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Abstract 

Emotion Coaching training delivered to UK schools and educational psychology services aims to 

provide a technique of interacting with individuals at times of heightened emotion (Gilbert et al., 

2021). Research has explored its use in several settings (Gilbert et al., 2018) and found benefits to 

developing emotional regulation in young people and positive outcomes for the well-being of 

practitioners. There is limited research exploring Emotion Coaching as an embedded approach 

within mainstream secondary settings from the perspective of the teachers.  

Using a relativist, social constructionist paradigm (Moon & Blackman, 2014), I explored four 

participant's (one current teacher and three previous teachers) experiences of implementing 

Emotion Coaching in their mainstream secondary schools. I used The Listening Guide (Gilligan & 

Eddy, 2021, Tolman & Head, 2021) to analyse data from the four 1:1 narrative interviews (McAdams, 

1997).  

The Listening Guide allowed for in-depth analysis of the participants’ stories, including reflections of 

their Emotion Coaching journey. There were intertwined plot-lines which contributed insights into 

the research questions and these are explored in the discussion. Participant stories highlighted the 

journeys needed to embed Emotion Coaching in their setting. They shared ideas of its flexibility but 

also talked about the difficulties of fitting Emotion Coaching in as an intervention. Their stories offer 

insights into what experiences are like for staff taking on Emotion Coaching as a new approach and 

add a new perspective to the support Educational Psychologists might need to consider. The 

limitations and implications were considered in relation to the implementation of Emotion Coaching 

approaches within mainstream secondary settings. 
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Chapter 1 – Introduction 

This research aimed to explore the experiences of secondary school teachers using Emotion 

Coaching in their setting. The intention was for their experiences to contribute to building 

knowledge of Emotion Coaching in UK schools, focussing on experiences once the approach had 

been embedded in the school.  

 

I was introduced to Emotion Coaching through attending the 2-day training course whilst in 

role as an Assistant Educational Psychologist. Through this training I reflected on my practice as a 

former secondary school teacher and how I felt I used some of the principles of Emotion Coaching in 

my work without being fully aware that is what I was doing. When talking to friends who were 

secondary school teachers, about Emotion Coaching, they struggled to see how it would fit into their 

role. Relationships can be hard to build in secondary school settings and they found it difficult to 

imagine how Emotion Coaching would work with, for example, a Year 9 Citizenship class who they 

saw only once a fortnight! This made me wonder how Emotion Coaching was understood and 

implemented in secondary school settings and through my thesis research I had the opportunity to 

explore the views of teachers. The more I found out about Emotion Coaching and attempted to use 

it with pupils, the more it felt like a way of responding that could be used with and by anyone. It was 

an approach that could be used by any staff with any pupils or adults at times of heightened 

emotion.  

 

As an Assistant Educational Psychologist I delivered training in Emotion Coaching to school 

staff but noticed the staff that tended to attend the training were more often from primary settings. 

Having a background working in secondary schools, I wondered what secondary school teachers 

thought of Emotion Coaching and how it fitted within their school and their personal ways of 

working.  
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1.2 Structure of the thesis 

Chapter 2 is presented in two parts; Part 1 is a Critical Literature Review of the research 

underlying the recent focus on developing Emotion Coaching as an approach in schools. It includes 

the construction of well-being, definitions of Social, Emotional and Mental Health needs and related 

legislation, behaviour policies and practices in school. Part 1 goes on to explore the influences of 

teacher-pupil relationships and emotional development in adolescence, justifying the interest in 

exploring Emotion Coaching within secondary settings. Part 2 of the Critical Literature Review more 

specifically explores research underlying Emotion Coaching and its implementation in UK schools. 

This chapter also explores the research into parenting that underlies Emotion Coaching as an 

approach to be developed to support young people.  

Chapter 3 is the Methodology explaining the rationale for this research. The critical literature 

review highlighted the lesser explored experiences of secondary school teachers using Emotion 

Coaching after at least a year of work to embed the approach. There was also an intention to gather 

in-depth experiences which led me to the choice of narrative interviews to carry out this research. 

Through the exploration of research methods I applied a socially constructed realist perspective 

(Moon & Blackman, 2014) and used the narrative interviewing method to gather the participants’ 

individual experiences through the stories they told. This section also explains the rationale and 

process of applying the Listening Guide (Gilligan & Eddy, 2021) to this research for analysing the 

participant’s stories.  

Chapter 4 is the Analysis; this explains the stages of The Listening Guide which was applied 

to each individual participant’s interview. The Analysis chapter has an individual section dedicated to 

each of the four participants. The idea of this format was to focus on each of the four individual 

narratives of Nicola, Lucy, Sarah and Connie1.  

 
1 The names of participants have been changed to maintain their anonymity throughout. I have chosen to give 
participants pseudonyms rather than refer to them with initials or numbers as I want them to be seen as 
complete individuals. Participants could choose their own pseudonym if they wanted to. 
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Chapter 5 is the Discussion; it brings together the experiences of the participants and any 

intertwining plot-lines. It draws together the stories with the research questions including how the 

participants’ experienced Emotion Coaching and how it has influenced how they see themselves in 

their role. The discussion then goes on to consider how the experiences of the participants could 

support the role of the Educational Psychologist in supporting schools to develop Emotion Coaching.  

Chapter 6 summarises the findings of this research, considers the strengths and limitations 

of the research and considerations of future avenues for the research. Emotion Coaching is a 

relational approach for responding to others at times of heightened emotion. Through this research 

it is evident that some staff in secondary schools understand the approach differently. The socially 

constructed approach the research takes helps it to stay open to the narratives of the participants 

and apply genuine curiosity in finding out more. The research allowed for participants to share their 

experiences openly, resulting in some interesting insights into how Emotion Coaching can be 

embedded into secondary school settings. It highlighted the difficulties staff can have in taking on 

the approach as secondary teachers, to the extent I was not fully aware of in my practice delivering 

training on Emotion Coaching. There are a number of considerations I think Educational 

Psychologists (EPs) could make when delivering Emotion Coaching to secondary settings so all staff 

feel empowered and supported in order to try the approach when working with young people.  
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Chapter 2 – Literature Review 

2.1 Part I 

2.1.1 Emotions in the Classroom 

Humans are constantly affected by emotions which provide the motivation to act so that the 

emotional state can be altered (Pekrun, 1992). The drive that humans have to respond to these 

feelings can be all-encompassing which means that in the classroom how one feels can motivate as 

well as draw attention away from the learning activity and the processes needed for it. This concept 

has been researched quite heavily in terms of test anxiety and the effect this anxiety can have on 

performance. Pekrun (1992) concluded that if there is an influence of test anxiety on performance 

then it would follow that other moods can affect any and all aspects of attention, cognitive 

processes, motivation and memory. Schutz and Lanehart (2002) support Pekrun with their view of 

the significance emotions have to learning and the need for educators to consider them in their role 

in the classroom. Pekrun et al (2017) summarised that moods “…have the potential to shape the way 

in which students engage in learning and teachers engage in teaching” (pg 6). Pekrun (1992) also 

suggests that in order to motivate pupils, emotional and self-regulation is a contributing factor which 

warrants further investigation of approaches to support its development in schools. Greene (2017) 

also highlighted the role that teachers had in supporting self-regulation and Katsantonis (2023) 

shared the benefits being a self-regulated learner had on academic outcomes. There is evidence to 

suggest the influences that emotions have in the classroom, however, there are limitations to this 

research and whether there are actionable implications for teachers is unclear (Lauermann & Butler, 

2021). Through the literature review, this research explores the role of emotions in the classroom 

and the concepts of well-being. It goes on to explore Emotion Coaching as a way to develop pupil 

emotional regulation and the experiences teachers have of its impact on their pupils.  

 

2.1.1.1 The role of teachers in student regulation 
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Not only can it be argued that teachers have a role in the self and emotional regulation of 

their students (Pekrun, et al, 2017, Fried, 2011) but their own emotions in the classroom and their 

emotional regulation is also a contributing factor. Hagenauer et al, (2015) explored the emotions of 

teachers and how they were influenced by the behaviour of students and teacher-student 

relationships (T-SRs). They found that T-SRs have a key role to play in how teacher’s feel in the 

classroom, in particular feelings of joy and anxiety. Hagenauer et al, (2015) also found that 

engagement of students was a significant factor in the emotions of teachers. Franzel et al (2018) 

found that the perception of genuine teacher enthusiasm had a positive impact on student 

engagement in class. A common view within teaching, particularly amongst secondary school 

teachers is “don’t smile until December” (Vomund & Miller, 2022). Despite much research to suggest 

this approach is not necessary (Vomund & Miller, 2022), and for some students can be detrimental, 

this myth continues, making some T-SRs challenging and leading to emotional dysregulation of 

students and teachers. This myth implies to teachers that emotion in the classroom is not 

appropriate, but Pekrun (1992, 2017) would argue that emotions are significant in the processes 

needed for learning. Fried (2011) also discussed the idea that teachers believe they have to hide or 

down-play their emotions to their students. It could be argued that the idea of removing emotion 

from the classroom is detrimental to the learning of students and the well-being of the teacher. This 

would therefore suggest that there is a potential benefit in exploring strategies that can support 

teachers to show their emotions in class as well as appropriately model emotional regulation 

strategies for their students and guide them in emotional regulation (Fried, 2011), not only for their 

learning, but also their emotional well-being.  

 

2.1.2 Construction of “Well-being”2 

 
2 Throughout the thesis I will refer to well-being with a hyphen, unless it is directly quoted without a hyphen or 
as one word in referenced texts.  
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The way society frames and understands mental health and well-being has changed 

significantly in the last few decades. This has led to the closure of asylums, the use of community 

support, and the teaching of mental health and well-being in schools. Changes to the ways mental 

health is treated, and the terms used to explain it have become more inclusive and supportive 

(Pilgrim, 2019). Ereaut and Whiting (2008) suggest well-being is a socially constructed term which 

has different meanings dependent on context and across time. They also argued the change to the 

term “well-being” was an indicator of trends in western societies moving away from a purely 

medicalised model incorporating ideas and theory from Psychology (Eraut & Whiting, 2008). Pilgrim 

(2019) explains well-being as a “psychosocial phenomenon” with a range of overlapping views 

around the concepts of well-being and the pursuit of happiness. Despite the differences in 

explanation and philosophy which come with the debate around the term “well-being”, it could be 

argued they all share the common idea that it is positive or related to a positive pursuit of happiness 

or self-development. This understanding of well-being and related terms like mental health, has an 

effect on how society and government policies dictate how to support these areas. This has then led 

to changes to school curricula, incorporating whole school support around mental health and well-

being aiming to equip young people3 with the skills needed in order to pursue their happiness as 

adults. One approach that has been used in schools to support pupil well-being and emotional 

development is Emotion Coaching, which I will be discussing further as the main area of exploration 

in this research.  

 

2.1.3 Social Construction of “well-being” 

The socially constructed nature of the term “well-being” has implications for the type of 

support offered by local and national services and in government policies. O’Hare (2020) argues the 

term “well-being” and its suggested links with a journey of self-development towards happiness is 

reductionist and determinist. This could imply that if someone is not happy or has low levels of well-

 
3 Except for direct referenced quotes, from this point on I will use the term ‘young people’ to refer to all 
children and young people. 
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being, they have caused that themselves through a lack of self-development (O’Hare, 2020). 

Ecclestone (2007) adds that education policy highlighting the issues of well-being could be creating 

the expectation of the need for support and therefore increasing reports of low well-being. Faulkes 

and Andrews (2023) argue that whilst the increased awareness of mental health may be leading to 

more accurate reporting, it could also be leading to increased interpretation of milder concerns as 

more serious mental health problems. These types of policy and teachings, Ecclestone (2007) argues, 

normalise the use of therapeutic intervention which could reinforce the narrative of the “diminished 

self” and may have the same moral and ethical difficulties that traditional labels of psychopathology 

and IQ had on expectations of achievement. Whilst it can be argued that positive ways of thinking 

about well-being are helpful for society, it is important to consider the construction of these terms 

and the potential issues with seeing individuals and groups in society in this way. Based on these 

factors and research it could follow that there needs to be a focus more on emotional development 

to support well-being through ways of working in schools rather than more specific interventions 

(Craig, 2007). As discussed later in this review, Emotion Coaching could be a technique that would 

help staff and pupils, whilst not explicitly labelling mental health or well-being issues (Ecclestone, 

2007, Faulkes & Andrews, 2023). 

 

2.1.4 Definitions of SEMH 

Well-being is a commonly used term which relates to everyone; adults and young people. 

More specifically in terms of education and Special Educational Needs (SEN), well-being comes 

within the category of “Social, Emotional and Mental Health” (SEMH). SEMH was introduced in the 

2014 Special Educational Needs Code of Practice (Department for Education & Department of 

Health, 2015). The code of Practice describes SEMH as: 

 

4“Children and young people may experience a wide range of social and emotional difficulties 

which manifest themselves in many ways. These may include becoming withdrawn or 

 
4 Direct quotes from literature are presented in italics and are appropriately referenced. 
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isolated, as well as displaying challenging, disruptive, or disturbing behaviour. These 

behaviours may reflect underlying mental health difficulties such as anxiety or depression, 

self-harming, substance misuse, eating disorders or physical symptoms that are medically 

unexplained. Other children and young people may have disorders such as attention deficit 

disorder, attention deficit hyperactive disorder or attachment disorder.” 

 (Paragraph 6.32, Page 98, DfE & DoH, 2015). 

 

The SEMH category replaced the previous term “Behavioural, Social and Emotional Difficulties” 

(BESD) (Department for Education and Skills (DfES), 2001):  

 

“Children and young people who demonstrate features of emotional and behavioural 

difficulties, who are withdrawn or isolated, disruptive and disturbing, hyperactive and lack 

concentration; those with immature social skills; and those presenting challenging 

behaviours arising from other complex special needs, may require help or counselling…” 

(Paragraph 7:60, Page 87, DfES, 2001). 

 

The change in definition indicates a very subtle difference in how these areas of need are 

understood. For example “may experience” vs “demonstrate”, and the additional explanation in the 

SEMH definition of “may reflect underlying mental health difficulties” could suggest a shift to the 

understanding of there being more behind the behaviour that is being observed. Martin-Denham, 

(2021) argues this new definition and guidance encourages schools to delve deeper into the 

underlying reasons for behaviour.  This change could also be linked to the increased perception that 

behaviour is a form of communication which can indicate an underlying need (Unlocking Potential 

(UP), 2021). This changed understanding of SEMH needs and relevant government guidance links 

with the growing school initiatives around emotional and social development and mental health 

within whole school work on well-being.  
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2.1.5 SEN Legislation and Mental Health Green Paper 

The Mental Health Green Paper released in 2017 stated it was “…our collective duty to 

ensure that we take action to promote and protect the mental well-being of our children and young 

people “ pg. 6 (Department of Health and Department for Education, 2017). This paper made 

recommendations for measures to support mental health and well-being in schools. There have 

been several Mental Health Support Team Trailblazer (MHST) projects in different Local Authorities 

which have taken a variety of approaches to improve access to support for young people 

(Department of Health and Department for Education, 2017). In some Local Authorities, these 

projects have included the use of Emotion Coaching as an approach to support young people as part 

of a whole school response to SEMH and well-being. In some areas this initiative was supported by 

Educational Psychology services (Ellins, et al. 2023). This has been a substantial set of projects 

involving considerable funding from the government (Department of Health and Department for 

Education, 2017). Due to the nature and timeline of this initiative, evaluation work is in its early 

stages and has been affected, at least partially, by the COVID pandemic. Ellins, et al, (2023) have 

provided some early evaluation of the Trailblazer projects. Through surveys, interviews and focus 

groups they found that education settings valued the support for mental health and well-being, and 

early positive outcomes showed increases in staff confidence and faster access to advice. Despite 

evidence of the Trailblazer projects making progress towards their original aims, some concerns 

included that the help was not always suitable for all young people and the feeling there was more 

emphasis on individual support rather than whole school approaches. Ellins et al (2023), gathered 

positive feedback about the projects and were able to make suggestions for how the projects could 

continue to move forward successfully. It is possible that due to MHSTs often sitting in NHS Trusts, 

there has been arguably more of a focus on individual level support which was something 

highlighted by the results in Ellins, et al. (2023) evaluation. This suggests a potential next step for the 

trailblazer is to focus on whole school approaches. This is something that EPs are well placed to 

support, and have been supportive of already Ellins et al., (2023), but may need more strategic 

discussion to be more effective. There also might need to be consideration of the right kind of 
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support for settings; research into potential whole school approaches is therefore timely and is at 

least part of the motivation for exploring Emotion Coaching in this research.  

 

2.1.5.1 Discussion of Ellins et al., (2023).  

Evaluation of the MHST Trailblazer projects was greatly affected by the COVID pandemic. Not only 

did this have an effect on the delivery of these projects in recent years (March 2020 – December 

2021) but it also has had effect on the well-being of all people. The measures in place due to the 

pandemic resulted in young people in the UK missing time in education which greatly influenced 

their learning as well as their other areas of development. This had a big impact on the well-being of 

many young people as well as the well-being of those around them and in their home (Winter & 

Lavis, 2021). The long-term effects of the pandemic on well-being and development of young people 

is going to take a lot of time and resources to understand and support (Winter & Lavis, 2021). This 

means that despite the evidence already gathered evaluating the Trailblazer Projects, it is difficult to 

identify the factors specific to the outcomes of the projects. Ellins et al (2023) highlight themselves 

that they had a very low survey response, they did make some suggestions of whether the projects 

were meeting their aims, but their conclusions were based on very low numbers. Whilst I think the 

report from Ellins, et al. (2023) does give some helpful indications of how the projects are 

developing and their next steps. Its conclusions and applicability are limited in terms of overall 

evaluation of the MHST Trailblazer due to the low response rate and implications of the pandemic.  

 

2.1.6 SEMH Support in Schools 

There is a range of guidance available to schools to support the planning of strategies and 

approaches for SEMH needs and well-being. However, this is predominately guidance, it is therefore 

up to individual schools or academy chains to decide on the specific strategies and approaches they 

want to implement. This results in a high level of variability between settings and is determined by 

the philosophies and ethos of the school and senior leaders. Within this guidance, there is somewhat 
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of a distinction between SEMH as a special educational need and “behaviour” needs. To support 

schools with their SEMH provision, various Local Authorities have developed their graduated 

response documents, and guidance around quality first teaching to support SEMH needs. Whether 

schools implement these suggested strategies continues to be determined by the schools 

themselves and is not something mandated by the government or Local Authorities. The Education 

Endowment Foundation has also provided guidance for supporting SEN in mainstream and for 

“improving behaviour” which both include aspects explicitly or implicitly related to SEMH needs. 

Davies and Henderson (2020) suggest schools “promote positive relationships, active engagement, 

and wellbeing for all pupils”, “schools should aim to understand individual pupil’s learning needs” pg 

8. Rhodes and Long (2019) suggest “Every pupil should have a supportive relationship with a member 

of school staff”, and “Teaching learning behaviours will reduce the need to manage misbehaviour” pg 

6. Schools have a responsibility to meet the needs of all pupils including those with identified SEMH 

needs (Department for Education, 2018). These guidance documents are useful and are able to 

make appropriate suggestions, but results in settings are variable as they do not specify what 

strategies to implement and how. 

 

2.1.7 Whole School SEMH support 

As SEMH needs are included as part of the code of practice for SEN, Educational 

Psychologists work with schools to implement a graduated response to SEMH support and through 

statutory advice. In some areas EPs have also been involved in the MHST Trailblazer projects. Weare 

(2015) developed a framework for promoting social and emotional well-being in schools. This 

document summarised review information about what works to support young people with SEMH 

needs, present and future, and sets out principles for approaches to be taken in schools. This 

framework highlighted the need for approaches to be “whole school” so there is a joined-up genuine 

approach to consistently supporting young people. As part of Weare’s whole school approach, there 

should also be the promotion of the well-being of staff and pupils. Weare (2015) advocates for staff 



 

 

20 

development to be promoted and encouraged, including support around risk and resilience factors 

and supporting pupils through predictable change. Weare (2015) also highlights the need for a “long-

term approach” to supporting the SEMH needs of young people as it is not something which has a 

“quick fix”. It also needs to be an approach to help in the moment and to help prepare young people 

for adulthood. It requires a long-term approach for long-term positive outcomes. Whilst this is 

important for schools to understand, it can be difficult for them to implement whole-school 

approaches for SEMH needs. The benefits from potential SEMH needs approaches are not quickly 

felt in changes to behaviour, or data that schools are monitored on.  The fact that changes to policy 

might not quickly result in change to behaviour, means that school staff can struggle to maintain 

their motivation to engage fully with new approaches. This can be additionally challenging when it 

feels as though these new approaches are in conflict with their previous ways of working. 

 

2.1.8 School Behaviour Policies 

As previously discussed, it is up to schools how they interpret the guidance on supporting 

young people with SEN, including SEMH needs. Schools can implement suggestions in-line with their 

existing policies or can make decisions to change school policies to incorporate new approaches. 

Traditionally, school policies have focused on “behaviour management” and there is a lot of 

literature and guidance around the use of “behaviourist” based policies. They typically aim to 

manage pupil behaviour through rewards and sanctions (Department for Education, 2022). Within 

these school policies there is the expectation that school staff should make reasonable adjustments 

for all SEN (Department for Education, 2022). However, the guidance for reasonable adjustment for 

those with SEMH needs varies across schools due to the fact, as mentioned above, that it is guidance 

rather than mandated policy. Through understanding of the limitations of behaviour management 

policies, some schools have chosen to put relationship based or attachment aware behaviour 

regulation policies in place (Brighton & Hove City Council, 2018). These types of policies have 

attempted to change the emphasis of explanation for behaviour. They often incorporate the 
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understanding of behaviour as communication, the importance of relationships between pupils and 

staff, and the use of tools like Emotion Coaching to support social and emotional development. 

These relationship-based policies attempt to support the young person’s regulation system by 

soothing and calming their brain and body to be more receptive to school rules and more able to 

problem-solve effectively and independently. Schools can adopt different policies, but the policy can 

often dictate potential approaches which can be used and the ethos of the school. It can be 

challenging for staff to change practice or work differently when they feel they are going against 

school policy.  

 

2.1.9 Relationships in School 

Relationships between pupils and teachers in school has been explored through research 

and is written into SEMH guidance; Rhodes and Long (2019) and Davies and Henderson, (2020) 

suggest the promotion of positive and supportive relationships between staff and pupils. A review by 

McLaughlin and Clarke (2010) concluded that despite the importance put on relationships within 

schools, the relationships between teachers and pupils is a very underdeveloped area of research. In 

the 133 studies McLaughlin & Clarke reviewed they concluded an individual’s connections in school 

have a significant influence in the shaping of school engagement. They also found that all pupils 

could benefit from positive relationships with adults in schools, especially those pupils who are 

considered to be vulnerable. They argue that to support the well-being of young people in school 

there needs to be a focus on the development of supportive positive relationships with staff. They 

also linked this to Bowlby (1988) and concluded that “emotional connection to individuals within the 

school, including peers and teachers, is fundamental to the sense of connectedness” (pg 100), this 

connectedness and belonging linked with better academic and well-being outcomes. Johnson (2008) 

carried out research into student views of teacher-student relationships and concluded that “local 

and everyday interactions have a significant impact on students’ well-being” page 395. Relationships 

with teachers are significant and influential for students, and they are included in guidance to 
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support the SEMH approaches of schools. However, again, this is guidance and there is little detail 

added to these guidance documents around how to develop relationships with young people in 

secondary schools. Relationships are also a key part of Emotion Coaching including the need to 

attune, empathise and co-regulate with young people (Gilbert et al., 2021). Emotion Coaching could 

offer staff an approach that enables them to develop their relationships with their pupils. 

 

2.1.10 Emotional Development in Adolescence 

An integral aspect of SEMH is emotional development. When considering emotional 

development during adolescence, there is a significant amount of change within the whole being. 

Young people develop in all areas, including socially, cognitively and physically, all of which has an 

effect on their emotional development. Childhood is a significant time for brain development, 

particularly adolescence. Arain et al., (2013) describe adolescence as “one of the more dynamic 

events of human growth and development, second only to infancy in terms of the rate of 

developmental changes that can occur with the brain” pg 451, (Arain, et al., 2013). Arguably, not 

only is there this significant development in the brain as discussed by Arain, et al., but also the whole 

body, all of which has an impact on emotional development and the other areas. Research has 

shown a large amount of growth and change takes place during adolescence and implies the 

importance of support at this time. This suggests there is a significant potential for supporting young 

people to develop self-regulation and emotional management moving on to developing their meta-

emotional understanding, which Colley and Cooper (2017) argue are included in the 5 key 

competencies of emotional development. Not only does our increased understanding of 

development imply the importance of appropriate support and guidance in adolescence but it also 

implies that young people who have struggled with their emotional development have a great 

capacity to develop new skills during secondary school. With this potential for development and 

criticism of specific interventions for mental health (Craig, 2007), Emotion Coaching has the 
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potential as a tool which could be used by staff in secondary settings to support emotional 

development as well as impacting on other areas of development. 

 

2.1.11 Neuroessentialism 

O’Hare (2020) and Schultz (2018) have critiqued the recent focus on brain development and 

neurological research. They and other researchers have argued that heavily relying on the biological 

aspects of the survival mechanisms and brain development as an explanation of behaviour is 

neuroessentialist. It is arguably reductionist and can lead individuals and those working with them to 

assume the person has little to no control over their actions. This can reduce the autonomy of the 

individual and those around them. Whilst there is a need to be cautious with the neurological 

evidence there is still good grounding for the amount of, and need for, supporting emotional 

development in childhood and adolescence. O’Hare (2020) argues we can still build on these 

principles, but suggests the emphasis can be adjusted. He would advocate for less of a focus or 

reliance on these biological explanations for behaviour, so individuals are empowered and not 

limited by perceived biological influences. Whilst Emotion Coaching training does include a 

neurological basis (as discussed below) the emphasis placed on its importance can be open to 

interpretation and it is not the only element to consider. As argued by Arian et al., (2013), there is 

still a lot of potential for emotional development to be supported in adolescence through whole 

school strategies; Emotion Coaching is proposed as a possible strategy that can contribute to that 

development.  

 

2.2 Part II Emotion Coaching  

2.2.1 Emotion Coaching origins 

Emotion Coaching is a technique which has been adapted and made popular as a strategy in 

UK schools by Emotion Coaching UK (ECUK). It is based on the work of Gottman, which explored the 

way parents react to their children in times of heightened emotion (Gottman & Declaire, 
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1997).  Gottman and colleagues undertook interviews with parents, tracked the physiological 

responses of children, carried out observations, and tracked child development. In analysis, Gottman 

et al., (1997) identified two broad categories of naturally occurring parenting styles: “those who give 

their children guidance about the world of emotion and those who don’t” (Gottman & Declaire, 1997, 

pg. 21). The characteristics which were identified were grouped into four categories of parenting; 

dismissing, disapproving, laissez-faire, and Emotion Coaching (Gottman et al., 1996). The outcomes 

of the different styles on children included difficulties regulating emotions and feeling there is 

something wrong with how they feel. This was compared with those who experienced Emotion 

Coaching, who showed the ability to regulate their emotions, trust their feelings, and solve problems 

(The Gottman Institute, 2014). Gottman et al.’s (1996, 1997) research showed there were positive 

long-term outcomes to using Emotion Coaching in that these children were more likely to achieve in 

school, have more friends, have fewer problems with behaviour and physical illnesses, and be more 

resilient. Gottman et al.’s (1996, 1997) research around Emotion Coaching was based heavily on self-

report data and interviews with participants which has its limitations. Cowan (1996) has argued that 

through looking into the data in Gottman et al.’s (1996, 1997) work, the methods for data collection 

were robust, included a range of measures, and were compared to data from multiple sources. 

Based on this range of research, Emotion Coaching was adapted into a parenting approach that 

could be developed by parents resulting in positive outcomes (Gottman & Declaire, 1997). 

 

2.2.2 Construct Definition of Emotion Coaching  

 There is a lot of literature that explains elements of Emotion Coaching, related strategies, 

steps and its theoretical basis. Through this literature review these different elements will be 

considered. For the benefit of the reader and based on the reading completed as part of this 

literature review I have composed a definition of Emotion Coaching as it will be understood within 

this research. Emotion Coaching is an adaptive technique of communicating which aims to coach 

individuals through times of heightened emotion, to support them in the moment, as well as work 
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towards developing their ability to emotionally regulate. This is based on an ethos of attunement 

and empathy as well as the steps explained below (Gilbert, et al, 2021). Emotion Coaching can be 

used with children, young people and adults during times of heightened emotion when someone is 

dysregulated (Gilbert, 2017, Gilbert, et al, 2021, Gus, et al, 2015). 

 

2.2.3 Emotion Coaching in Schools 

As a parenting technique, Emotion Coaching has led to positive outcomes, it has also been 

adapted into a technique for practitioners working with young people. It is argued this could give 

young people who have never been emotion coached the opportunity to develop these skills. In 

2011 Emotion Coaching UK introduced Emotion Coaching as a technique which could be used by 

staff in school settings and carried out several research pilot projects exploring the use of Emotion 

Coaching in education settings in the UK. ECUK adapted the stages of Emotion Coaching as follows: 

1. Recognising, empathising, and soothing to calm. 

2. Validating the feelings and labelling. 

3. Setting limits on behaviour. 

4. Problem-solving with the young person. (Gilbert, et al 2021) 

These steps are designed to be done in order, with 1 and 2 being the most important and steps 3 

and 4 to follow if needed, at a time when the young person is ready to engage with problem-solving. 

School staff have been trained to understand and practise these steps along with explanation and 

research around empathy, neuropsychology explaining brain development and survival responses, 

as well as an emphasis on practitioner meta-cognition, with staff needing to be regulated to support 

their pupils (Gilbert et al, 2021). Arguably, as this technique was based on a naturally occurring 

parenting style, it is likely the technique will feel more comfortable to some practitioners than 

others (Gilbert, 2018). 
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2.2.4 Underlying Theory 

Emotion Coaching as an approach developed by ECUK draws on a range of different 

psychological theories. The training devised by ECUK incorporates both explicitly and implicitly, a 

number of theories. 

• Neurological basis and Polyvagal Theory (Porges, (2006), Lieberman (2013), Gilbert et al., 

(2021) and O’Hare, (2020)). 

• Attachment and theory of relationships (Bomber (2007), Bowlby (1988) 

• Ecological Systems (Bronfenbrenner, 1979)  

• Mediated Learning and Zones of Proximal Development, (Vygotsky (Moll & Whitmore, 

2013)) 

• Social Learning theory and modelling, (Gonzalez-DeHass & Willems, 2012) 

Gus, et al. (2015) explain Emotion Coaching “reflects a bio-psycho-social model for universal well-

being” pg 31. Despite inclusion of the neurological basis of Emotion Coaching and its links with vagal 

tone and the survival response, Gus et al. (2015) explain that Emotion Coaching affects a range of 

elements working together to give young people skills for emotional, social and resilient behaviours. 

As referred to above it is based on psychology from a range of areas, not just neurological. It also 

highlights the importance of relationships along with these other theories to support emotional 

development.  

 

2.2.5 Emotion Coaching as an adaptive technique 

Emotion Coaching was intended to be a flexible and adaptable approach which could be 

tailored to what was appropriate for an individual young person. Gilbert (2017) explains Emotion 

Coaching as a technique and an approach, “a way of being and a way of becoming” pg 255, which 

can be used in daily interactions with young people, and adults. When reflecting on my practice, I 

can see that for pupils I had a relationship with, I naturally used an Emotion Coaching type response 

at times of heightened emotion. What has been highlighted as important is the emphasis on 
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empathy, and for some young people, this can be all that is needed to regulate and calm the 

situation which then leads to problem-solving (Gilbert, et al. 2021). Emotion Coaching is an “in-the-

moment strategy to help manage and calm children’s difficult emotions as well as an approach to 

support the development of emotional regulation” Pg. 50 (Gilbert, et al. 2021). Emotion Coaching is 

argued to be different from other SEMH approaches or formal interventions, acknowledging that 

formal interventions can be detrimental (Craig, 2007). I think understanding the philosophy of 

Emotion Coaching as an “in-the-moment” tool works to support holistic emotional development 

rather than being seen as a Mental Health intervention which could have its limitations and negative 

outcomes (Foulkes and Andrews, 2023). 

 

2.2.6 Emotion Coaching as a universal strategy 

In an article, Gus, et al. (2015) justify Emotion Coaching as an approach that could be a 

universal strategy “supporting sustainable emotional and behavioural well-being” pg31 (Gus et al. 

2015). Gus et al. argue Emotion Coaching supports the development of relationships between young 

people and adults. This is done through attunement with young people, adults having an 

understanding of their emotions through their meta-emotion philosophy, and understanding the 

effects of biological and neurological mechanisms. Gus et al. (2015) explains that Emotion Coaching 

is based on “the principle that nurturing and emotionally supportive relationships provide optimal 

contexts for the promotion of children’s outcomes and resilience” page 36. Through the supportive 

nurturing relationship with adults, young people develop understanding of their emotions and 

through co-regulation learn how to emotionally regulate. Based on this, Gus, et al. (2015), believe 

educational professionals could benefit from using Emotion Coaching as a universal approach within 

schools. This “integrative tool” (pg 31, Gus et al. 2015) helps to develop adult-child relationships 

which then improves their emotional well-being. They argue that it is not only a technique for 

working with young people but also a way of working or an ethos which can be used to approach 

and understand emotions and emotional development for all. 
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2.2.7 The evidence base for Emotion Coaching  

Gus, et al. (2015) outline the evidence base for Emotion Coaching; they highlight a range of 

research which has been carried out in America, Australia, and the UK. This research has included 

working with practitioners to develop their use of Emotion Coaching in their settings. They 

summarise a range of benefits for young people in terms of improving psychological functioning, 

supporting the ability to self-regulate, improving professional practice, and improving adult self-

regulation. Rose, et al. (2015) carried out a pilot study in the UK taking place over 2 years. 

Practitioners were recruited from early years, school, and youth centre settings in a disadvantaged 

rural town. Participants were given training in the approach and were involved in an action research 

phase for one year including support via network meetings to embed the approach. Pre- and post-

training questionnaires assessed a range of measures, including changes in meta-emotion 

philosophy, and impact on practice. There were opportunities to take part in focus groups and data 

was collected from settings around the numbers of exclusions and pupil rewards. Findings were 

consistent with previous research on Emotion Coaching including increased emotional regulation for 

adults and enhanced social relationships with young people. They found a reduction in disruptive 

behaviour and a positive impact on the regulation of behaviour amongst young people across the 

different settings. They also found Emotion Coaching helped to promote the social and emotional 

development of young people and helped practitioners develop more effective relationships (Rose, 

et al. 2015).  Consistent with Rose et al. (2015), in their recent research, Romney, et al. (2022) found 

key facilitators in primary mainstream settings included consistent changes to the whole school 

ethos, and a senior leadership team who were involved in the process. The pressure on staff and 

time constraints within the school expectations were key barriers to implementing Emotion 

Coaching. Participants also highlighted the benefits they found with using Emotion Coaching for their 

pupils and on practitioners feeling they better understood their pupils.  
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2.2.8 Research on Implementing Emotion Coaching Techniques in Schools  

Research into the use of Emotion Coaching in Schools has found that it has a positive impact on 

young people and adults. Gilbert (2017), Rose, et al. (2015), and Gilbert et al. (2018), Gilbert, et al. 

(2021) and Romney, et al. (2022) found that the use of Emotion Coaching: 

• supported regulation and increased young people’s ability to take ownership of behaviour. 

• enabled pupils to better understand emotions and to calm down. 

• resulted in more sensitive practitioners who were more aware of the needs of the young 

people they worked with. 

• resulted in more consistent approaches to behaviour. 

• supported practitioners to feel as though they were more “in control” when working with 

young people during incidents. 

• helped develop trusting relationships between staff and pupils. 

• improved academic outcomes. 

These outcomes are consistent with those found by Gottman et al. (1997) and the outcomes of 

parents using Emotion Coaching with their children. This also aligns with research on the skills young 

people need to develop to promote social and emotional well-being and mental health outlined by 

Weare (2015). Not only does this add evidence for the use of Emotion Coaching with young people 

but it also provides a clear technique schools could implement to meet the aim of consistent and 

long-term approaches and interventions to support SEMH needs. 

 

2.2.9 Gilbert 2017 Practitioner experiences 

For her doctoral thesis Gilbert used Constructivist Grounded Theory to explore Emotion 

Coaching, through exploring practitioner experiences of Emotion Coaching with participants 

recruited from the Melksham 0-19 Resiliency Pilot Project (MRP) by Rose, et al. (2015). Amongst the 

21 participants, 3 were from secondary settings. Gilbert carried out semi-structured intensive 

interviews. All participants had attended the Emotion Coaching training Gilbert had led within the 
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MRP project. Gilbert outlines the impact of “emotional identities” and how they can contribute to an 

individual’s acceptance of Emotion Coaching and how they understand emotions related to the 

classroom. Gilbert identified emotion identities (Emotion Coaching: Receptive, Undecided and 

Unreceptive), which seemed to align in some form with styles identified by Gottman et al. (1997). 

The emotion identity gave an indication of how Emotion Coaching would be implemented in their 

work. She identified a “positive feedback loop” (pg 232) in the development of Emotion Coaching 

practice. This described the finding that experiencing successful Emotion Coaching reaffirmed the 

use of Emotion Coaching and so encouraged continued use. Gilbert (2017) also described a 

“spectrum of Emotion Coaching use” (pg 12) that depended on the embodied emotional identity and 

receptiveness of the practitioner.  

 

2.2.10 Criticisms of Emotion Coaching 

There are strengths and limitations to the theories which underlie Emotion Coaching 

particularly including limitations of attachment theory (Slater, 2007), and issues of neuroessentialism 

(O’Hare, 2020). However, I feel the limitations of the underlying theories do not limit the efficacy of 

using Emotion Coaching in school settings. It is based on a naturally occurring parenting style and 

therefore some individuals are experiencing and using it already (Gilbert, 2017). There are also 

several studies from around the world showing positive outcomes for those experiencing Emotion 

Coaching. Rose, et al. (2015) have identified limitations to their research, for example, their 2015 

pilot study, using similar methods as other research exploring Emotion Coaching; was a small-scale 

study in a specific demographic area for a relatively short period (Gilbert, 2017). Similar to other 

research into the area, the researchers delivered the training in Emotion Coaching as well as the 

follow-up support and then were involved in evaluating this input (Gilbert, 2017). This has meant 

that they were interviewing or delivering questionnaires to individuals who they had relationships 

with through their input to implement the approach. Arguably this can mean that there is the 

potential for bias not only in interpreting the results which Gilbert acknowledges might have 

influenced the outcomes. It also could lead to responses from the participants being overly positive 



 

 

31 

as Gilbert delivered the training to them. Her having these training relationships with her 

participants could have resulted in them wanting to give her positive feedback. There is also the 

possibility that those who had found the training and implementation positive were the ones who 

volunteered to take part, again potentially resulting in the feedback to be more positive than might 

have been received from alternative participants.    

 

2.2.10.1 Considerations of the long-term embedding of new approaches.  

Research into Emotion Coaching has tended to focus on the implementation of the approach 

after training (Gilbert, 2017, Romney, et al. 2022 and Rose, et al. 2015). There is a relative gap in the 

research exploring the longer-term effects of the approach being embedded within a setting. It is 

possible therefore that responses in previous research have been positive due to the timing of 

evaluation as well as the fact that the approach was still quite novel to staff and they were feeling 

motivated to continue with it. Schools work on their yearly cycles and often change takes a few 

cycles to feel fully embedded within a school setting. The way that schools work therefore means 

that new initiatives or approaches can take a couple of years to embed fully across the school.  Not 

only could there be a difference in response looking into Emotion Coaching long-term, but there is 

also a big difference in comparing educational settings. Secondary schools are often very large, they 

are often much bigger than primary settings with a lot more staff. This also can mean a high number 

of staff turnover. These factors within secondary settings can mean that it is very challenging to 

implement new approaches long-term without a lot of work and focus to do so. Exploring research 

into Emotion Coaching there is limited information about how secondary settings have continued 

with the new approach and have successfully embedded it into practice. In order to ensure that 

Emotion Coaching is appropriately embedded into secondary settings we need to explore the 

experiences of staff within secondary schools and if needed work towards addressing barriers to its 

implementation and evaluate the efficacy of its use.  
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2.2.11 Conclusions 

Based on what was presented through the critical literature review, I think there is a need to 

add evidence of Emotion Coaching use in secondary schools due to there being more research of its 

use in primary, early years and specialist settings. Whilst research such as Gilbert, (2017) have 

included secondary school practitioners they were in the minority compared to other participants. 

There is evidence suggesting the developmental significance of adolescence and the potential for 

practitioners in managing and modelling relationships in secondary settings (Arain, et al 2013). 

Emotion Coaching could have potential for supporting with this development in secondary settings 

and therefore research related to this approach in secondary schools could add a significant 

contribution to evidence-based provision. There is a need for universal and adaptable approaches 

which support emotional and social development through and alongside relationships in secondary 

schools. It is understood that typically, transition to secondary school is a challenge for a lot of young 

people, with a lot of support focused on the transition to secondary settings (Mumford and 

Birchwood, 2021). The nature of secondary school teaching, where staff have less time with pupils, 

can mean it takes longer for relationships to develop. Therefore, there is a need for research to 

explore approaches that can be embedded more specifically within secondary settings.  It is also 

possible that a universal approach has less limitations than something used that is more targeted 

(Craig, 2007). Existing research into Emotion Coaching, as previously mentioned, is often carried out 

by the practitioners training and supporting to implement the approach. Therefore there is a need 

for research to be carried out further along the embedding journey and by someone not previously 

involved in their Emotion Coaching training. Not having a previous relationship with participants, 

could give them the opportunity to be more open and honest about how their experiences. The 

current research aims to address some of the identified limitations of previous research and 

contribute to the evidence based for approaches suitable for secondary school settings.  
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2.2.12 Research Questions 

The current research, therefore, intends to contribute to evidence around the use of 

Emotion Coaching as a teaching practice within secondary settings, exploring openly the experiences 

of teachers in mainstream settings. Through exploration of the literature related to Emotion 

Coaching and consideration of the limitations to previous research I will use the method chosen to 

gather evidence towards the following research questions: 

RQ1: What are secondary school teachers’ experiences of using Emotion Coaching? 

RQ2: What impact has the development of Emotion Coaching had on how participants see 

themselves in their roles? 

RQ3: How can the stories of teachers inform the work of Educational Psychologists? 
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Chapter 3 – Methodology 

3.1 Introduction 

This section aims to explain my positioning as I approached this piece of research, including 

my rationale for choosing the method and analytical approach as well as my ontological and 

epistemological position. The influences for this piece of research came from my own exploration 

and experiences of Emotion Coaching as a secondary school teacher and interactions with secondary 

teachers when discussing the Emotion Coaching approach. As discussed in my Literature Review 

there has been a range of research carried out exploring the use of Emotion Coaching in schools but 

I feel there is little research based embedding Emotion Coaching in mainstream secondary settings 

from the perspective of teachers’ experiences using qualitative methods. Through this research I 

hoped to inform my future practice and that of other EPs in how they introduce and support 

secondary schools to embed Emotion Coaching practices.  

 

3.2 Ontological and Epistemological Positioning 

When considering my ontological position in this research, I explored how I was to 

understand the concept of “truth” and reality. Based on a research guide by Moon & Blackman, 

(2014) and additional research, I think this research best fits within Relativism as the experiences the 

participants shared were dependent on their experiences through Emotion Coaching training and 

their experiences within their school implementing the approach. As explained by Holloway (1997) 

“…knowledge depends on the social environment and the perceptions of people. It is seen as relative 

and socially constructed” (Pg 136, Holloway, 1997). Whilst the participants will have had some form 

of training from Emotion Coaching UK, how the training was conducted and accessed, and how the 

attendees interpreted and internalised the information will be dependent on that individual and 

based within their own life experiences. This understanding of individual social influences was why 

the narrative method was chosen. The participant’s individual experiences stand-alone which is why 

The Listening Guide was chosen for the analysis, this will be explored further.  
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Along with the relativist ontology, I am working within a socially constructed epistemology. 

Holloway, (1997) explains that “as individuals and groups see the world differently, “multiple 

realities” - group and individual versions of reality - exist, and these are relative to culture, history 

and location” (Holloway, 1997, Pg 145). As explained in terms of relativism the participants are 

influenced by their own experiences of Emotion Coaching within the social environment they exist. 

How the participants understand and embed Emotion Coaching is related to their context and their 

previous experiences. Through the research the participant and researcher will co-construct stories 

through narrative interviews. Gilligan and Eddy (2021) explain that “…the research relationship and 

research itself are co-constructed.” Pg 144. I wanted to enter into this research from a genuine place 

of curiosity to explore the experiences of the participants to fully understand their stories. I am 

aware my involvement in the research as interviewer will have an influence on the stories the 

participants share and how they construct them. Not only will I have an influence on the narratives 

shared by participants simply by being interviewer, but I also bring with me my experiences as a 

Trainee Educational Psychologist (TEP) and as a teacher who has learnt about Emotion Coaching and 

reflected on how I have used it in my work as a secondary teacher (as discussed further in my 

introduction). My motives behind wanting to explore this topic with this group of teachers will have 

an impact on how I respond to their stories, the kind of follow up questions I ask and how I interpret 

and analyse their stories using the Listening Guide. Throughout this thesis and, in particular, in the 

analysis I have included reflective boxes that highlight the influences of my own views and 

experiences on this research.  
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3.3 Qualitative Research 

When considering the previous research as I have done in the Critical Literature Review 

there has been a range of research that has been carried out to explore Emotion Coaching in schools 

(Gilbert, 2018, Rose, et al 2015 and Gilbert, et al 2021). When research has explored the experiences 

of teachers, the majority of views have come from staff in primary or specialist settings (Rose, et al, 

2015 and Gilbert 2017) by those who have delivered the training. The Local Authority EP services I 

have worked in have supported the introduction of Emotion Coaching as an approach to be used in 

any school, including secondary settings and having a secondary school teaching background myself I 

can see there is a need for the use of Emotion Coaching in mainstream secondary settings. The aim 

of this research was to explore in more depth the views of secondary school teachers in the 

adoption of Emotion Coaching as an approach used in their classrooms.  

 

3.4 Narrative Approaches 

Based on the intention to explore qualitative methods, narrative approaches seemed the 

most suitable in order to discover rich stories from the participants. I intended to explore in depth 

Reflective Box 

As discussed in the Introduction, I found the exploration of Emotion Coaching quite influential in 

my practice. It made me reflect on how I had responded to young people as a secondary school 

teacher. I left teaching as I felt that there was not enough time spent on the well-being of young 

people. By working towards becoming an Educational Psychologist I felt I would be able to use my 

skills to support staff to support their pupils. I felt Emotion Coaching had such great potential for 

supporting young people in secondary settings. One of the reasons I undertook this research as I 

felt secondary school staff needed support to understand why Emotion Coaching is a positive and 

possible approach to take in their setting.  
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the experiences of secondary teachers giving them the opportunity to talk openly and honestly 

about Emotion Coaching. In my reading around narrative approaches I came across McAdams (1993) 

interview technique exploring life myths. I really liked McAdams’s approach to initially start with 

open-questions and then support the interviewee to include and reflect on other more specific 

elements of their life stories. In my research I also found a thesis by Faughey (2020) who used 

McAdams “nuclear episodes” approach to explore Teacher wellbeing, they added in questions 

similar to the eight key events used by McAdams (1993) to focus the interviewees on experiences 

related to their wellbeing. This led me to adapt this approach, start with an initial open question 

“Tell me about your journey with Emotion Coaching” followed by seven episodic questions for 

participants to focus on different events that could come into their stories, (Appendix 2E). My aim 

through this research was to explore the experiences teachers had of Emotion Coaching through 

being as open as possible, with limited influence by me as researcher. I didn’t want to explore their 

more general life stories but I wanted the participants to feel that they could include in their stories 

as much detail as they wanted to include and stories they felt were relevant to the initial question.  

 

3.5 The Listening Guide 

Having worked as a teacher and working with them as a TEP, teachers’ experiences often 

seemed overlooked. They are often at the mercy of government legislation or the interests of their 

senior managers and do not get many opportunities to speak openly about their practice. This then 

led to my exploration of the Listening Guide as the method of analysis. Gilligan and Eddy (2021) talk 

of the intention of the Listening Guide to be an analytical method aimed at discovery which replaces 

“…judgement with curiosity…” (pg 142). It forces and encourages the researcher to genuinely listen 

to the participants with curiosity and during analysis focus on “what surprised you…” (pg 142). 

Gilligan and Eddy (2021) also frame research using the Listening Guide as a “relational activity” (pg 

143, Gilligan & Eddy, 2021), this to me felt it aligned well with Emotion Coaching as a relational 

approach. They discuss that a Listening Guide inquiry starts with a question, something the research 
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genuinely wants to know and wants to explore with the participant. They explain that “researchers 

bring themselves into relationship with the participants starting from a place of genuine curiosity and 

of vulnerability”. This is the ethos I wanted to enter into this research with, I wanted to explore the 

genuine and honest experiences of secondary teachers in Emotion Coaching in a way which would 

enable me to add detail to other research around Emotion Coaching from a place of curiosity. 

Woodcock (2016) highlights the use of the Listening Guide in being a way for “…teachers to 

meaningfully share stories and be heard” Pg 1. They argue that in research with teachers the 

methodology has an impact on what is shared by the participants and argues that the underlying 

ethos of the Listening Guide makes “…it well suited to many educational research questions…” (pg 3, 

Woodcock, 2016) as it can enable the voices to be heard of those who have been silenced in some 

way.  

 

3.5.1 Conceptualisation of ‘Voice’ 

In order to apply the Listening Guide within this narrative research the way that ‘voice’ is 

conceptualised needs to be understood. Hutton and Lystor (2019) describe the Listening Guide as 

‘voice-centred-relational analysis’. They were interested in the concept that it was possible to 

identify multiple voices within a narrative and that ‘voice’ involved more than just what was said. 

They define voice as “polyphonic expressions of being, experience and representation” (pg 17, 

Hutton & Lystor, 2019), with this in mind, the Listening Guide leads researchers to consider not only 

what is said about the plot and the characters, but through I Poems focused on the “I” and then the 

features of the contrapuntal voices. It directs the listener to consider the changes to voice, 

expression, tone, pause and hesitation, within the different stages. Gilligan and Eddy (2021) explain 

that voice ‘…encompasses the unique characteristics, quirks and nuances that differentiate…” one 

person from another (pg 145, Gilligan & Eddy, 2021). They summarise that voice: “is embodied…” 

“…is in language…”, “…is an instrument of the psyche…” (pg 145 Gilligan & Eddy, 2021). Acke et al 

(2023) note the focus the Listening Guide has on listening for “polyphony, associative logic and 
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musicality in speech” (pg 307, Acke et al, 2023) and how that approach connects with listening non-

judgementally with the understanding that people are contradictory. Within this research, ‘voice’ 

encompasses a lot more than what is being said through the constructed story. The steps of the 

listening guide allow for the participants voice to be shared and explored, whilst delaying the stage 

in the research where the stories of participants are linked with the research questions (Hutton & 

Lystor, 2019).  

 

3.5.1.1 I Poem’s and ‘self-voice’ 

A distinctive process of the Listening Guide is the creation of I Poems. Brunner (1990) explains how 

the ‘Self’ becomes entangled with ‘others’, and through the listening Guide the researcher has the 

step to specifically concentrate on and engage with the participants ‘voice of the self’ (pg 4, 

Woodcock 2016).  Focusing on the “I” statements allows for the researcher to attend to the first-

person voice and any patterns that can be seen through the collection of the I Poems. It can allow 

the associative logic of consciousness that runs through the narrative to be discovered (Woodcock, 

2016) and can reveal what might be going on under the story being told (Gilligan & Eddy, 2021). The 

intention of this research was to explore the experiences of teachers, education is a unique context 

and teachers are not often given the opportunity to share their genuine experiences. Applying the 

Listening Guide allowed for the chance to additionally include the voice of self, that which is under 

the story, which felt like an appropriate method to explore the multiple voices of the participants.  

 

3.6 The Procedure 

3.6.1 The Pilot Study 

Once the application had received ethical approval I carried out a pilot study with a TEP to 

explore the potential interview questions as this was my first narrative interview. I chose to carry out 

the pilot with a TEP with experience of Emotion Coaching as I wanted to get some feedback about 

the methodological aspects such as the potential questions, the initial open question and any follow 
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up questions. She had knowledge of the narrative method and how that could be used within 

interviews. We were able to have a debrief where we discussed further my interview style, the 

wording to questions and whether the questions I included would lead to links with the research 

questions. This was a really helpful part of the process and led to some adjustments to the initial 

wording of the questions.  

3.6.2 Participant Recruitment 

The participant recruitment strategy is outlined in Table 1. Potential participants were sent 

an information sheet (Appendix 2B) and a link to a google form to submit an Expression of Interest 

(Appendix 2C). Once the Expression of Interest form was submitted I received an email notification 

and contacted the potential participant through email with any additional information they wanted 

and a google consent form (Appendix 2D). As reflected in Table 1, I tried a range of avenues to 

contact potential participants and had to make changes to both participant criteria and to how I 

shared the details after ethics approval in June 2022. 

Table 1  

Participant recruitment strategy 

Dates Action Outcome Reflective Box 

Ju
n

e 
2

02
2

 

Initial Contact 

 

Discussions were had with 

gatekeepers about the 

potential for participants they 

could contact: secondary school 

teachers with few additional 

responsibilities who had 

attended training in Emotion 

Coaching prior to September 

2022, eg. Educational 

Psychology services and MHST 

colleagues in the Local 

Authority  

Emails with details 

sent out through 

these channels which 

were passed on to 

potential 

participants. 

 

No expressions of 

interest 

I had certain gatekeepers who were 

willing to share the research, however 

it felt as though there was not a 

personal face to the request for 

participants which could have 

impacted interest.  

 

An additional strategy based on this 

reflection included when resending 

emails in June and July I offered an 

online informal google meet call in July 

2022 for those potentially interested in 

the research to ask questions.  
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Ju
ly

 2
02

2
 

Network Meetings 

 

I attended Emotion Coaching 

Network meetings virtually 

across the country to share 

details of the research 

Follow up emails sent 

to those who notified 

me that they had 

links to potential 

participants. 

 

1 expression of 

interest who 

requested follow-up 

in August 2022 

(Expression of 

Interest Form 

included in Appendix 

2C) 

The network meetings were a good 

opportunity to share the research 

virtually in person and for others to 

ask questions (related to reflection box 

above). This led to a lot of emails being 

sent out by colleagues who attended 

the network which included teachers 

and EPs.  

This led to 1 expression of interest 

who I followed up with in August and 

September and who proceeded with 

an interview. 

Update email and Online 

Session 

 

Update emails sent out to 

previously emailed contacts 

with an invitation to an 

informal 1 hour Google Meet 

session in July 2022 to 

informally talk about the 

research and for potential 

participants to ask questions. 

No one attended the 

google meets or 

completed 

expressions of 

interest. 

I was still struggling to recruit and as it 

was heading towards the summer 

holidays it felt appropriate to explore 

other avenues for potential 

participants that were not reliant on 

contacts in schools who may be on 

holiday and not checking emails, so I 

returned to ethics for approval in Aug 

2022 to advertise the research through 

social media. 

 

 

A
u

gu
st

 2
02

2
 

Social Media Advertisement 

 

Return to ethics to explore 

advertising the research 

through social media. Ethics 

agreed this change and a poster 

was shared on Facebook 

groups, Twitter and through 

email networks of TEP and EP 

colleagues more widely during 

Aug-Sept 2022 

Follow up emails sent 

and posts refreshed 

on social media 

throughout August, 

September and 

October 2022 

 

 

 

I think being able to share it more 

broadly online through social media 

and other networks allowed the details 

to be shared much more widely and 

meant it was not held by other 

gatekeepers – teachers had the 

potential to see the advert directly on 

Facebook groups rather than being 

shown it by their head teacher.  
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Broaden Participant Criteria 

 

I broadened the inclusion 

criteria to include any 

secondary school teacher who 

had attended some form of 

Emotion Coaching training prior 

to April 2022 in the hope to 

have a wider population of 

potential participants to draw 

from. 

The broader participant criteria did 

lead on to recruiting participants, they 

were not following my original criteria  

(which will be explored further in the 

section 3.6.2.1) but I was able to 

recruit a total of 4 participants who all 

completed the expression of interest 

form and followed through to 

participate in the interviews.  

 

A
u

g-
Se

p
t 

2
02

2
 

Expressions of Interest 

 

3 expressions of interest 

completed Aug-Sept 2022 

Followed up with the first 

expression of interest as 

arranged in August 2022 

 

Interviews completed 

Sept-Oct 2022. 

 

 

3.6.2.1 Implications of changes to participant criteria 

 In the original research proposal the intention was to recruit participants who were 

predominately working as secondary school teachers in the classroom. This intended to gather the 

experiences of individuals who were using, or not using Emotion Coaching in their daily classroom 

interactions. As reflected in Table 1, it took longer than hoped to recruit participants so with the aim 

of recruiting within the timelines the inclusion criteria were adjusted. Due to the experience and 

roles of the participants that were recruited, not only were they able to share experiences of 

Emotion Coaching in their own practice as subject teachers, but they could also share experiences of 

introducing it to their school as part of whole school provision or interventions. They could also 

share reflections about the views of colleagues in the adoption of Emotion Coaching in their settings 

(Brief details of participant experience and roles are given in Table 2). Whilst this was not initially the 

intended experience of participants, what the participants were able to share was rich and detailed 

and gave incredible insights into their personal practice and how they saw their role as teachers. 
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They were also able to share their reflections on the responses of colleagues as Emotion Coaching 

was introduced to their school. Nicola, Lucy and Sarah had the added experiences of training as EPs, 

this meant they could add reflections about their past roles. As Connie was still in her setting, she 

could share her stories about what it was like still living within her journey. The participants’ stories 

were able to significantly contribute to the research questions in unexpected ways, because of the 

variety of their experiences and the journeys they had been on personally, in their practice, with 

colleagues and in the wider educational and social context.  

Table 2  

Experience and roles of the participants 

Participant Experiences and previous roles 

Nicola Nicola was a Trainee Educational Psychologist (TEP) at the time of the interview, 

previously she had been an English teacher and deputy SENCO in a mainstream 

secondary school 

Lucy Lucy was a TEP at the time of the interview and previously had worked as a teacher 

and SENCO in a mainstream secondary setting 

Sarah Sarah was a TEP at the time of the interview and previously had been a teacher and 

SENCO in mainstream secondary settings and an Assistant EP.  

Connie Connie was an Assistant Head and teacher at a mainstream secondary school 

 

3.6.3 The interviews 

Once participants were recruited interviews were arranged and carried out. The four 

interviews were carried out through Google Meet online video calls, and lasted 50-60 minutes. Due 

to the timing of the interviews, the interviews for Nicola and Lucy were first, they were then 

transcribed. Through the transcription process there was some reflection about the way the 
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interview was delivered and some changes made for Sarah and Connie’s interviews (Reflections are 

included in Table 3).  

 

3.6.3.1 Interview Questions 

As discussed in section 3.4, the initial question asked in the interview was “Tell me about 

your journey with Emotion Coaching”. There were also additional follow up questions based on the 

concept of episodic questions (McAdams, 1993, Faughey, 2020) to be used as needed in the 

interview (Appendix 2E). With the application of the Listening Guide there was the intention to enter 

into the interviews and this research with curiosity and the awareness that research is a relational 

activity. Through the pilot study with a TEP I had the chance to reflect on the style of the interview, 

the questions I asked and how the questions had the potential to relate to the research questions. 

The wording of the questions did not change significantly, but the way that the questions were 

included and asked was adjusted, not only after the pilot study but also after the first two interviews 

with Nicola and Lucy had been transcribed. This continued reflection throughout the research 

process enabled returning to the positioning and ethos underpinning the research. This again, did 

not alter the questions but did change the way they were asked within the context of each interview 

and after that reflection.  

 

Table 3 

Interview process and participant follow-up 

Stage Reflective Box 

Pre-Interview contact 

Once consent forms had be completed, 

participants were contacted before the 

interview with details about the google 

meet call and the list of potential 

The main functions of the questions (Appendix 2E) were 

for participants to know the kind of things I might be 

interested in and had some time to prepare and 

consider their answers considering for ethics and them 
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questions that might be asked. The 

construction of the interview questions 

was discussed in section 3.4 and are 

included in Appendix 2E 

being able to prepare what they would and wouldn’t 

like to share about their experiences.  

Interview Housekeeping 

At the time of the interview the 

participant joined the Google Meet call, 

they were talked through the process of 

the interview including that it would be 

recorded, they could have a break at 

any time if needed and they were given 

the chance to ask any additional 

questions.  

Online interviews worked well, it allowed for 

participants to take part form anywhere in the country, 

from somewhere they felt comfortable with limited 

travel time added to the interview involvement.  

Recorded Interview 

Participants were notified that the 

recording had started and the interview 

began.  

The initial starting question was ‘Tell me 

about your journey with Emotion 

Coaching.’ 

The follow up questions (Appendix 2E) were used as 

and when seemed appropriate throughout the 

interview, some participants followed them quite 

closely whereas others covered them naturally in the 

stories they told.  

Interview Questioning 

Additional follow up questions were 

prepared and used as appropriate 

(Appendix 2E). 

As reflected on during the analysis, after the transcripts 

for Nicola and Lucy had been drafted I reflected on how 

much I had spoken. Therefore for Sarah and Connie’s 

interviews I made it clear that the potential questions 

where examples and that I may not refer to them all 

depending on the stories they choose to share. This 
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then, I think, had an impact on the flow of the stories 

for Sarah and Connie and meant that I as interviewer 

spoke less than in the previous interviews which I think 

felt more suited to the narrative style. I was trying to 

make the exploratory intentions of the research clearer. 

This difference could also be individual differences 

amongst participants but was something I was trying to 

focus on in terms of talking less than the previous 

interviews. 

Ending the recorded interview 

After around 50 minutes and in the flow 

of the conversation, participants were 

asked if there was anything else they 

wanted to add or share about Emotion 

Coaching before we ended the 

recording.  

I was conscious of the time I had said the interview 

would last and so was driven a bit by the natural flow of 

the stories along with the timings. This was different for 

each participant but lead to 4 interviews all lasting 

around 55-60 minutes. I asked them all towards the end 

if there was anything else they wanted to share that I 

hadn’t already given them the opportunity to. I also 

wanted to make sure there were a few minutes at the 

end of the interview available for any additional 

questions once the recording had been stopped.  

Debrief 

Recording was stopped, participants 

were asked if they had any questions, 

debrief materials were briefly discussed 

and followed up with an email debrief 

sheet after the Google Meet call ended 

(Appendix 2F) 

As part of the debrief participants were notified they 

could withdraw their data up to 10 days after the 

interview and they were given a date in the debrief 

email. Once this time had passed interviews were 

transcribed and analysis began. This felt like a nervous 

wait but was appropriate for the participants in line 

with ethics approval.  
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The follow up debrief email allowed for participants to 

reflect post interview and then be reminded of the 

debrief details and their right to withdraw.  

Transcription 

A transcription programme was used 

for a drafted transcript. The recording 

was then carefully listened to in order 

to create a more accurate and fuller 

transcript including any pauses, 

hesitation and emphasis from 

participants. 

Transcribing as soon as I was able 11 days after the 

interviews I think was useful as it allowed time to 

reflect on my approach in the interview as interviewer 

and I could adapt my style (as mentioned above) for the 

following interviews.  

Analysis   

(Detailed in Chapter 4) 

I Poem Sharing 

Once analysis had been completed 

Participants were sent their I Poem and 

asked if they wanted to discuss their I 

Poem further.  

I really liked this aspect of the Listening Guide as it 

meant that the participants had something that was 

theirs and that they knew came from their interview. It 

was also an opportunity to check in with each of the 

participants a few months after the interviews to check 

they were okay and gave them the chance to ask any 

questions that may have surfaced since the interview. 

 

 

3.6.4 The Analysis 

Once all interviews were carried out the process of analysis began. When exploring The 

Listening Guide, research included the work of Woodcock (2016) and Hutton and Lystor (2021) and 

Gilligan and Eddy (2021). These articles outlined the process of the four listenings. In particular 
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Woodcock (2016) outlined the four steps which I combined with guidance from Gilligan and Eddy, 

(2021) to develop my analytic strategy (Table 4). 

 

Table 4 

Analytic Strategy – Based on guidance by Gilligan, et al (2003), Woodcock (2016) and 

Gilligan & Eddy (2021) 

Listening 

Guide 

Step 

Guidance and process with reference 

to Woodcock (2016) and Gilligan & 

Eddy (2021) 

Reflection 

Step 1 Listening for plot, colour coding any 

plotlines including looking for: 

• anything eliciting emotional 

resonance 

• repeated words, phrases and 

images 

• information and comments 

that “jump out” 

• contradictions, omissions 

and revisions 

Initially finding the plot whilst colour coding, 

was a challenge and so from interview 2 I 

first listened to the recording and listened 

just for the plot, I then listened again to 

highlight any elements of significance that 

resonated with me or jumped out. I felt by 

separating these into two listenings I had a 

much better understanding of the plot of the 

narrative. 

Step 2 Focus on the participants voice of 

the self through looking at “I” 

statements (including “me”, “you”, 

“we”, “they”). 

This step was challenging and took a couple 

of attempts to fully work out. I re-read 

Gilligan & Eddy (2021), they highlighted how 

a common mistake in creating I Poems is to 

include too many additional words of the 
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Rewriting of phrases in the order of 

appearance which creates poems 

that are grouped into sections with 

reflection and initial analysis of the 

plotlines within their I Poems.  

sentence. As they suggest the I Poems for 

the participants were more interesting with 

fewer additional words and I think they add 

more, building on what was discovered 

through the plot from Step 1. 

Step 3 Listening for contrapuntal voices 

which can be at tension amongst the 

plotlines or that are melodious. 

Woodcock (2016) explains that this 

can be done through looking for 

overlapping highlighter.  

For me working through Steps 1 and 2 

helped to highlight the contrapuntal voices 

as it did not seem as straightforward as just 

looking at overlapping highlighter as 

suggested by Woodcock, (2016). By looking 

at Gilligan & Eddy (2021) I instead focused 

on the tone and phrase changes of the 

voices shared. I listened and focused on 

these subtle changes which helped to show 

the contrapuntal voices. The differences 

noticed are included in the analysis and in 

comments made to the transcripts.   

Step 4 Composing of an analysis where 

notes from I Poems and Step 3 are 

summarised 

It took some time and some practice and 

revisiting of the steps but I then went onto 

Step 4, this is where I highlighted the aspects 

of the stories that were unexpected or 

surprising (Gilligan & Eddy, 2021). Working 

through the steps and returning to Gilligan 

and Eddy (2021) through the process helped 

me understand the Listening Guide process 
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and helped me to remember and apply the 

principles of it throughout. 

 

 

3.7 Quality Criteria 

To consider the quality criteria of my research I explored the “Eight “Big-Tent” Criteria for 

Excellent Qualitative Research” from Tracy (2010) and Tracy and Hinrichs (2017). Tracy’s “Big-Tent” 

criteria gave a flexible model to assess the quality of this qualitative research. The eight criteria 

cover a range of considerations for qualitative research with a common language. The factors were 

applied to the current research in order to speak of its qualitative quality.   

 

3.7.1 Sincerity 

Tracy and Hinrichs (2017) describes sincerity through “self-reflexivity, vulnerability, honesty 

and transparency” (pg 5). Throughout this thesis I have made reference to the motives behind this 

research, I have included reflection and reflexive comments and boxes throughout in order to 

highlight and be honest about my involvement in the research. I am aware my motives for research 

into this topic have had and will continue to have an influence on how I planned, carried out and 

Reflective Box 

I really enjoyed the Listening Guide as an analysis approach. It allowed me to focus on the 

individual stories whilst carrying out the analysis and let me spotlight each of them on their own. 

Whilst I could notice common stories across the four interviews the analysis is still solely focused 

on the participants stories as individuals. Through the Discussion the stories and plot-lines were 

then linked through the research questions.  
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have written about throughout this research and so I have tried to be honest about that with 

readers and my participants. I have also been honest about my decisions throughout the research 

process as included in the table above and my analysis process.  

 

3.7.2 Worthy Topic 

Tracy and Hinrichs (2017) describes a worthy topic as one that is “relevant, timely, significant 

and compelling” (pg 2). As discussed through the literature review and in this methodology I believe 

this is a worthy topic by these criteria. Emotion Coaching is something that is very much within EP 

recommendations and therefore having a range of recent and relevant research is important in 

supporting evidence-based practice. Emotion Coaching is also included in SEMH support 

recommendations in schools and so having research that school staff feel is relevant to them is very 

much needed. As discussed the lived experiences of secondary school staff are not represented as 

much as others in previous research.  

 

3.7.3 Rich Rigor 

Tracey (2010) explains that rich rigor includes a couple of questions to consider. This 

includes there being enough data, spending enough time to gather data, the appropriateness of the 

context or sample and the use of propriate procedures. Based on the decisions made to use a 

narrative approach and the Listening Guide the use of four participant interviews was a reasonable 

sample size considering the timings of carrying out this research. It enabled the gathering of in depth 

data on the experiences of the participants through interviews that felt at the time, a reasonable 

length of time to explore their experiences fully but not encroaching too much on their time. I 

continued to reflect on the procedure throughout, particularly within the analysis so that I was 

staying true to the experiences and stories of participants and appropriately applying the Listening 

Guide. Based on linking intertwining stories with the research questions I think there was the 

evidence to contribute to the questions, show consistencies with previous research and offer a new 
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insight into teacher’s experiences. Based on the consideration of these questions I think there is Rich 

Rigor within this research.  

 

3.7.4 Credibility 

Tracy and Hinrichs (2017) discussed “thick description” as a marker of credibility in 

qualitative research, through the use of the Listening Guide I was able to explore the participant 

narratives deeply and show this “thick description” through the Listening Guide process and the 

multiple listenings which are a part of that whilst keeping individual stories distinct in the analysis. 

Through the literature review I was able to explore current research on the topic and then in the 

discussion relate plot-lines and stories with the research questions. This allowed consideration of the 

interlinked plot-lines amongst participants and for some triangulation of the narratives with previous 

research demonstrating the thickness to research around Emotion Coaching. 

 

3.7.5 Resonance 

My intention behind this research was to find out about genuine experiences of Emotion 

Coaching within secondary school, as described above I had a number of motives behind this but 

one of the outcomes I hoped for was for these stories to help teachers and leaders understand the 

impact of Emotion Coaching within Secondary settings, to either understand it is not useful or see 

expressions of how it has worked effectively within these settings. As Tracy and Hinrichs (2017) 

describes Resonance as the “extent to which a text meaningfully impacts an audience” (pg 7), as a 

TEP I can see how the stories and experiences from this research can help in my work to develop 

Emotion Coaching within secondary schools and this could help fellow EP colleagues as well as 

teaching staff to understand the outcomes of the approach in a similar setting.  
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3.7.6 Significant Contribution 

Tracy and Hinrichs (2017) explains qualitative research “can be significant in four different 

domains: theoretical, heuristic, methodological and practical” (pg 8). I think this research adds 

theoretically as a lot of research around the embedding of Emotion Coaching has taken place in 

primary and specialist settings rather than mainstream secondaries therefore it is looking at the 

theory of its application in this different setting and the influences or factors to consider within it. I 

think it also contributes practically to how EPs can support the way Emotion Coaching is embedded 

in secondary settings, how they talk about it with secondary teaching staff and leaders and how it 

can influence the delivery of Emotion Coaching training.  

 

3.7.7 Ethical Considerations 

I carefully considered the ethics of this piece of research; the Ethics Approval letter is 

included in my appendices (Appendix 1). Based on the choice of a narrative research method and the 

Listening Guide I entered into this research with understanding of social constructionism. I wanted 

the participants to feel comfortable with the research and their involvement so I made it clear from 

the start the intentions and the use of the Listening Guide to analyse the interviews. I hope I carried 

out this research in a way that the participants felt comfortable to be open about their responses. 

They had the potential questions before the interview so they could consider and reflect on their 

responses, so hopefully were more likely to share what they were comfortable sharing. This meant 

they could take the time before the interview to work out what they wanted to share. In order to 

protect their anonymity only partial transcripts are shared in the appendices; enough to show the 

trail of evidence but not in their entirety in order to protect participants.  

 

3.7.8 Meaningful Coherence 

The intention of this research was to explore individual experiences of using Emotion 

Coaching in the classroom. The narrative method attempts to allow the participants to tell their 
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story in the way that feels appropriate to them with some guiding possible questions (McAdams, 

1993) to help participants prepare and frame their stories. I understand the stories told are 

manufactured for the research and could be argued as not as valid a depiction of their experiences 

as other forms of research but my intention was to get their perspective on their experiences. With 

these considerations in mind I think there is meaningful coherence in this research. The research 

achieved its purpose, I did have to change the parameters around participant recruitment, even so, I 

think this research contributes to the growing knowledge of Emotion Coaching in secondary settings. 

As discussed previously the use of the Listening Guide fitted with Emotion Coaching as a relational 

approach and narrative interviews as a relational methodology that was in line with the underlying 

socially constructed paradigms.  

 

3.8 Summary 

In the methodology chapter I have explained the rationale behind my research and the 

methodological decisions that were made. Through the use of Tracy (2010) and Tracy & Hinrichs 

(2017) I have considered the criteria for qualitative research and I believe I have summarised the 

relevant points. Throughout the methodology section and into the Analysis chapter I have included 

reflective boxes in order to show an insight of my reflective thinking around decisions made through 

the research. 
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Chapter 4 – Analysis 

4.1 Introduction 

The Analysis of the interviews was completed consecutively. The process began with Nicola and 

ended with Connie. The full de-identified transcripts have been included showing the trail of 

evidence leading to the analysis and discussion chapters. Depending on the interview, the process 

was completed with hard copy and virtual highlighting and annotations. Details, a brief description 

of analysis and the information related to highlighting, annotation and short-hand is included in 

Appendix 3. Transcripts are included in Appendix A-D. 

 

4.1 Participant 1 Nicola 

Nicola was a Trainee Educational Psychologist who had an interest in Emotion Coaching 

through completing leadership qualifications. Nicola shared many stories from her time as a 

Secondary School Teacher and Deputy SENCo.  

 

4.1.1 Step 1 Listening for the plot5 

Nicola shared that she first heard about Emotion Coaching through exploring possible 

interventions for her school to take on as part of her leadership qualification. Based on the needs she 

identified in the school, and conversations with the school Educational Psychologist, she worked to 

develop Emotion Coaching as an approach across the school. Nicola felt that she could see in school that 

if pupils were not emotionally settled and if they 6“didn’t have good relationships they weren’t going to 

learn” (pg 3, line 35). She saw Emotion Coaching as a way to develop both.  

Nicola shared about the pressures that were on her as she was delivering training on Emotion 

Coaching as an approach in her school. She very much empathised with what it was like when others 

 
5 Nicola’s transcript can be found in Appendix A 
6 All quotes from participant transcripts have been presented in italics and are referenced by their transcript 
line number, samples of transcripts are included in the appendices. 
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had introduced a new approach to her and with her colleagues so she was conscious not to waste their 

time “staff training every minute is precious…their time is really precious” (pg 3, lines 43-44). Being 

aware of the time pressures on other staff she felt she needed to develop her practice in Emotion 

Coaching quite consciously to act as a “role model” (pg 5, lines 80-81). She shared that being a role 

model in using the approach led to her being more conscious of when she was using it and she reflected 

that she would “catch” (pg 5, line 80) herself using it when interacting with young people.  

Through learning about Emotion Coaching more formally, Nicola was able to notice more 

consciously the times when she was already using it, noticing why things she was doing were working; 

previously she would have explained it through “maybe I’m just I have a good relationship” (pg 6, line 

99) but with reflection, it seemed that it wasn’t “just” the relationship it was also, what she now realised 

was, her unconscious use of emotion coaching.  

 

Nicola shared examples of how she found the approach helpful in her work, and how adaptive 

she found it through multiple stories of using it. She shared confidence in her way of talking about 

Emotion Coaching and how she had adapted how she used it with individual pupils and in individual 

situations and with groups of pupils. She shared that some staff struggled with the idea of using Emotion 

Reflective Box 

Nicola’s experiences with Emotion Coaching resonated with me, I previously felt that I too ‘just had 

good relationships’ with some pupils. When I later explored Emotion Coaching and reflected on my 

own experiences in the classroom I could identify the positive relationships I had with pupils. Within 

these relationships, I reflected that I had used an emotion coaching style response. I also felt that I 

had used an Emotion Coaching style approach because I had a good relationship with them. It felt 

like a comfortable relationship between the two elements. The young people I felt I struggled to work 

with were the ones that I found it difficult to use emotion coaching with and who I struggled to 

develop a relationship with. 
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Coaching “imperfectly” (pg 15, line 248). She felt that some found the idea of using only the steps of 

Emotion Coaching that were appropriate for the situation was difficult, with many feeling that they had 

to go through all 4 stages.  

Relationships with pupils were important to Nicola, she talked of particular pupils very warmly 

and seemed to share a feeling of the value of talking about her work with them (pages 9-12, 16, 19). 

Nicola described Emotion Coaching as a way to develop her relationships with pupils, colleagues, and 

parents, particularly when she felt what other individuals were going through was very far removed 

from her own experience.  

Nicola liked Emotion Coaching as it felt like something different from what she had experienced 

and it was another way of being or relating to others (pages 24-26). It sounds as though exploring 

Emotion Coaching was quite empowering for her and the fact she felt she and her pupils benefited from 

it, reinforced her using it. It seemed to give her a way of interacting that could increase her empathy and 

maintain a relationship. Nicola described Emotion Coaching as “a great tool for the tricky moments” (pg 

29, line 487) and felt that it gave her an alternative to the behaviour policy that maintained and even 

strengthened her relationship with her pupils rather than breaking it. 

”I’m gonna try and lay down the law but in a way where I show them I care about you” (pg 10, lines 153-

154). 

 

Reflective Box 

Within my own practice I think Emotion Coaching has given me a way to move forward in some 

circumstances knowing that I can empathise, validate, boundary set and problem solve. It has 

given me a toolkit of how to move forward rather than being stuck for what to do when I might 

have been struggling and understanding that when I did have good relationships there was a 

reason why. 



 

 

58 

4.1.2 Step 2 Composing I Poems7 

Through the second listening, I focused on the I Statements throughout Nicola’s transcript and 

pulled them together. The full I Poem for Nicola is in Appendix 4, I have highlighted some key sections 

below. 

Nicola’s I Poem runs back and forth between the tentative “might” and “don’t know” and the 

definite “I know”, “I can”, and “I would”. In the appendices, the majority of stanzas are organised 

around the “I think” and the “I don’t” as these seemed to jump out as a naturally forming pattern or 

rhythm across the Poem.  

“I think” or “I wondered” were used a lot throughout, suggesting Nicola’s reflective nature and 

these were often near “I don’t”, “I wouldn’t”, and “I couldn’t”. There was also a couple of clusters of “I 

think” where it is repeated consecutively and clusters of the negative (e.g. pg 21-22, lines 345-358, pg 

22-23, lines 367-3758). I think this back and forth links to Nicola’s feeling of confidence alongside her 

feelings of the need to be tentative about how she was talking about Emotion Coaching (e.g. pg 9, lines 

139-144). Internally and through the I Poem you can see this struggle between what she thinks, what 

she knows, and what she does not know.  

9So I think 10 

yeah my practice  

I don't the consciousness  

reinforced me  

I was like  

I know I'm using  

 
7 Nicola’s full I Poem is in Appendix 4 
8 Examples can be found in corresponding pages and lines of Nicola’s transcript, Appendix A 
9 This I Poem section was taken from Transcript Appendix A, pgs 7-9, lines 115-145 
10 I Poems have been colour coded; Yellow-think or thought, blue-knowing and sure of, green-negatives; don’t 
and didn’t, Pink-emotion or feelings, teal-tentative; maybe, like, might. 
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I know  

I'm gonna keep doing it  

I can talk  

where I would  

I can see  

so I was like  

I was like  

I know  

before I might have 

I might have  

My mind 

My God 

I didn't  

I wouldn't 

I don't  

I wouldn’t 

I don't know  

I had the same class  

I loved them  

I know  
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In the above section of Nicola’s I Poem there is the definite “I know” in the way she talks about 

Emotion Coaching and using it in her work versus how she would have approached the situation before 

knowing about Emotion Coaching. I think this section demonstrates a change across Nicola’s narrative 

and how exploring Emotion Coaching more consciously changed her responses. She could reflect that 

before, even though she felt the approach aligned with how she worked, there were times when she 

wished she had responded differently and could now reflect on that (pg 9, lines 140-144).  

I think Nicola’s I Poem highlights the internal back and forth she has for how she has used and 

applied Emotion Coaching in not knowing if she is doing it “right”. I think it both highlights the imperfect 

nature of applying Emotion Coaching and highlights Nicola’s internal struggle with the imperfection of it 

within her work. Nicola was at times tentative about the examples she gave but even at times when she 

said she hadn’t used Emotion Coaching there were the principles of validating and empathy that ran 

through any time she talked about her relationships with her pupils. Despite her confidence (e.g. pg 7-9, 

lines 115-138), she seemed to have her internal struggle with doing it “imperfectly” as she had 

described with her colleagues. 

Reflective Box 

This was my first attempt at an I Poem and it took a couple of attempts to get it as it is in this final 

version. I had to go back and look at different literature around how the I Poem can be carried out 

and how I would then finally present it. In each of these attempts I think I did increase my 

understanding of both the process and the I Poem of Nicola.  

I think this is a point where I really struggled with the ‘no right answers’ within qualitative analysis 

and I had to keep reminding myself of trying to stay true to the narratives shared by each participant. 

Gilligan & Eddy (2021) helped with this, in terms of reading their reflections of a number of studies 

using the Listening Guide. It also helped to talk to peers about the analysis process who were going 

through it at a similar time, it really helped to have their reassurance of the messiness of qualitative 

analysis.  
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4.1.3 Step 3 – Listening for Contrapuntal Voices 

In this step, I listened again to Nicola’s interview and identified the voices that she used in 

terms of tone, pace, pause, and plot-lines across the interview (Gilligan & Eddy, 2021). I think two 

voices came out which aligned with what I had noticed within the I Poem as well. There was a voice 

of imperfection and a voice of confidence11.  

4.1.3.1 Voice of Confidence.  

As mentioned above already, Nicola had a clear voice of confidence as she talked about her 

experiences of using Emotion Coaching with her pupils. She was confident in explaining it to 

colleagues, adapting it to the situation at the time, and using it “imperfectly” as she said herself that 

other staff struggled with. To her, she was using it flexibly and to others, it was “imperfect”. She felt 

comfortable with using it with pupils in everyday lessons and had even adapted to using it with a 

whole class and noticing the “feeling in the room”.  

 

4.1.3.2 Voice of Imperfection.  

In contrast, there was a voice of imperfection running throughout. Despite talking with such 

confidence about her understanding of Emotion Coaching and how she could use it in her work and 

how she supported others to use it flexibly there was a contradicting tentative voice that ran 

through her stories. Nicola frequently used phrases that showed she was somewhat uncomfortable 

with saying what she was doing was Emotion Coaching. She would sometimes qualify her stories 

with saying she wasn’t sure if that was right or if the example was using Emotion Coaching despite 

having a clear confidence with the approach and its underlying principles. She talked about using the 

approach imperfectly and that being fine as she was following or staying true to the principles, but 

there was still this voice of doing it “right”. The difficulty of imperfection was something that she 

 
11 Nicola’s full transcript with annotation in boxes related to Step 3 is included in Appendix 3A 
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discussed in relation to her colleagues and I think her narratives and phrases echoed the discomfort 

she felt in using it imperfectly. Almost as if there was an inner conflict with her feeling discomfort 

with how she had adapted it alongside the confidence she also felt. It was as if her feelings and 

voices that were highlighted through the multiple listenings and contrapuntal voices mirrored the 

discomforted she had noticed in her staff.  

 

 

 

4.1.4 Step 4 - Concluding Thoughts on Nicola’s Narrative  

One of the biggest surprises to me through the analysis of Nicola’s narrative was these competing 

voices explained above. She came across as very confident in how she used Emotion Coaching yet 

there was something so tentative and unsure about how she spoke. She mentioned the nature of 

teachers as “putting on a performance”, “a game show host” (pg 35, lines 576-577), and “being 

literally your best possible self” (pg 35, line 581). This was interesting in the idea of the teacher being 

perfect alongside feelings and phrasing that implied concern about using Emotion Coaching 

imperfectly that she explicitly referred to in colleagues and implicitly herself in her latent voices. 

Reflective Box 

Again, this step for Nicola was something I found quite challenging. Throughout the listening’s 

it was difficult to pick out the different voices. It seemed that throughout, her tone and pace in 

her voice was quite consistent. I am wondering whether that is due to Nicola being at a 

different stage with Emotion Coaching. She was very thoughtful and reflective throughout so I 

think there is a general feel of reflection through the whole interview rather than maybe Nicola 

feeling the experiences were still quite emotional. Here I wonder whether her role as a TEP had 

given her a different perspective on her work as a teacher and therefore I wonder whether 

what she would have shared if she was still in that role would have been different.  
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Another interesting plot line in Nicola’s story was how the parenting she experienced in childhood 

influenced her interest in Emotion Coaching. She shared that Emotion Coaching was very different 

from what she experienced as a child and so was appealing to her, based on reflection of her own 

experiences. It was interesting that what made Emotion Coaching an area of interest was that it was 

such a different way for adults to interact with young people (Appendix 3A, pg 24, annotated box). 

 

 

 

 

 

 

Reflective Box 

Nicola’s was my first narrative interview, my first interview analysis and my first use of 

the Listening Guide. This was challenging, there were things I noticed in writing the 

transcript and analysis that I wished I had explored further in the interview but did not 

notice at the time. I think Nicola sharing that Emotion Coaching helped her with 

parents as she didn’t have children herself was an interesting reflection and I wish I had 

asked her to explain a little more about that. I also wish I had asked her to talk more 

about teachers putting on a performance and what that meant. I think I was able to 

gain an interesting insight into her experiences, a lot of which resonated with my own 

experiences as a secondary teacher and as someone exploring emotion coaching.  
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4.2 Participant 2 Lucy12 

Lucy was a Trainee Educational Psychologist who had an interest in Emotion Coaching through 

her experiences in education and meeting an interested EP when working as a SENCO in a mainstream 

secondary school.  

4.2.1 Step 1 – Listening to the plot 

Lucy started by talking about her training and experiences working with young people with SEN and 

the impact that has had on the approaches she used in her school. She explained how Emotion 

Coaching training was useful in putting young people’s needs into context, making links with brain 

development and the stress response “training was really positive because again it refreshes you 

about umm the brain and how children do the fight flight freeze” (pg 38, lines 33-34). She framed 

Emotion Coaching as an alternative approach to interacting with young people however was clear 

that its use could be influenced by the stresses and pressures that school staff were under.  

it’s very difficult sometimes for especially teaching staff that are teaching like maths 

English science a curriculum have got pressures it’s that understanding that child’s come 

into the room and they’ve got some emotional difficulties and maybe you could help 

them instead of giving them a consequence. 

(Lucy, pg 39, lines 39-44) 

Lucy’s relationship with the school EP seemed important in the introduction of Emotion Coaching to the 

school. Lucy described the EP as having a level of authority that was well received by staff “if it comes 

from somebody else sometimes people will take hold and listen” (pg 38, lines 28-29). Lucy described the 

EP as being “more qualified” (pg 41, line 69) and advice from the EP as having “more ground standing” 

(pg 41, line 70) with there being a benefit to them being outside of school. She later discussed the EP as 

being someone staff trusted and were familiar with which was helpful to staff developing the approach.  

 
12 Lucy’s full transcript is in Appendix B 
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Lucy described Emotion Coaching and how it was used in her school as an intervention for those 

with additional SEMH needs, it was something that key staff took time out to deliver and develop in 

their pupils. However, as she moved through her stories she talked about it being something that could 

be used in conversation with school staff and parents, as well as young people she would not have 

expected would need it. She went on a journey through her narratives of Emotion Coaching as an 

intervention, Emotion Coaching through conversation, and back to framing it as a targeted intervention 

delivered to specific young people by specific staff.  

 

Lucy shared the impact that exploring Emotion Coaching had on some teachers; for some it 

helped them to understand their pupil’s needs in context and then adapt their way of interacting with 

pupils. This included taking notice of the teacher's own emotions “to be aware of your emotions as well” 

(pg 43, line 104). Lucy explained that for some staff “their language changed slightly” (pg 43, line 108), 

Reflective Box 

I think the way Lucy talked about Emotion Coaching as an intervention staff and pupils would need 

time out to do, was very different from how I understood Emotion Coaching and something I found 

quite unexpected. I was surprised by what seemed to be a contradiction in Lucy’s stories. Lucy had 

understood it as such a specific intervention whilst also at times talking about using it more widely. 

I wondered whether these contradictory understandings of Emotion Coaching may add to the 

challenges some staff have in seeing how the approach would work in their secondary setting. 

Having someone quite clear on their understanding of what Emotion Coaching is, I think 

highlighted the differences there could be. This may indicate the need to explore this as part of the 

training so that there is consistency of what Emotion Coaching is, and staff are aware of how it can 

work in their setting in an adaptable way. I did need to take some space from Lucy’s interview, 

reflected and took on peer supervision and returned and was able to listen differently to her stories.  

 



 

 

66 

“trying to help teachers to try and problem solve really” (pg 47, line 178), “having that mindfulness” (pg 

48, line 196), and “allowing a child and young person to see that you’re human and not just the teacher” 

(pg 50, lines 228-229). She also explained that for some teachers this approach was very different from 

how they approached interactions with pupils and was something she felt they just couldn’t change and 

didn’t feel was their role “I think people think then it’s gonna be a magic cure and they’re gonna come 

into class it’s all gonna be okay” (pg 64, lines 456-458). She explained some staff felt that “it’s not their 

job”… “their job’s to teach… not to care” (pg 73, lines 600-604) and trying to change their way of 

thinking was not going to be successful. 

 

Throughout Lucy’s narrative, the importance of pupils' relationships was a recurring element of 

her plot-lines and was positioned as important within successful working relationships with pupils “it’s 

having that building that positive relationship really that rapport” (pg 68, line 522). Due to Lucy’s 

experiences, she felt she had a good understanding of the needs and the introduction of the 

Reflective Box 

I think this speaks of the changes there have been in understanding the role teachers have in 

supporting the emotional development of their pupils. Even in the relatively short time I was a 

teacher there was a shift in teachers needing to take more responsibility and, particularly in 

secondary settings, to change their practices. I think for me it significantly impacted how I viewed 

myself as a teacher and meant I had to reflect quite deeply on experiences where I may have done 

the ‘wrong’ thing. Being out of teaching I have found it easier to reflect and make peace with the way 

I may have interacted with some pupils that I definitely would change now. I think this has increased 

my empathy for teachers. It has made me understand better how Emotion Coaching can lead to a 

fundamental change to how teachers, particularly in secondary school, view themselves. I think this 

links to what Lucy was finding with some staff not budging on how they worked.  
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neurological elements helped her develop this understanding further. She also shared a lot of her 

understanding of the emotions and regulation of adults around the child as much as that of the child.  

 

4.2.2 Step 2 – Composing I Poems13 

Throughout Lucy’s I Poem she uses “I think” several times (Appendix 3B, pg 61-65, lines 413-473, pg 

79-81, lines 716-746, pg 82-85, lines 759-803). Lucy talked quite generally about her experiences 

throughout her narrative, rather than including specific examples, she talked very generally about 

how she had used Emotion Coaching in her work or how it influenced her experiences. It seemed as 

though Lucy had reflected on her practice, possibly due to her current role of TEP. There was one 

particular example she gave which is included in the excerpt from her I Poem below. She talks about 

a specific situation where she had not used Emotion Coaching but wished she would have known 

about it. 

14I was the one15 

I felt so bad 

I was like 

Oh my goodness me 

what have I done 

I I was 

what did I do 

have I really 

 
13 Lucy’s full I Poem is included in Appendix 5 
14 I Poems have been colour coded; Yellow-think or thought, blue-knowing and sure of, green-negatives; don’t 
and didn’t, Pink-emotion or feelings, teal-tentative; maybe, like, might. 
15 I Poem sample taken from pg 55-58, lines 301-362 of Appendix 3B Lucy’s full transcript 
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I had no 

earlier on in my 

I didn't 

I didn't 

my reaction 

I'd lost my temper 

I just felt 

I just thought 

maybe I should have 

I mean 

I had to try 

So I knew 

I’d reported 

knew me 

I went 

I went 

so I went 

I tried to 

I just said I’m really sorry 

I was saying 

I'm really sorry 
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I can't let you 

I don’t know 

In the above section there were a lot fewer “I think” statements than in other parts of the I Poem and 

included the only examples of Lucy’s feelings within the full I Poem. Within this section, she says, “I felt 

so bad” and “I just felt”. This is the only specific example of working with young people; it was 

interesting this was one where Lucy hadn’t used Emotion Coaching. There was a lot of thought and 

feeling along with this story and I wonder whether it is something she still feels a lot of emotion about. 

She talked about her temper and the effect that had on the situation. This feeling seemed to echo what 

she shared about the thoughts of her colleagues in approaching young people differently and how 

sometimes they weren’t in the right frame of mind to support a young person. 

 

4.2.3 Step 3 – Contrapuntal Voices16 

In the third listening of Lucy’s narrative, I noticed any changes to her tone, voice, pauses, and 

phrases that would indicate the different voices within her stories. Lucy seemed as though she had 

reflected on her experiences of Emotion Coaching in this school and her past teaching career. This 

 
16 Lucy’s full transcript with annotation related to Step 3 is included in Appendix B 

Reflective Box 

I found this part of the Listening guide challenging for Lucy. Through the multiple listening I noticed 

how generally she seemed to retell her experiences rather than including retellings of more specific 

examples. 

She included ‘I think’ a lot and so I wondered whether her role as a TEP meant there was more of a 

reflective frame to her stories. I wonder how different her interview would have been had I had the 

opportunity to interview her at the time of still working in the setting.   



 

 

70 

made it more challenging to pick out the voices. Through careful listening, I think there were 

identifiable voices; there was a voice of Emotion Coaching as an intervention vs Emotion Coaching as 

a way of responding or interacting. Alongside this there was a voice of expected resilience and 

choice amongst pupils, as well as an understanding of the need to support the development of 

resilience which seemed interesting voices within the same narratives. When considering the very 

subtle ways of speaking including any laughing, and changes to phrases or tone, I think the more 

significant voices I could identify was one of empathy for staff vs a voice of protecting pupils from 

staff. 

4.2.3.1 Voice of empathy for staff.  

Throughout the narratives shared by Lucy, it was noticeable her experiences as a teacher 

were framing the stories she shared. She had a voice of understanding and empathy for the life of 

the teacher in the classroom with the demands on them, this came through as a key voice reflected 

in slight change of tone in the phrases and the way of talking she used. I think this was a key voice in 

her stories as this threaded through her stories showing her empathy and understanding of the 

pressures and therefore why she or other staff might respond differently or not with an Emotion 

Coaching style when they do not have the capacity for it at the time. She included thoughts such as: 

“when a child may be(.) umm deciding that you’re gonna get their emotional baggage(.) that day” 

(pg 53, lines 267-268) “you’re the frontline and you’re the sounding block it can be quite tough on the 

person especially if you’ve had a really busy morning you know and you’ve got full-on week or full on 

day and you’re getting grief from management parents you know sometimes you you you can be 

reactive and that can explode a behaviour” (pg 53, lines 269-274). Lucy seemed to genuinely frame 

her reflections of using Emotion Coaching in the context of the classroom teacher. 

 

4.2.3.1 Voice of protection from staff.  

Whilst there was this clear empathy for teachers as a teacher, there was also a clear voice of 

wanting to protect her pupils from staff, particularly “her” SEN pupils. She felt part of her role was to 
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be there for her pupils and protect them from other staff who may not fully understand their needs 

and may not be able to support them in the moment. This meant she made herself available for 

those pupils she knew might need additional support and protection from other staff not willing to 

change their approach. “I think the newly qualified staff the younger staff I think(.) different 

generation umm(.) they were more open…but the old school staff if I’d asked that they’d have gone 

down the put a complaint in against me.” (pg 73, lines 609-612) “the generations and whether they 

were willing(.) to actually look at their practice.” (pg 73, lines 613-614) “you just knew that that I 

would go to certain kids what have you got today and I’m like ok err what lessons that? I’ll make sure 

I’m around” (pg 75, lines 639-640). 

 

These voices seemed at odds with each other, it seemed unexpected to have this understanding of 

staff experiences alongside this need to protect pupils from staff. Lucy understood the pressures of 

staff and so understood why they may respond in a way a child might need to be protected. This 

understanding of the pressures seemed to make the way young people responded understandable 

and therefore in need of that protection – the voices seemed to be in a cycle with each other, voices 

and needs being in conflict but Lucy seemed to bridge one voice with another through those stories. 

Showing they were separate voices but connected and therefore impacting her actions and her 

experiences.   

 

4.2.4 Step 4 – Concluding thoughts on Lucy’s narrative 

Lucy’s identity as a teacher and particularly as an SEN teacher I think was a key element of her 

stories. It was a significant factor in why she went on to take on the role of SENDCo followed by her 

movement into the role of TEP. She has, through this journey, taken the time to reflect on her 

experiences and how that has impacted the way she thinks and what she shared during this 

interview. What was interesting was the perception Emotion Coaching was something seen as an 
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“intervention”, it was something she described as done by specifically trained staff, was done out of 

teaching time, and was not something a “maths” teacher would have the time to deliver. However, 

she still understood the need to have all staff trained in the approach and could be used in ad hoc 

conversation.   

 

Lucy also made some interesting points about the control of the pupils. She described that 

for some young people even just being in class with a teacher could be felt as threatening, which 

could be difficult for some to manage and cope with. She went on to explain “the children don’t have 

agency when you’re a teacher in a class so I think sometimes just the threat of you being that teacher 

can actually trigger an emotion” (pg 65, lines 468-496). Understanding this experience for young 

people alongside the neurodevelopmental influences, for Lucy, seemed to help her understand her 

pupils better and understand why they might struggle in some situations and need support. 

Reflective Box 

Nicola and Lucy were my first two interviewees; after conducting the interviews and writing the transcripts I 

reflected on how I thought it had gone and whether I needed to make any changes to the following two 

interviews.  

I felt I had spoken a lot during the first two interviews, it felt I stuck to the questions a little more than I had 

hoped and I felt I had to ask more of the pre-prepared follow up questions. I wondered whether this was a mix 

of me as interviewer and the way of the individual participants. So based on this reflection I decided to make it 

clear to participants Sarah and Connie, this was an honest exploration of their experiences in schools. I made it 

more explicit that the questions I had sent were a guideline and I may not ask all of them, which was fine. I also 

made it clear they were welcome to just talk and I would listen and then make appropriate follow up questions 

as and when needed, rather than them feeling as though they were restricted by the prompt questions I had 

sent before the interview. Reflecting on the later interviews below, I think this did make a difference to the 

stories that were shared and the way they were shared, so I am glad I took the time to reflect and consider the 

next two interviews before jumping into them.  
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4.3 Participant 3 – Sarah 

Sarah was a TEP who had previously worked as a secondary school teacher, a SENCO and 

worked as an Assistant EP. She was interested in Emotion Coaching early on, in the way she interacted 

with her pupils and became more interested after attending training with the school EP.  

 

4.3.1 Step 1 – Listening for the plot17 

Sarah found out about Emotion Coaching when she explored the approach within her role of 

SENCO. She shared that it fitted with her approach and way of responding to young people rather than 

choosing a more punitive approach. Within this role she worked hard to develop Emotion Coaching as 

an approach across the whole school as it couldn’t just be done in isolation: 

you can have as many conversations as you want with the young person(.) if they’re gonna 

then go down the corridor and another member of staff is gonna go why is your coat off 

rerrer ((imitated angry voice)) immediately it er undoes all that good work so if the ethos 

isn’t there then those conver those little conversations become less and less effective.  

(Sarah, pg 90, lines 55-59) 

Sarah’s own experience in school were significant in exploring Emotion Coaching and the intentions of 

wanting to share it with her colleagues and use it with pupils. Sarah shared her understanding of 

Emotion Coaching and the different understandings some have of it being an intervention versus a way 

of interacting with people “if you pull the young person out of a situation to do it is still feels punitive” 

(pg 91, lines 79-80). Sarah sounded against punitive strategies for several reasons and saw Emotion 

Coaching as a very real alternative to this, which in her experience, worked a lot better and was a lot 

more effective with pupils. 

Sarah shared a sense of a different set of priorities for her pupils; through her learning and 

exploration of Emotion Coaching she found herself focusing more on pupils being ready to learn and 

 
17 Sarah’s full transcript is included in Appendix C 
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there might be circumstances where, what a young person has achieved by the end of the lesson is that 

they are calm, regulated and ready for the next lesson.  

at that point my priority is to help him to self-regulate and be calm and if he achieves that in 

that lesson even if he didn’t do any work if he achieved sort of being calm and self-regulated 

ermm and out of that kind of zone of thinking by the time he leaves the classroom then that 

is an acceptable achievement and that’s something that I think not all staff can can wrap 

their head round always. 

(Sarah, pg 96, lines 156-161) 

it definitely changed my approach(.) as a teacher to prioritise the emotional well-being of 

my students before the academic progress…it’s not that I didn’t care before and with talking 

to colleagues it’s not that they didn’t care about that before it’s just highlighting and 

bringing to the forefront exactly how important the emotional well-being of your students is 

in order for them to access that learning. 

(Sarah, pg 107-108, lines 352-357) 

Sarah expressed her views and experiences implying she felt differently about other ways of teaching 

and the more traditional behaviour policies that are used in her school and when she was a pupil. When 

finding out about Emotion Coaching she felt the idea of emotional dysregulation as an opportunity to 

learn was significant to her and sat much more comfortably with how she wanted to work.  

 

Sarah explained what it was like sharing Emotion Coaching with the other staff she worked with, 

she explained the LSAs took the approach very positively and they seemed to share the views it aligned 

with how they often approached interactions with pupils. It sounded that through the training and 

seeing it as an evidence-based approach, empowered them to talk to their pupils using Emotion 

Coaching and being able to prioritise that over demands from teachers that the young person may not 

have been ready for. “I can use emotion coaching in my in my classroom and and do that and have 

positive results but that young person is then gonna walk out of my classroom and into an environment 

that’s potentially(.) hostile” (pg 98, lines 198-200). When it came to sharing the approach more widely 

across the school, some responses were a little more mixed. Sarah found some were interested, 
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whereas others saw their role more traditionally “children should just be respectful to adults all the time 

so if an adult tells you to do something as a child you should just do it and that is the skill that we should 

be teaching” (pg 104, lines 301-303). Sarah found that some staff saw “…a heightened emotion as an 

opportunity for punitive measures and that punishment will teach a child that you don’t do that” (pg 

100, lines 232-233). 

 

Throughout Sarah’s narrative, she brought in ideas of the power imbalance between teachers 

and young people, the idea of equality within teacher-pupil relationships, and felt this was something a 

lot of teachers didn’t seem to understand; “emotion coaching would create an equality within the 

relationship between child and teacher that to them shouldn’t exist because (.) the teacher has authority 

and power over a child(.)” (pg 106, lines 327-328) Sarah found that instead, Emotion Coaching helped in:  

creating ermm(.) a trusting relationship but also a healthy balance of power(2) because I don’t 

feel that a teacher does have power actually over their students that’s not what I’ve believe 

since you know I’ve been using emotion coaching ermm I think I think power is is a bit of a 

dangerous word and it’s not something that you should ever seek to have over a child.  

(Sarah, pg 108-109, lines 369-374)  

that’s the biggest impact I think for me in emotion coaching is to think well actually I don’t have 

power over this person nor do I want power.  

(Sarah, pg 109, lines 374-376) 

 

Sarah explained it was not her intention to have power over a pupil, and it was important to have a 

balance of power that can help a child feel secure, happy, and safe. She described equity within the 

relationship in terms of understanding the young person’s needs and meeting them where they need 

that support. Sarah saw herself as a protector of some of her pupils, in making the decision to use 
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Emotion Coaching but having to shield them from other staff who would have used a punitive approach 

that was not equitable or suitable in that moment:  

interestingly another English teacher came out of her classroom while I was trying to have this 

conversation and was like is everything all right here and started ((hands on hips)) trying to eer 

ermm and I basically told her to f off ermm very politely in front of this student as I could see she 

was about to start asking him why are you out of lesson what did you do so I had to guard him(.) 

from that  

(Sarah, pg 114, lines 470-475) 

This all came from the understanding of the importance of emotional well-being and development and 

the role that teachers had in this in schools. She refocused her priorities as a teacher to ensure that 

pupils’ emotional needs were met so they were in a place to learn. Exploring Emotion Coaching was 

significant for Sarah and seemed to give her the evidence to choose the way she responded and worked 

with her pupils.  

 

4.3.2 Step 2 – Composing I Poems18 

Sarah uses “me” and “my” a lot throughout her I Poem and these statements tended to come 

clustered together. I think these statements related to Sarah making the connection and distinction 

between what she thought and what affected her. After she used the phrase “I think the biggest 

impact” there were more uses of “me” and “my” concerning herself and her pupils implying her 

relationships with her pupils and the importance the relationships had on how she worked. In this 

section of the I Poem, there is a particular shift to talking about “me” and “my”, whilst she had used 

these phrases a lot throughout, there was a noticeable change with including pupils during this section 

which is when she starts to talk about the relationships she has – interestingly, this could be identified in 

 
18 Sarah’s full I Poem is included in Appendix 6 



 

 

77 

her way of speaking in this section of the I Poem. I think there was an alignment with how Sarah wanted 

to be, Emotion Coaching, and her relationships with pupils.  

19if I'm being honest20 

my own interactions  

I think  

something I have to do  

I think  

appealed to me  

affected my teaching  

 I do have to think  

what I say before  

my mouth 

how I interact  

affect my teaching  

I was doing  

I think the biggest impact  

on my teaching  

for me  

with my pupils  

 
19 I Poems have been colour coded; Yellow-think or thought, blue-knowing and sure of, green-negatives; don’t 
and didn’t, Pink-emotion or feelings, teal-tentative; maybe, like, might. 
20 I Poem sample taken from pg 108-111, lines 359-415 of Appendix C, Sarah’s full transcript 
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what I mean  

because I don't feel  

what I’ve believe  

I've been using  

I think  

I think power  

I think for me  

actually I don't have  

nor do I want power  

what I'm gonna  

taught me  

towards me  

I've actually thought  

how can I create a balance  

my classroom 

when I trained  

I think  

I think  

or I might describe  

I suppose  

me and my pupils  
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speak to me 

that my students  

seek me out  

trust me 

on my relationship  

my students  

I think  

I can definitely see  

my classroom  

what I call  

space with me  

with me  

my responses  

After this section, Sarah goes into sharing specific examples of working with young people and 

using an Emotion Coaching response. These sections include more negatives and these are about when 

she felt she had missed something or despite Emotion Coaching being her preferred way of interacting it 

wasn’t her first thought of how to respond. I wonder whether the negative phrases show that 

distinction between how Sarah would want to respond and what happened at the time – maybe a 

distancing from what she did, what she thought at the time, and what she thinks now; 

21I remember 22 

 
21 I Poems have been colour coded; Yellow-think or thought, blue-knowing and sure of, green-negatives; don’t 
and didn’t, Pink-emotion or feelings, teal-tentative; maybe, like, might. 
22 I Poem sample taken from pg 112-113, lines 437-442 of Appendix 3C, Sarah’s full transcript 
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I just was not  

I didn't catch  

I er I didn't expect it 

I think I'd I'd fallen too  

I wasn't expecting  

I think it  

 

I think23 

I gave examples 

I didn't expect it  

I didn't expect  

I didn't expect  

I hadn’t been  

I wasn't used to  

 In the above two sections there were these clusters of negatives around two 

examples of where she hadn’t expected to use Emotion Coaching (Appendix 3C pg 112-113 

and pg 119). Follow on from these two clusters there then seemed to be a change and a 

realisation; 

24most of my experience  

that I’d struggled  

 
23 I Poem sample taken from pg 119, lines 548-553 of Appendix 3C, Sarah’s full transcript 
24 I Poem sample taken from pg 120, lines 560-572 of Appendix 3C, Sarah’s full transcript 
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why I drew  

as I kind of realised  

I don’t need to give her advice  

I need to listen to her  

I need to   

I don’t need  

what I learned from  

what I was saying  

I had to adapt  

 Following the clusters of the negative, the above excerpt, I think there was a shift as Sarah 

says “as I kind of realised” and “what I learned from” and “I had to adapt”. I think there was 

a change in how she understood the pupils she worked with and where she could adapt 

and apply Emotion Coaching. I wonder whether there was a realisation of how she wanted 

to be a teacher meeting her expectations of a teacher in the context.  

Reflective Box 

I found Sarah’s I Poem and contrapuntal voices quite challenging. I think her stories and 

narratives flowed much better than interviews one and two and I think that was based around 

the changes I made to my own interview style mentioned above. However, I found the I Poem a 

challenge to identify any patterns to what she said and how she said it. I had the same 

challenges with the contrapuntal voices as her tone and way of speaking was consistent 

throughout. I had to look for much more subtle changes that might have been at the start of a 

different story and then continued into the plot-lines of what she shared and look at more of the 

plot-lines across the narrative. I wonder whether this challenge was why there were similar 

storylines coming through both the I Poem and the contrapuntal voices identified. 
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4.3.3 Step 3 Contrapuntal Voices25 

It was difficult to identify Sarah's voices, she mentioned she talks to everyone in the same way, 

with the same tone. With the multiple listenings, there were some differences in the way she spoke of 

her memories working in school and with pupils or parents.  

 

4.3.3.1 Voice of alignment.  

Sarah had a voice when she talked about how the approach aligned with her, “I thought I 

already do that… I already do some of this” (pg 87, lines 8-9), in discovering Emotion Coaching and 

feeling it lined up with the way she would prefer to be. Sarah had a wondering tone to some of her 

plot-lines including when talking about Emotion Coaching being an alternative to how she was 

interacted with as a child when she was at school. Sarah shared that it was a way she could act out 

her authentic self as a teacher in it helping to “create a balance” in relationship with her pupils and 

parents. Exploring Emotion Coaching had a significant impact on her view of working with pupils, it 

gave her a way of being with pupils that could address power imbalances and act to bring about 

social justice in a way where I think she felt empowered and validated herself, and how she wanted 

to be.  

 

4.3.3.2 Voice of the unexpected.  

Despite very clearly sharing that Emotion Coaching aligned well with her way of responding and how 

she would want to be a teacher, she shared two very clear examples where she did not expect to use 

the approach in the context. Despite it feeling natural to her and being quite powerful there was also 

this voice of the unexpected, in that for some pupils it was not her “go-to” response. I think this 

highlights that there is still somewhat of a barrier to it being the default style to choose in school. 

This suggests to me Sarah still had this idea of “who” needs to be Emotion Coached rather than truly 

 
25 Sarah’s full transcript with annotation related to Step 3 is included in Appendix 3C 
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feeling it could be used with anyone at any time of heightened emotion. This voice seemed at odds 

with how Sarah described herself and her interest in using it. I think this suggests there is still some 

internal conflict about the way Sarah as a teacher “should” respond. 

 

4.3.4 Step 4 – Concluding thoughts on Sarah’s Narrative 

There were many interesting thoughts shared by Sarah, in particular this idea of power in the 

relationship with pupils and how Emotion Coaching could be a way to create a balance of power. 

This was a really interesting reflection and I wish I had explored this further with Sarah as she had 

explained that Emotion Coaching had been an important factor in understanding the power dynamic 

between her and her pupils as well as with the parents she worked with. It increased her 

understanding of the experiences of others and allowed her to understand she did not want power 

over others – different from her previous perceptions as a teacher, instead preferring equity of 

relationship with everyone she works with.  

 

Reflective Box 

From reflection of Lucy and Nicola’s interviews, I had thought carefully about how I would 

conduct Sarah and Connie’s. I was conscious of not wanting to talk as much and wanting to let 

the stories flow more from the participants. This point might highlight my inner conflict of 

wanting to listen in the moment and not wanting to involve too much of myself in Sarah’s 

narrative and the way that Sarah wanted to speak. However, following that way has, on later 

reflection, resulted in aspects and plot-lines, like this consideration of power, be something I 

wish I had explored further in the moment. This is something I cannot resolve now with Sarah 

but I will continue to reflect on it as a researcher and something I imagine a lot of qualitative 

researchers struggle with. 
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Another interesting storyline from Sarah was the experiences she had as a child in school. 

She explained that she found it difficult in school to understand and regulate her emotions. The way 

teachers interacted with her in school was not helpful, she explained she met with a lot of punitive 

measures when really she needed help to understand and express her emotions. This experience in 

school then impacted how she wanted to behave and respond to young people as a teacher. This 

was a really interesting perspective and was clearly something which had impacted her in her 

practice.  
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4.4 Participant 4 – Connie 

Connie was an English Teacher and Assistant Head Teacher within her mainstream secondary 

school. She has supported her school staff to change their approach by introducing Emotion Coaching 

and then building and developing their ways of working from there.  

 

4.4.1 Step 1 – Listening for the plot26 

Connie explored Emotion Coaching through discussions with the school EP and wanting to 

support pupils identified as “vulnerable learners”. At the time, her school was very structured and 

behaviourist which was challenging for a lot of her pupils who seemed to be “getting stuck in this sort of 

cycle of sanctions” (pg 125, line 12) this led to her discussing approaches with the EP and exploring how 

she could move forward including the introduction of Emotion Coaching. For a few years Connie had 

been working on developing more restorative and relational approaches in her school including 

introducing Emotion Coaching to staff and parents.  

Connie shared that COVID was a big turning point as it acted like a “circuit-breaker” (pg 150, line 

133) for staff to understand their well-being as well as the well-being of their pupils through and after 

returning to school from the lockdowns:  

well I think then COVID happened errm and err so everything sort of came to a standstill and on 

the return from COVID we changed the behaviour policy and I absolu I mean what we ended up 

doing during COVID is I put some ermm emotion coaching training for staff on’ … ‘you could see 

people were not coping they err you could see and it was impacting everybody.’ ‘we can frame it 

as when we return when these children return what do we need to be doing to make them feel 

safe to make them feel connected to and it was actually just almost perfect timing really  

(Connie, pg 128-129, lines 57-69). 

 

 
26 Connie’s full transcript is included in Appendix 3D 
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Connie seemed to describe a bit of a shift in the views of staff since Covid, which opened them up to 

exploring different ways of working s as a whole school. This reset also fuelled a change in the behaviour 

policies some staff felt they were fighting against pre-covid when they tried to work differently and 

incorporate some of the Emotion Coaching approaches in their work.  

 

Connie described that the work triggered by her and her school’s exploration of Emotion 

Coaching had grown into parent workshops, curriculum sessions, and intervention support across the 

whole school. They worked on ways to build and repair relationships between staff and pupils, as well as 

supporting young people experiencing emotionally based school avoidance through targeted and 

personalised provision. She shared that the work triggered by her exploration of Emotion Coaching led 

to an attitude and culture shift in school which further added to developing their feelings of community 

“you could see a shift” (pg 129, line 77) “a sort of understanding where some of that behaviour might 

come from and and and how you know actually if you connect with somebody before you correct you can 

avoid ermm er erm an escalation” (pg 129, lines 81-84) “it’s nice that you can start to hear teachers 

show how they’re using it” (pg 130, line 100). 

 

Connie described how she felt differently from how she had originally considered a secondary 

school teacher to be. She described how she always felt different as a younger teacher and felt she was 

doing something wrong.  

I think my thinking was always I think I’ve always(3) I’ve always been somebody who it if 

anything in my early career I used to question ermm(.) you know I I think when I started teaching 

don’t smile until Christmas and I’m thinking oh God I’m rubbish I’m a rubbish teacher because I 

don’t I don’t agree with that I want to have fun with the students straight away I want to I want 

you know I I I want to give a little bit of myself so that they they feel like they know me and they 

feel like I car.  

(Connie, pg 139,  lines 240-246) 
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To Connie, exploring Emotion Coaching then highlighted that her way of working wasn’t wrong, it was 

just different from the norm in her school. This exploration of the theory and research behind these 

different approaches, including Emotion Coaching, empowered her to bring about change and gave her 

“strength of voice” to challenge what she felt needed to change in her school “I suppose what having 

the Ed Psych come and work with me on has given me strength of voice to challenge what I now know 

through research” (pg 140, lines 253-255)  

if I hadn’t had all of that research and support I would not not really you know not have that 

strength of voice so that’s I think for me I thought I I was wrong and was easily railroaded and 

now I’m thinking I absolutely believe this. 

(Connie, pg 140, lines 259-261). 

 

Through her stories it is clear Connie cares a lot about her pupils, she uses the term 

“unconditional positive regard” (pg 132, lines 125-126) and that came across in the way she spoke of her 

pupils. She demonstrates empathy in how she spoke about the needs of her pupils “is something that 

ermm shows unconditional positive regard that allows you to demonstrate that you’re on the side of the 

student and you desperately want them back in the class” (pg 132, lines 125-127). 

 

4.4.2 Step 2 – Composing I Poems27 

Connie’s I Poem had an interesting flow to it, it included stanzas starting and finishing with a 

tentative phrase of “I sort of”, “I suppose”, “I possibly” or “I probably” – so there is this tentative 

phrasing throughout with three occasions where there is a trio of “I suppose”. I think that this shows the 

 
27 Connie’s full I Poem is included in Appendix 7 
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reflection of Connie throughout her narratives around Emotion Coaching. However, there are two 

bigger sections where there are fewer tentative, I phrases: 

28so I suppose 29 

if I think  

I think I  

I think  

my thinking  

I think I've always (3)  

I've always been  

my early career  

I used to  

I I think   

I started teaching  

I’m thinking  

I'm rubbish  

I’m a rubbish teacher  

I don’t  

I don't agree 

I want  

 
28 I Poems have been colour coded; Yellow-think or thought, blue-knowing and sure of, green-negatives; don’t 
and didn’t, Pink-emotion or feelings, teal-tentative; maybe, like, might. 
29 I Poem sample taken from pg 139-139, lines 236-247 of Appendix D, Connie’s full transcript 
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I want to  

I want  

I I I want to give  

Of myself 

Know me 

I care  

I I'd always been  

I think in my early career  

I I would  

I think this stanza was an interesting break in the tentative mentioned above and was very 

much about Connie’s reflection on her own understanding of herself as a teacher and how her 

earlier career had influenced her style.  

 

She reflected on how the experiences during her early career had influenced what she 

thought of herself as a teacher and felt she was the one getting it wrong – “I’m rubbish” and then 

her realisation of not agreeing with this and understanding her style as a teacher changing and being 

in line with Emotion coaching. I wonder whether the language she used in this section echoed the 

“strength of voice” that Connie felt the EP has given her.  

30I sort of 31 

I think  

 
30 I Poems have been colour coded; Yellow-think or thought, blue-knowing and sure of, green-negatives; don’t 
and didn’t, Pink-emotion or feelings, teal-tentative; maybe, like, might. 
31 I Poem sample taken from pg 150-155, lines 437-515 of Appendix D, Connie’s full transcript 
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I think  

I've just been  

I bought them 

I don't know  

I don't know  

I I I used to  

I thought  

I think  

I remember 

I suppose 

I er used to  

I don't know  

I almost wonder  

I think that  

I've seen that change  

but I think  

that I spoke of (2.5)  

I go back to  

I’m really pleased  

what I'd been trying  

what I had been trying  
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I think  

when I've shown  

I’d be I'd been trying to  

I think  

I've spoken  

I don’t know  

I know I've gone off on  

I've probably sort of  

This stanza also stood out as different from the shorter stanza’s clustered around the 

tentative phrases. This felt like a different kind of reflection around the changes that she had seen 

within the school rather than the above stanza being the changes she could see in herself and her 

understanding of herself.  Moving on to what she had been trying to change within her school and 

amongst her staff. The way she spoke implied how proud she felt of the changes that had happened 

in her school and amongst her colleagues. 

 

4.4.3 Step 3 Contrapuntal Voices32 

4.4.3.1 Voice of the harsh before.  

In this listening of Connie’s interview, I was able to identify multiple voices through her tone and the 

way she talked about aspects of her Journey with Emotion Coaching. Connie had a voice that 

seemed harsh and almost annoyed and this tended to be when talking about how her school used to 

be “before” the school changed its way of working and before Connie was able to work towards 

changes in the school, I have labelled this the “before voice”. This voice began with a particular use 

 
32 Connie’s full transcript with annotation boxes related to Step 3 is included in Appendix D 
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of “we” which grouped her with the school but there was something about it where “I” was 

separated from this.  

4.4.3.2 Voice of the light after.  

Another identifiable voice included a soft lightness to the tone and some of the gestures she made, 

this seemed to reveal an almost “light” voice of her experiences after finding out about Emotion 

Coaching. This “light” voice transformed into a different sense of the use of “we” when she talked 

about other staff and the school as part of a changed view. This changed view seemed to relate to 

using Emotion Coaching within the school and changing their outlook.  

 

Whilst these voices worked in harmony to share Connie's journey with Emotion Coaching within 

her school, they were distinctly different from each other. These voices seemed different in terms of the 

tone and emphasis Connie used to say the words and in the underlying feeling of the meaning of those 

words. Connie seemed to use the “light after” voice to articulate a way of working that aligned with her 

values, her preferred way of working. This voice sounded both softer and lighter through the tone, 

content, and emotion. The emphasis through these voices echoed the change in approach and possibly 

the harsh heaviness Connie felt working in the school before exploring Emotion Coaching changing into 

the lightness she felt working in this “new” school culture.  

Reflective Box 

Exploring Connie’s I Poems and contrapuntal voices really helped me to understand the 

process from Gilligan and Eddy (2021). The contrapuntal voices in Connie’s stories were 

easier to identify as there were really distinct changes to her tone of voice and the actions 

that she used with them.  Through the Gilligan & Eddy (2021) guidance and applying that to 

Connie’s interview I could see what it added to the analysis and I could go back to previous 

analysis of the other interviews and discovered different layers to their narratives.  
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4.4.4 Step 4 – Concluding thoughts on Connie’s Narrative 

Connie was very expressive in how she spoke of her experiences. She used emphasis and gesture to 

share her stories and these came out through the contrapuntal voices identified above. Connie’s 

relationship with the EP seemed significant to Connie. She describes it as giving her “strength of 

voice” to challenge some of the previously assumed ways of teaching which empowered her to 

make changes within her school and to work differently with young people. Without this support, 

Connie shared times when she felt she had been “railroaded” to act in a particular way that did not 

seem to align with her way of working. Through the support of the EP, she could see the 

alternatives, she could see the evidence for those alternatives, and could understand that what she 

was doing was different but not wrong and had the potential to have a big impact on her pupils, in 

particular the ones she was responsible for and who she felt she needed to protect over the years. I 

think exploring and learning about Emotion Coaching was quite transformative for Connie. It made 

her reflect differently on her experiences as a teacher and lead to changes in her work and her 

school. 

 

The other element I found interesting in Connie’s narratives was the way she talked about 

staff, their own needs, and understanding that staff need support to teach effectively and support 

their pupils. She also talked about the professional trust with colleagues that she understood better 

through the school-wide work around Emotion Coaching. She described a trust that colleagues had 

knowing they would enforce school expectations when it was right for that child in that context. 
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Reflective Box 

Connie’s narratives resonated greatly with my own experiences as a teacher finding out about 

Emotion Coaching. I didn’t find out about Emotion Coaching fully until after I left teaching and 

interestingly Connie was going through this ‘light’ adjustment to her thinking whilst still in school 

and in a position to make changes. Exploring Emotion Coaching for Connie had the impact that it 

validated her preferred ways of working with young people – as it did for me. Through the 

support of the school EP Connie communicated lightness both intellectually and emotionally by 

finding out that she wasn’t actually ‘rubbish’ she wasn’t ‘doing it wrong’ she was a different kind 

of teacher, an Emotion Coaching teacher.  
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Chapter 5 - Discussion 

5.1 Introduction 

This chapter aims to build on the individual narratives and voices of the four participants and 

link storylines across the narratives with the research questions. Participants' stories stand alone and 

are detailed in the analysis chapter, but at times, the storylines intertwined and overlapped with 

each other contributing their insights to the research questions in different ways. Through 

considering the research questions alongside the analysis of the four narratives I have pulled 

together connected storylines or plot points across the narratives. In this chapter, the intention is to 

bring together the storylines, in summary, to contribute the participant’s unique insights to the 

research questions, and suggest ways forward for EP’s introducing Emotion Coaching in secondary 

settings. 

 

5.2 What are secondary school teachers’ experiences of using Emotion Coaching? 

5.2.1 Emotion Coaching as a naturally occurring response? 

Some of the storylines shared by participants involved the feelings that an Emotion Coaching 

approach aligned with either how they were practising or how they wanted to respond as a teacher. 

Once they found out more about Emotion Coaching they felt they were able to notice times they felt 

they naturally used it in their practice. With this conscious understanding of Emotion Coaching as an 

approach in schools, participants felt they were able to use it more explicitly, with more young 

people and adults in a wider range of scenarios. Nicola, in particular, described being more 

conscious of it and catching herself using it when working with others. 

 

5.2.1.1 “To me it made sense” – Nicola (pg 2, line 33).  

Gottman (1997) identified Emotion Coaching as a naturally occurring parenting style that had 

positive effects on the emotional development of those who experienced it. So it would follow that 
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for some of the participants in this research it felt like a natural style for them to use with pupils as 

well. The storylines of other staff finding using Emotion Coaching difficult or more of a challenge 

could be related to the approach not feeling natural to them. Nicola said that Emotion Coaching “to 

me it made sense” (pg 2, line 33), implying this affinity she had with it. Following this idea that 

Emotion Coaching feels more natural to some than others could link to explanations around why 

some staff struggled to develop it from the stories participants shared. The way someone behaves as 

a parent is also influenced by the parenting they experienced in childhood. It is possible that staff 

didn’t feel aligned with Emotion Coaching because of the parenting they experienced as children. 

Interestingly Nicola felt that Emotion Coaching made sense to her but commented that part of this 

reason was that it was so different from what she experienced as a child that it felt like a pleasant 

alternative way to respond. Sarah also mentioned having punitive measures used on her when in 

school and that Emotion Coaching felt like an alternative that could have been used with her. This 

could suggest that whilst there is an impact of the parenting experienced as a child, it is not clear 

completely whether it would encourage Emotion Coaching or dissuade against it. Whilst there is 

some time spent on parenting during Emotion Coaching training, it is possible that those attending 

who may be more resistant to the Emotion Coaching approach might need more support to explore 

their past experiences and consider how Emotion Coaching compares and the difference it could 

make. 

 

5.2.1.2 “Mindfulness of yourself” – Lucy (pg 50, line 222).  

Personal meta-emotion philosophy is included in Emotion Coaching training (ECUK) and there is 

reference made to how attendees understand their past experiences with their parents and how 

that can influence how they feel about emotion (Gus et al, 2015). Gilbert (2017) suggested 

“emotional identities” have an impact on individual uptake of Emotion Coaching as an approach in 

their work. She also found the receptiveness of the practitioner has an impact on implementation. 

This was a feeling which came through the participants' stories. There was a storyline of alignment 
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with Emotion Coaching, they described receptiveness of Emotion Coaching by being involved in the 

introduction of Emotion Coaching within their schools and Emotion Coaching being something that 

validated their preferred ways of working. Lucy, in particular, shared that Emotion Coaching made 

her “mindful of yourself”, it reminded her to consider her own feelings when interacting with young 

people. It was a continued story line across her narratives about the impact Emotion Coaching had 

on her understanding of emotions and how her experience with a pupil when she hadn’t stayed calm 

led to an escalation of a young person's behaviour and not calming (see Lucy’s I Poem Appendix 5). 

Lucy spoke in a way that implied that if she had known more about Emotion Coaching earlier on in 

her career, and the effect of her emotions on the situation, she might have responded differently. 

Based on the stories shared I think this research highlights the need within Emotion Coaching 

training and implementation to take more time in supporting teachers to reflect on their “emotional 

identities” and their experiences to consider adapting or changing their approaches to working with 

young people. 

 

5.2.1.3 “I didn’t catch it” - Sarah (pg 112, line 437).  

Despite their confidence and alignment with the approach all participants still talked of the struggle 

to use it in their context, the issues of using it with the current school policies, and the resistance felt 

by colleagues in reflecting on their existing approaches and receptiveness to trying a new approach. 

Through their storylines, Nicola, Lucy, and Sarah shared feelings of comfort with using Emotion 

Coaching for a wide range of situations and emotions of others, but not feeling as though it was their 

default position. Sarah shared a story of working with a young person where she “didn’t catch it”, 

she made assumptions around the young person’s needs and regulation and so didn’t catch the 

earlier signs that he needed support. Sarah felt that Emotion Coaching worked for her and the way 

she wanted to respond yet there were still times when the need to use it surprised her so there was 

still this somewhat unease with using it with all heightened emotions and any of her students.  As I 

will continue to explore below there was a conflict felt with how Emotion Coaching fitted in with 
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school behaviour policies. The difficulties of using Emotion Coaching in individual situations and then 

it not being used more widely across the school, as well as the individual conflict of whether they 

were doing it correctly. 

5.2.1.4 “Nicer to use it felt better” – Nicola (pg 35, line 589).  

Through stories of their own views and those of colleagues, it was evident that the alignment felt 

with Emotion Coaching had an impact on their interest in and commitment to using it. At times the 

use of Emotion Coaching was in conflict with the school behaviour policies. This has implications for 

delivering the training, how teachers understand Emotion Coaching, and the time given during 

training for them to consider their natural teaching styles and what they might need to reflect on 

and develop. Emotion Coaching is influenced by experiences of parenting for parents, it is arguable 

that Emotion Coaching for teachers is influenced by their experiences of teachers. Traditionally, 

many teachers have followed an authoritative style, therefore new teachers are likely to replicate 

the teaching experiences they have had. Through EPs and other practitioners supporting the 

development of the use of Emotion Coaching, teachers are being asked to reflect on their ways of 

responding to young people and those around them and to reflect on their experiences as pupils 

themselves. Those that have had some experiences of Emotion Coaching may be more drawn to the 

approach or those who have had experiences more like the opposite of Emotion Coaching may then 

be drawn to it as an alternative to punitive measures that they experienced in parenting and as 

pupils, (Sarah pg 88-89, lines 32-35 and Nicola pg 25, lines 404-408). This potentially could suggest 

that not only do individuals need to consider their experiences of parenting but also their 

experiences as pupils. Their “emotional identities” therefore could be made up of experiences as 

parents, children, pupils, and teachers.  

 

5.2.1.5 Influences of previous experiences.  

Highlighted above and throughout research related to Emotion Coaching there is an understanding 

of the implicit and explicit influences of the experiences that individuals have of parenting during 
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their childhood. Gottman and DeClaire (1997) highlight how the experiences had as children being 

parented influences the way an individual parents when they have their own children. This can be 

something that individuals are aware of or become aware of through reflection or can be something 

individuals do without much understanding or knowledge of. These early experiences become 

internalised and can implicitly or explicitly affect behaviour. Based on the experiences of the 

participants it is also possible that the experiences had in school as pupils, effects adults as they 

become teachers themselves. Teachers draw on the models they experienced in school as children 

and either implicitly or explicitly apply these in their own work as teachers. Through the training, 

Emotion Coaching makes the influences of parenting experiences explicit using personal reflection 

about the way individuals understand emotion and emotional regulation. During the training, this 

highlights to attendees the implicit influences that may affect how they respond to their own 

children. It may be beneficial therefore to consider more explicitly the experiences that individuals 

had as pupils and how that might have impacted how they behave as teachers. Just as with 

parenting this may then require teachers to make small steps towards using more Emotion Coaching 

style approaches that are quite specific and feel more tangible as described by Lucy. Alternatively, 

for those who may feel more in line with Emotion Coaching they may be able to use it more 

explicitly in what they are already doing as described by Connie, Sarah and Nicola.  

 

5.2.2.1 Foregrounding the relational aspects of teaching 

Another storyline that linked stories across the four narratives was the importance of 

relationships with pupils. Nicola described Emotion Coaching as a way to build relationships with 

young people and, on reflection, was the way she would interact with those individuals who she had 

a “good relationship” with. Connie explained that Emotion Coaching was something that could repair 

and build relationships between pupils and staff and was useful within the secondary school context. 

McLaughlin and Clarke, (2010) concluded that relationships between staff and pupils are an under-

researched area. SEMH guidance recommends the promotion of positive relationships with pupils 
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(Rhodes & Long, 2019, Davies & Henderson, 2020), however, there is no direct guidance on how to 

develop these positive and supportive relationships. The participants in this research highlight 

Emotion Coaching as a way to develop relationships with young people in secondary school. Nicola 

and others recognised that on reflection an Emotion Coaching response helped to develop what 

they thought of as previously “just I have a good relationship”. The stories shared in this research 

support the ability Emotion Coaching has for developing relationships with young people by giving 

teachers a tool for the “local and everyday interactions” pg 395 (Johnson, 2008). 

 

5.2.2.2 “I might describe it more as equity” – Sarah (pg 110, lines 397-398).  

Sarah shared a significant storyline of how Emotion Coaching had impacted her practice and her 

understanding of what her practice should involve. Sarah felt that Emotion Coaching was a way of 

creating a balance of power between pupils and teachers. Storylines relating to power and 

autonomy were included in other narratives, but Sarah particularly talked about the impact that 

Emotion Coaching has on her understanding of her relationships with young people and how to 

develop relationships where there was equity of power. This was something that she went on to 

prioritise, developing relationships with pupils so that they felt safe, would trust her when they 

needed support and would feel able, in the classroom environment, to engage in learning activities. 

Sarah’s narratives as well as others identify relationships as a key part of the learning process and in 

supporting pupils to be in the frame of mind where they are settled to take part in learning activities. 

 

5.2.2.3 “Tool for the tricky moments” – Nicola (pg 29, line 487).  

Secondary schools present their challenges in terms of relationships between staff and pupils. Pupils 

see multiple staff a day and it is difficult to build relationships when one might only see that class or 

that teacher once a week or once a fortnight. Teachers are not given strategies around how to 

develop relationships with pupils therefore teachers rely on strategies that have been helpful before 

or that they have learnt through other ways such as based on the experiences they had in parenting 
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or as pupils. The participants in this research made many connections with Emotion Coaching being 

a way to develop and repair relationships with their pupils. Emotion Coaching, therefore, has the 

potential to be introduced to teachers as a technique that can help them to develop relationships as 

well as its other benefits. 

 

5.2.3.1 Understanding of pupil needs 

A key storyline in Lucy’s stories was the impact Emotion Coaching has on her understanding 

of her pupil’s needs. Through the Emotion Coaching training, she received she could understand the 

influences of a pupil’s biology and the stress response on how they might behave in class. This gave 

her empathy for pupils in her classroom and encouraged her to respond in different ways. Lucy 

shared experiences of working in a specialist setting where she had to regularly support pupils to 

calm down and de-escalate situations. When Lucy then started working in a mainstream secondary 

setting she saw there was still the need for pupils to receive support for their emotional regulation 

as she had delivered in specialist settings. For Lucy, this changed her understanding of why pupils 

responded the way they did, helping her to empathise and therefore support them differently, 

consistent findings were found in Romney, et al (2022). Lucy shared an event when she didn’t 

understand her pupil’s needs in the way she would understand them now and so hadn’t followed an 

Emotion Coaching style. Now she was aware of Emotion Coaching, she felt she understood the 

needs of young people better, it was an approach she would have used in that moment which she 

felt would have produced a different result for that young person and her own well-being around 

working with him. 

 

5.2.3.2 “I don’t know what it’s like” – Nicola (pg 26, line 428).  

Lucy was the only participant who referred specifically to the theory delivered in the Emotion 

Coaching training; however the story of Emotion Coaching increasing her understanding of 

individuals was something shared in Nicola’s story, Nicola shared a storyline of how Emotion 
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Coaching was helpful in her better understanding of the different perspectives of parents. Nicola felt 

that as she wasn’t a parent and wasn’t interested in being one and this made talking to parents 

challenging. Emotion Coaching however, gave her the tools to respond with empathy and show a 

level of understanding of their feelings which she hadn’t felt confident in before. Intertwined 

through multiple stories was the feeling that Emotion Coaching developed an understanding of the 

needs of pupils as well as other adults. There were references to participants and other adults taking 

the time to attune and empathise with others which then changed their response in the 

moment.  This developed understanding resulted in increased empathy for what they were 

experiencing and with the development of Emotion Coaching, gave participants a flexible and 

adaptable tool to use. 

 

5.2.4.1 Emotion Coaching and school policies 

A storyline which came up across the narratives was how Emotion Coaching was an 

alternative to previous ways of managing behaviour in school rather than something that felt it 

fitted into existing policies. Emotion Coaching was described as giving participants and colleagues a 

different way of responding to their pupils, staff, and parents. Connie explained that it was a 

different approach from the norm in her school which was effectively implemented as there was an 

EP providing guidance and evidence of the Emotion Coaching approach and it was something she, as 

a practitioner, believed in. Sarah mentioned how she used Emotion Coaching but that as the whole 

school wasn’t as far in their development of the approach there were times when she had to 

“protect” her pupils from other staff who may have taken a punitive approach. Lucy also shared 

experiences of having to be available to support pupils due to there being times when they may 

conflict with other staff not willing to move away from the behaviour policy. Throughout the stories, 

there was a storyline of Emotion Coaching not fitting with the current policies in school and 

participants using it with pupils, despite the behaviour policies in place. Despite participants feeling 

as though Emotion Coaching worked for them in secondary school it still seemed to be somewhat in 
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conflict with the norm of how they and other staff worked. This seemed to cause some form of 

conflict between different styles of teaching, tending to fall in favour of what the behaviour policy 

suggested. 

 

5.2.4.2 “A circuit breaker” – Connie (pg 133, line 150).  

Participants shared that colleagues who felt that Emotion Coaching aligned with their way of 

responding were more likely to take it on as a response to support their pupils. However, there was 

also some resistance from staff who didn’t feel that the approach aligned with them or with the 

policies in the school at the time. A significant turning point in the story for Connie was the Covid 

pandemic in March 2020 and the restrictions put in place to stop the spread. School closures and 

adjustments related to the pandemic during 2020 allowed her and her staff to reset – “a circuit 

breaker” (Connie, pg 133, line 150). When the staff came back as a whole school after lockdown 

measures there was a wider understanding of the effect the Covid restriction had on the emotional 

development and well-being of both staff and pupils. This led to changes in the school policies to 

incorporate principles of Emotion Coaching, to support staff to change their approaches to pupils 

and towards staff well-being. This meant those already using Emotion Coaching and those trying to 

develop its use were no longer working against their previous existing behaviour policies where it 

felt that pupils were stuck in a “cycle of sanctions” (Connie, line 12). Staff were given the support 

and autonomy to respond to pupils in the moment and to make decisions about how they wanted to 

respond. Connie described a significant change to the attitudes and strategies used in her school 

which were previously hard to change but that Covid gave them the push they needed to change the 

whole school. 

 

5.2.4.3 “Undoes all that good work” - Sarah (pg 90, line 58).  

Both implicitly and explicitly all participants described the need for Emotion Coaching to be a whole 

school approach involving change at multiple levels. Sarah and Nicola in particular shared stories of 
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the implication of staff using Emotion Coaching in isolation and then young people going out of the 

classroom into punitive responses from staff which “undoes all that good work” (Sarah, pg 90, line 

58). Secondary schools adapting to using Emotion Coaching is a journey, stories from all participants 

highlighted the difficulties of attempting to use Emotion Coaching in isolation or amongst a small 

number of specialist staff. Even individuals who felt that Emotion Coaching aligned with how they 

wanted to work felt restricted by the behaviour policies in place. Connie felt her school needed a 

complete reset and needed to update their policies to incorporate Emotion Coaching into them for 

staff to feel supported to change their way of responding to young people. It is challenging for 

teachers to use Emotion Coaching in isolation, it can also be challenging for all teachers to develop 

Emotion Coaching as an approach with young people. However, what could be a step in a different 

direction is to widen behaviour policies so that teachers can use approaches that suit their ways of 

responding which feel as equally valid and appropriate as others and so that staff who wish to use 

Emotion Coaching feel empowered to use that approach as they see fit without feeling like they are 

doing something wrong. 

 

5.2.4.4 “Their time is really precious” – Nicola (pg 3, lines 43-44).  

A storyline in Connie and Lucy’s stories was the explicit acknowledgment of the pressures on 

teaching staff, Nicola alluded to the staff pressures in terms of not wanting to waste the time of 

staff. Nicola wanted to make the most of staff training so that they knew it would be useful and 

developed her practice to be a role model for others so that she could support them (Nicola, lines 

80-81). The pressures experienced by participants and that they were aware of in their colleagues 

were also linked with some staff resistance to changing their approaches. When staff are working in 

high-pressure environments it can be a challenge for staff to find the physical time and emotional 

capacity to reflect on their approach in school and be motivated to change the way they work which 

could have been their way of working for a very long time. Lucy felt that teachers in school who 

were newer to the profession were more open to exploring alternative ways of working with young 
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people whereas those who had been teaching many years were at times less willing to engage in the 

reflection and work needed to change to an Emotion Coaching approach (Lucy, pg 73, lines 609-

614).  

 

5.2.4.5 “Emotional baggage” – Lucy (pg 58, line 268).  

Participants acknowledged the difficulties for staff with changing their approach, the time it takes to 

explore and implement a new approach, and how staff need to be aware of their emotional 

regulation to support pupils. Lucy explicitly referred to the focus on meta-emotion philosophy during 

Emotion Coaching training and how that helped remind herself to check on her and other teachers' 

emotions whilst supporting young people. Lucy’s own emotions were something she reflected on 

during her stories and on reflection something she saw she could have done differently. Lucy talked 

about pupils deciding who would get their “emotional baggage” (Lucy, pg 58, line 268) and the 

impact that can have on the emotions of staff which could affect how they responded to that pupil. 

She talked about Emotion Coaching being a way of being more mindful. Teaching is a difficult job 

and it can be hard to know how to respond to young people when struggling with their feelings. 

Emotion Coaching has the potential to be a response that can be practised so that teachers can 

respond to the pupil in the moment in a way that accounts for their feelings at the time. 

 

5.2.4.6 “Professional trust” – Connie (pg 147, line 373).  

Nicola said teaching was about being “your best possible self” (Nicola, pg 35, line 581) which alludes 

to the difficulties in teaching with asking for help or needing support with some pupils. Connie 

explained the changing practice within her school due to developing Emotion Coaching, increased 

professional trust amongst the staff. She explained they felt their judgement of how to respond to 

pupils was respected and that if they needed support that was actively encouraged and available to 

them (Connie, pg146, lines 367-371). Relating to Covid, Connie felt the experiences with Covid 

meant staff had a better understanding of their well-being and were open to asking for support, as 
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well as understanding the need some pupils had for support. This change in attitude to support 

colleagues rather than monitor or judge them was significant to Connie and the changes that took 

place within the school. With staff being asked to change their approach and respond empathically 

to pupils through Emotion Coaching this change of approach could be made more difficult by staff 

not feeling that colleagues and managers are using a similar empathic approach with them. Connie’s 

storyline around “professional trust” alludes to ideas of containment between teachers and their 

colleagues and empathy for the situations they are in with pupils. Dale and James (2013) found that 

containment was important for staff particularly for “unwelcome change”. They talked about the 

anxiety that can come along with unwelcome and “radical departure from current practice” (pg 5) 

that could apply to the organisational change associated with the whole school development of 

Emotion Coaching. Connie’s story implies that a whole school approach to developing Emotion 

Coaching, where empathy and containment are implicitly available for staff can support to bring 

about the organisational change needed. 

 

5.3 What impact has the development of Emotion Coaching had on how participants 

see themselves in their roles? 

 

5.3.1 The Emotion Coaching teacher  

As part of their storylines and in their voices, participants felt Emotion Coaching aligned with 

how they wanted to be with pupils. A storyline in Connie’s narrative was that before she explored 

Emotion Coaching she felt she was doing something wrong as a teacher, she felt that she wasn’t 

wanting to teach in the same way as her colleagues. Through exploring Emotion Coaching she felt 

that she wasn’t “doing it wrong” she was just teaching differently, using Emotion Coaching. All four 

participants talked about how Emotion Coaching was a challenge for some staff with there being 

some elements of Emotion Coaching which sat better with some than others. Lucy talked about how 

some teachers felt it “wasn’t their job” and Sarah talked about staff seeing heightened emotion as 
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an opportunity for punitive measures rather than learning. The stories seemed to reflect the idea 

that there were different views of what a teacher looked like in a secondary school classroom, this 

view had an impact on how receptive some staff were to explore and adapt to Emotion Coaching as 

a different way of responding to pupils. 

 

5.3.1.1 “It’s not their job” – Lucy (pg 73, line 600).  

For Connie and Sarah Emotion Coaching gave them an alternative way of working in a school which 

was evidence-based and validating, this empowered them to keep working in a way that aligned 

with them despite resistance. Even with this empowerment, there were times described by Sarah 

and Nicola when Emotion Coaching was more challenging to use. Storylines across the narratives 

allude to difficulty in mainstream secondary settings with making changes against the status quo of 

the expected way to be a secondary teacher and the expected responsibilities of a secondary 

teacher. These expectations seem to have an impact on the receptiveness of staff to reflect on their 

practice and make changes to this practice incorporating Emotion Coaching principles (Gilbert, 

2017). For Lucy, this was something she found challenging to change and for some staff, it was about 

protecting the pupils from them rather than what seemed like a wasted effort to try and change 

their way of working. Multiple participants shared storylines of Emotion Coaching aligning with their 

preferred ways of working and talked of the difficulties of using Emotion Coaching alone in a school. 

Along with suggestions across other participant narratives, Lucy seemed to be suggesting that 

Emotion Coaching feels that it goes against what was expected of some staff as teachers. Some 

teachers just felt it wasn’t their job to support pupils' emotional development or take an Emotion 

Coaching approach, possibly viewing this as an unwelcome change (Dale & James, 2013). 

 

5.3.1.2 “You’re just so wrong” – Connie (pg 139, lines 249-250).  

The storylines of all participants included expressions of feeling different from other teachers in their 

schools. If there is this idea of what a secondary school teacher looks like then this might link to the 
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difficulty some secondary teachers have in changing their ways of working to incorporate 

approaches like Emotion Coaching. This links to the idea of the influence of a “teacher identity” in 

response to Emotion Coaching. Building on work by Gilbert (2017), around “emotional identities” 

and receptiveness influencing response to Emotion Coaching, there is the possibility of needing to 

consider an individual’s “professional” or “teacher” identity. An individual’s identity as a teacher is 

based on a range of factors; experiences as a pupil, as a teacher, being parented and parenting as 

well as other wider influencing factors through life. These build up to form a “teacher identity”; for 

some this is an identity which aligns with Emotion Coaching and for others, it does not. This “teacher 

identity” along with other factors suggested by Gilbert (2017) could be significant in supporting 

teachers to adopt Emotion Coaching. The acknowledgement that this could be a challenge for some 

teachers compared with others could be important to consider when working with secondary school 

teachers to use Emotion Coaching. 

 

5.3.1.3 “Balance of power” – Sarah (pg 108, line 370).  

A significant storyline for Sarah was the impact exploring Emotion Coaching had on her 

understanding of power in teacher-pupil relationships. Sarah reflected on the power in her 

relationships changing her view and understanding to feeling as though there should be a balance of 

power in these relationships (Sarah, pg 108, line 370). She alluded to the idea that previously and for 

other teachers, there was an intention of wanting power over pupils to manage behaviour in the 

classroom. Lucy talked about how in the classroom pupils don’t have any power or control over what 

happens, the teacher has control. This concept of power for Sarah led to the idea of and the need for 

trusting balanced relationships with pupils. This can then mean that young people are “secure, 

happy and safe” and would seek Sarah out for support when they needed it. Sarah also explained 

that Emotion Coaching helped with developing balanced relationships with parents. For Sarah, 

Emotion Coaching gave her the tools to build relationships with others where there was a balance of 

power that supported the other person within a situation where they could have felt threatened or 
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powerless. Sarah told a story of a parent feeling attuned to, empathised with, and validated when 

they were facing challenges in getting support for their child. Nicola also shared a story of using 

Emotion Coaching with parents where she didn’t change anything for their child but she developed 

relationships and listened which seemed to calm and reassure the parent. 

 

5.3.1.4 “At that point my priority to is help him” – Sarah (pg 96, lines 156-157).  

Along with Sarah’s changed perspective on the power within relationships, she also felt empowered 

to support her pupils in the way she felt they needed at the time. Through her narrative, a key plot 

point for Sarah was her understanding of the need to change priorities to support the emotional 

development of her pupils. Sarah described that in exploring Emotion Coaching she found herself 

changing to set her expectations based on where they were at when they entered the classroom. For 

some, the priority may have been to support them to calm using Emotion Coaching so that they 

were ready for their next lesson. Her understanding of Emotion Coaching gave her the confidence to 

support the pupil in the moment. Connie also described the understanding of Emotion Coaching 

empowering herself and the staff to support the pupil the way they felt was needed as the one 

working in the moment. Nicola, in her stories, talked about the need to support emotional 

regulation before expecting the pupil to focus on a learning task when they weren’t ready for it. She 

adjusted expectations to the level of emotional regulation in the classroom. Emotion Coaching gave 

these participants the confidence to understand and meet their pupils' needs in the moment. 

 

5.3.2 Teacher confidence with Emotion Coaching  

Another storyline which seems connected to the concept of an Emotion Coaching teacher is 

that of the development of confidence in using the approach. Nicola and Sarah recounted that the 

more they used Emotion Coaching in their interactions with pupils, the more they saw the positive 

outcomes of using it, which made them feel confident to use it more. Gilbert (2017) identified 

something similar in describing the concept of a “positive feedback loop”. Nicola particularly felt that 
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seeing positive results was empowering for her to continue with it. Despite the confidence 

participants felt with using Emotion Coaching, there was still some concern about whether they 

were using it appropriately. Nicola’s latent voices seemed to echo the concerns she noticed in her 

colleagues that there was a conflict between using Emotion Coaching appropriately but imperfectly. 

Nicola and Sarah talked so confidently about using Emotion Coaching in their work however also 

shared storylines about times they didn’t expect to use it or felt that they were using it imperfectly. 

Emotion Coaching is adaptable and Gilbert (2017) describes it as “a way of being and a way of 

becoming” pg 255, this means that it can be open to interpretation depending on the practitioner, 

their context, and the training and support they receive in the approach. With there being no one 

way to apply Emotion Coaching, this can be challenging for some practitioners who may feel more 

confident with behaviourist-based approaches that seem more specific and structured. Arguably the 

way that Emotion Coaching can be implemented is dependent on so many individual aspects that it 

can look different for everyone and make it hard to know if you are doing it “correctly”, which some 

staff may struggle with. 

 

5.3.2.1 “Strength of voice” – Connie (pg 140, line 254).  

Lucy and Connie shared stories of the confidence the EP gave them in using Emotion Coaching in 

their schools. For Lucy, the EP was there to support what she felt was needed within her school and 

was someone respected by the wider staff. Connie explained that the EP gave her a “strength of 

voice” (Connie, pg 140, line 254), meaning that the EP gave her the evidence to explain to staff the 

potential of Emotion Coaching within their setting. It seemed to give her the confidence to work 

with young people, colleagues, and parents in the way that she wanted, knowing that there was an 

evidence base for Emotion Coaching. Nicola explained she was introduced to Emotion Coaching by 

the EP and then entered into further research into it to develop her practice. Nicola found that some 

staff took on Emotion Coaching very positively but there continued to be this concern about using it 

imperfectly. Sarah also explained that exploring Emotion Coaching for her and her LSAs was 

empowering, it gave them the evidence and validation that the way they were working was an 
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approach backed by evidence. Through the stories, there was a reference to the role of the EP which 

is something that could be built on further to support staff in using Emotion Coaching. 

 

5.3.2.2 “Just really joyful” – Connie (pg 149, line 410).  

Connie shared a storyline of how she felt entering an Ofsted inspection in light of the changes to 

school approaches including the implementation of Emotion Coaching. Connie shared that she felt 

confident about having Ofsted in school and to be sharing the school’s journey with them. 

Previously, Connie had felt railroaded into thinking she was “wrong” in how she wanted to teach and 

interact with pupils. There was a turning point in Connie’s story when she believed in the way they 

were working with their pupils and noticed the shift amongst pupils when the Ofsted inspectors 

visited. Connie described a sense of community, with pupils wanting to show their best selves and 

show the inspectors their best behaviour. She felt pupils were aware of how teachers cared for them 

and wanted to show that in return by showing the inspectors their school. She felt confident about 

the way they were supporting young people in their school, confidence that continued through the 

inspection. Ofsted can be another element of pressure schools are under and making changes to 

school practices can feel difficult, considering the potential call from Ofsted. Connie’s experience 

highlights what an inspection can feel like in a secondary school which has embraced and built on an 

Emotion Coaching approach. 

 

5.4 How can the stories of teachers inform the work of Educational Psychologists? 

 

5.4.1 Multiple understandings of Emotion Coaching  

Through the participant’s narratives, there was evidence that there were multiple 

understandings of what Emotion Coaching is and how it fitted into their school contexts. As 

previously discussed, past experiences of parenting and teaching have the potential to influence 

teaching and the consideration of Emotion Coaching approaches in a teacher’s practice. Emotion 
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Coaching is a relational approach so all of an individual’s relational experiences are likely to influence 

how they understand Emotion Coaching as an approach in secondary school. This has led to some 

participants and their colleagues understanding Emotion Coaching as an intervention done by 

particular staff, with specific pupils within a timetabled session out of class. Others understand it as 

an intervention and a way of responding in the moment to an individual’s heightened emotion. As 

well as the view that Emotion Coaching should be embedded as a way of responding to individuals in 

the moment and attempts to use it as an out-of-class intervention could be seen as punitive. These 

multiple understandings have an impact on how staff respond to the approach being embedded in 

the school and therefore have implications for how EP’s support schools to adopt the approach. 

 

 

5.4.1.1 “It’s another toolkit” – Lucy (pg 68, line 529).  

Gilbert (2017) described Emotion Coaching as a technique and an approach, “a way of being and a 

way of becoming” pg 255. A technique used in the moment to support emotional regulation. Lucy 

described that it was difficult to implement Emotion Coaching in the secondary school due to the 

policies and practices in place, the views of teaching staff, the limitations of the timetable, and the 

limitations of the staff trained to deliver it. Lucy’s view of Emotion Coaching was that of an 

intervention that then needed to fit in when and where it could. Lucy’s stories of Emotion Coaching 

were of something that seem quite specific and quite fixed. Sarah and Nicola’s stories incorporated 

Emotion Coaching as something flexible and possible for any member of staff to use in the moment. 

This alternative way of understanding Emotion Coaching influenced how they implemented the 

approach in their schools. These multiple understandings of what Emotion Coaching could be having 

a significant impact on how teachers and management feel that Emotion Coaching could fit into 

their secondary setting. It may need further exploration to include multiple models of 

implementation and embedding in the training of Emotion Coaching as well as considering how 

individuals feel about the changes (Dale & James, 2013). 
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5.4.2 Emotion Coaching as a relational approach, requiring a relational approach 

EPs were mentioned in all participant stories. With the smallest input, the EP was the one 

who introduced the participant to Emotion Coaching, for Connie the EP gave her confidence and 

“strength of voice” to go against the status quo in her school and implement Emotion Coaching and 

other practices. For Lucy, the EP helped her to introduce Emotion Coaching to the school, who was 

someone outside of school staff who she felt other staff would listen to. This highlights the role that 

EPs can play in supporting schools to develop Emotion Coaching, however, an element of this is the 

relationship between staff and the EP. Relationships run throughout the narratives and come across 

as important for all participants, therefore the relationship the school has with the EP in introducing 

Emotion Coaching to them could be important and should be carefully considered.  

 

5.4.2.1 “Having the Ed Psych come work with me” – Connie (pg 140, line 254).  

Emotion Coaching is a relational approach and is a style of interacting within relationships which is 

influenced by relationships. It would therefore follow that Emotion Coaching practice by staff needs 

to be developed and embedded through relationships as well. All participants mentioned the role of 

the EP in their Emotion Coaching journey and it seems that the EP was key in supporting staff to 

reflect and change their practices to incorporate Emotion Coaching. Each practitioner will go on a 

unique journey with Emotion Coaching, and those involved must understand that it is a journey. For 

some staff, it can involve having current styles and ways of working validated and fostered. This has 

the potential to create confirmation bias, with those who believe in Emotion Coaching being the 

ones to introduce it and support its development. This can then make it difficult for Emotion 

Coaching believers to understand the perspectives of others and that it can be difficult for those who 

don’t feel aligned with it. Understandably, as mentioned by Lucy, they may feel their way of teaching 

is being criticised or assessed. For some the journey towards Emotion Coaching can involve 

reflecting on their way of working, the parenting they experienced and that they are using with their 
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children, as well as reflecting on their work with pupils across their careers. As discussed previously 

it can be difficult for teachers to ask for help when they need it and so being encouraged to change 

their approach could be quite intimidating.  

 

For some individuals the journey to using Emotion Coaching is short, it is something they feel is 

familiar, that they feel connected to and could be a journey that keeps them in the same community 

they have always been. For others, the journey to Emotion Coaching can be long and arduous, it can 

be something that takes them miles from how they would have responded and can feel like they are 

being dropped in a foreign land where they don’t speak the language. This can be additionally 

challenging and intimidating when it feels that others pick up this new language so easily or are 

already speaking it. The journey that could be experienced by staff is something that school senior 

leaders, individual staff and EPs need to be aware of as it can have a significant impact on how the 

approach is embedded and the support given to do so.  

 

Participants' stories in this research give evidence to the view that Emotion Coaching 

practices are helpful in secondary school settings and that the journey one may go through for the 

approach to be implemented is worthwhile. However, the personal perspectives they shared 

through what they said and the voices they used, highlighted the difficulty some staff can go through 

in adjusting their response, the changes individuals might need to explore or face up to through the 

journey, and the potential for support that staff need particularly in secondary settings.  
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Chapter 6 

6.1 Research Strengths 

In considering the strengths of this research it seems prudent to return to Tracy’s (2010) 

criteria for qualitative research. Throughout the research process I was reflexive, I gathered my 

thoughts after each interview and through the analysis in a research diary and I included reflective 

boxes to share these reflections throughout the thesis to highlight this reflective and reflexive 

thinking. These reflections actively supported me to adjust my research particularly in terms of 

carrying out the interviews and working through the analysis using the Listening Guide. Throughout, 

I was aware of my motives and therefore the influences I had on my participants and the analysis 

carried out, so I feel that I have completed this research meeting the criteria of sincerity to the best 

of my ability. 

As in the Discussion, there were stories shared about Emotion Coaching that I was not aware 

of and had not been included in previous research. It also contributes something to EP support 

around implementing Emotion Coaching in schools that was not already included in training or 

implementation planning. The narratives shared will certainly impact how I explain Emotion 

Coaching to secondary staff and how I support those staff to implement its practice in secondary 

settings so I think it has been a worthy topic to explore and has yielded a significant contribution 

that could impact my and other EPs work.  

 

6.2 Research Limitations  

6.2.1 Methodological Limitations 

The narratives of the participants were co-constructed through the interviews and 

correspondence with the participants. This research was done within a social constructionist 

paradigm and so the influence of the researcher is acknowledged. If another individual carried out 

this research even with the same participants it is possible that the stories and narratives would 
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have been different. As discussed in the introduction the positioning of the researcher will have had 

an impact on the narratives so they have to be understood as a co-construction. I will have 

influenced the kind of stories they shared because of how I feel about Emotion Coaching and their 

positive experiences with Emotion Coaching likely influenced their willingness to participate. Not 

only did my positioning influence the socially constructed narratives within the interviews but my 

views will also have influenced the analysis, how I applied the Listening Guide and the voices that I 

noticed and chose to focus on. Another researcher again may have applied the Listening Guide and 

noticed very different voices and plot-lines.  

 

6.2.2 Participant considerations 

The intention of this research was to explore experiences of classroom teachers. As 

described above in the Methodology, I did struggle to recruit secondary classroom teachers. The 

participants who did take part not only had experience as classroom teachers, but they were also 

involved in the implementation of Emotion Coaching across the school through assistant 

headteacher roles or as part of SENDCo work. Three of the four participants were TEPs at the time of 

interviews rather than still working within schools. This could have had a big influence on what they 

chose to share and how they had reflected on their experiences. The participants that I was able to 

recruit not being fully in the roles as I had hoped could influence the research resonance; I was 

hoping to share the experiences of classroom teachers who would have a unique experience of using 

Emotion Coaching in their classrooms. The participants who were willing to participate were 

classroom teachers at different points, but weren’t at the time of the interview. This means there 

were other factors at play that could have influenced their narratives. Their stories were still 

extremely valuable and have added a lot to the growing research into Emotion Coaching but I think 

there are still, to some extent, the experiences needed of secondary class teachers. 
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6.2.3 Reflexive consideration of positionality 

Not only have I highlighted the journey of teachers with Emotion Coaching but I have gone 

on my own journey through this research with Emotion Coaching and a journey as a researcher. 

When I found out about Emotion Coaching for the first time, I was very much affected by it, I 

reflected on my experiences as a teacher, the times I had used something similar to the approach 

and the times when I had been so far removed from it as an approach that I felt negative about my 

experiences. Hearing about Emotion Coaching I was drawn into the theory, the neuropsychology 

applied and the potential it had for an approach in schools. I think that I was hoping for the 

participants in this research to have gone on this same journey. What I noticed and had to reflect on 

during the interviews and analysis was the different views of others and their understanding of 

Emotion Coaching and how it could be used in schools. With this reflection I could understand and 

keep check of my own views around Emotion Coaching and attempt to stay true to the experiences 

of my participants and those they talked about. Exploring the neuroessentialist view made me 

critique what I had assumed in my initial explorations of Emotion Coaching.  

From the outcomes of this research, I think I better understand what the barriers are for 

some staff in using Emotion Coaching and can adapt my practice to support them in the way they 

need to be supported, through their individual journeys. I feel that now I can see the underlying 

theory of Emotion Coaching such as the neuropsychology, and I do think the biological basis can be 

useful perspectives and can be helpful for staff to understand the needs of their pupils better. 

However, I understand that this needs to be seen in a wider context of the other influencing theory 

and needs to be included in work with school staff with caution so that I am not perpetuating 

neuroessentialism. I was drawn to exploring Emotion Coaching for my thesis as I felt connected to 

the approach, this research journey has highlighted to me where I might have biases to the approach 

and through that reflection allowed me to be more aware of this position and apply more criticality 

in my recommendations to others.  
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6.3 Suggestions for future research 

As mentioned above I think there is still somewhat of a gap missing of secondary school class 

teacher’s views and experiences with Emotion Coaching, therefore an avenue for further research 

would be gathering the experiences of classroom teachers who were not involved in the 

implementation of Emotion Coaching as an approach across school. In line with this, it would be 

interesting to gather the views of teachers who may not feel fully comfortable with Emotion 

Coaching or may not have found it a simple approach to take on. Due to the nature of the 

participants willing to take part they may have seen Emotion Coaching positively and therefore 

shared positive narratives about its adoption and development in their own practice. It would be 

interesting to gather the views of teachers who may have struggled to understand or felt in conflict 

with Emotion Coaching as an approach in secondary schools.  

 

Emotion Coaching in secondary schools and other settings is still relatively recent in the 

implementation. It would therefore be interesting to explore the views of school staff a few more 

years into their journey with implementing Emotion Coaching. It can be challenging to change the 

practices of school staff and it can often be driven by only a couple of individuals in a school. It can 

take time for other staff to understand the approach and for things like school policies to be 

adjusted to incorporate the principles of Emotion Coaching. Following on from this, it would be 

interesting to see the impact of implementation of Emotion Coaching after a few years both on staff 

and their pupils.  

 

6.4 Conclusions 

This thesis contributes to existing research by using qualitative methods to explore secondary school 

teacher’s experiences of Emotion Coaching in their setting. It adds a new perspective to how EPs can 

support schools and teachers through their individual journeys of developing Emotion Coaching as 
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part of their practice. Through research into other studies I believe it is unique in the use of the 

Listening Guide to explore the experiences of teachers in using Emotion Coaching in secondary 

school settings. Participant stories shared their unique stories through their Emotion Coaching 

journeys and the method of analysis worked well to go on to link the intertwined plot lines of their 

stories with the research questions.  
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Appendix 2C – Expression of Interest Google Form 
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Appendix 2D - Participant Consent Form 
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Appendix 2E – Potential Interview Questions sent to participants prior to interview. 

 

Tell me about your journey with Emotion Coaching. 

What did you think when you first heard of Emotion Coaching? 

What thoughts did you have during and after the Emotion Coaching training 

you attended? 

Can you tell me about a time that Emotion Coaching has been particularly 

helpful? 

Is there a time where it's been difficult to use Emotion Coaching? 

Have you had any turning points in your experiences with Emotion Coaching? 

What has influenced your use of Emotion Coaching? 

What are your next steps in developing Emotion Coaching? 

 

 

 

 

 

 

 

 

 

 

Appendix 2F – Participant Debrief Sheet 
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Appendix 3 – Transcript Details and annotation key 

Details of the Analytic Strategy described in Table 4 

Step 1 – Highlighting parts of the plot, anything that elicited emotional resonance, repeated words, 

phrases and images, information and comments that “jump out”, contradictions, omissions and 

revisions. During the listenings comments were made noticing links, phrases or interest that were 

referred to in the analysis and discussion as was relevant. Different coloured highlighter was used as 

similar topics, plot lines or any of the above was noticed.  

Step 2 – I Statements highlight in light blue 

Step 3 – Phrases or changes to expression, tone, emphasis noted in boxes with related line numbers. 

 

Throughout the transcripts and included in I Poems are notations to indicate parts of the interview: 

bracketed full stops (.) or numbers (3) indicate a pause with the number showing the length of 

seconds in the pause (3) indicates 3 seconds pause in speaking. Double brackets around a phrase 

indicate a physical action or response, e.g. ((laughing)) means the participant laughed whilst 

speaking. Words contained in [] indicate the participant saying those whilst the researcher was 

speaking. 

Additional annotations include: Emotion Coaching (E C), R in a circle = Relationships, T in a circle = 

Teacher 
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Appendices for Nicola 

Appendix 4 – Nicola’s I Poem 

let me see 

I think 

I heard 

maybe I’d heard of it 

I was doing an NPQ SL 

I’d noticed 

I'll try and shorten 

I was an English teacher 

I noticed 

so I had 

first time I heard 

I mentioned 

I didn't do 

I started researching 

I bought the main textbook 

I think 

first time I heard 

When I first started 

I think 
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more I learned 

more effective I thought 

I had I had 

I felt like 

I had to deliver 

I was like 

me I need to really know 

I think 

I mentioned 

I'm not sure 

what did I think 

to me it made sense 

I think 

I could see 

once I got to know 

I think 

I was really conscious 

I knew 

I had very little time 

I (.) did 

I can't remember 
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if I did 

so I only had 

first hour I shared 

I err I had less 

I had less 

umm (5) I don't 

more I read 

more I read 

I wondered why 

I wondered why 

what I 

when I was explaining 

I knew I had 

as I know as 

if I'm looking at loads 

I'm never going to use them 

I'll resent my time 

I think what 

I did like 

so I could say 

I think 
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I don’t know 

if I’ve answered 

I think 

I I I would have 

when I properly learned 

I would catch myself 

I had to become 

I was doing 

when I was doing 

I’d start with 

I would say 

So for me 

when I use 

what I did 

So I noticed myself 

sometimes I'd have to skip 

I got in the habit 

I think 

I might have used it 

And I also might 

because I was training 
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I was more conscious 

I had to report 

staff I actually noticed 

before I would 

maybe I'm just 

I have a good relationship 

I know a particular 

I've had to 

I managed to 

I think 

then I could say 

then I could recognise 

Okay I did 

I need to go 

So I think 

yeah my practice 

I don't the consciousness 

reinforced me 

I was like 

I know I'm using 

I know 
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I'm gonna keep doing it 

I can talk 

where I would 

I can see 

so I was like 

I was like 

I know 

before I might 

I might have 

I didn't 

I wouldn't have 

I don't I 

I don't know 

I had the same class 

I loved them 

I know 

my favourite 

my last class 

I was like 

I kind of like 

I was a bit worried 
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I tried to ignore it 

so I kind of 

I was like 

I'm gonna try 

I show them 

I care 

I want us to 

so I at the start 

I was like 

I've so loved 

I've noticed 

I would hate 

I'd like 

I don't know 

again I don't know 

if I'm answering 

I kind of prefer 

I don’t have 

I have 

I would acknowledge 

if I'm noticing 
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I might say 

oh I can see 

I see 

I'm asking more 

my A-levels were angels 

I would just 

I would comment on the feeling 

I s I gu maybe 

I can see none 

I might be like 

oh I could see 

I would be 

I would say 

I can see 

I completely get it 

I was going 

I think it had 

I think especially 

boy I mentioned 

I've worked a lot 

yeah I guess 
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I've kind of 

I think it 

I was like 

I was like 

I didn't want to 

I wanted him to be validated 

then I would 

I have endless examples 

I know you 

I couldn't 

I'm like 

I observed 

I think 

I know 

asking me as an individual 

I think 

I did focus groups 

I can relate 

(.) I think 

actually I saw as adaptive 

I was like 
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I'm validating 

now I'm doing 

it's only me 

I don't have 

I can’t give them 

I’ll come 

I can see 

I see them I'm like 

I like I want 

I would say 

I'm like 

I was 

I I've seen 

what I expect 

I mean 

I would 

I'd sit 

and I would say 

I would sit 

I can 

I don't know 
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I mean 

I think 

I was one of few 

I think 

I would use 

I've noticed 

I'm not seeing 

so I know 

I can see 

what I observed 

I know 

I'm like 

my training 

I had to 

I got a bit 

surveys that I did 

I don’t know 

I can think of 

what I think 

I think 

I had to give a caution 
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when I was doing 

if I had done 

I think 

I think 

I think 

I think(.) 

I was kind of 

I presented 

I mean 

time I was leaving 

I did that 

I left job 

when I left people 

I was there four years 

I think 

I think 

I think 

I think 

if I'd had more 

I would have put 

I don’t know 
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I give them 

I gave them 

I was like 

So I think 

I think 

I don't know 

I had that 

but I so 

so I don’t know 

because I had 

so I will always 

the way I want to be treated 

I use it with my boyfriend ((laughing)) 

I feel like 

like I was 

I knew 

I knew that 

I think 

and I’d be like 

I can absolutely 

they’d call me 
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I had not promised 

I had not 

I'd listened 

I'm with you(.) 

I agree 

I probably 

I know 

I can't say that 

I just have to 

obviously I don't have 

I don't want 

give me a different 

I don't know 

ask me to magically 

maybe I was less patient 

I was kind of like 

I can't take away 

I don't think so 

well I mean 

I wish 

with me 
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later I realised 

I wish 

I'd done it 

way I got introduced 

professional I trusted 

so I was 

I trust it 

I looked into it 

I was like this 

I’m a year 1 TEP 

I was kind of (.) 

I was talking 

example I gave 

I'm just naming it 

I do have 

I'm in 

I mean like 

I think 

main one I know 

I'm not trained 

yeah I don't have 
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I think (.) 

I included 

I had experience 

I know it works 

I'd be open 

honest I'm gonna 

I don't know 

8) I think (6) 

I think 

I would probably 

like I trained 

then I moved 

I probably taught 

I so I kind of 

so I think 

I would say 

like I mentioned 

makes me (2) wonder 

I don't know() 

because I think that (.) 

I just wonder 
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maybe I’ve 

maybe I've read too 

where I found 

that I was 

(.)I think it 

I wonder why 

I don’t know 

I just wondering 

pressure on me 

when I 

before I heard 

I was like 

how am I going 

when I did it 

I kind 

I wouldn't take 

so I kind of 

I believed 

seeing it myself 

I kind of 

I don’t know 
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I think in(.) 

I did the 

I was like 

how am I going 

how am I going 

I'm like 

I don't know 

I think there 

as I was like 

I feel like 

I'm doing it 

I believe in it 

I'm doing it 

I know it works 

I know it's okay 

then I can go back 

I really enjoyed 

I could have 

I don't like 

I I believe in it 

before I started 
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I don't get it 

Like im not going 

I mean ((laughing)) 

I think 

I always have 

I've given 

I can see 

I now have 

I know the 

I have to 

I've spent 

I know 

I mean 

I (.) have 

I mean 

what I mean 

I'll give sanctions 

I've been building 

I’ll get them 

Im using 

I don't think 
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Appendices for Lucy 

Appendix 5 – Lucy’s I Poem 
I’ve I've always  

since I qualified  

when I was 19  

in all my studies  

I worked in  

my first experience  

when I qualified  

I had an educational psychologist  

my team  

I think  

I was a SENCO  

so I thought  

I can say 

till I'm blue  

refreshes you  

so I found it  

I think i 

I've had myself  

I had to  

or myself  
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I'd I’d obviously  

I just think  

I think  

I was there 

I was there  

I think  

when I used to  

I I always offered  

what I did  

I used to go  

I was part  

put me in  

I had  

put me in  

I think  

I think  

my reactions  

I'm one person  

so I was  

I’m not going to lie  

with me  
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I'd be included  

I think  

I think  

I'll be with you  

I can see  

I'll be with  

helping me  

take myself  

I think  

I think  

I think  

I always try  

what I did  

so I (.) as a SENCo  

I had to  

I would  

when I decided  

I might have  

I've said  

without me thinking  

I've had  
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I was  

I was  

I was the one  

I felt so bad,  

I was like  

Oh my goodness me  

what have I done 

I I was  

what did I do  

have I really  

I had no  

earlier on in my 

I didn't  

I didn't  

my reaction  

I'd lost my temper  

I just felt  

I just thought  

maybe I should have  

I mean 

I had to try  
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So I knew 

I’d reported  

knew me  

I went  

I went  

so I went  

I tried to  

I just said I’m really sorry  

I was saying  

I'm really sorry  

I can't let you  

I don’t know  

I went into  

I’d always  

for me I it  

shock for me  

I was like okay  

I was obviously a SENCO  

I usually got them  

so I would try  

umm I used  



 

 

163 

I’d just try  

if I could  

I'd get them  

so I used  

if I've got  

And I would try  

I would  

if I if I knew it  

for me I maybe  

want me to go and get  

so I think  

I think  

I think  

I think  

I think  

I think  

I think  

I think  

I think(.)  

I did some  

what I mean 
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my office  

can I change  

what could I do to  

i've just spoken  

I've given you  

I noticed  

I think  

I would  

Yeah I think it  

I think  

I think(.)  

because I had  

I would  

I can only see  

what I see  

I’m in there  

knew I was coming  

I saw  

I think(2)  

think  

I used to  
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I used to  

I always had  

I’d know I knew  

I think  

I think(.)  

if I’d asked  

I think(.)  

it's not me  

I am  

I think  

I mean I’m not even  

I feel sorry  

I would  

I can empathise 

I've been there  

I've done the wrong thing  

I had to help  

I can see  

I can see  

I can see  

anything I can do 
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I can  

I think  

so I could  

I could instantly see  

I didn't know  

I’d always know if I didn't know  

bought them to me  

I may have been in  

I would always  

I'd go to  

so I would  

so I’d just refer them  

say I think  

I would say  

I think  

so I think  

I would try to  

I think  

I think  

So I think  

I'll  
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I think it's  

[I think] I think  

I would do as as  

I was a SENCO  

I would  

no I think  

think myself  

I just think  

for me  

my relationship  

cos I think  

I think  

I think  

I think  

so I think  

like I said  

it was me  
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Appendices for Sarah 

Appendix 6 – Sarah’s I Poem 

I think  

when I decided to be a SENCO  

I started training as a SENCO  

I thought  

I already do 

I already do  

I think  

why I became  

I guess  

before I became a SENCo  

I was always that teacher  

concerned me  

concerned me  

so I think  

opened my eyes  

made me realise  

when I became  

I think  

for me and myself(.)  
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I have autism  

I'd often  

when I was really  

 once I qualified  

I did that role  

focus for me  

 that to me  

what I would  

I became(.)   

I was assistant head  

I could move  

myself in  

my daily interaction  

my team  

now I can affect  

now I’m a trainee!((laughing)) 

I could  

I think initially  

I think  

me attempting to  

where I would  
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I think  

my experience  

when I’ve had  

that I feel like  

I have  

I've had occasions  

I’m trying  

and I'll gi  

I'll try  

that I worked with  

I do a lot  

I I've always done  

so I know  

when I was  

im going  

I’m veering off  

I'll work my way back  

I thought  

I bet  

okay I can  

I can see  
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I can see  

I understand  

I knew  

so I had  

I said I'm gonna sit  

I’ll chat to you a 

who I am  

I suppose  

I had a young man  

my English  

and I know  

I initially  

I got to him  

I said  

I can see  

when I sort of  

tell me  

so I I can really appreciate  

so I tell you what  

now I'd known  

and I know  
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if I didn't do that  

I can  

what do I actually need  

I think  

with me  

I was happy  

enough for me 

I think 

I felt it  

I think  

in my experience  

I can use  

in my in my classroom  

I wouldn't be  

stood out to me  

big draw for me  

I don't feel like  

 I think  

appeals to me  

I liked  

that I was trained  
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emotion coaching to me  

I'd seen prior  

outside of my own experience  

I'd seen  

I'm trying  

spoke to me  

I think  

my training  

emotion coaching to me  

so I was introducing  

because I feel  

so I think  

similar to me  

I feel like  

I think  

 I’m just going to  

when I became  

that I would  

but I had to really  

I had to  

I had to  
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and I had to  

that I was working  

but I I would  

I think  

I think once  

I was able  

I think  

I think  

for myself  

I’m here to teach  

I'm here to teach  

changed my approach 

not that I didn't care  

my teaching  

I think  

if I'm being honest 

my own interactions  

I think  

something I have to do  

I think  

appealed to me  
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affected my teaching  

 I do have to think  

what I say before  

my mouth 

how I interact  

affect my teaching  

I was doing  

I think the biggest impact  

on my teaching  

for me  

with my pupils  

 what I mean  

because I don't feel t 

what I’ve believe  

I've been using  

I think  

I think power  

I think for me  

actually I don't have  

do I want power  

what I'm gonna  
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taught me  

towards me  

I've actually thought  

how can I create a balance  

my classroom 

when I trained  

I think  

I think  

or I might describe  

I suppose  

me and my pupils  

speak to me( 

that my students  

seek me out  

trust me 

on my relationship  

 my students  

I think  

I can definitely see  

my classroom  

what I call  
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space with me  

with me  

my responses  

I’ve got got two i’ll give you two  

 I’ll tell you why  

I didn't  

my own fault  

I've probably I probably should  

when I was  

I had(.)  

I think it  

obviously I had  

I remember  

I just was not  

I didn't catch  

I er I didn't expect it 

I think I'd I'd fallen too  

I wasn't expecting  

I think it  

I I kind of  

I'm just gonna  
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I had to go  

 I said right  

I'm not coming out to tell you off  

want to tell me  

I just listened  

 I said yeah I can I can appreciate that  

 I said I know  

know I don't want  

I said  

I could understand  

while I was trying  

I basically told her  

I could see she  

I had to guard  

option for me  

tell me  

I just I just think 

I'll tell you  

I will always  

I still remember  

I’ll always  
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I know  

I know  

If I had dealt with  

accept my help  

I thought I probably  

I don’t care who  

I got  

I completely  

so I spent  

I remember  

I remember  

I was the SENCO  

I was all ready  

my frame of mind  

I prefer  

in my mind that I was gonna need  

panic from me  

not to show it on my face  

 so I took the decision  

I was SENCO  

I had lots of  
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I could pull  

I think  

I gave examples  

I didn't expect it  

I didn't expect  

I didn't expect  

I hadn’t been  

I wasn't used to  

most of my experience  

that I’d struggled  

why I drew  

as I kind of realised  

I don’t need to give her advice  

I need to listen to her  

I need to   

I don’t need  

what I learned from  

what I was saying  

I had to adapt  

how I delivered  

I worked at  
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before I became  

where I kind of  

helped me to  

 that I worked with  

that I ended up being  

I would come down  

I would just  

say I can see  

I’m gonna  

 I know  

I can tell  

I talk to everybody  

parent and I  

I explained  

until I left 

I don't think  

I think  

I think  
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Appendices for Connie 

Appendix 7 – Connie’s I Poem 

umm we(.) my responsibility  

I sort of took  

I could see  

I remember  

I was teaching  

I had a child  

I'm an English teacher  

everything I possibly  

I was just exasperated  

I decided  

I need your help  

she introduced me  

I mean  

i'll have it  
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I showed  

I work  

I think  

I absolu  

I mean  

I put some  

I could see(.)  

I was responsible  

so I'm dealing  

so I actually spoke  

I think  

I became responsible  

my role  

I think  

I did erm  

I just sort of g  

that I'd heard  

I had  

I said  

I suppose  

I mean just(.)  
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I suppose  

I suppose  

I think  

I'm really  

I’m just trying   

think I know  

I was on lunch  

I sort of  

blocked with me((passing hand across face)) 

I was sort of trying  

I’m here  

I just said  

I've got  

I can get you  

I sort of brought her  

I sort of talked  

I think I went got  

I gave her  

for me  

I think  

where I went  
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lucky that I wasn't  

I was on  

I had that time  

 

I suppose  

I was very aware  

that I was using  

I suppose  

I probably recognise 

often I you're  

I suppose  

again I said  

I see  

I had  

I did it  

I don't think  

so I suppose  

I've got responsibility  

so I suppose  

if I think  

I think I  
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I think  

my thinking  

I think I've always(3)  

I've always been  

my early career  

I used to  

I I think   

I started teaching  

I’m thinking  

I'm rubbish  

I’m a rubbish teacher  

I don’t  

I don't agree 

I want  

I want to  

I want  

I I I want to give  

I care  

I I'd always been  

I think in my early career  

I I would  
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I was probably 

I used to think  

I think there's  

I've learned  

I suppose  

work with me  

given me strength  

what I now know  

I think  

I try  

I hadn't  

I would have  

I think  

I thought  

I I was wrong  

I'm thinking  

I absolutely believe  

I'm delighted  

I just sort of  

I think  
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I thought no  

when I'm sort of  

I don't know  

I've always seen  

again I think  

I suppose  

I suppose  

I suppose  

I could be  

I’d be there  

I think it  

I think it  

I think it's  

so I think  

I think  

so I suppose  

I think it  

I don't know(.)  

what I was saying when I was  

and I think  

I'm gonna stay  
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I'm gonna be  

I can see  

I'm not going  

I'm going to stay  

I think  

I don’t know  

I’ve got  

I’ve got  

I’ve got   

I actually  

I think  

and I suppose  

I sort of  

I did show  

I think  

I was able  

I think  

I will  

I almost ((arms coming together)  

I sort of  

I think  
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I think  

I've just been  

I bought  

I don't know  

I don't know  

I I I used to  

I thought  

I think  

I er used to  

I don't know  

I almost wonder  

I think that  

I've seen that change  

but I think  

that I spoke of (2.5)  

I go back to  

I’m really pleased  

what I'd been trying  

what I had been trying  

I think  

when I've shown  
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I’d be I'd been trying to  

I think  

I've spoken  

I don’t know  

I know I've gone off on  

I've probably sort of  



 

 

 

 

 

1



2



3



4



5



Line 93 – ‘to be honest’ a realisation 

trying to qualify what she is saying 

about using Emotion Coaching? Is she 

being honest with herself or me? 

6



Line 105 – ‘might sound 

like a strange victory’ – 

Qualifying what she felt 

was a victory? May not 

seem that way to 

others? Difference in her 

own understanding and 

what she thinks other 

would understand? Is 

this speaking to other 

people’s experiences of 

Emotion Coaching? 

Line 116 – ‘they 

used it with their 

children…’ – 

Realisation that it 

could be used with 

everyone? 

7



8

Emma Smith
Highlight



9



10



11



12



Line 220 – ‘you should 

just be more upset’ – 

Qualifying or explaining 

further, justifying her 

response? 

13



14



15



16



Line 280 – ‘would 

count as progress’ 

– Like trying to 

clarify something 

that she felt was 

progress but others 

might not. She was 

noticeably talking 

with quite low and 

sad tone when 

talking about this 

YP. 

17



18



Line 306 – ‘it meant a lot it meant a 

lot’ – noticeable difference in tone 

when talking about this YP and the 

repeated phrase of meaning. 

19



20



21



22



23



Line 399-401 – ‘authoritarian teacher’ – Interesting that 

she gave it as an excuse that some teachers might just be 

used to an authoritarian response from their parents but 

then for Nicola she liked Emotion Coaching as it was 

different to that approach. There is a voice of sure and not 

sure a voice of intervention vs way of being.  

24



25



Line 432 – ‘maybe I 

was less patient…’ 

– change to tone 

26



27



Line 464 – ‘…use it informally…’ – The idea of 

using it informally, what is using it informally? 

I think this speaks of the idea of it as an 

intervention vs a way of interacting with 

others. 

28



29



30



31



32



33



34



35
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Emma Smith



38



39



40



Lines 78-81 – idea 

of expertise and 

skills of the 

classroom teacher 

41



Line 86 – “can actually 

be that…” – emphasis to 

tone 

42



43



44



45



46



47



48



49



50



51



52



Lines 267-272 – idea of emotions 

of the teacher then working with 

the emotions of the YP? 

53



54



55

Emma Smith
Highlight



56



57



58



59



Line 388-389 – understanding 

of the stress response and 

need to support neurological 

influences alongside a voice 

of responsibility. 

60



61



62



63



64



Line 468 – ‘the children don’t 

have agency’ – understanding of 

the difficulty in the lack of control 

some pupils feel when at schools 

65



66



67



68



69



70



71



72



73



74



Line 640 – emphasis on ‘I’ll make 

sure I’m around’ – feeling added 

to the idea of need for 

protecting pupils from some 

staff 

75



76



77



78



79



80



81



82



83



84
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Line 8 – change to 

tone 

Line 16– change to 

tone 

87



88



89



Line 57 – ‘coat off 

rerrer’ – emphasis on 

reaction of other staff 

not using EC 

90



91



92



93



94



95



96



97



98



99



100



101



102



Line 277 – ‘im just 

going to go..’ softness 

to the tone 

103



104



Line 317 – ‘another 

new initiative’ – 

emphasis in the tone 

105



106



107



Line 325 – ‘if I’m being 

honest’ – change to what 

is shared? 

Line 371 – ‘actually’ – 

a realisation or 

emphasis 

108



109



110



111

Emma Smith
Highlight



112



Line 451-

452 – 

“watching”  

gesture - 

emphasis 

113



Line 472 – gesture 

for emphasis? 

Change in tone of 

how spoke of this 

different 

response. 

114



Line 490 – ‘no other 

incidents’ – emphasis in tone 

of the positive outcome 

115



116



117



Line 542 – 5 minutes 

just had 5 minutes of 

silence and calm’ – 

mirrored calmness in 

tone of voice 

118



119



120



Line 599 – Emotion 

Coaching enabled 

Sarah to take a step 

back, understanding 

what might be going 

on for that person, 

wait before 

responding and then 

carefully deciding 

how to respond 

121



122



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Line 627 – “power imbalance” – We are all the same, we all have emotions and 

just want the best for our children, we have empathy for each other and we 

are all in this together rather than being in a hierarchical system.  

123
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125



Lines 24-25 – start 

to a change to her 

way of working? 

126



Lines 49-52 – added 

emphasis with 

gestures 

127



Line 53- ‘got i(.) 

it actually’ – 

there was a 

pause, almost a 

realisation of a 

change or shift 

in the narrative 

Line 54 – ‘ermm just 

start to turn’ 

change to the way 

of speaking, almost 

a sigh of relief? 

128



129



130



Lines 96, 98, 99, 

108 – 

expression in 

speaking with 

gestures and a 

reaction 

Lines 112, 114 – 

new sense of 

‘we’ 

131



Lines 123-125 – 

harshness with 

the way the pink 

was said, real 

strong feel behind 

explained what it 

isn’t!  and then 

moves into softer 

tone line125-129 

132



Lines 140-142 – 

reference to 

the old system 

and this ‘new’ 

system 

133



Line 163 – 

“actually” emphasis 

to tone 

134



135



136



137



138



Lines 242-247 – 

difference in tone 

and emphasis 

when talking 

about her change 

of thinking about 

herself as a 

teacher 

139

Emma Smith
Highlight



Line 253 – “just 

felt natural” – 

lightness in 

Connie’s voice 

when she said 

this 

Lines 260-262 – 

“strength of 

voice” not only 

was she saying 

it there was a 

strength to her 

tone as well 

140



141



Lines 302-303 – 

“ooo you’re nearly 

dressed….tuck 

that shirt in” – 

jokey and friendly 

tone of voice 

142



Lines 303-309 – 

lightness or 

softness to voice 

when talking 

about this story 

and effect of 

‘warmth’ 

143



Line 322-323 – 

emphasis of 

softness to these 

lines, care 

coming across in 

voice 

144



145



Lines 369-374 – 

Emphasis to this 

section – Connie’s 

strength of voice in 

her own judgement 

and trust in 

colleagues? 

146



Lines 380-387 – 

pride and 

warmth when 

talking about 

pupils feelings 

about the 

school. 

147



Lines 397-399 – 

softness to tone 

148



149



Line 436 – 

warmth and 

protection of 

these pupils 

150

Emma Smith
Highlight



151



152



Lines 479-481 

– strength of 

voice of the 

EP 

153

Emma Smith
Highlight
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