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Learners who demonstrate inappropriate, anti-so@ald/or disruptive behaviours are
becoming more prevalent. School personnel arerdgalith disruptive behaviours that occur
more frequently and that affect staff and learngesformance. According to Farrell, Meyer,
Sullivan and Kung (2003his prevalence of disruptive behaviour and undéoperance in

secondary schools is posing a threat to educatiddouth Africa and learners struggle with

problems that predispose them to long-term negativeomes.

As children become adolescents, they experiencergety of physical, emotional and
interpersonal changes while simultaneously traositig from elementary to middle school.
If the transition is stressful and the climate b tschool appears unwelcoming, low self-
esteem, a decline in academic achievement andro@igte behaviour problems may follow
(Wagerman & Funder, 200Bscalating concern regarding disruptive behaviousahools
has led to intensified efforts to understand itsises and consequences, and to identify
effective practices and strategies to reduce itsiwence.

It is against this backdrop that the researchengits to determine the cognitive and social
well-being of adolescents regarding emotional liggehce in the Lejweleputswa school
district. The research followed a mixed method apph, using the sequential explanatory

X



triangulation type; where questionnaires were cetepl by secondary school learners
followed by interviews with teachers from convenigrselected secondary schools in the
Lejweleputswa district of the Free State. The latere study showed that factors such as
learning, intelligence and emotional intelligencerg associated with cognitive and social

well-being of secondary schools learners.

The following data collection instruments were udedgather information regarding the
topic. For the quantitative study, a closed endsestjonnaire was developed and utilised by
one hundred and seventy four (174) learners. Fer ghalitative part, semi-structured
interviews were conducted with ten (10) teachessuBingCOSOQC thethree-way ANOVA
andT-test,the seven hypotheses of the study were testecharfthtlings indicated that there
is a significant relationship between and withie tindependent variables being; gender,

grade and residential with regard to cognitive social emotional intelligence.

This study will reveal what aspects of educatioacpces are viewed as helpful as well as
areas needing improvement. It will also give insigio whether selected schools are using
proactive strategies and techniques demonstretede research as being the most effective

in terms of changing inappropriate behaviour andesperformance.

Keywords: disruptive behaviour; anti-social; disciplinary plems; underperformance;

cognitive well-being; social well-being; emotionatelligence.
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CHAPTER 1

INTRODUCTION AND OVERVIEW OF THE STUDY

1.1 INTRODUCTION

Disruptive behaviour and underperformance continioe®e the most consistently discussed
problem in South African schools. “Under performanand disciplinary problems are
disproportionate and intractable parts of everycheds experience of teaching” (Naong,
2007:283). Schools are facing challenges in thiéarte to educate children appropriately and

safely.

Learners who demonstrate inappropriate, anti-soaral/or disruptive behaviours are becoming
more prevalent. Escalating concern regarding upeeformance and disruptive behaviour in
schools has led to intensified efforts to undexdtiim causes and consequences, and to identify
effective practices and strategies to reduce itsumence (Farrell, Meyer, Sullivan, & Kung,

2003).

As children become adolescents, they experienceardety of physical, emotional and
interpersonal changes while simultaneously tramsitg from elementary to middle school.
Their experiences in schools not only affect thetademic development but also strongly
influence their social-emotional and physical Hedkvelopment, both positively and negatively,
Wells (n Saab & Klinger 2010). What teachers are discovewith alarming clarity, however,
is that the source of the problem goes further tdmbreaking. Many of today's learners require

more than just firm and consistent discipline peBc In addition to the direct learning of
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academic skills, they also need positive behaviaansdruction in order to develop relationally,

emotionally, and behaviourally in ways that oftevé lasting impacts on their lives.

1.2 BACKGROUND TO THE STUDY

Emotional Intelligence (El) is an increasingly ptguconstruct and has been thought to be
responsible for success in just about every aspket person’s life. Very few studies have
conducted research attempting to substantiateckhiis. Zeidner, Matthews and Roberts (2002)
correctly pointed out that there has been insufitresearch conducted to fully understand the
impact that emotional intelligence may have on twognitive and social well-being of

adolescents.

Early developmental theorists, particularly Erickduave defined the period of adolescence as
one of identity versus role confusion. Identity eieypment is critical to how the adolescent
perceives not only self but also social interactimnd the future and is “conferred or
constructed”, Marcia (in Rew, 2005:112). Psychatally, adolescence is a period of cognitive
and moral development hence; many a psychologgdrds adolescence as a developmental

period beset by many challenges.

There are remarkable differences in the abilitiemdmlescents to cope with the challenges which
confront them. Yi, Smith and Vitaliano (2005: 2%5®fined coping as follows: “Coping involves

cognitive and behavioural measures designed toemdsterate, or reduce external and internal
demands and conflicts”. How adolescents cope, spaed, to these stressors influences their

well-being. Some adolescents have great difficuitydealing with problems and coping with



stresses which eventually lead to mental and hgatitbhlems and they may develop problem
behaviours and are at risk of underperformancelewdgthers with major problems seem to be

able to emerge from a stressful encounter sucdgs@fuydenberg, 2008).

Adolescents who are academically brilliant may siomes be socially and interpersonally inept.
Rew (2005) postulates that despite possessinghal@igsuccess may not automatically follow,
but by increasing the emotional quotient (EQ), ddelescents can become more productive and
successful at what they do and they can also h#dpr® to become more productive and
successful too. High emotional intelligence wilfidaely help an adolescent to reduce stress by

decreasing conflict, improving relationships andenstanding (Ciarrochi & Scott, 2006).

1.3  SIGNIFICANCE OF THE STUDY

The significance of the study is to establish thvaraness and understanding of the impact of El
in adolescents. The findings from this study magrefore also assist the Department of
Education, through Life Orientation, in the devetemt of support strategies to assist learners in
coping with social change, and an evidence-basegram that can be utilised by educational

and mental health professionals for the developrokeimotional intelligence in adolescents.

The findings will hopefully enhance peer, teached &mily relationships, school engagement,
academic achievement, pro-social behaviour, andaong life-satisfaction. The findings may
also provide an arena for mature discussion ofessuch as conflict resolution, relationships
and sexuality, drug abuse education, adolescewidsuprevention, racism, and bullying in

schools. Through life skills training and sciemtiuidance, the results will enable teachers and



parents to improve the emotional intelligence oblascents leading them towards a very

successful future life.

1.4 PROBLEM STATEMENT

This researcher’'s teaching experience led her testato various opinions and views as
mentioned above. Furthermore, discussions witleaglies prompted her to conduct this study.
Central to the concerns of all and sundry is thpaiah emotional intelligences puts on the social
and cognitive well-being of adolescents. What, ¢f@e, needs to be looked into is what
strategies could be employed to alleviate undefopeance and social problems in secondary

schools.

This study thus assumed that El can make an imipdlsts instance as it can be used intensively
and effectively through the curriculum to minimiseder performance and anti-social behaviour
through skills development. It is therefore agathst backdrop that this study was conducted to
determine cognitive and social well-being of Grddeand 11 learners in the Lejweleputswa

school district with regard to emotional intelligen

1.5 RESEARCH QUESTIONS



This study focused on answering the following rabguestion: Can emotional intelligence
predict the individual differences found among adokents with regard to cognitive and social

well-being?

The specific questions focussed on are:

 What predicts the individual differences found agpoadolescents with regard to
cognitive and social well-being?

* How emotionally intelligent are learners?

* Is there a relationship between emotional inteflce academic achievement and
behaviour?

* Is there a difference between male and female pudoce, behaviour and social

adjustment?

1.6 RESEARCH HYPOTHESES

The primary objective of this study was to expldre relationship between emotional
intelligence, cognitive and social well-being. Iasvhoped that the research will enable the
researcher to capture the views and opinions ofeadents and to infer the relationships to a

larger population of adolescents in the Lejwelepat®istrict.

For the quantitative research, the following reskdrypotheses were formulated in the null. The
researcher assumed that there is no significafdrdifice between gender, grade and residential

area with regard to Emotional Intelligence. It vilped that the results of the statistical analyses



called thethree-wayANOVA will yield results that will enable either jeet or fail to reject the

hypotheses.

The hypotheses are:

1.7

. There is no significant difference between male &male learners with regard to

emotional intelligence.

. There is no significant difference between graded® grade 11 learners with regard to

emotional intelligence.

. There is no significant difference between rurall amban learners with regard to

emotional intelligence.

. There is no significant difference between gended grade level with regard to

emotional intelligence.

. There is no significant difference between gendet eesidential area with regard to

emotional intelligence.

. There is no significant difference between gradelland residential area with regard to

emotional intelligence.

. There is no significant interaction between gendexde level and residential area with

regard to emotional intelligence.

PRELIMINERY LITERATURE REVIEW

In this study, the researcher reviewed existirggaiture to find out what was done in the field of

study regarding emotional intelligence. Specificathe researcher reviewed how the problem



had been described or defined previously, howedlatoblems were discussed and which other

areas seemed to be connected.

During previous research, a wide range of strelsge risks or conditions were examined,
including psychological stressors such as eatirsgrders, suicidal ideation, and depression;
physical stressors such as chronic illness, HI¥atibn, sports participation, violence, or sexual
abuse; familial stressors such as domestic violenaater-parental conflict; social stressors such
as romantic relationships or difficulties in schoahd societal stressors such as discrimination.
However, according to Garcia (2010) more reseasaieeded to advance the conceptatbn

and measurement of adolescent coping such thafiatation of findings across studies is

enhanced in order to advance the science and adatesell-being.

Many researchers have found that personality facfday a significant role in predicting

academic success (Colom, Escorial, Shih, &Privadf}7). Most personality research and its
relation to academic performance, has focused @ity Five Personality Factors; Neuroticism,
Extraversion, and Openness to Experience, Agreeatte and Conscientiousness (Hodgson,

2012).

Research has found that two of the five factors elanEmotional Stability (opposite of

Neuroticism) and Conscientiousness contribute rwoptedicting academic success: Individuals
who scored high on measures of neuroticism tenoketeasily upset and frequently experience
negative emotions (e.g. anger, depression, anxiktglividuals at the other end of the spectrum
demonstrated high levels of Emotional Stability atiése individuals tended to be less

emotionally reactive, more calm, reported lowerelsvof stress and are more likely to



experience academic success (Lounsbury, Sundst@®ibson & Loveland, 2002; Ridgell &

Lounsbury, 2004).

Some research on academic success has focused imfidkence of cognitive factors. According
to Petrides, Frederickson and Furnham (2004) cognitefers to a wide range of mental
processes that allow us to interpret informatioroim environment. These processes are often
interdependent, and include perception, attentimemory, learning, language, problem-solving,

and decision-making.

Furthermore, according to Humphrey, Curran, Mofe;rell, and Woods (2007) when assessing
the influence of cognitive ability on academic peniance, one of the most common measures
used is a standardised intelligence test. Ridgell laounsbury (2004) contend that intelligence
has been found to successfully predict academicessc However, according to Parker,
Summerfeldt, Majeski and Hogan (2004) researchexge hstruggled to define adequate
predictors of educational success. The most commesed predictors of academic achievement

are measures of cognitive ability, or (intelligeguiotient) 1Q tests.

Research of El and job performance shows mixedtsesu positive relation has been found in
some of the studies, whilst in others there wasrelation or an inconsistent one. This led
researchers Stein and Book (2006)) to offer a cosgery model between EI and IQ, that
posits that the association between EI and jobop@dnce becomes more positive as cognitive
intelligence decreases, an idea first proposetdrcontext of academic performance (Petrites

al., 2004).



Humphreyet al. (2007)assert thathe most critical element for a student’s successchool is
an understanding of how to acquire knowledge. Skayangredients for this understanding:are
confidence, self-control, capacity to communicatd ability to co-operate. These traits are all
aspects of emotional intelligence. According to thysEvans, Goldwater and Potter (2005) an
intelligent adolescent who is self-aware and isigally motivated will definitely have very high
levels of academic performance. Adolescents witih lemotional intelligence will also have
good relationships with teachers and parents whisb help them to perform well in their
examinations. Learners with good EQ will not hagafticts with peer groups and are not likely

to use drugs or alcohol (Austat al, 2005).

What is emotional intelligence?

According to Goleman (in Louw & Louw 2007), emotadnntelligence is a form of social
intelligence that involves the ability to monitaneds own and other’s feelings and emotions, to
discriminate between them and to use this inforomato guide one’s thinking and actions.
Further according to Goleman (in Louw & Louw 200Emotional Intelligence involves the

following four main areas:

» Developing emotional self-awareness; such as thktyako separate feelings from
actions.

* Managing emotions; such as being able to contrgéan

* Reading emotions; such as taking the perspectio¢heis.

» Handling relationships; such as the ability to salelationship problems.



Mayer, Salovey& Caruso (2004) proposed that emationelligence consists of:

» Perception of emotion in the self and others
» Using emotion to facilitate decision making
* Understanding emotion in the self and others

* Managing emotion in the self and others.

Emotional Intelligence has therefore been definedl measured both as an ability (Mageil.,

2004), similar to cognitive intelligence, and asadt (Petrides & Furnham 2003).

On the other hand, Bar-On (2006) defines Emotidn&lligence as being concerned with
effectively understanding oneself and others, iredatvell to people, and adapting to and coping
with the immediate surroundings and to be more esgfal in dealing with environmental

demands. Bar-On and Parker (2000) posit that Etldeg over time and that it can be improved
through training, programming, and therapy. Bar-@0©06) also hypothesises that those
individuals with higher than average EQ.’s are iangral more successful in meeting
environmental demands and pressures. He also th@tea deficiency in EI can mean a lack of
success and the existence of emotional problemgyekreral, Bar-On considers emotional
intelligence and cognitive intelligence to conttidequally to a person’s general intelligence,

which then offers an indication of one’s potent@bkucceed in life.

The predictive validity of emotional intelligencerfacademic success has received a great deal
of attention; several researchers have found titatligence can successfully predict academic

success (Petridest al, 2004; Zeidneet al, 2002; Jaeger & Eagan, 2007). Petrieteal. (2004)
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found that intelligence alone could account for 2&P%he variance in academic achievement and

concluded that intelligence scores were the sibgt predictor of academic success.

Recently, a number of studies have investigatedripact of El on adolescent cognitive and
social well-being. According to Petrides and Fumh@003), and Petridest al. (2004) these
studies have had mixed results, possibly due ferdifices in the reliability and validity of the El

tests used.

Zeidneret al. (2002) pointed out that there has been insufftcresearch conducted to fully
understand the impact that emotional intelligen@s ifor may not) have on academic success.
Further according to Zeidnet al. (2002) research up to this point has provided |miimy
evidence regarding the relation between emotiamalligence and academic success, which is
often measured by GPA. The conflicting evidence fmayin part, a result of the great variability

in emotional intelligence measures available (Betick Salovey, 2004; Boyatzis & Sala, 2004).

1.8 RESEARCH DESIGN&METHODOLOGY

Methodology in this study comprised: Research DesiKesearch Method, Data Collection,

Analysis, and Population and Sampling.

1.8.1 Research Design

Monette, Sullivan and De Jong (2008:9) define redealesign as a plan outlining how

observations will be made and how the research#ércairy out the project. According to
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McMillan & Schumacher (2010), it describes the gaares for conducting the study in order to

generate evidence that will be used to answerabearcher’s questions.

For this empirical study the researcher made uskeo$urvey research design in order to collect
data from a selected sample of subjects througheatmpnnaire and interviews. Its main function
is to ensure that the evidence obtained is releaadt enables the researcher to answer the

research question.

1.8.2 Research Method

The research followed mixed method approach (triangulation). An important advantage of
mixed method studies is that you can show the rdgulantitative) and explain why it was
obtained (qualitative) (McMillan &Schumacher, 20395). The Sequential Explanatorytype
was used, where quantitative questions were asistdd generate information that was used in

conducting the qualitative phase of the study.

The Quantitative approachs very objective in measuring and describing jpimeena by using
numbers, statistics, structure and control (McMilk Schumacher, 2010). The research method
for the study was aon-experimental descriptivemethod to describe the situation “as it is”

regarding social and cognitive aspects of the adelats’ EI.
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Leedy and Ormrod (2010) describeqgaalitative approachis an attitude-free gathering of
information whereby participants provide informatidrom their own perspectives; the
researcher attempts to understand phenomena fextavithout any attempt to manipulate the
phenomenon of interest. Rhenomenologicalmethod was used during this study. The purpose
was to describe and interpret the experiencesrbitjpants regarding a particular event in order
to understand the participants’ meanings ascrilmethé event. According to McMillan and
Schumacher (2010), the phenomenological methodséscmuch more on the consciousness of

human experiences.

1.8.3 Data collection

Data was collected through questionnaires for thenttative method and interviews for the

gualitative method. The following are the datdexilon tools that were used for the study:

1.8.3.1 Questionnaires

According to McMillan and Schumacher (2010:195)ywestionnaire is the most widely used
technique for obtaining information from subjeckisis relatively economical, has the same
guestions for all subjects and can ensure anony®itgjects in distant locations can be reached,
the questions are standardised and questions caritten for specific purposes Creswell (in De

Vos, Strydom, Fouche & Delport, 2011).

13



As no appropriate questionnaire relevant to thepgse of this study could be found; a
guestionnaire was specifically designed for thigdgt The questionnaire was submitted to
experienced teachers as judges to validate theumsnt. The reliability of the instrument was
further determined through subjecting it to theged Cronbach’s Alpha test. The final test was
administered to obtain the demographic informatm data that could be categorised easily
from closed-form items of the questionnaire. Thkenié were also much easier to score and the
subject could answer the items quicker. The respatsdhad the opportunity to respond to

guestions in their own time without pressure anohidation.

1.8.3.2 Interviews

Interviews were conducted to collect qualitativeormation, i.e. to obtain information through
direct interaction with an individual from a seledtgroup of ten teachers. McMillan and
Schumacher (2010) assert that the interview tecienig flexible and adaptable, it can be used
with many different problems and types of peopld aesponses can be probed, followed up,
clarified and elaborated to achieve specific adeur@sponses. A semi-structured interview
schedule comprising of about 10 questions was dedigInterviews were recorded for

transcription later; and notes were taken.

Before the interviews were conducted, a schedake esompiled with a list of all the questions to

be asked. The questions related to the objectifébeostudy and open ended questions were

asked. The purpose of the interview was explained the interviewees were given the
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opportunity to ask questions or to raise their eons. All interviews were tape-recorded with

the permission of the subjects. The recordings warescribed and analysed.

1.8.4 Population and sample

A population is a collection of objects, events imdividuals having some common
characteristics that the researcher is interestedtuidying (White, 2003). The population of this
study consisted of grades 10 and 11 secondary kldavoers and teachers in the Lejweleputswa
School District. The samples were selected fromaligcheterogeneous and homogeneous
schools in the Lejweleputswa District. Participgtischools were sampled from the seven
clusters of schools that comprise the LejweleputSefaool District (detailed information on all

aspects of the methodology of the study is providezhapter three).

1.8.5 Data analysis and interpretation

From the phenomenological data, the researcheredodut data reduction, presentation and

interpretation. Data from the questionnaires walsjestied to factorial analysis in order to

determine categories of items that relate to tha@akmr cognitive well-being of emotional

intelligence. Athree-wayANOVA was computed in order to determine the siemdous effect

of social and cognitive aspects of adolescents retfard to emotional intelligence.

1.9 LIMITATIONS OF THE STUDY
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This study was conducted in the Lejweleputswa skliligirict focusing on adolescents in

secondary schools. The findings can, therefore,beogeneralised to learners in the primary
schools. The findings can also not be generaliseg@enage learners at universities since the
dynamics of interaction are different at that levelhe research suggests caution when the
findings are related to learners in other schoetrdts because the environmental influences

may impact differently on learners of those dissric

1.10 EXPECTED OUTCOMES

The study is aimed at finding the individual difeces among adolescents with regard to
cognitive and social well-being. Furthermore, itakso aimed at revealing how emotional
intelligence influences the cognitive and sociallbegng of Grade 10 and 11 learners. The study
is also expected to help explain the relationshgtwben EI, academic achievement and

behaviour.

1.11 DEFINITION OF CONCEPTS / ACRONYMS

In both quantitative and qualitative research desigpecific research concepts are explained to
make clear such difficult terminology. The nextts@atfocuses on definition of concepts and the

main terms used in regard to the study:
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Adolescent: The period of transition between childhood andthdod

(approximately 11/12 to 18/20 years)

DoE: Department of Education
El Emotional Intelligence
1Q Intelligence Quotient (level of intelligence, adlicated by a

special test)

EQ Emotional Quotient (measure of interpersonal @mmunication
skills)

GPA: General Performance Assessment

CEl: Cognitive Emotional Intelligence

SEl: Social Emotional Intelligence

SED Social and Emotional Development

SEL Social and Emotional Learning

1.12 ETHICAL CONSIDERATIONS

The ethical considerations focused on in this statte to the informed consent, right to privacy
and honesty of and to participants. Consequentlgorecerted effort was mounted to develop

mutual trust, acceptance, and cooperation witlpéngcipants, as outlined in chapter 3.
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1.13 PROGRAMME OF STUDY

Chapter 1:

This chapter provides an overview of the whole gtwith emphasis on the background and the
context of the problem. The chapter includes thHi®viong: Introduction, preliminary literature
review, problem statement and questions, purposg¢ @njectives, research design and
methodology, significance of the research, ethiahsiderations, definition of terms, and

programme of study and time schedule.

Chapter 2:
This chapter reviews the related literature inforgnthis study with regard to El, learner social
behaviour and cognitive well-being. This chaptesoaleveals the researcher’s knowledge about

the field of study and updated the reader withnttost recent studies on the topic.

Chapter 3:

This chapter provides the research design and melbgies used to gather and analyse data.
The first stage discusses the procedures necessartgmmence with theresearch, how the
participants were selected and the sampling proesdemployed. The second stage discusses

the instrumentation used in the research and hewttidy was conducted.

Chapter 4:
This chapter presents the findings, analyses, sissons and interpretation of data gathered

through the research. Ilgualitative research, the researcher presents the data ifortime of
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narratives to illustrate and substantiate the rebe&s interpretations. Iquantitativeresearch,

the reporting is an objective presentation of risstihrough tables and statistical analysis.

Chapter 5:
This chapter reiterates the research questionssaod/s how the findings answered these
guestions. The concluding section covers the whedearch project and recommendations are

then presented, ending off with suggestions farriutesearch.

CHAPTER 2

LITERATURE STUDY

2.1 INTRODUCTION

Disruptive behaviour and underperformance continioe®e the most consistently discussed
problem in South African schools. “Under performanand disciplinary problems is a
disproportionate and intractable part of every leds experience of teaching” (Naong,
2007:283). Costello, Eggers and Angold (2005) alsioted out that over the last decade; there
has been a growing awareness that learners witiifisgnt social, emotional, and/or behavioural
needs pose a great challenge for teachers. Widitadtive interventions, these learners struggle

with problems that predispose them to long-termatieg outcomes.
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At the beginning of the twentieth century, schofdsused on language acquisition, but the
demands on schools have grown up to the point whkieeeexplosion in knowledge and
information is so dramatic that learners strugglatisorb most information. Society is becoming
increasingly global, with learners entering commiesi that have greater diversity. These
changes, not only create challenges for schodlsrms of sensitivities and ethics, they also have
profound implications in terms of learning. Leasya@re now required to comprehend, apply,
analyse, evaluate and synthesise (Gardner, 2088)vever, the development of more complex
cognitive abilities at school is not enough to @qlearners for their roles in the global
community of the 2lcentury; there are too many gsedrat still underperform at school.
Fredricks, Blumenfeld and Paris (2004) assertithairder for learning to occur effectively and
efficiently, learners need to understand how te&isting knowledge relates to new tasks. The
greater the contrast between the cultural and lsoecrans of the school and the society; the more

the learners’ problems for learning and succesgxaeerbated.

It has been noted by Mayer, Salovey and CarusoOj2€@tat some children grow up to be
fulfilled adults in challenging careers and saiisfyrelationships, while others, from apparently
similar backgrounds and academic performance, gieugh relationships, are in dead-end
careers and are depressive. Further, accordingageiet al. (2000), a growing number of

teachers recognise that learners who receive alusexely academic education may be ill-
equipped for future challenges, both as individuaisl as members of society - it's just not
enough to only feed the mind. The developmenntdrpersonal- and Intrapersonal intelligence

(factors of El) seems to be neglected in the edutalystem according to Mayet al.
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As a teacher for 25 years, the researcher hadghpertnity to interact with different schools
and observed several behaviour patterns amongselsalages; 14 — 20). Of great concern was
the prevalence of negative behaviour and undeopeence. Based on these observations, the
researcher became aware of the relationship betvamanlemic performance, emotional,
cognitive and social well-being. The researches hlscame knowledgeable of a growing need in
the Education Department to ensure the implememntatf improvement plans and intervention
strategies in schools which signifies awarenedsl¢éaaning and teaching alone cannot guarantee

learner performance and well-being.

The researcher’s experience and knowledge leddhattést to various opinions and views as

postulated above and prompted her to conduct tbdysWhat, therefore, needed to be looked

into is what strategies could be employed to adtevunder performance and social problems in
secondary schools. It is therefore against thikdrap that the researcher attempted to determine
the cognitive and social well-being of adolescemegarding emotional intelligence in the

Lejweleputswa school district.

The chapter is then outlined as indicated beloefiriition and theories of learning; Definition
and basic assumptions of intelligence; Emotiondelligence as a determinant of lifelong
success; Cognitive well-being of the adolescentwégard to El; Social well-being of the

adolescent with regard to El and Educational iogtions of CEIl and SEI.

Figure 2.1: Outline of Chapter 2
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EMOTIONAL INTELLIGENCE

2.2 LEARNING

Learning is at the core of any study of educatigsichology and the most important role of
teachers is to promote as much learning as possiblall learners (Eggen & Kauchak, 2010).
According to Mwamwenda (2004), it is impossiblesgparate human beings from learning; for
learning is a continuous process lasting from tloenent a person is born to the end of his or her
life. Definitions of learning converge on the adpetlearning as: 1) Knowledge acquired by
systematic study in any field of scholarly applicat or 2) the act or process of acquiring
knowledge or skill; or 3) the modification of belh@w through practice, training, or experience

(Eggen & Kauchak, 2010; Woolfolk, 2007; Slavin, 200

In the first two definitions we can see that leaghappears as@ocess- there is a concern with

what happens when the learning takes place. Inwhig learning could be thought of as “a
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process by which behaviour changes as a resultxpérence” Merriam and Caffarella

(1991:124) (in Smith, 2003).

According to the third definition, learning is de#id as a change in behaviour. In other words,
learning is approached as @mcome- theend product of some process. It can be recognised or

seen. This approach has the virtue of highlighéirigucial aspect of learning, namely - change.

One of the significant questions that arise isekient to which people are conscious of what is
going on when learning. Rogers sets out two cotimigasapproachestask-conscious or
acquisition learning andlearning-conscious or formalised learning.

Task-conscious or acquisition learningis seen as going on all the time. It is “concrete,
immediate and confined to a specific activity; st mot concerned with general principles”
(Rogers, 2003: 18). Examples include much of taeniag involved in parenting or with running
a home. Some have referred to this kind of learmimginconscious or implicit, but whilst the

learner may not be conscious of learning, theyuatmlly aware of the specific task in hand.

Learning-conscious or formalised learningarises from the process of facilitating learnitigs

'educative learning' rather than the accumulatibnexperience. To this extent there is a
consciousness of learning - people are aware ligatask they are engaged in entails learning.
“Learning itself is the task. What formalized leaghdoes is to make learning more conscious in

order to enhance it” (Rogers, 2003: 27). It invelgriided episodes of learning.

Tissot (2004) also proposes that there are vaffimuss of learning including; formal, informal

and non-formal learning and defines these coreequscas follows:
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Formal learning consists of learning that occurs within an orgadisind structured context

(formal education), that is designed as learnirdjiamay lead to formal recognition.

Non-formal learning consists of learning embedded in planned actsvitiet are not explicitly
designated as learning, but which contain an ingmbearning element such as vocational skills

acquired.

Informal learning is defined as learning resulting from daily lifetigities related to family,
work or leisure. It is often referred to as expetied learning and can, to a degree, be understood

as accidental learning.

The different perspectives, by the point of struetand intention, in these three types of learning
are: Formal learning is an intentionally plannearhéng activity; Non-formal learning forms by
intentionally planned activities; and the Infornmade is non-intentional with no planning. The
learner is considered at the core of the learniraggss within the perspective of Life Long

Learning (Colardyn & Bjonavold, 2004).

According to O’ Donnel, Reeve and Smith (2009)rré&gg is a process through which relatively
permanent changes in behaviour or knowledge ocew @esult of experience. In the broadest
sense, learning involves an interaction betweerinttizidual and the environment that results
in some permanent change in behaviour. The charayelra deliberate or unintentional, for
better or for worse, correct or incorrect, and comss or unconscious (Rogers, 2003). Most

psychologists agree that the changes resulting feaming are in the individual's knowledge or
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behaviour, but some tend to emphasise the chankmeoinledge, others the change in behaviour
(Woolfolk 2007).The latter takes us into the areh@ompeting learning theories - ideas about
how or why change occurs. In order to understaaddarning process, we need to explore these

different theoretical explanations of how to learn.

2.2.1 Theories of learning

Theories about human learning can be grouped ioto broad perspectives. These are:
Behavioural Theory of learning which focuses onesbable behaviour; the Cognitive Theory of
learning which regards learning as purely a meptatess; the Social Cognitive Theory of
learning, pointing out the view that humans leaasthin group activities and the Humanist

Theory of learning which lays emphasis on the d@oid emotional aspects of the child.

2211 Behavioural Theory of Learning

Smith (2003) states that behaviourism as a theay primarily developed by Skinner and in
essence, three basic assumptions are held toéaeFirst, learning is manifested by a change in
behaviour. Secondly, the environment shapes betagiad thirdly, the principles of contiguity
(how close in time two events must be for a bonbdetdormed) and reinforcement (any means of
increasing the likelihood that an event will be @efed) are central to explaining the learning
process. O’ Donnett al. (2009) asserts that from a behavioural viewpdhm, most important

relationship is between the environment and behavihanges in the environment will result in
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changes in behaviour with the goal to produce dbkrbehaviours or reduce the frequency of

undesirable behaviours.

For behaviourism, learning is the acquisition olvrigehaviours through classical conditioning;
an automatic response to a stimulus, and operartitcaning; where learning occurs through
rewards and punishments for behaviour. Throughaspieronditioning, an association is made
between behaviour and a consequence for that bmira@rmrod (2008) declares that by using
operant conditioning in the classroom, teachers loalp learners acquire more productive
behaviours e.g. such as praising on-task behavielich will simultaneously decrease their off-
task behaviours. Children are likely to learn eiffedly when their responses are rewarded in
some way (Mwamwenda, 2004). Furthermore, Mwamwe@684) asserts that learning occurs
as a result of reinforcement and therefore it ipenative that teachers use reinforcement as they

interact with their learners through exercise, s@n, discussion, drill and regular feedback.

2.2.1.2 Cognitive and Constructivist theory of treag

Cognitive psychologists studying learning are interestednobservable mental activities such as
thinking, remembering, and solving problems (Balib®, Johnston, Fuller, & Deed, 2005).
According to O’Donnellet al. (2009), the relationship between the individuald athe

environment is the key focus of cognitive theordédearning. At the heart of most cognitive
approaches to understanding learning is the nati@t knowledge is constructed by the
learner and affected by the learner's prior expegs. All cognitive theories are constructivist in
nature in that they all emphasise the active rdléearners in making meaning out of their

experience.
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Many cognitive psychologists have been especialigrested in information processing, which
seeks to understand how people acquire informakiow, they store information and recall that
information from memory (O’'Donnett al., 2009; Krause, Bochner, Duchesne & McMaugh,
2010; Slavin, 2009; Woolfolk, 2007). The learnetenacts with the environment and receives

information from the environment through the senses

Information Processing is conceived as comprisheg grocess of converting information into
knowledge through three memory storage systems. mimory systems are the Sensory
Register which receives information from the emwiment; the Short Term Memory which
includes the Central Processing Unit of what infation is in our conscious mind “here and
now;” and the Long Term Memory which stores knowledfter the initial processing by the

working memory i.e. the Short term memory (O’'Donetedl.,2009; Krauset al.,2010).

The illustration below shows how Information Prasieg can be likened to the model of a
computer. The Sensory Register would include imeuices like CDs. Short Term Memory
includes the Central Processing Unit. Long Term Megnwould be viewed as the hard drive or

storage.

Figure 2.2: Information Processing can be likeneda the model of a computer
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IP MODEL = COMPUTER MODEL
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INPUT DEVICES CENTRAL PROCESSING UNIT HARD DRIVE STORAGE

By Tiffany Davis, Meghann Hummel, and Kay Saue)&(in Krauseet al.,2010)
The information-processing approach to learningcdess the learner's development of

internal representations of the external world. Teegner first needs to attend to information,
perceive this information, then process this infation in the short-term memory and finally,
transfer what they have processed from short-terfong-term memory, where storage of
information takes place to be recalled at a latege (Ormrod, 2008; Slavin, 2009; Woolfolk,

2007).

The teachers employing a cognitivist approach &nlieg should view learning as an internal
mental process. Children from different culturatlaocioeconomic groups come to school with
different experiences and knowledge; thereforehemc need to tap in what learners already
know in order to increase their understanding ef ¢bntent being taught. The teacher should
structure content of learning activities to focushbuilding intelligence and cognitive and meta-
cognitive development.

Built on the work of Piaget and Brunamnstructivism emphasises the importance of active

involvement of learners in constructing knowledge themselves. In contrasts to Piaget,
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Vygotsky proposed that cognitive development isrggty linked to input from others with the
emphasis on the sociocultural nature of learning.bdlieved that learning takes place when
children are working within theizone of proximal development(Slavin, 2009). Fosnot,
Phillips, Wells and Chang-Wells (in Kraustal.,2010) also noted that as learners interact with
their environment, they link information learneddhgh experience to previous knowledge, and

so construct new understandings and knowledge.

Constructivism encourages teachers to recognisevahee of the knowledge and experience
that learners bring to learning, and to provide ezignces that help learners build on their
current knowledge of the world, Duit, Confrey, Keay and Treagust (in Kraus¢ al., 2010).

An important part of the constructivist philosopls/ that learning is supported by social

interaction with peers and adults.

2.2.1.3 Social Cognitive theory to Learning

Social learning theory has its roots in behaviolgalning theory; it describes how we learn
from others, but it also includes cognitive elensebecause we must encode, retain and retrieve
knowledge in order to perform that model behavi@@iDonnell et al., 2009). Social learning
theory has sometimes been called a bridge betweleavipurist and cognitive learning theories

because it encompasses attention, memory, andatiotiv

According to Hill (in Eggen & Kauchak, 2013), belmwists define learning as a change in
observable behaviour, whereas social cognitiverisisoview learning as a change in mental

processes that creates the capacity to demonsifgeent behaviours. So, learning may or may
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not result in immediate behavioural change, butaamental activity. Bandura believed in
“reciprocal determinism”, that is, the world angerson’s behaviour cause each other, while
behaviourism essentially states that one’s enviemtrnauses one’s behaviour. Hence, according
to Woolfolk (2007), behaviour is a complementarieraction amongst the environment (social
influence), the person (self-influence), and théluence of behaviour itself to produce

behaviour. A diagrammatic presentation of the thwag model is presented in figure 2.3.

Figure 2.3: Bandura’s Reciprocal Influences

Social Influences
(environmental
variables)

Achievement
Outcomes
(behaviours)

Self Influences
(personal variables)

All three forces are in constant interaction. Tirfluence and are influenced by each other.

(Source: Woolfolk, 2007:330)

2214 Humanist theory of Learning

Humanism, a paradigm that emerged in the 1960sséscon the human freedom, dignity, and

potential. According to Schunét al. (in Eggen & Kauchak, 2013), it focuses on the “leho
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person” and views motivation as people’s attempftsilfil their total potential as human beings
and become “self-actualized”. It requires an undeding of people’s thoughts, feelings and
actions. Rogers, who founded “person centred” theemnd Maslow, famous for his hierarchy of

needs, both emphasised people’s attempts to beselfr@ctualised (Eggen & Kauchak, 2013).

Maslow’s Hierarchy of Needs (often represented gsymmid) is a motivational theory in
psychology that argues that while people aim totrhasic needs, they seek to meet successively

higher needs in the form of a hierarchy; as ilasd below:

Figure 2.4: Maslow's hierarchy of needs
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According to Maslow, children whose basic needssatésfied and who are assured of safety,
love and a sense of belonging are able to cope seithe frustration and disappointment; which
strengthen the individual and lead to healthy ssttem (Krauset al., 2010). Maslow argues
that while people aim to meet basic needs, thek geeneet successively higher needs in the
form of a hierarchy. The focus in on the child dmd or her needs and wants; which is in
contrast to the behaviourist notion of conditionigugd the cognitivist belief that constructing

knowledge is central to learning.

In humanism, learning is student centred and pefsad, and the teacher’s role is that of a
facilitator; with the goal to develop self-actualis people in a cooperative, supportive
environment. Important in fostering growth is undiional positive regard; treating learners as
if they are innately worthy, regardless of theih&i@our (Eggen & Kauchak, 2013). Maslow’s

work reminds us that the human side of teachiressential and ignoring it will have a negative
impact on both motivation and teaching. Caring heas who are committed to their learners

both as people and as learners are essential fitration and learning (Cornelius-White, 2007).

Like cognitive and behaviourist approaches, humapproaches have widespread application

for education. According to Krauge al. (2010) three main influences can be observed:

1. Learners are allowed to direct the goals and mehtieir learning.

2. The whole child is considered, particularly by fesing on the social and emotional
aspects of learning.

3. The emphasis is on the rational aspects of learmetuding the use of cooperative group

work.
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Despite varying definitions of learning by variaheorists; the central construct that cuts across

the operations of all theories is the construdeddintelligence’.

2.3 INTELLIGENCE

Intelligence comes from the Latin veibtellegere which means "to understand”. By this
rationale, intelligence (as understanding) is dofudifferent from being "smart" (able to adapt
to one's environment). Krause al. (2010) poses the idea that intelligence is usuaiyceived
as a mental ability that is present in individualsdiffering amounts. Words like 'bright,
‘brilliant’, 'smart’ or ‘'wise' are used to refer dmamples of human activity thought to be
indicative of high ability or intelligence. Furtha@ccording to Krauset al. (2010) for most
people, intelligence is valued in terms of 'the eydhe better’. Some views of intelligence even

seem to imply that it has a physical existencéénhiuman skull.

Ormrod (2008:149) concurs that theorists define @mtteptualise intelligence in a variety of
ways, but most agree that it has several distiactjualities: It is adaptive, it is related to
learning ability, it involves the use of prior kndge to analyse and understand new

situations effectively, it involves many differemiental processes and it is culture-specific.

Equally supported by most theorists, intelligeresamewhat different from what a person has
actually learned, for example, as reflected in stlaghievement. At the same time intelligent
thinking and intelligent behaviour depend on piearning. The more learners know about

their environment and about the tasks they negettorm, the more intelligently they can be-
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have. Intelligence, then, is not necessarily a p&ent, unchanging characteristic; it can be

modified through experience and learning (Hergent&l®Ison, 2010).

2.3.1 Theories of intelligence

Charles Spearman is generally credited with diseogegeneral intelligence, which he reported
in his 1904 American Journal of Psychology artitifled "General Intelligence,”. Spearman’s
ideas are sometimes described as a 'two-factorrytheb intelligence'- the two factors
comprising g, or general mental ability; and s,tloe specific mental abilities tapped by
different items in intelligence tests. A furtherewi of the concept of intelligence gswas
proposed by Cattell (in Eggen & Kauchak, 2010), wiiwided it into two parts:fluid
intelligence,a non-verbal, culture - free mental abilities tapidto new situations, influenced by
brain development andrystallized intelligence, involving culturally based, fact-oriented

knowledge gained through experience and schooling.

American psychologist Thurstone (in Krausé al.,, 2010) came to the conclusion that
intelligence comprises a number of distinct mefdallties rather than a singleHe proposed a
model of intelligence that involved a set of spks#al intelligences, gorimary mental abilities
(PMA). By 1941, Thurstone had identified seven abilitisamerical, verbal comprehension,
word fluency, space, reasoning, memory and posgiblgeptual speed. Rejecting the ideg of
or PMA, Guilford (in Krauseet al., 2010) identified a large number of distinct atalt that he
conceptualised in terms of a three-dimensional mdsech of the 120 cells in the model depicts
a specific ability that can be conceptualised imteof the three basic dimensiomgeration,

content and product
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Howard Gardner's (in Kraus# al.,2010) model of intelligence extended traditiorkdas about
intelligence to include a wider range of abilities, multiple intelligences (Ml). According to
Gardner, intelligence comprises a set of separadiigences, each of which is specialised for
acquiring knowledge and solving problems in différareas of cognitive activity. He identified
at least eight domains of intellectual functioniegch of which is quite distinct, in that how we

perform in one area is quite separate from how evéopm in another.

Like GardnerSternberg (in Krauseet al., 2010) rejected the traditional idea of intelligeras a
relatively narrow set of abilities closely assoethtwith academic learning. However, whereas
Gardner is primarily interested in tleontentof the different intelligences, Sternberg is more
interested in thapplicationof these intelligences. Sternberg's theory is ddhetriarchic model

of intelligence because he identified three key aspects of inggitidoehaviour (Krauset al.,

2010).

v Analytic -the mental aspects of an individual's cognitivévegt as in information-processing
v’ Creative -an individual's ability to respond to events in light of previous experience

v’ Practical -how an individual copes with everyday environments

Sternberg discussed how the triarchic theory miggtapplied in curriculum areas such as

literature, mathematics, history, biology and He.suggested that when teaching and evaluating

learning, one might emphasiapalyticalabilities, creativeabilities andpractical abilities.
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Individuals differ from one another in their abjlito reason, plan, solve problems,
think abstractly, and learn from experience whiem @lso be attributed to several

factors that affect a person’s intelligence.

2.3.2 Factors affecting intelligence

Mark and Jordan (in O’'Neil, 2009) state that, ifeligence is the ability to comprehend; to
understand and profit from experience, then thiindien itself gives off the feeling that
intelligence comes under nurture, as one can omw gn intelligence from experience. Further
proof for the nurture side of the argument is thedyg of feral children, found to be having
drastically lower intelligence and little likenassregular humans. Athena (in O’Neil, 2009) also
commented that a person’s intelligence is a reduheir nurturing environment. This is because

children model their parents’/guardians’ behaviour.

Cathy (in O’Neil, 2009), believes that the leveliofelligence one has, is a product of nature,
with only some influence from nurture, becauselligience is a product of brain structure and
how genes interact. Brain structure is somethiagj ithhighly genetic and often predetermined at
birth. Consequently, in the context of th&ture versus nurturedebate, the "nature” component
appears to be much more important than the "ndrwomponent in explaining 1Q variance in
the general population. In addition, a number @btetically unrelated properties are known to

correlate with 1Q and can be divided into biolog@ad environmental factors.

Based on the arguments forwarded by the propor@msirture on the one hand; and those of

nature on the other hand; also based on an edidieussion of fluid and crystallized intelligence,
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the researcher argues that human genes play enttble quality of ouintelligence. The extreme
nature view of intelligence asserts that it is e8aly determined by genetics, while the nurture
view of intelligence emphasises the influence & é&mvironment; taking experts to a position

where they believe that a person'’s intelligendefisienced by both (Eggen & Kauchak, 2010).

Our temperament effects our emotions and is part of our genetiatage. Ormrod (2008)
declares that a child’'s temperament is his or leadéncy to respond to and deal with
environmental events in particular ways; childreera to have distinct temperaments almost
from birth. Most psychologists agree that such teramental differences are biologically based
and have genetic origins according to Caspi andaSKeogh, Ahadi and Evans, and Thomas
and Chess (in Ormrod, 2008). According to Hodgsaml®), many temperamental variables
affect how learners engage in and respond to dassgactivities and thus indirectly affect their
academic achievement, therefore teachers shouldhdre tolerant of learners’ behavioural
idiosyncrasies and more willing to adapt their iastion and classroom management strategies

to accommodate these individual behavioural styles.

Whether it is the individual's genetic make-up be tinfluence of the environment, or the
individual's temperament impacting on one’s ingdince; the researcher surmises that learners

are the ones most afflicted by the growth and agrekntal vicissitudes related to intelligence.

Krauseet al. (2010) postulates that recently attention is draathe influence of social and

emotional needs on learning and more recently gnaaghes to intelligence; broadening the

concept beyond cognitive aspects. In this study fbsearcher contends that emotional
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intelligence, as a component of intelligence, playdecisive role in the cognitive and socio-

emotional well-being of adolescents at schoolsaweleputswa School District.

2.4. EMOTIONAL INTELLIGENCE

As the adolescent travels on this journey towandidthood, being emotionally competent is not
only important, it is a necessary ingredient f@auacessful journey. Goleman (in Mayer, Salovey
& Caruso, 2000) stated that learners who have ematicompetency can better deal with the
pressure of peer politics, the higher demands reduior academics, and the temptations of
alcohol, drugs and sex. Furthermore, Goleman @tsetional intelligenceas a panacea that

definitely helps an adolescent reduce stress byedsing conflict and having an adolescent

develop very good interpersonal skills in relatiwpsand build a ring of better social support.

2.4.1 The construct of Emotional Intelligence (EI)

In recent years, there has been considerable awdngy interest in the construct of emotional

intelligence (El). Attraction to this construct iste from the observation that some individuals of
seemingly average intelligence do well in life, wéees others struggle with life’'s challenges
despite possessing a high 1Q. Woolfolk (2007) asséwat many people are academically or
artistically talented, but unsuccessful; they hpk@blems in school, in relationships, on the job
and can't seem to improve the situation. Thus, uhderlying theme of work on EIl is that

intelligence is not necessarily a good predictotifef success and that other attributes may be
better determinants of success — including acadsmidcess Goleman, Sternberg and Tapia (in

Goldenberg, Matheson & Mantler, 2006).
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Currently there are numerous articles on El, witheshs of competing models and measures that
utilise the El term. However, three main streamgeegkarch in the literature, as outlined by Seal
and Andrews-Brown (2010), helped to popularisedtecept of El and form the foundation for
the majority of models and measure of El: (1) eoml traits; (2) emotional ability and (3)

emotional competence.

Figure 2.5: Integrative model of emotional intelligence

Emotional Intelligence

Moderator Variable
Emotional Ability
(Salovey & Mayer, 1990)
Potential Capacity

Independent Variable Mediator Variable
, . . Dependent Variable
Emotional Quotient Emotional Competence
— =t | Performance Outcomes
(Bar-On, 1988) (Goleman, 1995)
. Consequences
Preferred Patterns Actual Behaviors

(Source: Seal and Andrews-Brown, 2010)

According to Mayer, Roberts and Barsdale (in Kraasal., 2010), emotional intelligence is
described as an ability to reason about emotiodstaa capacity to use emotions and emotional
knowledge to enhance thought. It involves the skilif reflectively regulating emotions,
understanding emotions, assimilating emotion inugi, and perceiving and expressing

emotions. Daniel Goleman (in Louw&Louw, 2007) désed emotional intelligence as a form
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of social intelligence that involves the ability moonitor one’s own and other’s feelings and
emotions, to discriminate between them and tahisanformation to guide one’s thinking and

actions.

Mayer, Salovey and Caruso (2008) proposed a mdaelidentified four different factors of
emotional intelligence as: the perception of enmtite ability to reason using emotions, the

ability to understand emotion and the ability tonage emotions:

Perceiving Emotions:
The first step in understanding emotions is to eately perceive them. In many cases, this

might involve understanding nonverbal signals sasbody language and facial expressions.

Reasoning With Emotions:
The next step involves using emotions to promotekihg and cognitive activity. Emotions
help prioritise what we pay attention and reactwe;respond emotionally to things that garner

our attention.

Understanding Emotions:
The emotions that we perceive can carry a widestiaiof meanings. If someone is expressing
angry emotions, the observer must be able to ireethe cause of their anger and what it might

mean.

Managing Emotions:
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The ability to manage emotions effectively is a gt of emotional intelligence. Regulating
emotions, responding appropriately and respondintpé emotions of others are all important

aspects of emotional management.

According to Mayer, Salovey and Caruso (2008);ftw branches of their model are arranged
from more basic psychological processes to higmere psychologically integrated processes.
The lowest level branch concerns the simple additof perceiving and expressing emotion,

while the highest level branch concerns the consgiteflective regulation of emotion.

Petrides and Furnham (2003) proposed a distinchietween two emotional intelligence
constructs: trait ElI (or trait emotional self-efizy) and ability EI (or cognitive-emotional
ability). Emotional intelligence, also called enuotal self-efficacy can be conceptualised and
measured as ability or as a personality trait (@i, Chan, &Caputi, 2000; Mayer, Salovey &
Caruso, 2000; Spector, 2003) further elaboratesetimational intelligence is a characteristic that
falls between a personality trait and a cognitibsdity; specifically, a trait that is betwedmit

emotional intelligence anidformation-processingemotional intelligence.

24.1.1 Trait Emotional Intelligence (emotiondfsd#ficacy)

Trait emotional intelligence is manifested in sfiectraits or behaviours which a person

exhibits; such as empathy, optimism, and assees®rand information-processing emotional

intelligence concerns the ability to identify, eeps and label emotions (Petridgsal.,2004). It
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is much more focused and explicit, and can be sedeshrough measures of maximal

performance.

Petrides, Pe'rez-Gonza’lez and Furnham (2007) fthaetdadolescents who perceive themselves
as being in touch with their emotions and ablesgutate them tend to report less depression and
physical pain. In other words, high trait El adolsts seem to be less vulnerable to

psychological disorders compared to their low tEdipeers. Trait El also bears on the strategies

individuals employ to cope with everyday problemsttides & Furnham 2003).

24.1.2 Ability Emotional Intelligence (cognitiveamotional ability)

Bar-On (2006) refers to emotional intelligence €oftalled cognitive-emotional ability) as being
concerned with effectively understanding oneselfl anthers, relating well to people, and
adapting to and coping with the immediate surronigslito be more successful in dealing with
environmental demands. Bar-On posits that El dggver time and that it can be improved
through training, programming, and therapy. Bartf@pothesises that those individuals with a
higher than average emotional quotient (E.Q) areg@meral more successful in meeting
environmental demands and pressures. He also ti@ea deficiency in EI can mean a lack of

success and the existence of emotional problems.

2.4.2 Emotional Self-regulation

Eggen and Kauchak (2013), however, argue that emwdtiself-regulation is the ability to

manage our emotions so we can cope with the emaeah and accomplish goals. Connelly
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(2007) also states that emotional regulation isartgmt for healthy development and includes
factors such as: controlling impulses, managingatieg emotions and behaving in socially
acceptable ways. Regulation of emotion allows chiidto cope with their emotions by being
able to exercise control over them; it's also edato pro-social moral reasoning, because it

helps us to control and direct our thinking moreagally (Krauseet al.,2010).

2421 Impulse Control

Fredrickset al.(2004) also state that impulse control is an imgarfundamental emotional skill
that should be developed early and maintained girout schooling. Impulse control is a skill
many children appear to develop naturally arourdatje of four. Teachers can help children to
develop impulse control by teaching them to recegine feelings in themselves and others, by
implementing behaviour management approaches titaiueage children to regulate emotions,

and by helping children to reflect on their behav#o(Fredrickset al.,2004).

2422 Managing negative emotions

Eggen and Kauchak (2013) also add that emotionsiggoan important link between our
thoughts and actions. Learners who can managedhmitions are more personally satisfied and
are more likely to make and keep friends, theyp &dlscome better learners, because they are
able to focus their emotions on learning tasks E@gen & Kauchak, 2013). It is not surprising
then, that emotional regulation is widely assocdaté&h academic success and general success at

school.
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Louw and Louw (2007) maintain that adolescence stoamy period; characterised by fewer
positive and more negative emotions than in youolgéalren. The negative emotions manifest in the
adolescents’ frequent conflict with parents andeiothuthority figures, moodiness and high risk
behaviour. These changes create the impressiomatimdéscents are less emotionally stable; for
example, their emotions could change within ther Hmm joyfulness to sadness and back again.
According to Slavin (2009), the transitions frorareéntary to middle school or junior high and tizen t
high school can also be quite stressful. The emaltidistress can be temporary and successfully
handled by some adolescents, but for others thesss can lead to delinquency, drug abuse, suicide

attempts or dropping out of secondary school.

2.4.3 Emotional Intelligence (EQ) versus Intellectual Intlligence (1Q)

Figure 2.6: EQ versus 1Q
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(Researcher’s own design)

There is good reason to expect that EQ and 1Q nseparate and discrete contributions to
performance. In the academic arena; researcherack@&t, Rivers, Reyes, & Salovey, 2012;
Petrideset al., 2004) have found EI to be correlated with individparformance. Goleman
(2006) also asserts that success in life is largiely to our ability to understand the role of
emotions in our daily lives. Emotional intelligen@eQ) is a different type of intelligence. It's
about being “heart smart,” not just “book smart.heTl evidence shows that emotional
intelligence matters just as much as intellectuality, if not more so, when it comes to
happiness and success in life. Emotional intelibgemelps you build strong relationships,

succeed at work, and achieve your goals.

Considering all arguments, it is clear that ematlomtelligence matters just as much as

intellectual ability; as cognitive abilities and etional intelligence always interplay (Brackett, &
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Salovey, 2004). The aspects of El for which thiglgtis based on are the Cognitive and Social

aspects as they affect adolescents’ well-being.

2.5 COGNITIVE WELL-BEING

Cognitive theory is concerned with the developmanga person's thought processes, but the
development is much more than the addition of neforination to existing knowledge.
According to Piaget (in Woolfolk, 2007) our thinkgiprocess changes radically and slowly from
birth to maturity. In order to explain this, he mdiéied four factors that interact to influence

changes in thinking:

1) biological maturation — the unfolding of the bioical changes that are

genetically programmed

2) activity — the ability to act on the environmentidearn from it
3) social experience — learning from others throughasanteraction
4) equilibration — the act of searching for a balatheeugh organising,

assimilation and accommodation.

Piaget explored both why and how mental abilitibange over time. For Piaget (in Eggen &
Kauchak, 2010) development depends in large oncthilel's manipulation of and active
interaction with the environment. Piaget’'s theorfy cognitive development proposes that a
child’s intellect, or cognitive abilities, progressthrough four distinct stages as they grow and
each stage is characterised by the emergence of aiglities and ways of processing

information, as indicated below:
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Figure 2.7: Piaget’s stages of cognitive developmen

Stage 3
Stage 2
Stage 1

Birth to 2 years 2 to 7 years 7 to 11 years Age 11 through
adulthood

(Source:Krauset al, 2010)

Piaget’s stages of cognitive development houseadbkescent in the fourth stage, called formal
operational stage (Kraust al.,2010). During this stage, most adolescents wadtheadult-like
thinking. Critical thinking and information procésg system of the adolescentdevelop greater
ability to remember and to reason; thereby, englilve adolescent to think in a more complex,
sophisticated, and abstract way. The questions:o’\&im 1?” “What am | going to do?” and
“Where am | heading to in Life?” begin to featureominently in an adolescent’s mind.
According to Ormrod (2008), Piaget asserts thatlaldren must pass through the four stages in
the same order, although not necessarily at thee s@te and that each stage represents a
qualitatively different level of cognitive growttMiller (in Eggen & Kauchak, 2013) also
stipulates that children’s development is steady @radual, and experience in one stage form

the foundation for movement to the next.
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Vygotsky (in Eggen & Kauchak, 2013) provides aremative view, a sociocultural theory of
Cognitive development, which emphasises the roksoofal interaction, language and culture on
the child’s developing mind. Vygotsky believes thedrners first socially construct knowledge
and then individually internalise it; that socialtaraction, language, private speech and self
regulation directly advanced development; and #tlatievelopment occurs in cultural context.
Piaget and Vygotsky (in Eggen & Kauchak, 2010)hisiggest that teachers limit lecturing and
explaining as much as possible and move towardshiten activities that put learners in

cognitively active roles.

Louw and Louw (2007) argue that just as dramatispdal changes are to a growing adolescent,
so are the cognitive changes that take place ddhnisglevelopmental period and affect not just
their school performance; but all aspects of adelets’ lives. Hence, Slavin (2009) is of the view
that adolescence can be a time of great risk farymas teenagers are now able to engage in
behaviours or make decisions that can have lorg: teegative consequences. As a result of
their changing physical and cognitive structurell@escents undergo significant changes in their

social and emotional lives as well (Slavin, 2009).

Although it is clear that cognitive ability playsr amportant role in predicting academic

achievement, it is also the case that a numbeerdopality factors help shape an individual’s

academic performance (Furnham, Chamorro-PremuzMcRougall, 2003).

2.5.1 Cognition, Personality, and Emotional Intellgence
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Given that cognitive processes, personality, andtemal intelligence do not function
independently, a better assessment for predictcegiemic success may be to look at the
combination of these three factors. Many reseaschave found that personality factors play a
significant role in predicting academic succeseffifles & Furnham, 2003; Coloet al.,2007).
Most research has focused on the Big Five PerggnBiictors: (Neuroticism, Extraversion,
Openness to Experience, Agreeableness, and Cotisumress). Two of these factors,
Emotional Stability (opposite of Neuroticism) andrScientiousness have been found to
contribute to academic success: The second faCamscientiousnessrefers to an individual’s
ability to regulate impulses; that appears to bpartant for academic success. Petridesl.
(2009 claim that individuals who score high on measufegSanscientiousness regularly engage
in careful planning and tend to be persistent; rstladften describe these individuals as being

reliable and intelligent.

Mwamwenda (2004) describes personality as whatsopds in terms of his or her intellectual,
physical, social and cultural characteristics. ldentifies both heredity and environment as
influencing personality development, including eowmental factors, the home, the school and
peers. Mwamwenda further explains that most pet#piaits are acquired through the process
of learning, therefore a teacher with some knowded§ personality traits, will be in a better

position to understand themselves and the behawviahe learners they teach.

Goleman (2006) defines temperament in terms ofrbeds that typify our emotional life. He
further posits that children seem to have distteatperaments almost from birth and that such
temperamental differences are biologically basetlteave genetic origins. Gagan (in Goleman,

2006) identifies at last four temperamental typetsmid, bold, upbeat and melancholy — and
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declare that each is due to a different patterbrain activity. However, according to Hodgson
(2012), a child’s personality/temperament is hisher tendency to respond to and deal with
environmental events in particular ways. These tgarpental variances affect how learners
engage in and respond to classroom activities dns tndirectly affect their academic

performance.

2.5.2 Effect of Emotional Intelligence on academisuccess

Humphreyet al.,(2007) and Parkest al.,(2004) both observed associations between oveall
scores and GPA. Specifically, Parlatral., (2004) found significant correlations between ¢hre
subscales of the EQ (stress management, adaptabiid intrapersonal abilities) and GPA. On
the other hand, Petrides al. (2004) examined the role of trait El on acadengdgrmance in
individuals with low 1Q relative to individuals wWithigh 1Q. Results suggested that trait EI was
related to academic performance, but only in irdials with low IQ scores, whereas individuals
with high 1Q did not benefit academically as a test high trait EI. Jaeger and Eagan (2007)
using the MSCEIT instrument found that learnersb#gomal intelligence contributed positively
to their individual cognitive-based performance roard above the level attributable to general

intelligence.

Recently a small body of empirical research hasrgeteto suggest that there is merit to the idea
that emotional intelligence is associated with acaid performance (Parkest al., 2004).
Petrideset al., (2004) examined the relationship among emotiom&lligence, cognitive ability
and academic performance. They found that emotionelligence moderates the relationship

between academic performance and cognitive ability.
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Furthermore, evidence indicates that learners wib# behaviour consistent with social and
emotional competency (regular class attendancepletimg work activities given in class, and
involvement in extracurricular activities), are raapt to be successful at university. Learners,
who perform academically well, report higher inengonal adaptability and stress management
abilities than people with academic problems (Pamde al., 2004). Although science has
generally focused on a rational explanation of hum@haviour and performance, it is often the
emotional side of our nature that influences owuthts, actions, and results (Colanal.,

2007).

2.5.3 The link between emotions and cognition

Humphreyet al. 007) suggested that cognitive and emotional pedegscannot be separated,

and that emotional processing is an important carapbof rational thought.

Krauseet al. (2010) declares that an emotion is a mental oclpspgical state associated with a
wide variety of feelings, thoughts and behaviowdsich is closely connected to our actions and
sense of well-being. According to Belhoweteal. (2005); our thinking brain evolved by building
on parts that are involved in emotion and feelinggysing them to be intricately linked.
Feelings, then, are both created and perceivedhby brain; they directly influence our

behaviours and attitudes.

Wilson and Horch (2002) assert that a key themehim literature is that knowledge is

constructed as we build our brains through expeeégemoth real and perceived. Knowledge
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grows as our neurons make new connections, and itftegase or decrease the strength of
existing networks in the brain. It is these exigtimetworks, this prior knowledge that is the
substrate for constructing new understanding. Vdenldy attaching the new to the old. This
modifies the old, sometimes beyond recognition, weatare always building on what has gone

before (Zull, undated).

Krauseet al. (2010) maintains that emotion is a central for tedirects, shapes and organises
our behaviour. For instance, stress may lead taira@ cognition and fear may result in the
physical deterioration of memory systems. Complkearding is enhanced by challenge and
inhibited by threat. Unpleasant feelings, suchess,fanger and helplessness, impair thinking,
while more pleasant feelings, such as calm, sadeiy self-determination, tend to enhance
thinking. Henry Wellman (in Shaffer & Kipp, 200726has proposed that adults’ theory of
mind (TOM) is based omelief — desire reasoning(see fig 2.8). “We understand that our

behaviour, and the behaviour of others, is basedlat we know, or believe and what we want
or desire. Such an understanding of intentionalabielur is the basis of nearly all social

interaction among people.”

Figure 2.8: Belief — Desire Reasoning
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A simplified scheme depicting Belief - Desire Reasoning

PERCEPTION — > BELIEF

REACTIONS ACTIONS

J o
BASIC EMOTIONS — > DESIRE

Source: Henry Wellman (in Shaffer & Kipp 2007:269)

The brain learns optimally when appropriately afradied in an environment that encourages
taking risks Caine and Caine (in Belhoweal., 2005). Stress may impede the development of
the adolescent brain. There is also evidence tcatel that stress has a more negative effect on
the brain development of females compared to malgsecially for periods of prolonged stress
Wood & Shors (in Belhouset al.,2005). Although science has generally focused oatianal
explanation of human behaviour and performands,aften the emotional side of our nature that

influences our thoughts, actions, and results (Qabal, 2007).

Coping according to Lazarus and Folkman (in Garcia, 2080an important construct in
understanding how adolescents react to the exessiessors and adjustments they experience
in their lives. Further they used the term copingdescribe the “cognitive and behavioural
efforts” a person employs to manage stress. Thereemarkable differences in the abilities of

adolescents to cope with the challenges which oobfthem. Hence Yet al. (2005) defined
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coping as cognitive and behavioural measures dedigm master, tolerate, or reduce external

and internal demands and conflicts.

How adolescents cope, or respond, to these steegglurences their well-being. Family, school,

and peers are examples of microsystem level fathatspresent direct influences, while macro
system level factors (e.g., societal values, econ@incumstances) are distal influences. These
external forces are particularly recognised in Maonsdel of context, coping, and adaptation in
adolescence, in that Moos (in Garcia, 2010) empbaghe necessity of understanding them in

order to realise how an adolescent adapts and guéasty copes.

Wagerman and Funder, (2007) claim that learnersachieve greater academic success if their
behaviours lead to friendly, productive and enecgetlationships with teachers and peers.
Petrides and Furnham (2003) also explain that Eetaies with better social relationships and
with fewer problem social behaviours, and that teiationship begins in childhood continuing
through adulthood. Hence many researchers havel finatsocial factorsplay a significant role

in predicting academic success (Coletal.,2007).

2.6 SOCIAL WELL-BEING

Social intelligence may be defined as the abilityuhderstand others, manage people, and act
wisely in social contexts. Howard Gardner (in Bar;Q006) explains that his conceptualisation
of personal intelligencess based onntrapersonal (emotional)intelligence and interpersonal

(social)intelligence
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According to Eggen and Kauchak (2013), the relatgm between social development, school
success anduccessn later life is well established. “There is a @ing body of scientifically
based research supporting the strong impact thetneed social and emotional behaviours can
have on success in school and ultimately in lif&tauseet al, 2010:87) describes that social
and emotional development is a key piece in theajigof overall development and that the focus
must be on the child and his and her needs andsyeather than on the curriculum content

being delivered.

Erikson (in Krauseet al., 2010) states that adolescence is characterisead gmriod of identity
versus role confusion. The primary task during eslcénce is to develop an identity which lays
the foundation for adulthood. Garcia (2010) posaddhat there are stressors that coincide with
identity development, a process involving growimglépendence from parent figures while
establishing stronger associations with peer grobqueed, as adolescents migrate toward peer
relationships and begin to separate from theirmgareheir perspectives are broadened and they
are faced with the task to form their own identiccording to Slavin (2009), they start to
realise that there are differences between whattthek and feel and how they behave.

Vygotsky (in Krauseet al.,2010) argued very strongly that it is in interantivith others that we
learn how to think; individuals internalise theadeand processes they observe and participate in
during social interaction as new ways of thinkigglf- development is related to our cognitive
and emotional development, while our understandingthers and our relationship with others is
related to social and moral developméfrnotional intelligence is thus related to positsedf-
esteem and social skills and low emotional intelige and aggression are correlated (Lopes &

Salovey, 2004).
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According to Fisher (in Slavin, 2009), secondarpasd teachers should be sensitive to the
stresses that adolescents face and should reladisernotional disturbances are common. They
should understand that depressed, hopeless, ocaurgeably angry behaviour can be a cue that
the adolescent needs help, and they should trytstpategies in place in order to support and
understand such learners. Some key ingredientstefachers to note are the adolescent’s
confidence, self-control, capacity to communicatd ability to co-operate. These traits are all

aspects of emotional intelligence.

According to Page and Page (2003), emotional waldis one’s ability to feel comfortable
with self, to relate to other people, cope withagigointments and stress, solve problems,
celebrate success and make decisions. They firralgue that social emotional well-being
provides the foundation for the healthy developnantouth — it gives young people the inner
resources to withstand pressures to engage in biskgviours. Page and Page further identified

several life skills that foster emotional well-bgin

2.6.1 Self-Esteem and Self-Concept

Self-esteem is viewed by many mental health prafasts as the foundation of positive
emotional well-being. Branden (in Page & Page, 2BOB summarises this perspective as

follows:

Apart from problems that are biological in origin, cannot think of a single

psychological difficulty — from anxiety and demies, to sexual dysfunctions or
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emotional immaturity, to suicide or crimes of ete, to alcohol or drug abuse... —
that is not traceable to poor self-esteem. Alltlié judgments we pass, none is as
important as the one we pass on ourselves. Pesitiglf-esteem is a cardinal

requirement of a fulfilling life.

Krauseet al. (2010) elaborates on the concept self-esteemeasviluative component of self-
image; the negative or positive manner in whicheaspn judges himself or herself - it is a
product of what we perceives ourselves to be. Negaklf-perceptions can adversely affect a
child’s performance in school. Self-concept onahbiger hand; according to Krauseal. (2010),
refers to the collection of knowledge, ideas, adiits and beliefs we have about ourselves. It is
formed through interaction with our environment d@hd people in it; therefore self-concept is

particularly influenced by feedback and evaluafrem teachers, parents and peer.

2.6.2 Self-efficacy

Woolfolk (2007) defines self-efficacy as individaabeliefs about their ability to perform tasks
successfully. It is concerned with judgements afspeal capabilities and self-efficacy beliefs
are also strong predictors of behaviour. AccordinogKrauseet al. (2010) self-efficacy
influences how people think, feel and act. Learneith low self-efficacy beliefs often feel
powerless and incompetent. These negative feelage a far- reaching effect on thoughts,

behaviour and motivation and may be associated wd@pression, anxiety and feelings of
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helplessness. On the other hand, adolescents wjthgelf-efficacy beliefs develop a stronger
sense of personal competence. Self-efficacy beliefiermine an individuals’ resiliency to
adversity, his or her vulnerability to stress amghréssion and play an important role in school

outcomes (Ciarrochi, Kashdan, Leeson, Heaven &aiprai011)

The fact that emotional intelligence and self-effig are strong predictors of psychological well-
being demands that schools should begin to deyelogrammes to foster emotional intelligence

and self-efficacy among adolescents (Orey, 2001).

2.6.3 Religiosity

It is acknowledged that spiritual development stdt be overlooked and is integral to holistic
adolescent development, as evidenced in the gromsgarch addressing spirituality and newly
developed models to explain adolescent spirituakld@ment e.g., Cole's Model of Spiritual
Development & Fowler's Stages of Faith Consciousié®ory (in Rew, 2005).

Fowler proposed seven stages of faith conscioustvesf which can occur during adolescence
because formal thinking and identity formation aceurring. These stages include synthetic-
conventional faith and individuative-reflective tfai the latter occurring after one has a
“coherent sense of self identity” (Rew, 2005:68)tHese stages, the adolescent establishes a set
of beliefs, in the context of identity formatiomdathen is able to re-evaluate the beliefs in order

to more clearly explicate those beliefs he or shesees to.

Garcia (2010) postulates that religious practices laeliefs often play a role in understanding

oneself and the world. Some researchers suggestdiigious adolescents are less depressed
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than other adolescents, significantly less likehart peers to engage in premarital sexual
intercourse, and somewhat less likely to engagedemiant behaviour, Benson;Donahue;

Litchfield, Thomas and Li; Wright, Frost and Wisegz (in Garcia, 2010).

Not only does religious participation affect otlampects of adolescents’ behaviour, but certain
behaviour themselves also affect religious parditgn. The implications of religion and
spirituality for individual well-being had capturatie attention of many foundational social
theorists.Scholars have suggested that religiotgvament promotes individuals’ well-being by
providing them access to social support, a souara fvhich to cultivate soul identity, as well as
a factor that encourages individuals to avoid negatealth behaviours George, Ellison and

Larson (in Rew, 2005).

2.6.4 Social and Emotional aspects of learning

Higher education is generally lauded for develomngdemic knowledge in their learners, but its
leaders are routinely criticised for not adequataigparing learners for the types of roles and

leaders that organisations need (Jaeger & Eagai)20

According to Scott (2012) learners are often notligged with the social and emotional
competence to fully capitalise on their academiowdiedge. It is not enough to produce the best
and the brightest technical experts (e.g., arisnses, business, education, engineering, music,

dental, law or pharmacy). Schools and universitesst also address the whole student
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(intellectual, emotional and social) to better @mepgraduates for future success. This requires
teachers to approach learning as a process thagesdearners in a teaching and learning

relationship that at the very least includes facatid peers (Harward, 2007; Swaner, 2007).

Dr. Maurice Elias, a leading child psychologistsearcher and expert on Social Emotional
Learning (SEL) explains the dangers of omittingigleemotional programs from our children's
classrooms. He maintains that many of the problenwir schools are the result of social and
emotional malfunction and debilitation from whicbot many children have suffered and
continue to bear the consequences. Children irs cld® are beset by an array of confused or
hurtful feelings cannot and will not learn effeety. In the process of civilising and humanising
our children, the missing piece is, without dowatzial and emotional learning (Elias & Bruene,
2005). According to Elias (in Krauset al., 2010:242) teachers are encouraged to develop
learners’ social and emotional skills as ‘basidlskalongside academic skills, to ‘educate the

whole child’.

Goleman (2000:25-27) teaches us that children'diena and social skills can be cultivated, so
that the child will accrue both short-term and ldagn advantages in regard to well-being,
performance and success in life. He outlines fivesial emotional competencies basic to social

and emotional learning:

1 Self - Awarenessunderstanding and identifying one’s internalesat

resources and intuitions; and understanding thesactions have

consequences.
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2 Self - Regulation managing one’s internal states, resources andiorts;
controlling impulses; and handling anger consivety.

3 Self-motivation: being able to set goals and persevere towards the
even in the face of setbacks.

4 Empathy: awareness of others’ feelings needs and concbeisg able to put yourself
"In someone else's shoes" both cognitively anekcéffely.

5 Management of relationships making friends, handling friendships; resolving

conflicts; cooperating; collaborative learning anber social skills.

These insights from experts have alerted the rekeato the critical value of holistic education,
which involves the stimulation and training of both child's cognitive and affective
development. Therefore, the researcher came toctmelusion that emotional health is

fundamental to effective learning as illustratetbine

Figure 2.9: Emotional, Social and Cognitive well-biag

Emotional and Social health is fundamental to effective
learning

o >4

Social well-being Cognitive -wellbeing

-Developing The ability to perception,
emotional self understand attention,

awareness others, manage memory,

- Managing people, and act learning,
emotions wisely in social language,

- Reading contexts. problem solving,
emotions and decision

- Handling making.
relationships

(Researcher’s own design)
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2.7 EDUCATIONAL IMPLICATIONS OF CEI AND SEI

Ciarrochi et al. (2011) suggests that emotional awareness skill mmeliably measured in

adolescents and acts as an antecedent to incresammigpnal and social wellbeing. The concept
that emotional intelligence is a valid and measleralet of traits that can influence a person’s
success similar to the traditional understandingaghnitive intelligence offers teachers a new

paradigm when designing effective teaching appres¢Austiret al.,2005).

Learners who are able to develop their capacityrtderstand themselves, the world around
them, build meaningful relationships, and fostesifpee changes have an advantage in school,
work, and life (Kuh, Kinzie, Schuh, Whit, & Assotés, 2010). The relationship between
academic learning and social-emotional intelligeimes led to school-based interventions
designed to improve school performance by enhancormgpetencies such as the ability to

manage emotions, solve problems and work effegtiwgth others (Krauset al.,2010).

The ability to process emotional information carhamce cognitive activities (i.e., thinking,
decision-making, and remembering), promote welhgeiand facilitate social functioning
(Brackettet al.,2012). Goleman (2006) also emphasises the fatethation literacy programs
improve children’s academic achievement scoressahdol performance; he states that these
programs can help reverse a tide of educationdingeand strengthen schools in accomplishing

their main mission.
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The underlying educational implication of El traigiwith regard to cognitive and social well-
being of secondary school learners was emphassé#diadergirds the purpose and goal of this

study.

2.8 SUMMARY

The researcher commenced this chapter by provalivigw on the current situation in secondary
schools in the Lejweleputswa district; with the émgis on under performance and disruptive
behaviour. Given the current problems experienngtiese schools the need arises to investigate
the factors that influence well-being.

Firstly several definitions and theories regardeayning were investigated, since learning is at
the core of any study of educational psychologygoeding to Eggen & Kauchak (2010). The
study also elaborated on views and theorigatefligenceas individuals differ from one another
in their ability to understand. 1Q and EQ make sefgaand discrete contributions to academic
performance hence various concept€afotional Intelligence regarding cognitive and social
well-being were also investigated. The emotionadgritive and social perspectives of
adolescencavere continuously discussed since all these fadtdluence overall well-being of

the secondary school learner.

Of paramount importance is the question: Can emalidntelligence predict the individual
differences found among adolescents with regambgmitive and social well-being? The present
study will thus attempt to address this questioth tnestablish an awareness and understanding

of the impact of El in adolescents.
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29 CONCLUSION

Various researchers indicate that emotional igfelice can predict social and cognitive well-
being and that emotional intelligence is teachadode learnable, therefore teachers should
endeavour to teach rudiments of emotional inteflageto learners. School counsellors and
psychologists could also develop emotional intetige and self-efficacy programs and use them
to enhance psychological well-being of adolescelttss crucial to provide children with an
environment that allows them to develop their doalad emotional skills. This study thus
assumes that ElI can make an impact in this instasdéecan be used intensively and effectively
through the curriculum (e.g. Life Orientation) tdinenate under performance and anti-

social/disruptive behaviour through skills develamn

Chapter 3 (Methodology) in this study comprises: Researclsifpe Research Method, Data

Collection, Analysis, and Population and samplifigis chapter will provide the research design
and methodologies used to gather and analyse Tagafirst stage will discuss the procedures
necessary to commence with the study, the partitspand how they will be selected as well as
the sampling procedures employed. The second sitidigiiscuss the measures / instrumentation

to be used in the research and how the study witldnducted.
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CHAPTER THREE

RESEARCH METHODOLOGY

3.1 INTRODUCTION

The previous chapter enabled the researcher tie igdavious research and theory to the problem
under investigation. Literature review establisiaportant links between existing knowledge
and the research problem being investigated andid@® very helpful information about
methodology that can be incorporated into the newdys(McMillan & Schumacher, 2010:73).
By knowing what others have done and reported, résearcher could find answers to the
guestion: Can emotional intelligence predict thdividual differences found among adolescents

with regard to cognitive and social well-being?

This chapter deals with the research methodologgtwbomprises of the following elements:
Research Design, Research Method, Data Collecfionlysis, and Population and Sampling;

which indicates the general plan, structure, subje@and methods of data collection,
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interventions and procedures used in order to gémesmpirical evidence that will be used to

answer the research questions. (McMillan & Schurag@010:20)

3.2 PURPOSE OF THE STUDY

The primary objective of this study was to expltre relationship between cognitive and social
well-being of Grade 10 and Grade 11 learners reggreimotional intelligence.

Recently, a number of studies have investigatedinifgact of adolescent EI on adolescent
cognitive and social well-being (Petridesal., 2004; Petridegt al., 2007;Parkeret al.,2004).
These studies have had mixed results, possiblyaldéferences in the reliability and validity of
the El tests used. Zeidnet al. (2004) pointed out that there has been insufficresearch
conducted to fully understand the impact that eomati intelligence may (or may not) have on
academic success. Research up to this point hasdedoconflicting evidence regarding the
relation between emotional intelligence and acadesuccess, which is often measured by GPA.
The conflicting evidence may be, in part, a resfithe great variability in emotional intelligence

measures available (Brackett &Salovey, 2004; Bag&zSala, 2004).

However, the increasing maladjusted behaviour antttuperformance in schools prompted the
researcher to have a look at factors behind theorethat contribute to academic and social well-
being of adolescents. The researcher thereforeededd determine the level of emotional

intelligence in adolescents, to explore the retatiop between emotional intelligence, cognitive
and social well-being and to explore what strategieuld be employed to alleviate under

performance and social problems in secondary sshool
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3.3 RESEARCH DESIGN

A research design focuses on the end product dnitiealsteps in the process to achieve the
outcome anticipated. Monetet al. (2008:9) define research design as a plan outlitiogy
observations will be made and how the researchircarry out the project. In order to gather
the much needed information to answer the reseguektion the researcher utilised thixed
method design, which combines qualitative and quantigatimethods, to provide a more
complete investigation that will result in drawitittge most valid, credible conclusions from the
answers to the research questions.Therefore, teeameher conducted survey research;
administered a questionnaire (quantitative) andduoted interviews (qualitative) to collect

information on variables of interest

Researchers have realised that often the bestagpto answering research questions is to use
both qualitative and quantitative methods in theeatudy- one method would be insufficient to
provide complete answers that meet the goal orgzerpf the study (McMillan & Schumacher,
2010:395). An important advantage of mixed methndliss is that you can show the result
(quantitative) and explain why it was obtained (gative). The mixed method research enabled
the researcher to combine qualitative and quaivitatrategies within one study in order to

collect both numeric (quantitative) and text (qtsive) data concurrently or in sequence.

According to McMillan and Schumacher (2010), thexee three types of triangulation;
Sequential Exploratory, where qualitative questions are asked first toegate information for
the quantitative phase of the studgequential Explanatory, where qualitative questions

provide explanation for findings from quantitatigeiestions andConcurrent Triangulation,
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where qualitative and quantitative data are cadi@atoncurrently. In this study, tf8equential

Explanatory type was used; the qualitative data were needegain quantitative results.

3.3.1 Quantitative

Quantitative research designs emphasise objectivity in meagud describing phenomena.
As a result, the research design maximises objgcty using numbers, statistics, structure and
control (McMillan & Schumacher, 2010). Leedy andn®@od (2010) also assert that when
designing a quantitative study, the researchergicpdar attention should be focused on
selecting subjects, instruments, and taking intooact sources of variability to increase the
credibility of the results.In other words, the r@sder quantified the phenomena under study to
determine and explain the relationships between vaititin variables of study; therefore, the

researcher formulated hypotheses about the vasi#ide could be observed or measured.

3.3.2 Qualitative

A qualitative approach is an attitude-free gathering of information whmreparticipants

provide information from their own perspectives ahd research usually involves fieldwork.
According to White (2003) the researcher must ptallsi go to the setting, the site or institution
in order to collect data from the participantsheit natural setting. Creswell (in Cohen, Manion
& Morrison, 2011) define qualitative research asiraquiry process of understanding, where a

researcher develops a complex, holistic pictureglyses words, reports detailed views of
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informants and conducts the study in a naturaingetThe researcher understood that, according
to Maree (2007), the goal of qualitative researshta explore and understand a central
phenomenon. Therefore, the researcher conducted/imivs to collect words and images about
the central phenomenon

By employing this research method the researchesrebd ways in which the teachers from the
different schools expressed their perceptions whidght not be evident from the quantitative
measure. The important value of this method was mbsearch was undertaken in a natural
setting — the classroom — from which the researcheld gather perspectives from the teachers
with the focus on their opinion with regard to cidiye and social aspects amotional

intelligenceof Grades 10 and 11 learners regard@agning.

3.4 RESEARCH METHODS

For the purpose of this study the following reskamethods were employed: Bescriptive
method was used for the quantitative study and ®leenomenological methodfor the

qualitative study.

3.4.1 Descriptive method

Maree (2007) stated thaguantitative studies are either descriptive or experimental; a
descriptive study establishes associations betwagiables, while an experiment establishes
probable causality. According to Leedy and Ormr@®1Q), descriptive research designs
describe phenomena and examine relationships betdiferent phenomena without any direct

manipulation of conditions that are experienced.Millan and Schumacher (2010), further
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assert that this research is concerned with asgessationships between phenomena; the study
describes the degree to which two or more quaivigatariables are related. When a correlation
is found to exist, scores within a certain rangepna variable are associated with scores within a

certain range on another variable.

This research method allowed the researcher tosagbe relationships between emotional
intelligence, cognitive and social well-being, vitittvariables of study, being; Grade 10 or 11,
male or female and rural or urban learners. déscriptive methodthus enabled the researcher
to determine if a statistically significant relatghip exists between the level of EIl among several

groupings and their cognitive and social well-beingntified in the following hypotheses:

1. There is no significant difference between male #&muale learners with regard to
emotional intelligence.

2. There is no significant difference between Graded® grade 11 learners with regard to
emotional intelligence.

3. There is no significant difference between rurad amban learners with regard to
emotional intelligence.

4. There is no significant difference between gended grade level with regard to
emotional intelligence.

5. There is no significant difference between gradelland residential area with regard to
emotional intelligence.

6. There is no significant difference between gendet eesidential area with regard to

emotional intelligence.
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7. There is no significant interaction between gragel, gender, and residential area with
regard to emotional intelligence.

3.4.2 Phenomenological method

A qualitative approachas described by McMillan and Schumacher (2010), hexsiges the
gathering of data on naturally occurring phenomientne form of words rather than numbers
and focus onindividual lived experiengeas seen in phenomenology, case study and grounded
theory. Leedy and Ormrod (2010), explainpthenomenologyas an attitude-free gathering of
information whereby participants provide informatidrom their own perspectives; the
researcher attempts to understand the particippatseptions, perspectives and understandings

of a particular situation, in other words, a pheeraological study tries to answer the question.

The researcher, therefore, found it much apprapriat the qualitative research to use the
phenomenological methodwith thefocus on answering the following questi@an emotional
intelligence predict the individual differences fmuamong adolescents with regard to cognitive

and social well-being?

The following questions, therefore, undergird ititent of this study:
» What predicts the individual differences found amgnoadolescents with regard to
cognitive and social well-being?
» How emotionally intelligent are learners?
> Is there a relationship between emotional inteflgge academic achievement and

behaviour?
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» Is there a difference between male and female pedoce, behaviour and social
adjustment?

3.5 DATA COLLECTION

The instruments used for data collection in thisessch study were; a closed ended
guestionnaire for the quantitative research andi-sanctured interviews for the qualitative

research. The following were the data collectiarigdor the study.

3.5.1 Questionnaire

A questionnaire is an instrument with open or diosgiestions or statements to which a
respondent must react (White, 2003). According tovillan and Schumacher (2010:195), a
guestionnaire is the most widely used techniqueofdaining information from subjects. It is
relatively economical, has the same questions forsibjects and can ensure anonymity.
Respondents in distant locations can be reachedjuéstions are standardised and questions can

be written for specific purposes.

For the quantitative part of the research, the datalysis consisted of describing trends,
comparing groups and relating variables. Closetiflems were used — to obtain demographic
information and data that could be categorisedygdsiwas also much easier to score and the
respondents could answer the items more quicklyk F2006) explains that multiple-choice or
closed-form questions have proven themselves todre efficient and ultimately more reliable;
in that they are easy to use, score, and enter Gagareliability is also enhanced because of the

uniform data they provide; everyone responds imseof the same options e.g. agree or disagree.
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The respondents had the opportunity to respondiéstepns at their own time without pressure

and intimidation.

The purpose of the questionnaire was to explor@wsiviews and opinions on El with regard to
cognitive and social well-being of adolescents wetmg a large group of approximately 200
Grade 10 and 11 learners. The perspectives ofdesaallowed the researcher to gain a deeper
understanding of how their level of El could affabeir social and cognitive well-being.
McMillan and Schumacher (2010) also propose thastieg instruments with established
reliability and validity can be used or adapted dise instead of preparing a new one. For this
study, a questionnaire was specifically designedise and was administered on the Likert scale

as shown below:

Table 3.1: Likert Scale for the Questionnaire

1 2 3 4 5

Strongly disagreg Disagree Neutral Agree Strongly agree

The questionnaire was piloted well in advance leefiowas administered to the research sample;
it consisted of two sections: Section 1 requestegnal information such as grade, gender,
urban or rural background and home language; wtuok five minutes to complete. Section 2
consisted of questions regardiggnotional Intelligence, Cognitive well-being andctab well-
being and took 20 minutes to completéppendix attached The necessary procedures and
instructions were explained to learners in orderetsure clear understanding and correct
implementation. After completion the learners werguested to go through the questions again
to ensure that all items were responded to.
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3.5.2 Interviewing

For the Phenomenological research; interviews werglucted with a carefully selected sample
of 10 teachers.An interview is defined as a spisadl|form of communication between people
for a specific purpose associated with some agsebfect matter (Coheet al., 201). Maree

(2007) asserts that the researcher serves as #aoniest of data collection and asks the
participants broad open-ended questions to alloemthito share their views about and
experiences with the phenomenon. McMillan and Scuar (2010) also states that the
interview technique is flexible and adaptable,ah de used with many different problems and
types of people and responses can be probed, fadlawp, clarified and elaborated to achieve

specific accurate responses.

The use ofsemi-structured interviews in this study was regarded necessary to enable the
researcher to gain more concise and accurate iat@mon the phenomena under study. In a
semi- structured interview, according to Leedy &rdhrod (2010), the researcher may follow
the standard questions with one or more indivigutdilored questions and in addition, the
responses from participants could be probed faitglaAn interview schedule that was used as a
guide during the interview was developed well mdi The schedule reflects what the researcher
should say at the beginning and end of the intervie also lists, in the desired sequence, the
guestions to be asked during the interview and isetfollowed exactly as is, in order to expose
the participants to the same interview situatioagdy & Ormrod 2010). The schedule consisted

of 10 items which was designed with the aim of gajna deeper understanding of teachers’

74



perceptions with regard to the relationship betwesmtional intelligence, cognitive and social

well-being of Grade 10 and 11 learners.

Rossouw (2003) identifies three phases of theviger, Preparation phase, Interview phase and

Post-interview phase:

In the preparation phase a schedule was constructed with a listlahalquestions that would

be asked. The questions were related to the obgsctif the study. The researcher identified and
deliberately chose people who had the necessasymiation and who could answer the research
guestion. Before conducting the interview the regear met with the chosen participants to
explain what the research was about and asked thgrarticipate. The participants were also

given the opportunity to ask questions or to rée#r concerns.

For theinterview, the researcher created an environment favourgdleconversation and
thanked the participant for his/her willingness participate. At the meeting, the researcher
explained that the interview was going to be reedrdn tape so that the information could be
produced accurately. All interviews were tape-rdedr, after permission was granted and notes
were also been taken during the course of theviet®r At the end of the interview, the

researcher summed up what the participant hadsaidsure correct understanding.

During thepost-interview phase, the researcher made notes about the olisesvaade during
the interview and a transcription of the recordedadwas done to analyse the patterns and
opinions of the teachers regarding the influenc&Ebbn cognitive and social well-being of

learners in Grade 10 and 11.
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3.6  RELIABILITY AND VALIDITY

According to Leedy and Ormrod (2010), reliabilisyused to describe the extent to which data
gathering process produces similar results in amgbnditions. Fink (2006) explains that a
reliable survey results in consistent informationdaa valid survey produces accurate
information; therefore the researcher ensured thatdefinitions and models used to select

guestions were grounded in theory or experience.

Rossouw (2003emphasises that the final and most important stagén questionnaire
construction, is that of pretesting the questionnaire. Consistently, the resesradministered

a pilot survey on ten learners from secondary sshdte purpose of the survey was to help the
researcher justifyjnter-alia., the clarity of the questionnaire items, the appaiprlength,
identify difficulty of comprehension or any sign§ rspondent counter-reactions and fatigue.

After testing, assessment and revision was dor@dédéie final draft was completed.

As mentioned earlier, the researcher made useeofrixed method research design and the
Sequential Explanatorytype was used. The application of two data cabb@cinstruments was
to enhance validity and to explore the same issiib the aim of eliciting more relevant
information from the participants in order to attailid and reliable results. This is in line with
triangulation where multiple sources of data ardected with the hope that they will all

converge to support a particular hypothesis. (Lelsd@rmrod, 2010:99).

3.7 DATA ANALYSIS AND INTERPRETATION
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Mouton (2001), states that all fieldwork ultimatelylminates in the analysis and interpretation
of data.Analysis involves “breaking up” the data into manageabknths, patterns, trends and
relationships; in order to understand the variomsstitutive elements of one’s data through an
inspection of the relationships between concemissttucts or variablesnterpretation means

relating one’s results and findings to existingotfegical frameworks or models, and showing

whether these are supported or falsified by the imésvpretation.

Data from the questionnaires was subjected to fiattand item analysis in order to determine
categories of items that related to the socialogndive well-being of emotional intelligence. A

three-way ANOVA, where the researcher investigdtede independent variables, was applied
in order to determine the simultaneous effect afadand cognitive aspects of adolescents with

regard to emotional intelligence.

From the phenomenological data, the researcheredodut data reduction, presentation and
interpretation. When the collection and processihglata was completed, the reliability and
validity of the information was determined in orderrespond to the research question. The
researcher also understood the importance of ancwaad that the information should be well
organised and systematised to avoid accumulatiowask and frustration. Detailed reporting

about data analysis of the interviews is provide@hapter IV.

3.8 POPULATION AND SAMPLE

77



The Free State Province is divided into five dedsi namely: Fezile Dabi, Thabo Mofutsanyane,
Motheo, Xhariep and Lejweleputswa. The Lejwelepatsfistrict; in which the research was
conducted, is further divided into five municipedd, namely; Matjabeng, Tokologo,

Tswelopele, Nala and Masilonyana, and consistesgtaén clusters.

3.8.1 Population

A population is a collection of objects, events or individugiving some common
characteristics that the researcher is interesteduidying (White, 2003:57). The population for
the research in the Lejweleputswa district compfi8e373 grade 10 and 11 learners from all
seven clusters; consisting of 77 (Farm, Independ@mmbined and Public) Secondary Schools.
A non-probability sample was applied in which sthagols to participate in the study were
conveniently selected from 64 public secondary sthonly. (List attached). The population

for this study thus included 1 333 Grade 10 andehbiners and First Additional Language
teachers; keeping in mind that the language tede@®emore contact with the learner, because of

the different components of the subject.

3.8.2 Sample

According to Rossouw (2003ampling is the process through which it is decided whad bel

selected. It is impossible to study all the peotilerefore it was necessary to select a number of

people who have the characteristics in which the=ascher was interested. They had to be
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chosen in such a way that the small group of pe@plepresentative of the greater group of

people from which they were chosen.

For this study, six schools were conveniently sampleedy and Ormrod (2010) explain that
convenience sampling makes no pretence of idengfa representative subset of a population.
McMillan and Schumacher (2010) also explain coneece sampling as a non probability
method of selecting subjects who are accessiblavailable. One hundred and eighty-eight
(188)learner participants were selected. The 188nkrs constituted (14 %) required for a
sample; according to “Guidelines for sampling” (@e Vos et al., 2011:225). For the
guantitative researctit is better to use a larger sample, as it givesatgr reliability and also
enables more sophisticated statistics to be (@(@&ziman, Kruger, & Mitchel|l 2005) Further,
determining the size of the sample will also havéake account of non-response, attrition and
respondent mortality. Hence it is advisable to egBmate rather than to underestimate the size

of the sample required, to build in redundancy @b¢m Coheret al, 2011).

A stratified, systematic sample with a random steas employed for the quantitative study,
because stratified random sampling is a probalshtyipling method which gives everyone who
is eligible to participate, a fair chance of satatiLeedy & Ormrod, 2010). According to Cohen
et al.(2011), these sampling methods may be used in c@tibn with each other or with simple
or stratified random sampling.In this study, theulation was first divided into subgroups on
the basis of the variables and elements were Iisted 1 to 1333. To obtain a systematic sample
the researcher first drew an element randomly ftom first ten on the list and from there

onwards every seventh element (1333/188=7) wasechios. every seventh learner qualified to
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be chosen for participation in the study. Dividihg population into subgroups also allows the

researcher to compare subgroup results (McMilldackumacher, 2010).

For the qualitative study the researcher ugedposeful sampling, as clearly stated by
McMillan & Schumacher (2010); in purposeful samglinthe researcher selects particular
elements from the population that will be repreasgwe or informative about the topic of
interest. Selecting the purposeful sampling asprabability sample derives from the researcher
targeting a particular group (Welma al., 2011). In this case the researcher selected English
(First Additional Language) and LO teachers; kegpmmind that this teacher has more contact
with the learner, and may provide the best inforomato address the purpose of the research.
The researcherfurther used tt@nvenience technique select ten (10) teachers for interviews.
The ten teachers were convenient to be sampledtone wf their proximity to the researcher and

experience in teaching.

3.9 PERMISSION TO CONDUCT RESEARCH

3.9.1 Gaining permission to enter the field
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It is very important to gain permission to ente field that has been decided on. Van der Burgh
(in De Voset al, 2011) mentions that while the granting of pesis by the relevant authority

is important, it is also necessary to let peoplettm ground know what the project seeks to
accomplish. All the people directly involved in theject should be consulted in the process of

gaining access.

Permission to conduct the research was sought btained from the researcher’'s Supervisor
and Dean of the Humanities at the Central UniversitTechnology &dppendi). The authorised
letter was then submitted to the Head of the Ftate Department of Education in Bloemfontein
and the Lejweleputswa District Director in orderdain access to conduct the study in the
selected schoolsappendiy. The signed approval was forwarded to the schoods were
selected for the research. The principals and sradclhiere contacted personally to inquire about
the availability of time on their schedule to alléor the research to be conducted and Grade 10
and 11 learners in the selected schools were fahtior the research. The learners in the
selected schools were also informed about the neseaoject and they voluntarily agreed to

participate.

3.9.2 Leaving the field

When time comes to conclude the study the reselanchst wrap up without leaving a void. The
researcher should be ethical and leave the fieldviray that brings no negative consequences to

any of the participants or other members of theroomity (Monetteet al.,2008).
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3.10 ETHICAL CONSIDERATIONS

Research should be based on mutual trust, acceptemoperation, promises and well-accepted
conventions and expectations between all partieslved in a research project. On this basis,
relatively few limitations and many options for iaat are available which offer the best
opportunities for answering research questions @ndributing to society (Sarantakos, 2005).
Because most educational research deals with hiogiags, it is necessary to understand the
ethical and legal responsibilities of conductingeaach (McMillan &Schumacher, 2010). Ethics,
thus offers rules and moral principles which hasldowith the manner in which the researcher
has to act or behave during the data collectiocgs® to avoid harming, wronging and invading
the privacy of the participants; The different ethiscenarios were adhered to throughout the

research processes of this study, for example:

* Permission to commence with the study was formadlguested from the Dept. of

Education, the District Director and School Prirad#p

» The researcher fully revealed her identity, backgband the purpose and procedures of
the research were fully explained to the subjects.

» The researcher also provided information on aleatpof the research and its possible

consequences.

» Consentfor participation in the study was obtaifrech the respondents and participants.

» Participants’ confidentiality and privacy of datans assured.

» Careful thought was being given to the design, achdnd reporting of research in order
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to remain as objective as possible.
» Subjects were informed that they have the optiorefase to take part and that they

also have the right to terminate their involvemerany time during the process.

 The researcher took responsibility for the distitou and administration of the
guestionnaires in order to minimise or reduce amsunderstanding during the collection
of data; in doing so, the researcher ensured heatignity, privacy and interests of the

participants were also respected and protecteltitahas.

* The researcher maintained objectivity by residinghwhe originally formulated
guestions and did not show any feeling or expressgdopinion during the interview
process; believing that observations should beuémited as little as possible by any

perceptions, impressions, and biases the researchehave.

* With the permission of the participants, all iniewws were recorded and verbatim
translated so as to retain the quality of respoaselsthereby, validate the quality of the

study.

3.11 CONCLUSION

The research was conducted using Grade 10 andfiels and teachers in secondary schools in
the Lejweleputswa district. The school setting joled a natural setting for the participants in
which they felt comfortable. This chapter servedaasomplete plan on how the research was

conducted in the study. The design was providegulation and sample explained and data
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collection instruments discussed. A mixed methopregch was employed which allowed for
both statistical and interpretive analysis. It ifisti the use of the chosen data collection
techniques through triangulation and acknowleddeel possibility of errors and flaws in
instrumentation. The chapter concluded with an angtion on the credibility and reliability of
the research and the ethical considerations camsider the study. The next chapter focuses on

the findings and the interpretation of the findings

CHAPTER 4

DATA ANALYSIS AND RESULTS

4.1 INTRODUCTION

This study is aimed at investigating adolescentnitog and social well — being regarding

emotional intelligence. In chapter three, the regeanethodology and data collection strategies
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were explained. The rationale for employing a dosaded questionnaire and semi-structured
interviews as data collection methods were alsdietpd. This chapter therefore deals with the
analysing and interpreting of data collected frdma guestionnaires and interviews. The results
obtained then provide feedback on the tenabilityuotenability of the originally formulated

research hypothesis and consequently on the theory.

As mentioned in chapter 3, this study us®elquential Explanatory Triangulationyhere a
(quantitative) questionnaire was administered fistone hundred and eighty eight (188)
learners, followed by (qualitative) interviews wittD teachers. Timeous arrangements were
made with principals of sampled schools, for theeagcher to visit the schools in order to
complete the questionnaires with the learners andohduct the interviews with the relevant
teachers. Appointments for individual interviewsttwiselected participants were set at times

convenient to them.

4.2  QUANTITATIVE DATA ANALYSIS

In quantitative research, data analysis can berdedaas the technique by which researchers
convert data to a numerical form and subject istatistical analysis (De Vost al., 2011).
Statistical data analysis helps us to investigargables as well as their effect, relationship, and
patterns of involvement within our world (Welmanal., 200%. The purpose of analysis is thus
to reduce data to an interpretable form so thatiozs of research problems can be studied and

tested, and conclusions drawn.
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A questionnaire was used for the quantitative stadgl consisted of two sections; section A
required the demographic information and sectionreguired more specific information

regarding the research topic. The questionnaires distributed to one hundred and eighty eight
(188) learners and after completion, one hundreti smventy four (174) were regarded useful
and correct for analysis. According to Coletnal. 011), the wording of questionnaires is of
paramount importance and pre — testing is cruciagheir success; it increases the reliability,
validity and practicability of the questionnairbetefore a pilot survey consisting of seventy (70)
items was administered to 10 learners. The rethdigof did not indicate the need for exclusion

of any questionnaire item from the questionnaistrument.

The piloted questionnaire was further subjectedatdor analyses in order to determine the
categories of the items that are grouped into #meescategories. After factor analysis, all items
which had an Eigenvalue of below 0.5 were elimidat®nly 28 items were retained and
grouped into two factors which the researcher dadtegnitive and social factors of emotional
intelligence. The acronym designed for this finaéstionnaire or instrument is call&@DSOC

by the researcher. It is, therefo@QSOCthat was administered to collect data from thepam

selected for the study.

The Cronbach's alphawas used to measure the internal consistencyeofekearch instrument
for this study. According to George and Mallery @3@31), Cronbach’s alpha reliability
coefficient normally ranges between 0 and 1 ancclbger Cronbach’s alpha coefficient is to 1.0
the greater the internal consistency of the itemghe scale. The reliability of COSOC is

determined at 0.7805 alpha coefficients, whichdatés a high level of internal consistency of
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78.05% for the questionnaire requiring responsa diikert scale. Table 4.1 below depicts the

Cronbach’s Alpha analysis.

Table 4.1: Cronbach’s Alpha Analysis

Reliability Statistics

Cronbach's Alpha Cronbach's Alpha Based on Standardized Items N of ltems

0.7805 0.8105 70

4.3 THE RESULTS OF THE QUANTITATIVE DATA ANALYSIS

Quantitative methods of analysis fall into four maategories, according to Blaikie (in De Vos
et al., 2011), namely descriptive, association, causaiuh inference. In this studjescriptive
was used in an attempt to describe the networlelationships within and between variables of

COSOCwith regard to emotional intelligence.

Thethree-way ANOVAvas utilised in order to organise the resultsermts of the independent
variables of the study being: Gender, Grade, ansidertial Area. Athree-way ANOVAand
independent-testswere conducted to examine whether there were tatistgcally significant
differences in the seven hypotheses formulatedherstudy. The responses were captured and

analysed as follows:

4.3.1 Sample mean differences
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The t-test analyses was used to test hypotheses one to tthreempare the actually recorded
mean scores with the difference expected by chamoeder toreject or fail to rejectthe null-

hypotheses.

Hypothesis 1 Results

€) There is no significant difference betweenaraaid female learners with regard to social
emotional intelligence

(b) There is no significant difference between enahd female learners with regard to

cognitive emotional intelligence

Table 4.2: Group Statistics-Gender — Social and @mitive Emotional Intelligence

Independent Samples Test

t-test for Equality of Mear
Levene's Test for|
Equality of 95% Confidence
Variances Interval of the
Difference
Mean Std. Error
F Sig. T Df Sig. (=tailed) Difference Difference Lowel Uppel
Social Equal 1.6451 | 0.2013| -0.8577 172.0000 0.3922 -0.8284 0.9658 -2.7347 1.0779
variances
assumed
Equal -0.8755 167.3721 0.3825 -0.8284 0.9462 -2.6963 1.0396
variances not
assumed
Cognitive Equal 1.3248 | 0.2513| 0.3443 172.0000 0.7310 0.4735 1.3752 -2.2409 3.1880
variances
assumed
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Equal 0.355: 170.570° 0.722¢ 0.473¢ 1.332¢ -2.157¢ 3.104¢
variances not
assumed

Conclusion (Social)

Since the p-value = 0.3922 and more than the stgmi€e level of 0.05 we conclude at 5% level
of significance that there is sufficient evidenoestiggest a significant difference between male
and female learners with regard to social emotiomalligence. Therefore hypothesis 1 which
states that there is no significant difference leetwmale and female learners with regard to
social emotional intelligence is rejected. Duehte &bove statistics we can conclude that there is

a difference between male and female learnersregfhrd to social emotional intelligence.

Conclusion (Cognitive)

Since the p-value = 0.7310 and more than the sigmi€e level of 0.05 we conclude at 5% level
of significance that there is sufficient evidenoestiggest a significant difference between male
and female learners with regard to cognitive enmatiantelligence. Therefore hypothesis 1
which states that there is no significant diffeeebetween male and female learners with regard
to cognitive emotional intelligence is rejected.eDo the above statistics we can conclude that
there is a difference between male and female déesrwith regard to cognitive emotional

intelligence.

Hypothesis 2 Results

89



€) There is no significant difference betweendgra0 and grade 11 learners with regard to

social emotional intelligence

(b) There is no significant difference betweerdgrd0 and grade 11 learners with regard to

cognitive emotional intelligence

Table 4.3: Group Statistics-Grade - Social and Cattive Emotional Intelligence

Independent Samples Test

Levene's Test for

t-test for Equality of Means

Equality of 95% Confidenct
Variances Interval of the
Difference
Sig. (2- Mean Std. Error
F Sig. t Df tailed) Difference | Difference Lower Upper
Socia Equal 1.139¢ | 0.287: | -0.693( 172 0.489: -0.667¢ 0.963¢ -2.569: 1.23¢
variances 0
assumed
Equal -0.6876 156 0.4927 -0.6676 0.9709 -2.5853 1.250
variances 1
not
assumed
Cognitive | Equal 2.346. | 0.127: | -0.573¢ 172 0.566¢ -0.786: 1.369¢ -3.490¢ 1.91%
variances 8
assumed
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Equal -0.587¢ 171 0.557¢ -0.786: 1.3377 -3.426° 1.85¢
variances 2
not

assumed

Conclusion (Social)

Since the p-value = 0.4893 and more than the sigmi€e level of 0.05 we conclude at 5% level
of significance that there is sufficient evidenoestiggest a significant difference between Grade
10 and Grade 11 learners with regard to social iemait intelligence. Therefore hypothesis 2
which states that there is no significant diffeeehetween Grade 10 and Grade 11learners with
regard to social emotional intelligence is rejectede to the above statistics we can conclude
that there is a difference between Grade 10 andeGtalearners with regard to social emotional

intelligence.

Conclusion (Cognitive)

Since the p-value = 0.5668 and more than the stgmie level of 0.05 we conclude at 5% level
of significance that there is sufficient evidencestiggest a significant difference between grade
10 and grade 11 learners with regard to cognitimet®nal intelligence. Therefore hypothesis 2
which states that there is no significant diffemetween grade 10 and grade 1llearners with
regard to cognitive emotional intelligence is régelc Due to the above statistics we can conclude
that there is a difference between 10 and gradeatrdérs with regard to cognitive emotional

intelligence.
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Hypothesis 3 Results

(@)

township schools with regard to social emotion&tliigence.

(b)

There is no significant difference betweearers in town schools and learners in

There is no significant difference betweenrieas in town schools and learners in

township schools with regard to cognitive emotiantelligence.

Table 4.4: Group Statistics-Residential Area - Seal and Cognitive Emotional Intelligence

Independent Samples Test

t-test for Equality of Means

Levene's Test for 95% Confidence
Equality of Variances Interval of the
Difference
Sig. (2- Mean Std. Error
F Sig. T Df tailed) Difference Difference Lowel Uppel
Social Equal 1.7166 0.1919 1.3480 172.0000 0.1794 1.2835 0.9522 -0.5960 | 3.1630
variances
assumed
Equal 1.3509 171.5923 0.1785 1.2835 0.9501 -0.5919 | 3.1590
variances not
assume
Cognitive | Equal 4.6849 0.0318 -3.8206 172.0000 0.0002 -4.9907 1.3063 -7.5692 -
variances 2.4123
assume
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Equal
variances not
assumed

2.4291

‘ ‘ -3.847:

161.259: ‘ 0.000: ‘ -4.9907 ‘ 1.297: ‘ -7.552¢

Conclusion (Social)

Since the p-value = 0.1794 and is more than theifgignce level of 0.05 we conclude at 5%
level of significance that there is sufficient emte to suggest a significant difference between
learners in town schools and learners in townsleiposls with regard to social emotional
intelligence. Hypothesis 3 is also rejected anccare conclude that there is a difference between

town and township learners with regard to sociab&onal intelligence.

Conclusion (Cognitive)

Since the p-value = 0.0002 is less than the siganfte level of 0.05 we conclude at 5% level of
significance that there is insufficient evidence doggest a significant difference between
learners in town schools and learners in townsbipasls with regard to cognitive emotional
intelligence. Therefore the results fail to rejée hypothesis and we can conclude that there is
no statistical significant difference between lemsnin town schools and learners in township

schools with regard to cognitive emotional intedige.

4.3.2 Three-Way ANOVA

The three-way ANOVAwas utilised in order to examine the main effeatsl interactions
between and within the independent variables okthdy being: Gender, Grade, and Residential
Area with regard to social and cognitive emotiométlligence. Thethree-way ANOVAested

hypotheses four to seven.
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4.3.2.1 ANOVA Hypothesis results with regard t&@ocial Emotional Intelligence

Hypothesis 4:There is no interaction between gender and gratteregard to social emotional

intelligence

Table 4.5: ANOVA Statistics of Gender and Grade— Snal Emotional Intelligence

Tests of Between-Subjects Effects

Dependent Variable: Gender and Grade - Social Ematinal Intelligence

to examine the mai
effects and

Type Ill Sum of | interactions relating
Source Squares to df Mean Square F Sig.
Corrected Modk 117.52¢ 3 39.17¢ 0.988¢ 0.399¢
Intercep 274979.73 1 274979.73 6941.547! 0.000(
Gende 44.30( 1 44.30( 1.118¢ 0.291¢
Grade 15.631 1 15.631 0.3947 0.530:
Gender & Grad 63.44: 1 63.44: 1.601¢ 0.207¢
Error 6734.31: 17C 39.61«
Total 293634.000 174
Corrected Tot: 6851.83! 173

Conclusion:

Since the p-value is 0.2074 (colurSigand rowGender & Gradg which is more than 0.05, we

can conclude at 5% level of significance that thé hypotheses thereof werejected,which

indicate that there is a significant interactiortiween gender and grade with regard to social

emotional intelligence.

Hypothesis 5: There is no interaction between grade and resalemiea with regard to social

emotional intelligence

Table 4.6: ANOVA Statistics of Grade and Residentiearea — Social Emotional Intelligence

Tests of Between-Subjects Effects
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Dependent Variable: Grade and Residential are- Sccial Emotional Intelligence
Type Il Sum of

Source Squares df Mean Square F Sig.
Corrected Modt¢ 100.247 3 33.413¢ 0.841: 0.473(
Intercept 281527.163 1 281527.1625 7088.6360 0.0000
Grade 24.30: 1 24.301( 0.611¢ 0.435:
Residential Area 80.286 1 80.2861 2.0215 0.1569
Grade &Residential are 4.18¢ 1 4.188( 0.105¢ 0.745¢
Error 6751.598 170 39.7153
Total 293634.00 174
Corrected Tot: 6851.83! 17:

Conclusion:
Since the p-value is 0.7458 (colurBigand rowGrade & Residential argawhich is more than
0.05, we can conclude at 5% level of significarie the null hypotheses thereof weegected,

which indicate that there is a significant inteiactbetween grade and residential area with

regard to social emotional intelligence.

Hypothesis 6:There is no interaction between gender and resalerea with regard to social

emotional intelligence.

Table4.7:ANOVA Statistics of Gender and Residentiahrea — Social Emotional Intelligence

Tests of Between-Subjects Effects

Dependent Variable: Grade and Residential area -&ial Emotional Intelligence

Type Il Sum of
Sourct Square df Mean Squat F Sig.
Corrected Mod¢ 99.50¢ 3 33.168: 0.835! 0.476:
Intercep 275553.14 1 275553.146 6937.458. 0.000(
Gender 20.308 1 20.3081 0.5113 0.4756
Residential Are 54.79¢ 1 54.797¢ 1.379¢ 0.241¢
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Gender & Residential Ar 7.842 1 7.842: 0.197: 0.657¢
Error 6752.33 17C 39.719¢

Total 293634.00 174

Corrected Tot: 6851.83! 173

Conclusion:

Since the p-value is 0.6574 (colurig and rowGender & Residential argawhich is more
than 0.05, we can conclude at 5% level of signifteathat the null hypotheses thereof were
rejected,which indicate that there is a significant intei@ctbetween gender and residential area

with regard to social emotional intelligence.

Hypothesis 7: There is no interaction amongst gender, grade esidential area with regard to

social emotional intelligence.

Table 4.8: ANOVA Statistics of Gender, Grade and R&dential area — Social Emotional

Intelligence

Dependent Variable: Gender, Grade and Residentiarea - Social Emotional Intelligence
Type Il Sum of

Source Squares df Mean Square F Sig.

Corrected Mod¢ 188.81¢ 7 26.974. 0.672( 0.695¢
Intercept 268185.957 1 268185.9569 6681.4852 0.0000
Gende 30.85¢ 1 30.859: 0.768t¢ 0.381¢
Grade 18.78: 1 18.782: 0.467¢ 0.494¢
Residential Are 49.19: 1 49.192¢ 1.225¢ 0.269¢
Gender & Grad 55.05¢ 1 55.055° 1.371¢ 0.243:
Gender & Residential Art 8.21( 1 8.210: 0.204¢ 0.6511
Grade & Residential Ar¢ 1.62¢ 1 1.624¢ 0.040¢ 0.840¢
Gender, Grade & Residential Area 2.702 1 2.7021 0.0673 0.7956

(o)
(o))



Error 6663.02( 16€ 40.138"

Total 293634.00 174

Corrected Tot: 6851.83! 17z

Tests of Between-Subjects Effects

Conclusion

Since the p-value is 0.7956 (colurSigand rowGender, Grade & Residential argavhich is
more than 0.05, we can conclude at 5% level ofisogmce that the null hypotheses thereof
wererejected which indicate that there is a significant interactbetween gender, grade and

residential area with regard to social emotiontliigence.

4.3.2.2 ANOVA Hypothesis results with regard t@ognitive Emotional Intelligence

Hypothesis 4: There is no interaction between gender and gratteregard to cognitive

emotional intelligence

Table 4.9: ANOVA Statistics of Gender and Grade €ognitive Emotional

Intelligence
Tests of Between-Subjects Effects
Dependent Variable: Gender and Grade - Cognitiv&motional Intelligence
Type Ill Sum of
Source Squares df Mean Square F Sig.
Corrected Mod 52.437 8 17.477( 0.215¢ 0.885¢
Intercept 500969.415 1 500969.4154 6175.4207 0.0000
Gende 4.41¢ 1 4.419¢ 0.054¢ 0.8157
Grade 18.01: 1 18.011: 0.222( 0.6381
Gender & Grad 19.52: 1 19.521¢ 0.240¢ 0.624¢
Error 13790.93. 17¢C 81.123:
Total 535255.00 174
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‘Corrected Tot: 13843.36; | 17: ‘

Conclusion

We can see that (from colun$igand rowGender & Gradgthe p-value is 0.6244, which is
more than 0.05. Hence we can conclude at 5% l\sgpificance that the null hypotheses
thereof wereejected which indicate that there is a significant interactetween gender and

grade with regard to cognitive emotional intelligen

Hypothesis 5: There is no interaction between grade and resileara with regard to

cognitive emotional intelligence

Table4.10: ANOVA Statistics of Grade and Residentiearea — Cognitive Emotional

Intelligence

Tests of Between-Subjects Effects

Dependent Variable: Gender and Grade - Cognitiv&Emotional Intelligence
Type Ill Sum of

Source Square df Mean Squat F Sig.
Corrected Model 1099.887 3 366.629 4.8909 0.0028
Intercep 512648.75 1 512648.75 6838.816:! 0.000(
Grade 8.649 1 8.649 0.1154 0.7345
Residential Are 1025.68! 1 1025.68! 13.682° 0.000:
Grade &_Residential Ar¢ 8.22¢ 1 8.22¢ 0.109¢ 0.740¢
Errot 12743.47 17C 74.96:
Total 535255.00 174
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Corrected Tot: 13843.36: ‘ 177 |

Conclusion:

We can see that (from colun®igand rowGrade & residential arepthe p-value is 0.7408,
which is more than 0.05. Hence we can conclud&alkevel of significance that the null
hypotheses thereof werejected which indicate that there is a significant interactbetween

grade and residential area with regard to cognémetional intelligence.

Hypothesis 6: There is no interaction between gender and resalarea with regard to

cognitive emotional intelligence.

Table 4.11: ANOVA Statistics of Gender and Residerdl area — Cognitive Emotional

Intelligence
Tests of Betwee-Subjects Effect:
Dependent Variable: Gender and Grade- Cognitive Emotional Intelligence

Type Il Sum of
Source Squares df Mean Square F Sig.
Corrected Modk 1276.25° 8 425.41° 5.754¢ 0.000¢
Intercept 506381.846 1 506381.846 6850.0161 0.0000
Residential Are 921.13: 1 921.13: 12.460! 0.000¢
Gender 227 1 227 0.0031 0.9559
Gender & Residential Area 192.95( 1 192.95( 2.610: 0.108(
Error 12567.11 17C 73.92¢
Total 535255.00 174
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‘Corrected Tot: 13843.36. ‘ 17: |

Conclusion:

We can see that (from colun$ig and rowGender & Residential argdhe p-value is 0.1080,
which is more than 0.05. Hence we can conclud&alkevel of significance that the null
hypotheses thereof werejected which indicate that there is a significant interactbetween

gender and residential area with regard to cognemotional intelligence.

Hypothesis 7: There is no interaction amongst gender, grade esidential area with regard to

cognitive emotional intelligence.

Table 4.12: ANOVA Statistics of Gender, Grade and Bsidential area — Cognitive
Emotional Intelligence

Tests of Between-Subjects Effects

Dependent Variable: Gender Grade and Residential Area- Cognitive Emotional Intelligence
Type Il Sum of

Source Squares df Mean Square F Sig.

Corrected Model 1325.320 7 189.3314 2.5107 0.0177
Intercep 491481.702 1 491481.702 6517.469 0.000(
Residential Are 899.558I 1 899.558I 11.928¢ 0.000:
Gende 1.905¢ 1 1.905¢ 0.025: 0.873¢
Grade 10.645: 1 10.645: 0.141: 0.707¢
Gender & Residential Are. 182.397. 1 182.397. 2.418: 0.121¢
Grade & Residential Arei 0.539¢ 1 0.539¢ 0.007: 0.932°
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Gender & Grad 30.728t¢ 1 30.728t¢ 0.407¢ 0.524:
Gender, Grade & Resident 0.138: 1 0.138: 0.001¢ 0.965¢
Area,

Error 12518.042 16¢€ 75.409¢

Total 535255.000 174

Corrected Totz: 13843.36. 173

The decisions taken about the seven hypothesée study are as follows based on the three-

way ANOVA

Conclusion

We can see that (from colunig and rowGender, Grade & Residential argthe p-value is
0.9659, which is more than 0.05. Hence we can calecat 5% level of significance that the
null hypotheses thereof wergjected which indicate that there is a significant interact

between gender, grade and residential area witirdeg cognitive emotional intelligence.

4.4  QUALITATIVE DATA ANALYSIS

For the thematic analysis, the researcher folloidgdun and Clarke (2006) step-by-step
guidelines. These guidelines are (1) familiarisyogirself with your data, (2) generating initial
codes, (3) reading throughout each transcript tmense in the data, (4) reviewing themes, (5)
defining and naming themes, and (6) producing #@ont. Analysing the data allowed the
researcher to examine the database to addresssbarch questions. Saldana (2009) states that
reading and re-reading the material is crucialhe initial phase of analysis. Therefore, the

interview transcripts were read and re-read in ota@nderstand the meaning within the context
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of the responses, for example, words and phrasgsséemed to have significance to the

cognitive and social well — being of learners relgag emotional intelligence.

According to McMillan and Schumacher (2010), sustdsinterview results depend on,
amongst other factors, the ability of the intenagewo capture complete and accurate information
during the interview, and recording the intervieesson so as not to disturb or distract the

participants as they unravel the complexity ofttieought process.

4.4.1 The interviews

Semi-structured interviews were chosen for thiglystas they allow the interviewer to use
probes with a view to clearing up vague responeedp ask for elaboration of incomplete
answers (Welmargt al. 2005:167). The researcher initially designed teastjons which were
given to five colleagues as judges determining ridevance of the questions. Two questions
were discarded from the interview schedule becatiffeeir ambiguity and irrelevance according
to the judges. The final interview schedule, theref comprise eight semi-structured questions,

which were administered to 10 teachers.

After all interviews were successfully conductele taudiotapes were listened to and the
individual interview schedules were transcribedbeéim from the audiotapes. The process of
transcription allowed the researcher to become aoted with the data. The individual
interviews were assigned code numbers 01 — 10stinduish the interviewees from each other.
Rationales were directly quoted in the specifictipgrants’ own words in order to reflect the

interviewee’s meaning. Some of the quotes may lgrgenmatical or syntax errors, but were
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given as they are to ensure the authenticity of ghetes. Copies of the transcriptions are

attached aappendix H.

While becoming familiar with the material, notedtadx was done in order to begin developing
potential codes, categories, and themes. Accortbn@aldana (2009), coding involves the
process of data reduction and simplification; wheduction of codes is initiated by assigning
tags or labels to the data set based on the résgqasstion(s). At this stage themes emerged as

items relating to similar topics were organizedioategories.

45 RESULTS OF THE QUALITATIVE DATA ANALYSIS

The following themes were identified during the gass of thematic analysis. The grid below

(table 4.13)captures the codes, categories, and themes treagedfrom the analyses of the

interviews.

Table 4.13: Categories and Themes of Thematic Analis

THEMES CATEGORIES RESPONSE RATE
Theme 1 Performance and/or behaviour of learne®9% of the teachers are not satisfied
in secondary schools with the performance and behaviqur
Performance of learners.
and Difference between male and femalkk0% are satisfied with their learnef’s
performance and behaviour performance and behaviour
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behaviour

Difference between grade 10 and
performance and behaviour

190% of the teachers stated that there
is a difference between male ahd
female performance and behaviopr,
while 10% feel that there is no
difference

All teachers agreed that there ig a
significant difference between grade
10 and grade 11 learners with regard
to performance and behaviour.

Theme 2 Importance of understanding non verpb80% of the teachers understand the
signals such as body language and faamin verbal signals of their learners,
Social expressions one teacher is not sure and another
Emotional one admits that he does not
awareness understand non verbal signals |of
learners.
Attitude and emotions promote cognitivall teachers agreed that the attitude
activity and social awareness and emotions of teachers promote
cognitive  activity and  social
awareness.
Socially and emotionally competenAll teachers agreed that emotionally
learners are more successful at school| competent learners are mare
successful in school.
Theme 3 Cognitive abilities are not enough tdhey all admit that  cognitive
equip learners for their roles in the globalbilities alone do not equip learners
Cognitive community for their roles in the global
abilities community

Learner’s needs and wants also req
attention rather than focusing only
curriculum content

ipdl teachers confessed that learners
pneeds and wants also require
attention

As indicated in Table 4.13, three main themes vieeatified with various categories and the

response rate of participants was also presentddnd each theme separately and re-examining

the original data for information relating to thtaeme is a vital stage in the analytic process
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according to Saldana (2009). Therefore, these themilenow be discussed in detail to present

the major findings of this research based on ttexwrews and literature study.

45.1 Theme 1: Performance and behaviour

Teachers in South Africa are becoming increasimtityressed about disciplinary problems in
schools, as corporal punishment has been outlaywézhislation, such as the Constitution of the
Republic of South Africa (Republic of South AfricE996a) and the South African Schools Act
(Republic of South Africa, 1996b). Naong (2007:28®&intains that the abolition of corporal
punishment in schools has left a gap which caneofilled and that it has led to all kinds of
problems and consequently underperformance in $slbsciplinary systems are in place in
most schools, but implementation is a problem meschools; these measures are inadequate to

combat behaviour and performance problems.

Most teachers that were interviewed also expreisgdconcern, contending that there are little
viable alternatives to deal with anti-social beloavj disciplinary problems and

underperformance in schools. The teachers areeobpimion that behaviour has an impact on
performance. Disciplinary problems are most of tiee associated with low performance and
positive behaviour with acceptable performancehwite exception of certain cases, e.g. an
ADHD learner, who can be very disruptive but at Hane time highly intelligent. However,

most learners are not performing according to thetential and the language of instruction is

also a problem as it is the second language to afasem.

Teachers claim that in general, girls behave andope better than boys; girls are more

emotional, but also more reserved, responsible] harking, and mature. Boys on the other
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hand are more aggressive, they tend to show afpat serious with regard to their schoolwork
and often disobedient. Some teachers mentionedtibaadolescent phase can also play a role
and that teachers must be aware of this diffidalge in order to treat girls and boys accordingly.

They also alluded on the issue of peer pressurehahbpstly effect learners’ behaviour.

All teachers are of the opinion that Grade 11 leesperform and behave better than Grade 10
learners. Grade 11 learners are more focussed;reédafind responsible; as they prepare for
grade 12, while thinking about their future. On thiher hand, schools experience a higher
failure rate in grade 10 as grade tens sometimiaggle to make the transmission from grade
nine to grade ten. Learners coming from grade Ssalleplayful, confused and immature; still
trying to figure out whether they want to be kidsyoung adults, whereas in grade eleven they
are more mature and already used to the systemikgavhat is expected from them.

45.2 Theme 2: Social Emotional Awareness

Social interaction proves to be a vital part of edion along with consideration of learners’
cognitive and emotional states. Evidence indicatest learners, who exhibit behaviour
consistent with social and emotional competency regular class attendance, completing work
activities given in class, and involvement in egtnaicular activities, are more apt to be
successful at school. Teachers agree that leawtersnteract with others on a regular basis are
much more emotionally mature than learners thattdoix with others, because on the sports
field they learn how to compete and are introduteevinning and losing. These learners are

more confident to take part in discussions andatse willing to go that extra mile.
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All teachers agreed that it is important to underdtthe non verbal signals of learners as it is
often the emotional side of our nature that infleeshour thoughts, actions, and results. Learners’
facial expressions and body language is an indicaif what they feel and it enables the teacher
to deal with them accordingly. These signals perthé teacher to identify moods and to
encourage learners to talk about their feelingsvél@r one teacher admitted that he does not
understand the non verbal signals of learners a&wd teachers also mentioned that time

constraints limit them in attending to the emotiameeds of learners.

Teachers admit that attitude and emotions playl@wtith regard to learner-teacher relations; a
positive attitude encourages positive actions ahdrawise. Teachers explained that learners are
very sensitive with regard to teacher attitude antbtions and they must be careful not to
display their negative feelings as children cark iap. It is therefore important for. teachers to
manage their emotions and send the right signathddearners in order to create a vibrant

atmosphere in the classroom.

4.5.3 Theme 3: Cognitive abilities

It has been widely assumed that learners at séret are emotionally mature and intelligent,
but information gathered from the interviews witttiueators proved that this is not always the
case; some learners are not successful and pedamse than others. Schools offer a wide
variety of subjects through which intelligence, iapte and competence are more frequently
associated with academic performance. However,rdocip to teachers, learners are not fully
equipped for the global society as they leave schdeey suggest that life skills, personal skills

and relationship skills be taught to learners amrdtioned that the subject, Life Orientation (LO)
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provides some sort of guidance in order to prefeamers for the outside world. In this way it
will build the child in totality which involves theocial and emotional side and not only the

cognitive side of the child.

All teachers agreed that learners’ needs requientadn, especially emotional needs. A few
schools are privileged to have a support systesupport teacher in place, but the class teacher
is most of the time confronted with these probleméch they have to deal with. The reality is
that classes are overcrowded and teachers arenagled with admin work, which impede on
their efforts to support learners. Children ofteme to school hungry, neglected and needy and
depend on the school as their only resort to nfestet needs. In some schools there are feeding
schemes and support services, but most of the theee basic needs are not met and
consequently lead to anti-social behaviour, digtgslyy problems, emotional problems and

eventually underperformance.

46  CONCLUSION

A mixed method research was conducted and this tehamported the data analysis,

interpretations and findings of the study. The segal explanatory method was used to gather
information about the cognitive and social wellingeof secondary school learners regarding
emotional intelligence. Firstly a questionnaire weaspleted by one hundred and seventy four
(174) learners followed by interviews with 10 sedary school teachers. The Levene’s Test was
utilised for Equality of Variance antteststo determine the main effects of the first three

hypotheses.
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The final test and analysis entailed a three-wayOAMA to examine the main effects and
interactions between and within the independeniakes of the study being: Gender, Grade,
and Residential Area with regard to social and @¢ognemotional intelligence. Thiaree-way
ANOVA tested hypotheses four to seven. Information gathdrom the interviews was

categorised and the themes that emerged were stadiectported on in detail.

Chapter 5 contains an explanation of the findingStwapter 4; where the results are discussed in

correlation with the literature review and recomuhetions are provided for future study.

CHAPTER 5

FINDINGS, RECOMMENDATIONS AND CONCLUSION

5.1 INTRODUCTION

Escalating concern regarding under performancedssrdptive behaviour in schools has led to
intensified efforts to understand its causes amequences, and to identify effective practices
and strategies to reduce its occurrence. Learnés demonstrate inappropriate, anti-social,
and/or disruptive behaviours are becoming moregleew in secondary schools; what teachers
are discovering with alarming clarity, however thst the source of the problem goes further

than rule breaking.
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Louw and Louw (2007) maintain that adolescence &oamy period; characterised by fewer
positive and more negative emotions than in youol#giren. The negative emotions manifest in the
adolescents’ frequent conflict with parents andeiothuthority figures, moodiness and high risk
behaviour. According to Slavin (2009), the transti from elementary to middle school or junior high
and then to high school can also be quite stredssulv and Louw (2007 ) further agree that just as
dramatic physical changes are to a growing adaitsse are the cognitive changes that take
place during this developmental period and affemt just their school performance but all

aspects of adolescents’ lives.

Many of today's learners require more than jushfend consistent discipline policies. In
addition to the direct learning of academic skillgy also need positive behavioural instruction
in order to develop relationally, emotionally, amehaviourally in ways that often have lasting
impacts on their lives. This chapter therefore @nés findings and recommendations of the
cognitive and social well-being of secondary schdearners regarding emotional intelligence.
The findings from this study may assist the Departhrof Education in the development of
support strategies to assist learners in copinlg satial change, and an evidence-based program
that can be utilised by educational and mental theaitofessionals for the development of

emotional intelligence in adolescents.

5.2 FINDINGS OF THE STUDY

In this section findings of the mixed method resbkastudy that are derived from questionnaires,

interviews and literature study, are presented.
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5.2.1 Statistical Findings and Discussions

The researcher assumed that there is no signifiddféarence between gender, grade and
residential area with regard to Cognitive and Joé&motional Intelligence. Athree-way
ANOVAand independerttestswere conducted to examine whether there were tatigtecally

significant differences in the seven hypothesesitated for the study.

ThelLevene’s Testvas utilised for Equality of Variance antieststo determine the main effects
of the first three hypotheses. Ttiwee-way ANOVAexamined the main effects and interactions
between and within the independent variables okthdy being: Gender, Grade, and Residential
Area with regard to social and cognitive emotiomatelligence. Lastly interviews were
conducted where qualitative questions provided angtions for findings from quantitative
guestions and literature review also added to itidirfgs. Discussion of the results is presented

below:

5211 T-TestResults

The t-test analyses were computed to test hypotheses onkrée to compare the actually

recorded mean scores with the difference expegtechlnce in order teeject or fail to reject

the null-hypotheses.

The following are the reported mean difference ttoe Group Statistics determined by the

Levene’s’ test on the first three hypotheses:
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Hypothesis 1:Gender; with regard to social (-0.8284) and cognif0.4735).
Hypothesis 2:Grade; with regard to social (-0.6676) and cogai(-0.7863)

Hypothesis 3Residential area; with regard to social (1.283%) epgnitive (4.9907)

In all three casesof theteststatistical analyses as explicated above, theteemject the three

hypotheses and show that:

Hypothesis 1There is a significant difference between male fenthle learners with regard to

social and cognitive emotional intelligence.

Although the hypothesis says that there isn’'t dreteby being in agreement with literature
review in chapter 2, later in-depth determination tiois through interviews indicated a
difference. Teachers indicated that female learaegsmore emotional, but at the same time
display a sense of responsibility and maturity;lezmales on the other hand, appear to be more
aggressive, irresponsible and immature.These difftess may also be related to biological
maturation of male and females that are genetigatbgrammed (Woolfolk 2007). As a result
of their changing physical and cognitive structuedolescents undergo significant changes in

their social and emotional lives as well (Slavi@0Q).

Hypothesis 2:There is a significant difference between gradead@ grade 11 learners with

regard to social and cognitive emotional intelligen

Piaget explored both why and how mental abilitibarnge over time. Piaget's theory of

cognitive development proposes that a child’s let¢] or cognitive abilities, progresses
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through four distinct stages as they grow and etape is characterised by the emergence of
new abilities and ways of processing informatioraget’'s stages of cognitive development
houses the adolescent in the fourth stage, calleddl operational stage (Eggen & Kauchak,
2013). During this stage, most adolescents wiltheadult-like thinking, which is in agreement
with the interview result as teachers also claimt tirade 11 learners are more mature and

perform better than grade 10 learners.

Hypothesis 3:There is a significant difference between town towinship learners with regard

to social and cognitive emotional intelligence.

According to O’Donnellet al. (2009), the relationship between the individual ahe

environment is the key focus of cognitive theomédearning. At the heart of most cognitive
approaches to understanding learning is the noti@t knowledge is constructed by the
learner and affected by the learner's prior expeds. Children from different cultural and
socioeconomic groups come to school with differerperiences and knowledge; therefore
teachers need to tap into what learners alreadw knwrder to increase their understanding of
the content being taught. The interviews also fidatithat teachers are of the opinion that

environmental influences play a role in learnefgrenance and behaviour.

5.2.1.2 Three-Way ANOVResults

The three-way ANOVAwas computed in order to examine the main effacid interactions
between and within the independent variables ofthdy being: Gender, Grade, and Residential
Area with regard to social and cognitive emotiomatlligence. Thehree-way ANOVAested
hypotheses four to seven.
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From thethree-way ANOVAtable; the results indicate that the p-value fbthe independent
variables of the hypotheses four to seven is grehten the predetermined p-value of ¢ 0.05.

Hence,a decision teejectthe hypotheses four to seven was taken:

Hypothesis4 stated that: There is no significant differenceraen gender and grade level with

regard to emotional intelligence. The results haaverdicate that there is a difference between
gender and grade with regard to emotional intatioge

Slavin (2009), distinguishing the different elensentithin the variables, is of the view that

adolescence can be a time of great risk for masyteanagers are now able to engage in
behaviours or make decisions that can have lomga teegative consequences. According to
teachers, there is a difference between gendergeakt with regard to social, cognitive and

emotional intelligence, as elaborated on in therinéw results.

Hypothesis5 stated that: There is no significant differencenssn gender and residential area

with regard to emotional intelligence. These reshtiwever indicate that there is a difference.

Mwamwenda (2004) describes personality as whatsopds in terms of his or her intellectual,
physical, social and cultural characteristics. ldentifies both heredity and environment as
influencing personality development, including eowmental factors, the home, the school and
peers. Latching on to this view; the researcheccemthat gender and residential background
are bound to show the different impacts they havadolescents. The distinction does et

se;attribute such a difference to specific factors.
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Mwamwenda further explains that most personaligjtdrare acquired through the process of
learning, therefore a teacher with some knowledf@ersonality traits, will be in a better

position to understand themselves and the behawvidhe learners they teach.

Hypothesis 6Gstated that: There is no significant differencenasin grade level and residential
area with regard to emotional intelligence. Thessuilts however indicate that there is a
difference.

According to Woolfolk (2007), behaviour is a compkntary interaction amongst the
environment (social influence), the person (sdfidence), and the influence of behaviour itself
to produce behaviour. Based on what the expertausdywhat surfaced from the interviews, the
researcher can conclude that individual maturity @anvironmental factors definitely play a role

with regard toemotional intelligence.

Hypothesis 7stated that: There is no significant interactiomwaen gender, grade level and
residential area with regard to emotional intelige. These results however indicate that there is

a difference.

For Piaget (in Eggen & Kauchak, 2010), developmdapends in large on the child’s
manipulation of and active interaction with the ieanment. It is crucial to provide children with
an environment that allows them to develop thegisdcand emotional competencies. Teachers
are also of the opinion that there is a signifigateraction between gender, grade and residential

with regard to emotional intelligence.

5.2.2 Interviews Results and Discussions

115



Responses from interviews with teachers providesdvars to the following research questions:

1. Is there a difference between male and female pedoce, behaviour and social
adjustment?

2. What predicts the individual differences found agpoadolescents with regard to
cognitive and social well-being?

3. How emotionally intelligent are learners?

4. Is there a relationship between emotional intefigge academic achievement and

behaviour?

Male and female performance, behaviour and socidjj@stment Research Question #1)

Deducing from the interview results; it surfacedttihere is a difference between male and
female learners with regard to performance, behanand social adjustment as according to the
interviewed teachers. Teachers reported experignantreased incidents of disciplinary
problems in schools. Central to their concern esldtk of viable alternatives to deal with anti-

social behaviour, disciplinary problems and unddgosmance in schools.

According to Austinet al. (2005), an intelligent adolescent who is self-awamd intrinsically
motivated will definitely have very high levels atademic performance. Adolescents with high
emotional intelligence will also have good relaship with teachers and parents which also help

them to perform well in their examinations (Ausginal, 2005).
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Prediction of individual differences found among atescents with regard to cognitive and
social well-being; and the extent of adolescentsi@ional intelligence Research Question # 2

& 3)

Of utmost significance from the interviews in thiegard was, however, teachers’
acknowledgement that emotionally competent learperformed more successfully at school.
Their overall emotional awareness and stabilityrss to play a vital role in their educational

process.

Eggen and Kauchak (2013) also add that emotionsiggoan important link between our
thoughts and actions. Learners able to manage ¢h®ations are more personally satisfied and
are better able to make and keep friends, theyt®some better learners, because they are able
to focus their emotions on learning tasks, Saamnal. (in Eggen & Kauchak, 2013). It is not
surprising then, that emotional regulation is wydatsociated with academic success and general

success at school.

Is there a relationship between emotional intelligee, academic achievement and behaviour?

Krauseet al. (2010) declares that an emotion is a mental oclpspgical state associated with a
wide variety of feelings, thoughts and behaviowursich is closely connected to our actions and
sense of well-being and adds that social and emaltidevelopment is a key piece in the jigsaw
of overall development, and that the focus mustiéhe child and his and her needs and wants,
rather than on the curriculum content being deédeNygotsky (in Krauset. al.,2010) argued

very strongly that it is in interaction with othetBat we learn how to think; individuals
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internalise the ideas and processes they obsed/@aicipate in during social interaction as
new ways of thinking. Emotional intelligence is shrelated to positive self-esteem and social

skills and low emotional intelligence and aggressice correlated (Lopes & Salovey, 2004).

All teachers were emphatic that there is a relatigm between emotional intelligence, academic
achievement and behaviour. Saab and Klinger (20dfjorse the teachers’ unanimous
agreement by stating that the fact that adolescsgyead a substantial portion of their lives in
school settings; their experiences in schools, efoeg, not only affect their academic

development but also strongly influence their deemaotional and physical health development,

both positively and negatively.

A peculiar contribution by teachers was that leesrage often not equipped with the social and
emotional competence to fully capitalise on thesademic knowledge. To circumvent this
shortcoming; Harward (2007) and Swaner (2007) esgpréhe mantra that schools and
universities must also address the whole studem¢li@ctual, emotional and social) to better
prepare graduates for future success. They presamteatthat it is not enough to produce the
best and the brightest technical experts (e.gs, adiences, business, education, engineering,
music, dental, law or pharmacy). Ormrod (2008) dssthat school is not just a place for
acquiring cognitive and linguistic skills; it issal a place for personal development, whereby
children and adolescents acquire distinctive pastesf behaviour. In response to Saab and
Klinger's outcry, there has been an on-going call $chool reform efforts to incorporate
affective (psychological and emotional) outcomesconjunction with academic (cognitive)
outcomes. These efforts may be particularly impurtaecause physical and mental health

problems in childhood and adolescence may compsagademic functioning
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In the final analyses; the assertions by teachwsas the broad curriculum failed to meet the
learner’s social emotional needs and to equip tf@mntheir roles in the global community are

unsubstantiated by fact. The researcher concelugs teachers’ point of view as an inverted
euphemistic acknowledgement of their somewhat iaciégted competencies to meet the
learner’s social emotional needs; and consequBntatapult them to higher levels of the roles
they can play in communities. It is ironic thatdlkears would want to distance themselves from
being part of and at the heart of the educatiotesysvhen it comes to teaching and learning.
Nonetheless, their citation of high classroom numba learners and debilitating workload

could be viewed as a case in point.

5.3 RECOMMENDATIONS

Based on the findings obtained from the questioesaind interviews and literature study, the

following recommendations are suggested:

++ Various researchers indicate that emotional irgetice can predict social and cognitive
well-being and that emotional intelligence is tesdlk and learnable. Hence, Goleman
(2000:25-27) teaches us that children's emotiondl social skills can be cultivated, so
that the child will accrue both short-term and ldagn advantages in regard to well-

being, performance and success in life.

Against this backdrop; the researcher recommeratsstthools should begin to develop

programs to foster social emotional intelligenceoam adolescents; teachers should

119



5.4

endeavour to teach the rudiments of emotionallig&ice to learners and move towards
a holistic education, which involves the stimulatiand training of both a child's

cognitive and affective development. By strengthgréind increasing social-emotional
educational opportunities, teachers will increase thildren's capacity to learn, give
them the tools to aspire to personal and profeatiachievements, and enable them to

experience personal satisfaction.

The researcher recommends effective interventitategfies to be consciously effected
by teachers in order to alleviate under performagiceé social problems in secondary

schools.

Upgrading teacher’s knowledge with regard to Bleisommended so that they are fully

equipped to identify social-emotional problems d$sist these learners accordingly.

SUGGESTIONS FOR FUTURE RESEARCH

The following suggestions are made for further aeste

+« The interview findings indicated that teachers rame knowledgeable and fully equipped

to deal with cognitive, social and emotional proldeof learners; therefore it is suggested
that further research be conducted to investighte level of teacher emotional
intelligence in order to determine whether teaclaeescapable of dealing with learners’

cognitive, social and emotional problems.
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¢ Further research should investigate the possibdityincluding ElI programmes into
training courses for teachers in order to equighees with the capacity to deal with

challenges.

¢ It is further suggested that the five crucial emoél competencies previously proposed
by Goleman (2000), should be further researchedvemukse individual impact can be
determined

5.5 CONCLUSION

Chapter five focused on the findings emanating frin@ questionnaires and interviews and
literature review and recommendations and suggestmr further study were provided.

The findings indicate that learners are not equdppih the necessary emotional skills in order
to deal with the cognitive and social challengefiatd and schools do not meet these needs.
Teachers are also not equipped to deal with prablaihihand. Holistic education becomes vital
and teachers need to be trained to identify amshdtto learner needs.

Teachers complain about overcrowded classes andhuge workload; therefore the current

education system, teaching conditions and schoot@ment are also not conducive to learning
and teaching and need to be prioritised for aterity the Department of Basic Education.
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BLOEMFONTEIN
9300

Dear Sir

This letter serves to introduce to you Ms M Harnvbe is studying for a Masters Degree under our
supervision (the undersigned) at the Central Usityeof Technology. We request and believe you
can help her by granting her the requisite acaesstiools in the Lejweleputswa School District
for acquisition of information pertaining to heudies.

The title of her dissertation is:

"The Cognitive and Social well-being of Learners irejweleputswa School District
regarding Emotional Intelligence”

Please be informed that you will find Ms Harmsep#sasant and helpful a person as she is
knowledgeable. She has taught tHatural Sciences (Grades 7-9), Biology (Grades N);1
and Physiology (Grades 10-125he subsequently served in various senior adnaticstr
positions such as Principal of Welkom Secondargnt&MGD position in Lejweleputswa School
District. She is a conscientious graduate studedtvee can assure you that we are anticipating
excellent outcomes from her studies that will hetfiul to the department. She has pledged to
provide your department with a report explaining tindings of her study.

D
Sincere regards g

,( :' '{7 e ey
Dr DK Selaledi (Supervisor) Prof D Ngidi
Senior Lecturer: School of Teachers Education nDEmmanities
Welkom Campus CUT: Bloemfontein
APPENDIX B
Central University of
Technology, Free State 12 August 2013

Mr M S Mokgobo
The Director: Lejweleputswa District Office
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WELKOM
9460

Dear Mr. Mokgobo
REQUEST TO CONDUCT RESEARCH AT SCHOOLS IN YOUR DISTRICT

We, the undersigned, and lecturers at the Centnaldisity of Technology, hereby request for
permission to allow Ms M Harmse (M.Ed. studentgémduct research studies at some selected
schools under your jurisdiction in the Lejwelepuas8chool District.

The title of her dissertation:is

“The Cognitive and Social well-being of Learners Irejweleputswa School District regarding
Emotional Intelligence”

A copy of the thesis and a comprehensive summanheffindings will be provided to your
office upon request. Also, we wish to emphasise the researcher, closely supervised by Dr
DK Selaledi (the promoter) will abide by all condits pertaining to the task of conducting
research in the schools as stipulated by the Frate Bepartment of Education. The following
conditions will,inter-alia, be uppermost to observe:

+ The targeted population for the study will be apprmtely 200 grade 10 & 11 learners
and 10 educators in the FET Phase. The sample beilrequired to respond to a
questionnaire and interview schedule respectivet/the promoter will ascertain that the
responses are handled confidentially.

+ Equally important, the researcher will undertake togpass any information to the mass
media without prior approval by the Free State Dipant of Education.

Attached, please find a letter of approval to cantdibe study from the Free State Department of
Education and a list of schools sampled for thdystn your district.

Sincere regards
.{7 e ( {/

Dr DK Selaledi (Supervisor)
Senior Lecturer: School of Teachers Education
Welkom Campus
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APPENDIX C

Central University of
Technology, Free State 15 August 2013

The Principal
Goudveld Secondary School
Welkom

Dear Mr. Sauer

REQUEST TO CONDUCT RESEARCH AT GOUDVELD SECONDARY SCHOOL

This letter serves to introduce to you Mrs. M. Haenwho is studying for a Masters Degree
under our supervision (the undersigned) at the r@edniversity of Technology. We request and
believe you can help by granting her the requisiteess to your school for acquisition of
information pertaining to her studies.

Ms Harmse’s research is ofirhe Cognitive and Social well-being of Adolescenta
Lejweleputswa School District regarding Emotionahtelligence” Please be informed that
information from the sampled participants will beught through a questionnaire for grade 10
and 11 learners and interviews with selected teacheaking sure that the following individual
rights of participants are maintained:

» All responses will be treated confidential — shaveither to others nor identified by the
names of the schools.

» Equally important, the researcher will undertaketo@ass any information to the mass
media without prior approval by the Free State Dipant of Education.

You will find Ms Harmse as pleasant and helpful erspn as she is knowledgeable. She
subsequently served in various senior administrapiositions such as Principal to an SMGD
position in Lejweleputswa School District. Sheaisonscientious graduate student and we can
assure you that we are anticipating excellent ouefrom her studies that will be fruitful to the
department of education.

Attached, please find a letter of authorizationctmduct the study in your school from the
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Director: Lejweleputswa District Office.

Sincere regards
C 7 0
CAA | Clecy

Dr DK Selaledi (Supervisor)
Senior Lecturer: School of Teachers Education
Welkom Campus

Mothusi Road, Thabong, Welkom, South Africa, 9459 swww.cut.ac.za
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LETTER FOR TEACHER TO PARTICIPATE IN THE INTERVIEW

TITLE OF THE TOPIC

The Cognitive and Social well-being of Adolescemtd ejweleputswa School District
regarding Emotional Intelligence

Dear Sir/Madam

Thank you for having agreed to take part in thevalr@search project. As a participant in this
study, you will be interviewed about the Cognitaed Social aspects of learners in Secondary
schools.

PURPOSE OF THE STUDY

The interview seeks to determine the level of eomati intelligence and to explore the

relationship between emotional intelligence, cdgaitand social well-being in adolescents in

Secondary Schools in the Lejweleputswa Districe Tihdings will reveal what strategies can be
employed to alleviate under performance and so@edblems in secondary schools.

Subsequently, the study will hopefully enhance pesacher and student relationships, school
engagement, academic achievement, pro-social bmlraand on-going life-satisfaction.

CONFIDENTIALITY

Information provided during the interview will beetited confidentially, and your name or that
of the school will not be mentioned or in any othety be associated with data collected in this
study. The contents of the survey will not be désad with your principal nor will it be part of
the teacher evaluation process.

PARTICIPATION

Participation in this study is voluntary. Thisdyus conducted under the supervision of Dr DK
Selaledi, CUT Welkom Campus. Any questions conogrithis study may be addressed to the
researcher or supervisor. There are, thereforeyisie associated with this study. Your

participation would be much appreciated and | anstrgoateful for your time and consideration.

Thank you in anticipation.

Sincere regards f’ e
m/%c'

M. Harmse Dr D K Selaledi
Researcher Supervisor
Email: miranda.hvodamail.co.za dselaled@cut.ac.za

APPENDIX E
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CONSENT TO PARTICIPATE IN THE RESEARCH
TITLE OF PROJECT:
THE COGNITIVE AND SOCIAL WELL-BEING OF ADOLESCENTSIN
LEJWELEPUTSWA SCHOOL DISTRICT REGARDING EMOTIONAL NTELLIGENCE

Ly e agree to participate in atudy being
conducted by Mrs. Miranda Harmse. My decision dketpart in the study is based on the
information which the researcher presented to méngat to the project. | was afforded an
opportunity to ask questions and am still welcomedntact the researcher at any time should |
need clarity regarding the project.

| understand that | have latitude to withdraw tb@msent at any time if 1 so wish. | further
understand that a tape recorder will be used duhegnterview.

The interview will take place at ........cccooeeceeeeiiiiiiicc School,on .......cociieniinn.

= | R The intervishould last for approximately 40 minutes.

APPENDIX F

FACULTY OF HUMANITIES
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SCHOOL OF TEACHER EDUCATION
RESEARCH STUDY

Strictly Confidential

QUESTIONNAIRE

The Cognitive and Social well-being of Adolesceirtd_ejweleputswa School
District regarding Emotional Intelligence

M. Harmse
H.D.E; B.Ed. Honours; PGDE (Psychology)

QUESTIONNAIRE
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THE COGNITIVE AND SOCIAL WELL-BEING OF ADOLESCENTS IN
LEJWELEPUTSWA SCHOOL DISTRICT REGARDING EMOTIONAL
INTELLIGENCE

Dear Student,

I, Mrs. M. Harmse am currently conducting resedinhfulfillment of the requirements for the
MASTERS DEGREE: Educational Psychology), regardimg above-mentioned topic and am
asking for your assistance through participatiothestudy.

PURPOSE OF THE STUDY

This questionnaire seeks to determine the levetrobtional intelligence and to explore the

relationship between emotional intelligence, cageitand social well-being in adolescents in
Secondary Schools in the Lejweleputswa Districe Tihdings will reveal what strategies can be
employed to alleviate under performance and so@edblems in secondary schools.

Subsequently, the study will hopefully enhance pesacher and student relationships, school
engagement, academic achievement, pro-social bmiraand on-going life-satisfaction.

PARTICIPATION

Your participation in this study is strictly volary. If you do not wish to participate, you are
free to hand back the uncompleted questionnaire.

The questionnaire has two sections: Section 1 bedsws for your personal information
(demographics). Section 2 consists of questi@ganding specific information that will help the
researcher to answer research questions and dmaslusmns regarding the research problem.
This information is very important for the procegsiof data (i.e. the answers that you so kindly
provide us). May we, thereforeumbly requestyou to provide an answer for each and every
guestion asked?

CONFIDENTIALITY

All information will be regarded as CONFIDENTIALnd no personal details of any respondent
will be mentioned in the findings, nor will any tds be related to any particular school. Your
anonymity is guaranteed and your name or that efstthool will not be referred or mentioned
on the final product. The contents of the survell mot be discussed with your principal or
educators. Although the research report will belishbd, it will contain figures, percentages and
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deductions based on the analysis and interpretafitime data provided without identifying any
respondent personally.

RISKS

This study is conducted under the supervision oDBr Selaledi, CUT Welkom Campus. Any
questions concerning this study may be addressebetgesearcher or supervisor. There are,
therefore, no risks associated with this study.urmarticipation would be much appreciated and
I am most grateful for your time and consideration.

Thank you in anticipation.

Sincere regards

m/mc 3

M. Harmse

Researcher

Email: miranda.h@vodamail.co.za
Cell: 082 378 6584

‘ﬁ_f 4
CAp e

Dr D.K Selaledi
Supervisor
dselaled@cut.ac.za
076 345 7531

SECTION A

PERSONAL INFORMATION (DEMOGRAPHICS).
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Please answer all questions and complete the quasire by making a cross (X) in the
applicable box.

1. Gender
Male Female
2. Grade
Grade 10 Grade 11
3. Age
15 16 17 18 19 20 21+

4. Race Group

African Coloured Indian White Other

5. Home Language

Afr. Eng. Sotho Tswana Xhosa Zulu Other

6. Area in which your school is situated

City Town Township Rural

SECTION B

Listed below are a wide variety of questions. Tdigestionnaire is designed to help us gain a
better understanding of the relationship betweerotiémal Intelligence, Cognition and Social
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well-being of Secondary school learners. Pleasécatel your opinions about each of the
statements below by crossing the appropriate number

“ Rate each item as it pertains to you personally.
++ Base your ratings on how you feel most of the time.

+ Respond to each statement independently; do niofloenced by your previous choices.

Be sure to answer all statements.
Use the scale below to rate the statements.
Your answers will be kept strictly confidential awdl not be identified by any names.

1 2 3 4 5
Strongly disagree Do not agree Neutral Agree Strongly agree
STATEMENTS RATING
1. When | am upset, | can usually pinpoint exactly why | am 1 2 3 4 5
distressed.
2.  While there are some things that | would like to change, | 1 2 3 4 5
generally like who | am.
3. | feel confident about my own skills, talents, and abilities. 1 2 3 4 5
4. 1 would describe myself as a good judge of character. 1 2 3 4 5
5. Other people find it easy to confide in me 1 2 3 4 5
6. |am aware of my emotions as | experience them 1 2 3 4 5
7. When | experience a positive emotion, | know how to make | 1 2 3 4 5
it last
1 2 3 4 5
Strongly disagree Do not agree Neutral Agree Strongly agree
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8. Ilike to share my emotions with others 3 4 5
9. |seek out activities that make me happy 3 4 5
10. By looking at their facial expressions, | recognize the 3 4 5
emotions people are experiencing
11. | easily recognize my emotions as | experience them 3 4 5
12. | compliment others when they have done something well 3 4 5
13. I help other people feel better when they are down 3 4 5
14. | can tell how people are feeling by listening to the tone of 3 4 5
their voice
15. When | am faced with a challenge, | give up because | 3 4 5
believe | will fail
16. 1 am involved in extra- curricular activities 3 4 5
17. 1 give up easily 3 4 5
18. I have a good relationship with my teacher 3 4 5
19. | am motivated to do well in school 3 4 5
20. | easily forget when | learn 3 4 5
21.1am good in reading and Literacy activities 3 4 5
22. 1 am often mean with people 3 4 5
23.| feel powerless and useless at times 3 4 5
24. In general, | am an optimistic and cheerful person 3 4 5
25.1 am able to make and keep friends 3 4 5
26. | feel that | have a number of good qualities 3 4 5
1 2 3 4 5
Strongly disagree Do not agree Neutral Agree Strongly agree
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27.During exam times, | am very anxious

28. 1 am able to set goals and persevere towards them even in
the face of setbacks.

APPENDIX G

INTERVIEW SHEDULE
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Interview Protocol
Introduction

* Introduce yourself

» Discuss the purpose of the study

* Provide informed consent

» Provide structure of the interview (audio recorditaking notes, and use of pseudonym)
* Ask if they have any questions

» Test audio recording equipment

* SMILE-make the participants feel comfortable

Questions 1to 8

Semi — Structured Interview Questions

1. Are you satisfied with the performance and/or behavof learners....?
Is there a difference between male and female pedoce, behaviour and social

adjustment...?
3. Is there a difference between grade 10 and 11d€arperformance and behaviour ....?

4. Do you understand your learners’ non verbal sigsalsh as body language and facial
expressions....?

5. Can the teacher's attitude and emotions promoteniteg activity and social
awareness....?

6. Are learners who exhibit social and emotional cor@pey more successful at school.....?
(E.g. regular class attendance, completing ads/iand involvement in extracurricular
activities)

7. Do you agree that the development of cognitiveitedsl at school is not enough to equip
learners for their roles in the global community....?

8. Do you agree that learner’s needs and wants atpgresattention, rather than focusing
only on curriculum content being delivered....?

Concluding Statement
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» Thank them for their participation
» Ask if they would like to see a copy of the results

* Record any observations, feelings, thoughts andéamtions about the interview

APPENDIX H
Untranscribed Interviews

REC 01

INTERVIEWER: Question 1: | am satisfied with the performance and behavioafr
learners...?
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INTERVIEWEE: | agree with the statement. The class that Icteas a very diverse
class. There are very clever learners in the clhas there are also those who struggle a
bit. According to behaviour, there is nothing thiatan complain about. Their behaviour
is very good. They bring their books to school. Jhparticipate in class, etc. There is
always room for improvement in performance, | belée Although there are some of them
performing excellently | think there can still b@me of them who will have to work hard
and which we will have to attend to.

INTERVIEWER: Can you say there is a relationship between penfance and
behaviour...?

INTERVIEWEE: To some extent, yes. But you also get that a vekgver learner might
not behave that well in class, because he or shkoied, and then you also get those who
do not behave that well in class but there perfonma is not that good.
INTERVIEWER:Question 2: Is there a difference between male and female penfance,
behaviour and social adjustment...?

INTERVIEWEE: | cannot really say that. | do not think it depknon social adjustment
or anything like that. | cannot agree with thisasdment.

INTERVIEWER: Can you tell us why you do not agree...?

INTERVIEWEE: Because in this specific class that | teach, #heare, some of the
learners are very intelligent and it does not rgahatter if it is a boy or a girl. | think
they perform according to their abilities.

INTERVIEWER:Question 3: There is a difference between grade ten and ehehsmarner
performance and behaviour.

INTERVIEWEE: To a slight extent, | think so. | think gradente sometimes struggle
to make the transmis

sion from grade nine to grade ten, where in gradeven they are already used to the
system. Also they get used to your way of teachintf you have though them in grade
ten, they adapt very easily in grade eleven, beeatisey are use to your style and what
you expect from them. So yes | do think the graglevens are a little bit more focus,
they know what to expect and so on.

INTERVIEWER: Question 4: | understand my learner’s non-verbal signals, fsus
body language and facial expressions.

INTERVIEWEE: | think so, yes | do. Very few learners will ingcite by putting up their
hand or something like that, that they don’t undienrsd what they have been thought. So
you have to be very sensitive to their facial expseons and body language to be able to
tell if they understand what you have explained.

INTERVIEWER:Question 5: My attitude and emotions promote cognitive actiwiand
social awareness...?

INTERVIEWEE: This is a difficult question, because | alwayg tro be positive in my
outlook and | hope that I, that that is the way which the children see me as well. So,
yes, | try to be sensitive to learners having premk in class and | try to involve the
learner holistically in whatever we do in class.ibt not always possible, but we working
towards it.

INTERVIEWER: Question 6: Learners who exhibit social and emotional compete,
for example; regular class attendance, completirggivdties and involvement in extra-
curricular activities, are more act to be succeddtuschool...?

INTERVIEWEE: I will hundred percent agree with this, becaudeai learner is not
involved, if they don’t attend class, if they donttomplete their activities, then there is
nothing that | can test myself against to see ieyhunderstand or not. And learners who
are not involved are not involved at all, and theémey are also not involved in their
school work as well. So, yes, definitely this iuér.

INTERVIEWER:Question 7: The development of cognitive abilities at schoisl not
enough to equip learners for their roles in the lgddb community.

INTERVIEWEE: | also agree with this, because | don’t think whvays prepare learners
for the world out there with what we teach them sohool. There are a lot of things that
you can teach them which is not in the syllabus d@odwhich you have to be sensitive to.
So, | don’t think that it is enough what we do tquap them for the world out there.
INTERVIEWER: Do you have a suggestion, maybe what we can add...?
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INTERVIEWEE : | think if we look at question six again and wees that learners’
| involvement in extra- curricular activities, | thknthat is away in which we work with

the learner as a whole and where we can maybe edqhéem better if we meet them in a

more informal way on the sports field, for example.

INTERVIEWER:Question 8: The learners needs and wants also requires aitbant

rather than focusing only on curriculum content bgidelivered.

INTERVIEWEE: Yes, one hundred percent. Of course not everybdelels the same

every day. Not everybody has the same backgroundnfrhrome and so on. So, yes, we

need to address that. Sometimes we are so currinubwientated that we don’t have time

to pay attention to the child specific needs andwhbe comes from home and what he

really needs, but yes we do have to focus on that.

INTERVIEWER: Thank you.

REC 02

INTERVIEWER:Question 1: | am satisfied with the performance and or behlmawmi of
learners...?

INTERVIERWEE: Mostly overall, but | do find there is a differeac between
intelligence with the behaviour. So if their perfoance is not good, you can see their
behaviour is not good. Although like, sometimes yalso find your highly intelligent
learner is so bored in the class that they alsoegimou problems. What else can | say, |
said so much already. That their emotional intedlhge comes through or how they been
brought up at home. What, you know sometimes tlley’'t even know it is bad manners
when they do something or something like that orawls expected of them at school. Ja |
think that is what | can say about that.

INTERVIEWER: How do you feel about performance and behaviou®tr performance
or behaviour. Is there a correlation between th tor does the one influence the other
one..?

INTERVIEWEE: You know some learners you will get that theykd in grade ten | got
an “ADD?” learner and he can be very disruptive b is highly intelligent at the same
time. And then in the grade elevens | got some thed not intelligent at all and they are
very disruptive in the class all the time. And sotimees | think maybe they don’t
understand what we discuss that’s why they make m@emts to their friends all the time.
So, sometimes it is behaviour and performance, asametimes it is behaviour or
performance. That | find there is a different col@don between your low intelligence
learners with their behaviour. Okay.

INTERVIEWER:Question 2: Is there a difference between male and female penfance,
behaviour and social adjustment?

INTERVIEWEE: Yes. Your males seem to come right here in gradeven, but in grade
ten, you know they are still adjusting whereas yogirls which is more your mature
learner. And then by grade eleven, it seems like tionys skrikwakkerand they start to
work harder. | don’'t know, in my own work. Graden you do get some boys that are
working very hard, but overall | would find that bnin grade eleven do these boys start
realizing you know | need to start working now. ®y the time they get to grade twelve,
they really coming right now. But you get some botysat, you know they just consistent
all their school life, but others, | don’t know thany own personal few, but | have found
that with a lot of boys. Girls, they will just worland they will consistently perform.
INTERVIEWER:Question 3: There is a difference between grade ten and ehehsmarner
performance and behaviour...?

INTERVIEWEE: That is just what | said. Especially with yoboys. Your girls are
much more consistent. Grade nine girls is a horeilthing, but grade ten girls are very
nice. Grade eleven, the boys, and the second tedame thing happening like that. So, |
would say definitely. Social awareness. | am alwaysto them. Watch the news. Know
what is going on around you in your world. See wha going on. So | do like. Like |
said | am not giving them life lessons in my classe
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INTERVIEWER: Will you say that the teacher’s attitude and emoats influence learner
cognitive and social awareness...?

INTERVIEWEE: Definitely. Because you try and get them to ¢be world like you see
it or to get them to think differently, because y&anow these learners are basically only
be influenced by their parents and if you can gdétermh to influence them to think
differently, you know you want to think you have gsomebody that will think differently
maybe change the world if they can see things diéfetly and not just in their small little
world. There is more to life than just living inithlittle dorpie you know. To get them to
see that. Okay.

INTERVIEWER:Question 4: Learners who exhibit social and emotional competgnfor
example; regular class attendance, completing dtig¢ and involvement in extra-
curricular activities, are more act to be succedsdtischool...?

INTERVIEWEE: Yes. Definitely regular class attendance and pbeting activities.
Involvement in extra- curricular, not so much. Okaly have had learners that are real
bookworms, they will just sit and do their work, nparticipate in anything. Actually the
cleverest child | ever thought in my life, he didndo anything. But it is your person who
sits down and does the work, that gets somewherdifim than then come to school one
day and miss two days type of thing. You now, th&ye not showing us that they want to
get somewhere in life. Okay.

INTERVIEWER :Question5: The development of cognitive abilities at schois not
enough to equip learners for their roles in the lgddb community.

INTERVIEWEE: Yes, | agree with that. There is more to lifeathwhat you learn in
books. And they need to make aware of what is goomgaround them. They got to take,
you know you got to guard them and some things aoine subjects we discussed in
school, they got no idea what is going on. They eeweard of things like that. If | can
take an example, like organ donors or euthanasia know you discuss things that they
never heard off in their lives and you know to gditem to see but there is more to live
than ... (indistinct) world, you know. Start thinkgnout the box type of thing, | always
say to them. Okay, anything else.

INTERVIEWER:Question 6: The learners needs and wants also requires attantio
rather than focusing only on curriculum content bgidelivered...?

INTERVIEWEE: Yes. | wouldn’t say their wants, but their needsspecially emotional
needs. We have got a support system at school aou gften find yourself as a teacher
having to deal with things or come to you with aoptem or something and so there are
needs that have to been taken care of. Want, | d&mow. That’'s for the parents to take
care of, but there are some needs. Especially eomai support and what do you do in
certain circumstances. That | know in our school @e take care of that. We do have a
counselor that deals with the children and thindgsut it is something that has to be
looked at because there is some children that, knaw, you don’t know what is going on
at home, so you don’'t know what is their barrieslearning and so. And | think it needs
to be done in grade one, not when they get to hsgihool. Some of those learners they
got problems, and it is only picked up when theynmoto high school and it is like being
a barrier to them for fulfilling their potential &ir whole school career. So we need to
take better care of our children. Okay.

INTERVIEWER: Thank you.

REC 03

INTERVIEWER:Question 1: | am satisfied with the performance and or belomawmi of
learners...?

INTERVIERWEE: My personal opinion would be no, I am not satedi with the
performance or behaviour of my grade ten learng¥gstly because | think they are a bit
immature. They don’t take the work very seriousl&nd because of that behaviour, the
influence or the impact on their performance negaty. Another reason why | will not
agree with this statement would be the ... (indistinas well. And | also think another
barrier to their performance would be the languageglish is not their first language or
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their home language, so | think that may affect ith@erformance as well and their
behaviour towards would be a negative one towardsecause they are not at ease with
that so their reaction towards it would be negative

INTERVIEWER:Question 2: Is there a difference between male and female panfonce,
behaviour and social adjustment...?

INTERVIEWEE: Yes. | agree with this statement. There is a difnce between male
and female performance. With the females, the pemfence is a bit higher than the boys.
I think it is because they are mentally more matuhan the boys as well. Females take
their work more seriously. They are on time. Theaiork is always or mostly up to date as
compared to the boys. So | think the physiologiga&turity, physical maturity as well,
also plays a role between the two genders. So fenmialthis ... (indistinct) is much more
mature than the boys. So therefore | would say feasaare more productive than the
males. Social adjustment. What can | say about abaidjustment?

INTERVIEWER: How do they respond to their peers? How do thmhave? How do
they actually co-operate...?

INTERVIEWEE: How they co-operate? There | would say both bays girls, they co-
operative equally towards me. | think it is becausam a young educator. They see me as
some one that is vibrant, similar to them. So Inkimy age plays a role there for both
boys and girls. How boys respond to their peers.efhare very playful in my class.
Whereas the girls, they take their work much mormrisus. In my class girls wouldn’t
talk chit-chat with their peers, but where the bowsuld have their silent little jokes,
laugh here and there. But in terms of the co-operatbetween me and the boys and the
girls, it is okay.

INTERVIEWER: What can you say about the behaviour...?

INTERVIEWEE: There is a difference between behaviours. The bagspond more
positively towards my instruction regarding behawuio If | said sit still, they will sit
still. But the girls, they act negatively. They c@me very cheeky, you know. Or they
personal expression yourself at, you know. Wherdhe boys they will listen more or
less, but the girls it is a tough time with them.

INTERVIEWER:Question 3: |Is there a difference between grade ten and elekesmrner
performance and behaviour...?

INTERVIEWEE: Definitely. | personally think the grade elevenas they entering that
stage of, they thinking about their future. Varsitiye, in matric you've got to send your
June results. So the grade elevens will be muchenwmrature regarding this aspect. They
take their work more seriously. Their marks are faetter than grade ten. Whereas grade
eleven is the most difficult year compare to graten... (Indistinct) is difficult, life
challenges, etc. So | think there with the gradesvans, they take their work more
seriously and they are mentally mature as well, there is an adaption between grades
nine up until grade ten. So in the grade ten, | @e there is a difference as well. Boys
become more mature, the girls are more or less mmtuBut the grade elevens, the
performance wise, is far better than grade ten. yilaee more matured as well and | think
at our school as well, Welkom High, they know their (indistinct). So the discipline
system that is put in place works for them.

INTERVIEWER:Question 4: 1 understand my learners’ non-verbal signals, lswas body
language and facial expressions.

INTERVIEWEE: Ja, body language | must say expresses a lot. Somest learners don’t
tell me or they don’t tell a person a thing but thdacial expressions show me. If |
reprimand the ladies, they will click their tongugou know. It doesn’'t necessarily mean
they don't say, but by just clicking their tongué,can hear their aggressive. They only
respond to my instructions positively. Ja, whereésr the boys, they don’'t show
emotions. Whereas the girls, they have an emotiogide towards them. Ja.
INTERVIEWER:Question 5: My attitude and emotions promote cognitive actiiand
social awareness.

INTERVIEWEE: | definitely agree with this statement. | realttevhen | come to a
certain topic that | need to teach in English, diteor indirect speech. It is a bit difficult
for the learners, as that is not their home langaagnd if | made a statement such as |
know this content is difficult. Learners alreadytpa negative attitude towards it, because
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if the educator thinks, it is difficult, they areogng think how | can overcome this
obstacle. How can | overcome this challenge? Sy aftitude definitely plays a role in
my class as well. My emotions, has well, in termfssocial awareness?

INTERVIEWER: Co-operation...?

INTERVIEWEE: Co-operation. | think the learners know the edtooa. | know exactly,
they know exactly what to say, what to do to a sifieceducator. So if they look at and
they see my emotions on my face, they can determimether | am upset, whether | am in
a good mood or in a bad mood. So I think also di¢itude of a teacher displays about
herself, also communicates the learners what typeducator non-verbal signals, such as
body language and facial expressions.

INTERVIEWER: They are involved. They attend; they are comphgtiactivities so they
show emotional competence.

INTERVIEWEE: Okay. Ja, that is fine.

INTERVIEWER:Question 6: The development of cognitive abilities at schoisl not
enough to equip learners for their roles in the lgdd community.

INTERVIEWEE: For the development of cognitive abilities at soh is not enough to
equip learners for their roles in global community.

INTERVIEWER: When you say learners are ready for the outsideld, after they have
been taught in school, will you say they are reddy the outside world? If you just give
them cognitive abilities.

INTERVIEWEE: I would say if a child has completed his schoohdacareer, yes.
Because your school and career includes differeypes of subjects, like life orientation
which is needed. Life skills are taught. Personkills are taught. Relationship skills are
taught. This would equip the child regarding thdeliout there and society out there.
School is also there to provide learners with thesikt background. Because
(indistinct) working experience. So when they aable to step out there, we will know
exactly what to expect more or less. With the sudipethat were taught at school. It is not
enough but it is a stepping stone.

INTERVIEWER:Question 7: The learners needs and wants also requires aitbant
rather than focusing only on curriculum content bgidelivered.

INTERVIEWEE: Yes, | will definitely agree. Remember we are ainrbow nation. And
when we stand, when | stand in front of my classrelalize that | have got a different
number of learners with different social backgrosndEach and every child is fighting
some sort of battle or has a different challenge deercome. A teacher is such an
important person because teacher is able to idgnaifcertain need. Now this little boy, or
this young man, something is wrong at home. Calinhaside and speak to him. He might
not get attention at home and negative attentiomeéster than no attention at all. And that
is why | think in class as well. We sit with probhes and we thinking why is this young
man acting like this? Meanwhile, what we don’t riess is that this boy has got no one to
talk to at home. Mom and Dad is busy working. Anldetonly attention that he gets is
from the educator herself or himself. And that ishw we are not focusing on robots,
children are human-beings and human-beings got se®dd wants. They want to be loved.
They want to be recognised. They want to be prajsi¢edhey did well, well done my boy.
So we can’t only solely focus on one content, nomtent will help us but at the end of the
day a child needs to be spiritually grown as wdlfi.the child is ... (indistinct) hungry it
is a need, the child needs food. How can a childho®ntrate in class? So teachers are
there to determine what are a child’s needs, wimtichild’s wants as well. Those are the
contents solely focus on content related.

INTERVIEWER: Thank you.

REC 04

INTERVIEWER:Question 1: | as a teacher am satisfied with the performanamed
behaviour of learners...?
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INTERVIEWEE: | agree mostly. Because in the class situatioa tharners behaviour in
my class is most of the time satisfactory becaustieale a very strict discipline structure
in my class. Sometimes there is an individual leewmnvho misbehaves but that is the
exception rather than the rule. There is a corredatbetween behaviour and performance.
Because most of the time the top performers areo alse children who behave very well
and then the average learners, | don’'t have a peobMWwith most of the time, not always,
but most of the time. The learners that do have édbural problems are the ones that do
not achieve very well.

INTERVIEWER:Question 2: There is a difference between male and female
performance, behaviour and social adjustment...?

INTERVIEWEE: | can’t say that | have experienced that. Thathieh really makes a
difference. The only area in which there might helittle difference is maybe that the
boys are more aggressive. It is easier for thenfleoe up, some one looks at them in the
wrong way, then they might lash out. Where the gisill rather revert to gossiping or
crying or something less physical. So yes in thaywhere is a difference. In rather the
way that they react, not in the fact that they haeshavioural problems. The girls stick to
emotional feelings where the boys also have theselihgs but then they put it into deeds.
They will hit someone or break something, where giels won't do that.
INTERVIEWER:Question 3: There is a difference between grade ten and ehehsmarner
performance and behaviour.

INTERVIEWEE: To a small extent yes. Especially in the firstlhaf grade ten. The
children, | have found, are very immature still. Wards the latter half of grade ten, there
is a visible difference. | don’t know why but | havexperience this many years that in the
last half of grade ten, the children become eadiemwork with. They become more lenient
towards each other. | think it is just more a geamlecase of they become more mature.
INTERVIEWER:Question 4: | understand my learners’ non-verbal signals, lswas body
language and facial expressions.

INTERVIEWEE : Yes | do. | pride myself on the fact that Ircalo that. May be it is
because I've got a little bit of psychology threeSo yes | can pick it up when they are
sad or angry or they don’'t want to be bothered. sMeunderstand their signals.
INTERVIEWER: Do you think it is important to know the sign&ls

INTERVIEWEE : Absolutely. Because | think if you do not séeor do not interpreted
in the correct way then you might cause the chibd decome even more aggressive. |If
this boy comes into the class and he kicks the dask then you still carry on bothering
him and harping on something, then you will worsi¢n

INTERVIEWER:Question 5: My attitude and emotions promote cognitive adtivand
social awareness.

INTERVIEWEE: My attitude, yes. | hope my emotions are not play a very big role in
my class, except when it is positive emotions. Ipkoso, because of the fact that | teach a
language, cognitive activity is really important ail levels. And social awareness, well
to take a simple example, | really make a big deélrespect. For example that the boys
must allow the girls to enter first and a boy mudtwalk in front of a girl and things like
that. They should greet me politely. | always sthat even if you are not a gentleman
outside the class, you will have to be a gentlemaside my class and also a lady. | try
very hard and the cognitive activity, | hope thatdn stimulate that as well.
INTERVIEWER:Question 6: Learners who exhibit social and emotional comerety, for
example; regular class attendance, completing d&tide and involvement in extra -
curricular activities, are more apt to be succesduschool.

INTERVIEWEE : Absolutely, yes definitely. The regular classtendance speaks for
itself. | mean if they are there, and they can paigate in everything and they can get the
benefit of good teaching it should reflect in theiachievements. The same with
completing activities. There are very few children my class who do not complete
activities, because if they do not complete it Ivkeathem come back, they come to my
class during break-time or after school so thatytlten complete it there where | am.
Involvement in extracurricular activities althoughhere must be a Ilimit, because
unfortunately some children think that that's whidts all about.If they can compete in
sports and if they can achieve in sports, then thegd to ... (indistinct) the importance
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of the academic part of it. And with that | havevary big problem, because unfortunately
in our system sometimes that is promoted becauseythre so hunted for their sporting
abilities that they think for the rest of it | cajust get by on doing nothing, and then
unfortunately it doesn’t work that way. Because kamdon’t come from kicking a ball.
INTERVIEWER: Question 7: The development of cognitive abilities at schoasl not
enough to equip learners for their roles in the lgdd community...?

INTERVIEWEE: Not enough. | don’t think it will be enough to eip them. | think it
depends on what this role in the global communisygoing to be. | mean if a child can
learn the cognitive ability of appreciation or ofyrsthesis or one of those higher level
cognitive things, | think that can be used in alaMs of life. But | don’t think the extent
to which we manage to do it at school will be enbud@ecause there are too many things
that we have to do at once. So yes, we do try antiihk in the languages we have more
time than in other subjects maybe to develop thekidls and abilities.
INTERVIEWER:Question 8: The learners needs and wants also requires aitbant
rather than focusing only on curriculum content bgidelivered.

INTERVIEWEE: Absolutely, | agree with this. But the reality ithat the classes are
very full. My classes are, all of them close torfypy. So unfortunately what happens is
only in the extreme cases can the school really ig@tlved. | don’t think that is the job
of the school. | know that there are schools whetdldren are fed and of course that
must happen. Luckily my school is not one of thosehools where that’'s necessary. Most
children come to school, having had breakfast. Blueére are children who come to school
hungry and we do have a little on very small scalMe have a scheme where we give them
sandwiches at least. But | think all that detradtem the schools focus because cruel as
it may sound this is an academic place. But we dd hvolved sometimes. The school is
for many children the saver place of the two. Weoshd cater for that.

INTERVIEWER: Thank you.

REC 05

INTERVIEWER: Question 1: | am satisfied with the performance and behaviofr
learners...?

INTERVIEWEE : Do you mean in my class when they do something?

INTERVIEWER: Yes, in general in your class, according to yaaaching experience.
INTERVIEWEE: | am satisfied with the performance and behaviafrlearners when
they perform according to their abilities or whehety perform according to what | am
asking them.

INTERVIEWER: Yes. Do you think there is a correlation betweprrformance and
behaviour...?

INTERVIEWEE: Yes definitely. Because very often a child isryenaughty in a class
and then the performance will be bad. And you ofte@me that a child that is very well
behaved performs well, but you also get the caséene a learner is very quiet and well
behaved in the class, but their performance is veeak.

INTERVIEWER: Can there be maybe a reason for that or can ydentify facts that
play a role.

INTERVIEWEE : It could be in my opinion that when a child ieny well behaved but he
still performs low, is that he simply doesn’t havlee mental ability to perform well. You
get those learners. You also get those learnerg #tra too shy to ask. They are not dumb
or anything like that but they are too shy to askuya question and therefore their
performance will be low. You can also have thosarleers that maybe have problems at
home or any kind of problem and they withdraw inethselves and then they can’t
perform. It could also be that the learner takesigs during break-time or before school
and then they are simply not able to perform.

INTERVIEWER: So you say there are maybe other factors ... (inear)?
INTERVIEWEE: Yes.

INTERVIEWER: That influences the child’s performance?
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INTERVIEWEE: In our school we don’t give it a lot. Becauselitan say that we are a
privilege school, but we also have those factorsoimr school but | don’t think we have
that much us in other schools.

INTERVIEWER:Question 2: There is a difference between male and female
performance, behaviour and social adjustment...?

INTERVIEWEE : | think there is a difference between male afedmale performance
because | think the boys want to show off. | haysoarealized that as they become older,
from grade eight up to grade twelve. In grade eigMotu can still reprimand the child in
class, a boy. And he will accept it. He will be aygwith you, but he won’t backchat you.
But when they are in grade twelve, | prefer takitigem outside. So if you are naughty |
will say meet me outside please and then | will apeto you alone. Because then you
don’t have to perform and have a show in front oduy friends and that really helps. |
just want to see. Behaviour, social adjustment,indf that when they are in grade ten,
they don’t really know how to behave because thegn'd know whether they’ll big or
small. And as they grow older they see now at thiage with the grade twelve’s, they are
more adult than they were at the beginning of tleaw.

INTERVIEWER: Question 3: There is a difference between grade ten and eieve
learner performance and behaviour.

INTERVIEWEE : | can definitely see that. In grade ten theyspecially with their
performance, a lot of them fail in the beginning tife year in the first test series and
even in June. The gap between grade nine and tespibig, because in grade nine, now at
this stage, the ... (indistinct) is 75% where theixaen mark is 25%. Where in grade ten
it just swaps, their class mark is 25% and theimapxis 75%. And in grade nine, they only
get small tests. In our school we have started newh hundred and two hundred mark
tests and they must write for two hours. To trahretm so when they get to grade ten they
know how to behave and learn how to study, becaukey really don’t have that
experience. The gap between grade nine and teribig that they fail because of that.
INTERVIEWER: Will you say maturity also plays a role?

INTERVIEWEE: Definitely. In grade nine they are so small attten they go to grade
ten. Grade ten, they don’'t know who they are anérthin grade eleven | can definitely
say that they are much more mature. Not maturehses/ tshould be, but they are.

INTERVIEWER: Question 4: | understand my learners’ non-verbal signals, fsus
body language and facial expressions.
INTERVIEWEE : | am an older teacher now and | think by nowrderstand, but | also

know that | shouldn't always react to what | seethrere. Because if | react to every child
that pulls faces at me when | reprimand them, IIwik in a fight the whole time. | don’t
do that. If it is continues | will react, but othwise | understand. | also have children and
I know, | also get angry sometimes if somebody s$ellne something. So | think I
understand their body language and facial expressio

INTERVIEWER: Do you think it is important to understand it?

INTERVIEWEE: It is important, because if a child sits and Isokt you with a blank
face, there must be something wrong. So | ratheefer them laughing at me or show that
they are angry, but not everybody prefers that.

INTERVIEWER: Question 5: My attitude and emotions promote cognitive adtivand
social awareness.

INTERVIEWEE: It is true. | have realised if | have a bad dapd | let the learners
realise that I've got a bad day. Their behaviourdlass is definitely different. So | have
learned over the years, if | got a bad day, do sbbw it to them. Because the minute
that you are angry and you get into the class, imma¢ely they react to you.
INTERVIEWER: Question6: Learners who exhibit social and emotional compeate,
for example; regular class attendance, completingivdties and involvement in extra-
curricular activities, are more act to be succedduschool.

INTERVIEWEE: | think it is true, because a learner that knolwsw to compete on the
sport field and in all kinds of committees | thinthey become much more emotionally
mature than learners that don’'t mix with their fnids. Because on the sports field they
learn how to compete, how to accept when they lokeis bad. Some of them use the
sport or whatever not to study and they use thataasxcuse when they do that, but that
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shouldn’t be an excuse. So | don’'t know. | prefearners that perform or do extra mural
activities and perform well in class. But you alget those learners that still perform and
they don’'t do any extra mural activities. And thoaee our nerds if we can call them that.
INTERVIEWER: What about class attendance and involvement?

INTERVIEWEE: A learner should attend classes in order to usdand the work. If you
have a learner that are absent very often, we hawgoup of learners that is absent a lot.
And that same group of learners is absent at thewesaime. So in class they don’t
perform well. Because whatever mischief they are tw when they are together when
they are absent, they still don’t do their homewovken they are together. So when they
hand it in, it is still of a poor quality. And tlyedon’t know when you explain in classes
what to do in a certain assignment or even the woakd they fall behind, they don’t
know what you mean. So they fall behind in their nkoand that will influence their
performance then.

INTERVIEWER: Question 7: The development of cognitive abilities at schoisl not
enough to equip learners for their roles in the lgdd community.

INTERVIEWEE : That is true. Cognitive abilities are theiriéiby to perform. But that
is not all that the learner needs. They need roledmls. They need advice. They need
emotional support. They need all those kind of tgsnin order to perform when they leave
school. | see that with my own children. A child&then they leave at eighteen, they are
definitely not mature enough to stand in the bigdeiworld to say here | am and | know
what to do. It is definitely not enough.

INTERVIEWER: Can you perhaps suggest what can we do to hegsé¢hlearners?
INTERVIEWEE: With my own children, and the learners in my cdaand in our school,
at this stage some kind of religion is very impomta for me and our school. So in our
school on a Thursday now, we’'ve got like, it is nbitble study but it is Christian group
involving all the nominations that you get. Come tloe school, they get the learners in
groups, in classes, everybody it is like you hawe do that. Okay, if you really don’t
want to, nobody is going to force you but still weve that. The life orientation classes
play a bigger role than they ever think. And theyst be able to talk to you. We also
have a lot of speakers coming to the school, motional speakers, speaking to the
learners, talking to them.

INTERVIEWER: Question 8: The learners needs and wants also requires aittant
rather than focusing only on curriculum content bgidelivered.

INTERVIEWEE: It is true, because if a learner is not happy thase not going to
perform in school. If a learner hasn’t eaten ttm®rning, or if their shoes are too small
for him, it is merely a problem. You can easily giap if a learner has problems at home.
You can easily pick it up, because that child doegrerform well. The child is distracted
easily. He is often naughty to get some kind ofeattion. | think their needs and wants is
very-very important because it is still their scHoomnd they must be happy at school. If
you are happy at school you will come to school.

INTERVIEWER: Thank you.

REC 06

INTERVIEWER : Question 1: | am satisfied with the performance and behavioafr
learners...?

INTERVIEWEE : | think the majority of kids perform well, theperform well. But
there are those that | think can do much better ahmbdiously different factors that can
influence their performance. Ja, it can vary fretuff happening at home or them going
through a rough time at their own. Discovering wtieey are or bad friends or things like
that.

INTERVIEWER: Will you say there is a correlation between peamance and
behaviour?

INTERVIEWEE: Definitely. Especially those that you know havebad circumstance at
home, which influences the children’s performance school. There are some that
actually, one or two that actually get out of theléd in the house and stuff and who
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actually does better that expected. But the majpomf them, they underperform because
of that and their behaviour is also really bad besa of that.

INTERVIEWER: Question 2: There is a difference between male and female
performance, behaviour and social adjustment...?

INTERVIEWEE: Definitely, well it is kind of hard to say, becae there is so many,
there are more girls in the schools than boys. tBe majority that | found the girls that
performs better. The boys overall, there are groupat does very well, but as | said
cause it is the ration, it is a bit hard to kind sée who is doing better. At the moment |
think it is the girls. If they behaviour and socialjustment, yes, | think the boys at that
age would like to try to impress the girls by midteeving in class or try to be a hero in
their group or whatever. So yes, | think a lot dfetm because of their behaviour, their
social adjustment as you said there, they try toslmenething better, you know in front of
their friends.

INTERVIEWER: Question3: There is a difference between grade ten and eleheamner
performance and behaviour.

INTERVIEWEE: I think especially know with the new caps. Theade ten group we
have is, | reckon don’t do as well as the gradevele group. | don’t know if it is the gap
between grade nine and ten was too big for themspdgially with the subjects. | do
think that they under perform a lot. Not sure whiyut they definitely do. If | take my
grade ten group and | take my grade eleven grougps,ythey definitely under perform.
INTERVIEWER: Question 4: | understand my learners’ non-verbal signals, fsus
body language and facial expressions.

INTERVIEWEE: O yes, you can kind a see the day when they arehaving a good day.
Their whole body language and they are just grungpand they cannot be bothered to do
anything and slouch and throw the stuff down. Smuycan gather from there that they are
not having a good day. There are others that latceryou find out that something bad
happened at home, but they kind a keep a like adgbace.

INTERVIEWER: Do you think it is important for a teacher to leble to read this
signals?

INTERVIEWEE: | think it is. Especially you know when it is batdhings that happening
at home, because if you didn’t pick up on that | ameyou can cause more damage to that
child than good. So yes.

INTERVIEWER : Question 5: My attitude and emotions promote cognitive actiwiand
social awareness.

INTERVIEWEE: Social awareness. Well, | do hope my attitude modes that. | teach
biology as well, so | always try to go green... (isdinct). Yes, | am not sure how to say
it, but | do think it is the teacher’s responsilijito ... (indistinct) bad day, you can’t
have your kids to suffer because of that. So yowérao put a little front in front of them,
SO yes, you got to promote a good attitude.

INTERVIEWER: Question6: Learners who exhibit social and emotional compate,
for example; regular class attendance, completingivdties and involvement in extra-
curricular activities, are more apt to be successdtuschool...?

INTERVIEWEE: Yes, if | think of all the kids that participatim everything, they are
the ones that always the top three in academic adl.w So they are the academic
achievers and they do everything. | sometimes thwk burn them out, but as they say the
more you do the more you can do. So yes | thinkyttege the ones that will give there
everything.

INTERVIEWER: Class attendance and involvement...?

INTERVIEWEE: Definitely. They are always in class. They alwayake part in
discussions. They will always go that extra mile ewhthey get a task or something. They
do it like brilliantly and you think where does the kids get the time, because they also
do all the extra -curricular activities and stufMVhere you get those others that are not at
school that much, they doesn’t do much.

INTERVIEWER: Question 7: The development of cognitive abilities at schoisl not
enough to equip learners for their roles in the lgddb community.

INTERVIEWEE : | have always thought our curriculum allows thafthere are some
things that you know they can give out to the commty and things that they can take
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part in. | think when they actually leave schoolethmay actually get a big wake-up call.
Because here they are so protected and | think fbadlso our fault, we spoon food them
too much. And when they get out in the world, & & bit of a shock. So, | think we can
do more from the schools side, yes there are litthéngies like community projects and
stuff that schools are involved in, but | think tleeis more things we can do to make
them a better community members and to actually skmmething productive in their
community.

INTERVIEWER: Question8: The learners needs and wants also requires atoenti
rather than focusing only on curriculum content bgidelivered...?

INTERVIEWEE : Yes is that more like the attention like sometgibad has happened to
them?

INTERVIEWER: Their needs and their wants. What about physicamotional, basic
needs?

INTERVIEWEE: | think so yes. And | think that is why it is semmportant that you know
your kids in your class. So if you see that thene alown or not great that day, then you
should ask them and see what is going on. But storm&s our roles are more than just a
tutor or a person than just feeds them knowledge snhuff. Maybe there is nobody at
home that cares so | think it is very important thvae focus on /

on that as well to see what their needs are ankrnow what is going on because if you
aren’t going to listen maybe there is nobody eldattthey can speak to. You might be
the only grownup or anybody that they can actuafleel confident to speak to about
whatever the situation is going on.

INTERVIEWER: Thank you.

REC 07

INTERVIEWER: Question 1: | as a teacher am satisfied with the performareoed
behaviour of learners...?

INTERVIEWEE : No not really. | am not really satisfied witlhe performance because |
am a language teacher and we have a problem wighldnguage here at school. Because
we are mixed, not only one language, but three @iént languages. And so the learners,
most of the learners cannot speak the language rtyeaBecause of they are mixed. We
experience a lot of problem with them.

INTERVIEWER: And performance?

INTERVIEWEE : Yes they do perform but not to my satisfactory.

INTERVIEWER: And behaviour?

INTERVIEWEE: Behaviour. Even with behaviour, we are doing oursbdéo make sure
that they behave in their good manner but there arfew individuals who do misbehave a
lot.

INTERVIEWER: Do you think there is a correlation between pemance and
behaviour?

INTERVIEWEE: Yes, because most of the learners who perform wealé the ones who
are always in good behaviour. And those that areutrlesome, their performance is very
poor.

INTERVIEWER:Question 2: There is a difference between male and female
performance, behaviour and social adjustment..?

INTERVIEWEE: Not really. There is no difference between pemrfi@mce, because in
some cases you find that males, there are males wihew performing well as well as the
females. The only thing that | think makes it difémt is only the behaviour, because
those learners, whether males or females, as losgheir behaviour is not satisfactory,
then their performance also becomes very long.

INTERVIEWER: Question 3: There is a difference between grade ten and etheve
learner performance and behaviour.

INTERVIEWEE: In my case, performance of grade eleven is meatisfactory than that
of grade tens, because in grade eleven | teach @mg class. Grade ten, two classes but
the other class, their performance is not satisbagt Because they are from grade nine to
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I think, when they reach grade ten, they are notlweained, | think. | don’t know how to
put it, but they perform better in grade eleven nhim grade ten.

INTERVIEWER: And the behaviour is there a difference? Betwagade ten and eleven
behaviour..?

INTERVIEWEE: When they reached grade eleven their behaviouange a bit from the
behaviour of grade ten or nine. It changes to berenpositive, than when they are in
grade ten and nine.

INTERVIEWER: Question 4: | understand my learner’s non-verbal signals, suxh
body language and facial expressions...?

INTERVIEWEE: Yes, those that | teach. | understand them. | eten realise when
maybe there is something that is bothering a learnehose that | teach, because of the
relationship | have with them.

INTERVIEWER: Do you think it is important to know the signals?

INTERVIEWEE: Yes itis very important. Because that is howdncpick up if there are
some things that are not going well with the lears.eBecause sometimes when you teach
them, they are not free to express their feelingaything that is bothering them. So if
you have a relationship that is a positive relatsanp with them, they come and tell you
maybe after school or any time when you go timegomill come to you and say there is
something that | need to talk to you about. Thenuygive him or her a chance to say.
And sometimes you find that you did not realise thhis learner is having this problem
that is disturbing him or her from performing when school. So if you have a positive
relationship with them. Because there are somegnethose | don’t teach, there are some
of them that will just come and talk to me abouteth personal problems, problems at
home, | don’'t know why or how it comes but most dfem, many of them come and ask
me and tell me about their problems, even thougm not teaching them.

INTERVIEWER: Question 5: My attitude and emotions promote cognitive activiand
social awareness.

INTERVIEWEE: My attitude and emotions. | don’t know how tosamer this one.
INTERVIEWER: The teacher in general, do you think it is impamt the teachers
attitude and emotions, how do they effect the lesamn

INTERVIEWEE: Okay. Yes the teacher’s attitude and emotions a&egy important.
Especially if a teacher has a heart to listen te tlkearners and to maybe give advice
where possible, then the learners will come closeryou. In that way you, the teacher
will know if there is something wrong with the chilen and try to help. But if the
learners are afraid to come to you, then you widlestheir attitude of the learners, they
will misbehave more and they will do things thateabad. Maybe even to dross the
classes, because they don’'t know how to approach §s a teacher. So | think it is better
if a teacher can have a positive relationship wihle learners.

INTERVIEWER: Question 6: Learners who exhibit social and emotional competg,
for example; regular class attendance, completirggivdties and involvement in extra-
curricular activities, are more apt to be succesduschool.

INTERVIEWEE: Yes, that is true. They always succeed at schbetause whenever
they are taught they are always in class. So thek ajuestions where they don’t
understand. They get more clarity on everything tthhey are supposed to know if they
attend classes. And when they do their activitiés,then when the teacher can be aware
whether the learners don’'t understand, where tha&rhers are lacking information. But if
they don’t do their work then it is impossible fadhe teacher to know that the learners
don’t understand this or that. So it is importamtr fthe learners to attend and to complete
their activities all the time. And for the educatbd make sure that the learners completed
their activities.

INTERVIEWER: Question 7: The development of cognitive abilities at school nst
enough to equip learners for their roles in the lgddb community.

INTERVIEWEE: I think that has to do with, like for an examphere at our school, you
can see when you come into the head office, there mo facilities for extra-curricular
activities. So, what we do mostly is to teach othhéan to do extra-curricular activities,
because of lack of facilities.
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INTERVIEWER: Question 8: The learners needs and wants also requires atoanti
rather than focusing only on curriculum content bgidelivered.

INTERVIEWEE: Yes. Because the learners in the class, if thecador is able to talk
with the learners always and made the learners @ocbmfortable to talk to the teacher,
then the teacher can spot when there is somethingng with the learner. And then for
the learner to be able to perform well the teachers to intervene somehow, maybe a
learner has problems at home and then the leareérthe teacher. A teacher has to do
something about that. Maybe go to the home of tdarner, try to find out what is going
on or maybe write a letter to the parents and ievitim or her to the school. So that the
problem can be end out, because if that is notraded then the learner will not be able to
perform well.

INTERVIEWER: Thank you.

REC 08

INTERVIEWER:Question 1: I am satisfied with the performance and behavioafr
learners...?

INTERVIEWEE: No | am not satisfied. Because these learnergytldo not respect in
the classroom, they just do things according to tway they like. And when you ask
them to do something, like an activity, they do nibd activity at home, even in the class.
Sometimes they do another activity for instancesitgoing to be another period, let’s say
it is math’s their following period, they will dohtir activity of the math’s and that
means they did not do their math’s activity. Soeyhtake my time so the performance
will go down. There is a correlation between theotwbecause if you do not behave well,
you cannot perform well. Because some of your timsetaken by these things you are
doing in the class instead of concentrating on sltdhool work.

INTERVIEWER: Question 2: There is a difference between male and female
performance, behaviour and social adjustment?

INTERVIEWEE: Yes there is a difference. Males sometimes tlveyyot that thing of |
am a boy, | can do 1, 2, 3 and the girls they redpenore than the boys. Because
sometimes when the boys are in the class they dwaws wearing their hats, you always
reprimand the boys more than the girls. The girlst dhat character but the most of the
time we always talk to the boys. Performance, gialre performing more than the boys.
INTERVIEWER: Question 3: There is a difference between grade ten and etheve
learner performance and behaviour.

INTERVIEWEE: Yes there is a difference. In grade eleven | thithey’'ve got, for me
grade ten is the worst one than grade eleven. Beeam grade eleven they are a little bit
more mature.

INTERVIEWER:Question 4: 1 understand my learners’ non-verbal signals, lsw&as body
language and facial expressions...?

INTERVIEWEE: Yes | understand them. For instance if | canagian example. If | tell
a learner to get seated, | can see in their fadest this one doesn’t want to get seated or
is cheeky, etc, he will just do funny things by fat expression to show that he doesn’t
respect.

INTERVIEWER: Do you think it is important to know the sign&ls

INTERVIEWEE: Yes it is very important. Because sometimes yoancharm a learner
because you thought he doesn’t want to respect yBwt sometimes he shows these facial
expressions because of some other learners whoharéing him or her. So if you will be
able to read them, you will be able to ask them soquestions what is wrong with you,
etc. So it is very important for us to study them.

INTERVIEWER: Question 5: My attitude and emotions promote cognitive actiwiand
social awareness.

INTERVIEWEE: Yes it promotes cognitive activity. Because ifglot a bad attitude
towards my learners, even my learners won’'t be atdesocialise with me. They won’'t be
able to be free when talking to me. So if | got thdoseness with my learners, | will be
able to understand their difference social and beabar problems. | will then understand
and know their emotions and attitude, so it will basy for me to understand them.
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INTERVIEWER: Question 6: Learners who exhibit social and emotional competg,
for example; regular class attendance, completirggivdties and involvement in extra-
curricular activities, are more apt to be succesduschool.

INTERVIEWEE : Yes, learners that participate in extra muratiaities. They are easily
performing well, because sometimes there are som&blems at home, school, etc. So to
avoid those problems, if they are always there aetdoing something out of the class, it
will help them to ... (indistinct) their minds and ¢h they are able to participate well in
their class activities. So it will uplift their péarmance in the class.
INTERVIEWER:Question 7: The development of cognitive abilities at schoisl not
enough to equip learners for their roles in the lgddb community.

INTERVIEWEE: Yes it is not enough at school. At least if tkecan be other societies
or social clubs like that will help them outsideettschool. It means that they can be able
to, even if they are at home they’'ve got somethitbg do rather than doing these
unnecessary things, being involved in gangstersygdabuse, etc. So if they can have
more things at home, like activities that will hethem a lot.

INTERVIEWER:Question8: The learners needs and wants also requires atbentiather
than focusing only on curriculum content being dedied...?

INTERVIEWEE: Yes. There is a need that teachers must also ggaphasis on other
things that will help learners to be able to pemfowell at school. So we mustn’'t focus
only on curriculum activities, those other actived, extra mural activities, they can help
them a lot in the development of their studies dndclass.

INTERVIEWER: Thank you.

REC 09

INTERVIEWER:Question 1: | am satisfied with the performance and behavioafr
learners...?

INTERVIEWEE: My thing is | am not satisfied with both the perimance and the
behaviour of our learners currently. Based on a édtthings that they are more involved
in and they spend more time with non-academic stilfén academic issues. That is why
their behaviour and performance is not working vewgll. There is a huge correlation
between behaviour and performance in the sense thgbu are more on the negative side
or your behaviour is negative, your performancecaldrops. Because more of your time
you don’t spend studying or doing homework, you sdemore of your time thinking of
things that are not supposed to be lessons or eatemome.

INTERVIEWER: Question 2: There is a difference between male and female
performance, behaviour and social adjustment...?

INTERVIEWEE: There is definitely a huge difference between malnd female. If we
take boys for instance. Because of social adjustmemere they start some? of their
social things that they get involved in, they stdrdnging out in group and they will start
influencing one another that for instance if youndbhave a girlfriend, you can’t be with
us. And with that the issue of pure pressure conresand when it comes in, it definitely
does affect their behaviour and you will see thatyb that are done well, either
academically or on the sport field, the rest of thehool is saying it's sort of bullying
them. You should not perform you should be a loerfmrmer like us so that you can fit
in with us. And when you look at the girls, therg ihis myth that girls are more mature
than boys. And if you look at from the startingofn beginning of grade ten upwards, the
girls behaviour start changing drastically. Becausew everyone is looking at them
outside, now they are spending more time on beaimstead of what they are suppose to
and that also effect performance.

INTERVIEWER:Question 3: There is a difference between grade ten and ehehsmarner
performance and behaviour.

INTERVIEWEE: Yes definitely there is a difference. In gradentboth girls and boys
they still trying to figure out whether they stiltant to be kids or they want to be young
adults. But when they get to grade eleven the leasnstart thinking that | am now old
enough to make my own decisions but they don’'t iealthat those decisions must be
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responsible decisions and in that situation theehbviour also start changing, they can
revolve against the system or they can work witke tdystem.

INTERVIEWER: Question 4: | understand my learners’ non-verbal signals, Isuas
body language and facial expressions.

INTERVIEWEE: This you see quite a lot in teaching. You are E{ping a sentence and
you can look at the child’s face and the child, whthey sort of withdraws you can see
that that child wasn’t really get what | am sayingut when there is a glow in their eyes,
you can see know they understand what is going And if they sit back, body language
and they slang down, they are not interested.

INTERVIEWER: Do you think it is important to know the signals?..

INTERVIEWEE: Itis very important. And this is where we as td&rs pick up problems
with children’s. Sometimes you will think a childf you just look at a child, you will
think that the child is fine but behind that partiar child if you haven’t learned with
whom you are dealing with, the type of characteernhyou will not be able to pick it up
and will think the child is fine.

INTERVIEWER: Question 5: My attitude and emotions promote cognitive actiwiand
social awareness.

INTERVIEWEE: | read once attitude reflects leadership and if ahildren sees me with
a positive attitude toward language, a positiveitatde towards life already the children
start learning themselves with you where even ifuyoonstantly remind them to buy book,
read, read, read. They can see you are one perbhah neally cares about what they are
doing and pushing them in the right direction antdthat level they starts improving more
and more because they look at you, and | want tdike him, | want to be like her. So it
is very important that you as a teacher you also(indistinct) to the children.
INTERVIEWER:Question 6: Learners who exhibit social and emotional compeate, for
example; regular class attendance, completing dtig¢ and involvement in extra-
curricular activities, are more apt to be successftuschool...?

INTERVIEWEE: Yes and no.Yes in a sense that they are consyanttieir brains are
constantly functioning. Knowing in sense that sojuest do their stuff just to get of their
back, they don’t want to be in trouble, so what diky do, they just do it. But when you
look at quality versus quantity of the work thateth do, and then you will see the
difference. Social involvement, if it is positivactivities then it works for a child’s
success. But if you look at what we are doing, yoan look at different schools; there is
social involvement like gangs. What does that bririg brings negativity. And when we
look at competency it is not there. They are congrdgtin something but not something
that is going to steer them to be successful. Ifuylmok at social clubs like hockey,
because | am involved in hockey and athletics imattlituation that is positive for them.
INTERVIEWER: Question 7: The development of cognitive abilities at schoasl not
enough to equip learners for their roles in the lgddb community.

INTERVIEWEE: That is an interesting concept because when aptbrings the child
to school we say a school is there to develop aldhWwhat the education system has
about now is, it seems that one hand is not talkiomgthe other, the society versus what
happened at school is two different things. And dheve can blame all the stakeholders,
parents, involvement of parents and parents knowsahool, because a parent should
know what happens at school. And the school shobbdre an idea of what happens at
home or outside the school because so that we a&mpagre our kids or quick learners that
they can become global icons.

INTERVIEWER: Question 8: The learners needs and wants also requires aitvant
rather than focusing only on curriculum content bgidelivered.

INTERVIEWEE: Now here it is based for me on the fact that duyare a teacher in the
class and you know your children, you know x, y/like this are their need and this are
they wants. You first have to focus on what theyeds and then finish and then with their
wants.

INTERVIEWER: Thank you.

REC 10
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INTERVIEWER:Question 1: |, as a teacher am satisfied with the performaneed
behaviour of learners in Secondary Schools...?

INTERVIEWEE : To be honest, | am not satisfied with the perh@amce of my learners,
especially my grade tens. And you want me to greasons why | am not satisfied?
INTERVIEWER: Yes, you may.

INTERVIEWEE: Maybe the way that children were brought up iretbnvironment where
they live in, can play a role in this. The main tlgi is | think why | am not satisfied they
cannot behave themselves in the class. I've gotesevproblems with the learners in my
class. And as | say, | think the reason is can baybe the way they grew up at home,
social problems, or whatever, but discipline is themin thing that actually bothers me
and | cannot get through to them, like | wish | atey would like to.

INTERVIEWER: Will you say it is only discipline problems or ¢he are performance
problems as well...?

INTERVIEWEE: Both maybe, discipline problems as well as perfarme and | think the
one will lead to the other one. Because they do behave as they should in class and
that is why they cannot accept my lessons clear tmeh the time of evaluation then they
do not respond well in the examination, becauseytdéd not really did what | asked them
to do. What was the second one?

INTERVIEWER: Will you say there is a relationship between pemance and
discipline...?

INTERVIEWEE: Definitely, yes. There is.

INTERVIEWER: The one leads to the other one...?

INTERVIEWEE: The one leads to the other one. Obviously theyro@t perform as they
should, because this barrier of discipline, thisrthar of behaviour, they cannot. | want
them to perform, but due to this barrier which isw the discipline story, actually do not
allow them to perform so well. So there is like imkR between ... (intervene).
INTERVIEWER: A link...?

INTERVIEWEE: There is a link between the two of them. And thdre other thing, you
sit with a lot of children and from the primary satl they send the children just like
that. So you can’t. You don’'t have time to do oth#rings in order to get them on your
level. | don’t know, maybe it is something else.

INTERVIEWER: So history also plays a role...?

INTERVIEWEE: And then, sometimes | experience some childreme teason why they
can't behave themselves, they don’t have that foatnaln

INTERVIEWER: So what are you saying, they do not submit tohautty?

INTERVIEWEE: Ja, they do not submit to authority because theywto, in a way they
want to expose themselves. They know that theynmdnperform academically. Now they
want to disrupt the whole class.

INTERVIEWER: Can the adolescent’s face also play a role...?

INTERVIEWEE: Ja, adolescent face can also play a role. Theidifit stage he is in
now, he don’t know himself and now he must know hbavadapt and now the bully is also
in the class. So those things are playing a roldejfanitief. The adolescent stage also
play a role and | think the teacher must adapt hanel be aware that this child is in this
difficult stage, but sometimes the teacher is im&ito lose his temper forgetting that this
child is in a difficult stage you see.

INTERVIEWER: Question 2: There is a difference between male and female
performance behaviour and social adjustment. Do wa@ree or not..?

INTERVIEWEE: Ja partly, especially the sex story, a male andeadle. Do they ask
there is there a difference between, the behaviouthe two, the male and the female?
INTERVIEWER: Ja.

INTERVIEWEE: Ja, the female student is inclined to be more quirtclass. | would
think and experienced that also. And the boys, theglined to be more the learners that
cause problems in the class. | do not know why, butid experience that. Sometimes the
girl is the ladies, but mostly in your class, thadies are more quite. Do that answer your
guestion more or less?

INTERVIEWER:Question 3: | understand my learners’ none verbal signals, hsus
body language and facial expressions...?
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INTERVIEWEE: We as teachers do not understand that always, lamnkdink we really
should try to, when prepared ourselves our lessang,to understand that language, body
language. Ja, they really try to expose, expressnibelves by the ways of body language.
Is that now anger, then they acting their body imertain way or when they are frustrated
they do different things. They are making noisesanChat be part of body language?
INTERVIEWER: Yes that can, ja.

INTERVIEWEE: Or they just disrupt the class by eating bubblegumake a blow with
that bubblegum, and that thing. O, | hate that. &thhings they are making funny noises.
Ja, | don’t know what they actually want to bringe attention of the teacher, but that is
how they express themselves by means of, not badhyglage alone, a lot of actions, body
language yes. Such when you speak to him, he justThe other implication he bang the
door or he is fiddling there with his books on tkhlesk and then you as the teacher must
get the message that this child sent you now. sltaiways difficult to dealt with those
signals that they sent through, because you areawodre of what they

actually sent and | think the teacher must try te hware of those signals that the
children sent to the teacher. And then you must according to those signals. May be
you must act on a way that, | don’t know, can yoaysnot try not take notice or you must
take notice and then act according in order to geur discipline back again in the class.
INTERVIEWER: So you do agree that it is very important for thac to know and
understand the body language of learners...?

INTERVIEWEE: No definitely. Ja rerig. With a very big difference. If you sometimes
ignore those signals and languages, body languadnrs, it is important for you to be
aware, very aware of those body languages and digyrthat the children sent and of
course then it is very important for the teacher tmderstand those. And if well
understand you then will act in accordance to geul class a more, ja, a better class or
well discipline free. But the main thing that is pmrtant to know those languages.
INTERVIEWER:Question 4: | often use emotions to promote thinking and ctgue
activities in my class...?

INTERVIEWEE: The teacher now?

INTERVIEWER: Yes the teacher.

INTERVIEWEE: Yes. | don't understand that one.

INTERVIEWER: Do you show learners how you feel?

INTERVIEWEE : Exactly, ja. | see now. | understand now. Sdimes yes and | think
that is wrong for a teacher to show the learneratthou are very upset now or that you
are very unhappy or that you are very sad. One edgrece, | experienced one teacher was
actually crying in front of the children and thosdildren are without emotions. May be
the teachers come to the school in a bad mood dredcthildren pick it up like that. When
the children come to the school in a good mood, tteldren pick it up. So ja it is
important for the teacher to sent the right signatsthe learners and not to show, ja, |
think it is not good for the learners for the te&chto show his or her emotions to the
learners.

INTERVIEWER:Question 5: I am often in conflict with my colleagues and eth
authority figures...?

INTERVIEWEE : No | am not really in conflict with my colleagseand with the
principal. | do not think you need to be in cordfti with your colleagues and the
principal. And if there is a conflict, there musteba reason, but generally no. I am
actually never in conflict with my colleagues andyrmrincipal or senior persons.
INTERVIEWER:Question 6: The development of cognitive abilities at schoisl not
enough to equip learners for their roles in the lgddb community...?

INTERVIEWEE: Ja, | agree. The development of those cognitivevedepments is not
there. The child should be educated.

INTERVIEWER:Question 7: Learners who exhibit social and emotional competendor
example, regular class attendance, completing dtige and involvement in extra-
curricular activities are some are more apt to wecessful at school...?

INTERVIEWEE: Definitely. | have no doubt about that. | can giyou a lot of examples
or | can show you practical a lot of examples tosemr that one. A child had listen to
you, a child ... (indistinct) your task regularly, dh are active outside on the sport field,
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that behave himself in class. That child you wiléfdnitely see on the results. So a big
yes there. The child will, is, his performance whe much better than the other one.
INTERVIEWER:Question 8: The learners needs and wants, also requires aitdent
rather than focusing only on the curriculum contdreting delivered...?

INTERVIEWEE: So true, yes. Especially in subjects like life enitation. Just to break
away. Sometimes the principal put a person into rgeaof life orientation, just for the
sake of the time table. The life orientation teackhshould help there. If you, the teacher
really have sympathy and empathy for the child’sede, then that will help him a lot in
order to help with the academic performance and thker things. We really need to be
sensitive with his personal need and ja we are iimetl to forget about that, but that is |
think that is very true. We really need to focusom on the child’s needs and then the
child will also feel,maar jussie maarhe parent and the teacher is really listeningnie
and they try to help in my other needs like thinghich are good now in school, now are
the fulfilling skin, that is also need of the chiltthe hunger need. So yes and that help a
lot. You will be surprised the children come tohoml, they didn’t have something to eat
the previous night and the morning before they gostchool. That is also a need, that
they, | think now they attending to. The need ofthbhild, the hunger and the other needs.
Children are inclined to be very neglected at homwéeh their parents and you as the
teacher will see that and try to fulfill in that ed and that will really help you with the
discipline in school and with the academic performsa. And he will sense that you care
for him or her. So yes.

INTERVIEWER: Any other questions or any other remarks you wamtadd before we
close...?

INTERVIEWEE : The importance of life orientation, in the schoahey took away the
religion part, the physical education part, irresgoble and may be you can just mention
there at the higher level that maybe they must khim bring those things back and we
must re-concentrate more on the child’'s needs dtosd and why, a lot of why’'s that we
asked here at the school.

INTERVIEWER: Thank you.
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