacher is far more than developing knowledge and skills about 

teaching. Rather, it involves an exploration of personal beliefs and values, and 

necessitates examining assumptions, perceptions and interpretations. Personal reflection 

as a nurse therapist also concludes that the only learning that influences behaviour is that 

which is self-discovered, personally appropriated and assimilated in experience. 

Reflecting on this poses significant implications for future personal practice in teacher 

education, which involves shifting from the technical side of teaching to supporting new 
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and beginning teachers to learn about themselves and help them to develop their own 

identities and craft their characters as teachers.  

Whilst reflection may appear to be the vehicle for achieving this, asking teachers to 

become more reflective does not necessarily lead to any meaningful development. One of 

the main difficulties with current teacher education requirements is that although creating 

standards for self-reflection may set a goal, it does not provide any mechanism to reach 

that goal. It might be assumed that individuals who commence FE teaching as a second 

career, rich with life’s experience, will automatically have the skills and personal resources 

to engage in critical reflection, yet it is clear this cannot be guaranteed.  

To ensure that new and beginning teachers are appropriately supported to manage the 

challenges and uncertainties of their roles, they need both the support and 

encouragement of enlightened teacher education programmes that focus on equipping 

them with the knowledge, skills and resources they really need. If teacher education 

programmes continue to operate on conventional practices and focus exclusively on the 

observable and measurable externals of teaching, there is a risk that teacher education 

becomes little more than an instrumental exercise that negatively impacts on the ability of 

FE teachers to respond to changing needs of teaching and learning in the twenty-first 

century.  

 

 



 

References 

Adler, P. & Adler, P. (1991). Backboards and Black-boards. New York: Columbia 

University Press. 

Alberto, P. & Troutman, A. (2005). Applied Behaviour Analysis for Teachers (4th edn). 

Englewood Cliffs, NJ: Prentice Hall.  

Amabile, T. (1998) How to kill creativity. Harvard Business Review, 76, 5, 77–87. 

Amato, P. (2005). The impact of family formation change on the cognitive, social and 

emotional well-being of the next generation. The future of children. 15, pp.75-96.  

Apter, M. (2007). Reversal Theory: The dynamics of motivation, emotion and personality, 

(2nd edn). Oxford: Oneworld.  

Archer, M. (2007). Making our Way through the World. Cambridge: Cambridge University 

Press. 

Argyris, C. & Schön, D. (1977). Theory in Practice: Increasing professional effectiveness. 

San Francisco: Jossey Bass. 

Ariel, D. (2008). Predictably Irrational: The hidden forces that shape our decisions. 

Canada: Harper Collins. 

Arthur, M., Gordon, C. & Butterfield, N. (2003). Classroom Management: Creating positive 

learning environments. Australia: Thomson.  

Association of Teachers and Lecturers (ATL) (2012). Annual conference press release, 

March, Manchester, at www.atl.org.uk (accessed 28.06.12)  

Atkins, P. & Stough, C. (2005). Does emotional intelligence change with age? Paper 

presented at the Society for Research in Adult Development annual conference, April, 

Atlanta, GA.  

Atkinson, P. (1990). The Ethnographic Imagination: Textual constructions of reality. 

London: Routledge. 

Avis, J. & Bathmaker, A. (2007). How do I cope with that? The challenge of schooling 

culture in further education for trainee FE teachers. British Educational Research Journal, 

33, 4, 509–532.  



 

Baker, K. (1989) Further Education: A new strategy. Speech to the Association of 

Colleges for Further and Higher Education, DES. 

Baker, P. (2005). Managing student behaviour: How ready are teachers to meet the 

challenge? American Secondary Education, 33, 3, 51–64. 

Ball, S. & Goodson, I. (Eds) (1985). Teachers’ Lives and Careers. London, Philadelphia: 

Falmer. 

Bandura, A. (1977). Self-efficacy: Towards a unifying theory of behaviour change 

Psychological Review, 84, 191–215.  

Bandura, A. (1989). Human agency in social cognitive theory. American Psychologist, 44, 

1175–1184. 

Bandura, A. (2001). Social cognitive theory: An agentic perspective. Annual Review of 

Psychology, 52, 1–26. 

Bandura, A. (2000). Cultivate self-efficacy for personal and organizational effectiveness. 

In E. A. Locke (Ed.), Handbook of Principles of Organization Behavior (pp. 120–136). 

Oxford: Blackwell. 

Bar-On, R., Brown, J., Kirkcaldy, B. & Thome, E. (2000). Handbook of Emotional 

Intelligence. San Francisco: Jossey-Bass.  

Bar-On, R. & Parker, J. (2000). Emotional and social intelligence: Insights from the 

emotional quotient inventory (EQ-i). In R. Bar-On & J. Parker (Eds), Handbook of 

Emotional Intelligence, pp. 363–388. San Francisco: Jossey-Bass. 

Barsalou, L. (2003). Situated simulation in the human conceptual system. Language and 

Cognitive Processes, 18, 513–562. 

Bathmaker, A., Avis, J., Kendall, A. & Parsons, J. (2002). Biographies, values and 

practice: Trainee lecturers’ constructions of teaching in further education. Paper presented 

at British Educational Research Association Annual Conference, September, Exeter.  

Bauman, Z. (2000). Liquid Modernity. Cambridge: Polity.  

Beaman, R. & Wheldall, K. (2000). Teachers’ use of approval and disapproval in the 

classroom. Educational Psychology, 20, 431–446. 

Beauchamp, C. & Thomas, L. (2008). Reflecting on an ideal: Student teachers envision a 

future identity. Reflective Practice, 11, 5, 631–643.  



 

Beck, A. (1963). Thinking and depression: 1. Idiosyncratic content and cognitive 

distortions. Archives of General Psychiatry 9, 324–333. 

Beck, A. (1976). Cognitive Therapy and Emotional Disorders. New York: International 

University.  

Beck, A. (1988). Love is Never Enough: How couples can overcome misunderstandings, 

resolve conflicts, solve relationship problems through Cognitive Therapy. New York: 

Harper & Row. 

Beck, A. (1996). Beyond belief: A theory of modes, personality, and psychopathology. In 

P. M. Salkovskis (Ed.), Frontiers of cognitive therapy, pp. 1–25. New York: Guilford.  

Beck, J. (1995). Cognitive Therapy: Basics and beyond. New York: Guilford. 

Beck, J. (2005). Cognitive Therapy for Challenging Problems: What to do when the basics 

don’t work. New York: Guilford. 

Beck, A. & Weishaar, M. (1989). Cognitive therapy. In R. Corsini & D. Wedding (Eds), 

Current Psychotherapies (4th edn., pp. 285–320). Itasca, IL: Peacock.  

Becker, H. (1996). The epistemology of qualitative research. In R. Jessor, A. Colby & R. 

Schweder (Eds), Essays on Ethnography and Human Development, pp. 53–71. Chicago: 

Chicago Press.  

Bender, W. (2003). Relational Discipline: Strategies for in-your-face students. Boston: 

Pearson. 

Benner, P. (1984). From Novice to Expert: Excellence and power in clinical nursing 

practice. Menlo Park, CA: Addison-Wesley. 

Bernard, B. (2004). Resiliency: What have we learned. San Francisco: West Ed.  

Berry, T. (1999). The Great Work: Our way into the future. New York: Bell Tower. 

Bless, H. (2000). The interplay of affect and cognition: The mediating role of general 

knowledge structures. In J. Forgus (Ed.), Feeling and Thinking: The role of affect in social 

cognition. Cambridge: Cambridge Press. 

Bogdan, R. & Bilken, S. (1998). Qualitative Research for Education. An introduction to 

theory and methods. Boston: Allyn & Bacon. 



 

Boger, C. & Boger, D. (2000). Pre service teachers’ explanations of their teaching 

behaviours. Journal of Instructional Psychology, 27, 4, 217–223. 

Booth-Butterfield, M. (1990). Communication, cognition, and anxiety. Newbury Park, CA: 

Sage. 

Boud, D. (2006). Relocating reflection in the context of practice: Rehabilitation or rejection. 

Keynote address to Standing Conference on university teaching and research in 

education of adults, Leeds. www.leeds.ac.uk/medicine/meu/lifelong06/papers (accessed 

13.6.11). 

Boud, D. & Walker, D. (1998). Promoting reflection in professional courses: The challenge 

of context. Studies in Higher Education, 23, 2, 191–206. 

Brackett, M. & Caruso, D. (2007). Emotional Literacy for Educators. Cary, NC: SELmedia. 

Brause, R. & Mayher, J. (1991). Search and Re-searching: What the inquiring teacher 

needs to know. New York: Falmer. 

Brookfield, S. (1995). Becoming a Critically Reflective Teacher. San Francisco: Jossey 

Bass. 

Brophy, J. & Good, T. (1974). Teacher–student Relationships. Causes and 

consequences. New York: Holt, Rinehart & Winston. 

Brouwers, A. & Tomic, W. (2000). A longitudinal study of teacher burnout and perceived 

self-efficacy in classroom management. Teaching and Teacher Education, 16, 239–253.  

Brown, D. (2005).The significance of congruent communication in classroom 

management. The Clearing House, 79, 1, 12–15. 

Bruner, J. (1966).Toward a Theory of Instruction. Cambridge, MA: Harvard University 

Press.  

Bullough, R. (2008).The writing of teachers’ lives–Where personal troubles and social 

issues meet. Teacher Education Quarterly, Fall, 7–26. 

Burris, E. (2005). Classrooms can use therapy, too. International Journal of Complexity 

and Education, 1, 5–17. 

Butcher, J. (2003). Sink or swim: Learning to teach post-16 on an 11–18 Postgraduate 

Certificate in Education, Teacher Development, 7, 1, 31–57. 



 

Caine, N. & Caine, G. (1994). Making Connections: Teaching and the human brain. Menlo 

Park, CA: Addison-Wesley. 

Candy, P. (1991). Self-direction for Lifelong Learning. San Francisco: Jossey-Bass 

Canter, L. & Canter, M. (1976). Assertive discipline: A take charge approach for today's 

educator. Seal Beach, CA: Canter. 

Carlson, R. & Donald, C. (2007). Psychology, the Science of Behaviour. New Jersey: 

Pearson Education. 

Carr, W. & Kemmis, S. (1986). Becoming Critical: Education, knowledge and action 

research. London: Falmer Press.  

Chalmers, D. (1996). The Conscious Mind: In search of a fundamental theory. New York: 

Oxford University Press.  

Chuah, T. & Jakubowicz, S. (1999). Enriching the experience of teaching through 

understanding and using counter transference feelings. Modern Psychoanalysis, 24, 211–

223. 

Ciarrochi, J., Chan, A & Caputi, P. (2001). A critical evaluation of the emotional 

intelligence construct. Personality and Individual Differences, 28, 539–561.  

Clandinin, D. & Connelly, F. (2000). Narrative Inquiry: Experience and story in qualitative 

research. San Francisco, CA: Jossey-Bass.  

Claxton, G. (2005). An Intelligent Look at Emotional Intelligence. London: ATL. 

Claxton, G. (2007). Expanding young people’s capacity to learn. British Journal of 

Education Studies, 55, 2, 1–20. 

Cloninger, C. & Cloninger, C. (2004). Feeling Good: The science of well-being. New York: 

Oxford University Press.  

Clunies-Ross, P., Little, E., & Kienhuis, M. (2008). Self-reported and actual use of 

proactive and reactive classroom management strategies and their relationship with 

teacher stress and student behaviour. Educational Psychology, 28, 693–710. 

Cody, W. (2006). Philosophical and Theoretical Perspectives for Advanced Nursing 

Practice. London: Jones & Bartlett. 



 

Coffield, F., Edwards, S., Finlay, I., Hodgson, A., Spours, K. & Steer, R. (2008) Improving 

Learning, Skills and Inclusion: The impact of policy on post-compulsory education. 

London: Routledge. 

Cohler, B. & Galatzer-Levy, R. (2006). Love in the classroom: Desire and transference in 

learning and teaching. In G. Boldt & P. Salvio (Eds), Love’s Return: Psychoanalytical 

essays on childhood, teaching and learning. New York: Routledge.  

Cooley, C. (1902). Human Nature and the Social Order. New York: Scribners. 

Coombs, A. (1982). A Personal Approach to Teaching: Beliefs that make a difference. 

Boston: Allyn & Bacon.  

Connelly, F. & Clandinin, M. (1990). Stories of experience and narrative enquiry. 

Educational Researcher, 19, 2–14.  

Conway, P. (2001). Anticipatory reflection while learning to teach: From a temporally 

truncated to a temporally distributed model of reflection in teacher education. Teaching 

and Teacher Education, 17, 1, 89–106. 

Corno, L. & Randi, J. (1997). Motivation, volition, and collaborative innovation in 

classroom literacy. In J. Guthrie & A. Wigfield (Eds), Reading Engagement: Motivating 

readers through integrated instruction, pp.14–31. Newark, DE: International Reading 

Association. 

Costa, A & Kallick, B. (2000). Discovering and Exploring Habits of Mind. Alexandria, VA: 

ASCD. 

Craig, C. (2009). Well-being in Schools: The curious case of the tail wagging the dog. 

Glasgow: Centre for Confidence and Wellbeing. 

Creswell, J. (2003). Research Design: Qualitative, quantitative, and mixed methods 

approaches (2nd edn). Thousand Oaks, CA: Sage. 

Crotty, M. (2003). The Foundations of Social Research: Meaning and perspective in the 

research process. Thousand Oaks, CA: Sage. 

Curwin, R. & Mendler, A. (2001). Discipline with Dignity. Upper Saddle River, NJ: Merrill.  

Dahlberg, K. & Segesten, K. (2010). Health and Caring in Theory and Practice. 

Stockholm: Natur & Kultur. 



 

Damasio, A. (1994). Descartes’ Error: Emotion, reason and the human brain. New York: 

Avon. 

Darwin, C. (1872). The Expression of the Emotions in Man and Animals. London: John 

Murray. 

Davidson, M. (2004). ‘Oh Behave’... Reflecting teachers’ behaviour management 

practices to teachers. Nowra, NSW, Australia: AVETRA.  

Davis, B., Sumara, D. & Luce-Kapler, R. (2000). Engaging Minds: Learning and teaching 

in a complex world. Mahwah, NJ: Lawrence Erlbaum.  

Day, C. (2004). A Passion for Teaching. London: Routledge Falmer. 

Day, S., Holmes, E. & Hackmann, A. (2004). Occurrence of imagery and its link with early 

memories in agoraphobia. Memory, 12, 416–427. 

Dell, P. (1992). Beyond homeostasis: Towards a concept of coherence. Family Process, 

21, 21–41. 

Denzin, N. (1989). The Research Act (3rd edn). Englewood Cliffs, NJ: Prentice Hall.  

Denzin, N. & Lincoln, Y. (1995). Handbook of Qualitative Research. Thousand Oaks, CA: 

Sage. 

DePaul, A. (2000). Survival Guide for New Teachers: How new teachers can work 

effectively with veteran teachers, parents, principals and teacher educators. Jessup MD: 

US Department of Education, Office of Educational Research and Improvement. 

Dewey, J. (1925). The Later Works, Vol. 1, Nature and experience. Carbondale: Southern 

Illinois University Press. 

Dewey, J. (1929) Experience and Nature. New York: Dover. 

Dewey, J. (1933). How We Think. A restatement of the relation of reflective thinking to the 

educative process (rev. edn). Boston: D.C. Heath. 

De Watt, K. & De Watt, B. (2002). Participant Observation: A guide for field workers. 

Walnut Creek, CA: AltaMira. 

DfEE (1998). The Learning Age: Further education for the new millennium: Response to 

the Kennedy Report. London: DfEE. 



 

DfES (2002). Success for All – Reforming Further Education and Training: Our vision for 

the future. London: DfES  

DfES (2004). Equipping our Teachers for the Future. London: DfES. 

DfES (2006). Further Education: Raising skills, improving life chances. London: DfES. 

Didaskalou, E. & Millward, A. (2002). Breaking the policy log-jam: Comparative 

perspectives on policy formulation and development for pupils with emotional and 

behavioural difficulties. Oxford Review of Education, 28, 1, 109–121.  

Dobson, K. (2000). Handbook of Cognitive-behavioural Therapies. New York: Guilford. 

Donovan, M. & Cross, C. (2002). Minority Students in Special and Gifted Education. 

Washington DC: National Academy. 

Douglas, G. (2005). Children and Family Breakdown. Cardiff: Cardiff Law School. 

Dubin, P. (1962). Human Relations in Administration. Englewood Cliffs, NJ: Prentice-Hall. 

Duffy, T. (1994). The check-in and other go-rounds in group work: Guidelines for use. 

Social Work with Groups, 17, 1–2,163–175. 

Drudy, S., Martin, M., Woods, M. and O' Flynn, J. (2005). Men and the Classroom: 

Gender imbalances in teaching. London: Routledge Falmer. 

Dryden, W. & Golden, W. (Eds) (1989). Cognitive-behavioural Approaches to Psycho-

therapy. London: Harper & Row.  

Dweck, C. (2000). Self-Theories: Their role in motivation, personality and development. 

Hove: Psychology Press, Taylor & Francis.  

Ecclestone, K. & Hayes, D. (2008). The Dangerous Rise of Therapeutic Education. 

Routledge: London. 

Ecclestone, K. & Bailey, J. (2009). Emotional Well-being and Interventions in Further 

Education Colleges: Implications for teachers’ roles. Report for the Centre for Excellence 

in Teacher Training, Oxford Brookes University. 

Egan, G. (1990). The Skilled Helper: A systematic approach to effective helping (4th edn). 

Belmont, CA: Brooks/Cole. 

Eisner, E. (1979). The Educational Imagination. London: Althouse.  



 

Elias, J. & Merriam, S. (1980). Philosophical Foundations of Adult Education. New York: 

Kreiger. 

Elias, M., Zins, J., Weissberg, R., Frey, K., Greenberg, T., Haynes, N., Kessler, R., 

Schwab-Stone, M. & Shriver, T. (1997). Promoting Social and Emotional Learning. 

Guidelines for educators. Alexandria, VA: Association for Supervision and Curriculum 

Development.  

Ellis, A. (1958). Rational psychotherapy. Journal of General Psychology, 59, 35–49. 

Ellis, A. (1971). An experiment in emotional education. Educational Technology, 11, 61–

64. 

Ellis, A. (1973). Emotional education in the classroom: The living school. Journal of Child 

Psychology, 1, 19–22.  

Ellis, A. (1977). Irrational Ideas. New York: Institute for Rational–Emotive Therapy. 

Ellis, A. (1987). How to Stop Worrying and Start Living. Washington DC: Psychology 

Today.  

Ellis, A. (1991a). My life in clinical psychology. In C. Walker (Ed.), The History of Clinical 

Psychology in Autobiography, Vol. 1, pp. 1–37. Pacific Grove: CA: Brookes/Cole. 

Ellis, A. (1991b). Achieving self-actualisation: The rational–emotive approach. In A. Jones 

& R. Crandell (Eds), Handbook of Self-actualisation. Corte Madera, CA: Select. 

Ellis, A. (1993). Reflections on rational–emotive therapy. Journal of Consulting and 

Clinical Psychology, 61, 199–201. 

Ellis, A. & Dryden, W. (1987). The Practice of Rationale Emotive Therapy. New York: 

Springer. 

Emmer, E. (1994). Teacher emotions and classroom management. Paper presented at 

the annual meeting of the American Educational Research Association, April, New 

Orleans, LA.  

Enochs, L. & Riggs, I. (1990). Further development of an elementary science teaching 

efficacy belief instrument: A pre service elementary scale. School, Science and 

Mathematics, 90, 694–706.  



 

Erb, C. (2002). The emotional whirlpool of beginning teachers’ work. Paper presented at 

the annual meeting of the Canadian Society of Studies in Education, April, Toronto, 

Canada. 

Ericsson, K., Krampe, R. & Tesch-Romer, C. (1993). The role of deliberate practice in the 

acquisition of expert performance. Psychological Review, 100, 363–406. 

Eriksson, K. (2002). Caring science in a new key. Nursing Science Quarterly 15: 1. 

Evans, E. & Tribble, M. (1986). Perceived teaching problems, self-efficacy, and 

commitment to teaching among student teachers. Journal of Education Research, 80, 81–

85.  

FEFC (1996). Inclusive Learning: Report of the Learning Difficulties and/or Disabilities 

Committee. London: HMSO. 

Feldman, A. (2007). Validity and quality in action research. Educational Action Research, 

15, 1, 21–32. 

Fineman, S. (1993). Emotion in Organisations. London: Sage. 

Finlay, I. (2009) Adults in further education: A policy overview, available at 

http://www.niace.org.uk/lifelonglearninginquiry/docs/FE-Ian-Finlay.pdf, p. 2. 

Flores, M. & Day, C. (2006). Contexts which shape and reshape new teachers’ identities. 

A multi-perspective study. Teaching and Teacher Education, 22, 2, 219–232.  

Follette, V. & Ruzek, J. (2006). Cognitive-behavioral Therapies for Trauma (2nd edn). 

New York: Guilford. 

Fontana, D. (1994). Managing Classroom Behaviour. Leicester: BPC.  

Fosnot, C. (1996). Constructivist: A psychological theory of learning. In C. Fosnot (Ed.), 

Constructivism: Theory, perspective and practice, pp. 8–13. New York: Teacher College. 

Frankfort-Nachmias, C. & Nachmias, D. (1992). Research Methods in the Social Sciences 

(4th edn). New York: St. Martin's.  

Freese, A. (2006) Reframing one’s teaching: Discovering our teacher selves through 

reflection and enquiry. Teaching and Teacher Education, 22, 1, 100–119. 

Freiberg, H. (2002). Essential skills for new teachers. Educational Leadership, 59, 6, 56–

60. 



 

Freud, S. (1961). Beyond the Pleasure Principle. London: Hogarth. 

Fried, R. (1995). The Passionate Teacher: A Practical Guide. Boston, Mass.: Beacon. 

Furedi, F. (2004). Therapy Culture: Creating vulnerability in an uncertain age. London: 

Routledge. 

Further Education and Skills (2011). Summary Workforce Diversity Report. Learning Skills 

Improvement Service (LSIS).  

Gardner, H. (1983). Multiple Intelligences. New York: Basic Books. 

Gergen, K. (1999). An Invitation to Social Constructivism. London: Sage. 

Gibbs, C. (2000). Self-efficacious teachers: New directions in the reconstruction of teacher 

education. Inaugural Professorial lecture, August, Auckland University of Technology. 

Gibbs, G. (2007). Analysing Qualitative Data. London: Sage. 

Gibson, S. & Dembo, M. (1984). Teacher efficacy: A construct validation. Journal of 

Educational Psychology, 76, 569–582.  

Glasser, W. (1986). Control Theory in the Classroom. New York: Harper & Row.  

Glasser, W. (1990). The Quality School: Managing students without coercion. New York: 

Harper Collins. 

Glasser, W. (1998). Choice Theory–A new psychology of personal freedom. New York: 

Harper Collins.  

Golden, S., O'Donnell, L., Benton, T. & Rudd, P. (2006). Evaluation of Increased Flexibility 

for 14 to 16 Year Olds Programme: Outcomes for the second cohort (DfES Research 

Report 786). London: DfES. 

Goleman, D. (1995). Emotional Intelligence. London: Bloomsbury. 

Goleman, D. (1998). Working with Emotional Intelligence. New York: Bantam. 

Good, T. & Brophy, J. (2000). Looking in Classrooms. New York: Longham. 

Goodall, H. (2000). Writing the New Ethnography. Walnut Creek CA: AltaMira.  

Goodson, I. (1994). Studying teachers’ lives. Teaching and Teacher Education, 10, 1, 29–

37.  



 

Gordon, L. (2001). Teacher efficacy as a marker of teacher effectiveness in the domain of 

classroom management. California Council on Education. Paper presented at Annual 

Meeting of the California Council on Teacher Education, Fall, San Diego, CA. 

Gore, J. & Gitlin, A. (2004). Visioning the academic–teacher divide. Power and knowledge 

in the educational community. Teachers and Teaching: Theory and Practice. 10, 1, 35–58. 

Greenberg, M., Kusche C, Cook, E. & Quamma, J. (1995). Promoting emotional 

competence in school aged children. Development and Pathology, 7, 117–136.  

Greenberg, M., Weissberg, R., O’Brien, M., Zins, J., Fredericks, L., Resink, H. & Elias, M. 

(2003). Promoting positive social development through social and emotional learning. 

American Psychologist, 58, 6/7, 466–474. 

Grey, M. (2000). The Outrageous Pursuit of Hope: Prophetic dreams for the twenty-first 

century. London: Darton, Longman & Todd.  

Gross, J. (1998). The emerging field of emotional regulation: An integrative review. 

Review of General Psychology, 2, 271–299.  

Hammersley, M. (2009). Challenging relativism: The problem of assessment criteria. 

Qualitative Inquiry, 15, 1, 3–29. 

Hammersley, M. & Atkinson, P. (1995). Ethnography: Principles in practice (2nd edn). 

London: Routledge.  

Hammond, M. (2006). Marcus Aurelius: Meditations. London: Penguin. 

Hanko, G. (Ed.) (1995). Special Needs in Ordinary Classrooms–From staff support to staff 

development. London: David Fulton. 

Hargreaves, D. (1986). Psychology and teaching a view from the sidelines, Fifth Vernon-

Wall lecture, Education Section of the British Psychological Society.  

Hargreaves, A. (1993). Individualism and individuality: Reinterpreting the teacher culture. 

International Journal of Educational Research, 19, 227–246.  

Hargreaves, A. (1994) Changing Teachers, Changing Times. Teachers’ work and culture 

in the postmodern age. London: Cassell. 

Hargreaves, A. (1998). The emotional practice of teaching. Teaching and Teacher 

Education, 14, 8, 835–854. 



 

Hargreaves, A. (2000). Mixed emotions: Teachers’ perceptions of their interactions with 

students. Teacher and Teacher Education, 16, 811–826.  

Hargreaves, A. (2001).The emotional geographies of teaching. Teachers’ College Record, 

103, 1056–1080.  

Hargreaves, A. (2002). The emotional geographies of teachers' relations with colleagues. 

International Journal of Educational Research, 35, 503–527.  

Hargreaves, D. (1986). Psychology and teaching a view from the sidelines, paper 

presented at the fifth Vernon-Wall Lecture, Education Section of the British Psychological 

Society.  

Harkin, J., Clow, R. & Hillier, Y. (2003). Recollected in Tranquility? FE teachers’ 

perceptions of their initial teacher training. London: Learning and Skills Development 

Agency.  

Hascher, T., Cocard, Y. & Moser, P. (2004). Forget about theory – practice is all? Student 

teachers’ learning in practicum. Teachers and Teaching: Theory and Practice, 10, 623–

637. 

Hatch, J. (1993). Passing along teacher beliefs: A good day. Educational Horizons, 71, 

109–112. 

Hatton, N. & Smith, D. (1995). Reflection in teacher education: Towards definition and 

implementation. Teaching and Teacher Education, 11, 1, 33–49. 

Haydn, T. (2007). Managing Pupil Behaviour. London: Routledge. 

Heider, F. (1958). The Psychology of Interpersonal Relations. New York: Wiley. 

Heron, J. (1996). Co-operative Enquiry: Research into the human condition. London: 

Sage. 

Higgins, E. (1987). Self-discrepancy: A theory relating self and affect. Psychological 

Review, 94, 319–340.  

Hochschild, A. (1983). The Managed Heart: Commercialization of human feeling. 

Berkeley, CA: University of California. 

Hodgkinson, H. (1957). Action research: A critique. Journal of Educational Sociology, 31, 

137–153.  



 

Hoffman, M. (2001). Empathy and Moral Development: Implications for caring and justice. 

New York: Cambridge University Press. 

Hogarth, R. (2001). Educational Intuition. Chicago: Chicago University Press.  

Holliday, C. (2005). The human connection. Clearing House, 79, 21–23. 

Hollon, S. & Beck, A. (2003). Cognitive and cognitive-behavioral therapies. In M. Lambert 

(Ed.), Bergin and Garfield’s Handbook of Psychotherapy and Behaviour Change (5th edn). 

New York: Wiley. 

Hope, R. (2004). The Ten Essential Shared Capabilities–A framework for the whole of the 

mental health workforce. London: Department of Health. 

Horwitz, A. & Wakefield, J. (2007). The Loss of Sadness: How psychiatry transformed 

normal sorrow into a depressive order. New York: Oxford Press.  

House, R. & Lowenthal, D. (Eds) (2008). Against and for CBT: Towards a constructive 

dialogue. Ross-on-Wye: PCCS.  

Howard, S. & Johnson, B. (2004). Resilient teachers: Resisting stress and burnout. Social 

Psychology of Education, 7, 399–420. 

Huberman, M. (1993). The Lives of Teachers. London, New York: Cassel/Teachers 

College. 

Hull, K. (2002). Eros and education: The role of desire in teaching and learning. NEA 

Education Journal, Fall, 19–30. 

Humphrey, N., Lendrum, A. & Wigelsworth, M. (2011). Social and Emotional Aspects of 

Learning (SEAL) in Secondary Schools. DfE (previously DfES) Research Report. Dfe-

RR049.  

Infantino, J. & Little, E. (2005). Students’ perceptions of classroom behaviour problems 

and the effectiveness of different disciplinary methods. Educational Psychology, 25, 491–

508. 

Ingersoll, R. (2001). Teacher turnover and teacher shortage: An organisational analysis. 

American Educational Research Journal, 38, 499–534. 

Isen, A. (1993). Positive affect and decision making. In M. Lewis & J. Haviland (Eds), 

Handbook of Emotions (pp. 261–277). New York: Guilford. 



 

James, W. (1899). Talks to Teachers. New York: Longmans, Green & Co.  

James, O. (2009).CBT ‘Does not Work’, www.psychminded.co.uk (accessed 6.08.11).  

Jephcote, M., Salisbury, J. & Rees, G. (2008). Being a teacher in further education in 

changing times. Research in Post-Compulsory Education, 13, 2, 163–172. 

Jersild, A. (1955). When Teachers Face Themselves. NY: TC Press. 

Katz, L. (2009). All about me: Are we developing our children’s self-esteem or their 

narcissism? In C. Craig, Well-being in Schools: The curious case of the tail wagging the 

dog. Glasgow: Centre for Confidence and Wellbeing. 

Kvale, S. (1996). Interviews. London: Sage.  

Kelchtermans, G. (2005). Teachers’ emotions in educational reforms: Self-understanding, 

vulnerable commitment and micropolitical literacy. Teacher and Teacher Education, 21, 

995–1006.  

Kelly, G. (1955). The Psychology of Personal Constructs. New York: Norton. 

Kemmis, S. & McTaggart, R. (2000). Participatory action research. In N. Denzin & Y. 

Lincoln (Eds), Handbook of Qualitative Research, 2nd edn, (pp. 567–605), Thousand 

Oaks, CA: Sage. 

Kendall, P. (1993). Cognitive behavioural therapies with youth: Guiding theory, current 

status and emerging developments. Journal of Consulting and Clinical Psychology, 61, 

235–247.  

Kennedy, H. (1997). Learning Works: Widening participation in further education. 

Coventry: Further Education Funding Council. 

Kennedy, M. (1999). Schools and the problem of professional knowledge. In J. Raths & A. 

C. McAninch (Eds), What Counts as Knowledge in Teacher Education? Advances in 

teacher education, Vol. 5 (pp. 29–45). Stamford, CT: Ablex. 

Kennedy, M. (1999). The problem of evidence in teacher education. In R. Roth (Ed.), The 

Role of the University in the Preparation of Teachers (pp. 87–107). Philadelphia: Falmer. 

Kidder, L. & Fine, M. (1987). Qualitative and quantitative methods: When stories 

converge. In M. M. Mark & R. L. Shotland (Eds), Multiple Methods in Program Evaluation. 

New Directions for Program Evaluation, No. 35. San Francisco: Jossey-Bass. 



 

King, L. (1971). Towards a Theory of Nursing: General concepts of human behaviour. 

John Wiley: New York. 

Kinnier, R. & Krumboltz, J. (1986). Procedures for successful career counselling In N.C. 

Gysbers (Ed.), Designing Careers. San Francisco: Jossey-Bass. 

Kirkpatrick, D. (1994). Evaluating Training Programmes: The four levels. San Francisco: 

Berrett-Koehler.  

Kleinsasser, A. (2000). Researcher reflexivity and good data. Writing to learn. Theory into 

Practice, 39, 3, 155–162. 

Kohn, A. (1999). Punished by Rewards. The trouble with gold stars incentive plan A’s, 

praise and others bribes. New York: Houghton Mifflin.  

Kyriacou, C. (2001) Teacher stress. Directions for future research. Educational Review. 

53, 28–35. 

Lacey, C. (1976). Problems of sociological fieldwork: A review of the methodology of 

Hightown Grammar. In M. Hammersley & P. Woods (Eds), The Process of Schooling. 

London: Routledge & Paul. 

Langelier, C. & Connell, J. (2005). Emotions and learning: Where brain based research 

and cognitive-behavioural counselling meet the road. River College Online Academic 

Journal, 1, 1.  

Lash, C. (1991). The Culture of Narcissism: American life in an age of diminishing 

expectations. New York: W.W. Norton.  

Laut, J. (1999). Classroom management: Beliefs of pre-service teacher and classroom 

teachers concerning classroom management styles. Paper presented at the Fall Teachers 

Education Conference, Charleston, SC. 

Le Doux, J. (1996).The Emotional Brain: The mysterious underpinnings of emotional life. 

New York: Simon & Schuster. 

Lewin, K. (1946). Action research and minority problems. In G. Lewin (Ed.), Resolving 

Social Conflicts: Selected papers on group dynamics (pp. 201–216). New York: Harper. 

Lincoln, Y. & Guba, E. (1985). Naturalistic Inquiry. Thousand Oaks, CA: Sage.  



 

Lingfield, R. (2012) Professionalism in further education. Final report of the independent 

review panel. www.bis.gov.uk (accessed 01.05.13) 

Liston, D. & Zeichner, K. (1990). Reflective teaching and action research in preservice 

teacher education. Journal of Education for Teaching, 16, 3, 235–254. 

Livingstone, R. (1941/2007). The future of education. In G. Claxton, Expanding young 

people’s capacity to learn. British Journal of Education Studies, 55, 2, 1–20. 

LLUK (Life Long Learning UK) (2007). Professional standards for teachers, tutors and 

trainers in the lifelong sector www.lifelonglearninguk.org (accessed 10.06.11). 

Lofland, J. & Lofland, L. (1996). Analysing Social Settings (3rd edn). Belmont, CA: 

Wadsworth.  

Loo, S. (2004). NATFE Survey of Activity in Colleges with Students, Under 16 summary. 

London: NATFE/IoE. 

Lortie, D. (1975). The Schoolteacher: A sociological study. Chicago: University of Chicago 

Press. 

MacLean, P. (1976). A mind of three minds: Educating the triune brain. In J. Chall & A. 

Mirsky, Education and the Brain. Chicago: University of Chicago. 

Madison, D. (2005). Critical Ethnography: Method, ethics and performance. Thousand 

Oaks, CA: Sage. 

Mahony, T. (2007). Making your Words Work. Carmarthen: Crown House.  

Martin, N. & Baldwin, B. (1993). Validation of an inventory of classroom management 

style: Differences between novice and experienced teachers. Paper presented at the 

annual meeting of the American Educational Research Association, Atlanta, GA. 

Martin, N., Zin, Z. & Baldwin, B. (1997). Beliefs regarding classroom management style: 

differences between male & female, urban & rural secondary level teachers. Eric 

Document Reproduction Service No. ED 420 671. 

Martin, N. & Shoho, A. (2000). Teacher experience, training and age: The influence of 

teacher characteristics on classroom management style, Eric Document Reproduction 

Service No. ED 440 963.  

Martinez, P. & Munday, F. (1998) 9000 Voices: Student persistence and drop-out in 

further education. London, FEDA. 



 

Marzano, R. & Marzano, J. (2003). The key to classroom management. Educational 

Leadership, 61, 1, 6–13. 

Maslow, A. (1943). A theory of human motivation. Psychology Review, 50, 4, 370–396. 

Maslow, A. (1970). Motivation and Personality, rev. edn. New York: Harper. 

Mather, N. & Goldstein, S. (2001). Behaviour modification in the classroom. In N. Mather 

& S. Goldstein, Learning Disabilities and Challenging Behaviours: A Guide to Intervention 

and Classroom Management, pp. 96–117. Baltimore: Paul H. Brookes. 

Matthews, G., Zeidner, M. & Roberts, R. (2004). Emotional Intelligence: Science and 

myth. Cambridge: MIT.  

Mayer, J. & Cobb, C. (2000). Educational policy on emotional intelligence: Does it make 

Sense? Educational Psychology Review, 12, 163–183. 

McDonald, T. & Siegal, M. (1993). The effects of technological self-efficacy and job focus 

on job performance, attitudes, and withdrawal behaviours. Journal of Psychology, 5, 465–

475. 

McLaughlin, T. (1999). Beyond the reflective teacher. Educational Philosophy and Theory, 

31, 1, 9–25.  

McKeon, R. (1941). Aristotle: Nichomachean ethics. In Basic Works of Aristotle. New 

York: Random House. 

McMillan, L. & Shannon, D. (2011). Programme evaluation of nursing school instruction in 

measuring students' perceived competence to empathetically communicate with patients. 

Nursing Education Perspectives, 32, 3, 150–154.  

McNally, J., I’Anson, J., Whewell, C. & Wilson, G. (2005). They think swearing is okay: 

First lesson in behaviour management. Journal of Education for Teaching, 31, 169–185.  

McNamara, E. (1992). Motivational interviewing: The gateway to pupil self-management. 

Pastoral Care in Education, 10, 3, 22–28.  

McCully, A. (2006). Practitioner perceptions of their role in facilitating the handling of 

controversial issues in contested societies: The Northern Irish experience. Educational 

Review, 58, 1, 51–65.  



 

McDonald, T. & Siegall, M. (1993). The effects of technological self-efficacy and job focus 

on job performances, attitudes, and withdrawal behaviours. Journal of Psychology, 5, 

565–476.  

Mehrabian, A. (1971). Silent Messages. Belmont: CA Wadsworth.  

Meichenbaum, D. (1980). Cognitive-behaviour modification: A promise yet unfilled. 

Exceptional Education Quarterly, 1, 83–88.  

Mendler, A. (2001). Connecting with Students. Alexandria, VA: ASCD.  

Mertens, D. (2005). Research Methods in Education and Psychology. Integrating diversity 

with quantitative and qualitative approaches (2nd edn). Thousand Oaks: Sage.  

Meyer, D. & Turner, J. (2002). Discovering emotion in classroom motivation research, 

Educational Psychologist, 37, 2, 107–114. 

Michealak, J; Klappheck, M. & Kosfelder, J. (2004). Personal goals of psychotherapy 

patients: The intensity of the ‘why’ of goal motivated behaviour and their implications for 

the therapeutic process. Psychotherapy Research, 14, 193–209. 

Miles, M. & Huberman, A. (1994). Qualitative Data Analysis (2nd edn). Newbury Park, CA: 

Sage. 

Moon, J. (1999). Reflection in Learning and Professional Development. London: Kogan 

Page. 

Moore, D. (1995). The craft of teaching. MAA FOCUS, 2, 5–8.  

Muijs, D. & Reynolds, D. (2001) Effective Teaching: Evidence and practice. London: Paul 

Chapman.  

Murray, L. & Lawrence, B. (2000). The basis of critique of practitioner-based enquiry, 

Practitioner-based enquiry. In Principles for Postgraduate Research, pp. 18–41. London: 

Falmer.  

National Qualifications Framework (2012). www.ofqual.gov.uk (accessed 10.11.12). 

Nelson-Jones, R. (1995). The Theory and Practice of Counselling (2nd edn). London: 

Cassell.  

Neschler, M., Caspary, K. & Humphrey, K. (2010). Examining the effects of new teachers’ 

induction. Menlo Park, CA: SRI International. 



 

Nias, J. (1996). Thinking about feeling. The emotions in teaching. Cambridge Journal of 

Education, 26, 3, 293–306. 

Noddings, N. (1984). Caring: A feminist approach to ethics and moral education. Berkeley, 

CA: University of California. 

Noddings, N. (1996). Stories and affect in teacher education. Cambridge Journal of 

Education, 26, 435–447.  

Noddings, N. (2006). Critical Lessons: What our schools should teach. Cambridge: 

Cambridge University. 

Nursing Midwifery Council (NMC) (2008). The Code: Standards of conduct, performance 

and ethics for nurses and midwives. London: NMC. 

Ofsted (2005). Managing Challenging Behaviour. London: Ofsted. 

Oppenheim, A. (1992). Questionnaire Design, Interviewing and Attitude Measurement. 

London: Continuum. 

Orr, K. (2012). Coping, confidence and alienation: The early experience of trainee 

teachers in English Further Education. Journal of Education for Teaching, 38, 1, 51–65. 

Papert, S. (1998/2006) Expanding the capacity to learn: A new end for education? In G. 

Claxton, opening keynote address. British Educational Research Association Annual 

Conference, Warwick University, September. 

Parkay, F. & Hass, G. (2000). Curriculum Planning (7th edn). Needham Heights, MA: Allyn 

& Bacon.  

Parkins, E. (2002). Passion and Reason, Return to the Sun: A scientific perspective on 

psycho spiritual development. Unpublished manuscript.  

Patton, M. (1990). Qualitative Evaluation and Research Methods. Thousand Oaks, CA: 

Sage. 

Patton, M. (2002). Qualitative Research and Evaluation Methods (3rd edn.). Thousand 

Oaks, CA: Sage. 

Pedro, J. (2005). Reflection in teacher education: Exploring pre-service teachers’ 

meanings of reflective practice. Reflective Practice, 6, 1, 49–66.  



 

Pekrun, R., Goetz, T., Titz, W., & Perry, R. (2002). Academic emotions in students’ self-

regulated learning and achievement: A program of qualitative and quantitative research. 

Educational Psychologist, 37, 91–105. 

Penrose, A., Perry, C. & Ball, I. (2007). Emotional intelligence and teacher self-efficacy: 

The contribution of teacher status and length of experience. Issues in Educational 

Research, 17, 1.  

Piaget, J. (1963). The Origins of Intelligence in Children. New York: W. W. Norton. 

Piaget, J. (1985). The Equilibration of Cognitive Structures. Chicago, IL: University of 

Chicago. 

Polyani, M. (1964). Personal Knowledge: Towards a post-critical philosophy. New York: 

Harper & Row. 

Porter, L. (2000) Student Behaviour Theory and Practice for Teachers (2nd edn). 

Melbourne, Australia: Allen & Unwin.  

Poulou, M. & Norwich, B. (2000).Teacher casual attributions, cognitive, emotional and 

behavioural responses to students with emotional and behavioural difficulties. British 

Journal of Educational Psychology, 70, 559–582.  

Powell, J. & Tod, J. (2004). A systematic review of how theories explain learning 

behaviours in school contexts. In Research Evidence in Education Library. London: EPPI 

Centre, Social Science Research Unit, Institute of Education.  

Pring, R. (1995).Closing the Gap: Liberal education and vocational preparation. London: 

Hodder & Stoughton.  

Qualter, P. Whitley, H. Hutchinson, J. & Pope, D. (2007). Supporting the development of 

intelligence competencies to ease the transition from primary to high school. Psychology 

in Practice, 23, 79–95.  

Regan, P. (2008). Reflective practice: how far, how deep? Reflective Practice, 9, 2, 219–

229.  

Reid, A. & O’Donohue, M. (2004). Revisiting enquiry-based teacher education in neo-

liberal times. Teaching and Teacher Education, 20, 559–570. 



 

Reyna, C. & Weiner, B. (2001). Justice and utility in the classroom: An attributional 

analysis of the goals of teachers’ punishment and intervention strategies. Journal of 

Educational Psychology, 93, 309–319.  

Richmond, C. (1996). Minimalist Behaviour Management for Very Busy Educators. 

Queensland: Brisbane Education. 

Robson, J. (1998). A profession in crisis: Status, culture and identity in a further education 

college. Journal of Vocational Education and Training, 50, 4, 585–605. 

Robson, C. (2002). Real World Research (2nd edn). Malkden, MA: Blackwell. 

Rogers, B. (1990). You Know the Fair Rule. London: Prentice Hall.  

Rogers, B. (1995). Behaviour Management: A whole school approach. Australia: Ashton 

Scholastic. 

Rogers, B. (2002). Classroom Behaviour. London: Paul Chapman. 

Rogers, C. (1949). A therapy, personality and interpersonal relationships, as developed in 

the client-centred framework. In S. Koch (Ed.), Psychology: A study of science, pp. 184–

256. New York: McGraw-Hill.  

Rogers, C. (1961). On Becoming a Person: A therapist’s view of psychotherapy. London: 

Constable. 

Rogers, C. (1969). Freedom to Learn. Columbus, OH: Charles Merrill. 

Rosenberg, M. (1979). Conceiving the Self. Malabar, FL: Robert E. Krieger. 

Roth, A. & Fonagy, P. (1996). What Works for Whom? A critical review of psychotherapy 

research. New York: Guilford.  

Rowe, D. (2008). Cognitive behavioural therapy – no more than another Labour quick fix. 

www.psychminded.co.uk (accessed 06.08.11). 

Rubin, H. & Rubin, I. (1995). Qualitative Interviewing: The art of hearing data. Thousand 

Oaks, CA: Sage. 

Rushton, I. (2010). Managing Meat One: Perceptions and anxieties of trainee teachers as 

they enter the learning and skills sector for the first time. Teaching in Lifelong Learning, 2, 

1, 15–22. 



 

Rutter, M., Giller, H. & Hagell, A. (1998). Anti-social Behaviour by Young People. New 

York: Cambridge University.  

Salovey, P. & Mayer, J. (1990) Emotional intelligence. Imagination, Cognition and 

Personality, 9, 3, 185–211.  

Santry, C. (2010). First nurses tested on compassion. Nursing Times, 106, 15, 2. 

Sava, F. (2001). Causes and effects of teacher conflict inducing attitudes towards pupils: 

A path analysis model. Journal of Teaching and Teacher Education, 18, 1007–1021.  

Scheier, M. & Carver, C. (1988). A model of behavioural self-regulation: Translating 

intention into action. In L. Berkowitz (Ed.), Advances in Experimental Social Psychology, 

21, 322–343.  

Schon, D. (1983). The Reflective Practitioner. New York: Basic Books. 

Schuman, H. & Presser, S. (1981). Questions and Answers in Attitude Surveys: 

Experiments on question form, wording and context. New York: Academic. 

Schunk, D. (1986). Vicarious influences on self-efficacy for cognitive skill learning. Journal 

of Social and Clinical Psychology, 4, 316–327.  

Schunk, D. & Zimmerman, B. (1989). Self-regulating Learning and Academic 

Achievement: Theory, research and practice. New York: Springer-Verlag.  

Seligman, M. (1995). The Optimistic Child–A revolutionary approach to raising resilient 

children. Australia: Random House. 

Seligman, M. & Csikszentmihalyi, M. (2000). Positive psychology: An introduction. 

American Psychology, 55, 1, 5–14. 

Shacklock, G. & Smyth, J. (1998) Being Reflexive in Critical Educational and Social 

Research. London: Falmer. 

Shamoo, A. & Resnik, D. (2009). Responsible Conduct of Research (2nd edn). New York: 

Oxford University Press.  

Sharp, P. & Faupel, A. (Eds) (2002). Promoting Emotional Literacy: Guidelines for 

schools, Local Authorities, and the Health Services. Southampton Emotional Literacy 

Group, Southampton City Council Local Education Authority. 



 

Siebert, S., Mills, V. & Tuff, C. (2009). Pedagogy of work-based learning: The role of the 

learning group. Journal of Workplace Learning, 21, 6, 443–454.  

Silverman, D. (2005). Doing Qualitative Research (2nd edn). London: Sage. 

Skinner, B. (1953). Science and Human Behaviour. New York: Macmillan. 

Slee, R. (1995). Changing Theories and Practices of Discipline. London: Falmer. 

Social Exclusion Unit (1999) Teenage Pregnancy. London: Stationery Office.  

Solomon, R. (2000). The philosophy of emotions. In M. Lewis & J. Haviland-Jones (Eds), 

Handbook of Emotions (2nd edn). London: Guilford.  

Solomon, R. (2007). True to our Feelings: What are emotions are telling us. Oxford: 

Oxford University Press. 

Somekh, B. (2006). Action Research: A methodology for change and development. 

Buckingham: Open University Press.  

Southampton University Code of Ethics. www.southampton.ac.uk/inf/ethics (accessed 

20.09.09). 

Spector, P. (1992). Summated Rating Scale Construction. Thousand Oaks, CA: Sage.  

Stones, E. (1989). Ritual and Reality in Psychology and Teacher Education. British 

Psychological Society: London.  

Strauss, A. (1987). Qualitative Analysis for Social Scientists. Cambridge: Cambridge 

University Press. 

Sutton, R. & Wheatley, K. (2003). Teachers’ emotions and teaching: A review of the 

literature and directions for future research. Educational Psychology Review, 15, 327–

329. 

Sutton, R. (2004). Emotional regulation goals and strategies of teachers. Social 

Psychology of Education, 7, 379–398. 

Sutton, R. (2005). Teachers’ emotions and classroom effectiveness. Implications from 

recent research. Clearing House, 78, 229–234. 

Stronach, I. & MacLure, M. (1997) Educational Research Done: The postmodern 

embrace. Buckingham: Open University Press. 



 

Swinson, J., Woof, C. & Melling, R. (2003). Including emotional and behavioural difficulties 

in a mainstream comprehensive: A study of the behaviour of pupils and classes. 

Educational Psychology in Practice, 19, 1, 65–75. 

Taylor, B. (2000). Reflective Practice: A guide for nurses and midwives. Buckingham: 

Open University Press.  

Teacher Support Line (2010) www.teachersupport.info (accessed 20.04.12). 

Teasdale, J., Moore, R., Hayhurst, H., Pope, M., Williams, S. & Segal, Z. (2002). 

Metacognitive awareness and prevention of relapse in depression: Empirical evidence. 

Journal of Consulting and Clinical Psychology, 70, 275–287. 

TES (2002). Lecturers beg for help with pupils. Times Educational Supplement, 25 

October.  

Tickle, L. (1991). New teachers and the emotions of learning teaching. Cambridge Journal 

of Education, 21, 3, 319–329. 

Thompson, R. & Holland, J. (2002). Inventing Adulthood Young people’s strategies for 

intervention, ESRC: London.  

Thorndike, E. (1921). Intelligence and its measurement: A symposium. Journal of 

Educational Psychology, 12: 123–147; 195–216; 271–275.  

Tomlinson, S. (1997). Education 14–19 Critical Perspectives. London: Athlone.  

Tormey, R. (2005).The cost of values: Questioning the application of the term in 

development education. Development Education Journal, 11, 2, 9–11.  

Trentham, L; Silvern, S. & Brogdon, R. (1985). Teacher efficacy and teacher competency 

ratings. Psychology in the Schools, 22, 3, 343–352. 

Tripp, D. (1998). Critical incidents in action enquiry. In G. Shacklock & J. Smyth (Eds), 

Being Reflexive in Educational and Social Research. London: Falmer.  

Tschannen-Moran, M. & Woolfolk Hoy, A. (2001). Teacher efficacy: Capturing and 

exclusive concept. Teaching and Teacher Education, 17, 783–805.  

United Kingdom Central Council (UKCC) (1992) Code of Professional Conduct. London: 

UKCC. 



 

Van Manen, M. (1991). The Tact of Teaching: The meaning of pedagogical 

thoughtfulness. Ontario: Althouse.  

Van Manen, M. (1997). Lived Experience Researching: Human science for an action 

sensitive pedagogy. London, New York: Althouse. 

Varela, F., Thompson, E. & Rosch, E. (1991). The Embodied Mind: Cognitive science and 

human experience. Cambridge, MA: MIT  

Veenman, S. (1984). Perceived problems of beginning teachers. Review of Educational 

Research, 54, 2, 143–178. 

Vizard, D. (2007). How to Manage Behaviour in Further Education. London: Paul 

Chapman.  

Vizard, D. (2012). How to Manage Behaviour in Further Education (2nd edn). London: 

Sage.  

Wallace, S. (2002). Managing Behaviour and Motivating Students in Further Education. 

Exeter: Learning Matters.  

Wallace, S. (2007). Managing Behaviour in the Lifelong Learning Sector (2nd edn). Exeter: 

Learning Matters. 

Watson, J. (1920). Conditioned emotional reactions. Journal of Experimental Psychology, 

3, 1–14. 

Weare, K. (2004). Developing the Emotionally Literate School. London: Paul Chapman.  

Weare, K. & Gray, G. (2003). What Works in Developing Children’s Emotional and Social 

Competence and Wellbeing? DfES. Research Report RR456. 

Wearmouth, J., Glynn, T. & Berryman, M. (2005). Perspectives on Student Behaviour in 

Schools: Exploring theory and developing practice in schools. New York: Routledge 

Falmer.  

Weinstein, C. (1988). Preservice teachers' expectations about the first year of teaching. 

Teaching and Teacher Education, 4, 31–41. 

Weishaar, M. (1993). Aaron T. Beck. London: Sage.  

Weishaar, M. & Beck, A. (1986) Cognitive therapy. In W. Dryden & W. Golden (Eds), 

Cognitive-Behavioural Approaches to Psychotherapy. London: Harper & Row.  



 

Weissberg, R., Kumpfer, K. & Seligman, M. (2003). Prevention that works for children and 

youth: An introduction. American Psychologist, 58, 6/7, 425–432.  

Wenger, E. (1998). Communities of Practice: Learning, meaning and identity. Cambridge: 

Cambridge University Press. 

Winter, R. (1987). Action Research and the Nature of Social Enquiry. Aldershot: Gower. 

Zeichner, K. & Liston, P. (1996). Reflective Teaching: An introduction. Mahwah, NJ: 

Lawrence Erlbaum.  

Zins, J., Weissberg, R., Wang, M. & Walberg, H. (2004). Building Academic Success on 

SEL: What does the research say? New York: Teachers College. 

Zull, J. (2002). The Art of Changing the Brain: Enriching the practice of teaching by 

exploring the biology of learning. Sterling, VA: Stylus. 

 





 

Appendix 1 Participant Information Sheet for Teachers  

Participant Information Sheet for Teachers 
 

Study Title: Bridging the Gap: using therapeutic models of psychology to develop Further 

Education teachers’ strategies for promoting a culture of learning.  
 
Researcher: Julia Forster 
Ethics number: RGO Ref: 7547 

 
Please read this information carefully before deciding to take part in this research. 
If you are happy to participate you will be asked to sign a consent form. 
 
Who is conducting the research and what is it about? 
My name is Julia Forster and I am the Teacher and Learning Manager at Bournemouth 
and Poole College and also have a role in teacher training. This research project is being 
undertaken for a PhD in education and is supported by the college as part of the whole 
organisational approach to positively shape student behaviour and improve teacher and 
learning experiences for all.  
The research will be conducted at the college and will involve training in cognitive 
behavioural approaches which focus on improving student engagement and reducing the 
incidence of challenging behaviour in class based sessions. 
In order to assess the effectiveness of such approaches it will be necessary to investigate 
how these influence everyday teaching and learning practice.  
 
Why have I been selected and what will I be asked to do? 
As teachers already involved in teaching and learning you will have wide ranging 
experiences and ideas which will be of considerable value for informing this research. 
Additionally as you will be attending training workshops you are ideally placed to trial and 
assess the effectiveness of modelled approaches.   
Should you agree to take participate in the research you will be asked to complete a 
questionnaire at the end of the training to assess your views about the value of this for 
informing personal practice. I also wish to follow up responses in further detail and will be 
asking a selection of people to participate in a 30 minute interview. These interviews will 
focus on exploring personal perceptions of challenging behaviour, general management 
approaches and perceptions of support in terms of training. I will also be asking a sample 
of participants to take part in a classroom observation of between 45 minutes to one hour.  
 
What will I gain from participating? 
Participating in this research will mean that you have made a positive contribution to 
informing future approaches to positively shaping and managing student behaviour. There 
will also be opportunities to discuss personal approaches in detail and receive feedback 
from observations which aim to support and guide personal development. 
  
Are there any risks involved? 
There are no foreseeable risks associated with this research yet if any participant finds 
any aspect of the interview or observation difficult you will have the right to withdraw at 
any time 
Will my participation be confidential? 
All information provided by participants in the study will be treated with the strictest of 
confidence. When completing questionnaires you will not be asked to disclose your name 
nor will your answers to any questions reveal your identity. Whilst anonymity cannot be it 
assured during interviews and classroom observations your contributions will be 
confidential and information from this research will not be used to inform any assessment 



 

decisions. Individuals participating interviews and observations will have copies of 
recorded notes and will have the right to decide whether this information is included in the 
overall research paper   

 
What happens if I change my mind? 
You have the right to withdraw from the research at any time and will not be required to 
give a reason nor will there be any consequence from deciding not to take part 

 
What happens if something goes wrong? 
In the unlikely case of concern or complaint, you should provide an independent contact. 
This should not be the researcher, supervisor, or any other person involved in the study, 
but may be the chair of the ethics committee, the research governance office, a school 
manager, or any other authoritative body. 
 
Where can I get more information? 
If you need any further information after reading this information sheet please do not 
hesitate to ask. Should you wish to consult someone other than myself you are asked to 
contact Martin Dyke, my research supervisor, at Southampton University; email: 
M.Dyke@soton.ac.uk     
 
 
Thank you for taking the time to read this information sheet. If would like to  participate 
please complete the attached Consent Form and thank you in advance your contributions 
will be of great value in contributing to this study.  

 
 
 

Julia Forster (23.07.10) 
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Appendix 2 
 

 
 

 

CONSENT FORM  
 

Study Title: Bridging the Gap: using therapeutic models of psychology to develop 

Further Education teachers’ strategies for promoting a culture of learning.  
 
Researcher: Julia Forster 
Ethics number: RGO Ref: 7547 

 

Please initial the box(es) if you agree with the statement(s):  
 
 
I have read and understood the information sheet (22.07.10/version 1) 
and have had the opportunity to ask questions about the study 
 
 
 
I agree to take part in this research project and agree for my data to  
be used for the purpose of this study 
 
 
I understand my participation is voluntary and I may withdraw 
at any time without consequence  
 
 
 
Name of participant (print name)…………………………………………………… 
 
 
Signature of participant…………………………………………………………….. 
 
 
Name of Researcher (print name) ………………………………………………… 
 
 
Signature of Researcher…………………………………………………………….. 
 

 

Date…………………………………………………………………………………

  

 

 

 





 

 

Appendix 3- Teachers’ Perception Questionnaire 
Appendix 3 Pre coding is highlighted in yellow 

Teachers Perception Questionnaire   
 
The purpose of this questionnaire is to investigate your views and experiences of classroom 
management and challenging student behaviour. Your participation in this research is 
extremely valuable and will be used to inform future teacher education approaches. All 
responses will be treated in the strictest of confidence and your identity will not be revealed in 
the analysis of this study.   

 

  1. What age are you? (Please tick the appropriate box) 

                   

20-24 
1 
 

 25-30 
2 

 31-40 
3 

 41-50 
4 

 51-60 
5 

 61+ 
6 

 

 
  2. What gender are you? (Please tick the appropriate box) 
 
                  1. Male     2. Female  
 

3. How long have you been teaching? (Please tick the appropriate box) 
 

Under a 
year           

 1-2 
1 

 3-5 
2 

 6-8 
3 

 9-11 
4 

 12+ 
5 

 

 
4. The following questions aim to investigate your views about your current teaching role.    

       (Please indicate your most appropriate response by ticking one of the four columns   
       against each statement).  

 

Statement Strongly 
Agree  

1 

Agree 
 
2 

Disagree 
 
3 

Strongly 
Disagree 

4 
I enjoy my job very much 
 

    

The job I have is better than I 
expected it to be 

    

I often question my ability as 
teachers  

    

I do not get on well with colleagues 
 

    

I feel that I receive appropriate 
support to do my job 

    

I find my workload unmanageable   
 

    

     
 ‘Challenging behaviour’ means many things to different people hence for the purposes of 
this review the following definition is used in a bid to aid your response. 
 

Definition: In its broadest sense, this can be taken to mean any behaviour by students’ 
which makes it difficult for teachers’ to be in relaxed and assured control of the learning 
of all the students in their care.  

Please continue overleaf  

  

 



 

5. What level of students do you commonly teach? (Please tick the appropriate box)  

Pre 
Entry   
1 

 Entry 
2 

 1 
3 

 2 
4 

 3 
5 

 4 + 
6 

 

6. During an average working week (Monday to Friday) how often do you encounter     
challenging behaviour from students? (Please tick the appropriate box).  

0 
1 

 1-2  
2 

 3-5 
3 

 6-8 
4 

 9-11 
5 

 12+ 
6 

 
 

7. The following statements are designed to explore your approaches to classroom 
management and your general views about student behaviour. (Please indicate your most 
appropriate response by ticking one of the four columns against each statement). 

Statement Strongly 
Agree 

1 

Agree 

2 

Disagree 

3 

Strongly 
Disagree 

4 

1. If students are determined to be 
challenging there is little anyone can 
do about it 

    

2. I believe that challenging behaviour is 
a result of poor upbringing  

    

3. I believe that a key feature of 
improving students behaviour is 
listening to them 

    

4. I am determined to help students to 
learn even when they do not seem to 
want to  

    

5. I do not take student criticisms 
personally 

    

6. I always feel in control of my 
emotions in the classroom 

    

7. I feel angry when students do not pay 
attention  

    

8. I am just pleased to get through the 
day without any challenging incidents  
teaching day 

    

9. I take time to get to know all of my 
students well 

    

10. I do not invest time in planning when 
I know students will misbehave 

    

11. I often ask students views about my 
lessons 

    

12. I find the negativity of my colleagues 
rubs off on me 

    

Please continue overleaf  

 



 

8. How effective do you find teacher training for supporting you to manage classroom  
behaviour? 
 

 

 

9. In your opinion, how could teacher training be improved?  

 

Thank you for taking the time to complete this questionnaire 





 

 

Appendix 4 - CBT and the CBT Toolkit Session Plans  

 

Each session is scheduled for between 1 – 2 hours however this is flexible and is easily 
adapted to meet the needs of different student teacher groups. 

 

Session One: Introduction to the Programme  

Introduction and Check In (10 minutes) 
Challenges as a teacher (15 minutes) 
Theories of learning and behaviour (25 minutes) 
Expectations of being a teacher (10 minutes) 
The principles and practices of Cognitive Behavioural Theory (CBT) (20 minutes) 
Applying CBT to practice (20 minutes) 
Summary and review (10 minutes) 
 

Resources: 

Post it notes 
Flip Chart paper and pens 
Power point presentation and copies of slides 
Copies of case studies 
Copies of Thinking Distortions handout  
 

Introduction to the programme (10 minutes) 

ASK: Individuals to sit in a circle and take it in turns to share a teaching experience from 
the previous week.  

Explain the purposes of the programme 

Challenges as a Teacher (15 minutes) 

Ask: Individuals to reflect on the main challenges which they face as a teacher and record 
each item on a post it note. 

Ask: Individuals to work in groups of four and present the most common challenges to the 
rest of the group.  

Ask: Groups to share present their challenges with the other groups noting similarities and 
differences.  

Record: Key points and identify experiences of challenging classroom situations.  

Ask: Groups to share their approaches to managing challenging classroom behaviour and 
explain the reasons for their approaches.  

 

Theories of Learning and Behaviour (25 minutes) 

Ask: Individuals to work in small groups to reflect on the conventional theories of 
Behaviourism, Humanism and Cognitivism in the context of teaching. 



 

Following the review: Ask individuals to what extent these theories have impacted on their 
classroom practice 

Issue the case study and ask individuals to work in small groups to discuss how such 
theories might explain the challenges presented.  

Ask each group to present a summary of their discussions stating the appropriateness of 
management approaches by the teacher in question. 

Following the presentations ask groups to identity the characteristics of effective student 
teacher relationships in the classroom.  

Record feedback and link this to the principles of Building Rapport, Building Self Belief 
and Promoting Positive Behaviour.  

Return to the case study and highlight the section where the teacher describes his 
expectations and assumptions of teaching. 

Expectations of being a teacher (10 minutes) 

Ask: Individuals to reflect on their expectations of teaching and compare these with their 

experiences.  

The Principles and Practices of Cognitive Behavioural Theory (20 minutes) 

Describe: The concept of CBT and the influences which underlying beliefs and 
assumptions have on the personal expectations of others. 

Ask: Individuals to return to the case study and identify the teachers underlying beliefs, 
assumptions and expectations of his students.   

Discuss: Key points and record on flipchart paper for future reference  

Explain: The impact of early experiences on the formation of personal beliefs, rules and 
assumptions. Show the ABC model of thinking 

Explain: How rigid beliefs and rules can lead to lead to distortions in thinking (It is 
important to stress that we all experience these at times hence this is not a problem 
unless it blocks positive progression)  

Explore: The concept of Thinking Distortions (and circulate handouts which summarise 
each)    

Applying CBT to practice (20 minutes) 

ASK: individuals to work in groups and revisit the case study examining it for evidence of 
thinking distortions and suggest reasons why they may be evident. 

Review the activity and ask individuals how this relates to their experiences.   

Summarise and review thoughts about the session (10 minutes) 

Ask: Individuals to share their thoughts about the session.  

 



 

Session Two: The CBT Toolkit and Managing the Emotional Mind 

Check In (10 minutes)  
Thoughts about the last session (10 minutes)  
The purposes of CBT in teaching and the CBT Toolkit (10 minutes) 
The emotional side of teaching (15 minutes) 
The structure of the Triune Brain and the Emotional Mind (10 minutes) 
Mood Management (20 minutes)  
 
Resources: 

Flip Chart paper and pens 
Power point presentation and copies of slides 
 
Check In (10 minutes) 
 
Ask: Group members to sit in a circle and to take it turns to discuss a positive teaching 
and learning experience they have since the last session.  
 
Thoughts about the last session (10 minutes)  

Ask: Individuals to reflect on the key features of CBT and explore the relevance of this in 
relation to their teaching 

The purposes of CBT in teaching and the CBT Toolkit (10 minutes) 

Explain: The aims of CBT in classroom management and introduce the CBT Toolkit   

The Emotional Side of Teaching (15 minutes) 

Ask: Individuals to reflect on the reasons why they decided to become a teacher?  

Note responses and highlight key terms and words from respondents which denote 

emotionality  

Ask: Individuals what makes you happy, sad, frustrated and angry during your everyday 

practice as a teacher.  

Ask: Individuals how they manage negative emotions and note incidences of suppression 

or containment.    

Highlight the importance of emotions in teaching and learning and explain how these may 

impact on day-to-day practice. 

The structure of the Triune Brain and the Emotional Mind (10 minutes) 

Introduce the concept of the emotional mind and explain the main components of the 

Triune Brain – illustrating the interconnection between areas.  

  



 

Ask: Individuals to work in groups and answer the following four questions: 

1. What feelings do teachers commonly experience?  
2. Which ones are they likely to have difficulties with?  
3. How do they try to cope with these feelings?  
4. And what are the consequences of not managing feelings appropriately? 

 

Discuss responses within the main group and discuss research on emotional 

management 

Mood Management (20 minutes)  

Explain the concept of emotional Hijacking and introduce the principles and stages of 

Mood Management.  

Ask: Individuals to identify personal scenarios and work in groups to explore each 

individual experience using the five stages of Mood Management.  

1. Identifying emotional triggers 
2. Exploring Feelings 
3. Identifying thoughts 
4. Recognising physical responses  
 

When individuals have completed the first four stages ask them to sit quietly and 
experience the intensity of their emotions and rate them on a scale of 1-4 .  

Modifying Behaviour (10 minutes) 

In order to illustrate modification approaches ask individuals to engage in a relaxation 
exercise which focuses on muscular relaxation and deep breathing.  

Following the exercise ask individuals to discuss the intensity of their emotions and to 
compare their rating before and after the exercise.  

Explain how simple techniques such as deep breathing and changing posture can avert 
the intensity of physiological responses in times of challenge.  

Summarise and review thoughts about the session (10 minutes) 

Ask: Individuals to share their thoughts about the session.  

Session Three: Habits of the Cognitive Mind- Reflecting and Reframing 

Check In (10 minutes) 
Thoughts about the last session (10 minutes)  
The Cognitive Mind and Negative Thinking (10 minutes) 
Reframing and Socratic Questioning (20 minutes)  
Role play (20 minutes) 

  



 

Resources: 

Flip Chart paper and pens 
Power point presentation  
Copies of Role play scenarios  
Copies of Thinking Distortions handout  
Copies of the Socratic questioning stages 
Copies of the Reframing Template 
  

Check In (10 minutes) 

Ask: Group members to sit in a circle and to take it turns to discuss a positive teaching 
and learning experience they have since the last session.  

 
Thoughts about the last session (10 minutes)  

Ask: Individuals to reflect on the key features of CBT and explore the relevance of this in 
relation to their teaching 

The Cognitive Mind and Negative Thinking (10 minutes) 

Review: The relationship between Cognition, Emotions and Behaviour  
Revise: The components of the Triune Brain and briefly explain the function of the Cortex. 
Explain: The concept of automatic thinking and tendencies for habitation  
 

Reframing and Socratic Questioning (20 minutes)  
 
Describe:  The principles of Reframing and distribute copies of the reframing exercise. 
Introduce the principles of Socratic questioning and explain how the six stages connected 
with  

1. Selecting an issue of significance for discussion 
2. Clarification of the issue 
3. Critically examining assumptions related to the issue and identifying evidence 

which supports these views 
4. Exploring the original source of these assumptions 
5. Critically examining the implications and consequences of such assumptions 
6. Exploring and fairly examining conflicting views (alternative perspectives) 

 

Role play (20 minutes) 

Ask: Individuals to work in pairs and take it in turns to practice Socratic questioning 
techniques using either the issued case study or an issue from personal practice.  

 

Summarise and review thoughts about the session (10 minutes) 

Ask: Individuals to share their thoughts about the session.  

 



 

Session Four. Managing the Internal Climate   
 
Check In (10 minutes) 
Thoughts about the last session (10 minutes)  
Emotionality in teaching and learning (30 minutes)  
State Changing (20 minutes) 
Summarise and review thoughts about the session (10 minutes) 
 

Resources: 

Flip Chart paper and pens 
Power point presentation and copies of slides 
DVD clips of classroom practice  
 

Check In (10 minutes) 
Ask: Group members to sit in a circle and to take it turns to discuss a teaching and 
learning experience they have since the last session.  
 
Thoughts about the last session (10 minutes)  

Ask: Individuals to reflect on the key features of CBT and explore the relevance of this in 
relation to their teaching 

Review the concept of emotionality in teaching and learning and revise the principles of 
the emotional mind.   
 
Emotionality in Teaching and Learning (30 minutes) 
Ask: Individuals to watch DVD clips of two different teachers and to identify the strategies 
they used to manage off task behaviour.  

Ask: Individuals to work in groups to discuss approaches and review each teachers 
approach. 

Review the findings from each group discussion and explain the impact of emotions on 
non-verbal behaviour. 

Explore the impact of negative emotions on classroom management and reflect on how 
the teacher’s behaviour in each of the DVD clips influenced the behaviour of the students.  

 

State Changing (20 minutes) 

Explain the principles of State Changing 

Ask: Individuals to work in groups and suggest approaches for improving the emotional 
state of the classroom and explore how personal practice might be adapted in light of 
these discussions. 

Summarise and review thoughts about the session (10 minutes) 
Ask: Individuals to share their thoughts about the session.  
 

  



 

Session Five: Developing Alternatives  

Check In (10 minutes) 
Thoughts about the last session (10 minutes)  
Creating Positive Associations (15 minutes) 
Visualisation (15 minutes) 
Imagination (15 minutes) 
Review of CBT tools and impact on practice (10 minutes) 
 

Check In (10 minutes) 
Ask: Group members to sit in a circle and to take it turns to discuss a teaching and 
learning experience they have since the last session.  
 

Thoughts about the last session (10 minutes)  
Ask: Individuals to reflect on the key features of CBT and explore the relevance of this in 
relation to their teaching 
 

Creating Positive Associations (15 minutes) 
 
Ask: Individuals to reflect on the principles and practices of State Changing  
 
Explain: How the states can be managed through the creation of Positive Associations. 
 
Ask: Individuals to work in pairs and engage in a visualization activity where each reflects 
on a pleasant memory and describes it to his or her partner. When introducing the activity 
ask individuals to pay particular attention to the colours, sounds, smells and tactile 
sensations they experience when reviewing their pictures.  
 
Ask: Pairs to summarise their experiences of the activity and highlight the impact of 
sensory associations on emotions. 
 
Discuss: The importance of creating positive associations in learning and ask individuals 
how they might strengthen their approaches. 
 
Reflect: On emotions which may arise when confronted with challenging situations and 
explore the value of rehearsal in promoting a greater sense of personal control and 
mastery. 
 
Visualisation to Manage Challenges (15 minutes) 
 
Review the visualisation activity used to create positive associations and explain how this 
technique can be used to prepare and rehearse for potential challenges.   
   
Ask: Individuals to work in pairs and take it in turns to discuss an area of challenge they 
currently have or are anticipating. Then ask them to visualise themselves managing the 
challenge positively and describe what resources they need to support this development.  
  
Share experiences in the main group noting strengths and limitations of the approach.  
 
  



 

Imagination (15 minutes) 

Explain the role of imagination in problem solving. 
 
Ask: Individuals to work in pairs (but with a different partner than the last) and discuss an 
issue which they need to solve.  
 
Review paired discussions and evaluate individuals’ perceptions of the approach.  
 
Review of CBT tools and impact on practice (15 minutes) 
 
Review the principles and practices of CBT and discuss the impact that this may have on 
future practice.  
 



 

 

Appendix 5-Evaluation of the CBT Toolkit Questionnaire  
Appendix 5- Pre coding is highlighted in yellow  

Evaluation of the CBT Toolkit   
 
The purpose of this questionnaire is to investigate your views about the effectiveness of 
taught CBT sessions for developing a more informed approach to classroom 
management. Your participation in this research is extremely valuable and will be used 
to inform future teacher education approaches. All responses will be treated in the 
strictest of confidence and your identity will not be revealed in the analysis of this study.   

 

1. In your opinion how relevant is the study of Cognitive Behavioral Theory (CBT) in 
relation to teacher training? (Please tick the appropriate box below)  
 

 
1.  Highly Relevant     

 
2. Relevant 

 
3. Slightly Relevant 

 
4. Not Relevant 

 
 

   

 
        2. On a scale of 1- 4 to what extent has CBT influenced your thoughts about personal  
          teaching and learning practice? (1- To a great extent; 4- Not at all) Please tick  
           the appropriate box  
 

 
1.  1 

 
2. 2 

 
3. 3 

 
4. 4 

 
 

   

 
3. Have you used any of the strategies from the CBT toolkit? 
 
        1.   Yes                                                 2.      No  

 
4. If yes which of the following strategies have you used? Please place a tick alongside 
each of those which you have used. If you answered no please go to Question 7. 
 

1 Check in  

2 Mood Management  

3 State Changing  

4Creating Associations   

5Reframing  

 
5. Why did you select this particular strategy (ies)? Please explain your answer below. 

 

 
 
 
 
 
 
 
 

 

Please continue overleaf 

  

  



 

6. What was the impact of using the identified strategy (ies)? Please provide a summary 
below 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
7. If you answered no to Question 4 would you consider using any aspects of the toolkit 
in future?    

  
1. Yes                                           2.   No       

 
 
8. In your view what additional information would be valuable for supporting you to 
manage your everyday classroom? Please explain your answer below. 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

  
Thank you for taking the time to complete this questionnaire 

 

  



 

 

Appendix 6-Interview Questions  
Appendix 6 

Interview Questions 
 
 
Qu.1. Tell me about your reasons for wanting to become a teacher? 

 

 

Qu.2. How far do your experiences of teaching so far mirror your original expectations?  
 
 
 
Qu. 3. How effective do you think you have been as a teacher? 

 
 
 
Qu.4. How far has teacher training supported you to in your role?  

 

 

Qu.5. To what extent have the CBT sessions influenced your thoughts about teaching?  

 

 

Qu.6. What are your thoughts about teaching in the forthcoming year?   

 
  

 

 

 

 

 





 

 

Appendix 7-Lesson Observation Criteria  

Lesson Observation Criteria 

 

Observation Criteria Indications Observation Notes  
 

Theme 1. Building Rapport 

Creating a positive 
emotional climate  
 

Welcomes students 
Asks students how they are 
Smiles 
Has a relaxed body posture  

 

 Use of humour  
 

Makes witty comments, Laughs   

Theme 2. Building Self Belief  

Promoting high 
expectations  

Using engaging language which fosters a 
‘can do’ spirit 

 

Inspiring  
 

Enthusiastic 
Has an energetic pace  

 

Feedback  
 

Provides constructive feedback which 
celebrates successes and empowers 
development 

 

Theme 3. Building Positive Behaviour 

Establishes clear 
expectations  

Articulates and demonstrates the 
boundaries of pro-social behaviour  

 

Waiting and scanning  Waiting  5-10 seconds after giving an 
instruction, to enable students time to 
process the direction 

 

Cuing with 
acknowledgment  

Acknowledging students’ on-task 
behaviour with the intention of prompting 
another to follow suit 

 

Body language 
encouraging  

Intentionally using  body language to 
encourage students to remain on task- 
nodding, smiling 

 

Descriptive 
encouraging 

Encouraging students to become more 
aware of their competence by commenting 
on their behaviour 
 

 

Theme 4. Managing Challenging Behaviour 
 

 

Selective attending  
 
 

Give minimal attention to off-task 
behaviour 

 

Giving choices  Respectfully confronts the student who is 
disrupting others with the available 
choices and their natural consequences 

 

Following through   Resolute, planned action in the face of on-
going disruptive behaviour  
 
 

 



 

 
Use of the CBT toolkit 

 
 
 

 

Check In 
 
 

Provides opportunities for the group to 
share pertinent information with each 
other 
Demonstrates interest in students’ lives  

 

Mood Management 
 
 

Has a positive consistent mood 
Noticeably takes time to reflect during 
periods of challenge  

 

Creating Positive 
Associations 
 
 

Conveys a sense of enthusiasm which 
balances both a feeling of excitement with 
a sense of calm confidence  
Provide opportunities for students to have 
fun in lessons   

 

Reframing 
 
 

Challenges negative appraisals of ability 
adjusting thoughts so that they become 
more helpful.  

 

State Changing 
 
 

Is congruent and reinforces positive verbal 
messages with appropriate non-verbal 
communication. Uses motivation language 
to encourage students engagement  

 

 
 
 

 

 

 

 

 

 

 

 

 

 

 



 

 

Appendix 8-Post-Observation Interview Questions  
Appendix 8 

Post Observation Interview Questions 
 

 
1. How do you try to build rapport with your students in your lessons?    

 

 

2. What do you do to promote a positive learning environment? 

 

 

3. How to encourage students to develop confidence in their ability?  

 

 

4. How do you manage challenging behaviour? 

 

 

5. To what extent did CBT principles and practices influence your approach in 

the lesson? 

 





 

 

Appendix 9 - Sample Interview Transcript and Analysis 

 

The following transcript identifies the key words and phrases which formed the basis of 

the initial coding system and these have been highlighted in yellow. Phrases which have 

been italicised are the exact words used by the participant during the interview.   

 

Interview 1 – Kay is a new teacher who teaches Hairdressing.  

Question 1.  Tell me about your reasons for wanting to become a teacher?  

Kay explained that she had spent years running a salon and felt that she had achieved 

everything she wanted to in the profession. She enjoyed having trainee hairdressers in the 

salon and with the advent of NVQ qualifications being introduced took a more active role 

in preparing them for their practical assessments. She stated that she got a ‘real buzz’ out 

of teaching others and stated, ‘I loved it!’  She also mentioned that someone in the salon 

said she would make a good teacher and said that she had a lot to offer.  

In addition to the enjoyment she got from teaching was the desire to ‘share the value of 

experience’, to inspire high standards and encourage others to feel proud of themselves 

and their achievements. When prompted to explain this further she said that she had not 

been academic at school and chose hairdressing because it was hands on and creative’ 

and she never really thought she would be capable of teaching in a college. Whilst 

hairdressing had developed significantly over years she added that there were still 

tendencies for some to think of it simply putting in rollers in hair and ‘something you did if 

you weren’t that bright’ and she wanted to raise the profile of the profession amongst her 

students.  

She explained that over years she had been concerned about the ‘sub-standard quality of 

the service’ in some of the salons and felt that by training new hairdressers herself she 

was able to share those ideals and ensure that they had the same aspirations.  

Question 2.  How far do your experiences of teaching so far mirror your original 

expectations? 

Kay paused before answering this question and stated that teaching at the college was 

very different from what she imagined. She knew from experience of talking to trainee 

hairdressers in the salon that most did not enjoy the theory aspect of hairdressing.  

However she was surprised at the generally low levels of interest which seemed common 

amongst many of the students she encountered in her first term of teaching. She 

explained that she was only assigned to teach students who were on full-time 



 

programmes and mentioned particular problems with a group of Level 2 students who 

found it really difficult to concentrate and appeared constantly ‘distracted by their lives 

outside’.  

She explained that a number of her students had significant problems at home and she 

felt that was the main reason why many of them found it difficult to know how to behave in 

the classroom. She also said that she believed that this was compounded by the failure 

they experienced at school and their unrealistic expectations of the course.  

Inspired by leading stylists and designers she explained that they come in expecting to be 

doing really exciting hairstyles and cuts straight away and are not prepared for the 

repetition and drilling required to complete basic procedures such as putting rollers into 

hair blocks. This she stated was compounded by the lack of the real life experience of the 

salon and added ‘some just don’t seem to have the motivation or the patience and if it is 

not exciting they lose interest’. 

Question 3.  How effective do you think you have been as a teacher? 

Kay stated that her first term of teaching had been very challenging and that there were 

many times when she questioned her ability as a teacher.  

She gave examples of behaviour problems she experienced in the classroom on a regular 

basis such as students constantly chatting over each other, using their mobile phones, 

stating they were bored and refusing to engage in set activities. She added that in the first 

term these frustrations had built up and one day she ‘lost it’ by shouting at students and 

sending them out of the room. She described feeling the pressure rising inside of her and 

explained that the more she asked then to stop talking the more they did it –‘it was as 

though they knew which of my buttons to press’. After that it became a ‘regular battle of 

wills’ and she described how she dreaded the thought of teaching the class. At the end of 

first term she went to her manager and explained the difficulties she was experiencing 

Kay said she was really understanding and said they were a ‘very difficult group’ .  

At the beginning of the second term she started team teaching with experienced 

colleagues and gained a real insight into their management approaches which had 

helped.   

In responding to how effective she had been as a teacher Kay stated that she had learned 

a great deal about herself and realised that ‘you can’t expect too much’. She felt that her 

work with students towards the end of her first year had been quite productive and that 

many had done well in their final assessments.   



 

Question 4.  How far has teacher training supported you in your role?  

Kay stated that she felt a lot more confident in structuring her lessons and had given her 

some really useful ideas about different teaching and learning activities. She also made 

reference to the value of teaching practice observations and felt that they had helped her 

to become more aware of what she needed to develop.  

However this had not really helped her with strategies to manage classroom behaviour. 

She explained that she had trialled some of the theories which had been taught in teacher 

training sessions and despite reminding them of classroom rules and making sure that 

information was clear and activities were interesting they ‘still played up’   

Question 5.  To what extent have the CBT sessions influenced your thoughts about 

teaching? 

Kay stated that she had found the sessions very helpful and enabled her to be more 

conscious of her the way that her expectations influenced her actions.  She explained that 

part of the problem was that she set high ideals for herself and unrealistically expected 

her students to do the same. She also mentioned that she knew she had tendencies to 

take things personally and added ‘I now know that I have tendencies to overgeneralise’ 

which she considered was largely a result of her own ‘emotional insecurities’. She 

continued by explained that the CBT sessions had raised her awareness of the way that 

her expectations influenced her thoughts and she added that reframing exercises had 

been extremely useful for getting her think positively and more realistically.  

Kay also mentioned that she had become more aware of the importance of emotions in 

teaching and realised that the negative behaviour of her students were ‘emotional signals’ 

that she needed to address.    

 Question 6.  What are your thoughts about teaching in the forthcoming year?  

Kay reflected on this question for some time before answering and stated that she was 

positive that she could become a better teacher. Having completed her first year of full-

time teaching she now appreciated the reasons why the students behaved in certain ways 

and felt that she would be more accepting of them. She added that this did not mean that 

she would reduce her standards but would adjust her expectations. Kay also explained 

that she wanted to do more to get to know the students’ as she realised that it was the 

emotional connections which made all of the difference to teaching and learning in the 

classroom.  





 

 

Appendix 10 - Sample Post Observation Interview Transcript 
 

Question1.  What do you do to build rapport with your students in your lessons?    

Kay stated that she made a conscious effort to show an interest in the lives of her 

students adding that it was ‘important to remember things about them’. She also 

mentioned the importance of being approachable and friendly and added, ‘they need to 

know you care’. She added that she always tried to ensure that she welcomed students 

into the classroom with a smile as that was fundamental to cultivating a positive learning 

environment. Kay also felt that it was important to foster positive relationships between the 

students themselves and mentioned how she used group work and peer assessment to 

promote collaboration in learning.  

 

Question 2.  What do you do to promote a positive learning environment? 

Kay said that she felt it was important to be well prepared for sessions and start with a 

positive focus to get students in a good frame of mind. So she often used a quiz or a DVD 

clip. She also made reference to Check In which she had been using for the past four 

weeks with her students and stated that she had found it extremely useful for generating 

group rapport. However given her student groups she also emphasised the importance of 

reminding students about classroom guidelines and expectations. ‘Not in a disciplinary 

way but a polite reminder and make sure I show them that I am turning off my phone too’ 

 

Question 3.  How do you encourage students to develop confidence in their ability? 

Kay stated that it was important to give students regular feedback on their progress 

throughout the lessons and get them to focus on what they had achieved. As many of her 

students had not done well at schools they often doubted their ability so it was important 

to ensure that they had regular praise for their achievements. She added that she made 

sure that she always said something positive about what they have done even when it 

was not exactly right.  

 

Question 4.  How do you manage challenging behaviour in your classroom? 

Kay said that when she needed to address repeated behavioural issues in the classroom 

she tried to remain calm and focused and would explain to students why their actions 

were unacceptable. She also explained that she made sure that she ‘critiqued their 

behaviour’ and not them as individuals.  

  



 

Question 5.  How far have CBT principles and practices influenced your approach? 

Kay stated that it had made her more sensitive to what was going on in the classroom and 

‘less caught up’ in her own thoughts. She made reference to Check In again as a useful 

technique for connecting with the group at the beginning of her sessions. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

Appendix 11-Completed Observation Report 

 

             Name: Kay  

 Level of Group: Level 2 Ladies Hairdressing                            Number of students: 12  

                                                                                                    Age of students: 16-18  

Observation Criteria Indications Supporting Notes  

Theme 1. Building Rapport 

Creating a positive 

emotional climate  

 

Welcomes students 

Asks students how they are 

Smiles 

Has a relaxed body posture  

Welcomed each student by 
name as they entered the 
classroom. 

Smiled and had a relaxed open 
posture-sat with students in a 
circle at the beginning of the 
sessions and commenced with 
Check In activity.  

Use of humour  

 

Makes witty comments, Laughs  Laughed with the students. 
Made humorous comments  

Theme 2. Building Self Belief  

Promoting high 

expectations  

Using engaging language which fosters 

a ‘can do’ spirit 

Highly encouraging feedback- 
use of motivational language –‘ 
fantastic’; ‘I like that’ ; ‘there is 
some real talent in this room’ 

Inspiring  

 

Enthusiastic 

Has an energetic pace  

Communicated with a high level 
of enthusiasm used inflection in 
her voice at regular intervals to 
add emphasis and direct 
attention 

Feedback  

 

Provides constructive feedback which 

celebrates successes and empowers 

development 

Circulated students throughout 
the session commenting on 
progress with hair designs. 
Responded positively to each 
student 

 

 



 

Theme 3. Building Positive Behaviour 

Establishes clear 

expectations  

Articulates and demonstrates the 

boundaries of pro-social behaviour  

Reminded students of the need to 
put their phones and bags away at 
the beginning of the session.   

Waiting and scanning  Waiting  5-10 seconds after giving an 

instruction, to enable students time to 

process the direction 

Took time to ensure that all were 
included in questioning activities 
and was valuing of all contributions. 

Cuing with 

acknowledgment  

Acknowledging students’ on-task 

behaviour with the intention of 

prompting another to follow suit 

Acknowledged efforts at 6 minute 
intervals and  commented on the 
achievements of students   

Body language 

encouraging  

Intentionally using  body language to 

encourage students to remain on task- 

nodding, smiling 

Rewarded  on task behaviour by 
smiling and nodding in approval  

Descriptive 

encouraging 

Encouraging students to become more 

aware of their competence by 

commenting on their behaviour 

 

Circulated each group and 
congratulated students on their 
work. Eg. ‘That’s great Becky you 
have really got that…see you can 
do it!  

Theme 4. Managing Challenging Behaviour  

Selective attending  

 

 

Give minimal attention to off-task 

behaviour 

No off-task behaviour observed  

Giving choices  Respectfully confronts the student who 

is disrupting others with the available 

choices and their natural 

consequences 

No evidence of disruption 

Following through   Resolute, planned action in the face of 

on-going disruptive behaviour  

No disruptive behaviour observed 

  



 

Use of the CBT 

toolkit 

  

Check In 

 

 

Provides opportunities for the group to 

share pertinent information with each 

other 

Demonstrates interest in students’ 

lives  

Used Check In at the beginning of 
the session and asked students in 
turn to mention something which 
had gone well for them over the 
past week  

Mood Management 

 

Has a positive consistent mood 

Noticeably takes time to reflect during 

periods of challenge  

An even tempered mood was 
observed throughout  

Creating Positive 

Associations 

 

Conveys a sense of enthusiasm which 

balances both a feeling of excitement 

with a sense of calm confidence  

Provide opportunities for students to 

have fun in lessons   

Created a fun atmosphere after 
Check In by showing clips from a 
Hair Show. Ended with a review 
quiz which generated much 
laughter 

Reframing 

 

 

Challenges negative appraisals of 

ability adjusting thoughts so that they 

become more helpful.  

During the set activities circulated 
all groups to observe progress. One 
student (Jo) was struggling to keep 
her hair design in place and 
dropped her brush on the floor in 
frustration. Kay talked through her 
progress and encouraged her to 
think about what she  had done well 
and to identify which small part she 
was finding challenging   

State Changing 

 

 

Is congruent and reinforces positive 

verbal messages with appropriate non-

verbal communication. Uses 

motivation language to encourage 

students engagement  

Clear and consistent in verbal 
communication and non-verbal 
behaviour. Regularly used 
motivational language to reward 
student’s efforts and encourage 
negativity. ‘Come you can do it ‘, 
‘that’s it excellent’.   

  



 

Overall Summary 

A highly organised learning environment with students quickly engaged on task.  

Session outcomes were clearly communicated and individual targets and activities were effectively 

negotiated.   

Explanations were clear and well supported by examples and demonstrations. 

The students were highly engaged throughout the session and in discussion were clear about their 

tasks and targets.  

A high level of individual support was evident and student feedback was encouraging and 

developmental.  

Reassuring and positive about students’ abilities which served to foster a ‘can do’ spirit. 

 

 


