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I 

Abstract 

 

     This work investigates the issue of emotional intelligence in the Algerian context. It 

seeks to find out whether middle school teachers of English are emotionally 

intelligent, and examines the extent to which gender impacts their emotional classroom 

practices. The study at hand was conducted with six teachers of English from three 

different middle schools of the Chlef Area, 218 middle school pupils from these 

schools, and four inspectors of English. To collect data, three tools were used: a 

questionnaire addressed to teachers, their pupils and inspectors of English; observation 

sessions, using an emotional intelligence checklist adapted from Allen’s (2014); and 

document analysis of inspectors’ official reports, based on Marshall’s (2009) teacher 

evaluation rubrics that we obtained from the Education Academy of Chlef. In an 

attempt to analyse the data in an as much reliable way as possible, the researcher used 

different approaches and methods. Considering that this research is based on a mixed- 

methods approach, the investigator used the approaches and methods appropriate for 

both qualitative and quantitative methods. For the quantitative method, for example, 

we used statistical analysis and interpretation grounded on systematic and graphical 

representations, notably tabulation, pie and bar charts. Additionally, to give more 

accuracy to our research, we calculated our findings by means of different statistical 

measures namely ‘mode’ and ‘mean’. Moreover, to transform the qualitative data into 

the quantitative data, the researcher resorted to the quantitative content analysis 

approach. With reference to the missing data encountered during the analysis of the 

data, the researcher had recourse to the listwise deletion approach that suggests 

analysing only the cases with complete data. The findings revealed that most middle 

school English teachers targeted in this research, are unaware of emotional 

development as a way to improve their teaching. The results also disclosed that these 

teachers are emotionally intelligent to only a certain degree. With reference to gender, 

the results contradict the belief that women are more emotionally intelligent than men. 

Although female teachers of English were found to outperform their male counterparts 

in certain emotional classroom practices such as peer work and classroom scanning 



 

II 

and monitoring, men were reported to excel in other practices like social interaction 

and students’ encouragement and motivation. Grounded on these findings, 

recommendations have been made for policymakers, stakeholders and teachers to 

increase teachers’ awareness of emotional intelligence and emotional classroom 

practices. 

Key words: Emotional intelligence; Teachers’ awareness of emotional intelligence; 

Middle school teachers of English; Emotional classroom practices and gender; 

Algerian educational system.  
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General Introduction 

 

1. Background 

     A significant number of academicians and prominent psychologists have long been 

intrigued by the subject of human intelligence, which has been defined as multifaceted 

potentiality and skill that encompasses reasoning, problem solving, learning from 

experience, and comprehending surroundings. In others words, it refers to the 

differences in the capacity to learn, to integrate into society, and to conform to current 

social norms. There are at least two distinct categories of intelligence: cognitive 

intelligence (CI) and emotional intelligence (EI). Cognitive intelligence encompasses 

intellectual capabilities such as language, reasoning, attention, and problem-solving. It 

has been of paramount importance for centuries, as it was considered to be the key to a 

successful existence. Contemporary educationists and thinkers such as Descartes have 

implemented this belief in numerous ways, which evolved from Plato's influential 

theory founded on reason. Conversely, emotional intelligence is defined as the 

capacity to be aware of and effectively manage the emotions and thoughts of oneself 

and others. The concept of emotional intelligence is significantly influenced by 

Aristotle, who contested Plato's theory and maintained that humans are composed of 

both emotion and reason. Emotions are purported to influence our daily behaviours, 

decisions, attitudes, and beliefs. For example, positive emotions reinforce positive 

emotions, while negative emotions are as potent as a magnet that draws in negative 

thoughts, which exacerbate the situation. These negative emotions are said to be 

governed by high stress hormones secretion, including cortisol and adrenaline, by the 

brain. .  
 

     A few decades ago, the concept of emotional intelligence emerged as a pervasive 

and compelling concept. Since then, it has been the subject of research for a significant 

number of scholars from a variety of disciplines. Mayer and Salovey introduced the 

concept of emotional intelligence in 1990, drawing inspiration from Gardner's (1983) 
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intrapersonal and interpersonal intelligences. Immediately following the publication of 

Goleman's book on Emotional Intelligence in 1995, it garnered increased attention and 

consideration. The postmodern era has shown that emotions have a substantial impact 

on the cognitive faculties of individuals, contrary to the traditional belief that the 

intelligence quotient (IQ) has a powerful impact on their success. That is to say, 

individuals tend to perform better in both school and society when they are 

emotionally intelligent. In the 21st century, the process of teaching as a 

multidimensional and multifaceted endeavour appears to be becoming increasingly 

complex and demanding. Teachers are being held more accountable for each and every 

practice they engage in in the classroom, regardless of whether it is professional or 

emotive. They are obligated to maintain a high level of knowledge and awareness 

regarding the highest teaching standards, as well as to maintain their academic and 

professional skills. In contrast to the past, when a significant number of individuals, 

including scholars, perceived teaching as a mere cognitive operation, a burgeoning 

corpus of literature has demonstrated that it is primarily an emotional process. 

Academicians are currently inclined to abandon the concept of "cognition" in favour of 

"emotion." It has been reported that an emotional classroom environment is a place 

that inspires, makes a difference, alters lives, and motivates learners to achieve success 

both inside and outside the classroom. Additionally, teachers are perceived as 

trustworthy in terms of the methods and approaches they employ in an emotional 

classroom environment. A teacher who is emotionally intelligent may possess a variety 

of characteristics; however, the most commonly recognized characteristics include 

respect, impartiality, compassion, social interactions with learners, the promotion of 

enthusiasm and learning, the teacher's attitude toward the teaching profession, and 

reflective practices. The latter are addressed in the second chapter of Part one. The 

emotional traits of teachers are typically influenced by a variety of inhibitory factors, 

including the following: 1) an insufficient classroom physical environment, which 

includes a high or low temperature, a lack of air, dirt, and light, and a high number of 

learners; 2) syllabi that are incompatible with the needs of the learners; and 3) a lack of 

emotional education and development for teachers. Emotional exhaustion, which is 

technically referred to as "burnout," is the predominant outcome of these inhibitory 
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factors. Burnout has been examined to determine which demographic is more 

susceptible to the emotional exhaustion that is a cause for concern among researchers 

from various field of interest. Subsequent chapters will address these elements in the 

context of emotional intelligence. 

2.  Study Context, Research Problem and Research Questions 

     Notwithstanding the attempts to revamp and upgrade the quality of teaching which 

should be not only ‘pedagogical’ but also ‘ethical’ (Algerian Ministry of National 

Education, 2015), teachers’ emotional intelligence in the Algerian national education 

system is still left behind- a fact that jeopardizes the advancement of the teaching of 

English nationwide. Seemingly, Algerian Middle school teachers of English are more 

concerned with the improvement of their professional classroom practices than with 

their emotional practices (Iddou, 2018); and as in any developing country, many of 

them teach in exasperating working conditions and still struggle to deal with a set of 

challenging factors: 1) Inappropriate physical environment, including dirty classroom 

floors and walls, absence of decoration, inadequate painting and colours, poor 

equipment and lighting, noise, and insufficient or bad ventilation; 2) Classroom 

behavioural climate which usually engenders disruptive behaviours that sometimes 

lead to violence among the learners or/ and from the learners to the teachers or from 

the teachers to the learners; 3) A lack of emotional training and education among 

teachers, which hinders their ability to create a positive classroom environment, 

manage students emotionally and fairly, communicate effectively, listen to their 

problems both inside and outside the classroom, motivate them, and handle distressing 

situations. 4) Large classes, which are usually due to insufficient infrastructure and 

that make the teachers ineffective and unable to respond to all the learners’ needs and 

to appropriately manage their classes in terms of time and students’ behaviour; 5) 

Curricula and syllabuses that surpass the intellect of the learners and do not align with 

their needs; 6) The absence of autonomy that prevents teachers from fulfilling their 

duties in the manner that they believe is most conducive to their objectives makes 

them feel bored and exhausted. These unfavorable working conditions tend to impede 

teachers from performing their classroom practices in the best way possible, and 
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learners from attaining the wished for objectives which we believe should be both 

cognitive and emotional. A teaching environment that lacks emotional traits, 

principally on the part of the teachers, usually engenders troublesome learners’ 

behaviour. This disrupted environment usually leads to conflicts between the teachers 

and the learners. Given these circumstances, the aim of this research is to examine the 

emotional performance of middle school English teachers in their classrooms. 

     The current study is conducted in the educational context of middle school, with 

school teachers, learners and school inspectors. Middle school is taken as a case study, 

because middle school learners are at the age where they are more vulnerable and in 

need of special support, care and protection which are not always provided in the 

middle school environment. A number of middle school pupils drop out of their 

studies even before they take the “Brevet d’Enseignement Moyen” (BEM), because of 

lack of understanding on the part of school teachers, and of the school in general . We 

believe that emotional intelligence could help teachers provide not only cognitive but 

also emotional support to learners. This research work attempts to inquire into these 

issues and seeks to answer the following three research questions:  

  RQ1: To what extent are middle school teachers of English aware of emotional 

intelligence as a way to improve their teaching? 

This research question seeks to investigate whether middle school teachers of English 

are aware of emotional development as an approach to enhance their teaching 

RQ2: To what extent are middle school teachers of English emotionally intelligent 

in their classroom practices? 

This research question explores the degree to which they are emotionally intelligent in 

their daily classroom practices, 

 RQ3: To what extent do their emotional practices differ relative to gender?  

     This research question seeks to examine whether or not gender affects their 

emotional classroom practices, as it is commonly believed that female and male 

teachers differ in their approach to EI. Though the emotional dimension is seen as a 
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core and essence of successful teaching/ learning, it has received little attention in 

Algeria and is worth investigating.  

3. Significance of the Study 

     As the area of teachers’ emotional practices seems to be under researched in 

Algeria, we believe it is worth investigating. Emotional intelligence is claimed to be 

among the momentous factors that determine the success or failure of teaching and 

learning processes. This study is worth conducting because it intends to examine 

whether middle school teachers of English are aware of their emotional development, 

whether they behave emotionally in their classrooms practices and how their gender 

affects their teaching practices. Furthermore, it is significant since it is one of the scant 

studies, if not the first study that sheds light on Algerian middle school English 

teachers’ emotional classroom practices and encourages teachers to promote their 

emotional intelligence in order to foster success in learners, and cope with stressful 

situations to avoid emotional exhaustion. 

 

4. Methodology  

     The study at hand is descriptive and exploratory, based on a mixed methods 

research design that is thought to fit best triangulation. It was carried out in three 

middle schools in the Wilaya of Chlef (the western region of Algeria). To obtain 

reliable answers to our research questions, three research instruments have been used 

for data collection: 1) questionnaires addressed to middle school teachers, inspectors 

and pupils; 2) observation of the teachers in their classrooms, using a checklist based 

on the emotional intelligence checklist designed by Allen (2014); 3) official 

inspectors’ reports, based on Marshall (2009)’s teacher evaluation rubrics, that we 

obtained from the Education Academy of Chlef. These reports were used to scrutinize 

the best way possible teachers' emotional classroom practices, as the restricted number 

of six teachers that we dealt with was considered insufficient for this research work. 

     To make this research work as much valid and reliable as possible, we resorted to a 

variety of approaches and techniques for the data analysis that fits best mixed methods 

design. For the quantitative method used to analyse teachers’ and pupils’ questionnaire 
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data, we used statistical analysis and interpretation based on a range of tools including 

tabulations, pies and bar charts. Moreover, the frequency of the teachers’ practices 

during our observation sessions were calculated by means of ‘mode’as suggested by 

Hayes, 2022). To analyse gender-based discrepancies in both emotional intelligence 

classroom checklist and inspectors’ questionnaire, we resorted to the ‘mean’ as a 

statistical measure. Finally, in the analysis of inspectors’ reports, the researcher used 

the content analysis approach, where the qualitative data were transformed into 

quantitative data. As for the missing data that have been encountered during the 

analysis, we had recourse to the listwise deletion approach that suggests analysing 

only the cases with complete data. A detailed description of the research design and 

procedure is provided in Chapter four of this thesis. 

     Like any other research, conducting this scientific inquiry was not without its 

constraints and issues. In addition to the short time allotted to the pupils to answer the 

questionnaires and the short amount of time devoted to the observation of the teachers’ 

classroom practices, the major issue faced during our investigation was the COVID-19 

pandemic that interrupted our observation sessions for many months and inflicted 

highly rigid sanitary measures, essentially social distancing which prevented us from 

dealing with as many teachers as possible, and, therefore, restricted our research to 

only six English teachers. Consequently, that may have interfered with the results.  

5. Structure of the Thesis 

     This research work comprises a general introduction, a general conclusion and two 

parts. The first part deals with the theoretical background, and contains three chapters 

on literature review; the second part tackles the empirical study, and embraces three 

chapters. In Part one, the first chapter discusses the concept of emotional intelligence 

and the role of learning theories in its emergence. It also sheds light on Gardner’s 

Multiple Intelligence Theory that provides an interesting discussion of intelligence and 

corrects the classical standpoint. In Part Two, Chapter two provides an overview on 

classroom practices of emotionally intelligent teachersand the factors that interfere 

with teaching/learning process. Chapter three discusses how women and men 

strikingly diverge in matters of emotion, and demonstrates the components that make 
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the discrepancies take place. Chapter four in part two describes the research 

methodology used in this study, including a detailed description of sampling 

techniques, instrument development and data collection procedures and data analysis. 

Chapter five is devoted to data analysis and presentation of the results of the research. 

Chapter six comprises the answers to the research questions and a discussion of the 

findings. Also, some recommendations are made to decision-makers and teachers. A 

general conclusion ends the research study. It summarizes the main findings of the 

study and offers a set of recommendations addressed to stakeholders in general.
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 Chapter One 

Emotional Intelligence and the Learning Process 

 

 

  Introduction  

     A great deal of attention is currently being paid to emotional intelligence and its 

key role in moulding teaching and learning of a good quality. A considerable body of 

literature shows that teaching with positive emotions makes the learners feel secure 

and free from anxiety and fear, and, therefore, raises the likelihood of effective 

learning.    

This chapter is meant to shed light on ‘emotional intelligence’ in relation tothe leaning 

process. It includes four sections. Section 1.1. deals with the  nature of emotions. 

Section 1.2. seeks to explain how emotions are neurone-based. Section 1.3. is devoted 

to emotional intelligence-related studies. Section 1.4. sheds light on learning theories 

in relation to emotional intelligence, including Aristotle philosophy of learning, 

Behaviourist and Cognitive/ Social Constructivist Theories of learning, and, finally, 

Gardner’s Multiple Intelligences Theory. 

1.1.  Nature of Emotions 

     ‘Emotion’ is a concept that goes back to a long distant past;  it came into existence 

more precisely in the time of the philosopher Aristotle who, contrary to Plato, 

highlighted  the significance of emotions, believing in the idea of man being made of 

rational (reason) and irrational (emotions) parts (Yazici, 2015). According to Frevert 

and Dixon (2014 p. 2) “Emotions are often regarded as something very basic, and 

essentially human.” They added “…according to psychologists, the emotional 

experiences we have in our first years are crucial for our whole life balance and for our 

subsequent relationships”. Bibri (2015) defined emotions as “...a complex, 

multidimensional experience of an individual’s state of mind triggered by both 
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external influences as well as internal changes” (p. 405). For many decades researchers 

took this issue for granted or left it behind, focusing more on other aspects of human 

beings like the cognitive one. Only recently, findings of a higher rate in the neuro-

scientific area have made the hidden neurological world come to the surface, and 

confirmed the role of emotions in the learning/teaching process. Mortiboys (2005) 

believes that teaching is much more than being expert in the subject and knowing 

learning and teaching methods or teacher’s pedagogy. It is also teaching emotionally. 

Emotion is claimed to be one of the most crucial components of good teaching and the 

major role to be performed by the teachers, the sole actors that can render the teaching 

scene enjoyable and learning environment comforting. However, teachers have 

typically been seen to be skillful in their teaching practices but unaware of the 

emotional aspect of the teaching/ learning process (Motiboys, 2005), as the present 

study will demonstrate. 

1.2. Emotions are Neurone-Based 

   One would not have a full understanding of emotions without discussing the organ 

responsible for them. Laboratory experiments demonstrated that the brain is the organ 

“which controls the emotions and the impetus for social interactions, and the last organ 

of the body to mature anatomically” (Taylor & MacKenney, 2008 p. 15). As a matter 

of fact, research in neuroscience allowed to have a clearer idea about the complex 

functions of the brain one of which is ‘emotional regulation’. It has been discovered 

through advanced studies with sophisticated tools that damage at the prefrontal cortex 

(PFC) engenders some behavioural disorders, the fact that makes the individuals 

emotionally unable to adapt to their environment. Driscoll (2009), Davidson (2000) 

and Machado & Bachevalier (2003) contended that being an emotionally regulated and 

balanced individual augments the experience of positive emotions while restricting the 

impact of negative emotions helps to get acclimatised to one’s surroundings; however, 

emotional dysregulation has been regarded as a sign of psychopathology. Studies 

conducted by Driscoll (2009 p. 1-2) suggest that “damage involving certain PFC 

regions can disrupt the ability to effectively regulate emotion”. Some years before, the 

neurologist Damasio and her colleagues (1994) carried out an investigation on the 
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exhumed skull of Phineas Gage who had a dreadful accident at work in 1848 and died 

in 1861. Before the accident, where an iron bar damaged the frontal part of his brain, 

Phineas Gage had been known for his good behaviour, energy, intelligence and 

significant productivity at work. After the accident, abnormality in this patient’s 

behaviour was noticed including fitfulness, irreverence and grotesque profanity. The 

aforementioned investigation, based on photographs and computer manipulation 

obtained from magnetic resonance scans  (MRS) of Gage’s brain, led Damasio and her 

colleagues to the conclusion that damage at the prefrontal lobe was the origin of the 

deviation and strangeness of Gage’s behaviour (Damasio, 1995). Advanced research 

like that conducted by Ragozzino (2007) also revealed the contribution of the 

orbitofrontal cortex to behavioural flexibility. Consistent with these results, a study 

carried out by Meier et al. (2010) evidenced the association between behavioural and 

cognitive impairments and orbitomedial prefrontal cortex in a typical group of patients 

with Amyotrophic Lateral Sclerosis (ALS). Similarly, Brower and Price (2001) who 

ran an experiment on criminal and violent individuals found a link between the frontal 

lobe lesion and the aggressive and antisocial behaviour. 

1.3. Studies on Emotional Intelligence  

    Emotional intelligence is a modern approach emerged as an upheaval against the 

classical and traditional perspectives and beliefs purely based on reason and cognition. 

It has been defined by Goleman (1995) as “the capacity for recognizing our own 

feelings and those of others, for motivating ourselves, and for managing emotions well 

in ourselves and in our relationships” (quoted in Mortiboys, 2005 p. 7).  This concept 

was first introduced by Mayer and Salovey in 1990 following Gardner’s (1983) 

intrapersonal and interpersonal intelligence. They defined it as“the subset of social 

intelligence that involves the ability to monitor one’s own and others’ feelings and 

emotions, to discriminate among them and to use this information to guide one’s 

thinking and action” (Mayer & Salovey 1990, p. 189). Emotional intelligence became 

more popular after the release of Goleman’s book (1995) on Emotional Intelligence 

that suggests the importance of emotional intelligence in our personal and professional 

lives. Consistent with Goleman, Lynn (2005, p. 37) views emotional intelligence as 
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“channeling our emotions in a fashion that works to our advantage.” Contrary to those 

who believe that emotional intelligence refers to social skills, Lynn (2005) sees that 

the latter (social skills) are just a small piece of the whole; in other words, individuals’ 

emotional intelligence drives and determines the way they deal with the external 

world. These views somehow diverge from the early definitions of emotions as a 

neurological phenomenon, bringing a social dimension to them. 

     Emotional intelligence was also split into two types: trait EI and ability EI. Trait EI 

was identified by Pérezet al. (2005) as a non-cognitive ability which allows an 

individual to regulate his/her mood, recognize and make the most of emotions, and 

utilize social skills, and is measured by self- report. Ability EI is the ability of an 

individual to understand, generate, and manage emotions. Ability EI is measured using 

a performance measure which assesses the capacity of an individual to perceive 

emotions in him/ herself, others, and the environment (DeBusk, 2008). 

1.4. Learning Theories in Relation to Emotional Intelligence 

     History has witnessed and is still witnessing debates on the way human beings learn 

their language. This fundamental issue traces its roots back to the Greek era, and the 

divergent visions, nature- nurture, which arose since that time. Nature supports the 

innate capacity and natural predisposition to learn a language; but nurture supports the 

social environment that helps individuals to learn a language. Discussions and debates 

became more intense, and acute in the twentieth century and led to the opposition 

between the behaviourists led by B. F. Skinner and the nativists led by Noam 

Chomsky. These debates gave rise to the theories that are discussed below.  

     Education owes much to the philosophers and thinkers who contributed 

significantly to the understanding of the learning process by means of the theories and 

approaches they set. According to the literature, theories and approaches can be split 

into two: traditional and contemporary. Traditional theories are the ones set by ancient 

philosophers such as Plato and Aristotle who are still considered as an extremely 

valuable inspiration. In this regard, Jowett (1885, p. xii) claimed: “…Their thoughts 

have become a part of our thoughts, and enter imperceptibly into the speculations of 
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modern writers on the same subjects, but with a difference”. On the other hand, 

Western contemporary theories such as behaviourism, cognitivism and socio-

constructivism still influenced by great ancient philosophers, were set by modern 

thinkers, such as Skinner and Watson, Piaget and Vygotsky who introduced new 

perspectives on the learning process based on experiments and research undertaken in 

laboratories and classrooms to come to a better understanding of the way learners get 

access to successful learning. The next section examines philosophies and theories of 

learning and discusses the extent to which these philosophies and theories have 

accounted for emotional intelligence in their definition of learning. 

1.4.1. Aristotle’s Philosophy of Learning 

     Unlike Plato who exclusively dealt with the rational side of man, and therefore 

believed that reason and emotion are antagonist, Aristotle’s divergent vision on human 

nature was wider and more developed to entail the emotional side of man. Aristotle 

believed man to be a sort of fusion of reason and emotions. For him, virtues, including 

moral and emotional, can be learned through doing. In this regard, and according to 

McKeon (1941, p. 956), Aristotle, referring to the learning of virtue, suggests that 

most people, instead of doing virtuous acts, have recourse to discussing virtue, “take 

refuge in theory...and in so doing they act like invalids who listen carefully to what the 

doctor says, but entirely neglect to carry out his prescriptions” (quoted in Brockbank & 

Mc Gill, 2007, p. 19). According to the literature, Aristotle’s beliefs had been so 

widely spread that they gave birth to many well- known trends, two of which are 

Character Education and Social and Emotional Learning. According to Kristjánsson 

(2007), Character Education trend spread throughout the educational field mainly in 

the United States, but had echoes in Europe. The advocates of this trend stressed the 

importance of inculcating a set of basic virtues of action and reaction that must be 

transmitted through a wide range of methods especially at early stages. For them, the 

transmission of these virtues must take place, to a certain degree, by means of direct 

habituation in order to become a part of learners’ personalities. Social and Emotional 

trend, which is gaining great attention, mainly in the United States, concerns social and 

emotional learning. This trend, developed into what is called nowadays ‘emotional 
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intelligence’, strengthened the Aristotelian point that virtue is made of emotion and 

action. In other words, in order for a person to be thoroughly upstanding, they have to 

“… not only act, but also react, properly” (Kristjánsson, 2007, p. 03).  

1.4.2. Behaviourist Theory of Learning  

     Behaviourists see learning as a relatively long- lasting change in discernible 

behaviour that results from experience (Moreno, 2010), and is the acquisition of new 

behaviour (Pritchard, 2008). Behaviourism is based on the principle that any behaviour 

is an absolute reaction to a given action, and concerned only with the observable and 

measurable processes, neglecting all the mental and cognitive processes which are, of 

course, unobservable. From a neurological perspective, any action-reaction 

relationship, technically termed stimulus-response relationship, is a result of the 

reinforcement of the neural pathways in the brain. This strengthening is made through 

a repeated learning until the learner, be it an animal or human, makes a correct 

association between stimulus and response. This method of learning is called 

‘conditioning’, and divided into two types: Classical Conditioning and Operant 

Conditioning, as we briefly describe below. 

1.4.2.1. Classical Conditioning 

     The Classical Conditioning experiment was first conducted by the Russian scientist 

Ivan Pavlov on dogs. The salivation of the dog at the presented food triggered his 

curiosity and made him examine the process closely. The conditioning experiment 

involved four phases. In the first phase, Pavlov observed the dog salivating when it 

saw the food. The food here is considered to be unconditioned stimulus (US), and 

salivation is the unconditioned response (UR). In the second phase, Pavlov introduced 

a ringing bell to the dog. The latter did not show any response; the bell here is a 

neutral stimulus (NS). In the next phase the dog was repeatedly presented the food 

accompanied by the bell ringing, which made the dog salivate. After many 

experiences, and in the fourth phase, the bell alone or any other similar instrument 

producing a sound made the dog automatically salivate. In this phase, the bell became 

conditioned stimulus (CS). This implies that the dog associated the bell sound with the 
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food. Therefore, conditioning took place, and a new behaviour had successfully been 

learned. Following Pavlov, the American psychologist John B. Watson, who is said to 

have invented the word ‘behaviourism’, applied the experiment to humans. He 

observed the behaviour of a baby when presented a monkey, then a dog, after that a 

rabbit and finally a white lab rat that the baby liked the most. At the very beginning of 

the experiment, the baby was calm, and even expressed his inclination and desire to 

play with the rat. Then, after many experiences, Watson accompanied the rat by a loud 

noise that made the baby cry and express fear. By so doing, the baby was conditioned 

to fear the rat even when the latter was not accompanied by any noise. Like Pavlov’s 

dog response, the baby’s panic and agitation was generalised to all the stimuli that 

looked like the white rat, such as a dog, rabbit and furry objects. According to Pitchard 

(2008, p. 6-7), Pavlov claimed that stimulus-response connection is followed by (1) 

acquisition which refers to the initial learning of the conditioned response; (2) 

extinction that is used to describe the disappearance of the conditioned response; (3) 

generalisation which refers to the fact that the subject (animal or human) may also 

respond to similar stimuli without further training; and (4) discrimination that refers to 

the fact that the subject learns to produce a conditioned response to one stimulus but 

not to another similar stimulus.  

1.4.2.2.  Operant Conditioning 

    Contrary to Classical Conditioning, Operant Conditioning refers to the volitional 

behaviour that the individual, be it an animal or man, displays in order to be rewarded. 

According to Monero (2010), Skinner (1953) sees operant conditioning as learning in 

which individual’s actions occur as the result of a consequence. Operant conditioning 

learning, also called instrumental learning, is found to be the major sort of behaviourist 

learning, and more flexible in its nature than classical conditioning, therefore 

potentially more powerful. It consists of strengthening an act by remunerating it 

(Pritchard, 2008). In 1913, Thorndike who is considered as the pioneer in the operant 

conditioning, investigated the way cats behave in order to get food. He placed them in 

experimental boxes equipped with a bolt, lever, or latch, and put food outside the 

boxes. When observing the cats, he noticed that the latter tried to get out of the boxes 
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by pulling the bolt, pressing the lever, or opening the latch. First, they acted randomly 

and opened the boxes accidently. After many trials, the cats learned how to open the 

boxes. After this experiment, Thorndike came to the conclusion that behaviours that 

are followed by a positive outcome are strengthened and behaviours that are followed 

by negative outcomes are weakened; this is what he called ‘law of effect’ (Moreno, 

2010) 

     In 1950, Skinner, one of the preeminent names in the field, developed Thorndike’s 

experiment by using rats and pigeons in his research. He made use of an empty box, 

called ‘Skinner box’, equipped with a lever and food pellet, in which an animal could 

get food by pressing the lever. After many experiences, the animals learned to press 

the lever correctly and more frequently to get their reward (food). Skinner concluded 

that rewards reinforce behaviour. He claimed that his discoveries can move from rats 

and pigeons to human case. Therefore, human behaviours are controlled by 

reinforcements or punishments. The former are used to increase the occurrence of a 

behaviour; the latter are used to reduce the occurrence of behaviour (Moreno, 2010). 

Operant Conditioning has therefore four angles that describe the association that the 

individuals make between the act they perform and what happens as a consequence of 

their act. They are: positive reinforcement, negative reinforcement, positive 

punishment and negative punishment. 

         Besides classical conditioning and operant conditioning, Ratner & Gleason 

(1997) claimed the existence of a third type of learning based on the behaviourist 

approach called   ‘social learning’. As its name indicates, this type of learning occurs 

through the learners’ imitation of the people they socially interact with, and those they 

admire. Ratner & Gleason (1997, p. 382) claimed that “Little boys learn to talk like 

their fathers, and little girls imitate the speech (and other behaviours, of course) of 

their mothers” (quoted in Trawinski, 2005, p. 10). For Trawinski (2005), learners do 

not need rewards; the fact of imitating an admired individual successfully is a reward 

itself. 
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     In spite of its influential power that lasted for a great number of years, the 

behaviourist approach to learning engendered a strong criticism among linguists, 

mainly nativists led by Noam Chomsky who, in 1959, fiercely criticized Skinner’s 

(1957) book on ‘Verbal Behaviour’. According to Larsen-Freemen & Long, (1991), 

Chomsky, in response to Skinner, claimed that all human capacities, including the 

linguistic one, are based on some genetic property. Therefore, human language is a 

result of the unfolding of genetically determined programs. The fact that children do 

not reproduce but rather produce sentences that they have never heard before, and the 

fact that by the age of five they become able to acquire most of their first language- 

irrespective of their intelligence and the class they belong to- made Chomsky draw the 

conclusion that human infant must be gifted with a highly advanced innate ability to 

learn language, that he called Language Acquisition Device (LAD). In addition, 

Chomsky strongly refuted the idea of the laboratory rats being compared to human 

infants: the former learn to perform simple and concrete tasks, while the latter learn 

language which is abstract and complex without direct teaching (Mitchell & Myles, 

2004). 

     Skinner’s claim brought into existence another opposite theory called Cognitive 

Constructivism based on the belief that language learning is a mental process, regarded 

by the constructivists as “…the result of mental construction, and it takes place when 

new information is built into and added onto an individual’s current structure of 

knowledge, understanding and skills” (Pritchard, 2008, p. 17). 

1.4.3. Behaviourism and Emotional Intelligence  

     From the behaviourist perspective, learners’ emotional reactions can be the 

response to their teachers’ emotional stimulus; in that negative or inadequate teachers’ 

behaviour may certainly make the learners feel unsecure and anxious, while positive 

and friendly teachers’ behaviour set the learners’self-confidence, self-esteem and 

motivation high. A study conducted on Iranian high school teachers disclosed that 

emotionally intelligent teachers are courteous, altruist and conscientious 

(Adabifirozjaee, et al., 2014). Thus, positive teachers’ behaviour (stimulus) leads to 
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positive learners’ reaction (response) and the opposite is true. In this respect Ming-tak 

& Wai-shing (2008, p. 64) stated: “Quite often teachers are quick to respond to 

misbehaviour by verbal intervention and reprimands which can have an adverse effect 

on student learning and ruin a classroom atmosphere’’. In the same vein, Moreno 

(2010, p. 159) contended: 

Test anxiety and teacher fear are examples of associating negative 

emotions to an originally neutral stimulus. When stimuli produce 

negative emotional responses, they are called aversive stimuli. 

However, classical conditioning can also operate on positive emotions. 

When a teacher is associated with something that makes us happy, 

relaxed, or secure, she will also elicit the same positive feelings. 

Therefore, an implication for the teaching practice is that teachers 

should create a classroom environment in which the stimuli (including 

teacher behaviours) are likely to elicit positive emotional responses. 

 

1.4.4. Cognitive Constructivist Theory of Learning 

     Cognitive constructivist theory, founded by the Swiss psychologist Jean Piaget, 

came as a reaction against Skinner’s behaviourist theory. Hopkins et al. (2005, p. 49) 

define constructivism as the philosophical and scientific position that knowledge arises 

through a process of active construction. They believe that learning is neither an innate 

process nor is it fulfilled by experience. Cognitive theory lies on the principle that 

learning as a mental construction happens when the learner moves gradually from 

simplest to more complex rules of a given language. While observing children and 

their linguistic development in a longitudinal study, Piaget came to the conclusion that 

the latter cannot learn and use correctly abstract vocabulary since they are not, 

cognitively speaking, able to understand abstract words (Trawinski, 2005). Piaget, 

influenced by his initial field of research as a biologist, related the cognitive 

development to the biological maturation of the brain. According to Helmore (1969), 

Piaget’s approach is genetic and biological at the same time. In order for his 

experiments to be effective, with successful results, Piaget avoided scientific methods 

of research. During his research, and in order to have a better and fuller understanding 

of the way children think and grow mentally, Piaget used to get closer to them; he 
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would share activities and play games with them. In this regard Helmore (1969) 

reports:  

...He is trying all the time to get inside the mind of the child in order 

that he may see the world from the child’s standpoint. A much-quoted 

example of this was the experiments which involved his joining in each 

child’s favourite game on an equal footing with the child, which 

included such activities as learning how to make a good shot at 

marbles, how to make a bad shot, and even how to cheat (pp. 2-3).  

 

     After a great deal of research conducted on children, Piaget concluded that the 

latter pass through five stages, where the speed of the movement from the first stage to 

the final one depends on the intelligence of the children as described below. Thus, 

intelligent children would be quicker than unintelligent ones. Intelligence was defined 

by Piaget (1950) as ‘‘the state of equilibrium towards which tend all successive 

adaptations of a sensori-motor and cognitive nature, as well as all assimilatory and 

accommodatory interactions between the organism and the environment’’ (quoted in 

Helmore, 1969, p. 05). For him, intelligence is a sort of adaptation which is an 

operation of learning from one’s environment, and attuning to it. Adaptation 

encompasses two complementary activities: Assimilation and Accommodation. The 

former refers to the act of taking in new information and integrating it into one’s 

perception of the world. The latter, refers to the way of modifying one’s understanding 

to adapt to new information (Strickland, 2001).  To stress the importance of the 

environment and its impact on human cognitive development, Keating (2004) added: 

“In fact, some older children and adults may show characteristics of young children’s 

thinking if they have not had sufficient interaction with the environment or others” 

(quoted in Moreno, 2010, p. 80).  As mentioned above, according to Piaget, children 

pass through five stages of cognitive development: they start as egocentric but, as time 

passes by, they end by becoming able to think abstractly and logically (Vidal, 2000).  

     Like the Behaviourist Theory, in spite of its significant contribution to promote 

education and teaching and explain how learning takes place, Cognitive Theory 

represented a set of weaknesses which resulted in serious criticisms at different facets. 

In terms of learning stages, researchers refuted this principle, and found that Piaget did 
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not take into account: 1) the fact that the cognitive ability of children can vary 

according to the contextual support provided to them; 2) the nature of the task; 3) the 

conceptual domain in which the task occurs; and 4) the child’s emotional disposition 

(Mascolo & Fischer, 2005, p. 51). Contrary to Piaget’s claim that middle and junior 

high school students would be able to think in the abstract, researchers found many 

students at that age and older were unable to use formal operations in their thinking; 

and as the notion of stage which did not hold true, experts claimed that the tasks used 

by Piaget to test children’s cognitive development were inappropriate, in that they 

were not compelling and used objects unfamiliar to the child (Moreno, 2010). Finally, 

for many researchers, namely social interactionists, Piaget neglected the sociocultural 

factor, the foremost side of the matter, which plays a crucial role in children 

development. Led by Vygotsky, social interactionists asserted that the child’s 

functions cannot develop without the help of more capable individuals (parents, 

teachers or more competent peers).  

1.4.5. Socio-Cultural Theory of Learning 

     As mentioned above, the weaknesses of Piaget’s theory gave rise to a new trend 

that believes in the inevitable powerful effect of the sociocultural side on the 

development of children. The Vygotskian Socio-cultural Theorystates that language 

learning is social rather than individual since it happens through social interactions 

(Mitchell & Myles, 2004). Sociocultural  theory  proposed  to  consider  two  types of 

psychological  functions:  "natural"  functions  reflecting the  maturational  processes  

in  the  child's  mind  and "cultural"  functions  dependent on the use of symbolic tools 

available in a given culture (Kazoulin, 2000). What made Vygotsky convinced of the 

importance of social interaction in the cognitive development of the individuals was 

the Socratic instructional method, a question-and-answer technique, used by his tutors 

when he was a boy, and his experience he acquired as a teacher (Moreno, 2010). 

Sociocultural theory gave a significant stimulus to a great deal of research on 

socialization, a term that has been defined by Brim & Wheeler (1966, p. 1) as “the 

process by which persons acquire the knowledge, skills and dispositions that make 

them more or less able members of a society” (Quoted in Popkewitz, 1976, p. 2). The 
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function of socialization, according to them,"is to transform the human raw material of 

society into good working members." (Quoted in Popkewitz, 1976, pp. 2-3). 

According to Brim and Wheeler (1966, pp. 1- 5), socialization concerns how people 

come to accept their assigned roles in society; (1) how an individual acquires 

understandings of the recognized statuses in society; that is, learns the names so as to 

locate oneself and others in the social structures; and (2) how individuals learn role 

prescriptions and role behavior and its consistent attitudes and emotions (Cited in 

Popkewitz, 1976, p. 4). Vygotsky’s philosophy involves a large number of key ideas, 

some of which are translated and interpreted by his followers such as ZPD,  Zone of 

Proximal Development refers to Vygotsky’s belief that in order for 

acquisition/learning to take place, language acquirer/ learner should be assisted by 

more capable people, be they parents, teachers or more competent peers. That is, these 

more capable people help the learners to develop their understanding of the new ideas. 

As reported by Briner (1999), Zone of Proximal Development indicates the area of 

inquiry for which the student is ready to deal with cognitive matters, but still needs to 

socially interact with the more skillful or qualified people around him, be they partners 

or mentors, so they get the fullest meaning of the notion (Cited in Burch, 2007, pp. 13- 

14). On the other hand, Egocentric and Inner Speech refers to Vygotskian 

interpretation of egocentric speech and takes another dimension. Unlike Piaget who 

claimed the uselessness of egocentric speech, Vygotsky affirmed that egocentric 

speech plays a crucial role in problem solving by children in that it “…serves mental 

orientation, conscious understanding, it helps in overcoming difficulties, it is speech 

for oneself intimately and usefully connected with the child thinking, whose use 

increases through time” (Vygotsky, 1986, p. 228). Neo-Vygotskian theorists of 

language acquisition found that the phenomenon of egocentric speech is not confined 

to children, as Piaget claimed.  According to McCafferty (1994), adults too, mainly 

English as a Second Language (ESL) students were found to use self-regulatory 

egocentric speech when engaged in a picture-narration task. Being on the same wave 

length with Vygotsky, he claimed that learners having greater difficulty in 

communicating in a second language produce more self-regulatory speech than 

advanced learners. Finally, Mediation, is a process that involves the use of cultural 
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tools in a socially organised activity.  It is thought to be of great importance to the 

process of learning, in that when a more capable person scaffolds a learner, he/she uses 

mediational tools. The latter are divided by Vygotsky into two types: psychological 

tools that can be used to direct the mind and behaviour, and technical tools that are 

used to bring about changes in other objects. 

1.4.6. Social /Cognitive Constructivism and Emotional Intelligence  

    Vygotsky’s belief that learning is more social than individual seems to take over 

other theories in the literature on emotions. Cognitive development is found to be 

dependent to a greater extent on the social environment. According to Taylor and 

MacKenney (2008), Galloway (1982); Newberger, (1997) and Sousa, (1995) 

contended that a prolific learning environment affords more inclusive brain pathways 

found to be beneficial for setting a link between meaning and learning experiences. 

Children are found to be better at making new brain connections than adults, which 

makes them integrate new experiences at a fast rate (Taylor & MacKenney 2008). This 

has neurobiologically been explained by the fact that before puberty the brain is more 

plastic, and new cerebral connections and shapes are allowed. Around the age of 

puberty, however, lateralization takes place as a result of the loss of plasticity, and the 

brain becomes specialised for different functions. 

     The Social environment includes both the physical environment and the emotional 

environment. The former refers to the way the classrooms are managed and arranged. 

Well decorated and furnished classes are believed to be more motivating. Gordon 

(1974), stated that the management of the physical environment is often not taken into 

account by both teachers and school administrators; consequently, classrooms are 

equipped in a way that demotivates the learners, and therefore blocks the learning 

process (Cited in Wai- shing, 2008, p. 48). As for the emotional environment, it refers 

to the relationships between the teacher and learners and between the learners 

themselves. It has been reported that good relationships, and collaborative and 

cooperative works lead to a positive learning environment, and the reverse is true. 

Research conducted by Sylwester (1994) showed that emotions drive attention then 



Chapter One: Emotional Intelligence and the Learning Process 

22 
 

learning and memory; and this happens because more neural fibers project from the 

brain’s emotional center into the logical/rational center than the reverse. Therefore, 

emotion tends to determine behaviour more powerfully than rational processes (Taylor 

& MacKenney 2008). Emotions have been proved to be necessary even in teaching 

scientific subject contents, those based on a pure logic and reason such as 

mathematics. A study carried out by Ben-Avie el al. (2003) revealed a positive 

relationship between students’ achievement in mathematics and their social knowledge 

of themselves and others. The study also suggested a link between their skill in solving 

mathematical problems and their competence in solving onerous and challenging 

social problems. 

1.4.7. Gardner’s Multiple Intelligence Theory 

     Gardner’s (1983) Multiple Intelligence (MI) Theory came as a reaction or an 

upheaval against the classical perspective and attitudes to the concept of intelligence 

which “...historically has been both reified and singularized” (Eisner, 2004, p. 31), and 

has been thought of as being “...set at birth by heredity and could be assessed through 

tests yielding a quantifiable intelligence quotient or IQ” (Lazear, 1992, p. 08).  

Gardner’s MI was nurtured by Lippmann’s (1922) truculent attitudes towards the IQ 

tests that had been set by Binet- Simon, and developed by Terman (1916) to measure 

the intelligence of the US Army soldiers during WWI. This test, which scored a large 

number of soldiers as mentally handicapped, was rejected by many officers for the 

subjectivity of its questions, and inappropriateness of the contexts where it had been 

taken (McNutt, 2013). Termans’ heredity- based theory and his erratic view on 

intelligence were subject to severe criticisms. Lippmann, an American journalist, 

considered Terman not intelligent enough to understand intelligence (McNutt, 2013), 

and regarded human intelligence as too dynamic, multiplex, dependent on cultural 

context, and too individual and impressionistic to be measured by means of a list of 

test questions (Herrnstein & Murray, 1994). In line with Lippmann’s assumption, and 

contrary to the ‘g’ factor theory or general intelligence perspective, Gardner (2011) 

criticised the IQ tests for inclination towards fluid intelligence (Gf) at the expense of 

crystallized intelligence (Gc), and showing little about the testees’ future qualities and 
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capacities; he regards intelligence to be a multi- dimensional aspect that embraces a 

variety of skills which enable the individual “...to resolve genuine problems or 

difficulties that he encounters and, when appropriate, to create an effective product” 

(2011, p.64); he also believes that intelligence “...must entail the potential for finding 

or creating problems-thereby laying the groundwork for the acquisition of new 

knowledge” (2011, pp. 64- 65). Gardner holds these skills to be autonomous and 

developed separately to different degrees. His point of view implies that all humans 

are intelligent in a manner that individuals are skillful in areas where others are less or 

not skillful. Gardner made such an assumption on the basis of his observation of his 

patients whose brain damage affected some of their skills but not all (Fleetham, 2006). 

As maintained by Baş (2016), Gardner (1993a) suggested that despite the fact that 

intelligences work independently, in front of complex tasks they work as a consistent 

whole. Gardner’s MI theory, that was first addressed to psychologists (Baum et al., 

2005), contradicts traditional teaching theories based on linguistic and mathematical 

intelligences (Brualdi Timmins, 1996).  This multimodal teaching is not new; it goes 

far back to the time of Plato who suggested that learning should start as a kind of fun 

that would finally turn into a natural predisposition and orientation. By the same token, 

some 18th  and 20th  centuries philosophers and educators attempted to modernise 

educational systems, such as Jean Jacques Rousseau, Friedrich Froebel, founder of the 

modern-day kindergarten, Montessori and John Dewey who respectively asserted that 

children learn through experiences and the books of life, developed experience- based 

curriculum all along with playing games, singing songs, gardening, and caring for 

animals, put in place tactile letters and self-paced material- based instruction system, 

and viewed the classroom as a miniature representation of a society (Strong, 2009). 

Gardner’s MI was implemented in education in the late 1980’s (Campbell & 

Campbell, 1999); and it covers a set of nine (09) distinguishable intelligences, the first 

eight of which are summarised by Nicholson-Nelson (1998, p. 10- 12) as follows: 

1. Verbal-Linguistic Intelligence involves ease in producing language and sensitivity 

to the nuances, order, and rhythm of words. Students who are strong in verbal-

linguistic intelligence love to read, write, and tell stories. They have good memories 

for names, places, dates, and trivia. Professionals who use this intelligence include 
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writers, public speakers, teachers, secretaries, business and office managers, 

comedians, poets, and actors. 

2. Math-Logic Intelligence relates to the ability to reason deductively or inductively 

and to recognize and manipulate abstract patterns and relationships. Students who 

excel in this intelligence have strong problem-solving and reasoning skills and ask 

questions in a logical manner. They can also excel in science-related logic and 

problem-solving. This intelligence can be seen in such people as scientists, bankers, 

mathematicians, computer programmers, lawyers, and accountants. 

 

3. Spatial-Visual Intelligence includes the ability to create visual-spatial 

representations of the world and to transfer them mentally or concretely. Students who 

exhibit spatial intelligence need a mental or physical picture to best understand new 

information; do well with maps, charts, and diagrams; and like mazes and puzzles. 

They are strong in drawing, designing, and creating things. Professionals who use this 

intelligence include graphic artists, cartographers, draftspersons, architects, painters, 

and sculptors. 

4. Musical-Rhythmic Intelligence encompasses sensitivity to the pitch, timbre, and 

rhythm of sounds as well as responsiveness to the emotional implications of these 

elements of music. Students who remember melodies or recognize pitch and rhythm 

exhibit musical intelligence. They enjoy listening to music and are aware of 

surrounding sounds. This intelligence is seen in such people as singers and 

songwriters, rock musicians, dancers, composers, and music teachers. 

5. Bodily-Kinesthetic Intelligence involves using your body to solve problems, make 

things, and convey ideas and emotions. Students who are strong in this intelligence are 

good at physical activities, hand-eye coordination, and have a tendency to move 

around, touch things, and gesture. Professionals who use this intelligence include 

actors, athletes, surgeons, mimes, musicians, dancers, and inventors. 

6. Interpersonal Intelligence refers to the ability to work effectively with other 

people and to understand them and recognize their goals, motivations, and intentions. 
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Students who exhibit this intelligence thrive on cooperative work, have strong 

leadership skills, and are skilled at organizing, communicating, mediating, and 

negotiating. This intelligence relates to a person’s ability to understand other people 

but should not encourage overemphasis on cooperative learning activities and is not 

always found in extroverts. In fact, some extroverts are weak in this area as they talk 

over, around, and alongside others on a regular basis. This intelligence is usually seen 

in such people as teachers, therapists, salespeople, counsellors, politicians, religious 

leaders, and business executives. 

7. Intrapersonal Intelligence entails the ability to understand one’s own emotions, 

goals, and intentions. Students strong in intrapersonal intelligence have a strong sense 

of self, are confident, and can enjoy working alone. They have good instincts about 

their strengths and abilities. This intelligence is difficult to observe. The only way to 

identify it may be by watching students and analyzing their work habits and products. 

Also, it’s important to be careful not to automatically label students who enjoy 

working alone or who are introverts as being strong in this intelligence. This 

intelligence is highly developed in such people as philosophers, psychiatrists, religious 

leaders, and brain researchers. 

8. Naturalist Intelligence It includes the capacity to recognize flora and fauna; to 

make distinctions in the natural world; and to use this ability productively in activities 

such as hunting, farming, and biological science. Armstrong (2009) explains this 

intelligence as the ability to see the natural world from a larger perspective—an 

understanding of how nature interacts with civilization, the symbiotic relationships 

inherent in nature, and the life cycles of nature. Charles Darwin, John Muir, and E. O. 

Wilson are examples of people strong in this intelligence. This intelligence is seen in 

botanists, naturalists, and physicists.  

9. Existential Intelligence: is the latest intelligence added by Gardner (2006b). He 

defines existential intelligence as “...the intelligence of big questions... based on the 

human proclivity to ponder the most fundamental questions of existence. Why do we 

live? Why do we die? Where do we come from? What is going to happen to us? What 
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is love? Why do we make war?”; he continued: “I sometimes say that these are 

questions that transcend perception; they concern issues that are too big or too small to 

be perceived by our five principal sensory systems”. (2006: 20). McCoog (2010) 

contended that individuals with existential intelligence have an understanding of their 

ideas that they use along with their experiences to understand and interpret new ideas 

(Cited in Al Jaddou, 2018, p. 535). This intelligence may be found in philosophy 

departments, religious seminaries, or the ateliers of artists. According to Kelly (2020), 

among the historical figures known for their high existential intelligence are: Socrates 

who invented ‘Socratic method’ that involved deeper questions attempting to 

understand the truth; Buddha who founded Buddhism, a religion that is based on 

seeking higher truths; Jesus Christ who put forward the belief in God who possesses 

the eternal truth; and St Augustine who suggested the idea of there being an abstract 

truth that is higher and more complete than what we witness in the real, imperfect 

world. We may also add the Prophet Mohamed who spent most of his time in prayer 

and meditation, and who received his first revelation of the Quran from Allah. He was 

also attempting to deeply understand the worl and seeking higher truths. He may have 

possessed an exceptionally developed existential intelligence. 

     It has been suggested that although Gardner could create new intelligences, he 

preferred to make the latter out of the combination of the nine existing intelligences as 

long as they arepresented as a chemistry set. For instance, instead of giving birth to a 

new concept such as technological or tool intelligence, he thought it better to combine 

logical, spatial, and bodily intelligences.  

     Multiple intelligences seem to vary depending on age and gender. As stated by 

Beceren (2010), studies conducted on preschool children, aged between 4 and 6 years 

old, demonstrated that the intelligences these children use the most are Visual-Spatial 

Intelligence, followed by Bodily-Kinesthetic Intelligence, then Verbal-Linguistic 

Intelligence, while Musical Intelligence is the least favoured. Teele (1995) found that 

boys’ and girls’ preference converge in Visual-Spatial Intelligence. This intelligence is 

followed by Bodily-Kineasthetic intelligence, then logical-mathematical Intelligence 
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in boys, whereas it is followed by logical-mathematical Intelligence, then Verbal-

Linguistic Intelligence in girls (Cited in Bercen, 2010, p. 2478).  

     Serin et al. (2009) suggested that male primary school teachers in Lefkosa, Turkey, 

display inclination for naturalistic multiple-intelligence; whereas female teachers in 

Izmir have a penchant for spatial intelligence. These research results may be 

conducive to the conclusion that Multiple Intelligence- related discrepancies between 

males and females vary depending on contextual evidence or clues such as 

environment, including culture, and the tools provided. Another investigation 

conducted by Tirri and Nokelainen (2008) on Finn female and male preadolescents 

and adults indicated a significant outperformance of older participants over their 

younger counterparts in Linguistic intelligence. Besides, it reported preadolescents’ 

superiority in Logical- mathematical intelligence, and females’ transcendence in 

Linguistic, Interpersonal and Intrapersonal intelligences. These research findings are 

consistent with the study carried out by Aydemira and Karalı (2014) who also found 

Visual intelligence to be the least preferred by all participants, and Musical 

intelligence the most favoured by female participants. Inconsistent with these research 

outcomes, Fardad et al (2015’s) study revealed males’ remarkable outperformance in 

vocabulary, and the absence of significant relationship between vocabulary knowledge 

and Linguistic intelligence. 

 It is noteworthy that these discrepancies are not universal. In Jordan, for instance, a 

study carried out by Ayasrah and Aljarrah (2020) on university students revealed that 

their culture, customs and religion are conducive to the non- existence of such 

differentiations.      

     The way individuals’ multiple intelligences are tested or evaluated is different from 

that of IQ tests. Tirri and Nokelainen’s test (2011), for instance, based on the 

intelligences presented in Gardner’s MI theory, is made of self- evaluation where 

students answer questionnaires  corresponding to their understanding and way of 

thinking about themselves as learners. According to these investigators, self- 

evaluation is substantial and worthwhile in that it enhances students’ intellectual 
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growth, it is not financially demanding, and it provides both teachers and students with 

feedback useful for teaching and learning processes. Above all, and most importantly 

self- evaluation, as stated by Tirri (1993), is less threatening than any other evaluation 

done by someone else. Tirri and Nokelainen’s (2008, 2011) test contained items that 

measured students’ general self-evaluation and academic self-evaluation in relation to 

Gardner’s nine intelligences: 1) Linguistic intelligence includes ‘Academic verbalness’ 

and Everyday verbalness’; 2) Logical- mathematic intelligence entails ‘Academic 

problem- solving’ and ‘Systematic and logical thinking’; 3) Musical intelligence 

concerns the ability of hearing and producing music; 4) Spatial intelligence embraces 

‘Visual imaging’and ‘Spatial perception’; 5) Bodily-kinesthetic intelligence covers  

the ‘ Handyman’ component and ‘Body coordination’; 6) Interpersonal intelligence 

concerns the abilities to build social relations; 7) Intrapersonal intelligence comprises 

‘Self-reflection’ and ‘ Self- knowledge’; 8) Spiritual (existential) intelligence is split, 

according to  Tirriet al. (2006), into ‘Awareness sensing’, ‘Mystery sensing’, ‘Value 

sensing’ and ‘Community sensing’; 9) Environmental intelligence that includes  ‘Love 

for nature’, ‘Nature conservation’ and  ‘Environment-friendly consumer habits’. 

     It seems clear from these studies that, since its emergence, Multiple Intelligence 

Theory has become one of the main concerns or researchers from different fields of 

interest, and specifically in teaching and learning fields. They attempt to understand it 

better and further it. As classrooms embrace learners with different intelligences, 

scholars have put forward strategies and practices that can promote multiple 

intelligences-based teaching in order to fulfil various learners’ needs. These multiple 

intelligence classes are described in the next section. 

1.4.8 Multiple Intelligence Classes 

     Since its emergence, Multiple Intelligence Theory has become one of the main 

concerns of researchers from different fields of interest in an attempt to understand it 

better and further it. As classrooms embrace learners with different intelligences, 

scholars put forward strategies and practices that promote multiple intelligences- based 

teaching in order to fulfil various learners’ needs. Amstrong (2009) and Hoerr et al 
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(2010), among others, explained how to creatively teach the way that fits best each of 

these intelligences, including lessons and activities that are summarised as follows: 

1. The Verbal-Linguistic Class: In addition to the old-fashioned tools such as 

textbooks, worksheets, and lectures used to develop the linguistic intelligence, teachers 

use a plethora of strategies. Storytelling, for instance, through which leaners get 

inspired by the creative imagination of their teachers and their eagerness and 

enthusiasm to deal with the subject in all sincerity. Brainstorming, on the other hand, 

consists in giving the learners the opportunity to share all the ideas that cross their 

minds. And then, to organise these ideas, the teacher writes them on the board or 

screen or presents them in an outline, a mind- map or a Venn diagram. Finally, without 

criticizing any of those ideas, the learners are invited to reflect on them and use them 

in a specific project. Tape Recording is another tool that is said to boost the 

improvement of the learners’ thoughts, in that it helps them use their linguistic abilities 

to communicate, get information, solve problems and express their feelings. Journal 

Writing, a forth technique, is the one that keeps the learners engaged in making written 

records concerning a particular subject. Journal writing can either be private, shared 

between teachers and learners, or read to the class. It can also include non- linguistic 

data such as drawings, photos and sketches. Finally, publishing that was traditionally 

deemed as a way to accomplish a written task. Nowadays, it is seen as a paramount 

and influential instrument for expressing thoughts and influencing people. This 

strategy enhances the learners to keep on writing and publish their written works 

through publishing sources like a class or school newspaper, a city newspaper, or a 

children’s magazine. If linguistic intelligence is efficaciously applied in the classroom, 

the learner undoubtedly becomes 

Good at reading and writing, spells easily, enjoys word games, 

understands puns, jokes, riddles, tongue-twisters, has well-developed 

auditory skills, readily incorporates descriptive language, easily 

remembers written and spoken information, good story teller, uses 

complex sentencestructure, appreciates the subtleties of grammar and 

meaning, often enjoys the sounds and rhythms of language, loves to 

debate issues or give persuasive speeches, able to explain things well 

(Hoerr et al., 2010, p. 106). 
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2. The Math-Logic Intelligence Class: One might think that this intelligence is 

confined only to math and science subjects. In fact, the development of critical 

thinking urged the implementation of the curriculum that imposed the use of logical- 

mathematical intelligence in all school subjects, including social sciences and 

humanities. To further this intelligence, five strategies have been set according to the 

nature of the subjects. They are: 

a) Calculations and Quantifications, this approach fits best subjects such as history 

and geography. It is used through statistics on, for instance, lives lost in wars and 

populations of countries. Calculations and Qualifications are also dealt with in 

literature through literary works that invoke numbers. 

b) Classifications and Categorisations, this method can be used in various subject 

matters such as geography where the learners are asked to list geographical places, 

then classify them according to their climate (e.g., desert, mountain, plains, or 

tropical). This strategy may also be applied in science subjects where the teacher 

names categories related to the state of matter (gas, liquid, solid), for example, then 

asks the learners to give instances in accordance with each category. 

c) Socratic Questioning, this strategy is called after the Greek philosopher Socrates 

who advanced this way of teaching. It consists in having the teachers partake in the 

dialogues with their learners and ask them questions in an attempt to have an idea 

about their right or wrong beliefs. The objective of Socratic Questioning is to improve 

and reinforce the students’ own critical thinking skills. 

d) Heuristics, this strategy is based on the use of a set of general rules, guidelines and 

suggestions to solve a problem logically by means of experience that we previously 

acquired from solving similar problems. In addition to math and scientific domains, 

heuristics is used in other domains in order to sharpen the learners’ “…ability to frame 

new problems and to think creatively - in essence, to solve the problem of how to 

solve problems” (Michalewicz & Fogel, 2000, p. 1). 



Chapter One: Emotional Intelligence and the Learning Process 

31 
 

e) Science Thinking, this strategy consists in using scientific ideas in fields other than 

science such as psychology where scientific notions can be inserted to explain some 

psychological issues like Witzelsucht and anxiety disorders. Additionally, scientific 

concepts can be mentioned even when dealing with literary works, where the teacher, 

for example, explains scientifically the chemical components of the poison that caused 

the death of Romeo and Juliet, or the physiological deformation of Joseph Carey 

Merrick known as ‘The Elephant Man’. Incorporating science thinking in the 

curriculum makes the class lively, and the learners more active, and keeps them 

engaged and broadens their perceptions.  

     Researchers believe that if Math-Logic Intelligence-based teaching, including the 

aforementioned strategies, is well performed, the learner becomes the individual who 

 

Notices and uses numbers, shapes and patterns, is precise, is able to 

move from the concrete to the abstract easily, uses information to solve 

a problem, loves collections, enjoys computer games and puzzles, takes 

notes in an orderly fashion, thinks conceptually, can estimate, explores 

patterns and relationships, constantly questions, likes to experiment in a 

logical way, organizes thoughts, employs a systematic approach during 

problem-solving (Hoerr et al., 2010, p. 138). 

 

3. The Spatial Intelligence Class: A tremendous amount of archaeological 

discoveries like those of cave writings proves that learning through Spatial Intelligence 

dates back to prehistory. Though Spatial Intelligence embraces one’s mind pictures 

and other external pictures like photos, films, drawings and graphic symbols, 

nowadays schools still restrict it only to simple writing on the board. Learning through 

Spatial Intelligence can be extended to five strategies that follow: 

a) Visualisation, this strategy consists in asking students to close their eyes to convert 

what they studied into pictures by means of an ‘inner blackboard’ that they construct 

in their mind. This strategy helps them to memorise spelling words, math formulas, 

history facts, or other data. If need be, students can have recourse to their mental 

blackboard to retrieve information previously stored in their memory. 
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b) Colour Cue, as spatial learners are more attracted by colours, this strategy is based 

on using colours as a learning instrument. It implies that learners can use a range of 

colours to ‘colour code’ the items they that are dealing with. In geography, for 

instance, learners can mark geographical area in green, its population in blue, and 

climatic characteristics in orange. This strategy is deemed as a memory enhancer and 

stress reducer. 

 

c) Picture Metaphors, this strategy helps learners comprehend new concept by means 

of linking ideas to visual images. In other words, students associate between the input 

at hand and what they already know. For instance learners can associate literary work 

‘The Adventures of Tom Sawyer’ by Mark Twain with the cartoon that they have 

already seen on TV, or associate the topic of ‘the power of natural disasters’ with the 

tsunami that was engendered by the earthquake that struck Japan in 2011. Gardner 

suggested that metaphor is more developed in children; but this skill dwindles as time 

goes by. 

 

d) Idea Sketching, this strategy consists in asking the learners to transform the ideas 

they are taught into drawings. It helps the learners understand deeply the ideas given 

by the teacher, on the one hand, and assists the teachers in gauging the students’ 

understanding. In order for the learners to get used to this strategy, they have to learn 

how to make quick drawings as a tool to successfully transmit the main ideas. This 

strategy can be used in different subject matters such as literature where the learners, 

for instance, can draw an ugly woman in a dark room, wearing a dirty wedding dress, 

to illustrate the character of Miss Havisham in ‘ Great Expectations’ by Charles 

Dickens. It is worth mentioning that drawing activities should be followed by the 

discussion of the importance of the relationship between the drawings and the central 

point. 

e) Graphic Symbols, this strategy requires the teachers to draw pictures or graphs on 

the blackboard to depict the gist of the lesson. It is found to be useful in that it makes 

the teacher draw attention of as many students as possible. Like the aforementioned 

strategies, Graphic Symbols can be used in a variety of subject contents. Teacher of 
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science, for example, can draw a graph to illustrate the fluctuating hormonal 

secretions; and a teacher of phonetics can draw horizontal and vertical lines to 

illuminate tongue movements (frontness/ backness; openness/ closure) in vowel 

articulation.  

     Hoerr et al. (2010) claimed that a spatially inclined learner “Enjoys maps and 

charts, likes to draw, build, design, and create things, thinks in three-dimensional 

terms, enjoys putting puzzles together, loves videos and photos, enjoys colour and 

design, enjoys pattern and geometry in math, likes to draw and doodle” (p. 198). 

4. The Bodily-Kinesthetic Intelligence Class: Applying this intelligence in 

classroom is a way of concretising learning. It is said to be of paramount importance 

since it affords the students an ample opportunity to understand the subject matter and 

further their memory. Learning through Bodily-Kinesthetic Intelligence is divided into 

to five strategies that follow: 

a) Body Answers, this strategy consists in asking the learners to use their bodies as a 

way of expressing themselves. Though the more commonly used way is raising their 

hands, this strategy encompasses a range of other ways, such as smiling, blinking one 

eye, holding up fingers and making flying motions with their arms. Teachers can ask 

their learners to make a bodily expression for each problem they encounter. For 

instance, learners might be asked to scratch their heads when they do not understand 

what their teachers have said, hold up one finger when they understand just a little, and 

hold up five fingers when they understand well.  

b) Classroom Theatre, this approach is based on asking the students to role-play the 

contents to be learned. Role-playing can be formal, like the one that takes place by the 

end of the semester, or informal, like the one that is improvised on the spot. This 

strategy can be used in subject matters like literature, where the students can perform 

one of Shakespeare’s plays. Seemingly, role-playing is used to reinforce the 

interpersonal skills inside and outside the classroom. In this regard, Chesler & Fox 

(1966, p. 3) claimed “...role playing provides the student with a dramatic confrontation 

and clarification of (1) his relations with others, (2) his information about and 
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expectations of society, (3) his evaluation of himself and his life style, and (4) the 

ways in which academic material may be relevant to his daily tasks.” 

c) Kinesthetic Concepts, this strategy lies in asking the students to pantomime words 

or ideas from the lesson. Here the students are required to convert linguistic or logical 

symbol systems into purely bodily- kinesthetic expressions. Many key points or ideas 

can be expressed through body language, be they scientific, mathematical, political, 

geological, or literary.   

d) Hands-On Thinking, this method is based on learning by manipulating. In other 

words, students are asked to construct things with their hands, and involved in 

experiments or lab work in science. Students can make a wide range of items with pipe 

cleaners and clay; they can make, for example, animals, insects, numbers, geometric 

shapes and architectural designs. 

e) Body Maps, as the human body is conventionally considered as one of the primary 

instruments for transmitting knowledge, this approach is grounded on using our body 

in the classroom to make ourselves understood by the learners.Body Maps can be used 

to teach different subject contents, such as geography, mathematics and vocabulary. 

To help the learners understand the meaning of the verbs ‘inhale and exhale’, for 

example, the teacher shows them the expansion and deflation of their chest. The 

teacher also can use their fingers for counting.  

A kinesthetically intelligent student is “ Dexterous, agile, enduring physical energy, 

quick, well-defined body control, takes in information through bodily sensations, 

hands-on learner, well- coordinated motor skills, athletic, likes to figure out how 

things work, performer, demonstrates skill in crafts, uses body language, enjoys 

exhilarating experiences (Hoerr et al., 2010, p. 76). 

5. The Musical-Rhythmic Intelligence Class: though its importance was recognised 

long ago in fields like commercial advertising, this approach was scarcely used in 

education. Current studies show that music positively affects children’s cognitive and 
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emotional development (Foti, 2020). Consequently, educators urged its 

implementation in education through strategies that follow: 

a) Rhythms, Songs, Raps, and Chants, this approach involves translating the subject 

matter into a rhythmic format that can be performed as songs, raps, or chants. For 

instance, vocabulary lessons on animals and the sounds they produce, and body parts 

names are successfully taught to children through ‘Old McDonald Had a Farm’ and 

‘This Is Me’ songs. Mathematics lessons, too, can be taught using songs called 

‘Mental Math Songs.’ For this strategy to be more effective, teachers can insert 

musical instruments, as they can invite their learners to create their songs according to 

what they have learned.  

b) Discographies, in addition to songs, rap and chants, teachers can reinforce students’ 

understanding of the lesson with recorded tapes, MP3 files, compact discs and the like. 

For example, students’ understanding of racism might be deepened by Timmy 

Thomas’ song ‘Why Can’t We Live Together?’ Lesson unit that deals with the 

destruction of nature by man can be amplified by Michael Jackson’s songs ‘Heal the 

World’ and ‘Earth Song’. 

c) Supermemory Music, this approach consists of having teachers perform 

rhythmically their lessons against Baroque or Classical musical background.At the 

same time, the students listen in a relaxed state, lying on the floor or having their heads 

on the tables. Research conducted in Eastern Europe showed that this method fosters 

students’ memory. It can also be used for different subject contents. In history, for 

instance, the lesson on Christophe Columbus’s travel to the New World can be 

accompanied by ‘The Conquest of Paradise’ song, or the lecture on Renaissance by 

Thomas Morley’s ‘Sing We And Chaunt It’ popular madrigal song.  

d) Musical Concepts, this method that gives teachers and learners the chance to 

express creatively, is based on using tones to convey ideas, blueprints, or conceptions 

in different subject contents. Geometric shapes, such as a circle can be taught in a way 

where the teacher starts at a specific voice tone, decreases it gradually in accordance 

with the inclination of the circle, and then moves up gradually to the original tone. 
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This technique can also be used in the literary subject content. For example, the rising 

action and climax in the plot of Sherlock Holmes Adventures can be said with a high 

tone, while the introduction and resolution with neutral voice tone. 

e) Mood Music, this approach requires teachers to set a good emotional environment 

to prepare the students for the targeted lesson or unit. Before starting the class on 

forest conservation, for example, the teacher may play relaxing music with birds 

singing. Learner who possesses Musical Intelligence  

 

Enjoys singing and playing musical instruments, remembers songs and 

melodies, enjoys listening to music, keeps beats, makes up her own 

songs, mimics beat and rhythm, notices background and environmental 

sounds, differentiates patterns in sounds, is sensitive to melody and 

tone, body moves when music is playing, has a rich understanding of 

musical structure, rhythm, and notes (Hoerr et al., 2010, p. 172). 

 

6. The Interpersonal Intelligence Class: Interpersonally intelligent learners are 

found to be more productive when they share their ideas with their classmates. 

Implementation of collaborative learning significantly helps learners with this kind of 

intelligence. Nevertheless, the teacher has to apply this intelligence to his teaching 

with caution, as the learners vary in degree of intelligence. Interpersonal intelligence 

can be inserted through five strategies that follow: 
 

a) Peer Sharing, this strategy is based on asking the learners to work in pairs. The 

learner can work with the same classmate. Or as time goes by, and by the end of the 

year, the learner will have worked with all his classmates. Peer Sharing can be used as 

Peer Tutoring, where the student coaches or teaches his classmate a particular topic, or 

as Crossage Tutoring, where the student can work with a younger learner from a 

different class. This method can be used in all subject contents. 

b) People Sculptures, this approach consists in encouraging the learners to make 

sculptures for the sake of concretising the key points. This technique can be adopted in 

various subject matters. If the subject content is on the vital organs, for instance, the 

students are allowed to build them and each student represents an organ. It can also be 
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used in language teaching, including words, sentences and paragraphs, where each 

student represents a letter, part of speech, or a sentence. The activity can be directed by 

the student that the teacher assigns, or it can be done collectively. 

c) Cooperative Groups, this method lies in forming groups of three to eight students, 

and can be undertaken in different ways. A written assignment, for example, can be 

either achieved by all members of the group contributing to the whole parts of the 

project, or pointing a student to do a part of the whole: a student works on the first 

section, another on the second section, and the third student on the last section of the 

assignment. Different roles may also be assigned among the group members: a student 

writes the assignment, another reviews the quality of the assignment in terms of 

spelling, punctuation, etc, a third student presents the work to the class, and the last 

leads the discussion. Cooperative groups are said to suit best Multiple Intelligences- 

based teaching since the group covers a number of students with different 

intelligences. That is to say, each student performs the assigned role according to their 

intelligence.  

d) Board Games, this technique is based on the implementation of games. It is usually 

enjoyed by the learners since it allows them play, chat and laugh. At the same time, 

they are involved in learning of the subject content. The games entail manila file 

folders, magic markers, a pair of dice, and miniature cars, people, or coloured cubes. 

Board Games fits a wide variety of subjects, such as mathematics, geography, science 

and history. The intended concepts are to be placed on the individual squares of the 

winding road, or on cards made from tag board or thick construction paper; and the 

answers are given as a separate key from a designated ‘answer person’, on the board 

square, or cards themselves. 

e) Simulations, this method lies in making a group of students create an ‘as- if’ 

environment that represents the context of the targeted subject matter. For instance, 

George Orwell’s ‘Animal Farm’ literary work can be acted by the students wearing 

animal face masks with uniforms and costumes that reflect the time of Russian 



Chapter One: Emotional Intelligence and the Learning Process 

38 
 

Revolution. Besides interpersonal intelligence, this strategy includes other 

intelligences, such as Bodily- Kinesthetic, Linguistic and Spatial intelligences.  

    An interpersonally inclined student “Enjoys cooperative games, demonstrates 

empathy toward others, has lots of friends, is admired by peers, displays leadership 

skills, prefers group problem solving, can mediate conflicts, understand and recognize 

stereotypes and prejudices” (Hoerr et al., 2010, p. 8). 

7. The Intrapersonal Intelligence Class: Any classroom is an amalgam of students 

with different psychological traits. Some students, mainly introverts, do not take 

pleasure in working with their classmates; they appreciate working individually 

because working with others makes them feel claustrophobic. To satisfy these 

students’ needs, five strategies have been set as follows: 
 

a) One-Minute Reflection Periods, this strategy requires teachers to offer their 

students time to manipulate the input their way and quietly. Though silence is regarded 

as a good reflection enhancer, teachers can optionally play background ‘thinking’ 

music. This One-minute period, which can be lengthened or reduced according to 

attention spans, warms the students up for the next activity.  

b) Personal Connection, this method is intended to focus on intrapersonally inclined 

students who usually wonder about what the subject contents they learn with what they 

live outside the school. Therefore, teachers are required to create connections between 

what is being taught to the learners in theclassroom and their personal lives by 

interlacing the lessons with their students’ experiences and feelings. Teachers can 

apply this strategy through questions (“How many of you have ever…?”), statements 

(“You may wonder what this has to do with your lives. Well, if you ever plan on…”), 

or requests (“I’d like you to think back in your life to a time when…”). To start a 

lesson on domestic animals, for instance, the teacher may ask “Do you have a pet at 

home?” Students then describe the animals they have at home before diving into the 

lesson. If the lesson is on Scottish resistance against English occupation, the teacher 

may ask “Who has seen ‘Braveheart’ film?” Students then give the facts of the film 

and its theme.  
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c) Choice Time, this approach is based on giving the learners the opportunity to 

decide on their learning experiences. The chances may be short and restricted as when 

the teacher asks the students to work on the exercises on the page they want, or they 

may be significant as when the teacher gives his students the chance to select the 

project they go for. Choices may be informal and given on the spot, or they may be 

meticulously refined and well organised.  

 

d) Feeling-Toned Moment, this method is put forward to make the teachers avoid 

teaching with an emotionless and indifferent manner. It puts them in charge of 

building up emotional moments in which the learners can laugh, feel enthusiastic 

about the subject matter, express strong opinions, etc. This strategy can be 

implemented in various courses of action: first, by showing those emotions while 

teaching; second, by making the learners feel safe to have feelings in the classroom; 

third, by sharing knowledge that elicits feeling-toned feedback. 

 

e) Goal- Setting Sessions, as intrapersonally inclined students are deemed capable of 

setting practical and achievable objectives, this method has been advanced to 

encourage teachers help their learners to plan for their goals. These goals may be 

momentary as when the teacher asks the students to list things that they want to learn 

that day, or perpetual as when he asks them to say what they see themselves doing in 

the upcoming years. The goal- setting sessions may last only a few minutes, or may 

concern exhaustive planning over several months’ time. The goals per se have to do 

with academic outcomes (when the teachers asks the learners about the grades they are 

setting for the term), wider learning outcomes (when the educator asks the students 

what they want to know how to do by the time they graduate), or life goals (when the 

teacher asks his students about the job they see themselves in after they graduate). 

     Intrapersonally inclined students have a set of traits. They are identified as people 

who “Pursue personal interests, set realistic goals, identify and label feelings, sense 

their own strengths and weaknesses, are confident in their abilities, daydream, are 

insightful and reflective, are intuitive, follow their instincts, are comfortable with 

themselves, express a sense of justice and fairness” (Hoerr et al., 2010, p. 42). 
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8. The Naturalist Intelligence Class: Naturalistically inclined learners are deprived 

of having the chance to develop properly their intelligence due to the belief that school 

is the natural setting for instruction. As a result, pedagogues suggested that these 

learners should be in direct contact with nature. Two solutions have been put forward 

to dissolve this issue. Firstly, learning has to take place outside the classroom in 

natural places. Second, the natural world should be brought into the classroom and 

other parts of the school building. To help this category of students to reach a 

satisfying outcome, five strategies have been set as follows: 

a) Nature Walks, this approach requires teachers to take their learners to the natural 

areas far from the school to deepen the subject content being learned in the classroom. 

Nature Walks is claimed to fit all the subjects like science, mathematics, history, 

literature and geography. In a science lesson, for instance, teachers can take their 

learners to the woods to discover animals’ and plants’ habitats. Lessons on human 

history and prehistory can also be reinforced by taking the students to archaeological 

sites and historical buildings. 

b) Windows onto Learning, this technique lies in using windows as a way to enhance 

learners’ understanding. This strategy fits a set of subject matters, such as science, 

mathematics and literature. Teachers can use windows in weather study, for example, 

to show the learners how the seasons affect the trees and the plants, or how to make 

addition or subtraction by means of the trees they see through the windows. Windows 

onto Learning also helps learners in producing creative pieces of writing whose 

metaphor is based on nature. This method may work well even in classes that do not 

have windows, where the teacher might ask the learners to use visualization from 

spatial intelligence that helps them imagine that they have windows. 

c) Plants as Props, this strategy can be implemented in classrooms that do not have 

windows and when the teachers and learners cannot go on nature walks. It requires 

teachers to transform the classroom plants intended for ornament into a valuable tool 

for teaching different subjects such as mathematics, science and history. This method 
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is found to help manage disruptive naturalistically inclined students in that teachers 

appoint these students to take care of the plants to alter their energies. 

 

d) Pet-in-the-Classroom, this approach is implemented to help learners to be in direct 

contact with animals. It makes naturalistically inclined learners to feel safe in their 

world. It also boosts their scientific observation skill through watching animals and 

keeping records on their behaviours. This method can be used in subjects such as 

science and mathematics, for example, where learners can keep notes on pet’s food 

intake, weight and other vital statistics.  
 

e) Eco-study, this technique lies in reminding learners to respect the natural world, 

and that all the subjects tackled in the classroom have to do with ecology. Suppose the 

lesson is on fractions, for instance. In this case, the teachers can ask the learners to 

examine the frequency of volcanos’ eruptions nowadays compared to the 18th century. 

If the lesson is on civilisation, the students can be asked to compare the nature of the 

modern world with the nature during the Roman civilisation.  The advantage of Eco-

study is that it helps the learners think deeply about the well-being and prosperity of 

our mother nature. According to Hoerr et al (2010), naturalistically inclined students  

 

Learns through observation and discovery of natural phenomenon; is 

good at comparing, categorizing, and sorting; enjoys being outdoors; 

excels in finding fi ne distinctions between similar items; feels alive 

when in contact with nature; appreciates scenic places; enjoys having 

pets; likes to camp, hike or climb; is conscious of changes in the 

environment (p. 226) 

 

9. The Existential Intelligence Class: only few has been written on the application of 

this intelligence in the curriculum. According to Armstrong (2009), teachers avoid the 

implementation of this intelligence in order not to come into conflict or argument with 

the community, transgress the separation of the church and the state, or violate their 

own beliefs and those of their students. Additionally, Armstrong believes that no 

benefit can be gained from implementing existential intelligence unless the teachers 

insert without infraction the subject content that, for instance, helps the learners reflect 
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on how scientists, writers, politicians and others have integrated existential issues in 

their works. He suggested that existential intelligence fits a number of subjects, 

namely science, mathematics, literature, history, geography and the arts. In literature, 

for instance, existential intelligence can be tackled through the impact of religions on 

the writers. If the subject is science, the teachers can incite the learners consider the 

discrepancies between non-life-forms (rocks and mineral) and life-forms (plants and 

animals). An appropriate and effective insertion of existential intelligence in the 

classroom makes the students 

 

…‘fully aware’ of the cosmos - of its diversity, complexity, 

interconnected threads, and its wonders…Students who excel in this 

intelligence typically are able to see the big picture. They seek meaningful 

learning. They look for connections across the curriculum. They like to 

synthesize ideas based on their learning. They develop a strong identity 

with their neighbourhood and town. They express a sense of belonging to 

a global community. They like to get involved in social and political 

causes (Tamilselvi & Geetha, 2015, p. 5). 

 

1.4.9. The Virtues of Multiple Intelligences 

     Multiple Intelligence theory gained much attention, echoed so strongly and had 

such influential power that Gardner himself had not expected (2006b). Its 

implementation was supported and embraced by a lot of educators in the USA and the 

world over. This popularity did not come out of nothing. There has been a wide range 

of rationales behind it. McFarlane (2011), one of the strong advocates of MI, asserted: 

“...Gardner's MI theory therefore represents the most effective platform for global 21st 

century educational and instructional methodologies and those educators who embrace 

this perspective will find themselves meeting and surpassing stakeholders' demands 

for accountability in the classroom and education” (p. 7). Hoerr (2000) also suggested 

that MI adoption by educators is due to the fact that “...it respects the role of the 

teacher. MI allows educators to know their students, to identify the ways they learn, 

and to be creative in creating curriculum and assessment tools. MI can be a powerful 

tool in helping students learn skills and acquire understandings” (p. 33). As maintained 

by McFarlane (2011), and in line with Hoerr’s suggestion, Griggs et al, (2009) claimed 
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that MI is beneficial both to teachers and learners. On the one hand, it helps the 

teachers to pinpoint their students’ strengths, and set lessons accordingly; and it aids 

the learners to discover then know best about their strengths, and, therefore, engage in 

a variety of activities, on the other. This reciprocal awareness and give and take action 

undoubtedly fosters students’ outcomes, and guarantees scholastic achievement. 

According to Madkour & Abdel Moati Mohamed (2016), MI helps the learners to 

develop their phonological awareness by means of linguistic and musical intelligences 

activities such as short stories, poetry, and journal and essay writing. Consistent with 

the aforementioned perspectives, Amstrong (2009) suggested that MI helps teachers, 

mainly those in difficulties and under stress and pressure, find fitting and proper 

management strategies to create a positive learning environment and gain their 

students’ attention. In addition, Multiple Intelligences theory, as stated by the same 

author, has been proved to be a better strategy to prepare students for transitions, 

communicate class rules, form heterogeneous groups grounded on multiple 

intelligence- related characteristics, and finally, deal effectively with learners’ 

behavioural issues. In this respect, he contended: “MI theory makes its greatest 

contribution to education by suggesting that teachers need to expand their repertoire of 

techniques, tools, and strategies beyond the typical linguistic and logical ones 

predominantly used...” (p.54), and “It also helps teachers expand their current teaching 

repertoire to include a broader range of methods, materials, and techniques for 

reaching an ever wider and more diverse range of learners” (p. 56). MI marvellousness 

lies in its flexibility; in that, its implementation varies according to schools’ context 

and culture. Nevertheless, its effective use in curriculum development, instruction and 

assessment depends on how much time and energy teachers devote to understand it 

(Hoerr, 2000). According to Baş (2016), Bümen (2005) argued that Gardner’s MI 

theory strengthens learners’ self- confidence, self- knowledge, creative thinking and 

respect for individual differences. Moreover, it renders the learning process smoother 

and even makes the learners think of the suitable future careers. MI’s advantages and 

benefits do not seem to be incarcerated within the four walls of the classroom; they 

apparently extend from the classroom education to online education. In this respect, 

Green and Tanner (2005) regard MI to be the best fit for online teaching, in that it 
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allows learners, be they children or adults, deal with the problem in dissimilar 

manners, using their different intelligences and learning styles- the reason why 

educators develop online tasks that entail as many intelligences as possible and meet to 

a higher degree the learners needs. Moreover, MI enforces learners’ interpersonal and 

intrapersonal intelligences as it gives learners with similar skills the opportunity to 

work collaboratively, and those with different aptitudes the chance to identify their 

strengths and weaknesses, and complement each other when working together (Riha & 

Robles-Piña, 2005).  

 

1.4.10. Gardner’s Theory and Emotional Intelligence 

     Gardner’s multiple intelligences theory, particularly interpersonal and intrapersonal 

intelligences seem to be the essence or the milestone of what is referred to as 

emotional intelligence. While emotional intelligence entails both intrapersonal and 

interpersonal intelligences, these two intelligences are reported to be constructed 

separately and independently. The former is one of the characteristics of the introverts 

who are known for their unsociability and propensity to focus on their inner and 

private world; the latter concerns the extroverts who are known for their sociability, 

and their tendency to stress the external world and their social interactions with other 

people (Bay & Ming Lim, 2006). Ramirez (2018) reported that intrapersonal and 

mainly interpersonal intelligences help the students engage fully in reading novels and 

analysing and manipulating literary texts. Another investigation was carried out by 

Shafiee et al.(2020) to see how well multiple intelligences influence Iranian EFL 

learners’ writing skill development; the study revealed that intrapersonal intelligence 

contributes outstandingly, mainly in terms of vocabulary and grammar, while 

interpersonal intelligence plays remarkably a part in spelling.Literature discloses that 

Gardner’s interpersonal and intrapersonal intelligences that enhance students’ 

willingness to work collaboratively, attend their lectures and complete their education 

(Gasong & Toding, 2020) evolved from humanistic education where teachers 
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are obliged to treat their students equally, decently, courteously, and 

with the respect they deserve as autonomous, rational, sensitive and 

singular beings, students who are entitled, like everyone else, to seek 

their happiness, shape their own worldview, and define themselves 

according to their best understanding and awareness (Aloni, 2007, p. 

81). 
 

Conclusion 

     This chapter entitled Emotional Intelligence and the Learning Process has 

attempted to define the notion of Emotional Intelligence in relation to the brain, the 

emotions, and the theories of learning. The idea of using emotions for teaching and 

learning goes as far back as the ancient Greeks. The concept of EI came as a response 

to the assumptions and belief in the one-sidedness of human beings which views men 

and women as made of nothing but reason and cognition. According to Plato, reason 

and cognition were possessed only by people who belonged to the upper class, and 

therefore, those who had the right to education. Educationists such as John Dewey 

refuted this logically untenable theory, and called for democratisation of education and 

eradication of social stratification. Such views seem to have placed the notion of 

Emotional Intelligence at the foreground. Early learning theories such as behaviourism 

and constructivism insisted on the technicality of teaching and learning processes. It is 

only recently that the emotional side of the teacher that evolved from Gardner’s (1983) 

interpersonal and intrapersonal intelligences (MI Theory) gained the attention of a 

great deal of scholars. As a matter of fact, teachers are likely to be more efficient and 

effective if they possess both professional and emotional characteristics. This chapter 

discusses emotional intelligence as a key element in high-standard teaching and 

learning; the next chapter will focus on teachers' emotional classroom practices and 

how they can help to make them emotionally intelligent.
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Chapter Two 

Classroom Practices of an Emotionally Intelligent Teacher  

 

Introduction 

    Not too long ago, education’s main concern was the classroom practices of the 

professional teacher. In other words, teacher education programs focused on whether 

or not the teachers performed their lessons according to the imposed way of teaching 

including approaches, methods, curricula and syllabuses. Yet, the incompatibility 

between teachers’ accountability and the unfortunate reality of the conditions they 

work in made the educationists give more prominence to teachers’ emotionality. As a 

matter of fact, there are teachers who keep being emotionally intelligent whatever the 

circumstances, and, therefore, highly contribute to the students’ academic 

achievement; and there are others who struggle with the situation to end up with job 

dissatisfaction or mental health problems such as depression and/or burnout that in 

turn usually leads to physical health problems, not to mention resignation. This chapter 

gives an insight into classroom practices of emotionally intelligent teachers. It includes 

six sections. Section 2.1. sheds light on the environment that makes the classroom 

emotional. Section 2.2. deals with the importance of social and emotional teaching/ 

learning even in scientific subjects like mathematics that is thought to be purely 

cognitive. Section 2.3. shows how the implementation of emotional intelligence in the 

classroom is beneficial to both teachers and learners. Section 2.4. is devoted to the 

emotional traits that make teachers effective and learners safe and comfortable in the 

classroom. Section 2.5. deals with the traits of the leader teacher and the importance of 

teacher’s leadership and monitoring., Section 2.6. attempts to describe the factors that 

can interfere with teachers’ emotionality. Finally Section 7. discusses teachers’ 

emotional education and development and their role in fostering classroom emotional 

environment. 
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2.1. Emotional Classroom Environment 

     Much has been said and written on the emotional classroom; and the agreed-upon 

definition is that the emotional classroom is a kind of positive environment where 

teachers show a comprehensive understanding of the environment where their learners 

live, and of their brain development, particularly matters and is closely connected to 

emotions and personality (Allen, 2014).  

     Emotional classrooms are also held to be classrooms that, along with the cognitive 

subject content, incorporate “…non-cognitive skills such as working collaboratively 

with others to resolve problems, generating new products, communicating clearly, and 

making decisions with integrity” (Frey et al., 2019, p. 2); they are where teachers’ 

“…skills of guiding, coaching and mentoring will be vital in encouraging the 

development of emotional competencies” (Allen, 2014, p. 18). According to Pekrun 

(2014), in order for classrooms to remain emotional, individual differences should be 

taken into account, particularly culture, ethnicity, gender, school membership, and 

class membership. He believes that teachers should avoid “…stereotype phrases that 

relate to group membership, such as ‘girls are afraid of math’. It is more useful to pay 

attention to the uniqueness of each individual student’s emotions” (p. 11). 

     Lessons planned for emotional classroom should be pertinent to the situations that 

the learners are facing or that will face in the near or far future in their lives, and 

related to emotional development as well as academic and practical aspects of 

learning. Allen (2014) suggested that the lesson have to incorporate and combine all 

school characters and climate to incite students to become “...self-assured, confident, 

happy and positive young people who are continuously developing personal self-

knowledge” (p. 12). In line with this suggestion, Fey and colleagues (2019) referred to 

the fact that lessons designed for Emotional and Social Learning (ESL) should include 

values, in that teachers have to use books that focus on values, and respond to 

students’ questions in a manner that conveys values. They also affirmed that every 

single lesson taught should make known intentionally or unintentionally the values, 

morals, and beliefs of the schools and their staff members, and all those associated 

with them. These lessons are found to have such a powerful impact on the learners that 
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a lead inspector charged of lesson observations claimed: “Students who talked to 

inspectors said that they learn best when they are able to discuss, question and apply 

what they have come across in their lessons to new, real-life problems and situations 

drawn from examples around the world” (Quoted in Peal, 2014, p. 27). Consistently 

with this claim, Frey et al. (2019) stressed that students should be taught how to make 

decisions about the choices and problems they face because “A student who has 

excellent content knowledge but poor social or problem-solving skills is a student at 

risk of being manipulated. Similarly, students who are able to predict possible 

consequences of their actions may be better equipped to make good decisions” (p. 9).  

     Rudasill et al. (2010) who carried out an investigation on the correlation between 

classroom emotional support and the reading and math achievement of third grade 

pupils found that classrooms equipped with emotional support fostered pupils’ 

attention, their reading and mathematics achievement, while classrooms with the 

tiniest emotional support decelerated the pupils’ achievement. A significant body of 

evidence demonstrate that classroom emotional support does not only enhance 

achievement but also nurtures and strengthens positive relationship among the pupils 

and between teachers and the pupils. In this regard, Ruzek et al. (2016) reported that 

an emotionally supportive contact with the learners helps the teachers to create 

experiences that make the learners feel that their classmate are supportive, positive, 

and respectful. On the same wavelength, Villaseñor (2018) argued that socio-

emotional skills stimulate favourable and agreeable teacher- students and peer to peer 

relationships. Rodrigo-Ruiz (2016) also stated that teachers’ positive emotions 

motivate students and promote both communication and learning, while negative ones, 

except anger that is found to be a double- edged sword, have an adverse effect on the 

learners. Teachers’ negative emotions do not only jeopardize academic achievement, 

but also give the students bad impression and bad conception of their teachers- which 

in turn make teachers’ success difficult if not impossible (Toraby & Modarresi, 2018).  

Classroom climate is a multidimensional construct (Wang et al., 2020)  that is 

grounded on “...patterns of people’s experiences of school life and reflects norms, 

goals, values, interpersonal relationships, teaching and learning practices, and 

organizational structures” (National School Climate Council, 2007, p. 4, quoted in 
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Thapa et al., 2013, p. 358) that covers five fields: (a) Safety (e.g., rules and norms, 

physical safety, social-emotional safety), (b) Relationships (e.g., respect for diversity, 

school connectedness/engagement, social support, leadership, and students’ 

race/ethnicity and their perceptions of school climate), (c) Teaching and Learning 

(e.g., social, emotional, ethical, and civic learning; service learning; support for 

academic learning; support for professional relationships; teachers’ and students’ 

perceptions of school climate), (d) Institutional Environment (e.g., physical 

surrounding, resources, supplies), and (e) the School Improvement Process (Thapa et 

al., 2013, p. 358). According to Garibay (2015), putting positive and agreeable 

classroom climate in place calls for active endeavours to be made by the teachers 

before starting the lesson; these include: 1) Self- identification where the teachers 

reflect about their own identity and the way their attitudes and experiences may affect 

their teaching and their students’ responses; 2) Self- learning where teachers inform 

themselves about other groups and cultures through readings or any other instrument at 

hand; 3) Accommodations where teachers accommodate their performances and their 

way of transmitting information according to their learners’ needs. Accommodation 

concerns mainly students with disabilities; 4) Course content where teachers select 

courses and insert materials that best fit diverse groups with different backgrounds and 

perspectives; 5) Teaching methods where teachers set and use methods that foster 

students’ engagement including project-based and experiential learning, research 

projects, class discussions, reflective writing, cooperative learning and group projects, 

student presentations; 6) Ground rules where teachers lay down and prescribe rules at 

the very beginning of the courses, and get armed with a number of plans of action to 

deal with ground- rule violation. 

     Emotional Classroom seems to depend heavily on the quality of the physical 

environment of the classroom. The latter is found to shape to a greater extent both 

teachers’ and learners’ behaviours. Poor learning environment is believed to have 

adverse effect both on students’ learning and teachers’ performance, way of thinking 

and behaviours (OECD, 2017). In this regard, Ucci et al. (2015) suggested:  
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...the indoor built environment is likely to impact on pedagogy and 

academic performance in a variety of ways, including the size of the 

school; the distance between buildings and classrooms; the pedagogic 

approach (active or passive); and the interior design of the classroom, 

as well as associated environmental parameters including indoor air 

quality, temperature, light and noise (p. 578).     

 

     World Health Organisation (WHO, 2015) affirmed that amalgamation of low 

temperature and high humidity transforms the classroom into a disagreeable 

environment that badly affects pupils’ learning skills and their well- being. On the 

same wavelength, Hensley-Pipkin (2015) asserted that physical classroom 

environment “is oftentimes viewed merely as the context for learning to occur, rather 

than an actual tool to support learning” (p. 53). Physical classroom environment does 

not cover only light, temperature and ventilation. It also entails acoustics and 

accessibility. According to Cheryan et al. (2014), students in the classrooms 

surrounded by loud noise are found to score low; and classes with inadequate 

accessibility have adverse effects mainly on students with disabilities like those with 

hearing loss who find difficulty deciphering teacher’s words from challenging 

background noise. In addition to the aforementioned classroom physical aspects, 

researchers went further to include classrooms decoration and colours as a momentous 

aspect. In the sense that there are colours like blue and green that make the students 

feel calm and safe, therefore stimulate learning; and others like red and orange that 

make them feel nervous and anxious, therefore impede learning (Bucholz & Sheffler, 

2009). On the same wavelength, Weinstein (1977) showed that bringing a new look 

and appearance to the classroom in terms of layout and design (e.g., changes to 

location of materials, colour, attractiveness of room, use of shelving, etc.) led to a 

more even distribution of children across locations,  a change in the distribution of 

behaviours observed, and an increase in the variety of appropriate and engaged 

behaviours (cited in Simonsen et al., 2008, p. 358).Apropos of the tidiness and 

cleanness of the classroom, a growing body of literature puts stress on its importance. 

This classroom feature is reported to have such a positive effect on both teachers and 

learners that some teachers from the very beginning of the year think creatively about 
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the way to put up their classrooms and establish a physical environment that fosters 

their teaching and learning programmes (Hill & Hawk, 2000).  

2.2. Social and Emotional Teaching/ Learning 

Referring to Salovey’s and Mayer’s (1990) assumption that emotional intelligence is a 

part of social intelligence, a countless number of scholars have directed their attention 

towards both emotional and social facets, and an avalanche of works has been devoted 

to social and emotional teaching / learning. A significant body of literature reveals that 

teaching/learning process based on a two- side social/ emotional relationship between 

teachers and learners highly contributes to the learners’ success, be it academically, 

emotionally, or even socially. In line with this perspective, Devine and Cohen (2007), 

stressing the potency of the social and emotional education put out:  

 

Just as physical education builds a child’s muscles and motor skills, 

social, emotional, ethical, and academic education builds a child’s self-

reflective and empathic capabilities. Children learn to control impulses, 

communicate sensitive issues more clearly, cooperate, become more 

self-motivating, learn how to become a friend, and become more 

altruistic (p. xvi). 

 

     And this starts from preschool classes (Fantuzzo et al., 2007). Social and emotional 

teaching / learning entails positive features that “…need to be developed for our 

children to be successful not only in school but in life; those who do not possess these 

skills are less likely to succeed” (Zins et al., 2004, p. 4). Emotional and social 

teaching/ learning is all about teachers’ practices and their relationship between them 

and their learners. It happens when the teachers have the power to transform the 

challenging environments into warm and welcoming spaces (Farr, 2010), “… where 

students can escape some of the distracting burdens of poverty, a space where they 

want to, and can, learn” (Farr, 2010, p. 72). Ensign (2003) put out: “If we do not teach 

all children so that they can succeed in mathematics and science, we are doing a 

disservice to society as well as to individual students” (p.105).On the other hand, 

Fowler (2003) suggested that math and science learners’ social and emotional 

development and maturation is not grounded solely on teachers’ skill and talent, but it 
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requires partners including the adults involved in learners’ lives and community 

institutions. Similarly, Ben-Avie and his colleagues (2003) remarked that the fear of 

failure that debilitates and disables students has no room in successful math and 

science classrooms; it is usually mediated by the thoughtfulness and motivation of the 

teachers and other adults in the school and in the home. 

 

2.3. Momentousness and Virtues of Emotional Intelligence in the Classroom 

     As Emotional Intelligence may explain, “...despite equal intellectual capacity, 

training, or experience, some people excel while others of the same caliber lag behind” 

(Lynn, 2000, p.1), one can effortlessly and straightforwardly discern and tell the 

difference between teachers. Advocating the power of emotional intelligence in the 

teaching and learning process, many scholars believe that emotion- based education 

has “...a positive effect on academic achievement, graduation outcomes, and 

workplace readiness” (Trujillo, 2019, p. 29). Mortiboys (2005) warned: ‘‘...If you do 

not use emotional intelligence in your teaching, then the value of both your knowledge 

of your subject and your learning and teaching methods can be seriously diminished’’ 

(p. 2). In line with this remark, Stronge (2007) considers the emotional features of the 

teachers as a key element that determines learners’ success or failure. In this regard, he 

wrote that teachers 

 

have a powerful, long-lasting influence on their students. They directly 

affect how students learn, what they learn, how much they learn, and 

the ways they interact with one another and the world around them. 

Considering the degree of the teacher’s influence, we must understand 

what teachers should do to promote positive results in the lives of 

students with regard to school achievement, positive attitudes toward 

school, interest in learning, and other desirable outcomes (Stronge, 

2007, p. ix).  

 

Consistent with Stronge and other advocates of the idea of emotions being a pivotal 

ingredient in teaching/learning process, Jennings and Greenberg (2009) suggested 

teachers endowed with emotional trait or competence are those who ingeniously use 

“…emotional expressions and verbal support to promote enthusiasm and enjoyment of 
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learning and to guide and manage student behaviour” (p. 493). Similarly, Hargreaves 

(1998a) asserted:  

 

Good teaching is charged with positive emotion. It isn't just a matter of 

knowing your subject, being efficient, having the correct competences, 

or learning all the right techniques. Good teachers aren't just well-oiled 

machines. Computers can never replace them. They are emotional, 

passionate beings who fill their work and their classes with pleasure, 

creativity, challenge and joy (p. 559). 

 

     Studies showed that emotionally regulated and balanced learners are more effective 

than their counterparts. Taylor and MacKenney (2008) went far to suggest that 

agreeable and emotional classroom environment triggers neural connections that make 

the learning process feasible and more practical. In this respect they stated:  

 

…chronic emotional stress has adverse effects on the entire 

body...Stressful school experiences and environments inhibit learning, 

while positive classroom atmospheres encourage neural connections in 

the brain to help children learn. Children naturally seek out and thrive 

in places where their needs are met. Integrating emotional expressions 

of children in the classroom can improve memory and stimulate 

learning (p. 16). 

 

     It is noteworthy that there may be no chance for teachers’ mental or psychological 

issues to take place in emotionally flavoured classes. In this respect, Jennings and 

Greenberg (2009) contended: “Improvements in classroom climate may reinforce a 

teacher's enjoyment of teaching, efficacy, and commitment to the profession, thereby 

creating a positive feedback loop that may prevent teacher burnout” (pp. 493- 494). In 

addition to students’ comfort and safety that emotionally positive relationships 

between teachers and learners may engender, Hargreaves (1998a) believes that they 

also trigger teachers’ willingness to cope with educational change and “... help them 

set the climate or mood in which the "really important" business of cognitive learning 

or strategic planning can take place” (p. 559). It has been claimed that in order for 

positive emotions to be effectual in reaching intended and desired academic outcomes, 

they should go beyond the classroom to spread all over the school. Bullough Jr. 
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(2011), assumed that whatever teachers’ productivity and students’ learnability, 

schools without emotions, including happiness and hope, are definitely unsuccessful in 

accomplishing their mission, if not hurtful and detrimental. He put out: “Efforts to 

create greater effectiveness among teachers, more learning among students, and higher 

performing schools that ignore the hope and happiness of children and teachers will 

inevitably fail. Worse, they will be harmful” (p. 17). 

 

2.4. Emotional Practices of an Effective Teacher 

     It seems important to stress that due to the complexity of the teaching process, 

researchers in the field are still unable to give a clear cut definition and characteristics 

of an effective teacher; this fact generated a heated debate among scholars. In the 

recent past, the essence of teaching was basically referred to as a purely technical and 

cognitive process “...as if teachers think and act; but never really feel” (Hargreaves, 

1998a, p. 559). Yet,  a great deal of scholars mostly those who conducted studies on 

schoolchildren and pre- university learners assume that without teachers’ positive 

emotional characteristics, qualification, experience and knowledge of the subject 

content efficient students’ output cannot to be guaranteed. A significant body of 

literature reveals that emotionally effective teachers are those who  

 

…recognize their emotions, emotional patterns, and tendencies and 

know how to generate and use emotions such as joy and enthusiasm to 

motivate learning in themselves and others. They… recognize their 

emotional strengths and weaknesses. They know how their emotional 

expressions affect their interactions with others. Such teachers also 

recognize and understand the emotions of others. They are able to build 

strong and supportive relationships through mutual understanding and 

cooperation and can effectively negotiate solutions to conflict situations 

(Jennings & Greenberg, 2009, p. 495). 

 

     Effective teachers create an emotional environment that minimizes students’ 

distraction, and that which unquestionably reinforces students’ self-confidence and 

esteem (Farr, 2010). Johns (2000, p. 14) believes that effective teachers need “highly 

tuned and highly differentiated intuition for understanding and interpreting classroom 
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life and … a wide repertoire of appropriate models for reacting to specific situations” 

(Quoted in Gregersen &  MacIntyre,2017, p. 37).  

     Teachers do not become effective overnight. In other words, teachers’ efficacy and 

effectiveness are subjected to development. Perrot (1982, cited in Kyriacou, 2007) 

suggested that teachers underdo three stages that process as a cycle to reach efficacy 

and effectiveness. They are: 1) cognitive stage in which the teacher develops their 

awareness about the skill, the various elements of the skill, the purpose of using the 

skill, and knowing how the skill benefits their teaching; 2) the second stage involves 

teacher’s practice of a specific skill; 3) the third stage entails feedback on the 

performed skill. Teachers can get feedback through an observer, audio-visual 

recording, or data collected from pupils about their work, behaviour or opinions. 

Notwithstanding the powerful effect of these stages on teachers’ effectiveness, 

Kyriacou (2007) still believes that teachers’ growth cannot happen without their ability 

to take advantage from their reflective practices, and their motivation to do so. 

     Stronge (2007), compared effective teachers to a puzzle that needs all its pieces to 

take form. He suggested that teachers’ emotional characteristics should include the 

following: caring, fairness and respect, social interactions with students, promoting 

enthusiasm and motivating learning, teacher’s attitude toward the teaching profession 

and reflective practice. These characteristics are summarised as follows: 

 

2.4.1. Caring 

     Caring is a top priority of teachers, students, supervisors and the like. It includes 

listening, gentleness, understanding, knowledge of students as individuals, nurturing, 

warmth and encouragement, and an overall love for children.Listening, for example, is 

found to foster love and trust between the teachers and their learners; it is practiced by 

the teachers who pay attention and care about what happens to the students in the 

classroom and even outside the classroom, including their life in general.The main 

concern of these committed and devoted teachers is bettering and improving student 

lives. As for understanding, research shows that students like teachers who listen to 

them and give them assistance in solving their problems, and who talk about their 

experiences. In line with listening and understanding, knowledge of the students is 
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regarded crucial, in that it does not cover only learners’ needs and their learning styles, 

but it goes further to entail student’s personality, likes and dislikes, and the factors that 

affect their behaviour and performance in school. Care can also be displayed by how 

well the teacher prepares the lesson; According to Kyriacou (2007), students think of a 

well prepared lesson as an evidence that their teacher cares about their learning, while 

a poorly prepared lesson as an insult to their sense of worth as learners. In spite of 

caring potency, Nadelson et al. (2019) believe that teachers’ responsibility, including 

caring, varies according to the community or school culture, atmosphere and attitude. 

 

2.4.2. Fairness and Respect 

     According to Stronge (2007), fairness and respect are regarded by the learners of all 

grades as prerequisites of effective teaching. They see that the effective teacher is 

constantly fair and shows respect to his students regardless of their race, cultural 

background, and gender. In addition to misbehaviour at individual level without 

holding the whole class accountable for the inappropriate actions of one student or a 

group of students, the effective teacher knows and understands the facts before 

responding to any misconduct, and tells students what they did wrong and what they 

need to do right.  

     A considerable number of studies tackled teachers’ fairness and respect in relation 

to gender, and reported the effect of the latter on teachers’ practices. Jones and Dindia 

(2004, cited in Rezai et al., 2022) reported teachers to be more likely to interact with 

male students, criticise them, and give them negative feedback than they do with 

female students; and girls’ interactions with their teachers, according to Younger et al. 

(1999), are more often supportive of their learning (cited in Åhslund & Boström, 2018, 

p. 30). Contrary to these findings, a study conducted by Biraimah (1982, cited in 

Ifegbesan, 2010) revealed that teachers in Togo underestimate girls’ potential, while 

boys’ efforts and abilities are praised. A study conducted by Bağ, Martı, and Bayyurt 

(2014) in one of the Turkish universities, suggested that EFL teachers’ attention is 

gender-based. In other words, teachers are found to pay more attention to the students 

of the opposite sex: male teachers pay more attention to female students, and female 

teachers to male students. As fairness is a must, and is a classroom practice that can be 
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ameliorated, researchers insisted on the fact that these teachers, be they pre-service or 

in-service, should be provided with programs that stress on gender equality. In this 

respect, Kelly (1988, p. 15) puts out “… trained teachers are much more successful 

than un-trained teachers in reducing sex-bias in their classrooms” (Quoted in Bağ, 

Martı, and Bayyurt, 2014, p.) 

     In the United States, Fries and DeMitchell (2007) conducted a study that provided 

an insight into the teachers- these individuals put on the front line to apply the laws 

and policies related to students’ discipline. The research targeted  teachers’ perspective 

on the policy of “zero tolerance” that requires schools to inflict severe punishment and 

expel from school, for a period of not less than one year, all students considered as 

potentially dangerous like those caught in possession of knives. Fries and DeMitchell 

reported that teachers found this policy unfair in that it did not take into account the 

students’ aspects of life and the circumstances and nature of the offense. In addition, 

they keenly believed that not all the students who carry knives are criminals or 

potentially dangerous: there are good students who carry knives to cut the fruits that 

their mothers pack for them. That is why they prefered handling students’ behaviours 

in the classroom without reporting them to the administration. The unfairness of zero 

tolerance policy does not lie only in not considering and not taking students’ 

circumstances seriously, but this policy is also found to favour certain students over 

others in the sense that it disproportionally affects black and Hispanic students, and 

students with disabilities (Fries & DeMitchell, 2007; Mitchell, 2014). 

 

2.4.3. Social Interactions with Students 

     Educationists claim that interactions between teachers and students should not be 

limited only to academic matters; they have to go beyond what happens in the 

classroom. Breeves (2004, p. 9) highlighted the cruciality of the social interactions 

between teachers and their students, and stated: “…No matter how structured the 

curriculum or tightly managed the school day, the interactions between students and 

teachers are to a large extent the result of the individual diligence, professionalism, 

and commitment of teachers”. Low or scarce social interactions result in poor 

academic achievement, while rich social interactions boost thinking, social 
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relationships and increases language use (Mohr & Mohr, 2007). Social interactions are 

also found to be enhanced through small or large group meetings and activities, in that 

the latter make the learners feel that they comfortably belong to the classroom. Mohr 

and Mohr (2007) suggested that learners, who come from cultures that treat them as 

listeners rather than talkers, should be given time to get acclimatized to the new 

classroom environment where social interaction is fostered. They claimed: “Because 

U.S. classrooms are often less formal (e.g., teachers sitting on the floor, students 

working in groups) than their previous educational environments, immigrant students 

sometimes take a while to adapt to the typical question–answer sequence that is 

common there” (p. 441).  

     Studies have reported that humor significantly enhances the effectiveness of 

interactions. Consistent with this, Tamblyn (2003, p. 11) puts out: “… if one 

communicates with humour, they will by definition communicate creatively and 

playfully…will play with information and ideas as if they were toys”. Smiling, as one 

of the ingredients of social interaction, has been suggested to bring joy to the 

classroom. Trujillo (2019) believes that smiling is of a paramount importance, 

especially when it is true, coming from one’s heart; it makes a difference not only for 

the person who smiles but also the one who receives it. Greeting students and using 

paralanguage like smiling soothe the learners and make them feel calm, comfortable 

and safe in the classroom. In this respect, Chauhan (2019) claimed that smiling: 1) 

Makes emotions agreeable and enhances motivation; 2) Relieve strained situations; 3) 

Provides happiness and peace; 4) Enhances favourable and constructive reasoning; 5) 

Gives a sense of friendship and instigates parents to trust the teachers; 6) Reinforces 

students’ well- being and stimulates their productivity and creativity. Similarly, Aziz 

et al (2021 stated: “Smiling face of teacher creates a positive vibe among students and 

they become fearless to express everything’ and ‘There is no fear of insult or harsh 

words from smiling teacher” (p. 1851). In a study conducted by Vasquez (2018), 

disclosed that the students had propensity to welcome and feel safe with smiling 

teachers and those who did not show negative body language. This author also found 

that teachers who greet their students and ask them how they spent their weekends, 

and let their students greet each other are highly welcome in the classroom. With 
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reference to this finding, she contended: “... when teachers showed their human side in 

the classroom by sharing simple everyday information such as if their pets were sick or 

if their children had a baseball/soccer game, the students felt a complete sense of trust” 

(Vasquez, 2018, p. 105). Clever research went far to conclude that greeting, including 

handshakes and touches at the level of arms and shoulders, increases students’ 

motivation and incites their trust and positive attitudes mainly toward their female 

teachers (Wilson et al., 2009). Referring to butterfly effect theory that says that the 

tiniest movement of a butterfly wings may result in a hurricane, Achor (2010) asserted 

that small positive emotions such as smile have such a power to stimulate enormous 

ones. He has neurologically explained this assumption:  

 

Luckily, positive emotions are also contagious, which makes them a 

powerful tool in our quest for high performance in the workplace. 

Positive emotional contagion starts when people subconsciously mimic 

the body language, tone of voice, and facial expressions of those around 

them… once people mimic the physical behaviours tied to these 

emotions, it causes them to feel the emotion themselves. Smiling, for 

instance, tricks your brain into thinking you’re happy, so it starts 

producing the neurochemicals that actually do make you happy (p. 

206). 

 

     With regard to gender, previous research reported female teachers to perform well 

in building appropriate communicative tasks, while their male counterparts were found 

to have a better control over their students’ disruptive and inappropriate behaviour. 

Furthermore, Lee etal. (2017) came to the conclusion that female teachers are better 

than male teachers in the matter of teaching style (cited in Wanakach et al. 2018). 

However, other studies like the one conducted by Wanakacha et al. (2018) suggested 

that gender does not have any effect on teachers’ core functions. 

 

2.4.4. Promoting Enthusiasm and Motivating Learning 

     Enthusiasm and motivation, like the aforementioned key elements, have been 

proven to reinforce the relationship between learners and their teachers, and to 

enhance learners’ outcomes as well. Motivating teachers are those who are serious 

about their work, who trigger and prompt their students’ attentiveness, and who care 
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about the topic they teach; they are those whose characteristics are greater than being 

enthusiastic and caring (Wlodkowski & Ginsberg, 2010).  These researchers believe 

that an authentic motivating teacher should have five substantial attributes: 1) 

expertise that refers to knowing the subject very well and how to make the knowledge 

beneficial for the learners, and getting prepared to construct this knowledge  through 

an instructional process; 2) empathy that stands for the aptitude that allows teachers 

conscious of and well informed about their students’ perspectives and feelings; 3) 

enthusiasm that covers teachers’ interest and value for the subject with appropriate 

degrees of emotion and expressiveness; 4) clarity that represents teachers’ organised 

and easy way that makes the learners effortlessly follow and take part in the planned 

lessons and programs; 5) cultural responsiveness that refers to respect of diversity due 

to history, socialization, experience, and biology (Wlodkowski & Ginsberg, 2010, pp. 

34- 46). In this respect, Dinham (2008, p. 30) contended: “successful teachers have a 

passion for their subject and an enthusiasm to pass on to students what they know and 

‘love’ about it; they possessed both deep content knowledge and strong pedagogic 

content knowledge – they knew what to teach and how to teach it”. Similarly, Johnson 

(2017) claimed: “Students’ motivation to learn may be enhanced through the teachers’ 

interests in their subject, the level of enthusiasm, and energy they display while 

teaching…Teachers’ beliefs in their abilities to reach unmotivated students can 

increase students’ motivation to learn” (p. 48). According to Frenzel et al. (2007), a 

wide range of studies, be they cross-sectional or longitudinal, showed that teachers’ 

enthusiasm and supportive feedback boost learners’ enjoyment and their academic 

success, while their punitive behaviours engender students’ anger, hopelessness, 

shame, and anxiety. Brackins (2021) assumes that students’ motivation and learning 

are triggered by empathy that is thought of as an essential element to effective 

humanistic and learner-centred pedagogy that reduces students’ stress and anxiety and 

makes them feel secure. In spite of the powerful impact that the teachers may have on 

their learners’ motivation, the latter is still reported to be relative and may vary 

considerably according to a set of factors. As maintained by Gardner (1985), 

motivation involves four aspects, one of which is attitudes that depend heavily on 

learners’ age, gender, and upbringing. 
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2.4.5. Teacher’s Attitude Toward the Teaching Profession 

     As teachers’ attitudes towards their profession unquestionably mould and determine 

their cognitive, emotional and behavioural classroom practices (Anderson, 1988), 

teachers’ effectiveness and professionalism are shaped by positive attitudes that they 

have towards their students as well as their profession. Effective teachers believe that 

all the students have the willingness to learn no matter how different they are. 

Additionally, they like sharing their experience with their colleagues, leading team 

works, assisting struggling teachers, and mentoring novice and less experienced 

teachers. Effective teachers participate in professional development, conferences and 

in-service training, and tell their students about their participation in these activities in 

an inspiring way. Effective teachers help their stakeholders and give them advice when 

needed. In line with this assumption, Korkmaz and Unsal (2020, p.  4) contended: 

Teachers with positive attitudes towards their profession perform better 

in the teaching-learning process, which in turn motivates them. This 

increases teachers' participation in academic activities in their schools 

and enables them to communicate more effectively with colleagues, 

students, and parents. Professional attitude may be regarded as a 

significant predictor of an effective teaching process. 
 

     Teachers’ attitudes towards the teaching profession is believed to be shaped by a set 

of factors, two of which are the status given to this profession and gender. In addition 

to teachers’ attitudes towards the teaching profession, Teachers’ beliefs are important 

features in conducting teacher education that is meant to help them develop their 

thinking and practices (Zheng, 2009). They also guide language teachers to use 

appropriate teaching strategies that go in line with their daily language teaching 

challenges, and influence their general well-being, which therefore, shape learning 

environment and their learners’ motivation and language achievement and ability (Xu, 

2012). Keeping teachers’ beliefs in view, Prawat (1992) went as far to claim that 

teachers can either play a vital role in boosting schools and classrooms, or be major 

obstacles to change due to their traditional beliefs.  

     Apropos of gender, it captivated attention of a great deal of scholars. Findings 

suggested that female teachers are more motivated and have more positive attitudes 
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than their counterparts; and this has been explained by the fact that teaching is the 

most suitable profession for women as they are naturally predisposed to devote their 

lives to children (AtalmiŞ & KÖse, 2019). Though teaching is a frustrating occupation 

for both genders, female teachers are also found to express more positive attitudes than 

their counterparts do because they are aware of the fact that teaching is much better 

than other occupations most of which are expropriated and monopolised by men 

(Rosenblatt, 2010). 

2.4.6. Reflective Practice 

     As it is “…always purposeful, moving towards a more reflective, effective and 

satisfactory life” (Johns, 2013, p. 1), reflection seems to be the matter that captured the 

imagination of a great deal of scholars from different fields of research. After being 

optional in the recent past, reflection has become a compulsory and highly required 

practice (Glasswell & Ryan2017). Reflection, which was first introduced to education 

by John Dewey (1933), initially starts as pointless and meaningless thoughts rewound 

in one’s mind about an out-of-the ordinary event that has happened (McGregor, 2011). 

According to Dewey ( 1933, p. 12), reflective practice  includes “…(1) a state of 

doubt, hesitation, perplexity, mental difficulty, in which thinking originates, and (2) an 

active searching, hunting, inquiring, to find material that will resolve the doubt, settle 

and dispose of the perplexity” ,and consists basically in asking a set of questions about 

“… how and why things are the way they are, what value systems they represent, what 

alternatives might be available, and what the limitations are of doing things one way as 

opposed to another” (Richards & Lockhart, 2007, p. 4).  Schon (1983, 1987) 

distinguished two types of reflection:  reflection in action that refers to when reflective 

practitioners think about the action while doing it; reflection on action that refers to 

when they think about their action after it has been performed. Cartwright (2011) 

suggested two sorts of reflection: formal reflection and informal reflection. The former 

is done by means of: a reflective journal or diary; a piece of academic writing for an 

assignment; a written lesson evaluation; written reviews of progress prior to mentor 

meetings. The latter is realised through a discussion with a peer, engagement in 

training activities in university, school or other setting, how you think and feel in given 
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situations (reflection-in-action) and how you think and feel after the event (reflection-

on-action) (Cartwright, 2011). Effective reflective practices usually pass through three 

stages: Analysing outcomes, where the teacher identifies his/her strengths and 

weaknesses; Discerning causes, where the teacher identifies the actions that made 

those strengths and weaknesses happen, and identifies the factors that lead to those 

actions; and Identifying and implementing solutions, where the teacher sets and 

determines learning objectives and access learning opportunities, and Change course 

to alter students’ outcomes (Farr, 2010).  

     For the sake of good personal and emotional performances, effective teachers 

constantly reflect upon their teaching and classroom practices, keep themselves 

updated through self- evaluation, and improve their teaching styles that better respond 

to their learners’ needs. They usually strive to find appropriate ways to influence their 

learners positively and make change in their lives. More importantly, effective 

teachers invite feedback and accept constructive criticism from others. In line with this 

perspective, Hurst and her colleagues (2013) contended:  

 

To improve their instructional behaviour, teachers should self-analyze 

and reflect when evaluating their teaching. They must be open to the 

comments and ideas offered from observing teachers and be willing to 

share their ideas and evaluations when observing other teachers… 

Teachers must be able to converse honestly and address issues such as 

what are the best ways to teach a child, group of children, or class (p. 

394). 
 

     In spite of the growing body of literature on the features of an effective teacher, 

Hobby et al (2004) still believe that there are no agreed-upon attributes and maintain 

that there is a variety of ways that lead to successful teaching. In this regard, Loughran 

(2010, p. 162) asserted, “...if there is not one true way of thinking, then our teaching 

methods need to support alternative ways of thinking and doing in order to develop 

students’ learning for understanding”. In addition to the above features of an effective 

teacher that have been suggested by Strong (2007), other scholars such as Allen 

(2014); Herman & Mandell (2004) and Leithwood & Riehl (2004) have added another 

https://search.informit.org/doi/abs/10.3316/aeipt.140107
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practice that is as essential as the aforementioned practices. This practice is called 

‘Teachers’ Leadership and Mentoring’, and is discussed next: 

 

2.4.7. Teachers’ Leadership and Mentoring 

     Leadership refers to “providing direction” and “exercising influence” (Leithwood 

& Riehl, 2004, p. 20). It is deemed a key factor in promoting students’ learning 

(Leithwood &Riehl, 2004). According to National College for School Leadership 

(2001), effective headteachers provide a clear vision and sense of direction for the 

school; they prioritise; they focus the attention of staff on what is important and do not 

let them get diverted and sidetracked with initiatives that will have little impact on the 

work of the students; they know what is going on in their classrooms; they have a clear 

view of the strengths and weaknesses of their staff; they know how to build on the 

strengths and reduce the weaknesses; they can focus their programme of staff 

development on the real needs of their staff and school; they gain this view through a 

systematic programme of monitoring and evaluation; their clarity of thought, sense of 

purpose and knowledge of what is going on mean that effective headteachers can get 

the best out of their staff, which is the key to influencing work in the classroom and to 

raising the standards achieved by students (cited in Day & Sammons, 2014, p. 13). As 

a matter of fact, Herman & Mandell (2004) suggested characteristics of an effective 

mentorship fulfilled by teachers who: 1) engage in dialogues with their students; 2) 

invite and expect their students to become full and increasingly autonomous 

collaborators in their learning; 3) do not presume to know all or even most of what is 

best for their students to learn or how to do so, although they are authoritative 

representatives of their academic community; 4) engage in collaborative inquiries with 

their students, and carefully reflect on what they believe they already know, what they 

need to learn, and how and why they will do so; 5) perform self-examination that 

embraces both traditional academic material and essential “life issues” which may 

originate beyond the academy, and that  make academic learning meaningful for 

human beings who are attempting to flourish, practically and contemplatively, in the 

world; 6) enable their students to use their education to acquire the power they need to 

https://search.informit.org/doi/abs/10.3316/aeipt.140107
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succeed in the world beyond the Academy; 7) enable their students to explore the 

truths, the justice, and beauty everyone seeks for happiness (p. 8). 

      

2.5. Teachers’ Emotional Intelligence Preventers 

     Emotional teaching, like any other process, happens only when teaching conditions 

are judged to be favourable, otherwise it remains deficient and not up to standard 

regardless of teachers’ professional and emotional competences. Components that may 

interfere with emotional teachers’ practices are multiple, some of which can be cited 

such as pedagogical deterrents and psychological deterrents. These two features are 

discussed in the next sub-sections. 

 

2.5.1. Pedagogical Deterrents 

2.5.1.1.  Poor Classroom Environment 

     Much has been said and written on poor classroom environment. It has been 

evidenced that it is one of the major factors that make the teaching/ learning process 

unsuccessful if not impossible. As classroom environment “…directly influences 

learning engagement, motivation, and social interaction among classroom members” 

(Obaki, 2017, p. 1), negative classroom environment has, undoubtedly, an adverse 

effect on the classroom occupants. Disagreeable classroom environment may result in 

absenteeism, lower levels of effort, less effectiveness in the classroom, low morale, 

and lower job satisfaction (Earthman & Lemasters, 2009). Poor classroom 

environment embraces: 1) poor physical environment that refers to improper 

environmental classroom conditions that directly affect the occupants’ (teachers and 

learners) health and behaviour, which in turn lead to their unsatisfactory productivity; 

2) conflicting behavioural classroom climate which refers to clashing and discordant 

relationships between teachers and their learners, and learners and their peers. 

1) Poor Physical Environment 

     Deprived teaching and learning conditions are reported to directly affect teachers’ 

and learners’ performance and productivity. As a matter of fact, all the scholars who 

extensively explored the classroom physical environment drew a wide range of 
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conclusions, one of which is that “The classroom should provide a comfortable and 

healthy indoor air environment because occupants may be in the classroom for a long 

time” (Ma et al., 2020, p. 1). Poor physical environment entails a set of inadequacies 

such as inappropriate lighting, bad ventilation and humidity, noise and inadequate 

temperature and heating. 

 

 Inappropriate Lighting 
 

     Researchers who directed their attention to the classroom lighting found that 

inadequate lighting results in a number of adverse effects on teachers and learners. 

Winterbottom & Wilkins (2009) found in their study that high /low luminance and a 

position close to the line of sight generate decrease in visual performance, eyestrain 

and headaches. According to Wall (2016), a number of investigators focused on the 

quality of artificial lighting and found that fluorescent lighting may trigger 

concentration trouble and raise hyperactivity (Morris Jr, 2003; Woolner et al., 2007); 

and excessive flickering of this type of lighting may generate seizures in students with 

photosensitive epilepsy (Mitchell, 2008). Shortcomings in lighting give rise to visual 

fatigue (Tureková et al., 2018) manifested as burning eyes, headaches and 

conjunctivitis (Moore, 1998, cited in Tureková et al., 2018). Along with the quality of 

natural and artificial lighting, windows, as a source of lighting, captured imagination 

of researchers in the field. It has been found that faulty positioning of windows may 

disturb learning process. In this regard, Wall (2016) indicated that windows located 

behind the teacher make teacher’s face look darker than the surroundings, which may 

be a nuisance to visually or hearing impaired students. Furthermore, the outdoor 

activity may diverge the students’ attention (Visser, 2001, cited in Wall, 2016). 

 

 

 Bad ventilation and Humidity 
 

     Teachers and learners in poorly ventilated classrooms are found to perform 

inefficiently and ineffectively. In this regard, Schneider (2002) claimed: “… occupants 

of a classroom without good ventilation can’t function normally and can’t learn at their 

full capacity” (p. 3). A study carried out by Angelon-Gaetz and colleagues (2016) 

revealed that Exposure to five days of high (>50%) or low (˂30%) classroom relative 
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humidity (RH) was associated with increased risk of both asthma and cold/ allergy 

symptoms. On the other hand, Wright (1951) and Winslow & Herrington (1949) 

contended that the effect of RH is detrimental only in rooms with hot temperature 

(cited in Mincy Jr, 1961). The concentration of airborne odours, be they pleasant or 

unpleasant, is reported to be strengthened by a high level of RH, and it gets weakened 

when the level of RH decreases (Mincy Jr, 1961).  

     Humidity-related health issues usually evolve from leaks, water damage and 

moisture caused by failures and mismanagement during construction; postponed 

refurbishment and restoration; or inappropriate use of the building (Uotila et al., 2019). 

They can also be produced by indoor pollution which comes from outside and emitted 

by the traffic, or released from building materials and furnishings (Uotila et al., 2022).  

 

 Noise 
 

     Noise has been defined as “...unwanted sound …that produces annoyance or 

communication or task performance interference” (Westman & Walters, 1981, p. 291). 

It has been and still is a subject of concern for researchers from various fields. In 

education, however, noise is “...sadly neglected worldwide” (Dockrell & Shield, 2006; 

Schick et al., 2000, p. 533), though it is regarded as one of the factors that impede the 

teaching and learning process. Scholars have divided noise into two types: ambient 

noise and noise caused by human activity (Rantala et al., 2015). The former refers to 

the noise coming from inside and outside the classroom during the session, including 

lights, ventilation, air conditioning, water pipes, heating, traffic, airports, railways, 

building sites. The one caused by human activity refers to the noise resulting from 

daily school routines like talking and walking. It also comes from teaching and 

learning activities. Noise is reported to have a negative effect on both teachers and 

learners, in that it makes teachers annoyed, less patient, less willing to repeat 

information, and exhausted (Morris Jr, 2003; Tanner, 2000, cited in Wall, 2016), and it 

“…increases the difficulty of children hearing and understanding the teacher” 

(Dockrell, et al., 2003).  
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 Inadequate Temperature and Heating 
 

     An abundant number of literature confirmed a relationship between classroom 

temperature and the attainment of the teaching/learning process. Researchers 

evidenced that “Both higher and lower temperatures than the comfort zone tend to 

reduce students’ performance and their ability to grasp instructions” (Jowkaret al., 

2020, p. 1). To explore the point to which heating affects students’ academic 

performances, Holmberg and Wyon (1969, cited in Wargocki & Wyon, 2007) 

conducted a research, where they put learners in classrooms with three artificially 

increased temperatures: 20 0C, 27 0C and 30 0C. Their findings demonstrated that 

students’ performances become worse at 30 0C, particularly in the afternoon.  

2) Distressing Classroom Behavioural Climate 
 

     The classroom behavioural climate (CBC) was and still is one of the main concerns 

that caused an avalanche of work in the educational field come to the surface long ago. 

In the past few decades, the concept of classroom behavioural climate made the 

research field redirect the focus “…from cognitive outcomes in the classroom to the 

teacher qualities and their effect on student outcomes” (Garcia, 1992, p. 7). 

Researchers and educationists directed their intensive attention to the classroom 

behavioural climate, considering that it is the most acute and intense challenge that the 

teacher has to deal with in the classroom. It has been asserted that the classroom 

setting is the cornerstone of the academic achievement.  
 

     From many other conditions, a tenacious toxic behavioural classroom environment 

can evolve from violence, which has been defined by Álvarez-García et al. (2010) as a 

deliberate hostile comportment that can cause harm or damage (cited in Manzano-

Sánchez & Valero-Valenzuela, 2019). Violence, as a threatening way of behaving, has 

been fragmented by Álvarez (2011) into different forms: violence from teacher to 

student; direct physical violence between students; indirect physical violence from 

students; verbal violence between students; verbal violence from student to teacher; 

violence through the new information technology; class disruption and social 

exclusion (cited in Manzano-Sánchez & Valero-Valenzuela, 2019, p. 2). Literature 

conveyed a wide range of constituents that cause the classroom dynamics to be 
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deleterious, one of which is teachers’ expectations that govern teachers’ behaviour 

(Good, 1981).  By way of explanation,   teachers who put slow students farther away 

from the teacher, pay less attention to them, criticise them more frequently, praise 

them less often and ask less effort and less work from them, give rise to students 

unwilling to participate and ask teachers’ help, and seeking to please the teacher rather 

than learning the subject content (cited in Garcia, 1992). 

 
 

2.5.1.2.  Unavailability of Emotion-based Curricula and Syllabi 

     Emotion- based curricula and syllabi are regarded as a key element or a central axis 

around which effective teaching practices revolve. Their unavailability makes both the 

teaching and learning processes difficult to handle. For instance, the existing 

restrainting suspension and expulsion-related regulations, intended to punish students 

for any wrongdoing, are proven to distort the principal and foremost intent of 

education that lies in making balanced and productive citizens and “…responsible, 

contributing members of society that we all want” (Elias et al, 1997, pp.1-2). To 

educate balanced citizens who can effectively serve their nations, we should 

supplement cognitive-based syllabuses and curricula with enhancing socio-emotional 

ones. Despite the noteworthiness and value of SEL (socio- emotional learning), Frey et 

al. (2019) believe that it is better to stress: 1) the chronic absenteeism that students 

who are scared of school and those who feel detached from it contribute to; 2) children 

who spend time out of class due to their stressful and unpleasant relationships with 

their fellows and adults; 3) the unmet needs of the students who bring demanding 

mental health requirements to school. 

 

2.5.1.3.  Absence or Defective Teacher Training and Education 

     The biggest problem and deficiency in teacher education and training lies in the 

incompatibility between the imposed traditional curriculum and the high educational 

standards that meet the requirements of the new era- the era that requires teachers to: 

1) understand how people learn and how to teach effectively, including aspects of 

pedagogical content knowledge that incorporate language, culture, and community 

contexts for learning; 2) understand the person, the spirit of every child and find a way 
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to nurture that spirit; 3) construct and manage classroom activities efficiently, 

communicate well, use technology, and reflect on their practice to learn from and 

improve it continually (Darling-Hammond, 2010, p. 223). These standards are 

suggested to meet “....not only learners’ needs but also of society” (Presadă & Badea, 

2017, p. 94). In the midst of these issues, an American high school curriculum expert 

made the following assertion: 

Educators need to be advocates. The majority of our days and lives are 

spent working in schools… We can talk about class size or the need for 

books in a way that no one else can. We’re traveling in hard times—

budget cuts and top-down decision making take education out of the 

hands of teachers and [put it] into the pockets of corporate publishers 

and politicians. In the past 20 years, we have witnessed an erosion of 

teachers’ rights. We can’t stand idly by while public education is 

dismantled. (National Council of Teachers of English, 2005, quoted in 

Richardson, 2010, p. 201). 

  

     With reference to the US school system, Richardson (2010) remarked that schools’ 

fate, including teachers, is decided and controlled by the government. She contended: 

“Schools and, by inference, teachers are subject to politics by virtue of the fact that 

they are at the mercy of federal, state, and locally elected and appointed officials who 

determine the distribution of funds and attention” (p. 202).  

     While countries are still stuck to the old- fashioned concepts such as teacher 

centeredness, others try to keep pace with the demanding and ever changing world. 

Romania, for instance, after the Bologna process, brought changes to its educational 

system. Curricula designed for teacher education and training are no longer based on 

teacher centered approach; they are rather grounded on student centered approach. 

This is the case of a number of countries in the world, including Algeria, whose 

competency-based curricula/syllabuses developed in the 2000’s, are largely learner-

centered.  
 

2.5.1.4.  Overcrowded classes 

     The issue of large classes seems to be much more common in the developing 

countries as the latter are facing a lot of challenges such as large population, shortage 



Chapter Two: Classroom Practices of an Emotionally Intelligent Teacher 

 

71 
 

of or inappropriate infrastructure and insufficient amounts of funding provided for 

educational purposes. Crammed full classes, being one of the main concerns of 

educationists and pedagogues, are found to leave teachers less productive with poor 

classroom practices, and make them “spend so much time planning and coordinating 

class tasks and not enough time addressing the needs of the students” (Layali Amer & 

Yuni Sari, 2021, p. 94).They usually put teachers in disagreeable and distressing 

situations that end in “failure to stimulate learners’ interest, and failure to instill critical 

thinking and problem solving activities in learners” (Matsepe et al., 2019, p. 91), and 

hamper student- student interaction as well (Nkemleke & Fube, 2021) . In line with 

this viewpoint, Gary (1995) opined that oversized classes do not only divert students’ 

attention and distract them from their lessons, and prevent teachers from doing their 

job innovatively, but they also make teachers persistently struggle to keep order- the 

struggle that gives rise to emotional exhaustion that is known as ‘burnout’. Glass and 

Smith (1979) who analysed 80 separate studies from 1925 to 1978 came to the 

conclusion that large classes have negative impact on learners’ academic attainment. 

They claimed: 

 

As class-size increases, achievement decreases. A pupil, who would 

score at about the 63rd percentile on a national test when taught 

individually, would score at about the 37th percentile in a class of 40 

pupils. The difference in being taught in a class of 20 versus a class of 

40 is an advantage of ten percentile ranks…Few resources at the 

command of educators will reliably produce effects of that magnitude. 

(Quoted in Zyngier, 2014, p. 4) 
 

 

     Lazear (1992) in his research explained how class size plays a key role in learners’ 

achievement. He put out: “A student who is disruptive or who takes up teacher time in 

ways that are not useful to other students affects not only his own learning, but that of 

other in the class. It is for this reason that class size may have important effects on 

educational output” (p.39). Similarly, Barrett et al. (2019) point out that large or 

overcrowded classrooms are conducive to a poor learning quality, while spacious and 

commodious and well equipped rooms do not only guarantee quality learning but also 

“...help students to acquire collaboration, teamwork, and other interpersonal skills” (p. 
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8). Kerma (2019), who conducted a study on large classes in the primary schools of 

Western Algeria, found that teachers were unable to fulfil or attain successful and high 

standards teaching and control students’ behaviour. In this respect, he reported: “In the 

classroom, large enrolments can increase student disengagement and feelings of 

withdrawal, which can erode students’ spirit of responsibility and guide to behaviours 

that both reveal and support lack of commitment” (p. 426). Lazear (1992) assumed 

that the relation between class size and the students’ behavioural and academic output 

is more significant at lower grade levels than upper grade levels. Consistent with this 

assumption, Zyngier (2014) opined: “…smaller class sizes in the first four years of 

school can have an important and lasting impact on student achievement, especially 

for children from culturally, linguistically and economically disenfranchised 

communities” (p. 1). Addressing the matter in depth, Marais (2016) claimed that even 

the most effective and successful learning approaches and methods cannot be put into 

practice in such classes. In accordance with this stance, Hattie (2005) contended: 

“Teaching practices that are conducive to successful learning are more likely to occur 

in smaller rather than larger classes…” (p. 417). To soften the question of large 

classes, Marais (2016) put forward the implementation of teacher education and 

training programs that elevate student teachers’ skills and self- confidence mainly 

those who have never been exposed to oversized classes. In addition, in a study he 

carried out on mathematics crammed full classes, Ojonubah (2015) reported the 

usefulness and profitability of the implementation of ICT (Information and 

Communication Technology) to improve learners’ academic attainment. It is also 

noteworthy to mention that small size classes are found to work at a higher level 

especially when they are “…combined with appropriate teacher pedagogies suited to 

reduced student numbers” (Zyngier, 2014, p. 1). 

 

2.5.2. Psychological Deterrents 

     The second type of psychological deterrent is essentially linked to burnout and 

emotional exhaustion. Despite the welfare and prosperousness it provides, the 

economically, socially and technologically exploding world we live in is condemned 

by several experts, mainly psychologists and psychotherapists, as being one of the 
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main sources of physical and mental health disorders (Rafla et al., 2014; Johnson et al. 

2020; Coccia , 2021). Working environments are no longer such enjoyable, 

comfortable and agreeable places; they are rather distressing, threatening and 

frustrating. Workplaces, in contrast with the past, are conventionally claimed to 

engender physical and mental exhaustion that is referred to as ‘burnout’. 

     Much has been written about burnout that is considered as a phenomenon resulting 

from persistent stress. It has been described as “…a long term exhaustion process 

which results from an imbalance between investments (demands) and outcomes” 

(Ladstätter & Garrosa, 2008, p.1). Maslach & Leiter (1997) suggested that the 

mismatch between individual’s nature and the job’s nature usually leads to burnout. 

According to Blazer, (2010, p. 1),  burnout is “characterized by feelings of alienation, 

indifference, and low self-regard, a loss of interest in work, and an inability to perform 

one's day-to-day job duties”. Although Schaufeli (1999, p. 19) pointed out that  

“…burnout occurs in normal individuals who do not suffer from psychopathology”, 

burnout was  found to be the origin of  many physical and mental disorders like high 

blood pressure, chronic fatigue, anxiety, depression, etc (Maslach and Leiter, 1997). 

Schaufeli & Enzmann (1998) found teachers to be more susceptible to burnout, 

compared to other professionals. Contrary to the assumption of burnout being a 

problem of people, advanced and extensive research argued that burnout is the 

problem of the social environment in which people work (Maslach & Leiter, 1997). 

The main symptoms of burnout, according to Blazer (2010, p. 3), are: 1) psychological 

symptoms (feelings of frustration, anger, dissatisfaction and anxiety); 2) physical 

symptoms (physical exhaustion or a general feeling of being tired and rundown); 3) 

behavioural symptoms (tardiness, absenteeism, poor job performance, and lack of 

interest and commitment). Following the principle of causality, one can safely say that 

burnout does not come into being from nothing. With reference to research findings 

demonstrating that burnout is the problem of the working environment, Maslach and 

Leiter (1997, p. 26), sorted out six sources of burnout that are: 1) work overload; 2) 

lack of control; 3) insufficient reward; 4) unfairness; 5) breakdown of community; and 

6) value conflict. 



Chapter Two: Classroom Practices of an Emotionally Intelligent Teacher 

 

74 
 

     As far as teachers are concerned, the latter are reported to be affected by burnout 

when their stress and nervous tension conquer or overpower their ability to cope with 

the unpleasant working conditions (Brunsting et al, 2014). Literature suggests that 

teachers’ burnout has an advert effect on the learners both academically and 

behaviourally. On this point, Dorman (2003) stated: “Consequences of burnout are 

teacher behaviour which influences student perceptions and evaluation, and 

subsequent student behaviours and outcomes” (p. 45). In the same way, Brunsting and 

his colleagues (2014) stated that teachers’ burnout makes troublesome and 

undisciplined students who are socially and emotionally unbalanced, and goes far to 

affect their families and school system as a whole. 

     The degree of teachers’ burnout seems to be gender- based and it varies according 

to school level and teaching experience. On this matter, Antoniou and his colleagues 

(2013) found that female teachers experience higher degree of professional stress and 

lower level of accomplishment. As for school level, they reported primary school 

teachers to be more subjected to stress and emotional exhaustion. Finally, their study 

also showed that teachers with 11- 15 years of experience undergo high level of stress 

and burnout than teachers with 1 - 10 years and those with more than 15 years of 

experience. The issue of teacher burnout captivated attention of a lot of scholars, and 

so did the strategies for coping with it. Blazer, (2010) points out that burnout is not 

permanent; it can disappear when working environment gets improved, or when 

individuals develop the ability to cope with working conditions. In the same line of 

thought, positive psychology trend believes that in spite of the detrimental 

repercussions that burnout may have on the teachers, there still is a likelihood of them 

coping with or even combatting it with positive temperament and mentality such as 

forgiveness and gratitude. Forgiveness has been found to help to avoid stress related 

cardiovascular and neuroendocrine reactivity, and gratitude strengthens favourable 

social relationships (Chan, 2010).  As the causes of burnout affirmed by Maslach and 

Leither (1997) to be situational and not personal, these authors sustained that this 

emotional exhaustion can be efficaciously dealt with when both individual and 

workplace are brought to the fore, not just the individual alone. To find a way out and 
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handle the issue of burnout, Maslach and Leither (2005) suggested a good match 

between the person and the nature of the job. In this respect they contended:   

 

When there is a good fit or match between you and It, then you will be 

engaged with your work. You will be happy, energetic, confident, and 

ready to commit to a productive long-term relationship. But when there 

is a poor fit and a major mismatch between you and It, then you will be 

experiencing burnout. You will be unhappy, exhausted, cynical, and 

ready to quit and leave It for another job (p. 2). 
 

2.6. Teachers’ Emotional Education and Development 

     Emotional education and development are seen as reverberations of humanist 

philosophies of adult education that focuses attention on the importance of 

understanding human emotions, feelings and duty rather than conveying traditions and 

ideas (Boud, 1989). Existing evidence suggests that teachers’ emotional development 

is a fuel for socio- emotional and cognitive skills of the learners. In this respect, 

Rogers and Freiberg (1994) believe teacher-student relationship to be a key to 

learning.  Teachers should have every confidence in their learners’ ability to think and 

learn for themselves. Hence, teacher’s role is to clear and smooth the way for learning 

by creating an adequate environment that fosters learners to take responsibility for 

their learning. They also suggested that individuals’ different ways of learning depends 

on their personality and emotions. As a matter of fact, the teacher’s multi-faceted role 

includes: a) creating a positive climate for learning; b) clarifying the purposes of 

learning; c) making learning resources available; d) balancing intellectual and 

emotional components of learning; e) and sharing feelings and thoughts with learners; 

f) and the role of reflection in learning is collaborative, helping learners to make sense 

of feelings, ideas and processes through dialogue with peers and teachers (cited in 

Ions, 2016, p. 28-29). Positive teacher- learner relationships can affect all activities in 

the classroom. They shape learners’ positive behaviour and attitudes towards their 

teachers and the material as well. Most importantly, these positive relationships render 

teachers more flexible and make students welcome and gladly accept any activity or 

method of teaching as long as their teachers have their best interest at heart (Mortiboy, 
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2005).Schonert-Reichl (2017) pointed out that teachers with developed emotional 

characteristics foster both learning and positive relationships among their students. On 

the other hand, those who lack emotional features make their learners suffer 

academically as well as emotionally. The strength and vitality of teachers’ emotional 

development is reflected in its power to make even socially disadvantaged children 

flourish and feel well (Jensen et al., 2015). A significant body of literature suggests 

that more emotionally effective teachers are those who follow emotional education 

programs. Lam and Wong (2017), who carried out an investigation on kindergarten 

teachers in Hong Kong, came to the conclusion that teachers who followed the 

intervention programme, based on the conceptual framework of the evidence-based 

Wisconsin Pyramid Model for Supporting Social Emotional Competence in Infants 

and Young Children, contributed significantly to the reduction of children’s anxiety-

withdrawal and anger-aggression. Similarly, Marques et al. (2020) found that 

emotional education program had a positive outcome on Brazilian public school 

teachers’ self-awareness and self-management. Fried (2011) assumed that teacher 

training programs cannot be effective unless they are based on a deeper cognizance of 

the role of emotions in the teaching profession. 

      As far as Algerian pre-service ENSB teachers are concerned, they receive courses 

on pedagogy, but they should also attend courses on emotionality, in addition to 

morals and values. Effective emotional courses afford skillful proceeding on how to 

emotionally manage large classes with more than fifty pupils in certain areas, with 

different intelligences and different social, intellectual and cultural backgrounds. In 

other words, teachers should be taught how to manage their emotions and those of 

their students, how to be caring, understanding, motivators, facilitators and fair with 

every single pupil. Value and moral courses, on the other hand, provide teachers with 

maneuvers on how to be reflective and role players/models and how to teach morals 

and values to their students to become productive citizens. Mergler (2008) assumed 

that values education “…involves the explicit consideration, discussion, and/or 

debating of values such as respect, inclusion, responsibility and perseverance in the 

classroom and/or the school community” (p. 3). From this literature survey, one may 
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suggest that teacher training programs in Algeria should include three dimensions: 

pedagogical, moral and emotional education.  

 

Conclusion 

     This chapter has dealt with the classroom practices of an emotionally intelligent 

teacher. It has described the emotional features of the effective teacher which are 

essential to promote learning and happiness in the classroom. Also the pedagogical 

and psychological deterrents that may inhibit learning have been discussed such as 

poor classroom environment and teacher burnout. The conclusion that can be drawn is 

that, alongside cognitive-based education, emotional education is of great value, even 

vital if it were to shape balanced individuals that can productively and profitably serve 

their nations. These individuals require emotionally developed teachers who can 

handle their classrooms in a manner that best suits the circumstances on the one hand, 

and learning that is made of emotion- based curricula and syllabi, on the other. To 

have teachers endowed with emotional classroom practices, i.e. caring, fair, reflective, 

motivating, enthusiastic, communicative, and those passionate about their profession, 

there should be tri-dimensional  teacher education and training (pedagogical, 

emotional and moral) that should  put at teacher’s disposal relevant and up to date  

approaches and methods. Being emotionally intelligent has been revealed to be 

beneficial not only to learners but also to teachers as it helps them combat stress or 

burnout.  

     In order to consider whether emotional intelligence is an attribute of female or male 

teachers, it is worth investigating the question of gender in relation to emotional 

teaching. The next chapter critically examines this issue.
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Chapter Three 

Gender- Based Emotional Intelligence 

 

  Introduction 

     Gender-related behaviour, a long-standing and hotly-debated issue, has always been 

a subject of scrutiny. It has often captured the imagination and urged the inspiration of 

researchers from different fields. Being a part of human behaviours, emotions have 

recently gained attention of a multitude of scholars. Several studies (Katyal & 

Awasthi, 2005; Singh, 2002; Sutarso, 1999) have reported women to be more 

emotionally intelligent, while their counterparts have been claimed to score higher in 

Psychometric Intelligence. Neuroscientists, for instance, argue that these discrepancies 

are purely biological, in that male’s and female’s behaviours are determined by 

hormones such as Testosterone, Progesterone, Oxytocin, Estrogen...etc. Psychologists 

believe that gender unlikeness stands on male’s and female’s psychology. Sociologists 

and sociolinguists, on the other hand, assume that men’s and women’s behaviours are 

socio-culturally oriented. This chapter will discuss the extent to which men and 

women differ in terms of emotions and emotional intelligence, and the factors that 

bring those differences into existence. It includes two sections. Section 3.1. deals with 

men’s and women’s emotions and features that discriminate between them, such as 

self- awareness, motivation, self-regulation, empathy and social skills. Section 3.2. 

examines the reasons for so called gender- related differences, which may be 

neurobiological, psychological or social.  

3.1. Men’s Versus Women’s Emotions 

     Inescapable gender differences make men and women look like they are from two 

different planets, “Women are from Venus, men are from Mars” (Gray, 1993).  In this 

section, gender emotional discrepancies are discussed in relation to Goleman’s (1998) 

performance- based emotional intelligence theory. Based on their theory, the different 

factors such as self-awareness, motivation, self-regulation, empathy and social skills 

are discussed below. 
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3.1.1. Self-awareness 

     The many- sided nature of the ‘self’ urged scholars philosophers, poets, 

psychologists, biologists...etc to explore the meaning and set a panoply of theories 

about the ‘self’ and its constituents (Freshwater, 2002). In 1972, the two psychologists, 

Shelly Duval and Robert Wicklund developed ‘self-awareness’ theory. They described 

it as “the capacity of becoming the object of one’s own attention”, contrary to 

‘consciousness’ that is defined as “focusing attention outward toward the 

environment” (Morin, 2011, p. 807). Self-awareness refers to “having a deep 

understanding of one’s emotions, strengths, weaknesses, needs, and drives” (Goleman, 

1998, pp. 95-96). Self-awareness is also described as: 

 

...the capacity for introspection and the ability to reconcile oneself as 

an individual separate from the environment and other individuals. As 

the conscious understanding of one’s thoughts, feelings, actions and 

interpersonal connections, self-awareness can help him/her gain 

insight into the factors that influence the external world as well as the 

internal beliefs, values and morals. (Xu, 2014, p. 1681).  

 

Self-awareness or ‘self-image’ is closely related to how one understands oneself as a 

human being; and this ‘self-understanding’ is much more affected by the surrounding 

environment than by one’s identity ( Moen, 2018).  

     Comparing self against standards, researchers could distinguish two types of self-

awareness: low self-awareness and high self-awareness. The former happens when the 

relationship between the self and a given standard is ambiguous and vague to the 

person; the latter takes place when the relationship between the self and a given 

standard is lucid, i.e. when similarities and differences between the self and a given 

standard are unequivocal to the person (Duval & Silvia, 2002). 

     Self-awareness has been scrutinised and dealt with from different angles, and an 

avalanche of studies on gender-related self-awareness confirmed a considerable 

disparity between men and women. Research on alcohol and drug addiction, for 

instance, reported the feeling of shame, guilt, fear and despair that had been much 
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more internalised by women than by men (Covington, 2002). Negotiation scholars also 

observed male’s outperformance in negotiations (Kimmel et al., 1980; Bowles & Kray, 

2013). In this respect Kimmel et al. (1980, pp.  21-22) contended: 

 

Men and women behaved similarly and showed similar correlations on 

most measures. But a few interesting differences suggest that in 

comparison with men, women did not seem so comfortable with the 

task or so involved with the formal bargaining role: They spoke less…; 

they showed less interest in the experiment and more self-doubt; and 

they made fewer references to their companies and the hypothetical 

commercial world surrounding the negotiation. ...they made less use of 

positional commitments, threats, and derogatory put-downs. These are 

standard distributive tactics found in most formal negotiations. Women 

may have rejected them because the role of formal negotiator was ego 

alien. 

 

     Women are reported to have so much low self- esteem that some highly successful 

and respected women refer their achievement and success to luck rather than to their 

intelligence, while their counterparts attribute their success to their ability (Clance & 

Imes, 1978). According to Frieze et al. (1982), numerous models have been proposed 

to impart gender-based attributions, three of which are: a) General Externality; b) Self- 

Derogation; c) Low Expectancy. The first model (General Externality) is explained by 

the fact that women attribute their success to external factors such as luck and task 

ease because they “...tend to have less control over their destinies”(Frieze at al., 1982, 

p. 335). Self-Derogation, on the other hand, suggests that while women’s success is 

attributed to external factors, their failure is referred to the internal ones, such as lack 

of ability. This internal attribution is found to emanate from low self-esteem and 

negative information that women have about themselves. The third model (Low 

expectancy), argues that women have low expectations with regard to their 

achievements mainly for tasks regarded as “masculine”, or those in which they have 

less experience (Frieze at al., 1982). 

     One might think that self-awareness covers only the psychological features of the 

individuals while, in fact, it goes further to comprise their physical appearance. It is 

believed that the positive body image is so powerful that it induces to a higher extent 
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enjoyment of life with friends and even with oneself (Cardoso et al., 2010). Research 

conducted on body self-awareness, more precisely body satisfaction and 

dissatisfaction, reported significant body dissatisfaction felt by women (McGuinness 

& Taylor, 2016) inasmuch as they are more influenced by the ideal body shape than 

men (Cardoso, 2010; McGuinness & Taylor, 2016). In North America, for example, 

this discrepancy was confirmed in 2003 by the Canadian Mental Health Association 

that reported 70% of women and 35% of men going on diet (Brennan et al., 2010). It 

has been suggested that one of the reasons why women feel dissatisfied with their 

body shape is midlife biological changes due to ageing, pregnancy and menopause 

(McGuiness & Taylor, 2016). In the same line with this, studies showed that women 

have an increased beauty self-awareness than men; they have been found to be more 

concerned with the beauty of smiles, esthetical implications of missing teeth and with 

scars resulting from physical injuries (Silva et al., 2012). Self-awareness can be 

improved by means of techniques that are set to reduce anxiety or depression- related 

symptoms (Visani et al., 2010). 

3.1.2. Motivation 

     Motivation, a shift in individual’s behaviour due to internal (innate) or external 

(environmental) stimuli (Deci & Ryan, 1985; Laming 2004) that “energizes and guides 

behaviour toward a particular outcome” (Sansone & Harackiewicz, 2000, p. xvii) has 

been defined by Ingle (2014, p. 1) as “inner and outer factors which encourage 

aspiration and dynamism in people to be continually interested and dedicated to a job, 

a role or a topic, or to make an effort to reach a goal”. Maslow (1943) pointed out that 

physiological needs-related motivation is the most important of all; man who lacks 

food, security, love and esteem, for instance, would undoubtedly express more desire 

for food than any other thing.  

     Motivation is believed to be an amalgam of factors. Students’ motivation, for 

instance, comprehends factors, two of which are personal and socio-cultural that 

depend on personal, family and cultural experiences (Dembo, 2004). The issue of 

motivation has been profoundly explored by scholars who came out with a vast array 

of perspectives. Controversy amongst psychologists gave rise to a lot of divergent 
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approaches to motivation: Mechanistic Approaches, Organismic Approaches, and 

Cognitive Approaches. Mechanistic Approaches, set by behaviourists and 

psychoanalysts, regard human being as a mechanism that operates following the 

surrounding spurs. That is to say, individuals behave according to the give - and- take 

of internal and external forces, known as stimuli- responses nexus. Organismic 

Approaches, led by cognitivists, on the other hand, assume that motivation is grounded 

on affect. In other words, affect fuels and determines human behaviour. Contrary to 

behaviourists and psychoanalysts who believe that man’s behaviour is determined by 

the environment, cognitivists suggest that humans, being endowed with cognitive and/ 

or affective skills, interact with their environment, and bring changes to acclimatize to 

it. Finally, Cognitive Approaches, on the same wavelength with Organismic 

Approaches, suggest that humans’ behaviour is shaped by their decisions, i.e. 

behaviour is a result of the way humans conceive their environment (Deci, 1976). 

     Motivation is split into different types according to people’s level of motivation and 

orientation (Ryan & Deci, 2000, p. 54), two of which are prominently distinguished: 

intrinsic and extrinsic. ‘‘Complexity in understanding intrinsic motivation’’ 

(Sansone& Harackiewicz, 2000, p. 444) gave birth to a vast array of definitions. 

Intrinsic motivation is innate and a “result of the person's interaction with his 

environment” (Deci, 1975, p. 66); it “refers to doing something because it is inherently 

interesting or enjoyable” (Ryan and Deci, 2000, p. 55). Similarly, (Sansone& 

Harackiewicz, 2000, p. 16) pointed out “intrinsic motivation is entailed whenever 

people behave for the satisfaction inherent in the behaviour itself”, i.e. people act for 

their own satisfaction. According to Hunt (1971), in the course of their life, humans 

pass through three stages of intrinsic motivation:  at birth, 4 months, and 9 months.  At 

the later stage (9 months) children’s motivation becomes similar to adults’ because 

around this age children start to look for challenges, and finding these challenges and 

overcoming them make children feel competent and self-determined (cited in Deci, 

1975, p. 65). Keeping challenges in view, Patall et al. (2008), believe that intrinsic 

motivation is associated with high levels of effort and task performance as well as 

preference for challenge, (cited in Froiland, et al., 2012, p. 91). Amabile (1983a, cited 

in Deci & Ryan, 1985b) suggested that creativity is closely related to intrinsic 
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motivation, i.e. people are found to be more creative when they are intrinsically 

motivated. 

     Extrinsic motivation, on the other hand, refers to the act of providing a reward 

when a task is properly performed; “...it comes from outside the individual, and results 

from the expectation of receiving external rewards such as salary, benefits, incentives, 

promotions and recognition in exchange for job performance” (Ledford et al., 2013, p. 

17).Extrinsic motivation can vary in terms of autonomy. In other words, a student that 

performs the task just to avoid parental punishment, and a student who performs the 

task because he/she believes it is important for his/her career, are both extrinsically 

motivated but their degree of autonomy is not the same: the former’s motivation is 

driven by an external control, and the latter’s is driven by a personal choice (Ryan & 

Deci, 2000). 

     Extrinsic motivation is said to undermine intrinsic motivation (Sansone & 

Harackiewicz, 2000), in that it makes people less creative (Amabile, 1983a) and feel 

like slaves rather than masters of their actions (deCharms, 1968). In spite of its 

negative effect, “...extrinsic motivation is used by educators to make their teaching 

successful since many tasks to be performed by the students are not agreeable and 

interesting” (Ryan and Deci, 2000, p. 55). 

     Keeping gender in view, praise or positive feedback, which is also a source of 

motivation, is reported to have different interpretations. Several studies such as those 

conducted by Deci (1975), Deci & Ryan (1985b), and Katz et al. (2006) showed that 

men regard praise from another person as an indicator of competence that boosts their 

intrinsic motivation; it is a message that informs them how well they are competent. 

Women, on the other hand, consider praise as a controlling external intervention that 

weakens their intrinsic motivation by extinguishing their sense of independence. This 

discrepancy is based on social orientations that support males’ independence, and 

females’ weakness (Deci & Ryan, 1985b). 

     Incentives are also said to be shaped and determined by the individuals’ gender. 

This discrepancy occurs at an early age of the individuals, and one does not need to be 

an expert to notice it. Toys, for instance, have different motivational effects on 
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children: girls are more enhanced by dolls, whereas boys are most likely to be 

stimulated by balls. In their comprehensive review on individual interest, Renninger 

(1990; 2000) and Brizendine (2006) pointed to the fact that boys and girls engage 

differently even with a same object. When they were given a truck, not surprisingly, 

girls wrapped it in a blanket and rocked it like a doll, however boys used it as it is used 

in the real world. Consistently with this study, evidence suggested the different ways 

computers are manipulated by schoolgirls and schoolboys. The former (girls) are 

found to prefer social uses of computers such as communication, publishing and photo 

manipulation software, while their counterparts showed their propensity for database 

software, file manipulation CD-ROMs and the internet (Aubrey & Dahl, 2008).  

     The dimension of fields and subjects of interest has also been an issue that a great 

deal of literature approached. Several studies (Brezendine, 2006; Hill et al., 2010; 

Wajcman 2010; Deikman et al., 2015) assumed that females are less likely to have 

interest in Scientific, Technology, Engineering, Mathematics (STEM) fields. These are 

seen as predominantly male domains whose “entering... requires women to sacrifice 

major aspects of their feminine identity” (Wajcman, 2010: 145). Not only are women 

less interested in STEM fields, they are also reported to make little progress in 

leadership of these fields compared to non- STEM fields (Deikman et al., 2015). 

According to Niemeier & González (2004), a survey conducted by the Association of 

American Universities, women chaired only 2.7% of engineering departments, 5.9% of 

math or physical science departments, and 12.7% of life science departments, while 

they chaired 23.4% of business departments and 31.5% of humanities departments. 

 Negotiation, as a part of Economics, also witnesses gender disparity. Women are 

found unwilling to negotiate and are less likely to “encounter more social resistance 

than men across all types of potential negotiating contexts” (Bowles et al., 2007, p. 

85). Surprisingly, research on athletism, thought of as being a predominately male 

field, showed the opposite. A study conducted by Chantal et al. (1996) on Bulgarian 

elite athletes, demonstrated a higher intrinsic motivation in women than men. One of 

the reasons of this gender gap may be that these women “...wanted a new challenge to 

keep them healthy, fit, and in shape” (Waddel- Smith, 2010, p. 12). Yu (2006), in line 
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with this view, contended that most of his participants, especially women, declared 

that physical activities help to maintain a good body shape or image. 

 

3.1.3 Self-regulation 

     Complexity of human behaviours urged researchers namely psychologists, 

neuropsychologists and sociologists to set theories and provide explanations focusing 

on how individuals regulate and modulate their behaviours to interact appropriately 

with their environments. As a matter of fact, a vast array of definitions of self- 

regulation has been generated. Self- regulation “...is not just one more thing that the 

self does” (Baumeister, 2018, p. 2); it is “... the ways that learners systematically 

activate and sustain their cognitions, motivations, behaviours, and affects, toward the 

attainment of their goals” (Schunk & Greene, 2018, p. 1). Self- regulation “is vital for 

autonomous and adaptive psychological and social functioning” (Hrabok & Kerns, 

2010, p. 129). In line with this definition, Berger (2011, p. 3) pointed to the fact that 

self- regulation “happens when individuals adapt their emotions and actions to the 

internalised situational requirements and social norms and standards”. 

Wagner and Heatherton (2011, p. 45) define self-regulation in terms of daily-life 

strategies. It is “... holding regulatory strategies in mind and ensuring that these are not 

derailed by distractions, such as when a restrained eater suddenly finds him- or herself 

ambushed by appetizing foods”  

      According to Berger (2011), the initial form of self-regulation takes place in the 

first months of life, and its development passes through stages. At the first stage, 

infants possess neurophysiological modulatory mechanisms that protect them from too 

much arousal or stimulation, and make them able to reduce the level of stimulation by 

disregarding the source of stimulation (i.e., closing their eyes), engaging in self-

soothing activities (e.g., sucking), or both. In the second stage, infants begin to show 

cycles of wakefulness fitting physical and social definitions of day and night. The next 

stage, during which the type of self- regulation is called sensori-motor modulation, 

continues until the age of 9 to 12 months; infants understand and become aware and 

capable of intentional means-end actions, and start to act in accordance with external 
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signals and commands. At this stage, infants become more self- directed, using their 

sensori-motor stock to adjust and regulate their communication with the environment. 

     Discomfort, either social or emotional, is suggested to be the major source of threat 

and depletion of self- regulation (Wieber & Gollwitzer, 2016). Wagner and Heatherton 

(2015) went further to include other threatening factors that work either separately or 

most of the time in conjunction: 1) Cue Exposure and Impulse Control; 2) Emotional 

and Social Distress; 3) Lapse-Activated Patterns and Abstinence Violations; 4) 

Impairments of Self-Monitoring and Self-Awareness ; 5) Influence of Other People; 6) 

Self-Regulatory Resource Depletion; 7) Alcohol Intoxication. Mroczek et al. (2006) 

pointed out that self- regulation is basically made of mood regulation that refers to the 

ability to control and direct one’s mood. This assumption implies that another threat to 

self-regulation is the failure of mood control exertion.  Two sorts of individuals could 

be distinguished: highly neurotic and slightly neurotic. Highly neurotic individuals 

consider stressors as threats rather than challenges, and are those who experienced and 

were exposed to a large number of stressful events in their lives. Consequently, when 

they come across stressful events, they react very negatively (Mroczek et al. 2006). 

Defective self- regulation results in personal and societal ills, such as interpersonal 

violence, self-defeating behaviours, substance abuse, underachievement, obesity, and 

poor health (Bauer & Baumeister, 2011); it also generates fatal damages such as 

neurological and cardiovascular that, in turn, may lead to precocious death (Mroczek 

et al. 2006). Defective self- regulation is found to be a heavy burden that costs society 

a lot in social and economic terms, while successful self-regulation spreads and fosters 

righteous and upstanding behaviours. It diminishes selfish wishes that may put 

common interest at risk, and it extinguishes hostility and violent impulses that ruin and 

subvert prosocial goals (Bauer & Baumeister, 2011).  

     Researchers and educationalists revealed the importance of self- regulation in 

learning, in that “Self-regulated learners engage in self-generated thoughts, actions, 

and feelings while pursuing academic goals. The most successful learners use 

appropriate learning strategies and maintain high levels of motivation” (Bembenutty, 

2007, p. 586). 
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     Gender differentiation in self-regulation has been asserted by a great number of 

scholars from different areas of specialisation. Van Deursen et al. (2015) who studied 

self-regulation in relation to addictive smartphone behaviour, found that men are better 

in self-regulation than their counterparts who develop more addictive smartphone 

behaviour. Moreover, women and men are reported not to use their smartphones for 

the same purposes: women are more likely to use their smartphones to sustain social 

relationships through conversations and gossips (Jenaro et al., 2007) that are 

considered as a form of women’s aggressiveness intended to mangle someone’s 

reputation (Crick et al. 1996; Ostrov et al. 2006). Though both men and women 

experience anger, they differ in the way they express it (Birditt & Fingerman, 2003). 

Women are found to show higher levels of intensity because they know that when they 

are in trouble regarding their social relationships, there are a lot of things at risk 

(Antonucci, 2001; Belle, 1991).  

     In respect to learning, Simmons (2010), who scrutinised gender differences 

between male and female African American high school students, pointed out that 

gender discrepancy starts to come to the surface during middle school. SalmerónPérez 

et al. (2017) carried out research on gender- based self- regulating learning, and found 

substantial differentiations between the two genders. They came to the conclusion that 

female students “show a greater degree of control and regulation in the development of 

their learning, both cognitive and social, linked to their studies” (Salmerón Pérez et al., 

2017, p. 357). On the same wavelength, research conducted by Bembenutty (2007) on 

gender and ethnic differences with regard to self- regulation of learning and academic 

delay of gratification, revealed that female college students experienced a higher 

motivation and self-regulation than their male counterparts.  

3.1.4 Empathy  

     Empathy gained attention of a good deal of researchers who put forward a 

multitude of definitions and explications. The latter swung from cognitive perspective 

to emotional perspective (Stotland, 1969; Mehrabian & Epstein, 1972; Coke et al., 

1978; Hoffman, 1987; Welmoed Niezink, 2008).  The word ‘empathy’ was coined by 

Titchener in 1909. It was a translation of the German word “Einfühlung” (Keen, 2007; 
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Welmoed Niezink, 2008; Batson, 2009) that was first used by Lipps in 1903 (Baston, 

2009). From the psychological point of view, Titchener (1915) defined empathy as an 

individual’s awareness of peoples’ emotions or a social- cognitive relationship. In the 

same vein, Breggin (1997, p. 125) referred to empathy as awareness of “...the 

consequences of our actions for other people and all life forms”.  He continued: “It 

encourages us to feel responsible as human beings for the suffering of others... It 

prohibits us from wantonly injuring anyone, even our supposed enemies. Empathy 

makes us yearn for justice for all people. It opens our hearts to victims of violence, 

prejudice, and injustice”. From the clinical point of view, considered as a cognitive 

process, empathy means to understand exactly what people think of their condition 

(Dymond, 1949). In line with this definition, Hogan (1969, p. 8) regarded   empathy as 

“the intellectual or imaginative apprehension of another's condition or state of mind 

without actually experiencing that person's feelings” (Quoted in Caruso & Mayer, 

1998, p. 3). 

      Empathy as an emotional contagion can be triggered by different ways, be they 

direct or indirect. Keen (2007) believes that witnessing or hearing about another’s 

emotional state and condition, or even reading have the potential to give rise to 

empathy. Empathy is said not to be always a conscious reaction, as individuals can 

experience it from birth. Giving strength to this perspective, Keen (2007) asserted: 

“...the neonates who cry at the sound of other babies’ cries are almost certainly 

unaware of their primitive empathy” (p.04). Constant with this assumption, Diego & 

Jones (2007) contended that empathy comes into existence from birth as a basic 

process that develops through time along with individual’s cognitive and social 

experiences. According to these authors, a vast array of theories has been set to 

demonstrate empathy’s development: 1) temperament/newborn arousal and regulation 

theories focusing on biologically based systems that predispose individual differences 

in the capacity for emotional and empathic responding; 2) attunement among dyads 

theories that deal with psychobiological harmony between mothers and babies 

designed to form the solid basis for empathy in their early interaction model; 3) stage 

theories that detail consecutive phases for development of empathy. These phases see 

newborn’s distress response to a peer’s distress as the first sign of empathy, therefore, 
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the basis of empathic responding all through the lifetime.; 4) learning and modelling 

theories, being grounded on learning and modelling principles, consider family ways 

of encouragement and advancement of empathic responding as the basis of empathic 

capacities. This implies that parents exhibiting emphatic behaviours contribute to the 

development of their children’s empathy. 

     These theories support Keen (2007) who suggested that people vary in empathy 

depending on environment, heritability genetics and family relationships.In this 

respect, he asserted: “While a well-regulated person may experience empathy that 

leads to sympathetic concern and altruism in real life, another individual may become 

distressed by exposure to another’s condition. (Keen, 2007, p. 3). 

     Several theories are put forward to explicate the way we understand and know 

another’s thought and feelings: 1) knowing another person’s internal state; 2) adopting 

the posture or matching the neural responses of an observed other; 3) coming to feel as 

another person feels; 4) intuiting or projecting oneself into another’s situation; 5) 

imagining how another is thinking and feeling; 6) imagining how one would think and 

feel in the other’s place (Batson, 2009: pp. 8-9). According to this author, while some 

theories focus on one of these ways or phenomena, others combine various ways. In 

neurological terms, our understanding of other people is shaped by our brain cells 

called ‘mirror neurons’ (Keen, 2007; back et al., 2009; Iacoboni, 2009). From 

Iacoboni’s (2009) point of view, mirror neurons are “...the tiny miracles that get us 

through the day. They are at the heart of how we navigate through our lives. They bind 

us with each other, mentally and emotionally” (p. 4).  

     Mirroring, a system for understanding other’s emotional states and conditions, is 

found to be more powerful between parents and their children, especially mothers. An 

experiment was carried out in Rome by Iacoboni and a group of Italian neuroscientists 

and psychologists on maternal empathy particularly mothers’ neural responses. This 

experiment consisted in giving mothers their own and other babies’ pictures to look at 

and imitate their expressions. These babies, expressing joy, distress, and no particular 

emotion, were six to twelve months old. The results showed a high stimulation of 

mothers’ mirror neurons by the observed babies’ facial expressions. More 
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interestingly, the findings revealed further activation and stimulation of these neurons 

when mothers looked at their own babies pictures (Iacoboni, 2009). Neuroscientists 

have reported that the right hemisphere, specifically the right temporal lobe, is 

involved in empathy. They have also observed frontal or posterior lesions in the right 

hemisphere (Shamay-Tsoory et al., 2009), as well as a decrease in volume in the right 

temporal pole, right fusiform gyrus, right caudate, and right subcallosal gyrus (Rankin 

et al., 2006). These findings have been linked to increased empathy disorder (Rueckert 

& Naybar, 2008). Chapman (2005) believes that empathy’s longevity depends on the 

quality of interrelation between individuals or between individuals and the objects they 

use, i.e. it expires or vanishes when the relationship fades. Consistently, Calzadilla- 

Núñez et al. (2017) pointed out that sudden changes or decline in empathy, called 

‘erosion of empathy’, are strengthened by the presence of suffering. Ms. G., a double 

amputee patient suffering from diabetes and kidney failure, provides evidence of her 

husband's abandonment. After her husband deserted her and felt in love with someone 

else, she gave herself the right to refuse to process her psychological distress at her 

husband's news (Halpern, 2001).  

     An abundance of works and evidence from behavioural studies confirmed 

association between empathy and gender, reporting women to be more empathic than 

their male counterparts. Empathy gender- related differences have been highlighted to 

reach the pinnacle of divergence in young adulthood, but decline to converge in old 

adulthood (Swickert et al., 2016; Daltry et al., 2018). These discrepancies are 

suggested to be situation- based and do not concern all empathic ability (Rueckert& 

Naybar, 2008; Alam et al., 2016). Several studies, for instance, reported men to be 

more helpful to strangers- the fact that may be considered by women as a kind of 

threat (Eagly & Crowly, 1986; Rueckert et al., 2011). Similiarly, men are claimed to 

score higher than women in terms of forgiveness, but women are reported to be more 

forgiving in emotional contexts (Alam et al., 2016). Elayyan et al. (2018), in a research 

on factors affecting empathetic patient care behaviour among medical doctors and 

nurses, highlighted that female healthcare professionals are more empathetic to 

patients than men are. These gender differentiations emerge probably due to the 

gender role perspective which makes allusion to the fact that empathy-based 
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differences vary according to culture and nationality. In this regard, Kadiangandu et al. 

(2001), who carried out a study on French and Congolese people in the matter of 

forgiveness, suggested that gender difference also vary according to nationality. In the 

research they conducted, they found a significant difference in the French sample as 

opposed to the Congolese (Alam et al., 2016).   

     Psychoneuroendocrinologists believe that empathy is purely biological (Zilioli et 

al., 2014), and refer empathy gender gap to hormones. Testosterone, for instance, is 

leagued with aggression, antisocial behaviour and social dominance (Van Wingen et 

al., 2011; Heeger, 2013), and oestrogen with maternal behaviour and relationship 

(Feldman et al., 2007; Strathearn et al., 2009; Heeger, 2013). In this respect, 

investigators using “Reading the Eyes in the Mind Task” REMT (Baron-Cohen et al., 

2001), a task designed to test individual’s ability to understand another person’s 

thoughts and emotions based upon the expression of their eyes, confirmed a low 

performance of men mainly those exposed to relatively high testosterone 

concentrations early in development (Carré et al., 2015). In line with these findings, 

Hermans et al. (2006), Van Honk & Schutter (2007) and Zilioli et al. (2014) suggest 

that women under exogenous testosterone- based treatment show low empathic 

responses in a test that measures the automatic, unconscious mirroring of another’ s 

motor actions. Zilioli et al. (2014), on the other hand, assumed that only individuals 

with a high level of testosterone and a low amount of cortisol experience low levels of 

empathy. To put it another way, a good concentration of both testosterone and cortisol 

generates higher levels of empathy. 

3.1.5. Social Skills 

     The last factor which may help discriminate between female and male teachers in 

terms of Emotional Intelligence is related to social skills. A consistent body of 

literature has been and is still devoted to the issue of ‘social skills’ that is 

interchangeably used with ‘interpersonal skill’, ‘interpersonal competence’, ‘social 

competence’, or ‘communication competence’ (Segrin & Givertz, 2003). Scholars put 

forward a vast array of definitions, though “there is no clear consensus on what social 

skill is” (Trower, 1982, p. 407), attempting to bring to light the sum and substance of 
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the concept. Libet & Lewinsohn (1973, p. 311) defined social skills as “the ability to 

maximize the rate of positive reinforcement and minimize the strength of punishment 

from others”. In line with this definition, Elliott and Gresham (1993, p. 287) described 

the concept as “...socially acceptable learned behaviours that enable a person to 

interact with others in ways that elicit positive responses and assist in avoiding 

negative responses”. Social skills, as the name indicates, refer not only to being polite 

to people and respect their opinions but also to have the skill and dexterity to make 

oneself understood and respected by others (Csóti, 2001). According to this author, the 

acquisition of the social skills is not planned except for some instructions to children 

when asked to say ‘thank you’, ‘please’...etc.   

     Social interactions and skills, as a complicated and challenging daily task that 

people deal with, entail a variety of psychological networks such as perception, 

language, and problem solving that grow throughout childhood and shaped by 

biological and environmental circumstances; and dysfunction of these networks may 

be problematic and controversial (Dempsey & Matson, 2009), in the sense that people 

who lack appropriate and agreed- upon social skills are exposed to a variety of 

problems (Segrin & Givertz, 2003). Consistently, in his  study on children suffering 

from attention- deficit/ hyperactivity disorder, Rapoport (2009) suggested that children 

having a good social communicative skill interact very well with their peers, make 

friends and build good relationships even with adults, but once they interact 

inappropriately, showing, for instance, a lack of respect and distractibility, they get 

coerced. On the same wavelength, Attwood (2000), Krasny et al. (2003) and Painter 

(2006) who carried out an investigation on children and adolescents with Asperger’s 

Syndrome, a sort of autism, highlighted that these individuals lack fundamental social 

skills- the reason why they find problems making and keeping friends. Vain and 

unsuccessful relationships cause children to be “hurt and confused, making them feel 

bad about themselves. This lowers their self-esteem and dents their confidence, 

making it even more likely that they will be unsuccessful in their relationships in the 

future” Csóti (2001, p. 17). 

      According to Liberman et al. (1989, cited in Segrin &Givertz, 2003), a number of 

considerations have been reported to generate deficiency in social skills, four of which 
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are pinpointed: 1) lack of acquisition to interact effectively with people, and non- 

existence of mentoring; 2) psycho- social problems that blemish one’s social skills; 3) 

environmental stressors that impede and restrain socially skilled behaviour; 4) changes 

in social conditions such as incarceration, becoming homeless, entry into a nursing 

home, loss of a job, and moving to a new location. 

     Social skills deficits inescapably bring into existence a number of unpleasant 

circumstances affecting people’s life at psychological, social and occupational levels 

(Segrin and Givertz, 2003). In psychological terms, people suffering from social skills 

deficits are exposed to depression, (Segrin, 2000; Segrin & Givertz, 2003), social 

anxiety (Leary & Kowalski, 1995), loneliness (Jones et al., 1982; Segrin & Givertz, 

2003), and alcoholism (Miller & Eisler, 1977; Segrin & Givertz, 2003). Socially 

speaking, people with defective social skills are reported to be less popular among 

their peers (Hartup et al., 1967; Segrin & Givertz, 2003) and less satisfied and 

successful with their romantic relationships or marriages (Burleson, 1995; Flora & 

Segrin, 1999; Segrin & Givertz, 2003) than those with better social skills. Finally, at 

their occupational level, these people experience academic failure (Hughes & Sullivan, 

1988; Segrin & Givertz, 2003), and dismissal from the military because of their 

inappropriate behaviour (Roff, 1961; Segrin & Givertz, 2003). 

      Bulk of medical and psychotherapeutic care, including strategies and techniques, is 

made at the disposal of people presenting social skills deficiency; and the treatment 

should be recommended according to the identified anomalies and the needs of these 

people (Segrin & Givertz, 2003; Painter, 2006; Mandal-Blasio et al., 2009). According 

to Mace (1994, cited in Mandal- Blasio et al., 2009), the treatment should be based 

either on weakening the reinforcement of the maladaptive response, or strengthening 

reinforcement for appropriate behaviour that replaces the function of the maladaptive 

behaviour. Social skills training, on the other hand, is found to interfere with 

behavioural dysfunctions and enhance social skills as well (Mandal- Blasio et al., 

2009).  

     Social skills training, one of the techniques designed to alleviate and prevent 

behavioural deficits and disorders, goes as far back as the end of the 1930’s.  It dates 
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back to Skinner’s (1938) assumption that behaviour is moulded and controlled by 

reinforcement and punishment (cited Segrin & Givertz, 2003). Current social skills 

training programmes, are grounded on Wolpe’s (1958) and Wolpe & Lazarus (1966)’s 

behavioural approach that suggests treatment by replacing maladaptive behaviours 

with new, functional behaviours. Also in Bandura’s (1977) social learning theory, 

which proposed treatment by imitating the performed behaviour, this program entails a 

set of methods and procedures; the program that uses manifold procedures is seen as 

the most efficient (Segrin & Givertz, 2003). These methods and procedures can be 

summarised as follows: 1) Assessment, a procedure that is used at the very start of the 

therapy. It covers assessing patient’s social skill to identify and determine their needs; 

2) Direct Instruction and Coaching that refers to directing instructions to the patients 

about how to use various communication behaviours effectively, and explaining why 

these behaviours should be performed as such; 3) Modeling that involves the patients 

observing and imitating others’ behaviours. The closer the model is to the patient in 

terms of age, sex and other characteristics, the more successful is the imitation; 4) Role 

Playing where the patients are incited to perform necessary and the yearned for 

behaviours, and then trainers provide them feedback and reinforcements; 5) 

Homework Assignments, that are not designed for the beginners in the social skills 

training, expect the patients to perform the targeted behaviours in natural settings. This 

procedure gives access to meetings during which the patients and trainers discuss and 

evaluate the performances; it is worth noting that positive reinforcements boost the 

patients to learn effectively; 6) Follow-Up, a procedure suggesting  the importance of a 

further examination and observation of the patients in order to monitor the success of 

the aforementioned procedures.  

     Being no exception, the issue of social skills has also been scrutinised in the matter 

of gender. Unsurprisingly, a mass of works pointed to social skills- gender relatedness 

that starts to come to the surface as early as childhood. In a study on Cypriot students 

in the physical education class, conducted by Christodoulides and colleagues (2012), 

findings revealed high school girls’ tolerance vis-à- vis foreigners in the physical 

education lesson, in addition to positive social skills, as opposed to their boys 

counterparts who displayed more behavioural problems and intolerance with regard to 
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foreigners.  In line with these findings, an investigation on social and behavioural 

skills of children from kindergarten to the end of fifth grade reported boys to score far 

behind girls in terms of social and behavioural skills (DiPrete & Jennings, 2011). 

Teachers of English and mathematics in Norwegian schools have also considered 

girl’s social skills as more satisfactory than boy’s (Gustavsen, 2017), a factor that 

explains girls’ high academic performance (DiPrete & Jennings, 2011). On the 

contrary, research carried out by Maleki et al. (2019), on Iranian children social skills 

at home and in preschool, suggested that from teachers’ ratings girls and boys 

exhibited same behavioural skill apart from ‘assertion’ where boys outperformed their 

female counterparts. But at home and from parents’ point of view, girls’ social skills 

were better than boys’.  

     Gender-related social skills are said to be fashioned by contexts within which 

individuals are engaged. This assumption is evidenced by women who are reported to 

be both physically and psychologically as violent and aggressive as men in the context 

of violence (Swan et al., 2008). According to the same authors, women’s violence 

comes as a response to fear or as a self- defence, while men’s is driven by control 

impetus. Similarly, women working in predominantly men fields like business and 

particularly army are found to adapt their speech to men’s, and show aggressiveness. 

In this respect, one of the female students of Indiana University’s Higher Education 

and Student Affairs program asserted: “some women feel the need to disguise their 

true identity by wearing a hypothetical mask that hides their true self and helps them 

navigate their way around and integrate the expected military warrior identity” 

(McCristall & Baggaley, 2019, p 121); and women who adopt men’s image are 

regarded as “honorary men” (McCristall & Baggaley, 2019).  

     Women and men have also been claimed to diverge in terms of propensity for 

loneliness. In other words, the reasons why individuals avoid social interactions are 

assumed to be gender-based, as explained in the next section.  

3.2. Reasons for Gender-related Differences 

     A substantial body of literature from different areas of specialisation attempts to 

uncover the constituents responsible for and interacting with each other to form 
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gender-based behavioural traits. There are three explanations for these possible 

differences. Neuroscientists assume that human- women or men- behaviours are 

determined by the brain structure and hormones. Psychologists, on the other hand, 

maintain that men’s and women’s behaviours are shaped by their different 

psychological features. Finally, sociologists see both women and men as prisoners of 

the norms and stereotypes framed by the cultures and societies in which they may be 

raised.These reasons are discussed next. 

3.2.1. Neuro-biological Reasons 

     The first reasons are neuro-biological. First, male and female differentiations 

become apparent as early as the fifth and sixth weeks of the prenatal development 

(Norman & Litwack, 1997).  Female sex is determined by the secretion of 

progesterone and estrogen hormones, while male sex is governed by the secretion of 

testosterone hormone. These hormones do not only play a key role in forming physical 

characteristics of male and female individuals (genitalia, skeleton, height, voice...) but 

they are also found to decide individuals’ behavioural features. In this regard, Tomassi 

(2017, p. 14) contended: “To be a man today is to be poisoned by testosterone”. 

Brizendine (2006) pointed out that males and females behavioural features start to 

diverge at age of puberty when submergence of girls’ brain by estrogen and boys’ 

brain by testosterone takes place. Therefore, females become more emotional and 

more communicative and depressive, while males become less communicative and 

obsessed about scoring in games and aggressive. In relation to gender-related 

differences, Gray (1993) also suggested:  

 

...men instinctively offer solutions when women talk about problems. 

When a woman innocently shares upset feelings or explores out loud 

the problems of her day, a man mistakenly assumes she is looking for 

some expert advice. He puts on his Mr. Fix-It hat and begins giving 

advice; this is his way of showing love and of trying to help (p. 11). 
 

     Again, the brain circuits are reported to be hormones- driven: more testosterone and 

vasopressin in males’ circuits, and more estrogen and oxytocin in females’ circuits. 

Curiosity made scientists test the reaction of males’ and females’ brains when they are 
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given the other sex’s hormone. Results revealed that men who were given a high dose 

of oxytocin (female hormone) became temporarily emotional, sharing other people’s 

emotions. And women who were given a high dose of testosterone became temporarily 

mentally focussed (Brizendine, 2010).   

3.2.2. Psychological Reasons 

     The second reasons are psychological. While some studies still claim the confusion 

as to ‘which affects which’- hormones that affect human behaviours or the opposite 

(Ehrhardt, 1987), other studies assumed that the aforementioned biological factors 

have consequential effects on women and men psychology including their behaviours 

and attitudes. Gender-based behavioural and attitudinal discrepancies are so ample that 

the two genders constantly fall in discord and conflicts, and never believed to live in 

perfect harmony.  

     Women are more dependent than men on social cues as to judging their emotional 

state and emotional experiences. While men are more ready to face threat and 

overcome fears, women are claimed to be more vulnerable to persistent anxiousness 

(Craske, 2003). Cognitively speaking, mental processes such as memory, perception, 

attention and language use are found to differ depending on gender. Apropos of 

language use, women are reported to be better in discriminating speech sounds, make 

fewer speech errors, use longer sentences with standard grammatical structures and 

correct pronunciation, and produce more words in a given period than their male 

counterparts (Baron- Cohen, 2003). Gender differences are noticeable at the first hours 

after birth. A study conducted on babies’ perception highlighted that baby girls look 

longer at faces, and particularly at people’s eyes, while baby boys look at inanimate 

objects (Baron- Cohen, 2003).  

     Aggression, as a psychological trait, received a great deal of researchers’ attention, 

and a heated debate among the scholars emerged. An investigation, carried out by 

Björkqvist et al. (1992) on Finnish male and female pupils from four different age 

groups 8-, 11-, 15 and 18 years old, revealed that indirect aggression in girls happen 

after 8 of age. A great deal of studies, intended to explore the correlation between 

video games’ and computers’ degree of influence and gender-based psychological 
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discrepancies, highlighted that boys are more attracted to video games than their girl 

counterparts, particularly games with aggressive themes (Ross & Taylor, 1989;  

Goldstein, 1992). Additionally, girls are reported to exhibit signs of stress when using 

computer software and programs that intrigue and fascinate boys, and vice versa 

(Cooper et al., 1990). 

     Another feature that makes women’s behaviour differ from men’s is 

communication.  Women are found to be more communicative than their counterparts 

and get satisfied when sharing their feelings with others, contrary to their male 

counterparts who find their satisfaction in winning a race, solving a problem, or 

achieving a goal: women are relationship oriented, and men are goal oriented (Gray, 

1993). The conception of areas where communication takes place is reported to be 

gender- governed. Restaurant, for instance, is seen by men as a place where to discuss 

projects or business goals, while women consider it as a space where to talk about 

intimate or personal topics (Gray, 1993).  

     Parenting that captured imagination of scholars, too, has been reported to be 

gender- dependent, in that mothers and fathers are claimed to use different strategies 

depending on their children’s gender. In this regard, Endendijk et al. (2016) suggested 

that fathers and mothers use autonomy- supportive strategies (kindness, consideration 

of others’ perspectives, empathy, warmth, affiliation and interpersonal closeness) with 

girls, and controlling- strategies (power, assertiveness, aggressiveness, negativity and 

dominance) with boys. The use of controlling- strategies with boys has been explained 

by the fact that boys exhibit more disruptive behaviours than girls (Hyde, 1984; 

Archer, 2004; Baillargeon et al., 2007; Loeber et al., 2013; Endendijk et al., 2016).      

     Although both fathers and mother are found to use controlling- strategies with boys 

and autonomy supportive- strategies with girls, still other studies scrutinised the 

language used by parents in terms of negative speech, informing speech, questions, 

amount of talking, directives and supported speech, to see whether their (parents) 

language is gender- based. The results obtained by  Anderson and Blanchard (1982), 

Aries (1987) and Leaper et al. (1998) illustrated that mothers are more likely to use 

higher amounts of verbal interaction and more socioemotional speech or 
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communication (supportive and negative language) with their children, however 

fathers have propensity for instrumental speech or communication  (directives, 

informing and questions). Mothers’ negative speech may be due to the fact that 

mothers are primary caretakers who provide more negative comments to their children 

(Leaper et al., 1998). Additionally, the use of questions has been suggested to be 

gender- dependent, in that mothers are reported to use more ‘yes- no’ questions than 

fathers who are inclined to utilise ‘ wh-’ questions (Engle, 1980; McLaughlin et al., 

1983; Leaper et al., 1998). This gender discrepancy shows that fathers are more 

competitive and mentally encouraging (Engle, 1980; McLaughlin et al., 1983). 

     Children’s age, is also claimed to be a significant factor that determines parents’ 

linguistic features. Studies claimed that the younger the children, the more supportive 

and negative the parents’ language (Leaper et al., 1998). Again, this has been 

interpreted by Greenfield et al. (1985) that the toddler years are the period where 

substantial learning takes place. 

 

3.2.3. Social Reasons 

     The third reasons are social. A solid body of literature in the fields of sociology and 

social-psychology unquestionably refers gender discrepancies to the way societies and 

communities operate. Expressed emotions are influenced by display rules, which are 

the social rules that dictate when, how much, and which emotions should be expressed 

(Ekman, 1973; Geer & Shields, 1996, cited in Ragins & Winkle, 2011, p. 377). In 

other words, men’s and women’s behaviours are governed by what is called ‘Social 

norms’. Their theories are evidenced by the culture and generation-based changeability 

and dynamic of men’s and women’s behaviours.  Social norms refer to “...behaviour, 

to actions over which people have control, and are supported by shared expectations 

about what should/should not be done in different types of social situations” 

(Bicchieri, 2006, p. 10). Eagly’s social role theory (Eagly, 1987; Eagly,Wood, & 

Deikman, 2000, cited in Lippa, 2005, p. 183) are based on three components: a) 

Women are more often homemakers and men breadwinners; b) Women tend to work 

in different occupations than men do; c) Women often have lower status than men do. 

According to Lippa (2005), these components gave rise to gender stereotypes; for 
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instance, a homemaker have traits such as warmth, sensitivity and nurturance, while 

breadwinners’ include independence, competitiveness and assertiveness. It has been 

suggested that social roles vary according to culture or social environment. In other 

words, a behaviour can be allowed in a society and deterred in another (Bicchieri 

2006). Additionally, social norms are dynamic, i.e. they can change over time. For 

instance, since 2018 Saoudi women are no longer deprived of their right to drive cars; 

and in Egypt and Algeria women are given the right to ask for divorce since 2000 and 

2005 respectively. Bicchieri (2006) pointed out to the likelihood of the social norms to 

be transgressed whenever the conflicts between the norms and individual interests 

emerge. Biologically speaking, it is axiomatic that men are inclined to be aggressive, 

but “masculinity norms”, shaped by social surroundings and life conditions, have a 

greater part to make boys and men aggressive and even violent (Heilman& Barker, 

2018).  

     The conventional belief that men are more powerful than women refers to the fact 

that they possess more leverage and bravado (Kanter, 1977; Eagly & Wood, 1982; 

Conway et al., 1996). Power, discerned from other related notions, has been defined by 

(Kanter, 1977) as “the ability to get things done, to mobilize resources, to get and use 

whatever it is that a person needs for the goals he or she is attempting to meet”. 

According to Henley (1977), “power differences are reflected in patterns of 

communication” (Cited in Dovidio et al., 1988, p. 580). This can be explained by the 

“dominance” approach (Cameron, 1992b) that suggests that daily verbal 

communications reflect men’s dominance and women’s subordination. These gender- 

based linguistic discrepancies are characterised by men’s conversational interruptions 

and aggression (Zimmerman & West, 1975; Schick, 1988), and women’s weakness 

and uncertainty through the use of tag questions, declaratives with rising intonation 

(Lakoff, 1975). A significant body of literature (Rogers & Jones, 1975; Zimmerman 

&West, 1975; Greif, 1980) suggests that interruptions display rudeness and a lack of 

respect for the speaker. It is also felt that they restrict the rights of speakers as well as 

allow interrupters to control the topic of conversation and to exert control and 

dominance over their conversational partner. Additionally, people who constantly 

interrupt are frequently viewed as authoritarian and domineering (Rogers & Jones, 
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1975, cited in Marche, 1993, p. 389). But interruptions are not always considered 

negative. According to Holmes (1995), “... simultaneous speech which technically 

‘interrupts’ the other speaker, may function positively to encourage and support them” 

(p. 54). 

     Men’s and women’s behaviours are found to differ in many ways. Asking for help, 

for instance, makes women feel comfortable, while it makes men feel like they lose 

their independence (Tannen, 1990). Conversations, too, are not perceived the same 

way by men as by women. While men consider conversations as a means to display 

power, women regard them as a way to show solidarity (Hudson, 1996). In this 

respect, Tannen (1990, pp. 24-25) contended: 

 

For men, conversations are negotiations for closeness in which people 

try to achieve and maintain the upper hand if they can, and protect 

themselves from others’ attempts to put them down and push them 

around. Life, then, is a contest, a struggle to preserve independence and 

avoid failure. For women, conversations are negotiations for closeness 

in which people try to seek and give confirmation and support, and to 

reach consensus. They try to protect themselves from others’ attempts 

to push them away. Life is, then, a community, a struggle to preserve 

intimacy and avoid isolation.  
                                                             
                                                             (Quoted in Hudson, 1996, p. 141) 

 

     The deeply rooted stereotype of women being inferior to men is so inculcated in the 

females that they consider themselves weak. Women, in societies that encourage social 

bias and discrimination against them, are found to be disinclined to join male- 

dominated workforce (Arroyo et al., 2018). In the same vein, Hill et al. (2010) claimed 

that girls, proved skillful in subjects like math, are more likely to be unconfident of 

their success in Science, Technology, Engineering and Mathematics (STEM) fields, 

and unenthusiastic about a STEM career. Likewise, Chun et al. (2009) confirmed 

women’s unwillingness to become members of the Owner, Architecture, Engineering 

and Construction (OAEC) industry due to discrimination and obliviousness to their 

gender no matter how skilled they are. Discrimination against women in the workforce 

goes far to make a wage gap between men and women (Hill et al., 2010).  These 

authors, who conducted research on influence of bias on women’s progress in 
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scientific and engineering fields, contended: “bias not only affects individuals’ 

attitudes toward others but may also influence girls’ and women’s likelihood of 

cultivating their own interest in math and science” (p. xvi). Wajcman (2010) believes 

that “The taken-for-granted association of men and machines is the result of the 

historical and cultural construction of gender” (p. 144). But this culture-based 

assumption is not universal. In Malaysia, for instance, females are reported to be 

massively present in computer science (Lagesen, 2008). 

     While men are reported to have a sense of authority and competitiveness, women 

are found to be collaborative even when applying or exerting their authority or power. 

Holmes & Stubbe (2014) cite the example of Clara, an overall manager of the section 

and the senior of the meeting, who firmly, but politely, declined the members’ 

suggestion to allow people to print off material from the computer screen, thanking 

them for their initiative Similarly, Holmes (1995, p. 211) had earlier pointed out that  

 

Women’s contributions to discussion are often expressed in ways which 

encourage others to participate. The devices which characterise 

women’s talk invite others to join in. Women tend to use more qualified 

statements and participatory linguistic devices such as facilitative 

questions, supportive elicitations and pragmatic particles such as you 

know, than men do. And when they disagree they generally do so 

politely- in other words, they use a qualified disagreeing utterance 

rather than a bald contradiction. 

 

Holmes continues: “Showing consideration for the feelings of others in a work context 

may be regarded as superfluous or unnecessary and a waste of time by men, but most 

women regard verbal politeness as very important” (p. 214).  As opposed to female 

managers, male managers are prone to discursive interruptions, aggressive and 

competitive conversations (Schick, 1988). Similarly, Clisbee (2005) suggested that 

men and women have different leadership style. In that, males are more hierarchical 

and their leadership is top-down, hierarchical and task-oriented, while females are 

more collegial, which makes their leadership collaborative, caring and less 

hierarchical. One of the reasons for these discrepancies is how women and men 

perceive the notion of power; “Women defined power as shared with others or as 
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collaborative, whereas men tended to think of power in terms of dominance, control 

and authority over others (Brunner, 2000, p. 148, quoted in Clisbee, 2005, p. 49). 

     As it has been mentioned above, gender-related discrepancies exist worldwide, but 

they are not the same. In other words, they differ depending on the social norms of a 

given society. The aforementioned gender discrimination concerns societies, some of 

which are Western. On the other hand, some African societies such as New Guinea, 

where Mead (1935, cited in Burr, 1998, p. 39) carried out research on three tribes, 

Arapesh, Mun-dug-u-mor and Tchambuli, operate differently. She found that in 

Arapesh society, gentleness was valued and the children were taken care of by both 

males and females. In Mun-dug-u-mor society, women and men alike were found to be 

equally vigorous, independent and assertive. Finally, in Tchambuli society, women 

were self- assertive and managing, whereas men wore ornaments and were interested 

in gossip. Research disclosed that social roles are shaped by individuals’ function 

rather than their gender (Lippa, 2005). In their study, Eagly and Steffen (1984, cited in 

Lippa, 2005, p. 184) asked American college students to judge personality traits of 

men and women who stayed at home as parents and those of men and women who 

worked full time. The students attributed gentleness and kindness to both male and 

female homemakers, and assertiveness and competitiveness to male and female full 

time workers. 

     According to Lippa (2005, pp 158-172), gender roles are shaped by a set of factors, 

such as toy preferences, parents, teachers, peers, learning, imitation and mass media. 

They are summarised as follows: 

 Toy Preferences 

     Toy preferences emerge in the early childhood of boys and girls. Boys prefer toy 

trucks, trains, tool sets, erector sets, guns and swords, while girls prefer dolls, dress-up 

props, jewellery, tea sets and playhouses. The discrepancies do not concern only toys 

choice but also play styles. Boys are found to engage in rough-and-tumble play more 

than their counterparts do. As it has been mentioned above, the rationales behind this 

difference, according to biological theories, are hormones and brain structures. 

Another reason may be explained by the fact that boys and girls are encouraged and 
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rewarded when they play with ‘sex appropriate’ toys, and dismayed when they play 

with ‘sex inappropriate’ toys.  

 Parental Treatment and the Social Learning of Gender 

     A great deal of literature (Lippa, 2005) suggests that parents’ treatment has a 

significant impact on their children behaviours. While parents encouraged girl-typical 

play in girls and boy-typical play in boys, they showed little or no difference towards 

their boys versus girls in terms of warmth, restrictiveness, or encouragement of 

achievement (Lytton & Romney, 1991). Other studies showed that baby boys are 

handled more roughly than baby girls (Lewis & Weinraub, 1979), and parents, 

particularly fathers, roughhouse with their sons and stimulate them physically more 

than they do with their daughters (Jacklin et al., 1984; Shields & Sparing, 1993). 

Mothers are found to verbally stimulate and verbally respond more to their daughters 

than to their sons (Leaper et al., 1995), and fathers use more verbal strategies when 

talking to their daughters (Farver & Wimbarti, 1995). Additionally, parents are 

reported to tolerate anger more in boys and fear more in girls (Birnbaum & Croll, 

1984), and teach their sons more than daughters to overcome emotional expressions as 

in “Big boys don’t cry” (Block, 1978).  

 

 Teacher Influences  

     There is controversy among scholars over teachers’ influence on children’s 

behaviours. Findings suggest that boys do not feel their best (rough-and-tumble) 

selves. They are usually asked by their female teachers to reduce their tone and behave 

in a submissive, tidy, disciplined and verbally interactive way. Others show that 

classrooms are inclined to favour boys over girls; boys are given more importance and 

are enhanced to participate and fulfil achievement (Hendrick & Stange, 1991; Sadker 

& Sadker, 1986). In preschool and early elementary school settings, teachers are found 

to interact more with girls (Carpenter & Huston-Stein, 1980; Serbin et al., 1973) for 

one reason is that girls are disciplined, orderly and do their tasks.  
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 Peer Influences 

     Parents and teachers do not seem to have a powerful influence on children as 

children do on their peers. In her study on teachers’ and peers’ influence on 3- and 4-

year-old children behaviour, Fagot (1985) found that boys foster masculine behaviours 

in other boys and daunted feminine behaviours such as playing with girls or with girls' 

toys. On the other hand, girls did not care whether other girls behave in masculine or 

feminine ways. More importantly, the study suggested that boys were more responsive 

to other boys’ pressure, but disregarded their teachers and girls. In her earlier study, 

Fagot (1977) noticed girls to be tolerant of other girls who got involved in masculine 

activities, while boys controlled other boys’ activities.  

 Learning Gender after Early Childhood 

     Research on older children disclosed that parents restrict school-aged girls more 

than school-aged boys (Huston, 1983; Newson & Newson, 1986). This may be 

explained by the fact that girls are deemed more vulnerable to violence and sexual 

assault than boys. Research also suggested that through physical activities (herding 

sheep, mowing the lawn, delivering newspapers) allotted to boys and the repetitive 

domestic activities (cleaning, preparing food, caring for younger siblings) allocated to 

girls, parents unintentionally provide boys with ‘independence training’, and girls with 

‘dependence training’ (Ruble et al., 1993).  

 Modelling Gender 

     Children unquestionably imitate their parents. They do not necessarily imitate their 

same sex parents (Barkley et al., 1977; Maccoby, 1998; Maccoby & Jacklin, 1974; 

Smith & Daglish, 1977), but they usually tend to copy their most dominant or 

attractive parent (Hetherington, 1967). Children are also likely to imitate people that 

they believe to be powerful, warm, and of high status (Bandura, 1977); and boys are 

even reported to imitate socially powerful opposite sex-models (Bussey & Bandura, 

1984). 

     Keeping modelling in view, Stevenson and Black (1988) researched plausible 

effects of fathers' absence on boys' behaviours. They found preschool children less 
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inclined towards sex-typed toy preferences, whereas older boys were more masculine 

and more aggressive. The researchers also suggested that the effects of father absence 

depended on contextual factors such as the reasons for the fathers' absence (e.g., death, 

divorce, desertion, military service), socioeconomic status, and presence of other male 

figures at home. Additionally, it has been assumed that the effect of father presence 

and absence may be based on the characteristics of the present or absent father. One of 

the recent studies revealed that father absence resulted in children behavioural issues, 

while another study disclosed that absence of antisocial father made children feel 

comfortable (Jaffee et al., 2003).  

 Learning Gender from the Mass Media 

     In addition to the factors above, mass media seem to be a factor that should not be 

belittled. A multitude of works defines mass media, particularly TV, as a powerful tool 

capable of moulding children's behaviour. Research on gender-stereotyped content of 

TV shows, commercials, and cartoons showed that the two genders are represented 

diversely. TV shows have three to four times more male than female characters 

(Signorielli, 1993), represented in various occupations and often as heroes and 

problem solvers. Women, on the other hand, perform only few roles, and they are 

usually presented as housewives, secretaries, nurses, and witches. 

     Despite the progress made by TV programs over the past twenty years, gender bias 

still persists across various cultures. In commercials, for instance, authority figures 

were found to be more male than female, whereas product users were more female 

than male. Moreover, men were assigned professional roles like interviewers, while 

women were presented in dependent and domestic roles. It is worth mentioning that 

the degree of gender stereotyping varies according to cultures. TV commercials from 

traditional cultures like Hong Kong and Indonesia were found to display more gender 

stereotyping than those from less traditional cultures, such as the United States and 

Denmark. 

     TV cartoons made no exception. Studies conducted on cartoons showed that gender 

stereotypes are ordinary. In that, males are characterised as more creative, clever, 

brave, aggressive, leaders and saviours. However, females were presented as sensitive, 
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emotional, warm, mature, romantic and less competent than male characters. Although 

there have been reforms since 1980, presenting women as more independent, assertive, 

intelligent, and competent than they were before 1980, some gender stereotypes still 

exist.  

Conclusion 

     This chapter has discussed the possible relationship between gender and emotional 

intelligence, and reviewed some relevant studies, mainly conducted in the United 

States. Goleman’s theory on gender could elucidate some significant discrepancies 

between males and females in different domains. Men and women are found to differ 

in their self-awareness, motivation, self-regulation, empathy and social skills. Women 

are found to have generally low self- esteem, and usually believe that their success is 

luck-bound. But they are highly self- aware about their beauty and body shape that is 

susceptible to biological shifts caused by hormonal modifications, pregnancy and 

menopause. Men and women seem to be triggered by different motivators and have 

different preferences. At an early age, little boys are found to be attracted by toys such 

as balls, tracks...etc, while little girls are captivated by dolls. As time passes by, these 

individuals get fascinated by divergent fields of interest: men become more intrigued 

by scientific fields, whereas their counterparts show more interest in social 

communications. Self- regulation is also reported to be gender- dependent, in that 

females are suggested to experience a higher self- regulation of learning. Empathy, on 

the other hand, whose lasting power and durability depends heavily on the quality of 

relationships between people, is found to be stronger in women, and varies according 

to culture and nationality. Finally, social skills seem to be highly well performed by 

women than by men who usually flaunt intolerance and ethical deficiency. 

     Finally, and with respect tomale and female emotional intelligence, the reviewed 

studies report that it is shaped by a set of factors such as biological, psychological and 

social factors. From a biological point of view, gender- based behavioural 

discrepancies seem to be shaped by the secretions of hormones: testosterone as a male 

hormone, and progesterone and estrogen as female hormones. From a psychological 

standpoint, women are more sociable and communicative than men who are more 
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aggressive and less communicative. From a social viewpoint, men and women’s 

behavioural features are determined by the social norms of a given society. Thus, these 

features vary according to the individual’s culture and environment. According to the 

reviewed studies, women’s behaviour is characterised by politeness and submission, 

while men’s is characterised by aggression and power. These features are likely to 

affect teacher classroom practices and their use of emotional intelligence. 

     The following part (Part Two) is entitled “Empirical Study”. It includes three 

chapters. Chapter Four is devoted to the research design and procedure of the present 

study. Chapter Five deals with the analysis and presentation of the results and Chapter 

Six includes the discussion and interpretation of the research findin



 

 

 

 

 

 

 

 

Chapter Four 

 

 

 



Chapter Four: Research Design and Procedure 

 

109 
 

Chapter Four 

Research Design and Procedure 

 

Introduction 

     As stated in the introduction to this study, this aim of this research work is 

threefold: 1) to investigate middle school teachers of English’s awareness of emotional 

intelligence as a way to improve their teaching and pupils’ learning; 2) to examine the 

classroom practices of the emotionally intelligent teacher 3) to explore whether or not 

gender affects the emotional classroom practices of these middle school teachers of 

English. This chapter is devoted to the research methodology. It includes four sections. 

Section 4.1. deals with population sampling; section 4.2. with the description of the 

data collection instruments; section 4.3. with the procedure of data collection and 

section 4.4. with the procedure of data analysis. 

     It seems important, at this point of the study, to recall the three research questions 

formulated in the introduction of this thesis: 

 RQ1: To what extent are middle school teachers of English aware of emotional 

intelligence as a way to improve their teaching? 

RQ2: To what extent are middle school teachers of English emotionally intelligent in 

their classroom practices? 

RQ3: To what extent do their emotional practices differ relative to gender?  

a. Population sampling 

     The population targeted in our investigation is middle school teachers of English. In 

the Chlef Wilaya of Algeria, four inspectors and 470 teachers of English are working 

over 152 middle schools. Six (06) teachers were selected from three (03) middle 

schools, 218 pupils and four (04) inspectors. All these people were invited to take part 

in this study. Male and female teachers were selected to see whether or not gender 

affects their emotional classroom practices. We could retain only these three middle 

schools for the study because they were the only middle schools in Chlef Centre that 
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have a male teacher, knowing that the social distancing caused by COVID-19 

restricted our access to other schools. All teachers selected received a questionnaire to 

complete; also one male teacher and one female teacher from each of the three middle 

schools were observed. The pupils also received a questionnaire  

     We opted for random sampling for this investigation since it is 1) an objective 

method of sampling; 2) an economical method from money, energy point of view; 3) a 

convenient approach of sampling in the field of research; 4) It permits the application 

of statistical devices and treatments of data. The error due sampling can be estimated; 

5) It maintains the accuracy in the analysis of results; 6) It is a practical method of 

sampling (Singh, 2006, p. 84). Therefore, this type of sampling is “free from 

subjective factor or personal error or bias and prejudices or imagination of the 

investigator, and where the individuals of a sample are independently drawn from the 

population” (Singh, 2006, p. 84). For ethical concerns, the aims and nature of the 

research were clarified and all the participants in this study  were kept anonymous, 

because “any kind of potential for abuse may render the respondents become 

uncooperative, which then threatens the reliability and validity of subsequent research” 

(Gray, 2004, p. 278). 

4.2. Data Collection Instruments 

     This study is descriptive and exploratory. The approach is pragmatic (Creswell, 

2014) and the method is a mixed methods design, that is both quantitative and 

qualitative. This was selected among other methods because, according to Hesse-Biber 

(2010): a) It is the method that fits best triangulation; b) It makes the researchers have 

a good insight into the research problem and obtain clear results; c) It helps in the 

development of a research project by creating a synergistic effect; d) It answers and 

clarifies by initiating a new study all the questions and contradictions that may be 

raised; e) It helps to produce detailed findings that enable future research venture. 

     As far as the research instruments are concerned, three tools have been used for 

data collection: 1) questionnaires addressed to middle school pupils, teachers and 

inspectors of English; 2) Observation of teachers by means of emotional intelligence 

checklist designed by Allen (2014); 3) official inspectors’ reports based on Marshall’s 
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(2009) teacher evaluation rubrics that we obtained from the Academy of Chlef. Given 

the impossibility and impracticality of studying the wholepopulation, sampling seemed 

fit as it is vital to all statistical methodology of behavioural and social research (Singh, 

2006).  

4. 2.1. Description of the Questionnaires 

     The questionnaire, one of the most favoured research tool, has been used because it 

isconsidered to be the most adjustable and uniquely advantageous for gathering both 

qualitative and quantitative information (Singh, 2006). Moreover, using questionnaire 

is a way to get a significant amount of information in a short time span, and 

questionnaires are likely to meet the objectives of our research. As the ideal length of 

the questionnaire is restricted to four to six pages (Gillham, 2000), and since long 

questionnaires are reluctantly and unenthusiastically received by most people (Gray, 

2004), the length of all the questionnaires addressed to our participants, be they pupils, 

teachers or inspectors, did not exceed four pages.  

4.2.1.1. Teachers’ Questionnaire 

     The teachers’ questionnaire consists of four sections: A, B, C, D (see Appendix C). 

Section A contains one question: 

Q. Gender: Male or Female 

This question is designed to answer the third research question: 

RQ3: To what extent do their emotional practices differ relative to gender?  

     Given that this research question concerns one of the factors that determine 

teachers’ emotional practices, teachers in this research are invited to give information 

about their gender.  

     Section B is made of four (04) open- ended questions where the respondents were 

given considerable space to get as complete answers as possible. These questions have 

been adapted from Allen (2014). The questions are as follows: 

Q1. Why have you chosen teaching as a career? 

Q2. What is the best thing about the job? 
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Q3. What does the classroom represent to you? 

Q4. To what extent does the physical environment of the classroom affect your 

behaviour? 

     These questions are meant to examine whether teachers’ motivational orientations 

and willingness have an impact on their emotional classroom practices. Therefore, this 

section is intended to answer the second research question which states: 

RQ2: To what extent are middle school teachers of English emotionally intelligent in 

their classroom practices? 

     Being counted as major components that shape teachers’ behaviour and 

performance in the classroom, teachers’ motivational orientation and willingness are 

also aimed by the researcher. Teachers’ intrinsic motivation that is also called 

‘autonomous motivation’ (Vojáčková, 2020) is viewed as crucial both in the teaching 

and learning processes. It is a type of motivation that lasts for a long period of time; 

and it does not need to be boosted by external stimulus or impetus as it is generated by 

internal motives and desire (Vojáčková, 2020). If the teachers are intrinsically 

motivated, “...it is their own will (desire) to do the activities that motivate them and 

this often supports learning and their own professional growth, as well” Vojáčková, 

2020, p. 32). 

     Section C entails three questions, one closed- ended (Q1) and two open- ended 

questions (Q2 and Q3): 

Q1-Do you attend the weekly seminars and conferences organized by your 

institutions? 

Q2-What do these seminars and conferences provide you with? 

Q3-If given the opportunity, what changes would you bring to your professional 

development? 

     In the open-ended questions (Q2 and Q3), teachers are given a significant space to 

write full responses. This section is intended to examine whether the weekly seminars 

and workshops they attend are meant to, or help them to develop their emotional 
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intelligence directly or indirectly. Therefore, it is designed to answer research question 

1as follows: 

RQ1: To what extent are middle school teachers of English aware of emotional 

intelligence as a way to improve their teaching? 

     Section D is the longest as it encompasses ten questions, two of which are open- 

ended questions. This section is designed to probe into the emotional classroom 

practices performed by middle school teachers of English, and answer the second and 

third research questions as follows: 

RQ2: To what extent are middle school teachers of English emotionally intelligent in 

their classroom practices? 

RQ3: To what extent do their emotional practices differ relative to gender?  

     As the above research questions are intrinsically related to each other, emotional 

classroom practices will be analysed according to gender. This means that teachers’ 

emotional classroom practices and gender- based emotional classroom practices will 

be analysed at the same time. 

     The questions in section D  (see Appendix C) were adapted from Allen (2014), but 

the researcher added a five point scale- always, often, sometimes, rarely, never- to 

questions two (02) and three (03) as follows:  1) What atmosphere do you think you 

create by being in the classroom? Do you produce energy, enthusiasm, uncertainty or 

doubt?; 2) How often do you use humour in the classroom? Always, often, sometimes, 

rarely, never; 3) How often do you scan the room to spot those struggling or going off-

task? Always, often, sometimes, rarely, never; 4) Do you consider that your comments 

have an impact on all your students, including those within listening distance (those 

you address indirectly)?; 5) Do you make comments about a good work to push 

towards improvements rather than celebrating the success?; 6) Do you praise the 

person or just the work?; 7) What methods of praise do you use to encourage 

students?; 8) What methods of correction do you use when dealing with inappropriate 

behaviour?; 9) What form does your detention take? Is it viewed as a time of 
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punishment or a time of reflection and rebuilding?; 10) When talking with a student, 

do you see them as they are or as what they can become? 

     The above questions fit into the notion of ‘classroom climate’ that captivated 

attention and imagination of scholars long ago. 

     At the end of the questionnaire the teachers were given space to speak their mind 

by means of some comment about their classroom practices and the factors that may 

hinder their emotional development. Thus, this part was designed to explore the degree 

to which teachers’ beliefs mould and determine their emotional development. 

Teachers’ beliefs are accounted for in this research, because teachers’ beliefs and 

attitudes about what constitutes effective teaching may interact with their educational 

decisions and classroom practices (Arnell, 2014).  

4.2.1.2. Pupils’ Questionnaire 

     Teachers’ performance-related questionnaires are mainly based on teachers’ 

opinions about their emotional classroom practices, because of the respondents’ 

natural propensity to give positive response and their desire to affirm positive 

presented items (El-Fiki, 2012). Also, because “sometimes the respondents fill in their 

responses very indifferently, without bothering about their correctness and sometimes 

they deliberately give wrong information” (Singh, 2006, p. 199). This questionnaire 

was addressed to the pupils so as toavoid biases and give as much credibility and 

reliability as possible to our research. Additionally, as the pupils are at their first years 

of English learning, which means that they are at basic level of English language 

proficiency, I translated the questionnaire into Arabic (see Appendix E). Pupils’ 

questionnaire comprises two sections, A and B. Section B is split into B1 and B2 (see 

Appendix D). Section A consists of two items: the first item was designed to collect as 

much significant amount of information on teacher practices as possible in order to 

obtain well- grounded responses. The second item was meant to answer the third 

research question on teacher emotional practices relative to gender: 

RQ3: To what extent do their emotional practices differ relative to gender?  



Chapter Four: Research Design and Procedure 

 

115 
 

     As for section B, it is intended to answer the second and third research questions as 

follows: 

RQ2: To what extent are middle school teachers of English emotionally intelligent in 

their classroom practices? 

RQ3: To what extent do their emotional practices differ relative to gender?  

     Section B includes in total fourteen (14) questions. B1 entails three questions, one 

of which is an open- ended question. They are: 1) When upset, does your teacher use 

appropriate or inappropriate language?; 2) When you get with your teacher in the 

classroom, do you feel safe or threatened (anxious, under pressure, afraid…etc)?; 3) 

What does he/she do to make you feel safe or threatened?. B2 consists of eleven 

questions. They are: 1) Does your teacher use motivating words like “excellent, very 

good…”?; 2) How often does your teacher ask you to do the activities individually, in 

pairs, and in group?; 3) When you ask your teacher for clarifications, does he/she 

welcome your request?; 4) Are these clarifications made in a simple input or an input 

that is beyond your ability?; 5) Does your teacher listen to and understand your 

concerns and problems that you have inside the classroom?; 6) Does your teacher 

listen to and understand your concerns and problems that you have outside the 

classroom?; 7) What kind of relationship has your teacher built with you? Good and 

close relationship or Distant relationship?; 8) To help you understand quickly and 

easily, does your teacher use different voice tones and body language such as facial 

expression, hands…etc?; 9) If yes, how often does he/ she use them? Always, often, 

sometimes, rarely?; 10) Does your teacher treat all the students the same way?; 11) 

Does your teacher smile and tell funny things like jokes? 

     The third question in B1 that is an open-ended question, whose aim was to collect 

both quantitative and qualitative data, categories were provided to describe teachers’ 

behaviours were categorized according to specific features. The behaviours that make 

the pupils feel safe were classified according to the personal (emotional) features of 

effective teachers set by Stronge (2007, pp. 23-31) as follows: (1) caring; (2) fairness 

and respect; (3) social interactions with students; (4) promoting enthusiasm and 

motivating learning; (5) teaching attitudes towards the teaching profession and (6) 
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reflective practice (see Chapter two). As for those that make the pupils feel threatened, 

they were classified by the researcher according to the nature of the teachers’ 

behaviours cited by the pupils. These features are: 1) Frustration; 2) Rudeness and 

Anger; 3) Insult and Humiliation; 4) Inequity; 5) Excessive Self-esteem. 

     Although teachers’ support is based on different dimensions: emotional, 

informational, appraisal, and instrumental (Federici & Skaalvik, 2014; Wong et al. 

2018), the emotional dimension seems to get the lion’s share due to its momentousness 

and weight.  

4.2.1.3. Inspectors’ Questionnaire 

     The questionnaire addressed to the school inspectors is made of five (05) items 

originally included in Allan’s (2014) emotional checklist that we used to describe 

teachers and their teaching routines (see Appendix F). The items are: 1) Classroom 

Routines; 2) Leadership; 3) Mentoring; 4) Coaching; 5) Vision-target.These items 

were taken from the observation checklist because they are found to require a longer 

and more careful observation.Therefore, they were handed in a form of a questionnaire 

to four inspectors, two of whom have more than 20 years of experience in inspection. 

This questionnaire is meant to answer the third research question: 

RQ3: To what extent do their emotional practices differ relative to gender?  

     The five items in the questionnaire addressed to inspectors cover practices related 

to the rules and strategies that the teacher set to trigger their students’ achievement and 

fuel them with expedients and techniques “...to critically analyse the world around 

them in order to develop into critical independent thinkers” (Franklin & Harrington, 

2019, p. 1). According to Moreno Rubio (2009), Wong and Wong (2005) effective 

teachers handle their classrooms with course of actions and routines, while ineffective 

ones teach and train their classrooms with threats and punishments.  

 

4. 2.2. Description of the Observation Checklist 

     To improve the reliability of data and reduce sources of error researchers use 

triangulation (Gray, 2004) and usually add a tool for the data collection. Therefore, in 

addition to the questionnaires addressed to middle school teachers of English, middle 
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school pupils and middle school inspector of English, observation was used to 

triangulate the results. The researcher opted for this approach because it “...provides an 

opportunity to get beyond people’s opinions and self-interpretations of their attitudes 

and behaviours towards an evaluation of their actions in practice” (Gray, 2004, p. 

238). It is also strong on face validity; and can provide rich contextual information, 

enable first-hand data to be collected, reveal mundane routines and activities, and can 

offer an opportunity for documenting those aspects of life worlds that are verbal, non-

verbal and physical (Clark et al., 2009, cited in Cohen et al., 2018, p. 542). Another 

advantage of the observation method, according to (Morrison, 1993, p. 80, cited in 

Cohen et al., 2018, p. 542), is that it helps the researcher to collect data on: 1) the 

physical setting (e.g. the physical environment and its organization); 2) the human 

setting (e.g. the organization of people, the characteristics and make-up of the groups 

or individuals being observed, for instance, gender, class); 3) the interactional setting 

(e.g. interactions that are taking place, formal, informal, planned, unplanned, verbal, 

non-verbal etc.); 4) the programme setting (e.g. resources and their organization, 

pedagogic styles, curricula and their organization). Structured observation was used 

following Gray (2004) and Cohen et al., (2018) as the study is mainly quantitative and 

puts stress on the frequency of the actions performed by the participants. For ethical 

considerations, we used overt observation after Gray (2004) because, like any other 

tool used for collecting data, observation “...requires the informed consent of 

participants, the right not to be observed, permission from the school and the parents, 

and perhaps clearance concerning the researcher’s reliability and safety to work with 

young people in schools” (Cohen et al., 2018, p. 558). 

     In our observation method we used a checklist that we adapted from Allen, 2014 

(see Appendix G). It was modified by the researcher, and divided into two sections: A) 

Physical environment of the classroom; and B) Teachers’ practices. The former section 

that consisted of three (03) items: 1) Light; 2) Heating; 3) Ventilation, was separated 

from the rest of the checklist in order to shed light on the English middle school 

teachers’ working conditions.   
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     Physical environment of the classroom has been a subject of concern to a large 

number of scholars. Thereby, this is classified among the major ingredients that 

determine the success or failure of the teaching/ learning process.  

     Section B is designed to see whether emotional classroom practices of middle 

teachers of English are affected by their gender. It is made of fifteen (15) items, and 

each item consists of a set of questions (see Appendix H). The items are : 1) Welcome 

and introduction; 2) Layout-clean/ tidy/organised; 3) Emotional atmosphere; 4) Safety; 

5) Care; 6) Relevance; 7) Encouragement/ Praise; 8) Positivity; 9) Emotional 

intelligence development; 10) Empathy; 11) Tone; 12) Body language; 13) 

Conversation/relationship building; 14) Direction; 15) Peripheral vision and hearing. 

This section is meant to answer the third research question that follows: 

RQ3: To what extent do their emotional practices differ relative to gender?  

     As the emotional aspect of teaching is multidimensional, and in addition to the 

personal features of the teachers suggested by Stronge (2007), the amalgamation of the 

above items is meant to make an effective and emotionally intelligent teacher. An 

example would be ‘Body language’ that is reported to play a pivotal role in English 

teaching. Body language, including teacher's high spiritual status, humorous speech, 

vivid expressions, and visual gestures  reinforces the effect of verbal education, and 

construct friendly and cooperative relationships between teachers and students (Liu, 

2019). Consistent with this view, Cao and Chen (2017, p.1070) argued that gestures 

create “...a positive outcome to both speakers and listeners. Studies showed that 

gestures not only facilitate L2 learners in second language listening comprehension, 

but also have a crucial impact on the L2 word learning. Also, gestures are used as 

effective teaching strategies in L2 teaching and classroom management”. More 

importantly, body language is also found to boost learners’ interest, hence the reason 

for learning (Tai, 2014). As discussed earlier in the literature review, empathy, as 

another emotional dimension, is regarded as getting access to people’s mind. It 

embraces three components: 1) The ability to understand other people’s intentions and 

goals; 2) The ability to understand other people’s beliefs and thoughts; 3) The ability 

to understand other people’s feelings (Swan & Riley, 2015).  
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4.2.3. Description of the Inspectors’ Reports 

     In addition to the questionnaires where the participants may have the tendency to 

afford positive responses (El- Fiki, 2012), and where “Sometimes the respondents fill 

in their responses very indifferently, without bothering about their correctness and 

sometimes they deliberately give wrong information” (Singh, 2006, p. 199), and in 

addition to the observation checklist that may contain subjectivity of the researcher, 

document analysis has been selected to give more credibility and reliability to our 

research because documents are not subject to researcher’s intervention (Bowen, 

2009), and considered as a primary source when they are the first proof or evidence of 

a fact (Singh, 2006).  

     For the sake of authenticity, accuracy and relevance of material, we used original 

and official reports on teachers’ evaluation written by middle school inspectors of 

English obtained from the Academy of Chlef. These reports were used to answer the 

third research question: 

RQ3: To what extent do their emotional practices differ relative to gender?  

 

      Nowadays, challenges are getting greater and more intense, and teachers are being 

held responsible for the achievement of every single child (Marshall, 2009). The 

selected inspectors who wrote the reports on the teachers have more than twenty years 

of experience in inspection. These reports, or teachers’ evaluation grids, were adapted 

from Marshall’s (2009) teacher evaluation rubrics that include six domains: A) 

Planning and Preparation for Learning; B) Classroom Management; C) Delivery of 

Instruction; D) Monitoring, Assessment, and Follow-Up; E) Family and Community 

Outreach; and F) Professional Responsibilities (see Appendix J). They are  divided 

into five parts (see Appendix I): 1) information related to the teachers such as name, 

date of birth, marital status, nationality, rank, experience, and qualifications; 2) 

evaluation of the context and environment in which teaching takes place, including 

duration of the session, number of enrolled pupils and number of attenders, classroom 

condition, nature of the activity, daily book, lesson plan, progression (syllabus, file and 

lesson progression), teaching materials, log book (keeping and control), students’ 
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copybook (keeping and control), and school work evaluation (written tests, continuous 

assessment, frequency, exam papers keeping, pupils marks).; 3) ‘film of the lesson’ 

which describes the way the lessons and activities are planned and presented by the 

teacher, including receptive skills (reading and listening) and productive skills 

(speaking and writing); 4) comment and advice that concern evaluation of the teacher 

practices such as mastery of the language and content, command of pedagogical skills, 

and relationship with the pupils; 5) conclusion that inspectors draw on teachers’ 

classroom practices. 

     It is worth mentioning that the first, second and fifth parts of the reports are written 

either in Arabic or French, as they are addressed to the stakeholders- schools and 

academy principals; the remaining parts that concern only inspectors are written in 

English. 

     As this research is intended to explore teachers’ emotional intelligence,  teachers’ 

emotional classroom practices  are mentioned in the third, fourth and fifth parts of the 

inspectors’ reports. The teachers’ emotional classroom practices evaluated by the 

inspectors are: 1) Classroom Management; 2) Peer Work; 3) Relationship with 

Students; 4) Students’ Encouragement and Motivation; 5) Classroom Scanning and 

Monitoring; 6) Communication. In order to see the extent to which gender affects 

teachers’ emotional practices, we divided the 50 reports by 2:  25 reports on male 

teachers, and 25 reports on female teachers. 

 

4. 3.  Procedures of Data Collection 

4. 3. 1. Administering the Teachers’ Questionnaire 

     The questionnaire was handed to six (06) teachers, that is, 03 females and 03 males, 

by the researcher during the observational sessions that took place in their respective 

middle schools.  As it has been mentioned above, for the sake of confidentiality, 

teachers names were kept anonymous. The teachers were given one week to hand the 

questionnaires back to the researcher, and in order to obtain as much reliable and 

consistent results as possible, we  gave the teachers some time to read the questions 

and ask for clarification if need be.  
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4. 3.2. Administering the Inspectors’ Questionnaire 

     Since technology is proving to contribute quite effectively in the field of research, 

and as online questionnaires become one of the most accepted ways to carry out a 

scientific investigation (Gray, 2004), the author of this research sent the questionnaire 

as a Word document attached to inspectors’ email addresses. As the inspectors’ 

answers were on their observations, the data were collected seven to fifteen days later. 

E mails were assumed to be faster than other modes of research. Schaefer and Dillman 

(1998, cited in Schonlau et al., 2002, p. 28) stated that responses via emails took an 

average of 9. 16 days to be handed back by the respondents, while those sent by post 

took an average of 14.39 days.  

4. 3. 3. Administering the Pupils’ Questionnaires 

     The questionnaire was administered to 218 pupils by the researcher during the 

English class. The pupils responded to the questionnaire in presence of their teachers, 

and were given thirty (30) to forty (40) minutes. Before handing the questionnaire, the 

researcher introduced herself to the pupils. She then explained the objective of the 

questionnaire to the pupils, making them feel comfortable and assured that their 

answers would be kept anonymous and confidential, and that their teachers would not 

see them. Also, she requested them to answer the questions honestly. For the sake of 

consistency, reliability and credibility, and for fear of influencing pupils’ responses in 

section B2 related to teachers’ practices, the questionnaire was divided into two parts: 

the first part contained sections A and B1, and the second part contained section B2; 

sections A and B1 were administered together but section B2 was handed out 

separately. At the very beginning, the researcher handed only sections A and B1 with a 

small number on the corner, 1 up to 20, according to the number of the students in the 

classroom. Then she asked the pupils to answer the questions keeping that number in 

mind. Twenty (20) minutes later, and after having collected sections A and B1, she 

handed them section B2 with the same number (from 1 to 20) as in sections A and B1. 

That is to say, each pupil was given B2 with a number that corresponds to that 

mentioned on sections A and B1. Ten (10) to twenty (20) minutes later, i.e., the time 
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given to the pupils to answer section B2, the researcher matched sections A and B1 of 

each questionnaire with section B2 (see Appendix D).  

4. 3.4.  Observing the Classes 

     Observation took place in three middle schools in the city of Chlef. These middle 

schools have somehow different characteristics that will be described below. For 

ethical considerations, the names of schools will not be mentioned in the description; 

they will be labelled as school 1, school 2 and school 3 in order of our observation 

sessions. That is, school 1 will be used for the middle school we visited first, school 2 

for the second, and school 3 for the third. 

a) Description of the schools 

School 1 

     This school was built in 2012. It embodies 701 pupils and 03 (one male and two 

female) teachers of English, with an average of 233 pupils for each teacher. In this 

school, the indoor facilities such as snack or coffee bar are inexistent except for the 

rest room and the staff room. This school is terrestrially well located, which makes it 

perfectly exposed to the sun. The classrooms, with the average size of about 40 pupils, 

are maintained and naturally ventilated to a certain extent, and have a quite sufficient 

natural and electrical lighting. The walls of the classrooms are painted in light yellow, 

but not decorated. The tables are fit for use to a certain degree. Finally, doors close 

properly.  

 

School 2 

     This school is made of two parts: the old part is prefabricated and was built in 1981, 

a year after the earthquake that shook the city of Chlef in October 1980; and the 

second part was built in 2015. The school as a whole comprises 1179 pupils and 05 

(one male and four female) teachers of English with an average number of 235 pupils 

for each teacher. In this school, the indoor facilities such as snack or coffee bar are 

non- existent apart from the staff room and the rest room. The old part of the school is 

poorly ventilated, and poorly maintained with dirty and under-equipped classrooms 

painted in purple and covered in graffiti. The light is insufficient, be it natural or 
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electrical. In these classes, containing an average size of 40 pupils, most of the light 

bulbs do not work. The tables are very old and dirty, and most classroom doors do not 

lock properly. The new part of the school has generally clean classrooms with clean 

but undecorated walls painted in light yellow. The classrooms are sunny and naturally 

well ventilated. The tables set in rows are somehow in a fairly good condition and, 

finally, the light bulbs work and the doors close properly. 

 

School 3 

     This is an old school built in 1979. It embraces 710 pupils with 04 (one male and 

three female) teachers of English, and an average of 177 pupils for each teacher. The 

school is surrounded by trees and buildings, which makes natural lighting insufficient, 

if not absent. The indoor facilities such as snack or coffee bar are also inexistent 

except for the rest room and the staff room. The classrooms, with an average size of 40 

pupils, are under- equipped, poorly maintained with poor natural ventilation, and most 

of the time dirty. Most of the light bulbs are broken.The walls of some classes are 

painted in grey and covered with graffiti, and walls of other classes are painted in light 

yellow.They are clean but without decoration. The tables set in rows and are very old 

and full of drawings and graffiti. Some classes have too old and broken chairs that 

sometimes pupils do not find where to sit down and attend classes in a standing 

position. Finally, door locks and handles of these classes are broken or missing.  

 

b) Observation Procedure 

     Teachers’ observation session started the first week of March 2019, after we 

obtained an official authorisation from the Academy of Chlef signed on February 20th, 

2019 (see Appendix M). To obtain this authorisation, the researcher submitted an 

official request to the Academy on December 04th, 2018 (see Appendix K).  As 

previously mentioned, the researcher first targeted three male and three female English 

teachers from three middle schools in the city of Chlef: Cherif Djebbour, Benali 

Khaldi, and Salah Kiouar, with the intention of expanding her study to more schools. 

These middle schools were selected, for they are the only middle schools that have a 

male teacher each. Because of time constraints, and as eight (08) sessions of 
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observation were devoted to every single teacher, it was not possible to observe all 

three schools. Consequently, only two were observed (school 1 and school 2). After 

four sessions of observation in the school 3, we were obliged to stop it because of the 

final exams that started to take place by the second week of May 2019. The rest of the 

sessions were intended for the same period of the following school year. Then, due to 

COVID-19 pandemic, all the classes were stopped from March 2020 till November 

2020.This fact significantly impeded the progress of the observation sessions. The 

strict sanitary measures, such as social distancing, forced the decision-makers to 

reduce the number of pupils to 20 or 18 per class in some schools, and the time allotted 

to subject courses from one (01) hour to forty-five (45) minutes. As a result, we started 

new observation sessions from March 2021 to May 2021 and devoted eight (08) 

sessions to each teacher. These strict sanitary measures also prevented us from moving 

to other distant schools that have male and female teachers.  As it has been stated 

above, the teachers were informed of the observation, and before starting observing 

them, we checked if the light was working. The observation sessions that lasted for 

forty five (45) minutes each, covered first year, second year, third year and fourth year 

classes with a variety of lessons such as the past simple tense; the quantifiers; the time 

markers; the comparative and superlative forms; silent letters; English vowels; the 

present perfect tense; English prefixes: dis-, in-, un-, ir-, il-, im-; and the imperative. 

4.3.5. Collecting Data from Inspectors’ Reports 

     As it has already been mentioned, inspectors’ reports were used to conduct a 

comprehensive examination of the emotional classroom practices of teachers, as the 

limited number of six teachers with whom we were able to work was deemed 

insufficient for the current research. These reports are the adapted version of 

Marshall’s (2009) teacher evaluation rubrics that entails six domains: Planning and 

Preparation for Learning, Classroom Management, Delivery of Instruction, 

Monitoring, Assessment, and Follow-Up, Family and Community Outreach, and 

Professional Responsibilities. Inspectors’ reports are divided into five parts (see 

Appendix I): 1) information related to the teachers such as name, date of birth, marital 

status, nationality, rank, experience, and qualifications; 2) evaluation of the context 
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and environment in which teaching takes place; 3) ‘film of the lesson’ which describes 

the way the lessons and activities are planned and presented by the teacher; 4) 

comment and advice that concern evaluation of the teacher practices; 5) conclusion 

that inspectors draw on the teachers’ classroom practices. As this research is intended 

to explore teachers’ emotional intelligence, the researcher stresses teachers’ emotional 

classroom practices that are mentioned in the third, fourth and fifth parts of the 

inspectors’ reports. Teachers’ emotional classroom practices evaluated by the 

inspectors are: 1) Classroom Management; 2) Peer Work; 3) Relationship with 

Students; 4) Students’ Encouragement and Motivation; 5) Classroom Scanning and 

Monitoring; 6) Communication. In order to see the extent to which gender affects 

teachers’ emotional practices, the researcher divided inspectors’ reports, whose total 

number was 50, into two: 25 reports on male teachers, and 25 reports on female 

teachers. 

 

4. 4. Procedures of Data Analysis 

     For a reliable analysis of the collected data, we used two methods that seemed to 

best fit a mixed methods design. For the quantitative data, we used statistical analysis 

and presentation of results based on tabulation, pie and bar charts. Unlike teachers’ 

questionnaire data which were analysed both quantitatively and qualitatively, 

pupils’questionnaire, emotional intelligence classroom checklist and inspectors’ 

questionnaire have been quantitatively analysed and presented in a tabular form to 

answer the research questions that follow: 

RQ2: To what extent are middle school teachers of English emotionally intelligent in 

their classroom practices? 

 RQ3: To what extent do their emotional practices differ relative to gender? 

4.4.1. Procedure of Analysis of Teachers’ Questionnaire Data 

     Teachers’ questionnaire consists of four sections: A, B, C and D. As mentioned 

above, teachers’ questionnaire is analysed both quantitatively and qualitatively. 

Sections A and D and the first question of section C are analysed through a tabular 

form and pie chart respectively. Though questions (7) ‘What methods of praise do you 
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use to encourage students?’ and (8) ‘What methods of correction do you use when 

dealing with inappropriate behaviour?’ in section D are open-ended questions that 

require a qualitative analysis, we analysed them quantitatively by means of 

quantitative content analysis.We classified teachers’ answers according to their nature, 

then analysed them quantitatively (see below the inspectors’ report data analysis). Our 

aim from this analysis is not only to have an insight on the methods of praise and 

correction the teachers use, but also evaluate how much and how often these methods 

are used. To gauge the extent to which the teachers use humour in the classroom and 

scan the room to spot struggling or going off-task, as asked respectively in  questions 

(2) and (3) in section D, we used the ordinal scale which includes always, often, 

sometimes, rarely and never .  While analysing teachers’ response to questions (6) ‘Do 

you praise: a) the person, b) just the work?’ and (10) ‘When talking with students, do 

you see them: a) as they are or b) as what they can become?’, we added a third value to 

variables, that is “both” when teachers answers to both (a) and (b).  

     Section B, the last two questions of section C, and teachers comments were 

analysed qualitatively. These parts of the teachers’ questionnaire could be analysed 

qualitatively because the number of the participants that is six (06) in total responded 

to one of the requirements of the qualitative method that “…often works with small 

samples of people…” (Gray, 2004, p.323), and that affords better data when it 

comprises less than 20 participants (Crouch & McKenzie, 2006, cited in Renwick, 

2019). In this case, the variables varied in kind not in amount (Christensen, 2001, cited 

in Marczyk, et al., 2005, p.49).  

4.4.2. Procedure of Analysis of Pupils’ Questionnaire Data 

    Pupils’ questionnaire is made of two parts: part A and part B which in turn is split 

into B1 and B2. In order to analyse the two items in part (A) of the pupils’ 

questionnaire, the researcher used numeral scales and percentages. As this study was 

conducted during the social distancing that was imposed by the Covid- 19 pandemic, 

the pupils in item one were classified according to the years of study that they were in, 

from year 1 to year 4. This classification was believed to be a crucial element for a 

good interpretation of the findings.  In question (2) in B1 the pupils were given two 
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options, i.e., they were asked to say whether they feel safe or threatened (see 

Appendix: D). However a number of them said that sometimes they feel safe and 

sometimes threatened. These pupils’ response urged us to add a third value that 

represents both feelings. The addition of such value also concerns questions (6), (7), 

(8), (9) in B2. Question (3) in B2 ‘What does your teacher do to make you feel safe or 

threatened?’ that is qualitative in nature was analysed quantitatively. The pupils’ 

answers about their teachers’ classroom practices were divided into two: positive 

practices and negative practices. We classified the teachers’ positive practices 

according to the personal features of an effective teacher that were set by Stronge 

(2007) in earlier chapters of this thesis. We also classified the negative practices 

according to the nature of the pupils’ responses. In the analysis of question (5) in B2 

‘How often does your teacher ask you to do the activities individually, in pairs, and in 

group?’ we used three separate tables that represent the three types of activities used 

by the participants in class , that is individual work , pair work and  group work. To 

analyse open-ended question (3) addressed in the pupils’ questionnaire, we used 

quantitative content analysis (see below the inspectors’ report data analysis). 

 

4.4.3. Procedure of Analysis of Observation Checklist Data 

     We used the Emotional Intelligence Classroom Checklist adapted from Allen’s 

(2014) during the classroom observation sessions in order to obtain data in relation to 

the physical and emotional aspects of the classrooms. As described earlier (section 

4.1.2.), we divided the classroom checklist into two sections: Section A was devoted to 

observation of the physical environment of the classrooms, and section B focused on 

teachers’ emotional classroom practices. Physical classroom features in section A are 

split into sub-features that vary in number (from one to three features), and emotional 

classroom practices in section B are divided into sub-practices that also vary in 

number (from one to five practices) (see Appendix H). To calculate the frequency of 

each practice observed during the eight observation sessions, we measured the central 

tendency of sub-practices by means of ‘mode’. In other words, the frequency that 

received the highest number in our data set was considered as the mode, thus the value 

of a practice performed by every single teacher. In cases of ‘bimodal’ sets, where two 
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frequencies receive the highest number, both frequencies were taken into account. 

That is to say, when the same teacher was found to perform a practice with two 

equally rated frequencies, both frequencies were calculated. We resorted to the mode 

as a measure of the central tendency of the teachers’ practices because it is easy to 

understand and calculate and it is not affected by extreme values (Hayes, 2022). 

     As the classroom observation checklist is designed to answer the third research 

question on gender-related emotional intelligence, we focused attention on gender- 

based emotional classroom practices. With respect to gender, the percentage of each 

practice was calculated according to the gender group. Then, in order to obtain 

accurate findings related to gender-based discrepancies, the data were analysed based 

on the obtained average scores of all teachers’ classroom practices through calculating 

the total of variables divided by the number of teachers’ classroom practices. Here, we 

had recourse to the ‘mean’ as the statistical measure because it is considered as the 

best way of measurement when “…a reliable and accurate measure of central tendency 

is needed…” (Singh, 2006, p. 292). 

4.4.4. Procedure of Analysis of Inspectors’ Questionnaire Data 

     As mentioned earlier, the questionnaire addressed to the inspectors is the sequel of 

Allen’s (2014) emotional intelligence classroom checklist. We addressed this part to 

the inspectors because it tackles five teachers’ practices ‘Classroom Routines, 

Leadership, Mentoring, Coaching, Vision-target’ that are found to require longer time 

of observation and a greater focus. Again, these practices were divided into sub- 

practices that vary from one to two practices. This part was analysed in the same way 

as the first and the second parts of the emotional classroom checklist that represent the 

physical environment of the classrooms and the teachers’ practices we observed. The 

data were analysed based on the obtained average scores of the teachers’ classroom 

practices through calculating the total of variables divided by the number of teachers’ 

classroom practices. For the sake of more reliable findings, we also had recourse to the 

mean as the statistical measure of the collected data. 
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4.4.5. Procedure of Analysis of Inspectors’ Reports Data 

     The total number of inspectors’ reports is 50. We content analysed the 50 reports. 

But we could not do the interpretative phenomenological analysis (IPA) of the data 

because the latter requires a minimum of 3 and a maximum of 6 participants (reports), 

for a single study, as stated by Smith et al. (2009). Thus, we used quantitative content 

analysis approach where textual data in the inspectors’ reports were converted to 

numeric data (Rose, 2015). We started coding units according to our research question 

and the concepts to be identified in our analysis. Then we put the coding units into 

categories- the coding has been done by one single person who was the researcher of 

this dissertation.We, finally, analysed the data quantitatively.We opted for this 

approach as it is a “...flexible research approach that can be applied to a wide variety 

of text sources.” (Rose, al., 2015, p. 7). 

 

4.4.6. Dealing with the Missing Data  

     As any other researchers, we encountered missing data during our analysis. Missing 

data occurred because either the participants did not know the answers or they skipped 

the items accidentally or purposefully (Grace-Martin, 2021). To handle this issue, we 

applied the listwise deletion approach that suggests analysing only the cases with 

complete data (Bell, 2009; Grace-Martin, 2021). We had recourse to this approach 

because it is the default in the majority of statistical applications, and it is extremely 

straightforward to operate (Grace-Martin, 2021). 

 

Conclusion 

     This chapter on research design and procedure has described the procedures of data 

collection and data analysis. It includes a full description of the three research tools, 

and of their administration to the participants, that is a first questionnaire addressed to 

06 middle school teachers of English, a second questionnaire addressed to 218 pupils 

of these teachers, and a third questionnaire addressed to 4 middle school inspectors of 

English. Also a description of the observation sessions that took place in three middle 

schools of the city of Chlef, and 50 official inspectors’ reports that we obtained from 

Chlef academy. Concerning the procedures of data analysis, and for the purpose of 
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reaching as reliable and accurate findings as possible, a set of techniques, approaches 

and statistical measurements were implemented. In the following chapter, entitled 

“Presentation and analysis of the results”, we report, present and analyse the findings 

in detail, making use of statistical representations like tabulation with graphical tools 

like pie and bar charts. 
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Chapter Five 

Presentation and Analysis of the Results 

 

Introduction 

     This chapter aims to present and analyse the results of the present study. It includes 

five main sections. Section 5.1. deals with the analysis of the teachers’ questionnaire 

responses while  section 5.2 deals with the pupils’ questionnaire responses; section 5.3 

is devoted to the analysis of the observation data while section 5.4 refers to the 

analysis of the inspectors’ questionnaire responses; finally, section 5.5. deals with the 

analysis of the inspectors’ report data.       

     As explained in the General Introduction, the present study does not intend to test 

any hypothesis as it is fundamentally exploratory in nature and seeks to answer the 

three research questions below:  

RQ1: To what extent are middle school teachers of English aware of emotional 

intelligence as a way to improve their teaching? 

RQ2: To what extent are middle school teachers of English emotionally intelligent in 

their classroom practices? 

 RQ3: To what extent do their emotional practices differ relative to gender?  

      

5.1. Analysis of Teachers’ Questionnaire Responses 

5.1.1. Section A: Responses to questions on teachers’ gender 

     As stated in the previous chapter, this section includes information on teacher 

gender. It is designed to answer the third research question 
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Table01: Teachers’ distribution in terms of their gender 

Male Teachers Female Teachers 

Number Percentage Number Percentage 

03 50% 03 50% 

 

 

     The above table shows gender distribution of the sample made of 50.00% of male 

teachers, and 50.00% of female teachers.  

5.1.2. Section B: Responses to four open questions 

     This section contains four qualitative questions. The latter were designed to see 

whether or not teachers’ motivational orientations and willingness have an impact on 

their emotional intelligence. 

 Analysis of Teachers’ Responses to question (1) 

Question 01: Why have you chosen teaching as a career? 

     Teachers afforded an array of responses through which they expressed their 

positive attitudes towards teaching and showed that they have willingly chosen 

teaching as a career. Teachers’ verbatim responses are stated below. 

 Teachers’ Positive Attitudes about Teaching 

“I have chosen teaching as a career because it is a noble profession through which we 

can shape the lives of young people.” 

“Because I consider learning is very important for the next generation.” 

“Because I love teaching culture and knowledge, and sharing talents.” 

“Because it is a noble vocation rather than a means of making a living.” 

“Because it is a neat and proper work.” 
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“Since I was a good pupil, I liked to be a teacher.” 

 Analysis of Teachers’ Responses to question (2) 

Question 02: What is the best thing about the job? 

     Teachers provided various opinions about their job, most of which lay stress on 

dealing with children, as some of the answers demonstrate: 

 “The best thing about the job is dealing with the kids because I love them since my 

childhood.” 

“Dealing with kids and providing them with new knowledge.” 

“The best thing is the innocence of the kids and their ability to be good citizens.” 

“The best thing is to work with learners (persons).” 

“Teaching enables me to share knowledge, culture, values and experiences.” 

“Teaching is the job of prophets, peace and prayer be upon them.” 

 Analysis of Teachers’ Responses to question (3) 

Question 03: What does the classroom represent to you? 

     The analysis of this question reveals the convergence of the teachers’ opinions 

about the classroom. The answers reflect the teachers’ positive attitudes towards the 

classroom, and describe the classroom as an agreeable and comfortable place where 

knowledge can be shared and exchanged. Respondents went further to claim the 

classroom to be a place where they feel like home. Some teachers’ own words are 

illustrated as follows: 

 Teachers’ Positive Views about the Classroom 

“The place which enables me to share knowledge with my pupils.” 

“The class is the atmosphere that helps the learners to learn.” 

“As my second home- society.” 
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“It is my personal favourite and best world.” 

“It is my life and my personal world. It is my scene and I am the principal actor.” 

“It represents the home of having or learning and studying new items and new things.” 

 Analysis of Teachers’ Responses to question (4) 

Question 04: To what extent does the physical environment of the classroom affect 

your behaviour? 

     The obtained answers reflect a diverging view about how the physical environment 

affects teachers’ behaviour in the classroom. Some teachers expressed their 

discontentment, frustration and discouragement to do well when something goes 

wrong in the classroom like lack of electricity. Others, on the other hand, insisted on 

their resistance or resilience to difficulties, or ‘impermeability’ no matter how difficult 

the environment is. Their answers are stated as follows: 

 Teachers’ Diverging Perspective on the Way Classroom Affects their 

Behaviour 

1.“I would be so unsatisfied because we can’t work in such conditions when there is 

something missing like light.” 

2.“It disables the teacher to behave well”. 

3.“For me, I don’t care about the problems in the classroom. I just try to make the 

pupils neglect problems in order to be better learners.” 

4.“I allow myself to be affected only positively by the environment of the classroom.” 

5.“I allow the environment to affect me only positively because I am old hat in 

teaching.” 

5.1.3. Section C: Responses to questions on awareness of EI 

     This section embraces three (03) questions; the first one is meant to collect 

quantitative data. These questions are designed to see whether or not middle school 
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teachers of English are aware of the emotional side of the teaching/learning process, 

and the extent to which the weekly seminars they attend with the school inspectors 

assist and boost them to develop their emotional side. 

 Analysis of Teachers’ Responses to question (1) 

Question 01: Do you attend the weekly seminars and conferences organized by your 

institutions? 

 

Figure 01: Conferences and Workshops Teachers’ Attendance  

 

     The analysis of the responses, summarized in the above pie, shows a out of six male 

and female teachers, 83.33% attend weekly seminars, conferences and workshops 

organized by their institution, and only 16.66% miss these professional meetings.  

 

 Analysis of Teachers’ Responses to question (2) 

Question 02: What do these seminars and conferences provide you with? 

     The collected data reveal that all the participants are in favour of the weekly 

seminars and conferences that the teachers attend. It seems that these seminars have a 

dual function, in that they focus on both the technical and emotional side of the 

teaching/ learning process. Some teachers’ responses are cited as follows. 
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1.“We can get profit from these seminars because they help us to do well with the 

work.” 

2.“They are in close relationship with psycho-pedagogy and practical tips of teaching.” 

3.“They provide us with new methods and techniques which show us how to deal with 

the learners in the class.” 

4.“The seminars provide me with many techniques and the way to deal with the 

lessons and pupils.” 

5.“New tips and techniques in the field of pedagogy and psycho-pedagogy.” 

 Analysis of Teachers’ Responses to question (3) 

Question 03: If given the opportunity, what changes would you bring to your 

professional development? 

     Teachers’ answers show that in spite of their positive attitudes towards the seminars 

and conferences they attend, they still wish the latter could bring something new to 

their professional development. However, it is important to mention that most of the 

responses related to the changes that teachers would like to bring to their development, 

reveal their lack of awareness and significance of emotional intelligence, and its 

important role in teaching/learning, as some of their responses below show: 

1.“I would change the methodology of teaching English and encourage teachers to be 

more eclectic. 

2.“Changing the syllabus because it isn’t adequate with the learners’ level.” 

3.“I wish for more freedom in teaching. Teachers should be free to teach.” 

4.“We should have 20 or 22 pupils in class in order to improve the pupils level.” 

5.“I’ll bring what is important and change what is boring.” 

6.“I would learn more about didactics and psycho- pedagogy because it is important to 

know how to deal with the learners.” 
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5.1.4. Section D: Responses to questions on teachers’ emotional practices 

     This section entails ten (10) questions regarding teachers’ emotional practices in the 

classroom. These questions were intended to collect data so as to answer the second 

and third research questions. 

 Analysis of Teachers’ Responses to question (1) 

 

Question 01: What atmosphere do you think you create by being in the classroom? Do 

you produce a) energy, b) enthusiasm, c) uncertainty, or d) doubt? 

 

Table 02: The atmosphere created by the teachers in the classroom 

 

 

The atmosphere created by the teachers 

Energy (03) Enthusiasm (01) Enthusiasm and 

Energy (02) 

Uncertainty (0) Doubt (0) 

M (0) F (03) M (01) F (00) M (02) F (00) M (00) F(00) M (00) F(00) 

00.00% 100% 33.33% 00.00% 66.66% 00.00% 00.00% 00.00% 00.00% 00.00% 

 

Total 50.00% 16.66% 33.33% 00.00% 00.00% 

      

     The above table indicates that the atmosphere created by the teachers is rather 

positive in that half (50%) of the respondents claimed to be energetic, and 16.66% 

stated to be enthusiastic in the classroom. 33.33% of the teachers contended that they 

are energetic and enthusiastic at the same time. Taking gender into account, all the 

female teachers (100%) are found to diffuse energy among their pupils, while their 

male counterparts spread out either enthusiasm (33.33%) or enthusiasm and energy 

(66.66%) but none of the male teachers (00.00%) is found to be purely energetic. 
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 Analysis of Teachers’ Responses to question (2) 

Question 02: How often do you use humour in the classroom? 

Out of 06 (100%) respondents, 05 (83.33%) answered the question as follows: 

 

Table 03: Frequency of the use of humour by the teachers in the classroom  

 

Teachers’ 

practice 

 

Frequency 

 

Humour 

Always Often Sometimes Rarely Never 

M (01) F (01) M (01) F (02) M (00) F (00) M (00) F (00) M (00) F (00) 

50.00% 33.33% 50.00% 66.66% 00.00% 00.00% 00.00% 00.00% 00.00% 00.00% 

Total 40.00% 60.00% 00.00% 00.00% 00.00% 

 

     The findings point out to the fact that both male and female teachers use humour 

in their teaching but in different degrees; it is often used by 60% of the teachers, 

while 40% claim that they always use it. Regarding teachers’ gender, humour seems 

to be more often used by male teachers than their female counterparts with 50% and 

33.33% respectively. 

 

 Analysis of Teachers’ Responses to question (3) 

Question 03: How often do you scan the room to spot those struggling or going off-

task? 

Out of 06 (100%) respondents, 05 (83.33%) answered the question as follows: 
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Table 04: Frequency of the classroom scanning by the teachers. 

 

Teachers’ 

practice 

 

Frequency 

 

Classroom 

Scanning 

Always Often Sometimes Rarely Never 

M (01) F (00) M (00) F (02) M (01) F (01) M (00) F (00) M (00) F (00) 

50.00% 00.00% 00.00% 66.66% 50.00% 33.33% 00.00% 00.00% 00.00% 00.00% 

Total 20.00% 40.00% 40.00% 00.00% 00.00% 

      

     As seen in table 04 above, male and female teachers who always scan the room to 

spot struggling or going off-task students represent only 20%. Those who often and 

those who sometimes scan the room represent 40% of the respondents. 50% of male 

teachers stated that they always scan the classroom, while none (00%) of the female 

teachers was found to scan it at this degree of frequency. On the other hand, 66.66% of 

the females affirmed to often scan the classroom. 50% of male teachers sometimes 

scan the classroom, while only 33.33% of their female counterparts sometimes do.  

 Analysis of Teachers’ Responses to question (4) 

Question 04: Do you consider that your comments have an impact on all your 

students, including those within listening distance (those you address indirectly)? 

Out of 06 (100%) respondents, 05 (83.33%) answered the question as follows: 
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Table 05: Impact of the teachers’ comments on the pupils. 

 

Impact of the Teachers’ 

comments 

Yes No 

M (02) F (02) M (01) F (00) 

66.66% 100% 33.33% 00.00% 

Total 80.00%   20.00% 

 

     The findings reveal that most (80%) of the teachers estimate that their comments 

have an impact on their learners, while only 20% of them asserted that their comments 

do not.  100% of the female teachers against 66.66% of male teachers believe that their 

comments have an influence on the pupils. 33.33% of male teachers claimed that their 

comments have no influence on their pupils, while none (00%) of their female 

counterparts affirmed that their comments are uninfluential. 

 

 Analysis of Teachers’ Responses to question (5) 

Question 05: Do you make comments about good work: a) to push towards 

improvements, or b) to celebrate the success? 

Out of 06 (100%) respondents, 05 (83.33%) answered the question as follows: 

 

Table 06: Comments about good work that the teachers make.  

 

Comments about  good 

work 

Yes No 

M (03) F (02) M (00) F (00) 

100% 100% 00.00% 00.00% 

Total 100%   00.00% 
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     The results reveal that the all the teachers (100%) make comments about good work 

to boost their learners to do better. In the matter of gender, both male and female 

teachers have scored high (100%) in relation to comments about good work. 

 

 Analysis of Teachers’ Responses to question (6) 

Question 06: Do you praise a) the person, b) just the work? 

 

Table 07: Type of praise that the teachers use. 

 

Type of praise 

The person The work Both the work and 

the person 

M (01) F (03) M (00) F (00) M (02) F (00) 

33.33% 100% 00.00% 00.00% 66.66% 00.00% 

Total 66.66% 00.00% 33.33% 

 

     As illustrated above, more than half (66.66%) of the respondents praise the person 

rather than the work. On the other hand, 33.33% of the teachers stated that they opt for 

praising both the work and the person. It is worth noting that all the female teachers 

(100%) against only 33.33% of their male counterparts claimed to praise the person. 

However, the rest of male teachers (66.66%) are found to praise both the person and 

the work. 

 

 Analysis of Teachers’ Responses to question (7) 

Question 07: What methods of praise do you use to encourage students? 

Teachers’ responses were split by the researcher into two methods of praise according 

to the nature of their responses, as shown in the following table: 
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Table 08: Methods of praise that the teachers use to encourage their pupils. 

 

 

Method of praise 

Using motivating words and 

compliments (excellent, very good, well 

done, thank you...) 

Giving rewards (extra points, 

books, sweets, stickers...) 

M (3) F (2) M (0) F (1) 

100% 66.66% 00.00% 33.33% 

Total 83.33% 16.66% 

 

     The findings show that the six teachers that represent 100% of the population 

sample use an array of praise to encourage their pupils. It could be split into two 

methods: 1) using motivating words and compliments; 2) giving rewards. The former 

method appears to be used the most, in that 83.33% of the responses stated that they 

use motivating words such as excellent, very good, well done, thank you...etc. On the 

other hand, only 16.66 % of the respondents are reported to give rewards to their 

learners. Referring to gender, all male teachers (100%) are found to use only 

motivating words and compliments. With respect to female teachers, 66.66% use only 

motivating words and compliments, whereas 33.33% of them use rewards. 

 

 Analysis of Teachers’ Responses to question (8) 

Question 08: What methods of correction do you use when dealing with inappropriate 

behaviour? 

Here again, teachers’ answers were divided into two methods of correction according 

to the nature of their answers as indicated below: 
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Table 09: Methods of correction that the teachers use when dealing with inappropriate behaviour.  

 

Methods of 

correction 

Pieces of advice and nice words Both pieces of advice and 

punishment 

M (02) F (03) M (01) F (00) 

66.66% 100% 33.33% 00.00% 

Total 83.33% 16.66% 

 

     The table 09 above discloses that the teachers have different ways or techniques of 

correction that can be split into two methods of correction: 1) pieces of advice and nice 

words; 2) punishment. It appears that these methods are not used at the same rate. As a 

matter of fact, most of the teachers (83.33%) give advice and use nice words when 

dealing with inappropriate behaviour, while 16.66% give advice and use nice words, 

but also use punishment. In relation to gender, 100% of female teachers seem to have a 

tendency to give pieces of advice and use nice words to correct their students’ 

misconduct. On the other hand, 66.66% of male teachers give pieces of advice and use 

nice words, and 33.33% use both methods. 

 Analysis of Teachers’ Responses to question (9) 

Question 09: What form does your detention take? Is it viewed a) as a time of 

punishment, b) as a time of reflection and rebuilding? 

 

Out of 06 (100%) respondents, 05 (83.33%) answered the question. 
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Table 10: Form of detention used by the teachers. 

 

 

Form of detention 

A time of punishment A time of reflection and 

rebuilding 

M (00) F (00) M (02) F (03) 

00.00% 00.00% 100% 100% 

Total 00.00% 100% 

 

      

     The above findings indicate that none of the teachers (00%) regards the form of 

detention as a time of punishment, when all (100%) of them reckon it is a time of 

reflection and rebuilding. It is worth mentioning that the form of detention is equally 

considered as a time of reflection and rebuilding by female teachers and their male 

counterparts with 100% each. 

 

 Analysis of Teachers’ Responses to question (10) 

 

Question 10: When talking with students, do you see them a) as they are or b) as what 

they can become?  

Out of 06 (100%) respondents, 05 (83.33%) answered the question. 

 

Table 11: The way teachers see their pupils. 

 

The way 

teachers see 

their pupils 

As they are  

(01) 

As they can become 

(03) 

Both as they are and as 

they can become (03) 

M (0) F (1) M (1) F (2) M (2) F (0) 

00.00% 33.33% 33.33% 66.66% 66.66% 00.00% 

Total 16.66% 50.00% 33.33% 
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     The above table shows that half (50.00%) of the participants see their learners as 

they can become, while only 16.66% see their learners as they are. On the other hand, 

33.33% of the teachers claimed that they see their pupils both as they are and as they 

can become. With regard to gender, 66.66% of female teachers see their pupils as they 

can become, while the same percentage of their male counterparts (66.66%) see their 

pupils both as they are and as they become. In addition, none (00.00%) of the male 

teachers against 33.33% of their female counterparts are found to see their learners as 

they are.  

5.1.5. Analysis of Teachers’ Further Comments in the Teachers’ Questionnaire  

     Teachers provided a wide range of comments, all of which are related to the 

unpleasant and difficult circumstances affecting the way they behave in the classroom. 

Some answers, however, demonstrate that regardless of these conditions, teachers still 

feel comfortable with their job since they do it for love and by choice. Additionally, 

they consider teaching as a golden opportunity that makes them learn, share and 

disseminate knowledge. It is noteworthy that the dreadfulness and nastiness of the 

teaching conditions they reported are due to a set of reasons, such as: 1) the unsuitable 

teaching method that impedes the learning process; 2) the syllabus that is beyond the 

learners’ intellectual capabilities; 3) the coursebook that is confusing and  often 

unsuitable because it does not respond to the learners’ needs; 4) lack of freedom that 

hampers teachers from doing their job the way they think fits best their objectives; 4) 

arbitrary and zealous behaviour of certain officials; 5) long-lasting unfavourable 

teaching conditions that make certain teachers feel bored and tired, therefore angry. 

Excerpts of some verbatim teachers’ comments are cited below. 

1. “Teaching is a good job. I have taught for many years. It is hard to teach more 

than 20 years. Now, I feel tired and I get angry when my pupils do not do their 

homework. I sometimes punish them in order to do their tasks and study to be 

good learners.” 

2. “Teaching is a hard and tiring job. We should always find the suitable method 

to do or give lessons in order to get the pupils understand the lesson. Teachers 

must be respectful and not tolerant with the pupils.” 
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3. “Teaching in middle school these last ten years becomes hard because the 

programme goes beyond the learners’ level. Even the book ‘The course book’ is 

not well organised. It contains some lessons that don’t fit the learners’ needs 

and doesn’t have a relation with the learning objectives.” 

4. “Teaching is really a tiring work but I like it because of its benefits that 

influence our attitudes as teachers. Dealing with beginners is so exciting and 

delightful”. 

5. “I believe that all the teachers of English can do their best if they are let on their 

own. Teaching is an art and science. Therefore they need to be free. The freer 

we are, the better we do. Teachers need freedom to feel at ease and work well.” 

6. “I recognise that teachers should take pupils’ behaviour into account because 

through their behaviour you can know the extent to which they are motivated. 

The problem this year is the arbitrariness of our headmistress namely in relation 

to timetables.”  

 

5.2. Analysis of Pupils’ Questionnaire Responses 

     This section is meant to answer the second and third research questions. It presents 

the results of the pupils’ questionnaire analysis. The data were collected to obtain 

pupils’ views on their teachers’ emotional practices. The questionnaire was 

administered to the pupils in Arabic. The responses of the respondents were also 

provided in Arabic, and translated into English by myself, the author of this research. 

Numeral scales and percentages are used for the analysis of the pupils’ answers to each 

question. As described in chapter 4, pupils’ questionnaire is divided into two parts: (A) 

and (B) which is in turn split into (B1) and (B2). The first part (A) of this section 

includes two items, as indicated below: 

 

Section A 

 Biographic Background of the Pupils 

     The table below summarizes the biographic information of the participants (pupils).  

 

Our corpus includes 218 respondents: 



Chapter Five: Presentation and Analysis of the Results 

147 
 

Table 12: pupils’ distribution in terms of school year of study  

Pupils’ middle 

school year of 

study 

First year 

(27) 

Second year 

(79) 

Third year 

(82) 

Fourth year 

(30) 

12.38% 36.23% 37.61% 13.76% 

 

 Teachers’ Gender 

     The following table demonstrates the teachers’ distribution in terms of gender 

according to the pupils’ answer.  50.45% of the respondents claimed being taught by 

male teachers; 49.54% said that their teachers are females. 

 

Table 13: Teachers distribution in terms of gender according to the pupils 

Male teachers Female teachers 

50.45% 49.54% 

 

     The second part (B) of this section that includes (B1 and B2) reports pupils’ 

responses. Numeral scales and percentages are used for the analysis of the pupils’ 

answers to each question. 

 

Section B:  B1 

 

 Analysis of Pupils’ Responses to question (1) 

Question One: When upset, does your teacher use: a) appropriate, b) inappropriate 

language? 
 

The participants 218 (100%) answered the question as follows: 
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Table 14: Type of language used by the teachers when upset. 

 

 

Type of 

Language 

Appropriate Language (182) Inappropriate Language (36) 

Male Teachers 

(86) 

Female Teachers 

(96) 

Male Teachers 

(24) 

Female 

Teachers (12) 

47.25% 52.74% 66.66% 33.33% 

Total 83.48% 16.51% 

 

      

     The answers reported by 83.48% of pupils suggest that teachers use appropriate 

language, while 16.51% claim their teachers to use inappropriate one when they are 

upset. 52.74% of the pupils claimed that their female teachers use appropriate 

language, while 47.25% stated that male teachers use appropriate language. As for the 

inappropriate language, the above table indicates that 66.66% of the pupils claimed 

their male teachers to use inappropriate language in the classroom when upset, while 

33.33% reported their female teachers to use it. 

 

 Analysis of Pupils’ Responses to question (2) 

Question 2: When you get with your teacher in the classroom, do you feel: a) safe, b) 

threatened (anxious, under pressure, afraid…etc)? 

 The participants 218 (100%) provided the following answers: 
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Table 15: Pupils’ feelings when they get with their teachers in the classroom 

 

 

Feeling 

Safe (183) Threatened (9) Sometimes safe 

sometimes Threatened 

(26) 

M (90) F (93) M (09) F (00) M (11) F (15) 

49.18% 50.81% 100% 00.00% 42.30% 57.70% 

Total 83.94% 04.12% 11.92% 

 

      

     The table above shows that the largest part (83.94%) of the pupils feel safe with 

their teachers, while 04.12% of them stated that they feel threatened. On the other 

hand, another group of the pupils that represents 11.92% declared that they sometimes 

feel safe and sometimes threatened. With regard to gender, the pupils who feel safe 

50.81% reported that they feel safe with their female teachers, and 49.18% with their 

male teachers. Those who feel sometimes safe and sometimes threatened, 57.70% feel 

so with their female teachers, and 42.30% with their male teachers. It is important to 

mention that none (00.00%) of the pupils feel thoroughly threatened by the presence of 

their female teachers in the classroom.  

 Analysis of Pupils’ Responses to question (3) 

Question 03: What does your teacher do to make you feel safe or threatened? 

This question asks pupils’ about their teachers’ behaviour in class. As the pupils were 

given the opportunity to provide freeform answer, a great number of their responses 

were rated in different categories. 

Table 16 below is about teachers’ practices that make pupils feel safe in the classroom. 
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Positive 

Teachers 

behaviours 

Caring (124) Fairness and 

Respect (197) 

Social Interaction 

with Students (145) 

Promoting 

Enthusiasm and 

Motivating Learning 

(31) 

Reflective Practice 

(34) 

Teachers’ Attitudes 

toward the 

Teaching 

Profession (00) 

M (61) F (63) M (83) F (114) M (92) F (53) M (13) F (18) M (19) F (15) M (0) F (0) 

49.20% 50.80% 42.13% 57.87% 63.45% 36.55% 41.94% 58.06% 55.88% 44.12% 00.00% 00.00% 

Total 23.35% 37.09% 27.30 05.83% 06.40% 00.00% 

 

Table 16: Teachers’ behaviours that make pupils feel safe, as defined by Stronge 2007 (see pp. 65-74)
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     The 218 Pupils responded to the question on what teacher’s behaviour makes them 

feel safe, as defined by Stronge (2007). Results in table 16 indicate that 37.09% of the 

pupils who feel safe find their teachers fair and respectful, 27.30% claimed their 

teachers to be good at social interaction with their learners, and 23.35% contended that 

their teachers are caring. On the other hand, only 06.40% described their teachers as 

reflective in their practices; and finally, only 5.83% of the pupils stated that their 

teachers promote enthusiasm and motivate their learning. No pupil provided any 

answer about the teachers’ attitudes towards their profession. Apropos of the gender- 

based differences, male teachers are found to score higher in social interaction than 

their female counterparts with 63.45% and 36.55% respectively. Male teachers were 

also reported by 55.88% to be reflective, while 44.12% attributed this feature to their 

female teachers. 58.06% of the pupils said that their female teachers are enthusiastic 

and motivating; 57.87% claimed that their female teachers are fair and respectful. It is 

noteworthy that caring is almost equally attributed by 50.80% and 49.20% of the 

pupils to female and male teachers respectively. 

     Table 17 below gives an account of the 97 responses by the pupils to the question 

on their teachers’ behaviours that makes them feel threatened. The five categories 

represent teachers’ behaviours as described by the pupils themselves in their 

responses, that is, frustration, rudeness and anger, insult, humiliation, inequity and 

excessive self-esteem. 
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Table 17: Teachers’ behaviours that make pupils feel threatened 

 

 

 

Negative 

teachers’ 

behaviours 

Frustration (49) Rudeness and 

Anger (38) 

Insult and 

Humiliation (06) 

Inequity (03) Excessive Self-

esteem (01) 

M (32) F (17) M (26) F (12) M (01) F (05) M (01) F (02) M (01) F (00) 

65.30% 34.69% 68.42% 31.57% 16.66% 83.33% 33.33% 66.66% 100% 00.00% 

Total 50.51% 39.17% 06.18% 03.09% 01.03% 
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     Table 17 shows the responses of the learners who feel threatened in the classroom. 

Half of them (50.51%) feel frustrated, 39.17% stated their teachers are rude and angry 

in the classroom, 06.18% said that the teachers insult and humiliate them; 03.09% 

responses indicate that their teachers treat pupils unequally, and finally, 1.03% of the 

pupils reported their teachers’ excessive self-esteem. In relation to the gender variable, 

pupils who feel frustrated by their teachers, 65.30% of pupils reported to feel 

frustrated by their male teachers and 34.69% by their female teachers. As for the 

pupils who find their teachers rude and angry, 68.42% of them attributed ‘Rudeness 

and anger’ to male teachers, while 31.57% only to female teachers. Pupils’ answers 

show that ‘Humiliation and insult’ is more practiced by female teachers than male 

counterparts with 83.33% and 16.66% respectively. Inequity also seems to be more 

performed by female than male teachers with 66.66% and 33.33% respectively. 

Finally, 100% of the pupils’ responses indicate that male teachers have an ‘excessive 

self-esteem’. 

 Responses of the pupils who feel safe:  

 

    Table 18: Teachers’ positive behaviours that make the learners feel safe 

Pupils’ answers revealing  teachers’ caring 

 She supports us when we are in trouble. 

 She cares about us. 

 She is indulgent. 

 She treats us like her/ his children. 

 She makes me feel secure. 

 She entertains us so we don’t get bored with the studies. 

 She loves us. 

 She cares about our results. 

 She makes me feel that she is like a mother to me. 
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 She makes us forget that she is a teacher; she is like a friend. 

 She makes me feel at home. 

 She protects me from harm. 

 She builds an exceptional relationship with us. 

 She never humiliates me. 

 She always asks me about my health. 

 She does not treat us like pupils but like her younger sisters and brothers. 

 She does not shout at us. 

 She is affectionate. 

 I feel comfortable during her session. 

 She soothes me when I get sick. 

 She gives us pieces of advice. 

 She helps her pupils outside the session. 

Pupils’ answers indicating their teachers’ fairness and respect. 

 She explains the lessons very well. 

 She is modest. 

 She does not hit us without due cause. 

 She speaks to us in a pleasing way. 

 She speaks politely. 

 She talks gracefully. 

 She teaches us very well. 

 When I do not understand, she explains the lesson again. 

 When she gets into the classroom, she greets us. 

 When we make mistakes, she corrects us. 
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 She does not discriminate, she treats us fairly. 

 She does not expel us from the class. 

 She does not humiliate us when we make mistakes. 

 She explains in Arabic when we do not understand. 

 When she gets into the classroom angry, she does not take her anger out on us. 

Pupils’ answers suggesting their teachers’ social interaction. 

 She smiles to us. 

 She enters in class with a smiling face.  

 She is cheerful and always smiling.  

 He talks about religious topics. 

 She laughs with us. 

 She tells jokes. 

 She tells jokes most of the time, playing games or sharing their experiences.  

 She talks to us. 

 She tells us stories. 

 He tells us that he likes sports and English. 

 When explaining the lessons, he gives us proverbs useful to us. 

 He tells us funny stories and those about the prophets. 

 He talks about his life experience. 

Pupils’ answers suggesting their teachers’ enthusiasm and motivation. 

 She motivates us to study 

 She tells us that life without studies is worthless. 

 She gives us extra points. 
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 She motivates us, asking us not to be ashamed of ourselves. 

Pupils’ answers showing their teachers’ reflective practices. 

 His way of teaching is very methodic. 

 He starts the lesson with humour, then he gets into the lesson progressively. 

 He asks me to leave the room so he listens to my problems and tries to solve 

them. 

 During the lesson, she gives us the opportunity to consult each other. 

 She explains the lesson slowly. 

 When I do not understand the question, she repeats it again and again until I 

get it. 

 

 

 Responses of the pupils who feel threatened  

 

Table 19: Teachers’ negative behaviours that make the learners feel threatened  

Pupils’ answers indicating their teachers’ rudeness and anger 

 When he hears someone talking, he hits them on their head.   

 She hits us. 

 She shouts at us. 

 He hits girls rudely. 

 He hits girls on their backs. 

 When she gets angry she uses rude language. 

Pupils’ answers showing their teachers’ insults and humiliation. 

 He calls us donkey and the like. 

 He expels us from the class. 
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 She hits us and insults us. 

Pupils’ answers revealing their teachers’ inequity 

 She gives us a zero. 

 He teaches us lessons without explanation. 

Pupils’ answers showing their teachers’ excessive self- esteem. 

 He always talks about himself and pretends being of a mystery. 

Pupils’ answers revealing frustration 

 I get frustrated when I do not know the answer 

 When she gets angry, I cannot ask her for clarification. 

 She asks us to keep silence even when talking quietly. 

 When she gets angry, I get scared and say to myself “If I do something wrong, 

I’ll pay for it”. 

 Her handwriting is illegible. 

 She explains the lesson only in English. 

 She does not allow us to go to the rest room. 

 His exams are complicated and challenging. 

 He does not involve us in the correction of the exercises. 

 He threatens us excessively. 

 I am afraid for my future because of his way of teaching. 

  

 Section B: B2 

 Analysis of Pupils’ Responses to question (1) 

Question 01: Does your teachers use motivating words? 
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Out of 218 (100%) participants, 211 (96.78%) answered as follows (see table 20 

below): 

 

              Table 20: Pupils’ answers about the use of motivating words by their teachers. 

 

Use of motivating words 

Yes (189) No (22) 

M (90) F (99) M (16) F (06) 

47.61% 52.38% 72.72% 27.27% 

Total 89.57% 10.42% 

 

      

     The above results demonstrate that the largest number (89.57%) of the pupils 

declared that their teachers use motivating words in the classroom, whereas 10.42% 

only suggested the non- use of these words by their teachers. Keeping gender in view, 

52.38% of the pupils claimed that motivating words are used by female teachers, while 

47.61% said that they are used by male teachers.  

 Analysis of Pupils’ Responses to question (2) 

Question 02: How often does your teacher ask you to do the activities individually, 

in pairs, and in group? 

 

Out of 218 (100%) pupils, 205 (94.03%) afforded the following responses (see table 

21 below): 
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Activity Frequency 

 

Individual 

Work 

Always (120) Often (28) Sometimes (37) Rarely (12) Never (08) 

M (68) F (52) M (10) F (18) M (15) F (22) M (05) F (07) M (06) F (02) 

56.66% 43.33% 35.51% 64.28% 40.54% 59.45% 41.66% 58.33% 75.00% 25.00% 

Total 58.53% 13.65% 18.04% 05.85% 03.90% 

Table 21: Frequency of individual work given by the teachers 
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     The results show that more than half of the pupils (58.53%) claimed that teachers 

always opt for individual work whereas 18.04% of the respondents said that individual 

activities are sometimes given by the teachers. 13.65% contended that the tasks in the 

classroom are often individual. And, finally, only 03.90% asserted that they never 

tackle tasks individually. As for teachers’ gender, male teachers are found to score 

higher than female teachers in giving the learners individual work with 56.66% and 

43.33% respectively.  

Out of 218 (100%) pupils, only 182 (83.48%) responded as follows (see table 22 

below): 

 

Table 22: Frequency of pair work given by the teachers 

Activity Frequency 

 

Pair Work 

Always (10) Often (40) Sometimes (71) Rarely (30) Never (31) 

M (04) F (06) M (22) F (18) M (38) F (33) M (15) F (15) M (18) F (13) 

40.00% 60.00% 55.00% 45.00% 53.52% 46.47% 50.00% 50.00% 58.06% 41.93% 

Total 05.49% 21.97% 39.01% 16.48% 17.03% 

 

     

      Table 22 above indicates that 39.01% of the respondents contended that pair tasks 

are sometimes designed by the teachers; 21.97% of them claimed that their teachers 

often give them pair work. One can also notice that a fairly high number of pupils 

(17.03%) said that their teachers never assign pair tasks in the classroom. Apropos of 

gender differentiation, 60.00%  of  pupils claimed that their teachers always ask them 

to work in pairs, and that their female teachers always give them pair work, while 

40.00% of them said that their male teachers assign this type of activity. 
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Out of 218 (100%) pupils, only 188 (86.26%) answered as follows (see table 23 

below): 

 

Table 23: Frequency of group work given by the teachers. 

Activity Frequency 

Group 

Work 

Always (06) Often (23) Sometimes (39) Rarely (49) Never (71) 

M (1) F (05) M (14) F (09) M (17) F (22) M (25) F (24) M (41) F (30) 

16.66% 83.33% 60.86% 39.13% 43.58% 56.41% 51.02% 48.97% 57.74% 42.25% 

Total 03.19% 12.23% 20.74% 26.06% 37.76% 

 

      

     The above results disclose that 37.76% of the participants reported that group tasks 

are never assigned by the teachers, while 26.06% said that their teachers rarely arrange 

for group work. 20.74% of the pupils contended that activities in group are sometimes 

assigned to them, when only 03.19% claimed that their teachers always give them 

group work. It is worth mentioning that, according to the pupils who stated that their 

teachers always give them group work, female teachers design group tasks much more 

frequently than their male counterparts with 83.33% and 16.66% respectively. As for 

those who claimed that their teachers never design group work, 57.74 % and 42.25% 

of the pupils stated that male teachers and their female counterparts, respectively, 

never assign group work. 

 Analysis of pupils’ responses to question (3) 

Question 03: When you ask your teacher for clarifications, does he/she welcome your 

request? 
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Out of 218 (100%), 217 (99.54%) answered the question as follows (table 24) 

 

Table 24: Teachers’ approval about students’ requests for clarification. 

 

Teachers’ approval 

about the students’ 

requests 

Yes (204) No (12) Sometimes (01) 

M (99) F (105) M (10) F (02) M (01) F (00) 

48.52% 51.47% 83.33% 16.66% 100% 00.00% 

Total 94.00% 05.52% 00.46% 

 

      

     The findings indicate that the great majority of the pupils (94.00%) confirm that 

their requests for clarification are well received by their teachers, while 05.52% claim 

that their requests are rejected by their teachers. 00.46% reported that their teachers do 

not always approve their requests. As far as gender is concerned, female teachers seem 

to be a little more welcoming as to pupils’ requests for clarification in the sense that 

51.47% of the pupils reported their female teachers to approve their requests, while 48. 

52% find male teachers to approve them. 

 Analysis of pupils’ responses to question (4) 

Question 04: Are these clarifications made in: a) a comprehensible input, b) an input 

that is beyond your ability?     
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Out of 218 (100%), 216 (99.08%) provided the following answers (Table 25): 

 

Table 25: Comprehensibility of the Teachers’ Input.  

 

 

Quality of  the input 

Comprehensible 

input (174) 

Unintelligible 

input (39) 

Input not always 

comprehensible 

(03) 

M (93) F (81) M (14) F (25) M (02) F (01) 

53.44% 37.50% 35.89% 64.10% 66.66% 33.33% 

Total 80.55% 18.05% 1.38% 

 

      

     The results obtained illustrate that the great majority of the learners (80.55%) find 

that the input supplied by their teachers is comprehensible, while only 18.05% find it 

unintelligible. On the other hand, 01.38% of the pupils claim to find the input 

sometimes unintelligible. Here again, male teachers are found to surpass their female 

counterparts in yielding a comprehensible input, with 53.44% and 37.50% 

respectively. 

 Analysis of pupils’ responses to question (5) 

Question 05: Does your teacher listen and understand your concerns and problems that 

occur inside the classroom? 

Out of 218 (100%) of the pupils, 213 (97.70%) supplied answers that follow (see table 

26): 
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Table 26: Teachers’ listening and understanding of the pupils’ problems happening inside the classroom. 

 

Listening and 

understanding pupils’ 

problems happening 

inside the classroom 

Yes (158) No (52) Not always (03)  

M (78) F (80) M (27) F (25) M (01) F (02) 

49.36% 50.63% 51.92% 48.07% 33.33% 66.66% 

Total 74.17% 24.41% 01.40% 

 

      

     The above table reveals that most of the students (74.17%) feel that their teachers 

understand their problems that occur inside the classroom. In spite of these positive 

results, a fairly high number of learners (24.41%) find their teachers insensitive to the 

problems that happen inside the classroom. The results also indicate that listening to 

pupils’ problems happening inside the classroom is a practice that is almost equally 

performed by male and female teachers 49.39% vs 50.63%, 51.92% vs 48.07% 

respectively. 

 Analysis of pupils’ responses to question (6) 

Question 06: Does your teacher listen to and understand your concerns and problems 

that occur outside the classroom? 

 

Out of 218 (100%) of the pupils, 214 (98.16%) answered as follows (see table 27): 
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Table 27: Teachers’ listening and understanding of the pupils’ problems happening outside the classroom. 

Listening and 

understanding pupils’ 

problems happening 

outside the classroom 

Yes (79) No (134) Not always (01) 

M (39) F (40) M (69) F (65) M F (01) 

49.36% 50.63% 51.49% 48.50% 00.00% 100% 

Total 36.91% 62.61% 00.46% 

 

      

     Unlike the previous results, the above table indicates that more than half of the 

participants (62.61%) report their teachers to be careless with the problems that take 

place outside the classroom. In respect of gender differentiation, listening and 

understanding pupils’ problems happening outside the classroom seems to be a 

practice performed almost at the same rate by male and female teachers, in that 

49.36% of the pupils reported their male teachers to be aware of the problems that 

occur outside the classroom; and 50.63% claimed the female teachers to be concerned 

with what occurs outside the classroom.  

 Analysis of pupils’ responses to question (7) 

Question 7: What kind of relationship has your teacher built with you? 

Out of 218 (100%) of the participants, 217 (99.94%) yielded the following responses 

(see table 28): 
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Table 28: Kind of relationship that teachers build with their pupils. 

 

Kind of relationship teachers 

build with their pupils 

Close relationship (193) Distant relationship (24) 

M (96) F (97) M (14) F (10) 

49.74% 50.25% 58.33% 41.66% 

Total 88.94% 11.05% 

 

      

     The obtained results show that a large number of learners (88.94%) feel the teachers 

to be close to them, while 11.05% find them distant. As for gender discrepancies, male 

and female teachers are found to build relationship of almost the same degree of 

closeness in that 50.25% of the pupils contended that female teachers are close to 

them, while 49.74% of the pupils claimed their male teachers to build close 

relationship with their pupils. The results also show that male teachers build a little 

more distant relationship with their pupils compared to their female counterparts with 

58.33% and 41.66% respectively. 

 Analysis of pupils’ responses to question (8) 

Question 8: To help you understand quickly and easily, does your teacher use different 

voice tones and body language such as facial expression, hands…etc? 

 

Table 29: The use of voice tones and body language by the teachers. 

 

The use of Voice tones 

and body language by 

the teachers 

Yes (202) No (16) 

M (98) F (104) M (12) F (04) 

48.51% 51.48% 75.00% 25.00% 

Total 92.66% 07.33% 
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     The pupils’ responses in table 29 above indicate that nearly all the teachers 

(92.66%) use different voice tones and body language to make the learning process 

smooth and effortless. Female teachers are found to perform slightly better compared 

to their male counterparts with 51.48% and 48.51% respectively. 

 Analysis of pupils’ responses to question (9) 

Question 9: If yes, how often does he/ she use them? 

Out of 218 (100%) of the pupils, 210 (96.33%) provided the following responses (see 

table 30): 

 

Table 30: Frequency of voice tone and body language used by the teachers. 

Voice tone/ 

body language 

Frequency 

Always (141) Often (38) Sometimes (21) Rarely (10) 

M (72) F (69) M (15) F (23) M (09) F (12) M (10) F (00) 

51.06% 48.93% 39.47% 60.52% 42.85% 57.14% 100% 00.00% 

Total 67.14% 18.09% 10.00% 04.76% 

 

     The results reported above show that more than half of the pupils (67.14%) 

assumed that their teachers always use different voice tones and body language in their 

teaching; 18.09% claimed that their teachers often use them. Only 04.76% of the 

respondents claimed that their teachers rarely use this set of procedure. The results also 

indicate that different voice tones and body language are slightly more frequently used 

by male teachers than their female counterparts.  
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 Analysis of pupils’ responses to question (10) 

Question 10: Does your teacher treat all the students the same way? 

Out of 218 (100%) of the pupils, 216 (99.08%) answered the question as follows (table 

31): 

 

Table 31: Teachers’ fairness from the pupils’ perspective. 

 

Teachers’  

fairness 

Yes (180) No (36) 

M (93) F (87) M (17) F (19) 

51.66% 48.33% 47.22% 52.77% 

Total 83.33% 16.66% 

 

 

     The above results show that fairness is a feature of most of the teachers, whether 

male or female, as 83.33% of the pupils claimed to be treated equally by their 

teachers, while 16.66% reported their teachers to be unfair. In addition, there seems 

to be a small difference between male teachers who scored a slightly higher than 

their female counterparts with 51.66% and 48.33% respectively. 

 

 Analysis of pupils’ responses to question (11) 

Question 11: Does your teacher smile and tell you funny things like jokes? 

Out of 218 (100%) of the pupils, 217 (99.54%) answered this question (see table 32) 
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Table 32: Teachers’ social communication (smiles and jokes) with their pupils. 

 

Teachers’ social 

communication 

(smile and jokes) 

Yes (184) No (33) 

M (102) F (82) M (07) F (26) 

55.43% 44.56% 21.21% 78.78% 

Total 84.79% 15.20% 

 

 

     Table 32 above reveals that most of the teachers are communicative. A majority 

of pupils’ responses (84.79%) indicate that teachers communicate socially with their 

learners through, for instance, smiles or jokes, while 15.20% find their teachers 

socially non- communicative. But it was somewhat unexpected to find here female 

teachers to be less communicative with their pupils than their male counterparts with 

44.56% and 55.43% respectively. 

 

5.3. Analysis of the Classroom Observation Checklist Responses 

     As indicated in chapter 4 of this study, this checklist was adapted from Allen 

(2014). We divided it into two sections A and B: A) Agreeability of Physical 

environment of the classroom; B) Gender- based emotional teachers’ classroom 

practices. We used this list to observe the several teachers over several sessions. 

5.3.1. Section A of the Checklist 

     This section was separated from the rest of the checklist in order to shed light on 

the teachers’ working conditions and to see whether they are agreeable or not. We 

observed the physical environment of six classrooms, paying particular attention to 

heating, lighting and ventilation. Each time we observed a teaching session, we 

assessed those aspects of the classroom on a frequency scale that includes the values 

‘always’, ‘sometimes’, ‘occasionally’ and ‘never’ (as shown in table 33 below). 
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Table33: Physical Environment of the Classroom according to the Researcher’s Observation. 

       Frequency 

Physical  

Environment   

of the Classroom 

Always 

    

 

Sometimes Occasionally Never 

Heating 66.66%  

(04) 

33.33%  

(02) 

00.00%  

(00) 

 00.00% 

(00) 

Lighting 50.00%  

(03) 

16.66% 

(01) 

00.00% 

(00) 

33.33% 

(02) 

Ventilation 83.33% 

(05) 

16.66% 

(01) 

00.00% 

(00) 

00.00% 

(00) 

Mean 66.66% 22.21% 00.00% 11.11% 

 

 

     The results show that the mean of teachers’ working conditions that are always 

agreeable represents 66.66%; those that are sometimes agreeable represent 22.21%; 

and finally, teachers’ conditions that are never agreeable represent 11.11%. When we 

evaluated the teaching conditions, we found that ventilation accounted for 83.33%, 

indicating that most teachers consistently teach in well-ventilated classrooms. Also, 

adequate heating represents 66.66%, which implies that more than half of the teachers 

always teach in well-heated classrooms, but good lighting represents only 50.00%. 

5.3.2. Section B of the Checklist 

     Section B is intended to explore the extent to which gender affects teachers’ 

emotional classroom practices. This section relates to the third questions that was 

formulated in general introduction: 

RQ3: To what extent do their emotional practices differ relative to gender? 
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 Table 34 below displays the results of the researcher who observed 15 features of the 

teachers teaching in their classrooms. The aim was to identify their emotional practices 

in terms of type and frequency. 

 

 Gender- based Teachers’ Emotional Classroom Practices 

 

Table 34: Gender- based Teachers’ emotional Classroom Practices according to the researcher’s 

observation of 15 features. 

               Frequency   

 

 

   Teachers’ 

   Emotional 

   Classroom 

   Practices            

Always 

 

Sometimes Occasionally Never 

M F M F M F M F 

 

1.Welcome and  

introduction 

 

66.66% 

(02) 

66.66% 

(02) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

 

33.33% 

(01) 

33.33% 

(01) 

2.Layout-clean/ 

tidy/organised 

100% 

(03) 

100% 

(03) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

3.Emotional 

atmosphere 

100% 

(03) 

100% 

(03) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

4.Safety 33.33% 

(01) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

66.66% 

(02) 

100% 

(03) 

5.Care 33.33% 

(01) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

100% 

(03) 

100% 

(03) 
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6.Relevance 00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

100% 

(03) 

100% 

(03) 

7.Encouragement/ 

Praise 

100% 

(03) 

100% 

(03) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00%

(00) 

00.00% 

(00) 

8.Positivity 100% 

(03) 

66.66% 

(02) 

00.00% 

(00) 

33.33% 

(01) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

9.Emotional 

intelligence 

development 

00.00% 

(00) 

00.00% 

(00) 

33.33% 

(01) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

66.66% 

(02) 

100% 

(03) 

10.Empathy 100% 

(03) 

66.66% 

(02) 

00.00% 

(00) 

33.33% 

(01) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

11.Tone 100% 

(03) 

100% 

(03) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

12.Body language 100% 

(03) 

100% 

(03) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

13.Conversation/ 

relationship building 

100% 

(03) 

66.66% 

(02) 

00.00% 

(00) 

33.33% 

(01) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

14.Direction 100% 

(03) 

100% 

(03) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

15.Peripheral vision 

and hearing 

100% 

(03) 

100% 

(03) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

Mean 75.55% 64.44% 02.22% 06.66% 00.00% 00.00% 24.44% 28.88% 
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     The above table indicates that male teachers are generally more emotionally 

intelligent than female teachers. For instance, the items ‘Safety’, ‘Care’, ‘Empathy’, 

‘Conversation/ relationship building’, ‘positivity’ and ‘Emotional intelligence 

development’ are found to be more frequently performed by male teachers in 

comparison with their female counterparts with 33.33% vs 00.00%, 33.33% vs 

00.00%, 100% vs 66.66% , 100% vs 66.66%, 100% vs 66.66% and 33.33% vs 00.00% 

respectively. ‘Emotional atmosphere’ and ‘Tone’ seem to be successfully carried out 

by both male and female teachers. On the other hand, they are both found to be 

emotionally unskilful in terms of ‘Relevance’. Furthermore, some items like ‘Layout-

clean /tidy /organised’, ‘Encouragement/ praise’, ‘Tone’, ‘Body language’, ‘Direction’  

and ‘ peripheral vision and hearing’ are seemingly equally performed by both male 

and female teachers, with 100% vs 100%, and  ‘Welcome and introduction’ with 

66.66% vs 66.66%. Female teachers are not found to outperform their male 

counterparts on any of the 15 items observed. 

5.4. Analysis of the Inspectors’ Questionnaire Responses 

     As stated in chapter four, a questionnaire was addressed to middle school inspectors 

of English. It is adapted from Allan’s (2014) emotional intelligence checklist. This 

questionnaire is a sequel to the classroom observation checklist on teachers’ emotional 

practices, and was designed to answer the third research question as follows: 

RQ3: To what extent do their emotional practices differ relative to gender?  

The questionnaire includes five items that the inspectors has to evaluate on a four-

point scale (always, sometimes, occasionally and never). These are: 1- Classroom 

Routines; 2- Leadership; 3- Mentoring; 4- Coaching and 5- Vision- target. 

 

 

 

 

 

 



Chapter Five: Presentation and Analysis of the Results 

174 
 

 Gender- based Teachers’ Emotional Classroom Practices 

 

Table 35: Gender- based teachers’ emotional classroom Practices from inspectors’ perspective. 

               Frequency 

 

 

   Teachers’ 

   Emotional 

   Classroom 

   Practices                          

Always Sometimes Occasionally Never 

M F M F M F M F 

Classroom Routines 25.00% 

(01) 

50.00% 

(02) 

50.00% 

(02) 

50.00% 

(02) 

25.00% 

(01) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

Leadership 00.00% 

(00) 

00.00% 

(00) 

75.00% 

(03) 

100% 

(04) 

25.00% 

(01) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

Mentoring 00.00% 

(00) 

25.00% 

(01) 

25.00% 

(01) 

50.00% 

(02) 

75.00% 

(03) 

25.00% 

(01) 

00.00% 

(00) 

00.00% 

(00) 

Coaching 25.00% 

(01) 

25.00% 

(01) 

50.00% 

(02) 

50.00% 

(02) 

25.00% 

(01) 

25.00% 

(01) 

00.00% 

(00) 

00.00% 

(00) 

Vision-target 25.00% 

(01) 

50.00% 

(02) 

50.00% 

(02) 

50.00% 

(02) 

25.00% 

(01) 

00.00% 

(00) 

00.00% 

(00) 

00.00% 

(00) 

Mean 15.00% 30.00% 50.00% 60.00% 35.00% 10.00% 00.00% 00.00% 

    

     As displayed in table 35, the calculated mean shows that female teachers 

outperform their male counterparts in almost all practices. 30% of female teachers 

always perform the five classroom practices, while only 15% of their male 

counterparts always execute them. Moreover, female teachers are found to score 

higher than male teachers in ‘classroom routines’, ‘monitoring’ and ‘vision- target’ 

with 50%, 25% and 50% respectively.  
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5.5. Analysis of Inspectors’ Reports 

     In this study, inspectors’ reports that are an adapted version of Marshall’s (2009) 

teacher evaluation rubrics were used to investigate the discrepancies, if any, between 

male and female teachers in relation to their emotional classroom practices, and to 

answer the third research question: To what extent do their emotional practices differ 

relative to gender?  

     Each report contains 6 rubrics that the inspector had to complete when evaluating 

the teachers’ emotional performances, including: 1) Classroom Management; 2) Peer 

Work; 3) Patience and Positive Relationship with Students; 4) Students’ 

Encouragement and Motivation; 5) Classroom Scanning and Monitoring; and 6) 

Effective Communication. 

 

 Teachers’ Emotional Classroom Practices 

 

Figure 2: Inspectors’ reports evaluating six features of teachers’ performance according to gender.

 

 

      

     The findings indicate that female teachers score a little higher than their male 

counterparts in most emotional classroom practices namely ‘Peer Work’, ‘Patience and 

Positive Relationship’, ‘Classroom Scanning and Monitoring’ and ‘Effective 
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Communication’ with 40% ,80% ,64%  and 16% , respectively. Male teachers seem to 

score high only in ‘Students Encouragement and Motivation’ with 32%, while both 

genders scored equally in ‘Classroom Management’ with 48%. 

 

Conclusion 

     This chapter has given an account of the research findings resulting from the data 

analysis of the questionnaires- addressed to middle school teachers of English, 

inspectors and pupils, the observation checklist, and the inspectors’ reports. The 

analysis of both quantitative and qualitative data has shed light on features that are 

judged to be important for the understanding of emotional intelligence of middle 

school teachers of English. The results indicate that the seminars and workshops that 

teachers attend seem to take into account the emotional side of the teaching/ learning 

process. It was also found that the teachers enjoy their job that they are doing by 

choice, and are rather good at a number of important emotional practices.  Gender, on 

the other hand, is reported to have an impact on teachers’ emotional classroom 

practices to a certain extent and male and female teachers do not have the same 

strategies for handling their classrooms. However, the study shows contradictive 

findings in relation to specific items such as ‘relationship built with the pupils’, 

‘classroom scanning’, ‘fairness’ and ‘student motivation’. The inspectors’ reports 

show that female teachers do better in the ‘relationship built with the pupils’ item, 

while pupils’ views indicate that both male and female teachers have good relationship 

with their pupils. On the other hand, the emotional intelligence classroom checklist 

suggests that male teachers outperform their female counterparts in building good 

relationship with their pupils.  As for classroom scanning, the results obtained from the 

analysis of teachers’ questionnaire discloses the outperformance of male teachers, 

though in the inspectors’ reports, the score was in favour of female teachers. Pupils’ 

responses, too, reveal a slight contradiction in relation to fairness. Finally, ‘student 

motivation’ is found in inspectors’ reports to be a practice that is well performed by 

male teachers, whereas pupils’ responses show that female teachers motivate them 

slightly better than male teachers. These contradictive results may imply that these 

items may require further examination in the future. The following chapter is a 
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discussion and interpretation of the research findings; it aims to triangulate the results 

in order to answer the three research questions on teachers’ emotional intelligence, 

taking into account teachers’ gender. It also attempts to interpret the findings in the 

light of the literature reviewed in Part one of this thesis.
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Chapter Six 

Discussion and Interpretation of Research Findings 

 

Introduction 

     This final chapter aims to discuss and interpret the findings of the study. It will 

weave together previous literature on the topic, the theoretical underpinnings and the 

study findings. To recall, this investigation attempts to answer the three research 

questions set up in the Introduction to this study, that are: 

RQ1: To what extent are middle school teachers of English aware of emotional 

intelligence as a way to improve their teaching? 

RQ2: To what extent are middle school teachers of English emotionally intelligent in 

their classroom practices? 

RQ3: To what extent do their emotional practices differ relative to gender? 

     The chapter includes three main sections: section 6.1 seeks to answer the first 

research question on teachers’ awareness of emotional intelligence as reflected by the 

study results. Section 6.2. examines the use of emotional practices in the classroom 

based on the findings of the study. Section 6.3. discusses the issue of gender-related 

emotional practices in the classroom in the light of the results obtained.  

     The analysis of the participants’ data has revealed three important aspects that are 

worth examining closer. Firstly, teachers’ motivation to teach and their high degree of 

job satisfaction. Secondly, the type of emotional practices that teachers use in their 

classrooms. Thirdly, the issue of gender that seems to differentiate between male and 

female teachers with regard to some emotionally intelligent practices.  

     The next section 6.1. discusses the findings in relation to teachers’ awareness of 

emotional intelligence as a way to improve teaching, and thus seeks to answer the first 

research question of this study. 
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a. Awareness of Emotional Intelligence as a Way to improve Teaching 

 Motivation and Job Satisfaction 

     In the present study, all teachers, whether male or female, reported that they are 

highly motivated, and all expressed favourable and appreciative attitudes towards 

teaching. They are all doing their job by choice. Job satisfaction can indeed be an 

important source of motivation. Focusing on the significance of teachers’ job 

satisfaction, Pazim et al. (2021) corroborated:  

 

This job satisfaction if achieved will increase the commitment of 

teachers in performing their duties. However, if job satisfaction is not 

achieved, then avoidance and neglect of responsibilities will occur. This 

job satisfaction is important in producing the work productivity of 

special education teachers at the best level (p. 5329). 
 

 

     Job satisfaction may be the outcome of the attitudes that workers have towards their 

job. In this respect, and Robbins, Judge & Campbell (2013) pointed: “If workers 

believe...that supervisors, auditors and bosses are all in conspiracy to make employees 

work harder for the same or less money, it makes sense to try to understand how these 

attitudes formed, their relationship to actual job behaviour and how they might be 

changed” (p. 71). A massive body of literature suggests that these attitudes are not 

constent nor are they permanent; they may waver depending on an amalgam of factors, 

such as: 1) The subject subculture; 2) The bureaucratic norms of the schools; 3) The 

characteristics of schools and the teacher's work, including shortage of materials and 

supplies, the absence of explicitly stated educational objectives, and the multiplicity of 

tasks that a teacher must fulfil or sometimes teach subjects in which they are not 

trained; 4) Classroom environment; 5) The reference group of colleagues, pupils and 

their parents; 6) Inappropriate professional training (cited in Veenman, 1984, pp. 146- 

147).  

 

     The irrelevance of job satisfaction to gender reported in our work supports the 

results of other studies, such as Skaalvik & Skaalvik’s (2015) that the source of job 

satisfaction is the same for all Norwegian teachers; Similarly, Klecker (1997) who 

carried out a study on teachers in Ohio elementary public schools found that both male 
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and female elementary school teachers are pleased and comfortable with their carrier 

as teachers. In line with thes assumptions, Mabekoje (2009), and Menon & 

Athanasoula-Reppa (2011) reported insignificant correlation between gender and job 

satisfaction. Throughout the history of research, literature showed contradictory 

conclusions. Batool et al. (2018), reported male teachers to be satisfied with their 

supervisors and working conditions compared to their female counterparts. On the 

other hand, in experiments undertook by Watson et al. (1991, cited in Iqbal & Akhtar, 

2012), and Mahmood et al. (2011) female teachers were found to exhibit a greater 

degree of job satisfaction than male teachers. 

 

     With respect to carrier choice, conversely to our findings, Ramachandran and 

colleagues (2005), who undertook an investigation on elementary school teachers in 

India, reported that “...some teachers chose the career on the rebound when they could 

not pursue their preferred career choice” (p. 24). They also found in their study that 

teachers’ career choice is gender-based. Females chose teaching under the influence of 

their husbands and parents who considered teaching as a profession of respectability, 

security and less work, while males chose teaching as a temporary profession that 

helps them to prepare for civil service examinations, including entry into the police 

force, secretarial services, revenue services, etc.    
 

     According to the participants’ responses, the source of their satisfaction is working 

with their pupils. They feel that their classroom is like their second home and their 

own world where they learn and share knowledge. This finding is also consistent with 

that of Ramachandran et al. (2005) who claimed that teachers’ satisfaction at work is 

due to their ability to help their pupils to learn the lessons, master the skills and get 

good results. In this regard, Iqbal & Akhtar (2012) also pointed out: “Satisfied teachers 

(are) always ready to extend extra effort in working with students and parents to 

provide positive results” (p. 51). Therefore middle school teachers’ motivation seems 

to be an emotional fuel that guarantees individuals’ optimal productivity. It is a driving 

force which leads employees to act and do something (Carvalho et al. 2020). Teachers’ 

motivation can promote and even guarantee the implementation of educational reforms 
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(Neves de Jesus and Lens 2005). Although this issue of educational reforms will not 

be discussed in this study, it is worth bearing it in mind for further examination. 

     Finally, with regard to the emotional development of the middle school teachers 

under study and the role of the weekly seminars and workshops they attend under the 

supervision of their school inspectors of English, they report to be satisfied with these 

meetings which train them to deal with the learners, and specially with the emotional 

facet of the teaching/learning process, besides the technical side of teaching. Previous 

research findings suggest that the emotional dimension of teaching/learning  is gaining 

more importance day after day and that it is  the most substantial feature that decides 

learners’ success by virtue of “putting a great deal of energy into creating a positive 

emotional climate; recognizing and working with the feelings of yourself and of your 

learners; using listening skills with groups as well as with individuals; dealing with 

learners’ expectations; and having a developed self-awareness” (Mortiboys, 2005, p. 

8). Goleman (2001) also asserted that emotional intelligence cannot reach the optimum 

unless its development stands on two pillars: the designed techniques and their 

implementation. In this regard, Tannenbaum and Yukl (1992, p. 401) suggested that 

workers who are exposed only to training “have tended to consider all training the 

same, without regard to the purpose of the training or the type of learning involved” 

(quoted in Goleman, 2001, p. 218). It has been noted that most of the predicaments 

that teachers daily face in schools are emotional-related. On this basis, Veenman 

(1984) who addressed problems faced by beginning teachers found that out of eight 

issues, five are emotional-based. They are: classroom discipline, motivating students, 

dealing with individual differences, relationships with parents, and dealing with 

problems of individual students. Conversely, lack of emotional intelligence has been 

suggested to be conducive to undesirable consequences. In this vein Maslach (1976) 

highlighted: 

 

Ideally, the helpers retain objectivity and distance from the situation 

without losing their concern for the person they are working with. 

Instead, our research indicates they are often unable to cope with the 

continual emotional stress and burnout occurs. They lose all concern, 
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all emotional feeling for the persons they work with and come to treat 

them in detached or even dehumanized way (p. 16). 

 

     However, the pupils reported in their questionnaires that some teachers fail to 

promote enthusiasm and reflection, and to motivate learners, and do not express their 

attitudes towards the teaching profession. This attitude may result from their 

unfavourable working conditions that tend to lower their motivation and reflection.  

According to motivation theories, teachers’ salary and the number of learners in class 

are among the factors that motivate the teachers (Börü, 2018). It frequently occurs that 

a high salary and fewer students in the classroom increases teachers’ motivation.  

Research suggests that teachers' beliefs about their social status shape their attitudes 

towards their profession. In this regard, Kinyota and Kavenuke (2019) contended that 

secondary school teacher trainees and experienced teachers in Tanzania revealed 

negative attitudes towards their profession because of the low rank granted to the 

teaching profession. Some teachers express a sense of ambivalence about their career 

choices. Moses et al. (2017) reported that these teachers, classified as 'undecided', 

despite viewing teaching as a noble profession, revealed their negative attitudes 

towards the profession due to its poor image and perceived inability to lead a fulfilling 

life compared to other professions.  

     Contrary to the above findings, the pupils we questioned stated that the teachers do 

not express any attitudes about their profession, either positively or negatively. 

Teachers seem to consider their profession as a personal issue that they believe cannot 

be pupils’ subject of interest, or that it is unlikely to affect their learners. Mitchell 

(1998) and Stronge (2007) found that teachers often ignore or are unaware that 

expressing their love for work and displaying positive attitudes towards teaching has a 

considerably positive impact on the learners. Additionally, emotionally intelligent 

teachers do not complain about their conditions to students. To put it in a nutshell, 

positive attitudes towards the teaching profession are judged imperative that experts in 

the field consider them as intrinsic to successful teaching and learning processes. 

Advocating this belief, Kinyota and Kavenuke (2019) put out “…having quality 

teaching goes hand in hand with teachers’ positive attitude towards teaching 
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profession and the teaching subjects (p. 49). On the same wavelength, Masharah 

Husain et al. (2017) stated that teachers’ attitudes and beliefs contribute to producing 

competent teachers in any field.  

 Professional Training 

     Although the seminars and workshops organised by middle school inspectors deal, 

to some degree, with the emotional aspect of the teaching/learning process, most of 

teachers’ responses emphasize the professional side such as reviewing the syllabus, 

reducing the number of students in the classroom and giving freedom to the teachers to 

be eclectic, when asked about the changes they would bring to their profession. These 

findings may suggest that there is still more to be done in matters of teacher education 

and the acquisition of emotionally intelligence practices. 

     The idea of teachers’ education and training being defective or unsatisfying has 

been explained by the fact that they are not “…designed to get to the root of the matter 

and develop the core issue” (Lynn, 2000, p. 1).The main reason for this 

incompatibility is that teachers do not have the opportunity to decide about their own 

development, nor do they have a voice to express their needs and those of their 

students. In the developed countries, newly implemented teacher education and 

training plans of action embrace competence-based curriculum and assessment, 

encapsulating a good combination of theory and practice (Presadă & Badea, 2017). 

According to Durlak (2015, cited in Cefai et al., 2018), teacher the education and 

training programs judged to be of high quality and greatly beneficial to schools are 

those that include a personal-relational approach in parallel with informational 

sessions or manuals. Advocating this kind of program, Cefai et al. (2018) claimed: 

“Teacher education and mentoring not only help to ensure teacher commitment and 

quality implementation but also contribute to teachers’ own social and emotional 

competence” (p. 63). 

     In spite of the extended areas that teacher education and training programs may 

entail, scholars believe that they still remain insufficient as long as they lack a 

momentous element based on values. Value-based teacher education is deadly 

advocated; it is found beneficial to the whole community as it helps to develop and 
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reinforce values and morals. It helps teacher educators and student teachers reflect on 

their performances, communicate with each other and develop values in their students 

and pupils (Lunenberg et al., 2007). In this regard, these authors, among many others, 

asserted:  

 

…reflection on the moral aspects of teaching should be incorporated 

into the training given to all teacher educators, as well as teachers. In 

our view, a practical and shared moral language is needed to help both 

teacher educators and teachers reflect on their work…Such a language 

would offer them the opportunity to better communicate with each 

other, and to charge their teaching with greater meaning. Moreover, a 

language of this kind could help them to differentiate between different 

values, which would make their reflections and discussion on the role 

of values in (teacher) education more specific (Lunenberg et al., 2007, 

p. 178). 

 

      The next section 6.2. discusses the findings in relation to teachers’ emotional 

practices in the language classroom  and thus seeks to answer the second research 

question of this study. 

6. 2. Emotional Practices in the Language Classroom 

 Physical and Emotional Environment of the Classroom 

     The physical environment of the classroom was found to be generally beneficial to 

the teachers. A large number of teachers described their teaching conditions as good or 

agreeable, despite many difficulties they face at work, and they pointed to in their 

responses. This is probably because they use emotionally intelligent practices in the 

classroom like care, humour, fairness, nice and motivating words, (as described in 

Tables 8,9,14,16,20,28,29,31 and 32). Besides, they are ready to listen to their pupils’ 

problems inside the classroom (see table 36). Thus, the emotional practices used by 

these teachers were found to be positive. Our findings corroborate Wood’s (2009); he  

argued in his study that all elementary teachers, be they males or females, have a 

strong desire to work with children. Indeed, a positive learning environment empowers 

students to “...engage in learning and prosocial behaviours” (New South Wales Centre 

for Education Statistics and Evaluation 2020, p. 5).  
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     Likewise, when we observed the English classes over a number of weeks, paying 

attention to the physical environment of the classroom, we found that two-thirds of the 

teachers observed work in agreeable conditions, and the rest work in uncomfortable 

physical environment. Though ventilation was adequate as compared to other facilities 

like lighting and heating, one could consider it as rather defective since it is natural- 

based, knowing that natural-based ventilation inefficaciously controls pollutant 

concentrations (Uotila et al., 2022). Some teachers and learners seemed to be in a sort 

of discomfort because of inadequate conditions (tables, chairs, heating, lighting, etc). It 

is undeniable that the classroom physical environment has a momentous and powerful 

impact on the quality of teaching and learning. Literature (reviewed in Chapter two of 

this work), points out that classroom physical environment, including lighting, 

ventilation and heating have a direct impact on teachers’ and learners’ behaviours; 

scholars stated that the more satisfied the teachers and the learners in the physical 

environment of the classroom (good ventilation, good lighting, etc), the better their 

performance (Davies et. al., 2013;  Granito & Santana, 2016; Cheryan et al. 2014; 

Stewart et al. 1997; Eitland & Allen, 2019; Schneider, 2002; Uotila et al.2022; Bakó-

Biró, et al., 2011; Sutherland et al. 2022). 

     Emotional Classroom environment, on the other hand, is the atmosphere that is 

meant to “…best facilitate pupil learning, is one that is described as being purposeful, 

task-oriented, relaxed, warm, supportive and has a sense of order” (Kyriacou, 2007, p. 

68).  It is the setting that is intended to “...make a difference, to change lives, to 

provide the tools, supports, and inspiration that would lead young people to achieve 

full and productive lives” (Merrell & Gueldner, 2010, p. 2), and where the learners 

“are educated and prepared for success, not only in school but at home, in the 

community, in the workforce, and in life” (Lord Black, 2022, p. 3) in order for them to 

get in a fit state to face “…life’s opportunities, responsibilities, and challenges” (Lord 

Black, 2022, p. 3). In line with these assumptions, Ben-Avie and his colleagues (2003) 

who focused on mathematics and science education maintained:  
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If we are to help students move from a state of unreadiness to a state of 

readiness to conjecture, reason, and defend mathematical ideas, we 

must have in-depth knowledge of who the students are and what their 

experiences are in other classrooms and settings. In helping to promote 

the students’ transition, math and science teachers cannot rely only on 

knowledge of their own academic disciplines. They also need 

knowledge of youth development (p. 1). 

 

     Social and emotional teaching/learning has been claimed to have a set of benefits; it 

“…typically improves the classroom and school climate, reduces student disruptive 

behaviours and internalizing problems, increases students’ learning-to-learn and group 

relationship skills, and, in general, returns a great deal of instructional time to 

teachers” (Elias et al., 2021, pp. 96- 97). Teaching/learning that is based on social and 

emotional competence (SEC) has also been reported to give the teachers the power to 

handle more effectively and successfully the classrooms even during quarrel inciting 

circumstances (Jennings & Greenber, 2009). Social and emotional teaching/learning is 

thought of as a key factor of students’ academic success even in subject matters that 

are based on pure reason.  Zeuli and Ben-Avie (2003) who dealt with how teachers of 

mathematics communicate socially and emotionally with their learners contended: 

“Every time a teacher helps a student truly learn a concept in this multifaceted way, 

the learning not only enhances the student’s appreciation of the subject matter but also 

strengthens the student’s ability to function successfully as a creative, thoughtful, and 

communicative member of society” (p. 37). On the same wavelength, Ensign (2003) 

affirmed:  “In order to teach mathematics and science well, teachers need to focus on 

high-quality content while also tending to students’ social and emotional 

development” (p. 104). 

     The classroom climate, suffering from a lack of teachers' emotions, results in 

disruptive students' behaviour. Classroom behavioural environment is the key factor 

that determines the success or the failure of the learners. In accordance with this 

perspective, Haydn (2014) affirmed: “…the working atmosphere in the classroom, and 

standards of pupil behaviour are major influences on how well pupils are likely to 

achieve” (p. 32). Classroom behavioural climate is deemed stressful, particularly when 
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the relationship between the teacher and the learners, and between the learners and 

their friends becomes disruptive, therefore a potential obstacle to the teaching/learning 

process that certainly leaves “…permanent traces” (Güzeldere Aydin & Ocak 

Karabay, 2020, p. 10). Behaviour-related challenges encompass an array of 

naughtiness, identified by Sørlie & Ogden (2015, p. 202) as serious conduct problems, 

norm- and rule-breaking behaviour, and less serious indicators of disruptive behaviour. 

Lamentable behavioural atmosphere is moulded by disruptive behaviours that 

“…hamper the students’ possibilities to concentrate on learning, disrupt teaching and 

learning situations, threaten the psychological or physical safety of the students or 

disrupt the physical environment of the classroom” (Levin & Nolan, 2010, cited in 

Hoffmann et al., 2021). 

     As for the emotional environment of the classroom created by middle school 

teachers of English, our observations of the classes have enabled us to note that 

teachers succeeded in some emotional practices and failed in others. 

     As far as item 1 is concerned, ‘welcome and introduction’, we observed that this 

was averagely performed by the teachers. This item focuses on whether the teachers 

are welcoming and positive; whether they greet their students by name; whether they 

smile to their students; and whether the introduction is set at a level that will interest 

the students (see Appendix H, Section B). What we observed is that greeting students 

by name was the practice that none of the teachers performed. This may be explained 

by the fact that these teachers are working under great time pressure which prevents 

them from devoting much time calling  each individual  pupil by his/her name, thereby  

not expressing much  emotional intelligence when starting their classess.  When 

teachers are under fewer time constraints, these emotional practices can be easier to 

use, as underscored by Pelletier et al., (2002, cited in Neig et al. (2019) who reported 

that teachers under fewer time constraints are more self-determined and able to 

administer instructions that offer students a greater freedom to learn.  

     We also observed item 6 of the checklist (see Appendix H, section B). This item is 

about ‘Relevance’. It deals with  whether the lesson is relevant to the situations that the 

pupils  are facing or will face in later parts of their lives, and whether the lesson is 
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linked to emotional development as well as academic and practical aspects of learning. 

What teachers were doing in their lessons seemed irrelevant to what situations the 

pupils would face in class, or in the future. 

     Concerning item 3 on the ‘Emotional Atmosphere’ of the classroom, this item 

focused on the atmosphere created by the teacher, if friendly, work-like or 

professional; on the atmosphere in which the learning can take place; on how pupils’ 

wrong responses are dealt with in a constructive or non-constrcutive way; and finally 

on whether conversations and comments that are encouraging are recognized and 

commented. We noticed that the atmosphere in the class we observed was rather 

friendly, and teachers seemed to encourage learning. Besides, the teachers were not 

using any belittling or sarcastic language when addressing the learners. Also, for item 

11, ‘Tone’, which focuses on whether tone of voice is used to control the mood, 

learning and atmosphere within the class to maintain a positive outcome; whether the 

teacher changes the tone in an effective way for the message being delivered; and 

whether the tone is used to affect speed, we noticed that the tone of the teachers’ voice 

was well-controlled, not too high, not too low, and rather positive and empathetic.  

     Item 9 is about ‘Emotional intelligence development’ that asks whether an 

emotional as well as social (E/S) development target is set for the lesson along with an 

academic one; whether the students are aware of the E/S targets that have been set for 

them through the lesson or term; whether the E/S aspects are referred to through the 

lesson; and whether situations that arise during the lesson are dealt with using E/S 

learning objectives (see Appendix H, Section B). Here, we observed that the teachers 

set no emotional or social development target through the lesson. The reason may be 

due to the fact that these targets are not clearly defined in the syllabus or in the 

teacher’s guidelines. As expressed earlier, the Algerian curriculum of English 

implemented in the classrooms does not explicitly aim to target the learners’ emotional 

intelligence development, although this may be done implicitly or unconsciously by 

the teachers. 

     However, some teachers’ negative comments on their unfavourable working 

conditions are worth mentioning here. The physical environment appears to make 
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some of them feel bored and tired and sometimes take their anger out on their pupils. 

As an adequate physical classroom is a sine qua non condition for teachers' 

emotionality, our teachers' failure to be as emotionally intelligent as expected can be 

justified by the inappropriate physical environment they are working in.  

     In terms of lighting quality, which is a crucial element in teaching and learning, 

Heschong Mahone Group Inc (2003, cited in Lin et al., 2020) reported that teachers’ 

inability to control glare or visual distraction by means of curtains and blinds has a 

negative effect on the learners’ performance. In the same vein, Veitch & McColl, 

(2001, cited in Lin et al., 2020) suggested that low lighting makes the brain wave 

patterns show fewer delta waves, which triggers sleepiness. Heschong (1999), who 

carried out a comprehensive study on elementary school students, found that learners 

in classrooms with the least daylight performed ineffectively compared to the learners 

in classrooms with the most daylight (cited in Konstantzos et al., 2020). Moreover, it is 

believed that teaching and learning in poorly ventilated classrooms are ineffective. 

Poor indoor air quality (IAQ) is said to cause a number of health issues namely 

irritated eyes, nose and throat, upper respiratory infections, nausea, dizziness, 

headaches and fatigue or sleepiness. These issues are classified as ‘sick building 

syndrome’ (EPA, 2000, cited in Schneider, 2002). Poor ventilation is typically the 

cause of humid classrooms, according to suggestions. As a matter of fact, Halstead 

(1974, cited in Souleman et al., 2014) assumed that humidity is one of the factors that 

engender physiological and psychological problems that require much efforts, and 

stimulate fatigue, slow performance and mistakes and errors. A growing body of 

literature demonstrates a correlation between humidity and respiratory issues among 

the teachers, and suggests that the higher the exposure to relative humidity (RH), the 

higher the risk of respiratory disorders. Poor ventilation owing to human respiration is 

also reported to cause carbon dioxide (Schneider, 2002) that adversely affects 

students’ performance on concentration tests, and multiplies students’ health problems 

(Myhrvold, 1996, cited in Schneider, 2002). Excessive heating reduces the quality of 

the pedagogical tasks of the teachers and their learners. In this regard, Wargocki et al., 

(2019) contended: “...pupils cannot concentrate or are distracted when temperatures in 

classrooms are too high and that this has negative consequences for an effective 
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learning process. Raised classroom temperatures may also have negative consequences 

for the work of teachers…” (p. 2). In the same line with this view, Barrett et al. (2015, 

cited in Wall, 2016) reported that among the analysed environmental factors that 

enhance students’ academic fulfilment, is temperature. Experiments revealed that 

students placed at a high temperature performed poorly (see chapter two). In addition 

to the poor performances, Holmberg and Wyon noticed change in the learners’ 

behaviour, where girls felt restless, though they carried on with their work, while boys 

became undisciplined and concentrated much less. Keeping temperature in view, 

Hänninen et al. (2017), who studied Albanian schools during the cold season, assumed 

that lack of heating systems and low outdoor temperature result in an uncomfortable 

indoor temperature which urges teachers to close the windows in attempts to preserve 

an adequate thermal environment. However, the high number of the occupants that 

usually elevates CO2 concentration level gives rise to health issues. Consistent with this 

assumption, Ma et al. (2020) pointed out: “In primary school classrooms that still use 

natural ventilation in winter, a poor indoor thermal environment is usually 

accompanied by poor indoor air quality due to closed classroom doors and windows 

and thermal insulation” (p. 2). They also suggested that CO2 concentration is riskier in 

naturally ventilated classrooms, where the occupants cannot gauge the indoor air 

quality. Comparative studies that have been conducted on age-related sensitivity to 

indoor temperature demonstrated that children prefer a few degree cooler classes 

because of their higher metabolic rate and activity levels all school day long 

(Sutherland, 2022). 

     Along with the mismatch between the physical environment the teachers under 

study work in and the teaching standards, the feeling of burden appears to be the 

aftermath of diverse issues, such as teachers’ dissatisfaction and discontent with the 

coursebook content, the syllabus that does not meet the learners’ needs, and the 

teaching methods imposed on them. It is often the case that some textbooks and 

syllabuses are unsuitable for constructing autonomous learners. This sometimes makes 

“some teachers have a relatively free hand in designing the syllabuses” (Nunan, 1988, 

p. 7) and teach following what is judged to go in accordance with their learners’ 

requisites. The issue of the curriculum and syllabus design is not new and it is one of 
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the concerns of the educational community all over the world. The suggested curricula 

and syllabuses often do not work in conformity with the requirements of this new 

world that is witnessing a multidimensional change, including social, economical, 

cultural, and, more importantly, the technological digital world. The centralised 

educational system is thought of being the origin of this deficiency. This system tends 

to marginalise the teachers, and to think that they cannot have an effective voice in 

curriculum and syllabus design. It seems possible that in such situations, teachers have 

no other way than to implement some emotional classroom practices that they feel are 

relevant to, and useful for their learners. 

 

     A body of literature shows that the curricula and syllabi, whose main objective is 

‘information processing’, are based on the ‘technical rationality’ approach that 

overlooks the emotional side of the teachers (Presadă & Badea, 2017). Curricula and 

syllabi purely based on cognitive and academic success are found to fail mainly in 

building community members good at self-management, and effective communicators, 

decision makers and stress managers. In this respect, Merrell & Gueldner (2010) 

argued: “ Children…in our current society face unprecedented challenges and are in 

great need of learning social, emotional, cognitive, and behavioural skills that can help 

buffer and insulate them from the difficulties that are so prevalent and can lead to 

terribly negative outcomes if left unchecked” (p. 2). Frey and colleagues (2019) made 

it necessary to implement social and emotional learning in schools so as to lower the 

rate of learners’ unlawful acts, and make the chances of success larger. They stated: 

 

 Advocates counter that the ability to keep students in school is not just 

a valid measure of school success- it's an effective means of increasing 

it. In order to reduce suspensions and expulsions, schools must help 

students develop the social and emotional skills that will allow them to 

engage positively with one another, with their teachers, and with their 

learning. (pp. 2-3) 

 

     Ahmed et al. (2020, p. 664) state that enhancing students' socio-emotional aptitude 

requires: 1) self-awareness (identifying and recognizing emotions, self-efficacy); 2) 

self-management (impulse control and stress management, help seeking); 3) social 

awareness (empathy, respect for others); 4) relationship management (communication, 
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relationship building); 5) responsible decision making (problem solving, personal, 

social, and ethical responsibility). The implementation of socio- emotional curricular 

are claimed to up lift the students’ skills not only at the socio- emotional level but also 

at the academic level. In line with this assumption, Elias and his colleagues (1997) 

contended: “when schools attend systematically to students’ social and emotional 

skills, the academic achievement of children increases, the incidence of problem 

behaviours decreases, and the quality of the relationships surrounding each child 

improves” (p. 1). According to Merrell and Gueldner (2010, p. 25), in order for 

implementation of socio- emotional learning (SEL) curriculum not to be disorderly or 

chaotic there must be three elements: 1) Readiness (School principal commits to SEL, 

Steering committee is formed with school and community stakeholders); 2) Planning 

(Steering committee outlines vision for SEL, Needs assessment conducted Data are 

used to create an action plan, Review and select programs/strategies); 3) 

Implementation (Train school personnel to implement SEL, Implement SEL, School 

personnel adapt and make adjustments, Evaluate to determine changes that must be 

made to accommodate student needs). Findings showed that socio- emotional 

education should start at primary school, as individual’s character and identity at this 

age are easy to mould (Cefai et al., 2018). The literature also shows that a syllabus that 

boosts learners’ autonomy, not only does it make the learners more motivated and 

enthusiastic about learning, but it also makes them operate and perform properly and 

productively in their society (Ramírez Espinosa, 2016). Curriculum/ syllabus that is 

found to fit socio- emotional learning is the one that takes into account and entails both 

learner’s needs and their aims “as social being and as individual” (Brumfit, 1984, p. 

14), and that “communicates that the instructor cares about students and believes each 

student can succeed” (Palmer et al., 2014, p. 6). In a similar vein, Fink (2003) 

classified significant learning into six dimensions, two of which are Human Dimension 

and Caring (Palmer, et al., 2014; Hattingh et al., 2018) that unquestionably require 

emotional- based curriculum/ syllabus. An emotional- based curriculum/ syllabus 

should be free of teacher centeredness and of what is considered by Dewey (1933) as a 

“tyranny of technique” (Cited in Rosemary et al, 2007, p. 11); it should rather be based 
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on the reality that teaching is made of “conversational interaction between teacher and 

students and among students themselves” (Richards, 2013, p. 18). 

 

 Humour and Classroom Scanning 

     This research also reveals that teachers’ practice humour at a higher rate. Our 

respondents seem to be aware of the cruciality of this element that has countless assets. 

Humour in the language classroom is beneficial in many ways: it brings the teacher 

and students closer together; improves the class atmosphere; increases student 

participation, makes learning more fun and memorable; improves learners’ cross-

cultural communicative competence; provides insights into the target culture(s), and 

raises awareness about social issues in the target culture(s). Scholars report that this 

classroom practice can also help learners to bond with target language speakers; 

improve their cross-cultural communicative competence, and avoid misunderstandings 

(Rusynski, 2022). However, Tamblyn (2003) warns that teachers should use humour 

creatively, playing with ideas as if they were toys and beware of its adverse effect on 

the learning process, mainly if it is exaggeratedly used. In this regard, he contended: 

“You will not go for “a laugh a minute,” since as you might well imagine, constant, 

uproarious laughter is not good for learning” (p. 11). Rusynski (2022) also emphasized 

that humour may turn into an unsafe and treacherous practice when it is overused and 

baffling; and it may be conducive to misunderstanding if it mismatches with or 

considered as a taboo in the natives’ culture. In line with this assumption, Chabeli 

(2008, cited in Abu Bakar, 2018) argued that ill-suited or improper use of humour may 

have a negative effect on students’ self- esteem and feelings, and it may make teachers 

lose their credibility. A similar conclusion was drawn by Perret & Trott (2016) that 

“The type of humour must be watched. Too deadpan, sarcastic, or topically 

inappropriate can be hurtful” (p. 263). 

     Another classroom practice which characterizes the emotionally intelligent teacher 

is classroom scanning. This refers to checking continually to keep order in the 

classroom and interfere as soon as any disruptive behaviour takes place. Classroom 

scanning was found in this research to be averagely practised by teachers, which 

implies that teachers need improvement in this area of teaching. Grounded on these 
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findings, one can make at least three readings: 1) either teachers do not have enough 

time to scan the classroom, knowing that this practice may be the only practice that 

embraces an array of tasks such as moving around the classroom, standing in a way to 

see and deal with as many pupils as possible, giving praise, anticipating the problems 

and making sure that all the students are on task (Gill, 2000); 2) pre-service/in- service 

training and professional development provided to the teachers is not effective enough 

with respect to scanning the classroom; 3) large size classes that tend to deter teachers  

from dealing with all students and getting them involved in all activities. Scanning 

seems therefore a necessary tool for classroom management since “This visual 

scanning allows you to watch for instances of appropriate or inappropriate behaviour 

that you will want to respond to immediately or as soon as possible. It will also help 

you to identify students who may need your assistance” (MO SW-PBS 2017 p.33). 
 
 

 Extrinsic  Motivation: Praise, Reward and Punishment 

      All the comments made by the teachers about the students’ work were also found 

to be positive. Teachers use them for the sake of motivating and elevating their 

students to the required standards. They reported to use two types of praising for the 

good work that their students do. More than half of the respondents said they praise the 

person rather than the work, which may be a sign of emotionally intelligent behaviour 

as these teachers are more interested in the person herself than in their work. As for the 

method of reward, teachers were found to use two types of reward: informational 

‘verbal’ rewards and controlling ‘material’ rewards (Deci et al., 2001). More than half 

of teachers said they use motivating words like excellent, very good, well done and 

thank you, while the rest are reported to use material rewards including books, sweets, 

stickers and extra points. Informational verbal rewards  may be a double-edged sword; 

if they are rationally used, students’ intrinsic motivation increases; but if they are 

exaggeratedly used in a way that makes them sound like controlling rewards, intrinsic 

motivation decreases or gets undermined (Deci, 1971, 1972, cited in Pittman et al., 

1980). 
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     Most of the teachers' methods, such as pieces of advice and nice words, when 

addressing behavioural issues may be evidence that they are emotionally intelligent 

and reflective. The large number of learners who claimed their teachers to use praise  

and motivating words such as ‘excellent’, ‘very good’ and ‘great’ confirms the 

importance of positive response to learners’ performance. Teachers’ use of these 

devices makes learners extrinsically motivated as they seem to naturally look for 

external boosting power from their teachers. Extrinsinc motivation may be regarded as 

a crucial emotional practice that enhances learning. This finding confirms the 

momentousness of extrinsic motivation and ties with Coetzee (2011, cited in Buzdar, 

2017)’s contention that teachers opt for extrinsic motivation to reach a better and more 

effective students’ academic performance. Besides, and according to Buzdar et al. 

(2017, p. 75), “The students who are extrinsically motivated determine the standards 

of their performance according to social norms and customs and hence they are 

normally more social and friendly”. In line with this view, Kong (2009) argues: 

“Extrinsic-motivated students need to be refuelled by outward energy such as teachers’ 

high expectations, praise and some rewards” (p. 148). Effective teachers, seen as 

motivational leaders, motivate their learners by encouraging them to be responsible for 

their own learning, and cause to develop positive attitudes towards subjects and 

activities. Furthermore, they support intrinsically motivated students, and constantly 

seek strategies that motivate extrinsically motivated ones. 

     As for punishment, traditional forms of discipline advocate several actions based on 

teachers’ authority that includes loud voice, bossy manner, use of threats (Rogers, 

2003), and aggressiveness, control and punishment (Ridley & Walther, 1995). But, it 

has been argued that there is no clear-cut or well defined strategy to correct students’ 

disruptive behaviours (Minott, 2015). However, it is worth stressing that the teachers 

under study use emotional practices rather than authority, and appear to be able to turn 

a harmful and unpleasant environment into a safe and peaceful one, in order to handle 

classroom problems. 

     The findings of the study also show that all the teachers take pupils’ detention for a 

time for reflection and rebuilding. These teachers seem to advocate an innovative 

approach to disciplinary procedures. Traditionally, detention was regarded as one of 



Chapter Six: Discussion and Interpretation of Research Findings 

 

196 
 

the punitive practices that “...do not take into account any individual personal, 

educational, developmental, social or other circumstances of the child” and “…do not 

maintain a pleasant, safe or engaged school community as exemplified by the failure 

of zero-tolerance policies in the United States.” (Michail, 2011, p. 161). Today, 

detention, as a contemporary plan of a disciplinary action, is designed in a way that 

satisfyingly modifies learners’ disruptive behaviours. It is based on a programme put 

forward in the United States by Morris and Howard (2003), and intended to provide 

additional educational structure and respond to learners’ misbehaviour (Michail, 

2011). However, in spite of the virtues that detention has, such as time in which 

students can complete their work, it should be practiced properly in terms of time, 

place and the people who supervise the students (Fluke et al., 2014). But Wlodkowski, 

(1991) takes an opposite position and argues that detention  is not as effective as it was 

in the past, for students become resistant to it, and their parents who have already 

experienced it do not appreciate it (Ridley & Walther,1995). 

      A significant percentage of students who feel threatened describe their teachers as 

a source of frustration, lack of motivation and enthusiasm, and therefore reluctance to 

study. The permanent and insistent teachers’ bad behaviours inculcate fear in the 

learners, which automatically makes them constantly insecure and the teachers the 

source of the threat and danger. Pavlov and Watson have provided evidence for this 

behaviourist stimulus and response approach (see chapter one). In our case, it's 

possible that the pupils not only develop fear towards the specific teachers, but they 

also extend their anxiety and panic (response) to all teachers (stimuli). 

     Literature suggests that frustration evolves from teachers’ ineptitude to manage 

learners’ disruptive behaviour. According to Reid & Morgan (2012), this ineptitude is 

indisputably conducive to stress among teachers. In order to prevent this negative trait 

from happening, a set of proactive strategies were put forward to avoid disruptive 

behaviours in the classroom. For example, in the U.K.,  the Welsh Department for 

Education and Skills (2012), with regard to ‘strategic planning’ and ‘proactive 

behaviour management’, suggested: “The secret to successful proactive interventions 

is strategic planning…It is always best to focus on increasing positive behaviours 
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through praise and reinforcement instead of trying to reduce unwanted behaviours. 

Proactive behaviour management is the bedrock of good behaviour” (p. 34).   

     The results also demonstrate that in spite of the ‘fight or flight’ (Allen, 2014) 

situation engendered by the demanding and tiring work conditions, and the pressure 

exerted by the administration on teachers,  in addition to the scarce and inefficient 

emotional development and emotional training they receive , the teachers are  viewed 

as ‘emotionally intelligent’ by a larger number of pupils. Almost all of them reported 

their teachers to use appropriate language, and most of them claimed to feel safe when 

they get in the classroom with their teachers.  

 Fairness and Equity  

     A majority of pupils reported their teachers to be fair and respectful. It appears that 

being a fair or just teacher does not refer only to treating learners equally.  The 

literature (Stronge, 2007; Chory, 2007) reports that a fair teacher behaves  

appropriately in the classroom; she  holds responsible the pupil concerned rather than 

blaming the whole class; before punishing learners  for a bad behaviour, she first 

locates and understands the problem, and tells the learners the right thing to do to 

avoid such behaviours; she is impartial and non-discriminatory in relation to ethnicity, 

cultural background and gender; she treats learners as people; she avoids 

circumstances that make learners feel humiliated and ridiculised; she  makes them 

“..feel good about themselves”. Respect, on the other hand, including self-respect and 

respect for others, is a value that enhances already built social relationships, and 

encourages to tie new ones (OECD, 2019). Rasooli et al. (2018) stated that a 

significant body of literature revealed that teachers’ fairness: 1) affects positively the 

learning process; 2) reinforces teacher’s sense of well- being and enjoyment; 3) makes 

teachers and school authority more legitimate; 4) triggers political trust; 5) makes the 

evaluation of the teacher expertise positive. On the other hand, lack or absence of 

fairness engenders aggression and hostility, absenteeism, and cheating. Effective 

teachers are those found skilful at handling properly students’ learning styles and 

needs that are based on their race, culture, ethnicity and language (Krasnoff, 2016). As 

a matter of fact, to reach a satisfying cultural harmony and insert it in all classroom 
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practices, teachers should be provided with the instruction that assists them in bridging 

“…the gap between instructional delivery and diverse learning styles and establish 

continuity between how diverse students learn and communicate and how the school 

approaches teaching and learning” (Krasnoff, 2016, p. 2).  

      

 Learners as Becoming, not Being  

     A further emotionally intelligent classroom practice is when teachers always see 

their learners as they can become, not as thery are. This practice was used by half of 

the teachers to motivate the pupils, and promote quality learning. Biggs, (1985) 

defines this strategy as meta-learning which definitely makes the teachers take “...into 

account the learners’ perception of the learning context as well as their perceptions of 

the expectations of the discipline being studied” (Walters, 2007, p. 58). From this 

finding, one can safely conclude that considering students as they can become, not as 

they are, is a useful emotionally intelligent strategy that may fuel pupils’ self-

confidence and self-esteem, and reinforce trust between them and their teachers. 

 

 Social Interaction   

     Social interaction is another emotional practice that was well performed by the 

teachers. Most of the pupils said that their teachers are socially communicative, they 

smile and tell jokes. As it has been stated in the second chapter of the review of the 

literature, social communication, including smile, joke telling and humour, are quite 

beneficial in the sense that this can help learners to feel secure and overcome their 

stress and anxiety, create a positive environment full of love and trust, enhance a sense 

of belonging (Tamblyn, 2003), and finally foster the process of learning (Hurst et al., 

2013). Social interactions are also found to be enhanced through small or large group 

meetings and activities, where learners feel that they are valued by their teachers and 

peers as well. In this respect, North Carolina Department of Public instruction (2009) 

that dealt with early childhood classrooms affirmed the momentousness and vitality of 

the time devoted to the group work and assumed that the latter make the learners talk 

to and respect each other, learn from each other, and share ideas and experiences with 

each other. Effective teachers are believed to have the skill to reduce stress and threat, 
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and create a positive environment that enhances students’ achievement and increases 

their self-esteem by means of good and skillful interactions flavoured with a good 

sense of humour. 

     Our findings suggest that almost half of the pupils questioned said that their 

teachers encourage social interaction with the learners. This finding is supported by 

Breeves (2004, p. 9) who stated: “…no matter how structured the curriculum or tightly 

managed the school day, the interactions between students and teachers are to a large 

extent the result of the individual diligence, professionalism, and commitment of 

teachers”. Andrà et al. (2017), who investigated the importance of play as a social 

interaction in secondary mathematics classroom, also contended: “A teacher can 

decide to deviate from norms of their classroom, to be creative, accept the associated 

risk and vulnerability and use deviative forms of play as a teaching strategy” (p. 65). 

Vygotsky maintains that children are not lonely individuals; “they work with adults 

and peers in the creation of any higher-order developmental process” (Mascolo & 

Fischer, 2005, p. 51). He (1986) rebutted Cartesian philosophy which divided 

psychology into mechanistic naturalism and metaphysical mentalism (the split 

between the mind and the body), and proposed the insertion of the social formation in 

the development of education. In this regard he stated: “Pedagogics is never and was 

never politically indifferent, since, willingly or unwillingly, through its own work on 

the psyche, it has always adopted a particular social pattern, political line, in 

accordance with the dominant social class that has guided its interests (quoted in 

Daniels, 2001, p. 5). The power of society in the view of Vygotsky goes far to shape 

and generate consciousness, a mental function that even the mentalistic tradition failed 

to explain. For him, individual consciousness is built from outside through relations 

with others: “The mechanism of social behaviour and the mechanism of consciousness 

are the same... We are aware of ourselves, for we are aware of others, and in the same 

way as we know others; and this is as it is because in relation to ourselves we are in 

the same [position] as others are to us” (Vygotsky, 1986, p. xxiv). 

    As a matter of fact, social interaction was found in this research to be among the 

practices that the teachers fulfil better, despite a number of inhibitive factors such as 
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lack of time, the quality of curriculum and syllabus and the various responsibilities that 

the teachers must accomplish. However, some learners questioned said they feel 

insecure in the classroom because of the threatening behaviours of some teachers. 

They described their teachers as angry and rude. Given that working conditions are 

variable and differ from one school to another, teachers on target may be those who 

are not attuned to and still struggle with oppressive and onerous working conditions. 

Acquiring emotional intelligence  as a classroom practice to deal with difficult 

situations  may help those teachers, just as  coaching and mentoring are required to 

stimulate  and promote teaching/ learning , and provide quality teaching that meets the 

desired standards. As Phillips- Jones (1982, cited in Caldwell & Cater, 2004) rightly 

remark, mentors should be influential people that may contribute to the formation of 

an emotionally intelligent teacher who will successfully reach his life goals.  

 Individual Work  

     Although group work, or collaborative work, has many advantages in the way that 

it: a) gives opportunity to all learners to participate and share the learning process; b) 

elevates students’ listening and oral skills; c) reinforces positive environment through 

social relationships (Long & Porter, 1985); d) helps to shape learners’ personality; e) 

enhances students’ efficiency and productivity (Baskin et al., 2005), the findings show 

that teachers were rather in favour of individual work. Some teachers prefer  this type 

of activity because they may fear losing control over the behaviour of gathered pupils 

and setting inadequate circumstances that may bring insecurity to the group 

(Blatchford et al., 2003) or because successful group work is highly demanding in 

terms of planning and management (Šerić & Garbin Praničević, 2018). In this study, if 

the teachers are found to assign individual work to their pupils and not group work, 

this may be due to the fact that the questionnaire was addressed to the pupils during 

the COVID-19 pandemic, which obliged teachers in Algeria and people all over the 

world to respect social distancing, and where classrooms were arranged as one pupil 

per table. Therefore, it was quite expected to find the results to be affected by this 

sanitary measure that has been implemented for nearly two years in Algeria. 
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     Another way teachers used as an emotionally intelligent practice in the classroom is 

dealing with learners’ requests for clarification. Also providing comprehensible input, 

responding to learners’ problems inside and outside the classroom, having good 

teacher-learner relationship, using appropriate body/non-verbal language and using 

social interaction are teacher practices that were reported or observed. These are 

described below. 

 Requests for clarification 

      The findings show that almost all students reported their teachers’ willingness to 

positively answer all their learners’ requests for clarification. This reflects 

teachers’sense of equity and willingness to make their learners learn and succeed. But 

the pupils’ responses did not differentiate between girls and boys, or made any claim 

relative to gender inequity. Although Murphy(1986) and Serbin at al’ (1973) found in 

their studies that teachers address more extensive instructions to boys so they become 

able to do the tasks, or that teachers  help girls or finish the tasks for them (cited in 

Olivares & Rosenthal, 1992), this feeling of discrimination did not appear in the 

pupils’ data. Of course, this does not imply that such phenomenon does not exist. On 

this point, Field et al., (2007) remark that lack of equity in education is found to be 

among the factors that make students either leave schools, get employed with limited 

expertise and skilfulness, or carry on their studies with more endeavour and efforts 

compared to their fellows. 

 Teacher Comprehensible Input 

     As far as teacher input is concerned, a high rate of respondent learners considered it 

comprehensible. The findings indicate teachers’ awareness of the importance of input 

comprehensibility. With regard to the quality of input, the literature demonstrates that 

the more comprehensible or easier the input, and the more tuned it is to the levels of 

the learners, the more fulfilled the language acquisition/learning. Krashen (1981) in his 

Input Hypothesis (IH) stated that language acquisition/learning is guaranteed only 

when the input slightly surpasses learners’ skills, otherwise it would be just noise; and 

it gets more complex all along the acquisition of the linguistic competence of the 

learners. The study results support this view and seem to be consistent with those 
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revealed by Morano (2005) and Thatch (2022). It has also been suggested that the 

quality of input depends on teachers’ and learners’ behaviours (Polat, 2016), and 

“More specifically, comprehensibility depends largely on how successfully L2 learners 

negotiate and (co)construct meaning in a particular context of communication with the 

help (scaffolding) of the more knowledgeable other(s) (the teacher or caregiver).” 

(Polat, 2016, p. 7). Consistent with this view, Mackey (2012, cited in Polat, 2016) 

stated that effective communication and clarification may elevate the chance of getting 

the input understood. From this perspective, one can infer that comprehensible input is 

an emotionally intelligent teaching outcome. With reference to how to make the input 

comprehensible, Long (1982, cited in Park, 2002) affirmed that the teacher modifies 

the speech, provides linguistic and extralinguistic context, orient the communication to 

the ‘here and now’ and, finally, modifies the interactional structure of the 

conversation.   
 

 Responding to Learners’s Problems 

     According to the learners’ responses, teachers seem to be more responsive to the 

students’ problems that occur inside the classroom than to those that happen outside it. 

This finding somehow contradicts Stronge’s (2007) observation that effective teachers 

are those who listen and pay attention to students’ concerns, be they those that take 

place inside the classroom or those related to their lives in general. In connection with 

this point, he claimed that effective teachers who are “human in the eyes of the 

students” (p. 24) “...are dedicated to bettering student lives, and they demonstrate their 

understanding through tenderness, patience, and gentleness” (p. 23). Schools and 

classrooms characterized by caring and respect are reported to strengthen students’ 

intellectual, social and emotional skills that they appropriately use in their daily life 

(Pasi, 2001), and agreeable Early Childhood Education and Care (ECEC) settings 

foster the cognitive abilities, maturation and comfort of the young learners (Douglas, 

2019). A body of research showed that caring teachers have a number of positive 

characteristics. Caring teachers are those who see their students’ needs as an absolute 

priority; and those who call their students’ parents, visit their homes, and invite their 

families to school in order to build relationships with the families (Farr, 2010). 

According to Walker and Gleaves (2016), caring teachers have “particular 
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‘exemplifiers’ in their practices including the ability to: listen to students, show 

empathy, support students, actively support students' learning, give students 

appropriate and meaningful praise, have high expectations of work and behaviour, and 

finally, show an active concern in students' personal lives” (p. 3). 
 

     It appears that the reason why most teachers under study neglect or do not pay 

attention to the learners’ difficulties that happen outside the classroom may be due to 

teachers’ training and education that focus more on pedagogical matters that take place 

inside the classroom, such as teaching methods and approaches, classroom 

management and learners’ assessment, than on personal matters, as described earlier in 

thisd study. It has been suggested in the literature that it takes a significant amount of 

time for teachers to develop the skill of listening to students' problems both inside and 

outside the classroom and taking appropriate action because it requires them to have a 

thorough understanding of the students in question. Based on this conjecture, Neil & 

Caswell (1993) rightly remark:   

 

It is very likely that some of your pupils’ performance will be affected 

by psychological or social factors which interfere with their learning. 

Recognising these factors, formal or informal, in or out of the 

classroom, is a skilled process, normally resulting from the gradual 

accumulation of evidence about the child concerned (p. 6). 

 

 Close Teacher-Learner Relationship 

     In spite of the burdensome working conditions such as condensed timetables, large 

classes and pedagogical duties that usually make good teacher-learner relationships 

scarce if not impossible, the obtained results revealed the close relationship between 

almost all teachers and their learners. This finding confirms that such relationship 

between teachers and their learners is a vital component for successful teaching/ 

learning process, and possibly one of the most valuable features of an emotional 

intelligent teacher. Also, the finding is consistent with what Stronge (2007) affirmed:  

 

Many educational stakeholders emphasize that effective teachers know 

their students individually, not only understanding each student’s 

learning style and needs but also understanding the student’s 



Chapter Six: Discussion and Interpretation of Research Findings 

 

204 
 

personality, likes and dislikes, and personal situations that may affect 

behaviour and performance in school (p. 24).  
 

 Body/Non-Verbal Language  

    Body language, or non-verbal language, appears to be a widely and well performed 

practice among teachers in this investigation. This confirms that teachers are fully 

aware of the significance of body language for a good quality teaching. As mentioned 

in the second chapter of the literature review, paralanguage is one of the crucial 

elements of an effective teaching. It is supported to a large degree by Hymes’ (1966) 

communicative competence theory. Communicative competence theory was accepted 

and adopted worldwide in the 1980’s. It claimed communication to be made of both 

verbal and non-verbal competencies. Body language specifically “...is responsible for 

many aspects of social interaction: expressing emotion; regulating turn taking in 

conversation, and defining and expressing social relationships.” (Friedman & Gillies, 

2005, p. 205). Therefore, it “...allows for a rich possibility of expression.” (Friedman 

& Gillies, 2005, p. 207). That is to say, it is a tool that ensures a better intake and 

makes the input more comprehensible. On the same wavelength, Gregersen (2007) 

puts out: “These nonverbal cues convey the same meaning as the verbal message, and 

either complete or supplement it. For an English language learner, these greatly aid in 

understanding a speaker’s message as they supply extra context clues for determining 

the meaning of an utterance” (p. 54). Also, the subliminal messages sent through body 

language in teaching have been clearly highlighted by Neil & Caswell (1993): 

 

…non-verbal signals are more powerful in conveying feelings than 

speech because most recipients are less aware of them. If you overtly 

tell a class that the subject you are dealing with is really exciting, or 

that you intend to deal firmly with any indiscipline, the explicit 

message may give the more cynical members of the class a clear target 

to aim at. If you convey enthusiasm or firmness non-verbally, your 

audience extracts the message from your behaviour subliminally. Since 

they have derived the message themselves without being aware of 

having done so, they are less likely to be able to challenge it (p. vx). 
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     The next section 6.3. discusses the findings in relation to teachers’ emotional 

practices and  gender  and thus seeks to answer the third research question.  

         

6. 3. Teachers’ Emotional Practices Related to Gender 

     In this section, we triangulate the results of the findings and examine the issue of 

gender-related emotional intelligence from four perspectives: that of the teachers, of 

the pupils, of the inspectors and of myself, the researcher. 

 

6. 3. 1. Gender-related Emotional Practices from the Teachers’ Perspective 

 Motivation  

     The obtained results (see Table 34) indicate that both male and female teachers 

always create a positive emotional atmosphere in the classroom. They seem to be both 

tidy, clean and organized, give encouragement and praise to learners, use body 

language successfully, give direction and keep control of the class. 

     However, female teachers have more classroom routines and do more mentoring 

than male teachers. When learners do good work, they praise the person, not the work 

(table 7). They use more appropriate language than male teachers (table 14). They are 

more caring, fair and respectful. They promote enthusiasm and motivate learning, they 

are more energetic and more motivated than their male counterparts. However, gender- 

based motivation does not appear to have a fixed or universal pattern. A study 

conducted in an Indonesian high school by Handayani (2016) reported female teachers 

to be less motivated than their male counterparts because female teachers work only to 

help their husbands, while male teachers see themselves as family leaders and the only 

responsible for making a living. Similar findings reported by the Organisation for 

Economic Co-operation and Development, OECD (2018) showed that female teachers 

displayed low motivation because of their 13.5 % lower wage compared to male 

teachers’.  

 Humour  and emotional /interpersonal skills 

     As far as humour is concerned, there seems to be a correlation between gender and 

humour. The finding indicates that male teachers have more sense of humour (table 3). 



Chapter Six: Discussion and Interpretation of Research Findings 

 

206 
 

This result confirms Lakoff’s (1975, cited in Háhn, 2012) that men, compared to 

women, have more tendency to tell jokes. Studies that dealt with gender-based humour 

in terms of types found that women use liberating humour and controlling humour 

styles that require emotional intelligence, while men use stress-relieving type that 

requires quotient intelligence (Gozukara, 2016). Shehzad and Mahmood (2013), who 

carried out an investigation on emotional practices of university teachers found that 

female teachers surpass by far their male counterparts only in interpersonal skills. 

However, same scores have been recorded for both genders on the rest of the 

emotional skills. 
 

 Classroom Scanning 

     Concerning classroom scanning, male teachers are reported to be more able to scan 

the classroom than their female counterparts. Male teachers’ outperformance in 

classroom scan may be explained by the fact that they have more power and influence 

that make them engage in most types of risky behaviour more frequently than females 

do (Zuckerman, 2007; Rudasill, 2010). Olson (2019) and Kimura (2010) reported male 

teachers to surpass their female counterparts in controlling disruptive classroom 

behaviours and maintaining an emotional climate favourable for academic success, 

while O'Connor (2008), Yilmaz et al., (2015) and Yin (2015) found female teachers to 

be more caring and more emotionally connected to their students. On the same 

wavelength, Vanner et al. (2022), who explored gender-based violence (GBV) in 

schools, suggested: “Several teachers pointed to the importance of male teachers 

engaging in GBV education, expressing that they may be taken more seriously by their 

male students” (p. 6). Other studies, such as Casey's (2013), linked male teachers' 

exceptional classroom performance to their mastery of spatial skills, particularly in 

mental rotation and spatial perception tasks. 
 

     With regards to the impact of teachers’ comments on their learners, female teachers 

are found to believe that their comments are effective. These results confirm Tabak et 

al.’s (2003) and Gurbuzturk & Sad’s (2009) findings that female teachers have higher 

self-efficacy beliefs than their male counterparts (cited in Kwaku Sarfo et al., 2015). 

On the other hand, our findings refute Riggs’ (1991), Hemmings & Kay’s (2009), and 
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Butucha’s (2013) conclusions that male teachers rate higher than their female 

counterparts in terms of self-efficacy. A growing body of literature suggests that 

gender-based discrepancies in relation to self-efficacy are governed by external 

factors. Riggs (1991), who reported the superiority of elementary science male 

teachers over their female counterparts, related his findings to the higher expectations 

that people put on male teachers in the scientific field.  

     Concerning comments about a good work that the teachers make, all the teachers be 

they male or female, seem to use motivating words. It would be important to state that 

all female teachers in this study are found to praise the person only, while one third of 

male teachers are found to praise the person, and two thirds praise both the work and 

the person. These results may be explained by the fact that “Instead of being goal 

oriented, women are relationship oriented; they are more concerned with expressing 

their goodness, love, and caring” (Gray, 1993, p. 13). 

     keeping praise in view, and as reported in the present study, male teachers are 

found to use only informational rewards, while female teachers use both informational 

and controlling rewards. Female teachers’ propensity or inclination towards 

controlling rewards may be a compensatory strategy for the decline in intrinsic 

motivation, knowing that the decline takes place from 8 to 14 years of age (Harter, 

1981, cited in Gillet et al., 2012). These conclusions may also apply to the present 

research context.   

     To address behavioural issues, all female teachers are found to use pieces of advice 

and nice words as a method of correction. However, only two-thirds of male teachers 

use this positive method of correction, while one third use both nice words and 

punishment. The findings may suggest that female teachers play the role of good 

negotiators to better handle disruptive behaviours. This has been already confirmed by 

Rogers (2003) when a female teacher expressed her authority and addressed her order 

to a turbulent student in a form of choice rather than a threat. This may be socio-

linguistically explained by gender differentiation related to men’s and women’s 

conception of communication where, according to Hudson (1996) “...men are more 

concerned with power and women with solidarity” (p.141). In the same vein, Tannen 
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(1990) affirmed: “Women...appreciate the discussion itself as evidence of involvement 

and communication. But many men feel oppressed by lengthy discussions about what 

they see as minor decisions, and they feel hemmed in if they can't just act without 

talking first” (p. 10).  

     As for detention, the results in our study show that there is no correlation between 

the form of detention and teachers’ gender, in that both male and female teachers use 

detention as a time of reflection. These research findings suggest that teachers’ role 

and social- emotional support of their learners are not gender- based. Regarding the 

way teachers see their pupils, most female teachers are found to see them as they can 

become, while most of their male counterparts see their learners both as they are and 

as they can become. This gender-based discrepancy may be interpreted by the fact that 

women are urged by their maternal instinct where “...mothers' emotional support 

during difficult tasks teaches children control strategies that they can apply 

independently in future settings, instills confidence in their own abilities, and conveys 

that learning is important and valued...” (Leerkes et al., 2012, p. 369).  

 

6. 3. 2. Gender-related Teachers Emotional Practices from the Pupils’ Perspective 

     The findings indicate that the pupils feel as safe with their male teachers as with 

their female teachers. However, concerning language, half of the pupils described their 

female teachers to use appropriate language when upset, while almost half of them 

claimed their male teachers to use it. This slight difference confirms Fasold’s (1990) 

perspective that gender-related linguistic discrepancy is not as blatant as one might 

expect, and that “the gender pattern does not involve all the socially sensitive linguistic 

features” (p. 92).  A significant number of pupils claimed their male teachers to use 

inappropriate language. This may be due to the fact that women have a natural 

propensity to be more polite and respectful to the conventional politeness norms than 

men. The findings at hand support a number of assumptions that men’s language is 

“...direct, assertive, impolite...” (Mills 2003, p. 213), and associated to “...engagement 

and power...” (Lakoff, 2004, p. 11), while women’s is “...universally more polite than 

men’s, both in avoiding swearing and stigmatised expressions and in following more 

closely conventions to do with managing the conversational floor” (Beeching, 2002, p. 
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9). They also confirm clisbee’s (2005) perception that “Men... were socialized to be 

competitive and authoritarian, and women to be caring and collaborative” (p. 48).  

      According to the literature on sociolinguistics and sociology of language, the 

rationale behind this linguistic difference is that at an early age little boys are allowed 

to say rude and brutish language when little girls are not (Lakoff, 1975). Consistent 

with this view, Holmes (1995) contended:  

 

In modern western societies, most girls and boys operate in single- sex 

peer groups through an influential period of their childhood, during 

which they acquire and develop different styles of interaction. The 

boys’ interaction tends to be more competitive and control- oriented, 

while the girls interact more cooperatively and focus on relative 

closeness (p. 7)   

 

    Although a “…warm expressive female teacher appears to be expected and may be 

viewed as displaying sex-appropriate characteristics, whereas a warm expressive male 

professor is unexpected and may be viewed as sex inappropriate” (Basow & 

Distenfeld, 1983, p. 5), female teachers are surprisingly reported to be less 

communicative than their male counterparts in the present study. These findings may 

be psychologically interpreted by the fact that lack of or poor social skills and low 

self-esteem in women make them avoid social contacts with others (Panayiotou et al., 

2016). Our findings can also be interpreted by the biological component that is 

evidenced to shape all menstruating women’s mood, desire, emotions, thoughts and 

interests by means of the daily hormonal changes that their brains undergo to reach 25 

percent of changes every month (Brizendine, 2006). According to this researcher, most 

of women cope with these changes but others do not. In this regards, she argued: 

 

Some of my patients... couldn’t work or speak to anyone because they’d 

either burst into tears or bite someone’s head off. Most weeks of the 

month they were engaged, intelligent, productive, and optimistic, but a 

mere shift in the hormonal flood to their brains on certain days left 

them feeling that the future looked bleak, and that they hated 

themselves and their lives (2006, p. 3). 
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     Females are said to have more inclinations to avoid frustration, rudeness and anger, 

and reflect females’ submissive mindset to the social norms whatever the 

circumstances they are in. In this regard, Eckert (1989) and Chambers (1992; 1995) 

pointed out that women scarcely use stigmatized and nonstandard variants than men do 

even if they belong to the same social group and are in the same conditions (cited in 

Chambers et al., 2003). Similarly, Holmes (2013) stated: “... women are more aware of 

the fact that the way they speak signals their social class background or social status in 

the community” (p.167). That is to say “... women are more status conscious than 

man...women are more status bound than men” (Eckert, 1989, p. 256). Despite the fact 

that female teachers avoid frustration, rudeness and anger, they are found in the 

present study to surpass by far their male counterparts in insulting and humiliating 

their pupils. This negative method used by the female teachers in the present study is 

one of the approaches that make the pupils distrust and hate their teachers, and, 

therefore, flee the task. In line with this view, Kahveci (2023) considered insulting and 

humiliating approach as an approach that renders the students scared of their teachers, 

and makes them flee the lesson, lose their self-confidence and their confidence in their 

teachers. Our findings confirm Frodi, et al., (1977), White (1983), Hyde (1984) and 

Eagly & Steffen (1986) belief that the gender discrepancy does not lie on the quantity 

but on the quality of agression. They also go on the same wavelength with Eagly & 

Steffen (1986) and Björkqvist & Niemelä (1992) in relation to women’s disposition to 

psychological aggression in which women cause their targets psychological harm.  
 

     On the other hand, our obtained results contradict Terman & Tyler (1954) and 

Maccoby & Jacklin (1974) who assumed that men are more aggressive than women. 

They also refute Wood’s (2009) contention that “…female teachers being more 

nurturing than males, males being more laid back than female teachers as well as more 

dominant and commanding with their students” (p. 1).  They repudiate Madrid & 

Hughes (2010) who argued: 

 

…female teachers tended to employ a greater number of gender 

stereotypes in their attitude and expectations with regards to student 

behaviour and frequently adopted stereotypical roles more closely 

associated with the female gender: they acted as maternal figures, 
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showing a large degree of protection towards the children as well as 

greater understanding towards their bad behaviour… female teachers 

were more sympathetic to the problems of students who performed 

poorly and attributed a higher level of importance to the interpersonal 

problems of students than the male teachers. (p. 3) 

 
  

     Keeping teacher trustworthiness in view, teachers who are unreliable and 

untrustworthy mold students’ disruptive behaviour. However, those who gain their 

learners’ trust, and who are mindful of their students’ welfare, according to Mortiboys 

(2005), do not find difficulties putting into practice whatever approach, teaching 

method, or activities they judge suitable. That is to say, trust and teachers’ mindfulness 

incite the learners to go in harmony with their teachers’ practices- a fact that empowers 

a versatile, dynamic and wide-ranging way of teaching. 
 

     With reference to individual and peer work, our research discloses a gender-based 

discrepancy. The obtained results indicate that individual work is more favoured by 

male teachers. This may be biologically explained by Brizendine’s (2006) assumption 

that testosterone makes talking and interest in socializing decrease. In this regard, she 

affirmed: “The testosterone-formed boy brain simply doesn’t look for social 

connection in the same way a girl brain does” (2006, pp. 22- 23). Contrary to Nawaz 

& Atta’s (2018) and Wood’s (2009) argument that there is not any gender discrepancy 

in terms of subject matter competency, the present findings indicate male teachers’ 

outperformance in quality of input. Our results go in line with those reported by Taqi 

et al. (2015) where almost half of the pupils claimed to learn more and get better 

marks from male teachers.  

     In this research, understanding and listening to learners’ issues are found to have no 

correlation with gender. Male teachers are claimed to pay as much attention and to be 

as mindful of the problems that happen inside and outside the classroom as their 

female counterparts. The findings also demonstrate that teacher-learner relationship is 

not gender-based, in that the same rate of percentage of the pupils claimed both female 

and male teachers to build a close relationship with them. Considering teacher-student 

relationships, some scholars went further to explore the nature of these relationships 

based on the type of the curriculum. According to Martino & Kehler (2007), education 
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in the USA and Canada, for instance, where some curricula threaten and devalue 

masculine interests and behaviours, became a cause for concern years ago. As a matter 

of fact, researchers came to the conclusion that male teachers suit best to go against 

and confront the harmful corollary of the feminisation of schooling and literacy, and 

save boys’ masculinity through a particular relationship that maximises boys’ 

attention, and boosts their participation in school- based literacy practices (Martino & 

Kehler, 2007). 

     As for body language and voice tone, the findings reveal insignificant male’s 

outperformance over their female counterparts. Fairness, too, is found to be a practice 

where male teachers slightly outperform their female counterparts. The findings align 

with Taqi et al.’s (2015) study findings that “male teachers hold more positive 

personal traits, including friendliness, kindness, and fairness” (p. 189). In the same 

vein, Tatar and Emmanuel (2001, cited in Wood, 2009) reported male teachers to be 

fairer than their female counterparts, and even fought against the convention that they 

are less fair than female teachers. 

     Male teachers are also reported to outperform a little female teachers in social 

interaction, including smile and jokes. In line with these findings, Taqi and colleagues 

(2015) stated: “Many students noted that male teachers have a better sense of humour, 

and are more patient. A few students stated that female teachers could sometimes be 

moody, and project their feelings (good or bad) in class, while male teachers are more 

in control of their emotions and thus are rarely moody” (p. 187). Pupils’ perspective 

that responded in favour of male teachers may be determined by their gendered 

expectations where female teachers “… are expected to be more open and accessible 

to students as well as to maintain a high degree of professionalism and objectivity… 

female instructors who fail to exhibit an ideal mix of traits are rated lower for not 

meeting expectations, while male instructors are not held to such a standard (MacNell 

et al., 2015, p. 4). Our findings refute Brizendine’s (2006) conjecture that from the age 

of puberty women become more emotional and more communicative, while males 

become less communicative. 
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6. 3. 3. Gender-related Teachers Emotional Practices from the Researcher’s 

Perspective 

     It is surprising to find female teachers not outperforming any emotional classroom 

practices that were observed, while their male counterparts scored higher in five items 

which are: ‘Safety’, ‘Care’, ‘Empathy’, ‘Positivity’ and ‘Conversation/relationship 

building’. Our findings oppose the view held by Costin et al.’s (1971) that female 

instructors are rated higher than male instructors (cited in Ogden, 1994, p. 3). They 

also contradict the belief that female teachers are warmer and offer more interpersonal 

support than their male counterparts (Bennet, 1982) and that women tend to be kind 

and sympathetic to other people (Heilman & Okimoto, 2007). Our findings also 

suggest that both male and female teachers excel in most of the emotional classroom 

practices. The body language, for instance,  that is equally performed by male and 

female teachers confirms Gulec & Temel’s (2015) assumption that body language is 

not affected by teachers’ gender, and  refutes Manfredia & Boggiob’s (2020) view that 

“...women are faster at integrating speech into gestures” ( p. 15). The unexpected 

female low rating in many emotional classroom practices may have two explications: 

1) a physiological explanation, more precisely hormonal change, that has already been 

discussed; 2) when female teachers display more caring and warm behaviour, students 

may interpret this behaviour as weak or less valuable (Basow & Silberg 1987; Sandler 

1991, cited in Linse, 2003, p. 4). 

6. 3. 4. Gender-related Teachers Emotional Practices from the Inspectors’ 

Perspective 

     The results obtained from the questionnaire addressed to the inspectors show that 

female teachers outperform their male counterparts mainly in ‘Classroom routines’, 

‘Leadership’, ‘Mentoring’, and ‘Vision-target’ that embrace practices considered as 

components of classroom management (see Appendix F). Our research findings that 

disclose female teachers’ outperformance in mentoring confirm one of the scarce 

investigations on mentorship gender-based disparity that has been carried out by 

Sullivan & Bers (2018). In their study, these researchers found elementary school 

female robotics teachers to surpass their male counterparts in having positive impact 
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on girls’ performance on programming tasks, and shrinking the gap between boys and 

girls in the matter of the mastery of robotics programming concepts.Our research 

findings reveal that gender affects emotional classroom practices only to a certain 

degree, and that male teachers perform some practices well, while their female 

counterparts do better in others. The findings also confirm conclusions of many studies 

that there are no significant differences and decisive roles between male and female 

teachers’ classroom management skills and competencies (Sivri, 2012; İlhan, 2011; 

Bağcı, 2010, cited in Ahmed et al., 2018, p. 183). 

     Although 'Leadership' and 'Mentoring' and ‘Coaching’ are considered by the 

literature to be classroom practices leading to successful and effective teaching and 

learning, they still appear to be underpracticed by both male and female teachers. 

Allen (2014) points out that good leader teachers are those who take their learners in 

charge physically, mentally and socially, and set their own visions and share them with 

their students in an inspiring way. He also believes that inspiring and emotionally 

intelligent leadership happens only when teachers have a good understanding of their 

self-awareness, self-regulation, and the way their actions and emotions affect their 

learners, as well as how to positively and optimistically motivate themselves and their 

learners. In addition to leadership, mentoring and coaching are also reported to 

contribute to students’ achievement to a greater extent. Mentoring, for instance, has 

been evidenced by a significant body of literature “to steer teenagers away from 

trouble, give extra encouragement to students, and provide a role model for more 

positive types of behaviours” (Riley, 1998, cited in Johnson & Lampley, 2010, p. 65). 

The literature also disclosed the students to have the propensity to welcome the rules 

when they get involved in their design and application. The intent of implementing 

mentoring in schools is not confined to the students’ academic success; it is far greater 

such that it concerns issues that are beyond the scope of the school, thereby requiring 

high quality mentors. 

    On the other hand, the inspectors’ reports reveal that male and female teachers 

scored equally in classroom management, while male teachers outperformed their 

female counterparts only in motivating and encouraging the pupils. The findings seem 

to be consistent with Nejati et al.’s (2014) that “…males and females did not differ as 
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far as classroom management was considered. However, they differed in terms of 

student engagement and instructional strategies; male teachers were better at student 

engagement, while female teachers were better at instructional strategies” (p. 1219). 

Similarly, Jone (2003, cited in Wood, 2009) purported that male teachers do better 

than their female counterparts in motivating students. Keeping classroom management 

in view, Tauber (1999) suggested three types of classroom managers: the assertive 

teacher who protects teacher and student rights; the hostile teacher who uses aversive 

techniques; and the nonassertive teacher who is passive and often inconsistent. Gender 

stereotypes presume that male teachers would be either assertive or hostile, while 

female teachers would be assertive or non-assertive (cited in Wood, 2009). 
 

     Our investigation also reveals that female teachers surpass their male counterparts 

in terms of patience and positive relationships. Biologically speaking, this female 

outperformance may be explained on the basis that men and women use two emotional 

systems differently. These emotional systems are: the mirror-neuron system (MNS) 

and the temporal-parietal junction system (TPJ). In front of someone’s problem or 

pain, man’s brain first activates the former system (MNS) to make the man quickly 

feel the pain he is seeing. This is called “emotional empathy”. Then, it switches to the 

latter system (TPJ) that in turn activates analyze-and-fix-it circuits to solve the 

problem. This is called “cognitive empathy”. TPJ is said to keep a firm limit between 

emotions of the “self” and the “other”- the fact that makes men less affected by other 

people’s emotions, but strong to solve problems. Woman’s brain, on the other hand, 

remains in the MNS longer, which makes her share other’s feelings (Brizendine, 

2010). The psychological interpretation of female teachers’ excellence at positive 

relationships and patience could be that women are more agreeable, warm and open to 

feelings whereas their male counterparts are suggested to be more assertive and open 

to ideas (Terracciano & Mc Care, 2001). From a social perspective, we suggest that 

this gender discrepancy is role-oriented, as explained by the “traditional” gender role 

of women as care-giver, helper, and self-sacrificing (Swickert et al., 2016; Daltry et 

al., 2018). Consistent with this view, Garaigordobil (2009, p. 229) contended: 
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...girls, to a greater extent than boys, have been socialized in a way that 

favours the development of skills oriented towards warmth in 

interpersonal relationships... the capacity for understanding and sharing 

others’ feelings and emotions would be a characteristic associated with 

the feminine role, more than with the stereotype of the masculine role.  

 
 

6. 4. Limitations 

     As any research, this study cannot be without limitations. The first and foremost 

limitation is that this research work has been conducted during the COVID-19 

pandemic and the strict sanitary measures mainly, social distancing that dramatically 

imposed and is still imposing itself on teaching principles. For that reason, final 

conclusions may have been affected by the results. Another serious limitation is that 

this study was planned, designed, written and organised by one person- the author of 

this research. That being so, this may have led to subjectivity and partiality. A fairly 

significant part of the research findings is based on a survey where usually teachers 

have a natural tendency to give positive responses. Time (no more than 40 minutes) 

given to the pupils to answer the questionnaire made some of them leave items 

without any answer. This could have also influenced the results. In addition, the 

participants answered the questionnaires in the presence of their teachers, which 

could have been a threatening source. Teachers could directly or indirectly have 

influenced the pupils’ responses and consequently the findings. Moreover, 48 hours 

of observation that were equitably distributed into only eight sessions of 45 minutes 

for each teacher made the author of this research unable to examine carefully all 

teachers’ classroom practices, which may have interfered in the findings of this 

study. Finally, this research was conducted in an extremely restricted context: three 

middle schools in the city of Chlef, with only six teachers of English, four inspectors 

and 218 pupils. Our investigation took place in three middle schools because they are 

the only middle schools that have one male teacher each. Therefore, the research 

findings could not be generalised to all Algerian middle schools. 
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6. 5. Conclusion and Recommendations 

     This chapter was meant to discuss and interpret the results of the study conducted 

on middle school teachers of English, particularly their emotional classroom practices. 

The latter were examined in light of the concept of emotional intelligence that was 

defined and discussed in the theoretical part. From this discussion of the findings, one 

may draw three conclusions that do not support all our three hypotheses: the first 

conclusion contradicts our first hypothesis that middle school teachers of English are 

aware of emotional intelligence as a way to improve their teaching. The second 

conclusion supports the second hypothesis, but teachers are not sufficiently 

emotionally intelligent given the quality of the professional development that they are 

provided with. However, the third conclusion does not support the third hypothesis 

that middle school female and male teachers are different in terms of emotional 

intelligence. Indeed, there are only some differences between them, particularly with 

regard to four items: ‘Insult and humiliation’, ‘Classroom scanning’, ‘social interaction 

with the pupils’ and implementing ‘group work’. These items are used differently 

based on whether the teacher is male or female. The findings suggest that these items 

call for deeper investigation in the future. Finally, some recommendations may be 

addressed to the teachers, stakeholders and decision makers as follows: 

 

1- As teachers’ emotional intelligence fosters students’ personal development of the 

self-beliefs and self-regulatory capabilities to educate themselves throughout a lifetime 

(Zimmerman, 1999), teacher professional development should give as much 

importance to emotional classroom practices as professional ones, and educate 

teachers how to be emotionally intelligent. 

 

2-  Teachers should be more involved in the design of the professional development 

programmes. 

 

3- Teachers should be allotted an amount of time that helps them eliminate disruptive 

behaviours, and manage their classes successfully mainly in terms of mentoring, 

coaching and classroom routines. 
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4- Instead of prolonging the duration of a currently ineffective programme (Villegas- 

Reimers, 2003), decision makers and professional development designers must 

promote the quality of teacher education programmes to comply with the required 

standards. 

 

5- Teacher education should embrace highly relevant classroom practices such as 

assessment and time management, in addition to the way to convey knowledge to the 

learners.  

 

6- Implementation of and developing mentoring programmes and the necessary tools 

such as workshops, meetings, get-togethers, functions, discussions, literature (Quratul 

Ain et al., 2017).  

 

7- Teachers should be given the chance to partake in all school development activities, 

since their involvement proved to make them highly competent in problem solving 

(Vojáčková, 2020). 

 

8- Classrooms should be designed and organised in such a way as to meet the high 

standards of the physical environment required for successful academic context. 

 

9- To avoid or at least overcome the distress and burden that burnout may engender, 

teachers should take proactive actions such as lowering one’s ambitions, acquiring 

knowledge, and improving existing skills or learning new ones, making plans, 

changing environmental conditions, and seeking practical help from others (Lazarus, 

2006, cited in Bjørndal, et al., 2021, p.3), or adopt coping strategies such as building 

good relationships with their students, colleauges and the administrative staff.  
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General Conclusion 

 

     As the concept of teaching has shifted from cognitive-based to emotionally-based, 

teachers, stakeholders and even researchers found themselves urged to think 

differently of the approaches that adhere to the new trend. Over the last two decades 

emotional intelligence has become one of the main concerns of psychologists and 

educators alike. Within academia, the literature on emotional intelligence evidenced 

the momentousness of this dimension in teaching describing emotionally intelligent 

teachers as those who effectively and efficiently create a positive environment that 

triggers and enhances students’ cognitive skills. They are those who teach in the best 

possible manner to “bring change in their learners” (Mortiboys, 2005). Emotionally 

intelligent teachers are those who have the characteristics which are conducive to and 

can meet the standards of quality teaching; they have a passion for teaching, they are 

motivated to fulfil the mission, enthusiastic about the subject content, able to establish 

good relationships with the students and the staff, able and willing to be fair, able to 

cope with the working conditions and with challenging and rigorous situations. etc. 

They are also those who make the learners balanced individuals.  

     Studies have demonstrated that lack of emotional intelligence has an unfavourable 

and threatening corollary. It generates stress, which in turn gives rise to the emotional 

exhaustion that is called burnout. Teachers have been reported to be more susceptible 

to burnout in comparison to other workers. This emotional exhaustion has been one of 

the preoccupations of scholars from various fields of research. Many studies have 

examined the type of people that are easily affected by emotional exhaustion, and 

concluded that mentally predisposed people like neurotics, perfectionists and people 

with low self-esteem are more likely to suffer from burnout. Therefore, greater 

attention should be paid to this emotional exhaustion, considering that it “…can be 

harmful to educators and may have destructive effects on teaching and learning, their 

personal lives and most importantly, the learners” (Steyn &Kamper, 2006, p. 128).  
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     The aim of the current study was to explore the emotional intelligence of middle 

school teachers of English in the Chlef area of Algeria, and analyse their classroom 

practices.  Specifically, the study was intended to see whether or not middle school 

teachers of English are aware of emotional intelligence as a way to improve their 

teaching, to examine the extent to which they are emotionally intelligent in their 

classroom practices, and, finally, to explore whether middle school male and female 

teachers of English differ in the ways they use emotional classroom practices.  

     This research was conducted in three middle schools in the Chlef region of western 

Algeria, with different environmental settings. Geographically speaking, the first 

school we visited was well located, in that all the classrooms were perfectly exposed to 

the sun- which made them have an adequate amount of natural light, in addition to the 

artificial one. As for heating and ventilation, the classrooms responded to the norms to 

a certain degree. The second school that we visited was made of two buildings: the old 

building was poorly maintained and the physical environment of its classrooms, 

including lighting, heating and ventilation, did not conform to the standards of 

teaching. On the other hand, the new building was terrestrially well located; its rooms 

had sufficient natural and electrical light. Concerning heating and ventilation, the 

classrooms complied with the standards to some degree. The third school that we 

visited was inadequately located, considering that it was surrounded by high trees and 

high buildings, which prevented light to go inside. The physical state of the classrooms 

did not meet the standard of a good normal school.    

     To conduct this study, three research tools were used: A questionnaire survey with 

6 teachers, 218 pupils and 4 inspectors of English was designed and administered, 

several observation sessions performed by the researcher using a checklist, and 50 

official reports written by the four inspectors .The questionnaire handed to 3 female 

teachers and 3 male teachers was analysed according to their gender. 

     For the sake of obtaining reliable results, we used a variety of approaches and 

methods to analyse the collected data. These approaches and methods were selected 

based on mixed methods research design of our study. Quantitative data obtained from 
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teachers’ and pupils’ questionnaires were statistically analysed by means of tabulation, 

pie and bar charts. we also resorted to the ‘mode’ as statistical measure to calculate the 

frequency of teachers’ classroom practices during the observation sessions, and had 

recourse to the ‘mean’ to measure gender-based differentiation in both the emotional 

intelligence classroom checklist and the inspectors’ questionnaire. These statistical 

measures were used because they are regarded to be easy to understand and calculate. 

In addition to the ‘mode’ and ‘mean’, and to analyse the inspectors’ reports, the 

researcher opted for the content analysis approach that allowed the emergence of 

several categories. The qualitative data were turned into quantitative data. As for the 

missing data that might have occurred due to reasons mentioned in the fourth chapter 

of this study, the researchers applied listwise deletion approach that lies in considering 

only cases with complete data.Being no exception, our investigation has been carried 

out with a set of restrictions that may have affected the obtained findings. The major 

restriction is the Covid-19 pandemic during which our research has been carried out, 

knowing that this exceptional occurrence urged the authorities concerned to deploy 

sanitary measures, one of which was social distancing that may imposingly have 

interfered with the results at hand. Moreover, the observation sessions were done by 

the researcher only- the fact that may have given rise to subjectivity and bias. The 

limitations in this experiment also cover other inconveniencies such as the limited 

number of hours devoted to class observation, the insufficient time allotted to the 

pupils to answer the questionnaire, and finally the restricted number of middle schools 

included in this study.  

     The conclusions we may draw from this research are the following: 1) middle 

school teachers of English are aware of emotional intelligence as a way to ameliorate 

their teaching; 2) however, they are not as emotionally intelligent as they are expected 

to be. This may be due to the type of teacher training or professional development that 

they receive at university or in teacher training colleges, and also the physical 

environment of the classrooms they teach in; 3) male and female teachers differ in 

terms of emotional intelligence to some extent only. 
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    Notwithstanding its value and usefulness, emotional intelligence still remains an 

unacknowledged teaching facet compared to the subject expertise and the 

teaching/learning methods (Mortiboys, 2005). The ubiquitous lack of interest in the 

emotional side of teaching urged us to carry out this investigation to examine whether 

and how emotionally intelligent practices are implemented in the Algerian education 

system, and to what extent the middle school teachers of English under study are 

emotionally intelligent. We took middle school as a case study because we believe that 

at this period of their life, teen-agers need special care, protection and support, given 

that teaching English as a foreign language starts in middle school with adolescent 

learners. However, English has been introduced into the primary school this year only, 

as part of the new foreign languages policy.  

     The major finding of this study indicates that in spite of the scanty emotional 

development and training provided to middle school teachers of English,  and in spite 

of  the unfavourable physical environment where teaching takes place,  regardless of 

their gender, teachers are found to be emotionally intelligent, but not to a highly 

satisfactory degree. They still seem to be in need of a robust and powerful emotional 

development and training to supply them with necessary emotional skills and help 

them to emotionally deal with situations such as: 1) how to take into account pupils’ 

emotional well- being or ill- being when delivering instructions; 2) how to encourage 

students to be supportive for each other; 3) how to give emotionally-based features to 

the lessons they teach; 4) and how to cope with or create a physical environment that 

enhances students’ achievement by making classroom look clean, nice, and arranging 

students’ seats according to the classroom activities (Megawati, 2020). The results also 

show that the worst and the most burdensome situation that the teachers work in is the 

imposed course book and the syllabus that are far from being adequate for pupils’ 

need. Teachers are more often than not kept out of the curriculum and syllabus design 

which gives rise to teachers’ negative reaction to the course book. They reported some 

inconsistencies in the course book relating to their beliefs and learners’ needs which 

urge teachers to design their own lessons and activities. In addition, the findings 

demonstrate that teachers are under other types of pressure such as time constraints 

and overcrowded classes that prevent them from being emotionally intelligent teachers 
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like greeting their learners by names. In reference to gender, the latter is found to 

affect to a certain extent teachers’ emotional classroom practices. The assumption that 

females are more emotional than men seems to be just a myth. Female teachers are 

found to surpass their male counterparts only in a few emotional classroom practices 

such as enthusiasm and energy, the type of praise, pair work and group work. Contrary 

to the belief that social interactions are one of the females’ features, our findings 

suggest that middle school male teachers of English are more effective than their 

female counterparts in interacting with their pupils. The results related to gender 

confirm our previous research findings that indicated female teachers’ failure in 

dealing with most of personal/ emotional classroom practices (Iddou, 2018). 

Considering the above results, and in order to guarantee quality teaching that can fit 

highly demanding stakes, curricula and syllabi should be designed according to the 

learners’ needs with the contribution of the teachers being the principal actor in the 

classroom and the only acquainted with the learners’ needs. The emotional dimension 

of the teaching in Algeria appears to be given a little room or importance by the 

decision makers and the professional development providers, though it is widely 

acknowledged today that EI is among the key factors that decide students’ success or 

failure.  The current literature demonstrated that when schools become unfair places, 

the students get disengaged and disobedient, and their outcomes turn into fiasco, which 

makes them flee the schools (Blad, 2017). More importantly, the stakeholders, mainly 

school principals should respect and protect teachers from burnout that has been 

evidenced to undermine teachers’ motivation and productivity. For that reason, a 

serious integration of emotional practices in teacher education, curriculum design and 

staff professional development programmes is badly needed. With reference to the 

physical environment of the classrooms, and as noted earlier, it is far from being 

adequate or meeting teachers or learners expectations. Improving this environment 

will no doubt strengthen the teaching/learning process and reduce the risk of burnout 

among teachers. This implies that efforts should be made administratively, technically 

and financially to refurbish the schools and improve the teaching/learning conditions 

in order to enable teachers to become emotionally intelligent practioners and instil 

emotional intelligence in their learners as a life-long skill.   



 

 
 

  

 

 

 

 

 

 

 

 

References 

 

 

 

 



References 

 

224 
 

References 

 

Abu Bakar, F. (2018).The Use of Humour in Teaching and Learning in Higher 

Education. Unpublished PhD Thesis. The University of Otago, New Zealand. 

 

Achor, S. (2010). The Happiness Advantage: The Seven Principles of Positive 

Psychology that Fuel Success and Performance at Work. New York, NY: Crown. 

 

Adabifirozjaee, S., Abbaspour, A., & Azizishomami, M. (2014). The Study of 

Relationship between Emotional Intelligence and Organizational Citizenship 

Behaviour of High School Teachers in Iran. J. Appl. Sci. & Agric.; 9(6), pp. 2457-

2465. 
 

Ahmed, I., Hamzah, A. B., & Abdullah, M. N. L. Y. B. (2020). Effect of Social and 

Emotional Learning Approach on Students’ Social Emotional Competence. 

International Journal of Instruction; 13 (4), pp. 663-676. 

https://doi.org/10.29333/iji.2020.13441a.  

Ahmed, M., Ambreen, M., & Hssain, I. (2018). Gender Differentials among Teachers’ 

Classroom Management Strategies in Pakistani Context. Journal of Education and 

Educational Development; 5 (2), pp. 178- 193.  

Åhslund, I., & Boström, L. (2018). Teachers’ Perceptions of Gender Differences: 

What about Boys and Girls in the Classroom? International Journal of Learning, 

Teaching and Educational Research 17 (4),pp. 28-

44.https://doi.org/10.26803/ijlter.17.4.2 
 

 

Al-Ahdal, A. A. M. H., & Al-Awaid, S. A. A. (2014). Reflective Teaching and 

Language Teacher Education Programmes: A Milestone in Yemen and Saudi Arabia. 

Journal of Language Teaching and Research; 5 (4), pp. 759-768. 

Doi:10.4304/jltr.5.4.759-768. 

 

https://doi.org/10.29333/iji.2020.13441a


References 

 

225 
 

Alam, A., Rafique, R., & Anjum, A. (2016). Narcissistic Tendencies, Forgiveness and 

Empathy as Predictors of Social Connectedness in Students from Universities of 

Lahore. The Dialogue; 11 (2), pp. 136- 156. 

 

Al horr, Y. et al (2016). Occupant Productivity and Office Indoor Environment 

Quality: a Review of the Literature. University of Salford. 

http://dx.doi.org/10.1016/j.buildenv.2016.06.001 

 

Al Jaddou, E. A. (2018). Existential Intelligence among Graduate Students at the 

World Islamic Sciences University in Jordan. Educational Research and Reviews; 13 

(13), pp. 534- 42. Doi: 10.5897/ERR2018.3521. 

 

Al-Kathiri, F. (2016). The Voice of the Teacher in Syllabus Design. English Language 

and Literature Studies; 6 (1), pp. 87-93. Retrieved at www. ccsenet. org/ells 

 

Allen, V. (2014). Understanding and Supporting Behaviour through Emotional 

Intelligence:A Critical Guide for Secondary Teachers. Northwich: Critical Publishing. 

 

Aloni, N. (2007). Enhancing Humanity: The Philosophical Foundations of Humanistic 

Education. The Netherlands: Springer. 

 

Álvarez, D.; Nuñez, J.C.; Álvarez, L.; Dobarro, A.; Rodríguez, C.; González, P. 

(2011). Violence through Information and Communication Technologies in Secondary 

Students. Ann. Psicol. Spain; 27, pp. 221–231. 

 

Álvarez-García, D., Rodríguez, C., González-Castro, P., Nuñez, J.C., & Álvarez, L. 

(2010). The Training of Pre-service Teachers to Deal with School Violence. Rev. 

Psicodidact; 15, pp. 35-56. 

 

Amabile, T. M. (1983a). The social psychology of creativity. New York: Springer 

Verlag. 

 



References 

 

226 
 

Amabile, T. M., DeJong, W., & Lepper, M. R. (1976). Effects of Externally Imposed 

Deadlines on Subsequent Intrinsic Motivation. Journal of Personality and Social 

Psychology; 34, pp. 92-98. 

 

Amer, L., & Sari, Y. (2021). Overcrowded Classrooms at Yemeni Basic Schools: 

Teachers’ Perspectives. Journal of English Language Teaching and 

AppliedLinguistics, 7 (2), pp. 92-99. 
 

Amstrong, A. (2009). Multiple Intelligences in the Classroom. Alexandria, Virginia: 

ASCD publications.  

 

Anderson, L.R, & Blanchard, P.N. (1982). Sex Differences in Tasks and Emotional   

Behaviour. Basic and Applied Psychology; 3, pp. 109- 139. 

 

Anderson, L. W. (1988). Measurement of Attitude. In J. Keeves (Ed.), Educational 

Research, Methodology, and Measurement: An international Handbook, pp. 885-895. 

Pergamon. 

 

Andrà, C. et al. (Eds). (2017). Teaching and Learning in Maths Classrooms Emerging 

Themes in Affect-related Research: Teachers’ Beliefs, Students’ Engagement and 

Social Interaction. Springer. 

 

Angelon-Gaetz, K. A., Richardson, D. B., Marshall, S. W., & Hernandez, M. L. 

(2016). Exploration of the Effects of Classroom Humidity Levels on Teachers’ 

Respiratory Symptoms. Int Arch Occup Environ Health; 89(5), pp. 729-737. 

 

Antill, J. K., Goodnow, J. J., Russell, G., & Cotton, S. (1996). The Influence of 

Parents and Family Context on Children's Involvement in Household Tasks. Sex Roles; 

34, pp. 215-236. 

 

Antoniou, A. S., Ploumpi, A., Ntalla, M. (2013).Occupational Stress and Professional 

Burnout in Teachers of Primary and Secondary Education: The Role of Coping 

Strategies. Psychology; 4 (3A), pp. 349-355. 



References 

 

227 
 

Antonovsky, A. (1979). Health, Stress, and Coping: New Perspectives on Mental and 

Physical Well-Being. Jossey-Bass, San Francisco. 

 

Antonucci, T. C. (2001). Social relations. In J. E. Birren & K. W. Schaie (Eds.), 

Handbook of the psychology of aging, pp.53-77. San Diego, CA: Academic Press. 

 

Archer, J. (2004). Sex Differences in Aggression in Real-World Settings: A Meta- 

Analytic Review. Rev Gen Psychol.; 8, pp. 291- 322. Doi: 10.1037/1089-2680.8.4.291 

 

Aries, E. (1987). Gender Communication. In P. Shaver & C. Hendrick (Eds.), Review 

of Personality of Social Psychology; 7, pp. 149-176. 

 

Arnell, R. (2014). Teacher Beliefs on Personal Learning, Collaboration, and 

Participation inVirtual Communities of Practice. Unpublished PhD Thesis. Walden 

University. 

 

Arroyo, P et al. (2018). Impact of Gender Bias on Career Development &Work 

Engagement in the OAEC Industry & Lean Practice, pp. 442- 451.  In V. A. González 

(Ed) Proc. 26th Annual Conference of the International. Group for Lean Construction 

(IGLC), Chennai, India. Doi.org/10.24928/2018/0496. 

 

AtalmiŞ, E. H., & KÖse, A. (2019). Turkish Prospective Teachers’ Attitudes towards 

the Teaching Profession: A Meta-Analysis Study. Journal of Measurement and 

Evaluation in Education and Psychology; 9 (4), pp. 393- 414. 

 

Attwood, T. (2000). Strategies for Improving the Social Integration of Children with 

Asperger Syndrome. Autism; 4 (1), pp. 85-100. 

 

Aubrey, C., & Dahl, D. (2008). A Review of the Evidence on the Use of ICT in the 

Early Years Foundation Stage. Bacta. 

 



References 

 

228 
 

Ayasrah, S. M, & Aljarrah, A. H. (2020). The Differences in Multiple Intelligences 

between the Students of Jordan University of Science and Technology. International 

Journal of Higher Education; 9 (4), pp. 35- 45. 

 

Aydemira, H., & Karalı, Y. (2014). Study of Secondary School Students’ Multiple 

Intelligence Areas (Malatya case). Procedia - Social and Behavioral Sciences; 152, pp. 

167- 172. 

 

Aziz A, Farhan F, Hassan F, Qaiser A. (2021).Words are just Noise, let your Actions 

Speak:   Impact of Nonverbal Communication on Undergraduate Medical Education. 

Pak J Med Sci.; 37(7), pp.1849-1853. Doi: https://doi.org/10.12669/pjms.37.7.4180. 

 

Back, A., Arnold, R., & Tulsky, J. (2009). Mastering Communication with Seriously 

Ill Patients: Balancing Honesty with Empathy and Hope. Cambridge: Cambridge 

University Press. 

 

Bağ, E., Marti, L., & Bayyurt, Y. (2014). Gender and Classroom Interaction: 

Examining a Female and a Male Teacher’s Moves Directed Towards Female and Male 

Students in Two EFL Classrooms in Turkey. Boğziçi University Journal of Education; 

31 (1), pp. 59- 80. 

 

Bağcı, P. Z. (2010). İlköğretim okullarında çalışan öğretmenlerin sınıf yönetimi 

becerileri ve başa çıkma davranışları arasındaki ilişki: İstanbul ili Kartal ilçesi örneği. 

Yayımlanmamış yüksek lisans tezi, Yeditepe Üniversitesi, İstanbul. 

 

Baillargeon H, et al. (2007). Gender Differences in Physical Aggression: A 

Prospective Population-Based Survey of Children Before and After 2 Years of Age. 

DevPsychol.; 43, pp. 13-26. Doi: 10.1037/0012-1649.43.1.13 PMID: 17201505. 

 

Bahrami Ehsan, H & bahramizadeh, H. (2011). Early Maladaptive Schemas and   

Agreeableness in Personality Five Factor Model. Procedia - Social and Behavioral 

Sciences; 30, pp. 547- 551. 

 

https://doi.org/10.12669/pjms.37.7.4180


References 

 

229 
 

Bakó-Biró, Zs. Et al., (2011). Ventilation rates in schools and pupils’ performance. 

Building and Environment;48, pp. 1- 9 

 

Bandura, A. (1977). Social Learning Theory. Englewood Cliffs, NJ: Prentice Hall. 

 

Barkley, R. A., Ullman, D. G., Otto, L, & Brecht, J. M. (1977). The Effects of Sex 

Typing and Sex Appropriateness of Modeled Behaviour on Children's Imitation. Child 

Development; 48, pp. 721-724. 

 

Barkmann, C., Wessolowski, N., Schulte-Markwort, M. (2012). Applicability and 

Efficacy of Variable Light in Schools. Physiol. Behav; 105, pp. 621–627. 

 

Baron- Cohen, S. (2003).The Essential Difference: Male and Female Brains and the 

Truth About Autism. New York: Basic Books. 
 

Baron-Cohen, S., Wheelwright, S., Hill, J., Raste, Y., & Plumb, I. (2001). The 

Reading the Mind in the Eyes Test Revised Version: A Study with Normal Adults, and 

Adults with Asperger Syndrome or High-functioning Autism. J. Child Psychol. 

Psychiatry; 42, pp. 241- 251.  

 

Barrett, P., Davies, F., Zhang, Y., & Barrett, L. (2015). The Impact of Classroom 

Design on Pupils’ Learning: Final Results of a Holistic, Multi-level Analysis. Building 

and Environment; 89, pp. 118-133. 

 

Barrett, P. et al. (2019).The Impact of SchoolInfrastructure on Learning a Synthesis of 

the   Evidence. International Development in Focus. Washington: International Bank 

for Reconstruction and Development/ The World Bank. 

 

Baş, G. (2016). The Effect of Multiple Intelligences Theory-Based Education on 

Academic   Achievement: A Meta-Analytic Review. Educational Sciences: Theory & 

Practic; 16, pp. 1833–1864. 

 



References 

 

230 
 

Baskin, C., Barker, M. & Woods, P. (2005). When Group Work Leaves the Classroom 

Does Group Skills Development Also Go Out the Window? British Journal of 

Educational Technology; 36 (1), pp. 19-31. 

 

Basow, S. A., & Distenfeld, M. S. (1983). Teacher, Expressiveness; More Important 

for Males than Females? Paper presented at the Annual Convention of the American 

Psychological Association (91st, Anaheim, CA, August 26-30, 1983). 

 

Basow, S. A., & Silberg, N. T. (1987) “Student Evaluations of College Professors: Are 

Female and Male Professors Rated Differently?” Journal of Educational Psychology; 

79(3), pp. 308-314. 

 

Batool, S., Farooqi, M. T. K., & Islam, M. U. (2018). Measuring Teachers’ Job 

Satisfaction: A Locale and Gender Based Comparison of Secondary School Teachers. 

International Journal of Innovation in Teaching and Learning (IJITL); 4 (5), pp. 1-11. 

 

Batson, D. (2009). These Things Called Empathy: Eight Related but Distinct 

Phenomena. In D. Decety, & W. Ickes (Eds.), The Social Neuroscience of Empathy. 

London: A Bradford Book, pp. 4- 15.   

 

Bauer I. M., & Baumeister, R. F. (2011). Self- Regulatory Strength. In K. D. Vohs & 

R. F.   Baumeister (Eds.), Handbook of Self- Regulation: Research, Theory, and 

Applications (2nd ed.), pp. 64- 82. New York: Guilford Press. 

 

Baum, S., Viens, J., Slatin, B. (In consultation with Howard Gardner). (2005). Multiple 

Intelligences in Elementary Classroom: A Teacher’s Toolkit. New York: Teachers 

College Press, Columbia University.  

 

Baumeister, R. F. (2018). Self- Regulation and Self- Control. London and New York: 

Routledge. 

 



References 

 

231 
 

Bay, S. G. K., & Ming Lim, K. (2006). Correlations of Multiple Intelligences and 

Emotional Intelligence: A Closer Analysis of Theoretical Assumptions; The Korean 

Journal of Thinking and Problem Solving, 16 (1), pp. 53- 64. 

 

Beceren, B. O. (2010). Determining Multiple Intelligences Pre-school Children (4-6 

age) in   Learning Process. Procedia Social and Behavioural Sciences; 2, pp. 2473-

2480. Doi:10.1016/j.sbspro.2010.03.356. 

 

Beeching, k. (2002). Gender, Politeness and Pragmatic Particles in French. 

Amsterdam & Philadelphia: John Benjamins Publishing Company. 

 

Bell, B. A., Kromrey, J. D., & Ferron, J. M. (2009). Missing Data and Complex 

Samples: The Impact of Listwise Deletion vs. Subpopulation Analysis on Statistical 

Bias and Hypothesis Test Results when Data are MCAR and MAR. Section on Survey 

Research Methods-JSM, pp. 4759- 4770. 

 

Belle, D. (1991). Gender Differences in the Social Moderators of Stress. In A. Monat 

& R. S.  Lazarus (Eds.), Stress and Coping: An Anthology, pp. 258–274. New York: 

Columbia University Press. 

 

Bembenutty, H. (2007). Self- Regulation of Learning and Academic Delay of 

Gratification:  Gender and Ethnic Differences among College Students. Journal of 

Advanced Academics; 18 (4), 586- 616. 

 

Ben-Avie, M., Haynes, N. M., Ensign, J., & Steinfeld, T. R. (2003). Social and 

Emotional Development in Relation to Math and Science Learning- An Introduction to 

the Argument. In N. M. Haynes, M. Ben-Avie, & J. Ensign (Eds.), How Social and 

Emotional Development Add Up: Getting Results in Math and Science; pp.1- 8. New 

York: Teachers College Press. 

 

Ben-Avie, M., Steinfeld, T. R., Ensign, J., & Haynes, N. M. (2003). Integrating Social 

and Emotional Development with Math and Science Learning on Every Possible 

Level. In N. M. Haynes, M. Ben-Avie, & J. Ensign (Eds.), How Social and Emotional 



References 

 

232 
 

Development Add Up: Getting Results in Math and Science; pp.168- 177. New York: 

Teachers College Press. 

 

Bennett, S. K. (1982) “Student Perceptions of and Expectations for Male and Female 

Instructors: Evidence Relating to the Question of Gender Bias in Teaching 

Evaluation”. Journal of Educational Psychology; 74(2), pp. 170-79. 

 

Berger, A. (2011). Self- Regulation: Brain, Cognition and Development. Human Brain   

Development Series. Amer Psychological Assn. 

 

Bibri, S. E. (2015). The Human Face of Ambient Intelligence: Cognitive, Emotional, 

Affective, Behavioural and Conversational Aspects. Atlantis Press. 

 

Bicchieri, C. (2006). The Grammar of Society: The Nature and Dynamics of Social 

Norms. Cambridge and New York: Cambridge University Press. 

 

Biggs, J.B. (1985). The Role of Meta- Learning in Study Processes. British Journal of 

Educational Psychology; 55, pp. 185- 212. 

 

Biraimah, K. L. (1982). Unequal knowledge distribution: The schooling experience in 

a Togolese secondary school. (Monograph) Comparative Education Center, Faculty of 

Educational Studies, State University of New York at Buffalo. 

 

Birditt, K. S., & Fingerman, K. L. (2003). Age and Gender Differences in Adults’ 

Descriptions of Emotional Reactions to Interpersonal Problems. Journal of 

Gerontology: Psychological Sciences; 58B (4), pp. 237-245. 

 

Birnbaum, D. W, & Croll, W. L. (1984). The Etiology of Children's Stereotypes about 

Sex Differences in Emotionality. Sex Roles; 10, pp. 677-691. 

 

Björkqvist, E., Lagerspetz, E. I. J., & Kaukiainen, A. (1992). Do Girls Manipulate and 

Boys Fight? Developmental Trends Regarding Direct and Indirect Aggression. 

Aggressive Behaviour; 18, pp.117-127. 



References 

 

233 
 

Björkqvist, K., & Niemelä, P. (1992). New Trends in the Study of Female Aggression. 

In K. Björkqvist, & P. Niemelä, (Eds.), Of Mice and Women: Aspects of Female 

Aggression. London: Academic Press, INC. 

 

Björkqvist, K., Österman, K., & Kaukiainen, A. (1992). The Development of Direct 

and Indirect Aggressive Strategies in Males and Females. In K. Björkqvist, & P. 

Niemelä, (Eds.), Of Mice and Women: Aspects of Female Aggression. London: 

Academic Press, INC. 

 

Bjørndal, K. E. W, Antonsen, Y., & Jakhelln, R. (2021). Stress-coping Strategies 

amongst Newly Qualified Primary and Lower Secondary School Teachers with a 

Master’s Degree in Norway. Scandinavian Journal of Educational Research; pp. 1-16. 

DOI: 10.1080/00313831.2021.1983647. 

 

Blad, E. (2017). When School Doesn't Seem Fair, Students May Suffer Lasting 

Effects:  Teachers’ ‘wise feedback’ to students may help. In Education Week; 36 (21), 

pp 1-11. 

 

Blair, S. L. (1992). The Sex-typing of Children's Household Labor: Parental Influence 

on Daughters' and Sons' Housework. Youth and Society; 24, pp. 178-203. 

 

Blatchford, P., Kutnick, P., Baines, E., & Galton, M. (2003). Toward a Social 

Pedagogy of   Classroom Group Work. International Journal of Educational 

Research; 39, pp. 153-172. http://dx.doi.org/10.1016/S0883-0355 (03)00078-8. 

 

Blazer, C. (2010). Teacher Burnout. Information Capsule Research Services; 1003, pp. 

1- 22. 

 

Bleakley, J., Woolcott, G., Yeigh, T., & Whannell, R. (2020). Reflecting on Emotions 

during Teaching: Developing Affective-Reflective Skills in Novice Teachers Using a 

Novel Critical Moment Protocol. Australian Journal of Teacher Education, 45(10), 

55- 72.  

 

http://dx.doi.org/10.1016/S0883-0355


References 

 

234 
 

Block, J. H. (1978). Another Look at Sex Differentiation in the Socialization 

Behaviours of Mothers and Fathers. In J. Sherman & F. L. Denmark (Eds.), The 

Psychology of Women: Future Directions of Research. New York: Psychological 

Dimensions. 

 

Boud, D. (1989). Some Competing Traditions in Experiential Learning. In S. Weil & I.   

McGill (Eds.), Making Sense of Experiential Learning Diversity in Theory and 

Practice, pp. 38- 49. Buckingham: Open University Press. 

 

Börü, N. (2018). The FactorsAffecting Teacher-Motivation.International Journal of 

Instruction; 11, (4), pp. 761-776. 

 

Bowen, G. A. (2009). Document Analysis as a Qualitative Research Method. 

Qualitative Research Journal; 9 (2), pp. 27- 40. 

 

Bowles, H. R., Babcock, L., & Lai, L. (2007). Social Incentives for Gender 

Differences in the Propensity to Initiate Negotiations: Sometimes it Does Hurt to Ask. 

Organizational Behaviour and Human Decision Processes; 103, pp. 84-103. 

 

Bowles, H. R., & Kray, L. J. (2013). Negotiation is a man’s game: Ultimate truth or 

enduring myth? In Gender & work: Challenging conventional wisdom. Cambridge, 

MA: Harvard Business School Press. 

 

Brackins, H. W. (2021). Middle School Students’ Perceptions of Teacher Empathy in 

Christian Schools: A Transcendental Phenomenological Study. Liberty University. 

Unpublished PhD Thesis.  

 

Breeves, D. (2004). Accountability for Learning. How Teachers and School Leaders 

Can Take Charge. Alexandria, USA: ASCD publications. 

 

Breggin, P. R. (1997). The Heart of Being Helpful: Empathy and the Creation of a 

Healing Presence. New York: Springer. 

 



References 

 

235 
 

Brennan, M. A., Lalonde, C. E., & Bain, J. L. (Fall 2010). Body Image Perceptions: 

Do Gender Differences Exist? Psi Chi Journal of Undergraduate Research; 15 (3), pp. 

130- 138. ISSN 1089-4136. 
 

Brim, O. G., Jr., & Wheeler, S. (1966). Socialization after childhood: Two essays. 

New York: Wiley.  

Briner, M. (1999). Constructivism. http//: curriculum. calstatela.edu/faculty/psparks/ 

theorists/501const.htm 

Brink, H. W., Loomans, Mark P. Mobach, & Kort, H. S. M. (2021). Classrooms' 

Indoor Environmental Conditions Affecting the Academic Achievement of Students 

and Teachers in Higher Education: A Systematic Literature Review. Indoor Air; 31, 

pp. 405–425. https://doi.org/10.1111/ina.12745. 
 

 

Brizendine, L. M. D. (2006). The Female Brain. New York: Broadway Books. 

 

Brizendine, L. M. D. (2010). The Male Brain. New York: Broadway Books. 
 

Brockbank, A., & McGill, I. (2007). Facilitating Reflective Learning in Higher 

Education. London: Open University Press.  

Brower, M. C., & Price, B. P. (2001). Neuropsychiatry of frontal lobe dysfunction in 

violent and criminal behaviour: a critical review. J Neurol Neurosurg Psychiatry; 71, 

pp. 720-726.  

Brualdi Timmins, A. C. (1996). Multiple Intelligences: Gardner's Theory. Practical 

Assessment, Research, and Evaluation; 5 (5), pp. 1-3. DOI: 

https://doi.org/10.7275/7251- ea02.  

 

Brumfit, C. J. (Ed.). (1984). General English Syllabus Design: Curriculum and 

Syllabus Design for the General and English Classroom. Oxford: Pergamon Press. 

 

http://curriculum.calstatela.edu/faculty/psparks/theorists/501const.htm
https://doi.org/10.1111/ina.12745
https://doi.org/10.7275/7251-%20ea02


References 

 

236 
 

Bruner, J. S. (1978). The Role of Dialogue in Language Acquisition. In A. Sinclair, R. 

J. Jarvella, & W. J. M. Levelt (Eds.), The Child’s Conception of Language; pp. 241-

256. Berlin: Springer-Verlag.  

 

Brunner, C. C. (2000). Principles of power: Women superintendents and the riddle of 

the heart. Albany, NY: State University of New York Press. 

 

Brunsting, N. C., Sreckovic, M. A., & Lane, K. L. (2014). Special Education Teacher 

Burnout: A Synthesis of Research from 1979 to 2013. Education and Treatment of 

Children; 37 (4), pp. 681-711. 

 

Bucholz, J. L., & Sheffler, J. L. (2009). Creating a Warm and Inclusive Classroom 

Environment: Planning for All Children to Feel Welcome. Electronic Journal for 

Inclusive Education; 2 (4), pp. 1- 13. 

 

Bullough Jr., R. V. (2011). Hope, Happiness, Teaching, and Learning. In C. Day & J. 

C.K. Lee (Eds.), New Understandings of Teacher’s Work: Emotions and Educational 

Change; pp. 15- 30. London, New York: Springer. 

 

Bümen, N. (2005). Okulda çoklu zekâ kuramı [Multiple intelligences in school] (3rd 

ed.). Ankara, Turkey: Pegem A Yayıncılık. 

 

Burch, J. R. (2007). A Study Examining the Impact of Scaffolding Young Children’s 

Acquisition of Literacy in Primary Grades. Unpublished PhD Thesis. Louisiana 

University. 

 

Burleson, B. R. (1995). Personal Relationships as a Skilled Accomplishment. Journal 

of Social and Personal Relationship; 12, pp.575- 581. 

 

Burr, V. (1998). Gender and Social Psychology. London: Routledge. 

 



References 

 

237 
 

Bussey, K., & Bandura, A. (1984). Influence of Gender Constancy and Social Power 

on Sex-linked Modeling. Journal of Personality and Social Psychology; 47, pp. 1292-

1302. 

 

Buterin Mičić, M. (2021). Academic motivation of primary school pupils: Relation 

with general feelings towards school and specific aspects of the quality of school life. 

Nova prisutnost; 19 (3), pp. 659-671. 

 

Butucha, K. G. (2013). Gender and School Type Differences in Self-efficacy in 

Teaching. Sky Journal of Educational Research; 1(4), pp. 23 – 31. 

 

Buzdar, M. A., Mohsin, M. N., Akbar, R., &Mohammad, N. (2017). Students’ 

Academic Performance and its Relationship with their Intrinsic and Extrinsic 

Motivation. Journal of Educational Research; 20 (1), pp. 74-82 

 

Caldwell, B. J & Carter, M.A. (Eds). (2004). The Return of the Mentor: Strategies for 

Workplace Learning. London: The Falmer Press. 

 

Calzadilla-Núñez A. et al. (2017). Erosion of Empathy during Medical Training by 

Gender. A Cross- Sectional study. ArchArgent Pediatr 2017; 115(6), pp. 556-561. 

 

Cameron, D. (1992b). Feminism and Linguistic Theory, (2nded). London: Macmillan 

 

Campbell, L., & Campbell, B. (1999). Multiple Intelligences and Student 

Achievement: Success Stories from Six Schools. Alexandria, Virginia: ASCD 

publications. 

 

Cao, N & Chen, G (2017). The Role of Gesture in the Second Language Learning and 

Teaching. American Journal of Applied Sciences; 14 (12), pp. 1070- 1074. Doi: 

10.3844/ajassp.2017.1070.1074. 

 

Cardoso, F. L. et al. (2010). Body Self- Awareness and Locomotion Preferences of 

Dance Practitioners. Monimento, Porto Alegre; 16 (01), p. 97-112. 



References 

 

238 
 

Carpenter, C. J., & Huston-Stein, A. (1980). Activity Structure and Sex-typed 

Behaviour in Preschool Children. Child Development; 30, pp. 419-424. 

 

Carré,J. M., et al. (2015). Digit Ratio (2D:4D) and Psychopathic Traits Moderate the 

Effect of Exogenous Testosterone on Socio-Cognitive Processes in Men. 

Psychoneuroendocrinology; 62, pp. 319- 326. 

 

Cartwright, L. (2011). How Consciously Reflective Are you? In D. McGregor & L. 

Cartwright (Eds.), Developing Reflective Practice: A guide for beginning teachers. 

New York: Open University Press. 

 

Caruso, D. R., & Mayer, J. D. (1998). A Measure of Emotional Empathy for 

Adolescents and Adults. Unpublished Manuscript. 

 

Carvalho, A. da C., Riana, I. G., & Soares, A. de C. (2020).Motivation on job 

satisfaction and employee performance. International Research Journal of 

Management, IT and Social Sciences; 7(5), pp. 13-23. 

https://doi.org/10.21744/irjmis.v7n5.960. 

 

Casey, B. M. (2013). Individual and Group Differences in Spatial Ability. In D. Waller 

& L. Nadel (Eds.). Handbook of Spatial Cognition. Washington: American 

Psychological Association. 

 

Cauhan, B. C. (2019).To Smile or Not to Smile! International Journal for Research in 

Education (IJRE); 8 (5), pp. 1-3. 

 

Cefai, C., Bartolo, P. A., Cavioni, V., & Downes, P. (2018). Strengthening Social and 

Emotional Education as a Core Curricular Area across the EU: A Review of the 

International Evidence. Luxembourg: Publications Office of the European Union.  

 

Centre for Education Statistics and Evaluation (2020), Classroom Management- 

Creating and Maintaining Positive Learning Environments, NSW Department of 

Education, cese.nsw.gov.au 

https://doi.org/10.21744/irjmis.v7n5.960


References 

 

239 
 

Chabeli, M. (2008). Humor: A pedagogical tool to promote learning. Curationis, 

31(3), pp. 51-59. 

 

Chandrasekar, K. (2011). Workplace Environment and Its Impact on Organisational 

Performance In Public Sector Organisations. International Journal of Enterprise 

Computing and Business Systems; 1(1), pp. 1-19. 

 

Chambers, J. K. (1992). Linguistic Correlates of Gender and Sex. English World-

Wide; 13, pp. 173- 218. 

 

Chambers, J. K. (1995). Sociolinguistic Theory: Linguistic Variation and its Social 

Significance. Oxford: Blackwell. 

 

Chambers, J. K., Peter Trudgill & Natalie Schilling-Estes (Eds). (2003). The 

Handbook of Language Variation and Change. Blackwell Publishing. Blackwell 

ReferenceOnline.31December2007http://www.blackwellreference.com/subscriber/boo

k?id=g9781405116923_9781405116923. 

 

Chan, D. W. (2010). Teacher Burnout Revisited: Introducing Positive Intervention 

Approaches Based on Gratitude and Forgiveness. Educational Research Journal; 25 

(2), pp. 165- 186. 

 

Chantal, Y., Guay, F., Dobreva- Martinova, T., & Vallerand, R. J. (1996). Motivation 

and Elite Performance: An Exploratory Investigation with Bulgarian Athletes. Int. J. 

Sport Psychol.; 27, pp. 173- 182. 

 

Chapman, J. (2005). Emotionally Durable Design: Objects, Experiences and Empathy. 

London: Earthscan. 

 

Chauhan, B. C. (2019). To Smile or not to Smile. International Journal for Research 

in Education (IJRE); 8 (5), pp. 1-3. 

 



References 

 

240 
 

Cheryan, S et al. (2014). Designing Classrooms to Maximize Student Achievement. 

Policy Insights from the Behavioural and Brain Sciences; 1(1), pp. 4- 12. 

 

Chesler, M., & Fox, R. (1966). Role-Playing Methods in the Classroom. Chicago: 

SRA.  
 

Chomsky, N. (1959). Review of Verbal Behaviour by B F Skinner. Language; 35, pp. 

26-58 

Chomsky, N. (1965). Aspects of the Theory of Syntax. Cambridge: M.I.T. Press. 

 

Chory, R. M. (2007). Enhancing Student Perceptions of Fairness: The Relationship 

between Instructor Credibility and Classroom Justice. Communication Education; 56 

(1), pp. 89-105. 

 

Christensen, L. B. (2001). Experimental methodology (8th ed.). Boston: Allyn & 

Bacon. 

 

Christodoulides, E., Derri, V.,  Tsivitanidou, O., & Kioumourtzoglou, E. (2012). 

Differences in Social Skills of Cypriot Students in the Physical Education Class. 

Journal of Physical Education and Sport (JPES); 12 (3), Art 55, pp.371 – 380. 

 

Chun, B.L., Arditi, D., & Balci, G. (2009). Women in construction management. 

CMAA eJournal. 

 

Clark, A., Holland, C., Katz, J., & Peace, S. (2009) Learning to See: Lessons from a 

Participatory Observation Research project in public spaces. International Journal of 

Social Research Methodology, 12 (4), pp. 345-60. 

 

Clance, P. R., & IMES, S. A. (Fall 1978).The Impostor Phenomenon in High 

Achieving Women: Dynamics and Therapeutic Intervention. Psychotherapy: Theory, 

Research and Practice; 15 (3), p. 241- 247.  

 

https://archive.org/details/aspectsoftheoryo00chom


References 

 

241 
 

Clisbee, M. (2005). Gender Differences in Leadership Style: A Literature Analysis. 

Journal of Women in Educational Leadership; 3 (1), pp. 38-54.  

 

Coccia, M. (2021). Effects of Human Progress Driven by Technological Change on 

Physical and Mental Health. Studi Di Sociologia; 2, pp. 113- 132. 

 

Coetzee, L. R. (2011). The Relationship between Students’ Academic Self-concept 

Motivation and Academic Achievement at the University of the Free State. Retrieved 

from http://uir.unisa.ac.za/handle/10500/4346. 

Cohen, L., Manion, L., & Morrison, K. (2018).Research Methods in Education. 

London, New York: Routledge. 

 

Cohen, S., Glass, D. C., and Phillips, S. (1979). Environmental factors in health. In: 

Handbook of Medical Sociology, H. E. Freeman, S. Levine, and L. G. Reeder, Eds., 

Englewood Cliffs, N.J.: PrenticeHall. 

 

Coke, J. S., Batson, C. D., & McDavis, K. (1978). Empathic mediation of helping: A 

two stage model. Journal of Personality and Social Psychology; 36, pp. 752-766. 

 

Collins, J. W., & O’Brien, N. P. (Eds). (2003). The Greenwood Dictionary of 

Education. London: Greenwood Press. 

 

Conway, M., Pizzamiglio, M.T., & Mount, L. (1996). Status, communality, and 

agency: Implications for stereotypes of gender and other groups. Journal of 

Personalityand Social Psychology; 71, pp. 25-38. 

 

Cooper, J., Hall, J., & Huff, C. (1990). Situational Stress as a Consequence of Sex-

Stereotyped Software. Personality and Social Psychology Bulletin; 16, pp. 419- 429. 

 

Costa, Terracciano & Mc Care. (2001). Gender Differences in Personality Traits 

AcrossCultures: Robust and Surprising Findings. Journal of Personality and Social 

Psychology; 81, pp. 322- 331. 

 

http://uir.unisa.ac.za/handle/10500/4346


References 

 

242 
 

Costin, F., Greenough, W.T., and Menges, R.J. (1971). Student Ratings of College 

Teaching: Reliability, Validity, and Usefulness. Review of Educational Research; 41, 

pp. 511-535. 

 

Covington, S. S. (2002). Helping Women Recover: Creating Gender-Responsive 

Treatment. In S.L.A. Straussner & S. Brown, (Eds.), The Handbook of Addiction 

Treatment for Women: Theory and Practice, pp. 1- 17. Jossey-Bass. 

 

Crane, J. L. (2019). Influence of Instructor Voice Tone on Emotions for Attention and 

Memory Retention in Students. The Master Teacher Program. 

 

Craske, M. G. (2003). Origins of Phobias and Anxiety Disorders: Why more Women 

than Men. Oxford: Elsevier. 

 

Creswell, J. W. (2014). Educational Research: Planning, Conducting and Evaluating 

Quantitative and Qualitative Research. Edinburgh: Pearson. 

 

Crick, K. R., Bigbee, M. A., & Howe, C. (1996). Gender Differences in Children’s 

Normative Beliefs about Aggression: How Do I Hurt Thee? Let me Count the Ways. 

Child Development; 67, pp. 1003- 1014. 

 

Crouch, M., & McKenzie, H. (2006). The Logic of Small Samples in Interview-based. 

Social Science Information; 45 (4), pp. 483-499. 

 

Crystal, D. (2008). A Dictionary of Linguistics and Phonetics. Malden, Oxford and 

Victoria: Blackwell Publishing. 

 

Csóti, M. (2001). Social Awareness Skills for Children. London and Philadelphia: 

Jessica Kingsley Publishers. 

 

Daltry, R. M, Mehr, K. E, Sauers, L., & Silbert, J. (2018). Examining the Relationship 

between Empathy for Others and Self- Compassion in College Students. Academic 

https://www.researchgate.net/journal/Social-Science-Information-0539-0184


References 

 

243 
 

Journals: Educational Research and Reviews; 3(17), pp. 617-621. Doi: 

10.5897/ERR2018.3481 

 

Damasio, A. R. (1995). Descarte’ Error: Emotion, Reason, and the Human Brain. 

New York: The Hearst Corporation. 

 

Damasio, H. et al. (1994). The Return of Phineas Gage: Clues about the Brain from the 

Skull of a Famous Patient. Science New Series; 264 (5162), pp. 1102- 1105. 
 

Daniels, H. (2001). Vygotsky and Pedagogy. London and New York. Routledge 

Falmer.  

Daniels, H. (2001). Introduction to Vygotsky. London, New York: Routledge. 
 

 

Darling- Hammond, L. (2010). Constructing 21st Century Teacher Education. In V. 

Hill- Jackson & C. W. Lewis (Eds.), Transforming Teacher Education: What Went 

Wrong With Teacher Training, and How We Can Fix It, pp. 223- 247. Virgenia: Stylus 

Publishing. 

 

Davidson, R.J. (2000). Affective Style, Psychopathology, and Resilience: Brain 

Mechanisms and Plasticity. American Psychologist; 55, pp. 1196-1214. 

 

Davies, D., Jindal-Snape, D., Collier, C., Digby, R., Hay, P., & Howe, A. (2013). 

Creative Learning Environments in Education: A Systematic Literature Review. 

Thinking Skills and Creativity; 8, pp. 80- 91. doi: 10.1016/j.tsc.2012.07.004 

 

Day, C., & Sammons, P. (2014). Successful School Leadership. Education 

Development Trust. 

 

Deary, I. J., Penke, L., & Johnson, W. (2010). The Neuroscience of Human 

Intelligence Differences. Nature Reviews Neuroscience; 11, pp. 201- 211. 

 



References 

 

244 
 

DeBusk, K. P. A. H. (2008). Emotional Intelligence, Personality, Social Networks, 

and Social Perception. Unpublished PhD Thesis. University of Edinburgh. 

 

deCharms, R. (1968). Personal causation. New York: Academic Press. 

 

Deci, E. L · (1971). Effects of Externally Mediated Rewards on Intrinsic Motivation. 

Journal of Personality and Social Psychology; 18, pp. 105-118. 

 

Deci, E. L · (1972). Intrinsic Motivation, Extrinsic Reinforcement and Inequity. 

Journal of Personality and Social Psychology; 22, pp. 113-120. 

 

Deci, E. L · (1975). Intrinsic Motivation. New York: Plenum Press. 

 

Deci, E. L. (1976). Notes on the Theory and Metatheory of Intrinsic Motivation. 

Organizational Behaviour and Human Performance; 15, pp. 130-145. 

 

Deci, E. L., & Ryan, R. M. (1985b). Intrinsic Motivation and Self-Determination in 

Human Behaviour. New York: Plenum. 

 

Deci, E. L., Koestner, R., & Ryan, M. R. (2001). Extrinsic Rewards and Intrinsic 

Motivation in Education: Reconsidered Once Again. Review of Educational Research 

Spring; 71, (1), pp. 1-27. 

 

Dembo, M. H. (2004). Motivation and Learning Strategies for College Success: A 

Self-Management Approach. New Jersey: Lawrence Erlbaum Associates, Inc., 

Publishers. 

 

Dempsey, T., & Matson, J. L. (2009). General Methods of Treatment in Social 

Behaviour and Skills in Children. In Matson, J. L. (Ed.), Social Behaviour and Skills 

in Children. New York: Springer. 

 



References 

 

245 
 

Department for Education and Skills. (2012). Practical Approaches to Behaviour 

Management in the Classroom: A Handbook for Classroom Teachers in Primary 

Schools. Llywodreath Cymru Welsh Government. 

 

Devine, J., & and Cohen, J. (2007). Making Your School Safe: Strategies to Protect 

Children and Promote Learning. New York: Teachers College Press. 
 

Dewey, J. (1929). Characters and Events: Popular Essays in Social and Political 

Philosophy. New York: Henry Holt and Company, INC. 

Dewey, J. (1933). How we think. Chicago: Gateway Edition.  

Dewey, J. (1959). Dictionary of Education. New York: Greenwood Press, Publishers 

Dewey, J. (2004). Democracy and Education: An Introduction to the Philosophy of 

Education. Vol 2. Indian Edition. Aakar Books.  

Diego, M. A., & Jones, N. A. (2007).Neonatal antecedents for empathy. In T. Farrow 

& P. Woodruff (Eds.), Empathy in mental illness, pp. 145-167. New York, NY US: 

Cambridge University Press. 

 

Diekman, A. B., Weisgram, E. S., & Belanger, A. L. (2015). New Routes to Recruiting 

and Retaining Women in STEM: Policy Implications of a Communal Goal Congruity 

Perspective. Social Issues and Policy Review; 9(1), pp. 52-88. 
 

Dinham, S. (2008). How to Get Your School MOVING and IMPROVING. An 

Evidence- Based Approach. Victoria: ACER Press.  

DiPrete, T. A., & Jennings, J. L. (2011). Social and Behavioural Skills and the Gender 

Gap in Early Educational Achievement. Social Sci. Res, pp. 1-15. Doi: 

10.1016/j.ssresearch.2011.09.001. 

 



References 

 

246 
 

Dockrell, J. E., & Shield, B. (2006). Acoustical Barriers in Classrooms: the Impact of 

Noise on Performance in the Classroom. British Educational Research Journal; pp. 1-

34. 

 

Dockrell, J. E., Shield, B. & Rigby, K. (2003) Acoustic Guidelines and Teacher 

Strategies for optimising Learning Conditions in classrooms for children with hearing 

problems. Phonak; pp. 217-227. 

 

Dorman, J. (2003). Testing a Model for Teacher Burnout. Australian Journal of 

Educational & Developmental Psychology; 3, pp 35-47. 
 

Douglas, A, L. (2019). Leadership for Quality Early Childhood Education and Care. 

OECD Education Working Paper, 211, pp. 1-31. 

Dovidio, J. F. et al. (1988). Power Displays Between Women and Men Discussions of 

Gender-linked Tasks: A Multichannel Study. Journal of Personality and Social 

Psychology; 55 (4), pp. 580- 587.  

Driscoll, D.M. (2009). The Effects of Prefrontal Cortex Damage on the Regulation of 

Emotion. Unpublished PhD Thesis. University of Iowa. 

Durlak, J.A. (2015). What everyone should know about implementation. In J. A. 

Durlak, C.E. Domitrovich, C.E., R.P. Weissberg, T.P. Gullotta (eds.), Handbook of 

social and emotional learning: Research and practice (pp. 395-405). London and New 

York: Guilford Press. 

Duval, T. S., & Silvia, P. J. (2002) Self-Awareness, Probability of Improvement, and 

the Self-Serving Bias. Journal of Personality and Social Psychology; 82 (1), pp. 49- 

61. 

Dymond, R. (1949). A scale for the Measurement of Empathy Ability. Journal of 

Consulting Psychology; 13, pp. 127-133. 

 



References 

 

247 
 

Eagly, A. H. (1987). Sex differences in Social Behaviour: A Social-role Interpretation. 

Hillsdale, NJ: Lawrence Erlbaum Associates. 

 

Eagly, A. H., & Crowley, M. (1986). Gender and Helping Behaviour: A Meta- 

Analytic Review of the Social Psychological Literature. PsychologicalBulletin; 100, 

pp. 283-308. Doi:10.1037/0033-2909.100.3.283 

 

Eagly, A. H., & Steffen, V. J. (1984). Gender Stereotypes Stem from the Distribution 

of Women and Men into Social Roles. Journal of Personality and Social Psychology, 

46, 735-754. 

 

Eagly, A. H., & Steffen, V. J. (1986). Gender and Aggressive Behaviour: A Meta-

Analytic Review of the Social Psychological Literature. Psychological Bulletin; 100, 

pp. 309-330. 

 

Eagly, A. H., & Wood, W. (1982). Inferred Sex Differences in Status as a Determinant 

of Gender Stereotypes about Social Influence. Journal of Personality and 

SocialPsychology; 43 (5), pp. 915-928. 

 

Eagly, A. H., Wood, W, & Diekman, A. B. (2000). Social Role Theory of Sex 

Differences and Similarities: A Current Appraisal. In T. Eckes & H. M. Trautner 

(Eds.), The DevelopmentalSocial Psychology of Gender, pp. 123-174. Mahwah, NJ: 

Lawrence Erlbaum Associates. 

 

Earthman, G. I., & Lemasters, L. (1998). Where Children Learn: A discussion of How  

a FacilityAffects Learning. Paper Presented at the Annual Meeting of Virginia Educa- 

tional Facility Planners. Blacksburg, Va., February 1998. (ED419368) 

 

Earthman, G. I., & Lemasters, L. K. (2009). Teachers Attitudes about Classroom 

Conditions. Journal of Educational Administration; 47 (3), pp. 323-335.  

 

Eccles, J. S., Jacobs, J., Harold, R., Yoon, K. S., Arbreton, A., & Freedman-Doan, C. 

(1993). Parents and Gender-related Socialization During the Middle Childhood and 



References 

 

248 
 

Adolescent Years. In S. Oskamp & M. Costanzo (Eds.), Gender Issues in 

Contemporary Society. Newbury Park, CA: Sage. 

 

Eckert, P. (1989). The Whole Woman: Sex and Gender Differences in Variation. 

Language Variation and Change; 1, pp. 245- 267. 

 

Edo, B. L & Nwosu, I. C. (2018). Working Environment and Teachers’ Productivity in 

Secondary Schools in Port-Harcourt Metropolis.International Journal of Innovative 

Psychology & Social Development; 6 (4), pp. 39-49 

 

Edwards, L., & Torcellini, P. (2002). A Literature Review of the Effects of Natural 

Light on Building Occupants. National Renewable Energy Laboratory. 

 

Ehrhardt, A. A. (1987). A Transactional on the Development of Gender Differences. 

In Reinisch et al. (Eds.), Masculinity/ Femininity: Basic Perspectives. New York, 

Oxford: Oxford University Press. 

 

Eisenberg, N.  (Ed.). (2006). Handbook of Child Psychology. New Jersey: John Wiley 

& Sons, Inc 

 

Eisner, E. W. (2004). Multiple Intelligences: Its Tensions and Possibilities. Teachers 

College Record; 106 (1), pp. 31- 39. 

 

Eitland, E., & Allen, J. (2019). School Buildings: The Foundation for Student Health 

and Success. National Association of State Boards of Education; pp. 35- 44. 

 

El-Fiki, H. A. (2012). Teaching English as a Foreign Language and Using English as 

a Medium of Instruction in Egypt: Teachers’ Perceptions of Teaching Approaches and 

Sources of Change. Unpublished PhD thesis. University of Toronto. 

 

Ekman, P. (1973). Darwin and Facial Expression: A Century of Research in Review. 

New York: Academic Press. 

 



References 

 

249 
 

Elayyan, M., Rankin, J., & Chaarani, MW. (2018).Factors Affecting Empathetic 

Patient Care Behaviour among Medical Doctors and Nurses: An Integrative Literature 

Review. East Mediterr Health J; 24(3), pp. 311- 318. 

https://doi.org/10.26719/2018.24.3.311. 

 

Elias, M. J., et al. (1997). PromotingSocial and Emotional Learning: Guide for 

Educators. Virginia: ASCD Publication. 

 

Elias, M. J., Powlo, E. R., Lorenzo, A., & Eichert, B. (2021). Adopting a Trauma- 

Informed Approach to Social- Emotional Learning. In P. J. Lazarus, S. M. Suldo, & B. 

Doll, Fostering the Emotional Well-Being of Our Youth: A School-Based Approach. 

New York: Oxford University Press. 

 

Elliott, S. T., & Gresham, F. M. (1993). Social Skills Interventions for Children. 

Behaviour Modification; 17, pp. 287-313. 

 

Encyclopedia Britannica (1982). Intelligence, Destribution of. Vol. 9. The University 

of Chicago. 

 

Endendijk, J. J., et al. (2016). Gender-Differentiated Parenting Revisited: Meta-

Analysis Reveals Very Few Differences in Parental Control of Boys and Girls. PLoS 

ONE; 11(7): e0159193. Doi:10.1371/journal.pone.0159193. 

 

Engle, M. (1980). Family Influences on the Language Development of Young 

Children. Womens’ Studies International Quarterly; 3, pp. 259-266. 

 

Ensign, J. (2003). Nurturing Mathematics Learning in the Classroom. In N. M. 

Haynes, M. Ben-Avie, & J. Ensign (Eds.), How Social and Emotional Development 

Add Up: Getting Results in Math and Science. New York: Teachers College Press. 

 

EPA (Environmental Protection Agency). (2000). Indoor Air Quality and Student 

Performance. EPA Report Number EPA 402-F-00-009. Washington, D.C.: 

Environmental Protection Agency. 



References 

 

250 
 

Fagot, B. I. (1977). Consequences of Moderate Cross-gender Behaviour in Preschool 

Children. Child Development; 48, pp. 902-907. 

 

Fagot, B. I. (1985). Beyond the Reinforcement Principle: Another Step toward 

Understanding Sex Role Development. Developmental Psychology; 21, pp. 1097-

1104. 

 

Fantuzzo, J., Bulotsky-Shearer, R., McDermott, P., McWayne, C., Frye, D., & 

Perlman, S. (2007). Investigation of Dimensions of Social-Emotional Classroom 

Behaviour and School Readiness for Low-Income Urban Preschool Children. 

Retrieved fromhttps://repository.upenn.edu/gse_pubs/124 

 

Farr, S. (2010). Teaching as Leadership: The Highly Effective Teacher’sGuide to 

Closing the Achievement Gap. San Francisco: Jossey-Bass  

 

Farver, J., & Wimbarti, S. (1995). Parental participation in toddlers' pretend play. 

Social Development; 4, pp. 17-31. 

 

Fasold, R. (1990). The Sociolinguistics of Language. Oxford: Blackwell Publishers 

Ltd. 

 

Field, S., Kuczera, M., & Pont, B. (2007). No More Failures: Ten Steps to Equity in 

Education. OECD: Paris. 

 

Federici, R. A., & Skaalvik, E. M. (2014). Students’ Perceptions of Emotional and 

Instrumental Teacher Support: Relations with Motivational and Emotional Responses. 

International Education Studies; 7 (1), pp. 21- 36.  

 

Feldlaufer, H., Midgley, C. & Eccles, J. S. (1988). Student, Teacher, and Observer 

Perceptions of the Classroom Environment Before and After the Transition to Junior 

High School. Journal of Early Adolescence; 8 (2), pp. 133- 156. 

 



References 

 

251 
 

Feldman, R., Weller, A., Zagoory- Sharon, O., & Levine, A. (2007). Evidence for a 

Neuroendocrinological Foundation of Human Affiliation: Plasma Oxytocin Levels 

across Pregnancy and the Postpartum Period Predict Mother‐Infant Bonding. Psychol 

Sci; 18, pp. 965-970. Doi:10.1111/j.1467-9280.2007.02010.x. 

 

Ferguson, R. F. (2002). What doesn’t meet the eye: Understanding and addressing 

racial disparities in high-achieving suburban schools.Cambridge, MA: Harvard 

University Press. 

 

Fink, D. L. D. (2003). Creating Significant Learning Experiences (review); Journal of 

College Student Development, 45(1), pp.105-106 

 

Finkelstein, J.W. et al. (1997). Estrogen or Testosterone Increases Self-Reported 

Aggressive Behaviours in Hypogonadal Adolescents. Journal of Clinical 

Endocrinologyand Metabolism; 82, (8), pp. 2433-2438. 

 

Fischetti, J. (2018). Reframing Teacher Education for Learning Equity. Peabody 

Journal of Education; 93 (3), pp. 267-271. Doi: 10.1080/0161956X.2018.1469228. 

 

Fleetham, M. (2006). Multiple Intelligences in Practice Enhancing Self-Esteem and 

Learning in the Classroom. Stafford: Network Continuum Education. 

 

Flora, J., & Segrin, C. (1999). Social Skills Are Associated with Satisfaction in Close 

Relationships. Psychological Reports; 84, pp. 803- 804. 

 

Fluke, S. M., Olson, A. & Peterson, R. L. (2014, February). Detention, Strategy Brief. 

Lincoln, NE: Student Engagement Project, University of Nebraska-Lincoln and the 

Nebraska Department of Education. http://k12engagement.unl.edu/detention. 

 

Foti, P. (2020). The Cultivation of Musical Intelligence and Its Contribution to Child’s 

Development - A Digital Music Lesson in Kindergarten with Parents’ Input. European 

Journal of Education Studies; 6 (12), pp. 235- 246. 

 

http://k12engagement.unl.edu/detention


References 

 

252 
 

Fowler, T. (2003). A Corporate Partner in the Science Classroom. In N. M. Haynes, 

M. Ben-Avie, & J. Ensign (Eds.), How Social and Emotional Development Add Up: 

Getting Results in Math and Science. New York: Teachers College Press. 

 

Franklin, H., & Harrington, I. (2019). A Review into Effective Classroom 

Management and Strategies for Student Engagement: Teacher and Student Roles in 

Today’s Classrooms. Journal of Education and Training Studies; 7 (12), pp. 1- 12.  

 

Fried, L. (2011). Teaching Teachers about Emotion Regulation in the Classroom. 

Australian Journal of Teacher Education; (36) 3, pp. 1-11.  

 

Friedman, D., & Gillies, M. (2005). Teaching Virtual Characters How to Use Body 

Language. In T. Panayiotopoulos et al. (Eds.): IVA 2005, LNAI 2005, 3661, pp. 205-

214. 

 

Frenzel, A. C., Pekrun, R., & Goetz, T. (2007). Perceived learning environment and 

students’ emotional experiences: A multilevel analysis of mathematics classrooms. 

Learning and Instruction; 17, pp. 478- 493. 

 

Freshwater, D.  (Ed). (2002).Therapeutic Nursing: Improving Patient Care through 

Self-Awareness and Reflection. London: SAGE Publications. 

 

Frevert, U., & Dixon,T (Eds.). (2014). Learning How to Feel: Children’s Literature 

and    Emotional Socialization, 1870-1970. Oxford: Oxford University Press.  

Frey, N., Fisher, D. & Smith, D. (2019). All Learning Is Social and Emotional: 

Helping Students Develop Essential Skills for the Classroom and Beyond. ASCD 

 

Fries, K. & DeMitchell, T. A. (2007). Zero Tolerance and the Paradox of Fairness: 

Viewpoints from the Classroom. Journal of Law and Education; 36 (4), pp. 211- 229. 

 



References 

 

253 
 

Frieze, I. H., Whitley, B. E., Hanusa, B. H., & McHugh,  M. C.(1982). Assessing the 

Theoretical Models for Sex Differences in Causal Attributions for Success and Failure. 

Sex Roles; 8 (4), pp. 333- 343.   

Frodi, Á., Macaulay, J., & Thome, P. R. (1977). Are Women Always Less Aggressive 

than Men? Psychological Bulletin;84, pp. 634- 660.  

 

Froiland, J. M., Oros, E., Smith, L., & Hirchert, T. (2012). Intrinsic Motivation to 

Learn: The Nexus between Psychological Health and Academic Success. 

Contemporary School Psychology; 16, pp. 100.  

 

Galloway, L. (1982 Spring). Bilingualism: Neuropsychological Considerations. 

Journal of Research and Development in Education; 15, pp.12- 28. 

 

Garaigordobil, M. (2009).A Comparative Analysis of Empathy in Childhood and 

Adolescence: Gender Differences and Associated Socio- Emotional Variables. 

International Journal of Psychology and Psychological Therapy; 9 (2), pp. 217-235. 

 

Garcia, R. F. (1992). Students' Perceptions of the Classroom Climate: A Descriptive 

Research Study. ERIC: The Educational Resources Informational Centre; pp.1-2.  

 

Gardner, H. (1983). Frames of Mind: The Theory of Multiple Intelligences. New York: 

Basic Books. 

 

Gardner, H. (2006b). Multiple intelligences: New Horizons. New York, NY: Basic 

Books. 

 

Gardner, R. C. (1985). Social Psychology and Second Language Learning: The Role 

of Attitudes and Motivation. London: Edward Arnold. 

 

Gardner, H. (2011). Frames of Mind: The Theory of Multiple Intelligences. New York: 

Basic Books. 



References 

 

254 
 

Garibay, J. C. (2015). Creating a Positive Classroom Climate for Diversity. UCLA 

Diversity & Faculty Development. 

Gary, B. (1995). Overcrowding in Urban Schools. ERIC/CUE Digest; 107, pp. 1- 6. 

Gasong, D., & Toding, A. (2020). Effectiveness of Humanistic Learning Models on 

Intra and Interpersonal Intelligence; Utopía y Praxis Latinoamericana, 25, (6), pp. 

491-500. 

Geer, C. G., & Shields, S. A. (1996). Women and Emotion: Stereotypes and the 

Double Bind. In J. C. Chrisler, C. Golden, & P. D. Rozee (Eds.), Lectures on the 

Psychology of Women (pp. 63–73). (1st ed.). New York: McGraw-Hill. 

 

Gill, N. (2000). Learning to Teach: A Handbook for Primary & Secondary School 

Teachers. London: Kogan Page. 

 

Gillet, N., Vallerand, R. J., & Lafrenière, M. A. K. (2012). Intrinsic and Extrinsic 

School Motivation as a Function of Age: the Mediating Role of Autonomy Support. 

Soc Psychol Educ; 15, pp.77-95. Doi 10.1007/s11218-011-9170-2 

 

Gillham, B. (2000). Developing a Questionnaire. London: Continuum. 

 

Glass, G., & Smith, M. (1979). Meta-analysis of Research on Class Size and 

Achievement. Educational Evaluation and Policy Analysis; 1(1), pp. 2-16 

 

Glasswell, K., & and Ryan, J. (2017). Reflective Practice in Teacher Professional 

Standards: Reflection as Mandatory Practice, pp. 3- 26. In R. Brandenburg, K. 

Glasswell, M. Jones & J. Ryan (eds.), Reflective Theory and Practice in Teacher 

Education. Singapore: Springer. 

 

Gold, D., Crombie, G., Brender, W, & Mate, P. (1984). Sex Differences in Children's 

Performance in Problem-solving Situations Involving an Adult Model. Child 

Development; 55, pp. 543-549. 

 



References 

 

255 
 

Goldstein, J. H. (1992).Sex Differences in Agressive Play and Toy Preference. In K. 

Björkqvist, & P. Niemelä. (Eds.). Of Mice and Women: Aspects of Female Aggression. 

London: Academic Press, INC. 

 

Goleman, D. (1996). Emotional Intelligence: Why it can matter more than IQ. 

London: Bloomsbury Publishing.  

 

Goleman, D. (1998) Working with Emotional Intelligence. London: Bloomsbury. 

 

Goleman, D. & Cherniss, C.  (Eds.). (2001). The Emotionally Intelligent Workplace: 

How to Select for, Measure, and Improve Emotional Intelligence in Individuals, 

Groups, and Organizations. San Francisco: Jossey- Bass. 

 

Gonzalez, C. (2005). Learning to Make Decisions in Dynamic Environments: Effects 

of Time Constraints and Cognitive Abilities. Human Factors; 46 (3), pp. 449-460. 

 

Gordon, T. (1974). Teacher Effectiveness Training. New York: Wyden. 

 

Govén, T., Laike, T., Raynham, P. & Sansal, E. (2011). Influence of Ambient Light on 

the Performance, Mood, Endocrine Systems and Other Factors of School Children. 

Sun City. 

 

Gozukara, E. (2016). Moderating Role of Gender in the Relationship between Humour 

Styles and Group Cohesiveness. International Journal of Academic Research in 

Business and Social Sciences; 6 (2), pp. 123- 135. 

 

Grace-Martin, K. (2021). Missing Data Mechanisms: A Primer. The Analysis Factor 

Free Webinar Series. 

Granito, V. J., & Santana, M. E. (2016). Psychology of Learning Spaces: Impact on 

Teaching and Learning. Journal of Learning Spaces; 5 (1), pp. 1- 8.  

Gray, D. E. (2004). Doing Research in the Real World. London: Sage Publications. 

 



References 

 

256 
 

Gray, J. (1993). Men from Mars, Women Are from Venus: A Practical Guide for 

Improving Communication and Getting what you Want in Your Relationships. 

HarperCollins 

Green, C & Tanner, R. (2005). Multiple Intelligences and Online Teacher Education. 

ELT Journal; 59 (4), pp. 312-321. Doi:10.1093/elt/cci060. 

Greenfield, P. M, et al. (1985). The Structural and Functional Status of Single- word 

Utterances and their Relationship to Early One- Word Speech. In M. Barrett (Ed.), 

Childrens’ Single Word Speech. London: Wiley. 

 

Gregersen, T. S. (2007). Language Learning beyond Words: Incorporating Body 

Language into Classroom Activities. Reflections on English Language Teaching; 6 (1), 

pp. 51-64. 

 

Gregersen, T. S., & MacIntyre, P. D. (2017). Idiodynamics: An Innovative Method 

to Build Emotional Intelligence through Systematic Self-

Assessment/Reflection/Critique. In T.S. Gregersen, P.D. MacIntyre (eds.), Innovative 

Practices in Language Teacher Education: Spanning the Spectrum from Intra- to 

Inter-personal Professional Development. Educational Linguistics 30, pp. 33-53. 

DOI 10.1007/978-3-319-51789-6_3 

  

Greif, E. B. (1980). Sex Differences in Parent- Child Conversations. Women's Studies 

International Quarterly; 3, pp. 255- 258. 

 

Griggs, L et al. (2009). Varying Pedagogy to Address Student Multiple Intelligences. 

Human Architecture; 7, 1, pp. 55-60.  

 

Gross, N., Giacquinta, J. B., & Bernstein, M. (1971). Implementing organizational 

innovations: A sociological analysis of planned educational change. New York:Basic 

Books. 

 



References 

 

257 
 

Gulec, S. & Temel, H. (2015). Body Language Using Skills of Teacher Candidates 

from Departments of Mathematics Education and Social Studies Education. Procedia - 

Social and Behavioural Sciences; 186, pp. 161- 168. Doi: 

10.1016/j.sbspro.2015.04.149. 

 

Gurbuzturk, O. & Sad, S. N. (2009). Student Teachers’ Beliefs About Teaching and 

their Sense of Self-efficacy: A Descriptive and Comparative Analysis. Inonu 

University Journal of the Faculty of Education; 10 (3), pp. 201-226. 

 

Gurvitch, R. & Metzler, M.W. (2009). The Effects of Laboratory-based and Field-

based Practicum Experience on pre-Service Teachers’ Self-efficacy. Teaching and 

Teacher Education; 25, pp. 437-443. 

 

Gustavsen, A. M. (2017). Longitudinal Relationship between Social Skills and 

Academic Achievement in a Gender Perspective. Cogent Education; 4, pp.1-16. 

https://doi.org/10.1080/2331186X.2017.1411035. 

 

Güzeldere Aydin, D. & Ocak Karabay, Ş. (2020). Improvement of Classroom 

Management Skills of Teachers Leads to Creating Positive Classroom Climate. 

International Journal of Educational Research Review; 5(1), pp. 10-25. 

 

Háhn, J. (2012). Hungarian Teachers’ Use of Humour in the Business Classroom. 

Humour and Culture; 3, pp. 223-236. 

 

Halpern, J. (2001). From Detached Concern to Empathy: Humanizing Medical 

Practice. New York: Oxford University Press. 

 

Halstead, D. K. (1974). Statewide planning in higher education. Washington, D.C.: 

U.S. Government Printing Office. pp. 485, 505-507. 

 

Handayani, T. R. D. (2016). Teacher Motivation Based on Gender, Tenure and Level 

of Education. The New Educational Review, pp. 199- 207. DOI: 

10.15804/tner.2016.45.3.16. 

https://doi.org/10.1080/2331186X.2017.1411035


References 

 

258 
 

Hänninen, O. et al. (2017). Analysis of CO2 Monitoring Data Demonstrates Poor 

Ventilation Rates in Albanian Schools During the Cold Season. Air Qual Atmos 

Health. DOI 10.1007/s11869-017-0469-9.  

 

Hargreaves, A. (1998a). The emotion of teaching and educational change. In A. 

Hargreaves, A. Lieberman, M. Fullan, & D. Hopkins (Eds.), International handbook of 

educational change, pp. 558-575. Dordrecht: Kluwer. 

 

Harter, S. (1981). A New Self-Report Scale of Intrinsic Versus Extrinsic Orientation in 

the Classroom: Motivational and Informational Components. Developmental 

Psychology; 17, pp. 300-312.  

 

Hartup, W. W., Glazer, J. A., & Charlesworth, R. (1967). Peer Reinforcement 

Sociometric Status. Child Development; 38, pp. 1017–1024. 

 

Harvey, J., et al. (1994). Volumetric MRI Measurements in Bipolar Compared with 

Schizophrenics and Healthy Controls. Psychological Medicine; 24, pp. 689- 699. 

 

Hattie, J. (2005). The paradox of reducing class size and improving learning 

outcomes.International Journal of Educational Research; 43, pp. 387- 425 

 

Hattingh, R., Gehta de Jager, G., & Luwes, B. (2018). Peer-assisted Learning during 

Undergraduate Fieldwork: Evidence of Fink’s Taxonomy of Significant Learning; 

WFOT Congress. 

 

Hayden, T. (2014). To What Extent is Behaviour a Problem in English schools? 

Exploring the Scale and Prevalence of Deficits in Classroom Climate. Review of 

Education; 2 (1), pp. 31-64. 



References 

 

259 
 

Hayes, A. (2022). Mode: What It Is in Statistics and How to Calculate It. 

Investopedia.com. Retrieved on 22 March, 2023. 

Haynes, N. M., Michael Ben-Avie, M., & and Jacque Ensign, J. (Eds.). (2003). How 

Social and Emotional Development Add Up:  Getting Results in Math and Science 

Education. 

 

Heatherton, T. F., & Wagner, D. D. (2011). Cognitive Neuroscience of Self-

Regulation Failure. Trends in Cognitive Science; 15, pp. 132-139. 

 

Heeger, D. (2013). Hormone and Gender Dependent Differences in Empathy. Medical 

University of Medicine: Unpublished PhD Thesis. 

 

Heerwagen, J. H. (2000). Green Buildings, Organizational Success, and Occupant 

Productivity. Building Research and Information; 28 (5), pp.353-367. 

 

Heilman, B., & Barker, G. (2018).Masculine Norms and Violence: Making the 

Connections. Washington, DC: Promundo-US. 

 

Heilman, M. E. & Okimoto, T. G. (2007). “Why Are Women Penalized for Success at 

Male Tasks? : The Implied Communality Deficit.” Journal of Applied Psychology; 

92(1), pp. 81-92. 
 

Helmore, G. A. (1969). Piaget- A Practical Consideration. Pergamon Press. 

Hemmings, B., & Kay, R. (2009). Lecturer Self-efficacy: Its Related Dimensions and 

the Influence of Gender and Qualifications. Issues in Educational Research;19(3), pp. 

243-254. 

 

Henderer, J., 1971. Teacher Voice Tone and Student Academic Achievement. 

Doctoral Dissertations 1896-February 2014. 1671.  

 



References 

 

260 
 

Hendrick, J., & Stange, T. (1991). Do actions speak louder than words? An Effect of 

the Functional Use of Language on Dominant Sex Role Behaviour in Boys and Girls. 

EarlyChildhood Research Quarterly; 6, pp. 565-576. 

 

Henley, N. M. (1977). Body Politics: Power, sex and Nonverbal Communication. 

Englewood Cliffs, NJ: Prentice Hall. 

 

Hensley-Pipkin, C. G. (2015). Use of the Physical Classroom Environment as a 

Teaching and Learning Tool Including the Impact of the CCSSI in Kindergarten 

Through Third Grade Classrooms in Northeast Tennessee. Unpublished PhD Thesis in 

Early Childhood Education East Tennessee State University. 

 

Herman, L., & Mandell, A. (2004). Principle and Practice, Dialogue and Life in Adult 

Education. London: Routledge Falmer. 

 

Hermans, E. J., Putman, P., & Van Honk, J. (2006). Testosterone Administration 

Reduces Empathetic behaviour: a Facial Mimicry Study. Psychoneuroendocrinology; 

31(7), pp. 859-866. 

 

Herrnstein, R. J., & Murray, C. (1994). The Bell Curve: Intelligence and Class 

structure in American Life. New York: Free Press. 

 

Heschong, L. (1999). Daylighting in Schools: An Investigation into the Relationship 

between Daylighting and Human Performance. Detailed Report 

 

Heschong Mahone Group. (2003). Windows and Offices: A Study of Office Worker 

Performance and the Indoor Environment. Detailed Report.Fair Oaks, CA: Heschong 

Mahone Group. 

 

Hesse- Biber, S. N. (2010). Mixed Methods Research: Merging Theory with Practice.  

NewYork: The Guilford Press. 

 



References 

 

261 
 

Hetherington, E. M. (1967). The Effects of Familial Variables on Sex-typing, on 

Parent-child Similarity, and on Imitation in Children. In J. P. Hill (Ed.), Minnesota 

Symposium on ChildPsychology (Vol. 1). Minneapolis, MM: University of Minnesota 

Press. 

 

Hill, C., Corbett, C., & St. Rose, A. (2010). Why So Few? Women in Science, 

Technology, Engineering, and Mathematics. Washington: AAUW. 

 

Hill, J., & Hawk, K. (2000). Making a Difference in the Classroom: Effective 

Teaching Practice in Low Decile, Multicultural Schools. Report prepared for the 

Ministry of Education and the AIMHI Forum. By the Institute for Professional 

Development and Educational Research, Massey University, Albany Campus. 
 

Hobby, R., Crabtree, S., & Ibbetson, J. (2004). The School Recruitment Handbook: A 

Guide to Attracting, Selecting and Keeping Outstanding Teachers. London, New 

York: Routledge- Falmer. 

Hoerr, T. R. (2000). Becoming a Multi Intelligences School. Alexandria Verginia: 

ASCD publications.  

Hoerr, T. R., Boggeman, S., & Wallach, C. (2010). Celebrating Every Learner: 

Activities and Strategies for Creating a Multiple Intelligences Classroom. San 

Francisco: Jossey- Bass.   

Hoffmann, L., Narhi, V., Savolainen, H., & Schwab, S. (2021). Classroom 

Behavioural Climate in Inclusive Education- a Study on Secondary Students’ 

Perceptions. Journal of Research in Special Educational Needs; 21 (4), pp. 312-322. 

 

Hoffman, M. L. (1987). The Contribution of Empathy to Justice and Moral Judgement. 

In N. Eisenberg & J. Strayer (Eds.), Empathy and its Development, pp. 47-80. New 

York: Cambridge University Press. 

 



References 

 

262 
 

Hogan, R. (1969). Development of an Empathy Scale. Journal of Consulting and 

Clinical Psychology; 33, pp. 307- 316. 

 

Holmes, J. (1995). Women, Men and Politeness. London: Longman. 

 

Holmes, J. (2013). An Introduction to Sociolinguistics. London and New York: 

Routledge. 

 

Holmes, J., & Stubbe, M. (2014).  Power and Politeness in the Workplace: A 

Sociolinguistic Analysis of Talk at Work. New York: Routledge. 

 

Holloway, I. (1997). Basic Concepts for Qualitative Research. Oxford: Blackwell 

Science. 

Hopkins, B et al. (2005).   The Cambridge Encyclopedia of Child Development. 

Cambridge, UK.  Cambridge University Press. 

Hrabok, M., & Kerns, K. A. (2010). The Development of Self-Regulation: A 

Neuropsychological Perspective. In B. W. Sokol et al. (Eds.), Self and Social 

Regulation. Social Interaction and the Development of Social Understanding and 

Executive Functions. New York: Oxford University Press, Inc. 

 

Hudson, R. A. (1996). Sociolinguistics, (2nded). Cambridge: Cambridge University 

Press. 

 

Hughes, J. N., & Sullivan, K. A. (1988). Outcomes Assessment in Social Skills 

Training with Children. Journal of School Psychology; 26, pp.167-183. 

 

Hunt, J. McV. (1971 b). Intrinsic motivation: Information and circumstances. Also 

Intrinsic motivation and psychological development. In H. M. Schroder, & P. Suedfeld 

(Eds.), Personality theory and information processing, pp. 85- 117.New York: Ronald. 

 

Hunt, E. (2011). Human Intelligence. Cambridge University Press. 

 



References 

 

263 
 

Hurst, B., Wallace, R., & Nixon, S. B. (2013).The Impact of Social Interaction on 

StudentLearning.Reading Horizons: A Journal of Literacy and Language Arts; 52 (4), 

pp. 375- 398. 

 

Huston, A. C. (1983). Sex-typing. In P. H. Mussen (Ed.), Handbook of Child 

Psychology: Socialization, Personality, and Social Development (Vol. 4, pp. 388-467). 

New York: Wiley. 

 

Hyde, J. S. (1984). How Large Are Gender Differences in Aggression? A 

Developmental Meta-Analysis. Developmental Psychology; 20, pp. 722-736. Doi: 

10.1037/0012-1649.20.4.722 

 

Hymes, Dell (1966). "Two Types of Linguistic Relativity". In W. Bright, 

(Ed.), Sociolinguistics, pp. 114-158. The Hague: Mouton. 

 

Iacoboni, M. (2009). Mirroring People: The Science of Empathy and How we Connect 

with Others. New York: Picador. 
 

Iddou, N. (2018). Teacher Development in Middle School English Language 

Education: the Case of Teachers in the Chlef Area. Unpublished magister thesis. 

University of Algiers2,    Algeria 

Ifegbesan, A. (2010).Gender-Stereotypes Belief and Practices in the Classroom: The 

Nigerian Post-Primary School Teachers’. Global Journal of Human Social Science; 10 

(4), pp. 29- 38. 

 

İlhan, S. (2011). İlköğretim sınıf öğretmenlerinin uygulamaya dayalı öğretim 

teknolojileri ve materyal geliştirme becerileri ile sınıf yönetimi becerileri arasındaki 

ilişki. Yayımlanmamış yüksek lisans tezi, Kocatepe Üniversitesi, Afyonkarahisar. 

 

Ingle, M. (2014). A Study of Role and Importance of Motivation in the Development 

of Work Environment. New Main International Journal of Multidisciplinary Studies; 1 

(3), pp. 283-287. 



References 

 

264 
 

International Labour Office- Geneva. (2019). Working on a Warmer Planet: The 

Impact of Heat Stress on Labour Productivity and Decent Work. 

 

Ions, K. J. (2016). Mapping the Development of Professional Praxis of Higher 

Education Work- Based Learners via a Case-Study Approach. Unpublished PhD 

Thesis. DurhamUniversity. 

 

Iqbal, A., & Akhtar, M. S. (2012). Job Satisfaction of Secondary School Teachers. 

Abasyn Journal of Social Sciences; 5(1), pp. 49-65. 

 

Irwing, P. (2013). Sex Differences in g: An Analysis of the US Standardization 

Sample of the WAISIII. In H. Nyborg (Ed.), Race and Sex Difference in Intelligence 

and Personality. A Tribute to Richard Lynn at 80.  London: Ulster Institute for Social 

Research. 

 

Jacklin, C. N., DiPietro, J. A., & Maccoby, E. E. (1984). Sex-typing Behaviour and 

Sex-typing Pressure in Child/Parent Interaction. Archives of Sexual Behaviour;13, 

413-425. 

 

Jacklitsch, B., Williams, W. J., Musolin, K., Coca, A., Kim, J. H., & Turner, N. 

(2016). Criteria for a Recommended Standard: Occupational Exposure to Heat and 

Hot Environments. Department of Health and Human Services Centers for Disease 

Control and Prevention National Institute for Occupational Safety and Health, DHHS 

(NIOSH) Publication 2016-106. 

 

Jaffee, S. R., Moffitt, T. E., Caspi, A., & Taylor, A. (2003). Life with (or without) 

Father: The Benefits of Living with two Biological Parents Depend on the Father's 

Antisocial Behaviour. Child Development; 74, pp. 109-126. 

 

Jarvis, P. (2002). International Dictionary of Adult and Continuing Education. 

London: Kogan Page. 

 



References 

 

265 
 

Jenaro, C., et al. (2007). Problematic Internet and Cell-Phone Use: Psychological, 

Behavioural, and Health Correlates. Addiction Research & Theory; 15 (3), pp. 309–

320. 

 

Jennings, P. A., & Greenber, M. T. (2009). The Prosocial Classroom: Teacher Social 

and Emotional Competence in Relation to Student and Classroom Outcomes. Review 

of Educational Research; 79 (1), pp. 491-525. DOI: 10.3102/0034654308325693 

 

Jensen, B., Jensen, P. & Rasmussen, A. W. (2015). Does Professional Development of 

Preschool Teachers Improve Child Socio-Emotional Outcomes? IZA Discussion Paper 

No. 8957. 

Jowett, B. (1885). The Politics of Aristotle. Oxford University Press: Warehouse. 

Johns, C. (2013). Becoming a Reflective Practioner. Oxford: Wiley Blackwell. 

Johnson, A. et al. (2020). A Review and Agenda for Examining How Technology-

driven Changes at Work Will Impact Workplace Mental Health and Employee Well-

being. Australian Journal of Management; 45(3), pp. 402- 424. 

Johnson, D. (2017).The Role of Teachers in Motivating Students to Learn. BU Journal 

of Graduate Studies in Education; 9 (1), pp. 46- 49.  

Johnson, K. C. & Lampley, J. H. (2010). Mentoring at-Risk Middle School Students. 

SRATE Journal; 19 (2), pp. 64- 69.  

 

Johnson, K. E., & Golombek, P. R., (Eds). (2011). Research on Second Language 

Teacher Education: A Sociocultural Perspective on Professional Development. New 

York and London: Routledge.  

 

Jones, S., & Dindia, K. (2004). A Meta-analytic Perspective on Sex Equity in the 

Classroom. Review of Educational Research; 74 (4), pp. 443–471. 

https://doi.org/10.3102/00346543074004443 

 



References 

 

266 
 

Jones, W. H., Hobbs, S. A., & Hockenbury, D. (1982). Loneliness and Social Skill 

Deficits. Journal of Personality and Social Psychology; 42, pp. 682- 689. 

 

Jowkar, M., Rijal, H. B, Brusey, J., Montazami, A., Carlucci, S., & Lansdown, T. 

(2020). Comfort Temperature and Preferred Adaptive Behaviour in Various Classroom 

Types in the UK Higher Learning Environments. Energy and Buildings; 211, pp. 1-39.   

 

Kadiangandu J. K., Mullet, E., & Vinsonneau, G. (2001). “Forgivingness A Congo-

France Comparison”. Journal of Cross-Cultural Psychology; 32 (4), pp. 504- 511. 

 

Kahveci, H. (2023). The Positive and Negative Effects of Teacher Attitudes and 

Behaviours on Student Progress. Journal of Pedagogical Research; 7 (1), pp. 290- 

306. 

 

Kanter, R. M. (1977). Men and Women of the Corporation (Vol. 5049). Basic books. 

 

Katz, I., Assor, V., Kanat- Maymon, Y., & Bereby- Meyer, Y. (2006). Interest as a 

Motivational Resource: Feedback and Gender Matter, but Interest Makes the 

Difference. Social Psychology of Education; 9, pp.27- 42. 

 

Katyal, S., & Awasthi, E. (2005). Gender Differences in Emotional Intelligence among 

Adolescents of Chandigarh. J. Hum. Ecol.; 17(2), 153-155. 

Kazoulin, A. (2000). Lauria, Alexander R. In A. E. Kazdin. (Ed.), Encyclopedia of 

Psychology; 8. New York, Oxford: Oxford University Press. 

Keating, D. P. (2004). Cognitive and Brain Development. In R. Lerne, & L. Steinberg. 

(Ed.), Handbook of adolescent psychology (2nd ed.). New York: Wiley. 

 

Keen, S. (2007). Empathy and the Novel. Oxford & New York: Oxford University 

Press. 

 

Kellie C. Johnson, K. C., & H. Lampley, J. H. (2010). Mentoring At-Risk Middle 

School Students. SRATE Journal Summer; 19 (2), pp. 64- 69. 



References 

 

267 
 

Kelly, A. (1988). Gender Differences in Teacher-pupil Interactions: A Meta-analytic 

Review. Research in Education 39, pp. 1-23. 
 

Kelly, M. (2020, Aug 27). “Teaching Students with Existential Intelligence.” Thought 

Co, thoughtco.com/existential- intelligence- profile-8097.  

Kerma, M. (2019). The Effect of Overcrowded Classrooms on Teachers' 

Performance.Dirassat Insaniya wa Ijtimaiya Review; 10, pp. 425- 438. 

Kimmel, M. J., Pruitt, D. G., Magneau J. M., Konar- Goldband, E., & Carnevale, P. J. 

D. (1980). Effects of Trust, Aspiration, and Gender on Negotiation Tactics. Journal of 

Personality and Social Psychology; 38 (1), pp. 9- 22. 

Kimura, Y. (2010). Expressing Emotions in Teaching: Inducement, Suppression, and 

Disclosure as Caring Profession. Educational Studies in Japan. International 

Yearbook; 5, pp. 63-78. 

 

Kinyota, M., & Kavenuke, P. S. (2019). Examining Teacher Trainees’ Attitude 

towards Teaching Profession and Teaching Subjects in Tanzania. Huria Journal; 26 

(2), pp. 49- 64. 

 

Klassen, R. M., & Chiu, M. M. (2010). Effects on Teachers’ Self-Efficacy and Job 

Satisfaction: Teacher Gender, Years of Experience, and Job Stress. Journal of 

Educational Psychology; 102 (3), pp. 741-756. 

  

Klecker, B. (1997. Male Elementary School Teachers' Ratings of Job Satisfaction by 

Years of Teaching Experience. ERIC; pp. 1-26.  

 

Kong, Y. (2009). A Brief Discussion on Motivation and Ways to Motivate Students in 

English Language Learning. International Education Studies; 2 (2). pp. 145- 149. 

 

Konstantzos, I et al. (2020). The Effect of Lighting Environment on Task Performance 

in Buildings - A Review. Energy & Buildings; 226, pp. 1-14. 

 



References 

 

268 
 

Korkmaz, F., &Unsal, S. (2020). An Analysis of the Relationship between Attitudes 

towards Teaching and Professionalism in Teaching. Revista Electrónica de 

Investigación Educativa, 22 (05), pp. 1-15. 

https://doi.org/10.24320/redie.2020.22.e05.2042. 

 

Krashen, S. (1981). Second Language Acquisition and Second Language Learning. 

Oxford: Pergamon Press. 

 

Krashen, S. (2002b). The Comprehension Hypothesis and its Rivals. Selected Papers 

from the Eleventh International Symposium on English Teaching/ Fourth Pan Asian 

Conference, pp. 395-404. Taipei: Crane Publishing Co. 

Krasnoff, B. (2016). Culturally Responsive Teaching: A Guide to Evidence-Based 

Practices for Teaching All Students Equitably. Region X Equity Assistance Center. 

 

Krasny, L., Williams, B., Provencal, S., & Ozonoff, S. (2003). Social Skills 

Interventions for the Autism Spectrum: Essential Ingredients and Model Curriculum. 

Child and Adolescent Psychiatric Clinics of North America; 12, pp. 107- 22. 

Kristjánsson, K. (2007). Aristotle, Emotions, and Education. Ashgate e-Book. 

Kyriacou, C. (2007). Essential Teaching Skills. Cheltenham: Nelson Thornes. 

Kwaku Sarfo, F., Amankwah, F., Kwame Sam, F., & Konin, D. (2015). Teachers’ 

Self-efficacy Beliefs: The Relationship between Gender and Instructional Strategies, 

Classroom Management and Student Engagement. GJDS; 12 (1 & 2), pp. 19- 32. 

Ladstätter, F & Garrosa, F. (2008). Prediction of Burnout. An Artificial Neural 

Network Approach. Hamburg: Druck Diplomica. 

Lagerspetz, E. M. J., Björkqvist, E., & Peltonen, T. (1988). Is Indirect Aggression 

Typical of Females? Gender Differences in Aggressiveness in 11- to 12-Year Old 

Children. Aggressive Behaviour;14, pp. 403- 414. 

 

https://doi.org/10.24320/redie.2020.22.e05.2042


References 

 

269 
 

Lagesen, V. A. (2008). A Cyberfeminist Utopia? Perception of Gender and Computer 

Science among Malaysian Women Computer Science Students and Faculty. Science, 

Technology & Human Values; 33(1), pp. 5-27. 

 

Lakoff, R. (1975). Language and Woman’s Place. New York: Harper & Row. 

 

Lakoff. R. T. (2004). Language and Women’s Place. In M. Bucholtz. (Ed.), Text and 

Commentaries: Revised and Expanded Edition. Oxford: Oxford University Press. 

 

Lam, L. T., & Wong, E. M. Y. (2017). Enhancing Social- Emotional Well- being 

in Young Children through Improving Teachers’ Social-emotional Competence 

and Curriculum Design in Hong Kong. International Journal of Child Care and 

Education Policy; 11 (05), pp. 1-14. Doi 10.1186/s40723-017-0031-0. 

 

Laming, D. (2004). Understanding Human Motivation: What Makes People Tick? 

Malden, Oxford: Blackwell Publishing. 

 

Larsen-Freeman, D., & Long, M. H. (1991) An Introduction to Second Language 

Acquisition Research. London and New York: Routledge. 

 

Layali Amer & Yuni Sari. (2021). Overcrowded Classrooms at Yemeni Basic School: 

Teachers’ Perspectives. Journal of English Language Teaching and Applied 

Linguistics; 7 (2), pp. 92- 99. 

 

Lazarus, R. S. (2006). Stress and emotion: A new synthesis. Springer Publishing 

Company, Inc. 

 

Lazear, D. G. (1992). Teaching for Multiple Intelligences. Indiana: Phi Delta Kappa 

Educational Foundation. 

 

Leaken- Kehinde, M., & Asojo, A. (2021). Impact of Lighting on Children’s Learning 

Environment: A Literature Review. WIT Transactions on Ecology and the 

Environment; 253, pp. 371- 380. 



References 

 

270 
 

Leaper, C. et al. (1998). Moderators of Gender Effects on Parents’ Talk to Their 

Children: A Meta- Analysis. Developmental Psychology; 34 (1), pp. 3- 27. 

 

Leaper, C., Lever, L., Strasser, T., & Schwartz, R. (1995). Mother-child 

Communication Sequences: Play Activity, Child Gender, and Marital Status Effects. 

Merrill-PalmerQuarterly; 41, pp. 307-327. 

 

Leary, M. R., & Kowalski, R. M. (1995). Social Anxiety. New York: Guilford Press. 

 

Ledford, G. E., Gerhart, B., & Fang, M. (2013). Negative Effects of Extrinsic Rewards 

on Intrinsic Motivation: More Smoke than Fire. World at Work Journal. 

 

Lee, J., Rhee, D. E., & Rudolf, R. (2017).Teacher Gender, Student Gender, and 

Primary School Achievement: Evidence from Ten Francophone African Countries. 

Graduate School of International studies, Korea University. 

 

Leerkes, E.M et al. (2012). The Relation of Maternal Emotional and Cognitive Support 

During Problem Solving to Pre- Academic Skills in Preschoolers. Infant and Child 

Development; 20 (6), pp. 353-370. Doi: 10.1002/icd.728. 

 

Leithwood, K., et al. (Eds). (2002). International Handbook of Educational 

Leadership and Administration. Springer. 

Leithwood, K., &Riehl, C. (2004). What we know about successful leadership. 

Practising Administrator; 6 (4), pp. 4- 7. 

Levin, B. B. (Ed.). (2001).Energizing Teacher Education and Professional 

Development with Problem - Based Learning. Verginia: ASCD. 

 

Levin, J. & J. F. Nolan (eds) (2010) Principles of Classroom Management 

Professional Decision-making Model. (6th edn). Boston, MA: Allyn & Bacon. 

 

https://search.informit.org/doi/abs/10.3316/aeipt.140107


References 

 

271 
 

Lewis, M., & Weinraub, M. (1979). The Father's Role in the Child's Social Network. 

In M. E. Lamb (Ed.), The Role of the Father in Child Development (pp. 157-184). 

New York: Wiley. 

 

Liberman, R. P., DeRisi, W. J., & Mueser, K. T. (1989). Social Skills Training for 

Psychiatric Patients. New York: Pergamon Press. 

 

Libet & Lewinsohn (1973). The Concept of Social Skill with Special Reference to the 

Behavior of Depressed Persons. Journal of Consulting and Clinical Psychology; 40, 

pp. 304-312. 

 

Lin, S., Lipton, E., Lu, Y., & Kielb C. (2020). Are Classroom Thermal Conditions, 

Lighting, and Acoustics Related to Teacher Health Symptoms? Indoor Air; 00, pp. 1- 

9. https://doi.org/10.1111/ina.12640 

 

Linse, A. R. (2003).  Student ratings of women faculty: Data and 

strategies.In Presentation given at an ADVANCE-sponsored workshop at the 

University Puerto Rico Humacao, Humacao, PR. 

 

Lippa, R. A. (2005). Gender, Nature, and Nurture. New Jersey: Lawrence Erlbaum 

Associates, Publishers. 

Lippmann, W. (1922a). A Future for the Tests. New Republic (November 29), pp. 9-1. 

Liss, M. B. (1983). Learning Gender-related Skills Through Play. In M. B. Liss (Ed.), 

Social and Cognitive Skills: Sex Roles and Children's Play (pp. 147-167). New York: 

Academic Press. 

Lloyd, V. (1986). Master Your Emotions: A Practical Guide Through the Feelings that 

Keep you from Success, Love and Happiness. Arizona: Freedom Publications. 

Loeber R, Capaldi D. M, & Costello, E. (2013). Gender and the Development of 

Aggression, Disruptive Behaviour, and Early Delinquency from Childhood to Early 

Adulthood. Disruptive Behaviour Disorders: Advances in Development and 



References 

 

272 
 

Psychopathology. Brain Research Foundation Symposium Series; 1, pp. 137- 160. 

Doi: 10.1007/978-1-4614-7557-6_6 

 

Lohithakshan, P. M. (2002). Dictionary of Education. New Delhi: Kanishka 

Publishers, Distributors. 

 

Long, M. (1982). Native speaker/non-native speaker conversation in the second 

language classroom. In M. Long & C. Richards (Eds.), Methodology in TESOL: A 

book of readings (pp. 339-354). New York: Newbury House. 

 

Long, M. H., & Porter, P. A. (1985). Group Work, Interlanguage Talk and Second 

Language Acquisition. TESOL Quartely, pp. 103- 137. 

 

Lord Black, D. (2022). Essentials of Social Emotional Learning (SEL): The Complete 

Guide for Schools and Practitioners. Hoboken: John Wiley & Sons, Inc. 

 

Loughran, J. (2010). What Expert Teachers Do: Enhancing Professional Knowledge 

for Classroom Practice. Crows Nest: Allen & Unwin. 

 

Lucas, J. (1981). Effects of Noise on Academic Achievement and Classroom Behaviour. Sacramento, California: California Department of Health 

Services. 

 

Lunenberg, M., Korthagen, F., & Willemse, M. (2007).Value-based teacher Education: 

The Role of Knowledge, Language and Golden Moments. In T. Russell & J. Loughran 

(Eds.); Enacting a Pedagogy of Teacher Education: Values, relationships and 

practices, pp. 166- 181. Oxon: Routledge. 

 

Lynn, A. B. (2000). 50 Activities for Developing Emotional Intelligence. 

Massachusetts: HRD Press. 

Lynn, A. B. (2005). A Powerful Plan for PuttingEmotional Intelligence to Work.  New 

York: AMACOM. 



References 

 

273 
 

Lytton, H., & Romney, D. M. (1991). Parents’ Differential Socialization of Boys and 

Girls. A Meta- Analysis. Psychol Bull.; 109, pp. 267-296. 

 

Ma, F., Zhan, C., Xu, X., & Li, G. (2020).Winter Thermal Comfort and Perceived Air 

Quality: A Case Study of Primary Schools in Severe Cold Regions in China. Energies; 

13, pp. 1-19. 

 

Mabekoje, S. O. (2009). Gender Differences in Job Satisfaction among Secondary 

School Teachers. African Journal of Research in Personnel and Counselling 

Psychology (AJRPCP); 1 (1), pp. 99-108.  

 

Maccoby, E. E. (1998). The Two Sexes: Growing up Apart, Coming Together. 

Cambridge, MA: Belknap Press. 

 

Maccoby, E. E., & Jacklin, C. N. (1974). The Psychology of Sex Differences. Stanford, 

CA: Stanford University Press. 

 

Mace, F. (1994). The Significance and Future of Functional Analysis Methodologies. 

Journal of Applied Behaviour Analysis; 27, pp. 385- 392. 

 

Machado, C.J., & Bachevalier, J. (2003). Non- Human Primate Models of Childhood 

Psychopathology: The Promise and the Limitations. Journal of Child Psychology and 

Psychiatry; 44, pp. 64- 87. 

 

Mackey, A. (2012) Input, Interaction, and Corrective Feedback in L2 Learning. 

Oxford: Oxford University Press 

 

MacNell, L., Driscoll, A., & Hunt, A. N. (2015). What’s in a Name: Exposing Gender 

Bias inStudent Ratings of Teaching.Journal of Collective Bargaining in the Academy; 

0 (10), pp. 1-13. Doi 10.1007/s10755-014-9313-4.  

 



References 

 

274 
 

Madkour, M. & Abdel Moati Mohamed, R. A. (2016). Identifying College Students’ 

Multiple Intelligences to Enhance Motivation and Language Proficiency. English 

Language Teaching; 9, (6) pp. 92- 107. 

 

Madrid, D., & Hughes, S. P. (2010). Speaking the Same Language? Gender Based 

Teacher Performance in the EFL Class. The Open Applied Linguistics Journal; 3, pp. 

1-9. 

 

Mahmood, A. et al. (2011). Job Satisfaction of Secondary School Teachers: A 

Comparative Analysis of Gender, Urban and Rural Schools. Asian Social Science; 7 

(8), pp. 203-208. 

 

Maleki, M. et al. (2019). Social Skills in Children at Home and in Preschool. Behav. 

Sci; 9 (74), pp. 1- 15. Doi: 10.3390/bs9070074. 

 

Mandal-Blasio, R. et al. (2009).  Challenging Behaviours.  In J. L. Matson. (Ed.), 

Social Behaviour and Skills in Children. New York: Springer. 

 

Manfredia, M. & Boggiob, P. S. (2020). Sex Differences in Communicative Gestures 

and Speech Comprehension: an ERP Study. Sex Differences in Gesture Processing; 

pp. 01- 25. 

 

Manzano-Sánchez, D., & Valero-Valenzuela, A. (2019). Implementation of a Model-

Based Programme to Promote Personal and Social Responsibility and its Effects on 

Motivation, Prosocial Behaviours, Violence and Classroom Climate in Primary and 

Secondary Education. Int. J. Environ. Res. Public Health; 16, pp. 1-17. 

 

Marais, P. (2016). “We Can’t Believe what we See”: Overcrowded Classrooms 

through the Eyes of Student Teachers. South African Journal of Education; 36 (2), pp. 

1- 10. 

 

Marche, T. A. (1993). The Development and Sex-Related Useof Interruption 

Behaviour. Human Communication Research; 19 (3), pp. 388- 408. 



References 

 

275 
 

 

Marczyk, G., DeMatteo, D., & Festinger, D. (2005). Essentials of Research Design 

and Methodology. New Jersey: John Wiley & Sons. 

 

Marques, M. A., et al. (2020). Emotional Education Program: A Participative 

Intervention with Teachers. Qualitative Research Journal, pp. 1-16. 

Marshall, K (2009). Rethinking Teacher Supervision and Evaluation. How to Work 

Smart, Build Collaboration, and Close the Achievement Gap. San Francisco: Jossey-

Bass.  

 

Martino, W., & Kehler, M. (2007). Gender-Based Literacy Reform: A Qustion of 

Challenging or Recuperating Gender Binaries. Canadian Journal of Education; 30 (2), 

pp. 406‐431. 

 

Masharah Husain, N., Modi Lakulu, M., & Sarkawi, S. (2017). Motivation, Attitude 

and Belief Competency toward Teaching Programming. International Journal of 

Academic Research in Business and Social Sciences; 7 (6), pp. 420- 428. 

Mascolo, M. F.,& Fischer, K. W. (2005). Constructivist theories. In B. Hopkins (ed). 

The Cambridge Encyclopedia of Child Development; pp. 49- 63. Cambridge, UK.  

Cambridge University Press. 

Maslach, C. (1976). Burned- Out. Human Behaviour, pp. 16-21. 

 

Maslach, C. (2003). Job Burnout: New Directions in Research and Intervention. 

Current Directions in Psychological Science; 12, pp. 189-192. 

 

Maslach, C. & Leiter, M. P. (1997). The Truth About Burnout: How Organizations 

Cause Personal Stress and What to Do About It. San Francisco: Jossey Bass. 

 

Maslach, C. & Leiter, M. P. (2005). Banishing Burnout: Six Strategies for Improving 

Your Relationship with Work. San Francisco: Jossey Bass. 

 



References 

 

276 
 

Maslow, A. H. (1943). A Theory of Human Motivation. Psychological Review; 50 (4), 

pp. 370-96. 

 

Matsepe, D., Maluleke, M., & Cross, M. (2019). Re-Imagining Teacher’s Experience 

with Overcrowded Classrooms in the Public Secondary Schools in South Africa. 

Journal of Gender, Information and Development in South Africa, pp. 91- 103. 

 

McArthur, T. (ed) (1996). The Oxford Companion to the English Language. Oxford: 

Oxford University Press. 

 

McCafferty S. G. (1994). Adult Second Language Learners' Use of Private Speech: A 

Review of Studies. The Modern Language Journal; 78 (4), pp. 421- 436. 
 

McCoog, J. (2010). The Existential Learner. Clearing House; 83 (4), pp. 126- 128. 

Doi: 10.1080/00098851003774828. 

McCristall, P., & Baggaley, B. (2019). The Progressions of a Gendered Military: A 

Theoretical Examination of Gender Inequality in the Canadian Military. Journal of 

Military, Veteran and Family Health; 5 (1), pp. 119- 126. Doi:10.3138/jmvfh.2017-

0026. 

 

McFarlane, D. A. (2011). Multiple Intelligences: The Most Effective Platform for 

Global 21st Century Educational and Instructional Methodologies. College Quarterly; 

14(2), pp. 1- 8.  

 

McGregor, D. (2011). What can reflective practice mean for you ... and why should 

you engage in it? In D. McGregor & L. Cartwright (Eds.), Developing Reflective 

Practice: A guide for beginning teachers. New York: Open University Press. 

 

McGuinness. S., & Taylor, J. E. (2016). Understanding Body Image Dissatisfaction 

and Disordered Eating in Midlife Adults. New Zealand Journal of Psychology; 45 (1), 

pp. 4- 12. 

 



References 

 

277 
 

McHale, S. M., Bartko, W. T, Crouter, A. C., & Perry-Jenkins, M. (1990). Children's 

Housework and Psychosocial Functioning: The Mediating Effects of Parents' Sex-role 

Behaviours and Attitudes. Child Development; 61, pp. 1413-1426. 

 

McKee, G. et al. (2014). Disruption, Learning, and the Heterogeneous Benefits of 

Smaller Classes. Springer. Empir Econ; 48, pp. 1267- 1286. Doi 10.1007/s00181-014-

0810-1. 

McKeon, R. (1941). Nicomachean Ethics, Book II. New York: Random House. 

McLaughlin, B. et al., (1983). Mothers’ and Fathers’ Speech to their Children: Similar 

or Diffrent? Journal of Child Language; pp. 245- 252. 

McNutt, S. (2013). A Dangerous Man: Lewis Terman and George Stoddard, their 

Debates on Intelligence Testing, and the Legacy of the Iowa Child Welfare Research 

Station. The Annals of Iowa; 72 (1), pp. 1- 30. 

Mead, M. (1935). Sex and Temperament. New York, William Morrow and Mentor.  

Megawati, I., Basikin., & Wibawa, S. (2020). Teacher’s Strategies of Managing 

Classroom and Students’ Response: A Case Study. Ilkogretim Online - Elementary 

Education Online; 19 (2), pp. 20-33. 

Mehrabian, A., & Epstein, N. (1972). A Measure of Emotional Empathy. Journal of 

Personality; 40, pp. 525- 533. 

 

Meier, S. L., Charleston, A. J., & Tippett, L. J. (2010). Cognitive and Behavioural 

Deficits Associated with the Orbitomedial Prefrontal Cortex in Amyotrophic Lateral 

Sclerosis. Brain, A Journal of Neurology; 133, pp. 3444- 3457. 

 

Mendell, M. J., & Heath GA. (2005). Do Indoor Pollutants and Thermal Conditions in 

Schools Influence Student Performance? A Critical Review of the Literature; Indoor 

Air.; 15 (1), pp. 27-52. 

 



References 

 

278 
 

Menon, M. E., & Athanasoula-Reppa, A. (2011). Job Satisfaction among Secondary 

School Teachers: The Role of Gender and Experience. School Leadership & 

Management; 31 (5), pp. 435-450. 

 

Mergler, A. (2008). Making The Implicit Explicit: Values and Morals in Queensland 

Teacher Education. Australian Journal of Teacher Education; 4 (33), pp. 1-10.  

 

Merrell, K. W. & Gueldner, B. A. (2010). Social and Emotional Learning in the 

Classroom: Promoting Mental Health and Academic Success. New York: The 

Guilford Press. 

 

Mersino, A. (2007). Emotional Intelligence for Project Managers: The People Skills 

You Need to Achieve Outstanding Results. New York: AMACOM. 

 

Meurisse, T. (2018). Master Your Emotions: A Practical Guide to Overcome 

Negativity and Better Manage your Feelings. Independently Published. 

 

Michail, S. (2011). Understanding School Responses to Students’ Challenging 

Behaviour: A Review of Literature. Improving School; 14 (2), pp. 156-171.  

 

Michalewicz, Z., & Fogel, D. B. (2000). How to Solve it: ModernHeuristics. New 

York: Springer. 

 

Miller, C. L. (1987). Qualitative Differences among Gender-stereotype Toys: 

Implications for Cognitive and Social Development in Girls and Boys. Sex Roles, 16, 

473-487. 

 

Miller, P. M., & Eisler, R. M. (1977). Assertive Behaviour of Alcoholics: A 

Descriptive Analysis. Behaviour Therapy; 8, pp. 146-149. 

 

Mills, S. (2003). Gender and Politeness. Cambridge: Cambridge University Press. 

 



References 

 

279 
 

Mincy Jr, H. F. (1961). A Study of Factors Involved in Establishing a Satisfactory 

Thermal Environment in the Classroom. Unpublished PhD Thesis. University of 

Tennessee. 

 

Mind, J. et al., (2020). Master Your Emotions. Independently Published. 

 

Mingxia Liu, M. (2019). The Research on Body Language’s Role in English Teaching. 

International Journal of English, Literature and Social Science (IJELS); 4 (4), pp. 

962- 966. 

Ming-tak, H., & Wai-shing, L. (2008). Classroom Management: Creating a Positive 

Learning Environment. Hong Kong: Hong Kong University Press. 

Ministry of National Education. (2015). Curriculum of English for Middle School 

Education. 

Minott. M. (2015) ‘Reflective Teaching and Disruptive Behaviour in Regular High 

School Classrooms in London, England’. TEAN Journal; 7 (1), pp. 62-73. 

 

Mitchell, D. (2008). What Really Works in Special and Inclusive Education: Using 

Evidence-based Teaching Strategies. Abingdon, Oxon: Routledge. 

Mitchell, R., &Myles, F. (2004). Second Language Learning Theories. London. 

Hodder  

Mitchell, R. D. (1998).World class teachers: When top teachers earn National Board 

certification, schools-and students-reap the benefits. The American School Board 

Journal; 185(9), pp. 27-29. 

 

Mitchell, S. D. (2014). Zero Tolerance Policies: Criminalizing Childhood and 

Disenfranchising the Next Generation of Citizens. 92 Wash. U.L. Rev. 271.  

 

MO SW-PBS. (2017). Effective Classroom Practices. Positive Behaviour and 

Intervention Support (PBIS) World. 



References 

 

280 
 

 

Moen, V. (2018). Identity and Self- Understanding among Transgender Women in 

Norway. NJSR – Nordic Journal of Social Research; 9, pp. 68- 88. 

 

Mohr, K. A. J., & Mohr, E. S. (2007). Extending English-language learners’ classroom 

interactions using the Response Protocol. International Reading Association;pp. 440- 

450. Doi:10.1598/RT.60.5.4 

 

Moore, T. (1998). Harvesting Daylight Inside Buildings. EPRI Journal; 23(4), pp. 18-

19.  

 

Morano, R. (2005). Simplified Readers as Comprehensible Input in the EFL 

Classroom. Academic Journal of Kang-Ning; 6, pp. 225-250. 
 

Moreno, R. (2010). Educational Psychology. New Mexico: Courier-Kendallville.  

Moreno Rubio, C. (2009). Effective Teachers- Professional and Personal Skills.en 

ENSAYOS: Revista de la Facultad de Educación de Albacete; 24, pp. 35- 46. 

 

Morin, A. (2011).Self-Awareness Part 1: Definition, Measures, Effects, Functions, and 

Antecedents. Social and Personality Psychology Compass; 5 (10), pp. 807- 823, 

10.1111/j.1751-9004.2011.00387. 

 

Morris Jr, R. F. (2003). The Relationships among School Facility Characteristics, 

Student Achievement, and Job Satisfaction Levels Among Teachers (Unpublished 

doctoral dissertation). University of Georgia. 

 

Morrison, K. R. B. (1993) Planning and Accomplishing School-Centred Evaluation. 

Dereham, UK: Peter FrancisPublishers. 

 

Morrow B. L., & Kanakri S. M. (2018). The Impact of Fluorescent and Led Lighting 

on Students Attitudes and Behaviour in the Classroom. Adv Pediatr Res; 5 (15), pp. 1- 

12 doi:10.24105/apr.2018.5.15. 

 



References 

 

281 
 

Mortiboys, A. (2005). Teaching with Emotional Intelligence: A Step- by- Step Guide 

for Higher and Further Education Professionals. London, New York: Routledge. 

 

Mosesa, I., Berryb, A., Saaba, N., & Admiraal, W. (2017). Who wants to become a 

teacher? Typology of student-teachers’ commitment to teaching. Journal of Education 

for Teaching; 43 (4), pp. 444- 457. https://doi.org/10.1080/02607476.2017.1296562 

 

Mott, M.S., Robinson, D.H., Williams-Black, T.H. & McClelland, S.S. (2014).The 

Supporting Effects of High Luminous Conditions on Grade 3 Oral Reading Fluency 

Scores. Springer Plus, 3. 

 

Mroczek, D. K., Spiro III, A., Griffin, P. W., & Neupert, S. D. (2006). Social 

Influences on Adult Personality, Self- Regulation and Health. In K. W. Schaie, & L. L. 

Carstensen. (Eds.), Social Structures, Aging, and Self-Regulation in the Elderly; pp. 

69- 83. Societal Impact on Aging Series. New York: Springer Publishing Company. 
 

 

Murphy, S. (1986). Sex Equity/Inequity in Teacher-child Interaction in Day Care 

Classrooms. (ERIC Document Reproduction Service No. ED 297 862). 

 

Myhrvold, A. N., Oslen, E., & Lauridsen, O. (1996). Indoor Environment in Schools: 

Pupils Health and Performance in Regard to CO2 Concentrations. In Indoor Air; 4, pp. 

369-371. The Seventh International Conference on Indoor Air Quality and Climate. 

International Academy of Indoor Air Sciences. 

 

Nadelson, L. S., et al. (2019). Beyond the Books: Teacher Practices and Perceptions of 

Teaching Caring and Curiosity. Journal of Curriculum and Teaching; 8 (3), pp. 84- 

101.  

 

National College for School Leadership. (2001). Leadership in Schools. Nottingham: 

NCSL. 

 

National School Climate Council. (2007). The School Climate Challenge: Narrowing 

the Gap between School Climate Research and School Climate policy, Practice 

https://doi.org/10.1080/02607476.2017.1296562


References 

 

282 
 

Guidelines and Teacher Education Policy. Retrieved from 

http://www.schoolclimate.org/climate/advocacy.php 

 

Nawaz, Q., & Atta, M. A. (2018). Gender Based Subject Matter Knowledge of Diverse 

Modes of Selected Teachers in the Light of Competency Based Teacher Education. 

Journal of Educational Research, Dept. of Education, IUB, Pakistan; 21 (1), pp. 38-

55.  

 

Neil, S., & Caswell, C. (1993). Body Language for Competent Teachers. London: 

Routledge. 

 

Nejati, R., Hassani, M. T., & Sahrapour, H. A. (2014). The Relationship between 

Gender and Student Engagement, Instructional Strategies, and Classroom Management 

of Iranian EFL Teachers. Theory and Practice in Language Studies; 4(6), pp. 1219- 

1226. 

 

Nelson, P., Kohnert, K., Sabur, S., & Shaw, D. (2005). Classroom Noise and Children 

Learning Through a Second Language: Double Jeopardy? Language, Speech and 

Hearing Services in School; 36, pp. 219-229. 

 

Neves de Jesus, S., & Lens, W. (2005). An Integrated Model for the Study of Teacher 

Motivation. Applied Psychology: An International Review; 54 (1), pp. 119-134. 

 

New South Wales Centre for Education Statistics and Evaluation. (2020). Classroom 

Management: Creating and Maintaining Positive Learning Environments. 

 

Newberger, J. (1997). New Brain Development Research: A Wonderful Window of 

Opportunity to Build Public Support for Early Childhood Education. Young Children; 

52, pp. 4- 9. 

 

Newson, J., & Newson, E. (1986). Family and Sex roles in Middle Childhood. In D. J. 

Hargreaves & A. M. Colley (Eds.), The Psychology of Sex Roles (pp. 142-158). 

London: Harper & Row. 

http://www.schoolclimate.org/climate/advocacy.php


References 

 

283 
 

Nicholson-Nelson, K. (1998). Developing Students’ Multiple Intelligences. New York: 

Scholastic Professional Books. 

Niemeier, D. A., & González, C. (2004). Breaking into the Guild Masters’ Club: What 

we Know about Women Science and Engineering Department Chairs at AAU 

Universities. NWSA Journal; 16 (1), pp. 157- 171. 

 

Ninio, A., & Bruner, J. (1978). The Achievement and Antecedents of Labeling. 

Journal of Child Language; 5, pp.1-15. 

 

Nkemleke, E. E., & Fube, E. M. (2021). Overcrowded classes and difficulties in 

imparting cartographic skills using the Competency Based Approach to Form 5 

learners in Cameroon. International Journal of Humanitatis Theoreticus; 4 (2), pp. 1- 

13. 

 

Norman, A. W., & Litwack, G. (1997). Hormones (2nd ed). California: Academic 

Press. 

 

North Carolina Department of Public instruction. (2009). North Carolina Guide for the 

Early Years. North Carolina: NC Public Schools. 

 

Nunan, D. (1988). Syllabus Design. Oxford: Oxford University Press. 

 

Obaki, S. O. (2017). Impact of Classroom Envoronment on Children’s Behaviour. Inter- 

national Journal of Education and Practice; 5 (1), pp.1-7. 

 

O'Connor, K. E. (2008). “You Choose to Care”: Teachers, Emotions and Professional 

Identity. Teaching and Teacher Education; 24 (1), pp. 117-126. Doi.org/ 

10.1016/j.tate.2006.11.008. 

 

OECD (2017). Framework for a Module on the Physical Environment- Revised 

Edition. 

 



References 

 

284 
 

OECD. (2018). OECD data: Gender Wage Gap. Paris: OECD. 

 

OECD. (2018). Teaching and Learning International Survey (TALIS) Conceptual 

Framework. Directorate for Education and skills. 

 

OECD. (2019). Conceptual learning framework: Attitudes and Values for 2030.  

 

OECD Future of Education and Skills 2030 Concept Note. 

 

Ogden, D. H., Chapman, A. D., & Doak, L. (1994). Characteristics of Good/Effective 

Teachers: Gender Differences in Student Descriptors. Paper presented at the 1994 

Annual Meeting of the Mid-South Educational Research Association. Nashville, 

Tennessee, November 8-11. 

 

Ojonubah, J. O. (2015). Impacts and Solutions of Overcrowded Mathematics Class on 

Students’ Achievements in Schools. Journal of Resourcefulness and Distinction; 11 

(1), pp. 1- 13. 

 

Olivares, R. A., & Rosenthal, N. (1992). Gender Equity and Classroom Experiences: 

A Review of Research. Education Resources Information Centre (ERIC); pp. 1-21. 
 

Olson, R. E., et al. (2019). Gendered Emotion Management and Teacher Outcomes in 

Secondary School Teaching: A Review. Teaching and Teacher Education; 80, pp. 

128- 144. 

 

Ostrov, J. M., Gentile, D. A., & Crick, N. R. (2006). Media Exposure, Aggression and 

Prosocial Behaviour during Early childhood: A Longitudinal Study. Social 

Development; 15, pp. 612- 627. 

 

Painter K. K. (2006). Social Skills Groups for Children and Adolescents with 

Asperger’s Syndrome: a Step-by-Step Program. London: Jessica Kingsley Publishers. 

 



References 

 

285 
 

Palmer, M. S., Bach, D. J., & Streifer, A. C. (2014). Measuring the Promise: A Valid 

and Reliable Syllabus Rubric: Guide to Assessing the Focus of Syllabi; A journal of 

Educational Development, 33 (1), pp. 1- 15. 

 

Panayiotou, G., Panteli, M., & Theodorou, M. (2016). Predictors of Loneliness in a 

Sample of College Men and Women in Cyprus: The Role of Anxiety and Social Skills. 

Psychology, Community & Health; 5 (1), pp. 16- 30. Doi:10.5964/pch.v5i1.142. 

 

Park, E. (2002). On three potential sources of comprehensible input for second 

language acquisition. Working Papers in TESOL & Applied Linguistics, 2 (3), 1–21. 

 

Park, S.-H.; Lee, K.-R.; Yook, S.-J.; Koo, H.B. (2022). Enhancement and 

Homogenization of Indoor Air Quality in a Classroom Using a Vertical Airflow 

Ventilation Scheme; Toxics, 10, (545), pp. 2- 14. https://doi.org/ 

10.3390/toxics10090545. 

 

Pasi, R. J. (2001). Higher Expectations. Promoting Social Emotional Learning and 

Academic Achievement in Your School. New York: Teachers College Press. 

 

Patall, E.A., Cooper, H. & Robinson J.C. (2008). The Effects of Choice on Intrinsic 

Motivation and Related Outcomes: a Meta- Analysis of Research Findings. 

Psychological Bulletin; 134 (2), pp. 270- 300. 

 

Pazim, K. H., el. (2021). Special Education Teachers Job Satisfaction In Malaysia: A 

Review; Turkish Journal of Computer and Mathematics Education, 12 (11), 5329-

5332. 

 

Peal, R. (2014). Playing the Game: The Enduring Influence of the Preferred Ofsted 

Teaching Style. Civitas: Institute for the Study of Civil Society.   

 

Pekrun, R. (2014). Emotions and Learning. Educational Practices Series, 24. 

 

https://doi.org/


References 

 

286 
 

Pérez, J., Petrides, K., & Furnham, A. (2005). Measuring trait emotional intelligence. 

In R. Schulze and R. D. Roberts (Eds.), International Hanbook of Emotional 

Intelligence; pp. 123- 143. Cambridge, MA: Hogrefe & Huber. 

 

Perret, R., & Trott, B. (2016). Librarian Attitudes toward Classroom Humour. 

Reference & User Services Quarterly; 55 (4), pp. 261-266. 

 

Perrott, E. (1982). Effective Teaching. London: Longman. 

 

Phillips- Jones, L. (1982). Mentors and Protégés. New York: Arbor House. 
 

Piaget, J. (1950). The Psychology of Intelligence. Routledge 

Piaget, J. (1959). The Language and Thought of the Child. London: Routledge and 

Kean Paul. 

Pilman, M.S. (2001). The Effects of Air Temperature Variance Memory Ability. 

http://www.suite101.com/content/ temperature-and-learning-a3319.  

Pishghadam, R. P, & Sahebjam, S. (2012). Personality and Emotional Intelligence in 

Teacher Burnout. The Spanish Journal of Psychology; 15 (1), pp. 227-236. 

 

Pittman, T. S. et al. (1980). Informational Verus Controlling Verbal Rewards. 

Personal and Social Psychology Bulletin; 6 (2), pp. 228- 233. 

 

Polat, N. (2016). L2 Learning, Teaching and Assessment: A Comprehensible Input 

Perspective. UK: St Nicholas House. 
 

Popkewitz, T. S. (1976). Teacher Education as a Process of Socialization: The Social 

Distribution of Knowledge. University of Wisconsin, Medison.  

Pratama, A. T., & Corebima, A. D. (2016). Contributions Emotional Intelligence on 

Cognitive Learning Result of Biology of Senior High School Students in Medan, 



References 

 

287 
 

Indonesia. International Journal of Environmental & Science Education; 11 (18), pp. 

11007- 11017. 

 

Prawat, R. S. (1992). Teachers' Beliefs about Teaching and Learning: A Constructivist 

Perspective. American Journal of Education; 100 (3), pp. 354-395. 

 

Presadă, D., & Badea, M. (2017). Evaluating Teacher Education Programs for 

Philology Students. In C. Martin & D. Polly (Eds.), Handbook of Research on Teacher 

Education andProfessional Development, pp. 93- 111. Hershey: IGI Global. 

Pritchard, A. (2008). Ways of Learning: Learning theories and learning styles in the 

classroom. Routeledge. 

Quratul Ain, H., Abdul Qayyum, C., Saira, N., & Mahek. A. (2017). Impact of 

Gender, Qualification and Experience on Mentoring Practices in Public Sector 

Universities of Islamabad. Bulletin of Education and Research; 39 (3), pp. 183-201. 

 

Rafla, M., Carson, N. J., & DeJong, S. M. (2014). Adolescents and the Internet: What 

Mental Health Clinicians Need to Know. Curr Psychiatry Rep, pp. 1- 10.  

 

Ragins, B. R., & Winkel, D. E. (2011). Gender, Emotion and Power in Work 

Relationships. Human Resource Management Review; 21, pp. 377–393. 

 

Ragozzino, M. E. (2007). The Contribution of the Medial Prefrontal Cortex, 

Orbitofrontal Cortex, and Dorsomedial Striatum to Behavioral Flexibility. Annals of 

the New York Academy of Sciences; 1121, pp. 355–375. Doi: 

10.1196/annals.1401.013. 

 

Ramachandran, V., Pal, M., Jain, S., Shekar, S., & Sharma, J. (2005). Teacher 

Motivation in India. International Research Project. 

 

Ramirez, J. E. (2018). Intertextuality: How the Intrapersonal and Interpersonal 

Intelligences Affect Students’ Engagement with Texts. In L. P. McCoy (Ed.) Studies in 



References 

 

288 
 

Teaching – 2018 Research Digest. Action Research Projects Presented at Annual 

Research Forum, pp. 49- 54.Wake Forest University. 

 

Ramírez Espinosa, A. (2016).Fostering Autonomy through Syllabus Design: A Step-

by-Step Guide for Success; HOW, 22 (2), pp. 114-134. 

 

Rankin, K. P., Gorno-Tempini, M. L., Allison, S. C., Stanley, C. M., Glenn, S., 

Weiner, M. W., et al. (2006). Structural Anatomy of Empathy in Neurodegenerative 

Disease. Brain; 129, pp. 2945- 2956. 

 

Rantala, L. M., Hakala, S., Holmqvist, S., & Sala, E. (2015). Classroom Noise and 

Teachers’Voice Production. Journal of Speech, Language, and Hearing Research; 58, 

pp. 1397-1406. 

 
 

Rapoport, E. M. (2009). ADHD and Social Skills: A Step-by-Step Guide for Teachers 

and Parents.Lanham: Rowman & Littlefield Education. 

 

Rasooli, A. H, Zandi, H., & DeLucaa, C. (2018). Re-conceptualizing classroom 

assessment fairness: A systematic meta-ethnography of assessment literature and 

beyond. Studies in Educational Evaluation, 56, pp. 164-181. 

Ratner, N. B., & Gleason, G. B. (Eds.). (1997). Psycholinguistics. London: 

Wardsworth Publishing.  

Renninger, K. A. (1990). Children’s Play Interests. In R. Fivush & J. Hudson (Eds.), 

Knowing and Remembering in Young Children, pp. 127- 165. Amory Cognition; 3. 

Cambridge, M A: Cambridge University Press. 

Renninger, K. A. (2000). Individual interest and its implications for understanding 

intrinsic motivation. In C. Sansone & J. M. Harackiewicz (Eds.), Intrinsic andextrinsic 

motivation: The search for optimal motivation and performance (pp. 375- 407). New 

York, NY: Elsevier. doi:10.1016/B978-012619070-0/50035-0. 



References 

 

289 
 

Renwick, D. (2019). How Many Participants Do I Need for Qualitative 

Research?https://blog.optimalworkshop.com. 

Rezai, A., Namaziandost, E., Miri, M., & Kumar, T. (2022). Demographic Biases and 

Assessment Fairness in Classroom: Insights from Iranian University Teachers. 

Language Testing in Asia; 12 (8), pp. 1- 20 

Rhodes, J. et al. (2008). The Role of Gender in Youth Mentoring Relationship 

Formation and Duration. Journal of Vocational Behaviour; 72, pp. 183-192. 

Richards, J. C. (2013). Curriculum Approaches in Language Teaching: Forward, 

Central, and Backward Design; RELC Journal, 44(1), pp. 5-33. 

 

Richards, J. C. & Lockhart, C. (2007). Reflective Teaching in Second Language 

Classrooms. New York: Cambridge University Press. 

 

Richards, J. C. & Schmitd, R. (2010). Longman Dictionary of Language Teaching and 

Applied Linguistics. Edinburgh: Pearson. 

 

Richardson, J. W. (2010). When Policies Meet Practice: Leaving no Child Behind. In 

V. Hill- Jackson & C. W. Lewis (Eds.), Transforming Teacher Education: What Went 

Wrong With Teacher Training, and How We Can Fix It, pp. 199- 222. Virgenia: Stylus 

Publishing. 

 

Ridley, D. S & Walther, B. (1995). Creating Responsible Learners: The Role of a 

Positive Classroom Environment. American Psychological Association. Washington. 

DC. 

 

Riggs, I. M. (1991). Gender Differences in Elementary Science Teacher Self-Efficacy. 

Educational Resources Information Centre (ERIC); pp. 1-13. 
 

Riha, M. & Robles-Piña, R. A. (2005). The Influence of Multiple Intelligence Theory 

on Web-Based Learning. MERLOT Journal of Online Learning and Teaching: 5 (1), 

pp. 97- 103.  



References 

 

290 
 

Riley, R. (1998). Goals 2000: Reforming education to improve student achievement. 

Washington, DC: Department of Education. 

Robbins, S. & Judge, T. A. (2013), (15thed): Organizational Behaviour. Pearson 

Education. 

 

Rodrigo-Ruiz, D. (2016). Effect of Teachers’ Emotions on Their Students: Some 

Evidence. Journal of Education & Social Policy; 3 (4), pp. 73- 79. 

 

Roff, M. (1961). Childhood Social Interactions and Young Adult Bad Conduct. 

Journal of   Abnormal and Social Psychology; 63, pp. 333- 337. 

 

Rogers, B. (2003). Effective Supply Teaching: Behaviour Management, Classroom 

Discipline and Colleague Support. London: Paul Chapman Publishing. 

 

Rogers, C. & Freiberg, H. J. (1994). Freedom to Learn (3rd ed.). New Jersey: Prentice 

Hall. 

 

Rogers, W. T., & Jones, S. E. (1975). Effects of Dominance Tendencies on Floor 

Holding and Interruption Behaviour in Dyadic Interaction. Human Communication 

Research; 2, pp.113-122. 

 

Rose, S., Spinks, N., & Canhoto, A. Isabel. (2015). Quantitative content analysis. 

Management Research: Applying the Principles.pp. 1-9. 

 

Rosemary C. A. et al. (2007). Designing Professional Development in Literacy: A 

framework for Effective Instruction. New York, London: The Guilford Press. 
 

Rosenblatt, Z., Talmud, I., &Ruvio, A. (2010). A Gender-based Framework of the 

Experience of Job Insecurity and Its Effects on Work Attitudes. European Journal of 

Work and Organizational Psychology; 8 (2), pp. 197- 217.  

Ross, H., & Taylor, H. (1989). Do Boys Prefer Daddy or His Physical Style of Play? 

Sex Roles; 20, pp. 23-33.  

https://www.tandfonline.com/author/Rosenblatt%2C+Zehava
https://www.tandfonline.com/author/Talmud%2C+Ilan
https://www.tandfonline.com/author/Ruvio%2C+Ayalla


References 

 

291 
 

 

Ruble, D. N., Greulich, F, Pomerantz, E. M., & Gochberg, G. (1993). The Role of 

Gender- related Processes in the Development of Sex Differences in Depression. 

Journal ofAffective Disorders; 29, pp. 97-128. 

 

Rudasill, K. M., G. Reio Jr, T. G., Stipanovic, N., & Taylor J. E. (2010). A 

Longitudinal Study of Student-Teacher Relationship Quality, Difficult Temperament, 

and Risky Behaviour from Childhood to Early Adolescence. EducationalPsychology 

Papers and Publications; 48 (5), pp. 389- 412. Retrieved at http://digital 

commons.unl.edu/edpsychpapers on 22 August 2016. 

 

Rudasill, K. M., Gallagher, K. C. & White, J. M. (2010). Temperamental Attention 

and Activity, Classroom Emotional Support, and Academic Achievement in Third 

Grade. Journal of School Psychology; 48 (2), pp. 113–134. Doi: 

10.1016/j.jsp.2009.11.002. 

 

Rueckert, L., & Naybar, N. (2008). Gender Differences in Empathy: The Role of the 

Right Hemisphere. Brain and Cognition; 67, pp. 162-167. 

Doi:10.1016/j.bandc.2008.01.002. 

 

Rueckert, L., Branch, B., & Doan, T. (2011). Are Gender Differences in Empathy Due 

to Differences in Emotional Reactivity? Psychology; 2, pp. 574-578. Doi: 

10.4236/psych.2011.26088. Retrieved from http://neiudc.neiu.edu/psyc-pub/16. 

 

Rushton, J. P. (1989). Japanese Inbreeding Depression Scores: Predictors of Cognitive 

Differences between Blacks and Whites. Intelligence; 13, pp. 43- 51. 

 

Rust, J., Golombok, S., Hines, M., Johnston, K., Golding, J., & the ALSPAC Study 

Team. (2000). The Role of Brothers and Sisters in the Gender Development of 

Preschool Children. Journal of Experimental Child Psychology; 77, pp. 292-303. 

 

Rusynski, J. (2022). Humour in ELT (Part 1): Benefits, Misconceptions, and Risks. 

TESOL Connections; pp. 1-6. 

http://digital/


References 

 

292 
 

Ruzek, E. A. et al. (2016). How Teacher Emotional Support Motivates Students: The 

Mediating Roles of Perceived Peer Relatedness, Autonomy Support, and Competence. 

Learning and Instruction; 42, pp. 95-103. 

Ryan, R. M., & Deci, E. L. (2000). Intrinsic and Extrinsic Motivations: Classic 

Definitions and New Directions. Contemporary Educational Psychology; 25, pp. 54-

67. Doi:10.1006/ceps.1999.1020. 

 

Ryd, H., & Wyon, D. P. (1970). Methods of Evaluating Human Stress Due to Climate. 

Document D6/70, National Swedish Institute for Building Research. Stockholm: 

Building Research Council. 

 

Sadker, M., & Sadker, D. (1986, March). Sexism in the Classroom: From Grade 

School to Graduate School. Phi-Delta-Cappan; pp. 512-515. 

 

Sullivan, A. & Bers, M. U. (2018). The Impact of Teacher Gender on Girls’ 

Performance on Programming Tasks in Early Elementary School. Journal of 

Information Technology Education: Innovations in Practice; 17, pp. 153-162 

 

Salmerón Pérez, H., Gutiérrez-Braojos, C., Rodríguez Fernández, S. (2017). The 

Relationship of Gender, Time Orientation, and Achieving Self-Regulated Learning. 

Revista de Investigación Educativa; 35(2), pp. 353-369.Doi 

http://dx.doi.org/10.6018/rie.35.2.273141 

 

Salovey, P., & Mayer, J. D. (1990). Emotional Intelligence. Imagination Cognition, 

and Personality, 9 (3); pp. 185- 211. Baywood Publishing Co., Inc. 

Samoza, P., et al. (2015). An Evaluation of the Effect of Various Voice Qualities on 

Memory Retention. Procedia Manufacturing; 3, pp. 1503-1510. 

Sandler, B. R. (1991) Women Faculty at Work in the Classroom, or, Why it Still Hurts 

to Be a Woman in Labour. Communication Education, pp. 40: 6-15. 



References 

 

293 
 

Sansone, C., & Harackiewicz, (Eds.). (2000). Intrinsic and Extrinsic Motivation: The 

Search of Optimal Motivation and Performance. Academic Press. 

Schaefer, D. R., & Dillman, D. A. (1998). "Development of a Standard Email 

Methodology: Results of an Experiment," Public Opinion Quarterly; 62, pp. 378-397. 

 

Schaefer, J. D et al. (2016). Early- Life Intelligence Predicts Midlife Biological Age. 

Journals of Gerontology: Psychological Sciences; 71 (6), pp. 968- 977. 

Schaufeli, W. (1999). Burnout. In J. Firth-Cozen, & R. L. Payne (Eds.) Stress in 

Health Professional, pp.  John Wily & Sons Ltd. 

Schaufeli, W. B., & Enzmann, D. (1998). The Burnout Companion to Study and 

Practice: A Critical Analysis. London: Taylor & Francis. 

Schick, A., Klatte, M., & Meis, M. (2000).Noise Stress in Classrooms. In A. Schick, 

M. Meis & C. Reckhardt: ‘Contributions to Psychological Acoustics: Results of the 8th 

Oldenburg Symposium on Psychological Acoustics’, pp. 533-569. Oldenburg: 

Bibliotheks- und Informationssystem der Universität Oldenburg. 

 

Schick, C. S. (1988). Cultural Differences, not Deficiencies: An Analysis of 

Managerial Women’s Language. In S. Rose and L. Larwood (Eds.), Women’s Careers: 

Pathways and Pitfalls, pp. 41- 63. New York: Praeger. 

 

Schneider, M. (2002). Do School Facilities Affect Academic Outcomes? National 

Clearinghouse for Educational Facilities, pp. 1-25. 

  

Schön, D. A. (1983) The Reflective Practitioner: How Professionals Think in Action. 

New York: Basic Books. 

 

Schön, D. A. (1987) Educating the Reflective Practitioner. San Francisco, CA: Jossey-

Bass. 

 



References 

 

294 
 

Schonlau, M.et al. (2002). Conducting Research Surveys Via E Mail and the Web. 

RAND. 

 

Schonert-Reichl, K. A. (2017). Social and Emotional Learning and Teachers. The 

Future of Children; 27 (01), pp. 137- 155. 

 

Schunk, D. H & Greene, J. A.  (Eds). (2018). Handbook of Self-Regulation of 

Learning and Performance (2nded).  London and New York: Routledge.  

 

Segrin, C. (2000). Social Skills Deficits Associated with Depression. Clinical 

Psychology Review; 20 (3), pp. 379- 403. https://doi.org/10.1016/S0272-7358 

(98)00104-4. 

 

Segrin, C., & Givertz, M. (2003). Methods of Social Skills Training and Development. 

In J. O. Greene, & B. R. Burleson. (Eds.), Handbook of Communication and Social 

Interaction Skills pp. 135- 176. New Jersey: Lawrence Erlbaum Associates, 

Publishers. 

 

Seppänen, O., Fisk, W. J., Lei, Q.H. (2006). Effect of Temperature on Task 

Performance in Offfice Environment. Ernest Orlando Lawrence Berkeley National 

Laboratory. 

 

Serbin, L. A., O'Leary, K. D., Kent, R. N., & Tonick, I. J. (1973). A Comparison of 

Teacher Response to Preacademic and Problem Behaviour of Boys and Girls. Child 

Development; 44, pp. 796-804. 

 

Šerić, M., & Garbin Praničević, D. (2018). Managing Group Work in the Classroom: 

An International Study on Perceived Benefits and Risks Based on Students’ Cultural 

Background and Gender. Journal of Contemporary Management Issues; 23 (1), pp. 

139-156. 

 

Serin, N. B., Serin, O., Yavuz, M. A., & Muhammedzade, B. (2009). The Relationship 

between the Primary Teachers‟ Teaching Strategies and their Strengths in Multiple 

https://doi.org/10.1016/S0272-7358


References 

 

295 
 

Intelligences (Their Multiple Intelligence Types) (Sampling: Izmir and Lefkosa). 

Procedia - Social and Behavioral Sciences, 1 (1), pp. 708-712. Doi: 

http://dx.doi.org/10.1016/j.sbspro.2009.01.124 

 
 

Shafiee, S., Mobini, M., Namaziandost, E., & Ghodoosi, S. (2020).   Contribution of 

Multiple Intelligences to L2 Writing of EFL Learners.  International Journal of 

Linguistics, Literature and Translation (IJLLT); 3 (6), pp. 59-69 

 

Shamay-Tsoory, S. G., Aharon-Peretz, J., & Perry, D. (2009). Two Systems for 

Empathy: a Double Dissociation between Emotional and Cognitive Empathy in 

Inferior Frontal Gyrus Versus Ventromedial Prefrontal Lesions. Brain; 132, pp.617- 

627. 

 

Shaw, T. (2019). Positive Veteran Teachers: Who Are they, and where Are they to Be 

Found? Issues in Educational Research; 29 (3), pp. 823- 840. 

 

Shehzad, S. & Mahmood. N. (2013). Gender Differences in Emotional Intelligence of 

University Teachers. Pakistan Journal of Social and Clinical Psychology; 11 (01), pp. 

16-21. 

 

Shields, M. J., & Sparing, J. W. (1993). Fathers' Play and Touch Behaviours with their 

Three-month-old Infants. Physical and Occupational Therapy in Pediatrics; 13, pp. 

39-59. 

 

Signorielli, N. (1993). Television, the Portrayal of Women, and Children's Attitudes. 

In G. L. Berry & J. K. Samen (Eds.), Children and Television: Images in a Changing 

SocioculturalWorld. Newbury Park, CA: Sage. 

 

Silva, G. C et al. (2012). Dental Esthetic Self-Perception of Brazilian Dental Students. 

RSBO; 9 (4), pp. 375-381. 

 

http://dx.doi.org/10.1016/j.sbspro.2009.01.124


References 

 

296 
 

Simmons, L. A. (2010). Academic Performance Differences among Male and Famale 

African American Students: An Urban High School Study. The University of Alabama: 

Unpublished PhD Thesis. 

 

Simonsen, B. et al. (2008). Evidence- Based Practices in Classroom Management: 

Considerations for Research to Practice. Education and Treatment of Children; 31(3), 

pp. 351-380. 

 

Singh, D. (2002). Emotional intelligence at work: A professional guide. Sage 

Publications, New Delhi. 

 

Singh, Y. K. (2006). Fundamental of Research Methodology and Statistics. New 

Delhi: New Age International (P) Ltd., Publishers. 

 

Sivri, D.G. (2012). İlköğretim öğretmenlerinin sınıf yönetimi eğilimlerinin 

belirlenmesi. Yayımlanmamış yüksek lisans tezi, Ankara Üniversitesi, Ankara. 

 

Skaalvik, E. M. & Skaalvik, S (2015). Job Satisfaction, Stress and Coping Strategies in 

the Teaching Profession—What Do Teachers Say? International Education Studies; 8 

(3), pp. 181- 192. 

 

Skinner, B. F. (1938). The Behaviour of Organisms: An Experimental Analysis. New 

York:  Appleton-Century- Crofts. 

 

Skinner, B. F. (1953). Science and Human Behaviour. New York: Free Press. 

Skinner, B. (1957). Verbal Behaviour. New York: Appleton- Century- Crofts. 

Smith, J.A., Flowers, P & Larkin, M. (2009) Interpretative phenomenological analysis: 

theory, method and research, Sage, London. 

Smith, P. K., & Daglish, L. (1977). Sex Differences in Parent and Infant Behaviour in 

the Home. Child Development; 48, pp. 1250-1254. 

 



References 

 

297 
 

Suleman, Q., Aslam, H. D., & Hussain, I. (2014).Effects of Classroom Physical 

Environment on the Academic Achievement Scores of Secondary School Students in 

Kohat Division, Pakistan. International Journal of Learning & Development; 14 (1), 

pp. 71-82. 

 

Sousa, D. (1995). How the Brain Learns. Reston, VA: National Association of 

Secondary School Principals. 

 

Spillane, J. P., et al. (2002). Managing in the Middle: School Leaders and the 

Enactment of Accountability Policy. Educational Policy; 16, pp. 731-763. 

 

Stevenson, M. R., & Black, K. N. (1988). Paternal Absence and Sex-role 

Development: A Meta-analysis. Child Development; 59, pp. 793-814. 

 

Stewart, Susan C., Evans, William H. & Kaczynski, Dan J. (1997). Setting the Stage 

for Success: Assessing the Instructional Environment. Preventing School Failure; 41, 

pp. 53-56. 

 

Steyn, G. M., & Kamper, G. D. (2006). Understanding Occupational Stress among 

Educators: An overview. Africa Education Review; 3 (1/2), pp. 113-133. 

 

Stoneman, Z., Brody, G. H., & MacKinnon, C. E. (1986). Same-sex and Cross-sex 

Siblings: Activity Choices, Roles, Behaviour, and Gender Stereotypes. Sex Roles; 15, 

pp. 495-511. 

 

Stotland, E. (1969). Exploratory Investigations of Empathy. In L. Berkowitz (Ed.), 

Advances in Experimental Social Psychology; 4, pp. 271- 313. New York: Academic 

Press. 

 

Strathearn, L., Fonagy, P., Amico, J., & Montague, P. R. (2009). Adult Attachment 

Predicts Maternal Brain and Oxytocin Response to Infant Cues. 

Neuropsychopharmacology; 34, pp. 2655‐2666. Doi:10.1038/npp.2009.103. 

 



References 

 

298 
 

Strawhun, J., Palmon, S. & Peterson, R. L. (2014, December). Mentoring. Strategy 

Brief. Lincoln, NE: Student Engagement Project, University of Nebraska-Lincoln and 

the Nebraska Department of Education. http://www.k12engagement.unl.edu/ 

mentoring. 

 

Strong, M. (2009). Effective Teacher Induction and Mentoring: Assessing the 

Evidence. New York, ERIC. 

 

Stronge, J. H. (2007). Qualities of Effective Teachers. Verginia: ASCD publications. 

 

Strickland, B. R. (Ed). (2001). Gale Encyclopedia of Psychology. 2nd ed. Gale Group. 

  

Stumpf, H., and Eliot, J. (1995). Gender- Related Differences in Spatial Ability and 

the K Factor of General Spatial Ability in a Population of Academically Talented 

Students. Person. Indiv. Diff.; 19, pp. 33- 45. 

 

Sullivan, A., & Bers, M.U. (2018). The Impact of Teacher Gender on Girls' 

Performance on Programming Tasks in Early Elementary School.  Journal of 

Information Technology. Innovation in Practice; 17, pp. 153- 162. 

 

Sutarso, P. 1999. Gender Differences on the Emotional Intelligence Inventory (EQI). 

Unpublished PhD Dissertation. Alabama University. 

 

Sutherland, A. et al. (2022). The Impact of Natural Ventilation During Winter on 

Thermal Comfort: A Systematic Literature Review. New Zealand Ministry of 

Education. 

 

Swan, P., & Riley, P. (2015) Social Connection: Empathy and Mentalization for 

Teachers. Pastoral Care in Education; 33 (4), pp. 220- 233. Doi: 

10.1080/02643944.2015.1094120. 

 

Swan, S. C et al. (2008). A Review of Research on Women’s Use of Violence with 

Male Intimate Partners. Violence and Victims; 23 (3), pp. 301- 315. 

http://www.k12engagement.unl.edu/%20mentoring
http://www.k12engagement.unl.edu/%20mentoring
https://search.proquest.com/openview/d4b60a116c57ae4839a939831f7b1b18/1?pq-origsite=gscholar&cbl=5324111
https://search.proquest.com/openview/d4b60a116c57ae4839a939831f7b1b18/1?pq-origsite=gscholar&cbl=5324111


References 

 

299 
 

 

Swickert, R., Robertson, S., & Baird, D. (2016). Age Moderates the Mediational Role 

of Empathy in the Association between Gender and Forgiveness. Current Psychology: 

A Journal for Diverse Perspectives on Diverse Psychological Issues; 35 (3), pp. 354- 

360.Doi: 10.1007/s12144-014-9300z. 

 

Sylwester, R. (1994). How Emotions Affect Learning. Educational Leadership; 52(2), 

pp. 60-65 

 

Tatar, M. & Emmanuel, G. (2001). Teachers' Perceptions of their Students' Gender 

roles. The Journal of Educational Research; 94 (A), pp. 215-224. 

 

Tai, Y. (2014).The Application of Body Language in English Teaching. Journal of 

Language Teaching and Research; 5 (5), pp. 1205- 1209.  

 

Tabak, R. S., Akyildiz, N. and Yildiz, S. (2003). Teachers’ Self-efficacy Perception 

Levels and Environment Awareness. Egitim Arastirmalari; 10, pp.134-145. 

 

Tamblyn, D. (2003). Laugh and Learn: 95 Ways to Use Humour for More Effective 

Teaching and Training. New York: Library of Congress Cataloging-in-Publication 

Data. 

 

Tamilselvi, B & Geetha, D. (2015). Efficacy in Teaching through Multiple Intelligence 

Instructional Strategies. I-manager’s Journal on School Educational Technology; 11 

(2), pp. 1-10 

 

Tannen, D. (1990) You Just Don't Understand. Women and Men in Conversation. 

Virago Press. 

 

Tannenbaum, S. I., & Yukl, G. (1992). Training and Development in Work 

Organizations. Annual Review of Psychology; 43, 399- 441. 

 

Tanner, C. K. (2000). The Influence of School Architecture on Academic 

Achievement. Journal of Educational Administration; 38(4), pp. 309 - 330. 



References 

 

300 
 

 

Taqi, H. A., Al-Darwish, S. H., Akbar, R. S., & Al-Gharabali, N. A. (2015). Choosing 

an English Teacher: The Influence of Gender on the Students’ Choice of Language 

Teachers. 

Taylor, G. R. & MacKenney, L. (2008). Improving Human Learning in the 

Classroom: Theories and Teaching Practices. Maryland: Rowman & Littlefield 

Education. 

Teele, S. (1995). The Multiple Intelligences School (Ed. B. Bradley). Citrograph 

Printing: Redlands CA. 

Terman, L. M. (1916). The Measurement of Intelligence: An Explanation of and a 

Complete Guide for the Use of the Stanford Revision and Extension of the Binet- 

Simon Intelligence Scale. Boston. 

Terman, L. M., & Tyler, L. E. (1954). Psychological Sex Differences. In L. 

Carmichael (Ed.), Manual of Child Psychology. New York: Wiley. 

 

Terracciano, C & McCare. (2001). Gender Differences in Personality Traits across 

Cultures: Robust and Surprising Findings. Journal of Personality and Social 

Psychology; 81, 322- 331. 

 

Thach, T. D. L. (2022). Teachers’ Perceptions of Comprehensible Input on English 

Vocabulary Acquisition. International Journal of Language Instruction; 1(1), pp. 120-

131. DOI: https://doi.org/10.54855/ijli.221110 

 

Thapa, A. et al. (2013). A Review of School Climate Research. Review of Educational 

Research; 83 (3), pp. 357- 385. Doi: 10.3102/0034654313483907. 

 

Tirri, K. (1993). Evaluating Teacher Effectiveness by Self- Assessment: A Cross- 

Cultural Study. Research report 122. Department of Teacher Education. Helsinki: 

Yliopistopaino. 

 

https://doi.org/10.54855/ijli.221110


References 

 

301 
 

Tirri, K., & Nokelainen, P. (2008). Identification of Multiple Intelligences with the 

Multiple Intelligence Profiling Questionnaire III. Psychology Science Quarterly; 50, 2, 

pp. 206-221. 

 

Tirri, K., & Nokelainen, P. (2011). Measuring Multiple Intelligences and Moral 

Sensitivities in Education. The Netherlands: Sense Publishers. 

 

Tirri, K., Nokelainen, P., & Ubani, M. (2006). Conceptual Definition and Empirical 

Validation of the Spiritual Sensitivity Scale. Journal of Empirical Theology; 19(1), pp. 

37–62. 

 

Titchener, E. (1909). Elementary Psychology of the Thought Processes. New York:   

Macmillan. 

 

Titchener, E. (1915). A Beginner’s Psychology. New York: Macmillan. 

Togelius, J. (2018). Playing Smart: On Games, Intelligence, and Artificial 

Intelligence. The MIT Press. 

 

Tomassi, R. (2017). The Rational Male: Positive Masculinity. Counterflow Media 

LLC. 

 

Toraby, E., & Modarresi, G. (2018). EFL Teachers’ Emotions and Learners’ Views of 

Teachers’ Pedagogical Success. International Journal of Instruction; 11 (2), pp. 513- 

526. 

Trawinski, M. (2005). An Outlline of Second Language Acquisition Theories. 

Wydawnictwo Naukowe AP, Krakow. 

Trower, P. (1982). Toward a Generative Model of Social Skills: A Critique and 

Synthesis. In J. P. Curran, & P. M. Monti (Eds.), Social skills training: A practical 

handbook for assessment and treatment; pp. 399- 427. New York: Guilford Press. 

 



References 

 

302 
 

Trujillo, M. L. (2019). Start with the Heart: Igniting Hope in Schools through Social 

and Emotional Learning. London: SAGE Publications Ltd.  

 

Tureková, I., Lukáčová, D., & Bánesz, G. (2018). Quality Assessment of the 

University Classroom Lighting - A Case Study. TEM Journal; 7 (4), pp. 829-836. 

 

Ucci, M. et al. (2015). Indoor School Environments, Physical Activity, Sitting 

Behaviour and Pedagogy: A Scoping Review. Building Research & Information; 43 

(5), pp. 566-581. Doi: 10.1080/09613218.2015.1004275. 

 

Uotila, U., Saari, A. and Junnonen, J.M. (2019), “Municipal Challenges in Managing a 

Building with Noted Health Symptoms”. Facilities; 38 (5/6), pp. 365-377. 

 

Uotila, U., Saari, A., Junnonen, J.M., & Eskola, L. (2022). Assessing Ventilation 

Strategies in a School with Observed Indoor Air Problems. Facilities; 40 (15/16), pp. 

1- 16.  

 

Van Deursen, A. J. A. M., Bolle, C. L., Hegner, S. M., & Kommers, P. A. M. (2015). 

Modeling Habitual and Addictive Smartphone Behaviour: The Role of Smartphone 

Usage Types, Emotional Intelligence, Social Stress, Self-regulation, Age, and Gender. 

Computers in Human Behaviour; 45, pp.411–420. 

 

Van Honk, J., & Schutter, D. J. L. G. (2007). Testosterone Reduces Conscious 

Detection of Signals Serving Social Correction Implications for Antisocial Behaviour. 

Psychological Science; 18 (8), pp. 663- 667. 

 

Van Wingen, G.A., Ossewaarde, L., Backstrom, T., Hermans, E.J.& Fernandez, G. 

(2011). Gonadal Hormone Regulation of the Emotion Circuitry in Humans. 

Neuroscience; 191, pp. 38- 45. Doi:10.1016/j.neuroscience.2011.04.042. 

 

Vanner, C., Holloway, A., &, Almanssori, S. Teaching and Learning with Power and 

Privilege: Student and Teacher Identity in Education about Gender-based Violence. 

Teaching and Teacher Education; 116, pp. 1-11. 



References 

 

303 
 

 

Varah, L. J., Theune, W. S., & Parker, L. (1986). Beginning teachers: Sink or swim. 

Journal of Teacher Education; 37 (1), pp. 30-34.  

 

Vasquez, N. R. (2018). Analizing Student-Teacher Relationships of Carino and 

Confianza and Their Impact on Academic Engagement by Latino Males. Doctoral 

Dissertation. 25. Doi: https://doi.org/10.31979/etd.bw49-v8cz. 

 

Veenman, S. (1984). Perceived Problems of Beginning Teachers. Review of 

Educational Research; 54 (2), pp. 143-178 
 

Veitch JA, McColl SL. (2001). A Critical Examination of Perceptual and Cognitive 

Effects Attributed to Full-spectrum Fluorescent Lighting. Ergonomics; 44(3), pp. 255-

279. 
 

Vidal, F. (2000). Piaget, J. In Kazdin, A. E. (Ed.), Encyclopedia of Psychology; 8, pp. 

193- 196. NewYork, Oxford: Oxford University Press. 

Villaseñor, P. (2018). The Different Ways that Teachers Can Influence the Socio- 

Emotional Development of Their Students: A Literature Review. World Development 

Report. 

 

Villegas-Reimers, E. (2003). Teacher Professional Development: an International 

Review of Literature. UNESCO: International Institute for Educational Planning. 

 

Visani, G. et al. (2010). Self- Awareness Training Associated with Personality Traits 

and Sex: A Pilot Study. Psychological Reports; 107 (1), pp. 318-320. 

 

Visser, J. (2001). Aspects of Physical Provision for Pupils with Emotional and 

Behavioural Difficulties. Support for Learning; 16 (2), pp. 64 - 68. 

 

Vojáčková, L. (2020). Key Motivational Factors Affecting Teachers’ Long-Term 

Engagement in School Projects. The New Educational Review, pp.24-34. Doi: 

10.15804/tner.2020.59.1.02 

https://doi.org/10.31979/etd.bw49-v8cz
http://pubdocs.worldbank.org/en/285491571864192787/Villaseno-The-different-ways-that-teachers-can-influence-the-socio-emotional-dev-of-students.pdf
http://pubdocs.worldbank.org/en/285491571864192787/Villaseno-The-different-ways-that-teachers-can-influence-the-socio-emotional-dev-of-students.pdf


References 

 

304 
 

Vygotsky, L. S. (1986). Thought and Language. London, England. MIT Press. 

Vygotsky, L.S. (1997b) Educational Psychology. Boca Raton, FL: St Lucie Press. 

(Originally written 1921–1923). 

Waddel- Smith, A. (2010). A Qualitative Analysis of Motivationof Elite Female 

Triathletes. Unpublished Master Thesis. San José State University. 

 

Wagner, D. D., & Heatherton, T. F. (2011). Giving In to Temptation: The Emerging 

Cognitive Neuroscience of Self-Regulatory Failure. In K. D. Vohs & R. F. Baumeister 

(Eds.), Handbook of Self- Regulation: Research, Theory, and Applications (2nd ed.); 

pp. 41- 63. New York, London: The Guilford Press. 

 

Wagner, D. D., & Heatherton, T. F. (2015). Self-Regulation and its Failure: The Seven 

Deadly Threats to Self-Regulation. In M. Mikulincer & P. R. Shaver (Editors-in-

Chief): Attitudes and Social Cognition; 1, pp. 1- 38. APA Handbook of Personality 

and Social Psychology. Washington: American Psychological Association. 

 

Wai- shing, L. (2008). Effective Classroom Management. In H. Ming- tak & L. Wai- 

shing (Eds), Classroom Management: Creating a Positive Learning Environment; pp. 

45- 62. Hong Kong: Hong Kong University Press. 

 

Wajcman, J. (2010). Feminist Theories of Technology. Cambridge Journal of 

Economics; 34, pp. 143-152. Doi: 10.1093/cje/ben057. 

 

Walker C., & Gleaves A. (2016). Constructing the caring higher education teacher: a 

theoretical framework. Teaching and Teacher Education; 54, pp. 1- 28. 

 

Wall, G. (2016). The impact of physical design on student outcomes. Detailed Report. 

Ministry Of Education. 

 

Walters, D. (2007). Who Do they Think they Are? Students’ Perceptions of 

Themselves as Learners. In A. Campbell, & L. Norton. (Eds.), Learning, Teaching and 



References 

 

305 
 

Assessing in Higher Education: Developing Reflective Practice; pp. 56- 67. Learning 

Matters Ltd. 

 

Wanakacha, C. K., Aloka, P. J. O. & Nyaswa, P. (2018) Gender Differences in 

Motivation and Teacher Performance in Core Functions in Kenyan Secondary 

Schools. Academic Journal of Interdisciplinary Studies; 7 (01), pp. 89- 95.  

 

Wang, H. (2006). An Implication Study of the English as a Foreign Language 

Curriculum Policies in the Chinese Tertiary Context. Unpublished PhD Thesis. 

Ontario, Queen’s University. 

 

Wang, H., & Cheng, L. (2005). The Impact of Curriculum Innovation on the Cultures 

of Teaching. The Asian EFL Journal Quarterly; 7 (4), pp. 7- 32. 

 

Wang M., & Degol J. L. (2016). School Climate: A Review of the Construct, 

Measurement, and Impact on Student Outcomes. Educ Psychol Rev; 28 (2), pp. 315-

352. 

 

Wang, M. T., et al. (2020). Classroom Climate and Children’s Academic and 

Psychological Wellbeing: A Systematic Review and Meta- Analysis. Developmental 

Review; 57, pp. 1- 21. 

 

Wargocki P, Lagercrantz L, Witterseh T, Sundell J, Wyon D. P., & Fanger P. O. 

(2002). Subjective Perceptions, Symptom Intensity and Performance: A Comparison 

of Two Independent Studies, Both Changing Similarly the Pollution Load in an Office. 

Indoor Air; 12 (2), pp. 74-80. 

 

Wargocki P, Porras-Salazar J, Contreras-Espinoza S, The relationship between 

classroom temperature and children’s performance in school, Building and 

Environment (2019), doi: https://doi.org/10.1016/j.buildenv.2019.04.046. 

 

https://doi.org/10.1016/j.buildenv.2019.04.046


References 

 

306 
 

Wargocki, P., & Wyon, D. P. (2007). The Effects of Moderately Raised Classroom 

Temperatures and Classroom Ventilation Rate on the Performance of Schoolwork by 

Children (RP-1257). HVAC&R Research; 13 (2), pp. 193-223. 

 

Watson, A., Hatton, N., Squires, D., & Soliman, I. (1991). School staffing and the 

quality of education: Teacher adjustment and satisfaction. Teaching and Teacher 

Education; 7, pp. 63-77. 

Weinberg, R. A., Scarr, S., Waldman, I. D. (1992). The Minnesota Transracial 

Adoption Study: A Follow-Up of IQ Test Performance at Adolescence. Intelligence; 

16, pp. 117-135. 

 

Weinstein, C. S. (1977). Modifying Student Behaviour in an Open Classroom through 

Changes in the Physical Design. American EducationalResearch Journal, 14 (3), 249-

262. 

 

Welmoed Niezink, L. (2008). Considering Others in Need: On Altruism, Empathy and 

Perspective Taking. University of Groningen: Unpublished PhD Thesis.  

 

Westman, J. C., & Walters, J. R. (1981). Noise and Stress: A Comprehensive 

Approach. Environmental Health Perspectives; 41, pp. 291-309. 

 

White, J. W. (1983). Sex and Gender Issues in Aggression Research. In R. G. Geen & 

Å. I. Donnerstein (Eds.), Aggression: Theoretical and Empirical Reviews; 2. New 

York: Academic Press. 

 

WHO. (2015). School Environment: Policies and Current Status. 

 

Wieber, F., & Gollwitzer, P. M. (2016). Decoupling Goal Striving From Resource 

Depletion by Forming Implementation Intentions in E. R. Hirt, J. J. Clarkson, & L. Jia. 

(Eds).Self-Regulation and Ego Control; pp. 43- 65. London: Elsevier Inc. 

 



References 

 

307 
 

Wilson, J., Stadler, J., Schwartz, B., & Goff, D. (2009).Touching Your Students: The 

Impact of a Handshake on the First Day of Class. Journal of the Scholarship of 

Teaching and Learning, 9, (1), pp. 108 - 117. 

 

Winslow, C. -E .A. & Herrington, L. P. (1949). Temperature and Human Life. 

Princeton, New Jersey: Princeton University Press.  
 

 

Winterbottom, M., & Wilkins, A. (2009). Lighting and Discomfort in the Classroom. 

Journal of Environmental Psychology; 29, pp. 63-75. 

 

Wlodkowski, R. J. (1991). Motivation and Teaching: APractical Guide. Washington, 

DC: National EducationAssociation Press. 

 

Wlodkowski, R. J., & Ginsberg, M. B. (2010). Teaching Intensive and Accelerated 

Courses: Instruction That Motivates Learning. San Francisco: Jossey-Bass. 

 

Wolpe, J. (1958). Psychotherapy by Reciprocal Inhibition. Stanford, CA: Stanford 

University Press. 

 

Wolpe, J., & Lazarus, A. A. (1966). Behaviour Therapy Techniques. New York: 

Pergamon Press. 

 

Wong, H., & Wong, R. (2005). Classroom Management Is not Discipline. 

http://teachers.net/wong/OCT05/. 

 

Wong, T. K. Y., Tao, X., & Konishi, C. (2018). Teacher Support in Learning: 

Instrumental and Appraisal Support in Relation to Math Achievement. Issues in 

Educational Research; 28 (1), pp. 202- 2019. 
 

Wood, D., Bruner, J., & Ross, G. (1976). The Role of Tutoring in Problem Solving. 

Journal of Child Psychology and Psychiatry; 17, pp. 89- 100.  

Wood, T. D. (2009). Teachers Perception of Gender-based Differences among 

Elementary School Teachers. Unpublished Ph.D Thesis. Saint Louis University. 

http://teachers.net/wong/OCT05/


References 

 

308 
 

 

Woods, P., & Jeffrey, B. (1996). Teachable Moments. Philadelphia: Open University 

Press. 

 

Woolner, P., Hall, E., Higgins, S. E., McCaughey, C., & Wall, K. (2007). A Sound 

Foundation? What we Know about the Impact of Environments on Learning and the 

Implications for Building Schools for the Future. Oxford Review of Education; 33(1), 

pp. 47-70. 

 

Wright, H. (1951). Classroom Heating and Ventilating. The American School and 

University; pp. 197-216. 

 

Xu, L. (2012). The Role of Teachers’ Beliefs in the Language Teaching-learning 

Process.Theory and Practice in Language Studies; 2 (7), pp. 1397-1402. 

 

Xu, M. (2014). Quest for the Female Self-awareness in Iris Murdoch’s: A Fairly 

Honourable Defeat. Theory and Practice in Language Studies; 4 (8), pp. 1681-1685  

 

Yazici, A. (2015). Aristotle’s Theory of Emotions. International Periodical for the 

Languages, Literature and History of Turkish or Turkic; 10 (6), pp. 901-922 

 

Yilmaz, K., Altinkurt, Y., Guner, M., & Sen, B. (2015). The Relationship between 

Teachers' Emotional labour and Burnout Level. European Journal of Educational 

Research; 59, pp. 75-90. Doi.org/10.14689/ejer.2015.59.5. 

 

Yin, H. (2015). The Effect of Teachers' Emotional Labour on Teaching Satisfaction: 

Moderation of Emotional Intelligence. Teachers and Teaching. Theory and Practice; 

21(7), pp.789-810. Doi.org/10.1080/13540602.2014.995482. 

 

Younger, M., Warrington, M., & Williams, J. (1999). The Gender Gap and Classroom 

Interactions: Reality and Rhetoric? British Journal of Sociology of Education, 20 (3), 

pp. 325-341. Doi: 10.1080/01425699995290 

 



References 

 

309 
 

Yu, A. H. C. (2006). Exploring Motivation for Leisure- Based Physical Activity: A 

Case Study of College Students. Proceedings of the 2006 Northeastern Recreation 

Research Symposium; pp. 342- 349. 

 

Zembylas, M. (2011). Teaching and Teacher Emotions: A Post-structural Perspective. 

In C. Day & J. C.K. Lee (Eds.), New Understandings of Teacher’s Work: Emotions 

and Educational Change; pp. 31- 43. London, New York: Springer. 

 

Zeuli, J. S., & Ben-Avie, M. (2003). Connecting with Students on a Social and 

Emotional Level through In-Depth Discussions of Mathematics. In N. M. Haynes, M. 

Ben-Avie, & J. Ensign (Eds.), How Social and Emotional Development Add Up: 

Getting Results in Math and Science. New York: Teachers College Press. 

 

Zheng, H. (2009). A Review of Research on EFL Pre-Service Teachers’ Beliefs and 

Practices. Journal of Cambridge Studies; 4 (1), pp.73- 81. 

 

Zhou, M., & Brown, D. (Eds.). (2017). Educational Learning Theories. Retrieved 

from: https://oer.galileo.usg.edu/education-textbooks. 

 

Zilioli, S., Ponzi, D., Andrea Henry, A., & Maestripieri, D. (2014). Testosterone, 

Cortisol and Empathy: Evidence for the Dual- Hormone Hypothesis. Adaptive Human 

Behaviour and Physiology; pp. 1- 13. Doi 10.1007/s40750-014-0017-x 

 

Zimmerman, B. J (1999). Self- Efficacy and Educational Development. In A. Bandura. 

(Ed.), Self- Efficacy in Changing Societies, pp. 202- 231. Cambridge: Cambridge 

University Press. 

 

Zimmerman, D. H., & West, C. (1975). Sex Roles, Interruptions and Silences in 

Conversation. In B. Thorne, & N. Hanley. (Eds.), Language and Sex: Difference and 

Dominance, pp. 105- 129. Rowley, Mass.: Newbury House.  

 

Zins, J. E., Bloodworth, M. R., Weissberg, R. P., & Walberg, H. J. (2004).The 

Scientific Base Linking Social and Emotional Learning to School Success. In J. E. 

https://oer.galileo.usg.edu/education-textbooks


References 

 

310 
 

Zins, R. P.  Weissberg, M. C. Wang, H. J. Walberg (Eds.), Building Academic Success 

on Social and Emotional Learning: What Does the Research Say? New York: 

Teachers College Press. 

 

Zuckerman, M. (2007). Sensation Seeking and Risky Behaviour. American 

Psychological Association, Washington, DC. 

 

Zyngier, D. (2014). Class Size and Academic Results, with a Focus on Children from 

Culturally, Linguistically and Economically Disenfranchised Communities. Evidence 

Base, issue, 1, pp. 1-24. 

 

 

 

 

 

 



 

 
 

 

 

 

 

 

Glossary 

 

 

 

 

 



Glossary 

 

311 
 

Glossary 

 

Academic Failure  

      A person who is generally regarded as having failed in formal education. A great 

deal of time and effort in education for adults is directed towards supporting those 

who, having been regarded as failures, seek to return to the educational or training 

system later in life (Jarvis, 2002, p. 3). 

 

Accelerated Learning 

     A pedagogical method that emphasizes using the whole person (both mind and 

body) in order to increase a learner's ability to learn more in a shorter period of time. 

Accelerated learning techniques involve the use of creativity, music, images, and/or 

colour to enhance learning (Collins & O’Brien, 2003, p. 3). 

 

Accountability 

     In education, holding of responsibility by the personnel involved in the 

management of education, for the efficiency of the system… Accountability in school 

management implies that those who are involved in the delivering of goods (primarily 

teachers) are accountable to their clients (parents and public) for the outcomes and 

processes, of the school's activities. It also indicates the responsibility of the teachers 

and other professionals to adherence to codes of practice and ethics of the profession 

(Lohithakshan, 2002, p. 6). 

 

Achievement 

     The attainment of knowledge, competencies, and higher-level status, as may be 

reflected in grades, degrees, and other forms of certification or public acknowledgment 

(Collins & O’Brien, 2003, p. 4). 

 

Active Learning 

     Learning based on student activity, with minimum teacher intervention. The 

method is applied largely with students of higher age-groups, the main activity being 
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discussion and group work in a free setting. Learning is student-centered. It is an 

effective method for development of critical thinking (Lohithakshan, 2002, p. 10). 
 

Behaviour Management 

     Behaviour intervention that focuses on preventive management of identified 

undesired behaviours. This approach seeks to anticipate the undesired behaviours and 

institute preventive measures, with a focus on reinforcing good behaviours rather than 

punishing poor behaviour. The practice of manipulating environmental stimuli to 

direct children's behaviour toward a chosen goal. Different theories of how children 

are socialized (behaviourist, constructivist, ecological, sociocultural) lead to different 

methods of behaviour management (Collins & O’Brien, 2003, p. 37). 
 

Behaviourism 

     Behaviourism is primarily concerned with observable and measurable aspects of 

human behaviour (Zhou & Brown, 2017: 6). 

 

Checklist 

     A generic term referring to a list of children's behaviours, teacher competencies, 

activities, or other items to accomplish, to create, or maintain a quality service 

program. It is an easy and quick method to use in determining the effectiveness and 

needs of children, teachers, or programs (Collins & O’Brien, 2003, p. 52). 

 

Classroom Ecology 

     A branch of educational research which has not been widely developed in adult 

education in which the classroom is itself the centre of research, eg interactions within 

it (Jarvis, 2002, p. 77). 

 

Classroom Management 

     A teacher's methods for establishing and maintaining an environment in which 

teaching and learning can occur, including techniques for preventing and handling 

student misbehaviour (Collins & O’Brien, 2003, p. 58). 
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Classroom Observation 

     Initial practical placement for student teachers, during which they watch 

experienced teachers teach. 2. A form of research in the classroom, not so well 

developed in adult education as in initial education (Jarvis, 2002, p. 78). 

 

Collaborative Learning 

     A method of teaching and learning in which students work together to explore a 

significant question or create a meaningful project. Collaborative learning is the 

umbrella term encompassing many forms of learning from small group projects to the 

more specific form of group work called cooperative learning. A group of students 

discussing a lecture, or students from different schools working together over the 

Internet on a shared assignment are both examples of collaborative learning. 

Collaborative learning has its origins in higher education (Collins & O’Brien, 2003, p. 

63) 

 

Constructivist Learning 

     Constructivist learning is active learning and begins by eliciting and acknowledging 

what learners already know and believe about the task at hand (Levin, 2001, p. 3). 

 

Education 

     Formal schooling of the young in preparation for life, usually as a passage through 

various institutions set up for that purpose and arranged in the levels primary (around 

the ages 5-7 to around 11), secondary (from around 12 to 15-18), and tertiary (from 

16-18 onward) (Mc Arthur, 1996, p. 315). It is the fundamental method of social 

progress and reform (Dewey, 1959, p. 32). 

 

Emotions 

     Emotions are viewed as motivational forces that play a role in much of our social 

behaviour (Eisenberg, 2006, p. 4). 

 

Environment 

     Physical and social surroundings of the individual. The environment includes all 

the elements of the surroundings, inanimate, animate, human, and also the social 

institutions man has built up that come into direct or indirect contact with the 
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individual. So it includes the physical environment, social environment, cultural 

environment, etc. The environment has decisive role in guiding the growth and 

development of the individual and in directing his behaviour from time to time 

(Lohithakshan, 2002, pp. 138- 139). 

 

Explicit Teaching  

     An approach in which information about a language is given to the learners directly 

by the teacher or textbook (Richards & Schmidt, 2010, p. 211). 

 

Intelligence Quotient 

     The widely accepted index of mental ability. The concept was developed by Lewis 

M. Terman and his associates at Stanford University during the revision of the Binet 

scale intended for American population. I.Q. is ratio of the mental age to the 

chronological age, and to avoid the fraction in the result, the obtained value is 

multiplied by 100 (Lohithakshan, 2002, p. 210). 

 

Job Satisfaction 

     The contentment the worker receives from the job and the job situation. Job 

satisfaction is not solely dependent on wages; other factors like work environment, job 

prospects, worker management relationship, worker —co-worker relationship, 

opportunities for self-expression, etc. are also important for it. The worker will be 

unhappy if the job demands abilities and qualities that he does not possess for effective 

execution of his duties, even if other conditions are favourable (Lohithakshan, 2002, p. 

222). 

 

Knowledge 

     Knowledge is power and knowledge is achieved by sending the mind to school of 

nature to learn her processes of change (Dewey, 1959, p. 69). 

 

Learning  

     Learning is a change in behaviour as a result of experience or practice (Pritchard, 

2008, p. 2). It is also defined as an instructional process which takes place in a 

teaching context, guiding the performance of the speaker (Crystal, 2008, p. 8). 
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Learning Environment 

     The characteristics related to providing a physical, intellectual, and 

sociopsychological environment that combine to either positively or negatively affect 

the educational process of the learner (Collins & O’Brien, 2003, p. 202). 

 

Non- formal Education 

     Systematic education organised outside the regular formal school system. Formal 

school system is so formalized with its rigours of rules for everything (like age of 

admission, school hours, courses of study, attendance, etc.) that it may not be suitable 

to the needs and conveniences of many people. So many people miss the school. Non 

formal education is mainly intended for those who have missed the regular schools. In 

non-formal education the rigours of rules are almost non-existant. Orderlines that is 

necessary to carry out the programme alone is insisted (Lohithakshan, 2002, p. 272). 

 

Open learning/Open education 

     A system for educating adults where normal restrictions on entry to adult education 

are removed and where learners receive recognition for previous experience. Courses 

are organized flexibly according to the students’ needs (Richards & Schmidt, 2010, p. 

410). 

 

Professional development 

     Professional development recognised as a complicated, prolonged, highly situated 

and deeply personal process that has no start or end point (Johnson & Golombek, 

2011) 

 

Sociocultural Theory 

     A learning theory derived from the work of the Russian psychologist Vygotsky 

which deals with the role of social context in learning…. In second language learning 

research sociocultural theory emphasizes the role that social interaction plays in 

learning and the nature of language as a communicative activity rather than as a formal 

linguistic system (Richards & Schmidt, 2010, p. 536). 
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Teacher education 

     The intentional and unintentional curricula, instructional settings, and experiences 

that enable teachers to promote learning and change in others (Collins & O’Brien, 

2003, p. 349). 

  

Teaching practice 

     Also practicum, practice teaching (in teacher education) opportunities provided for 

a student teacher to gain teaching experience, usually through working with an 

experienced teacher- the co-operating teacher- for a period of time by teaching that 

teacher’s class (Richards & Schmidt, 2010, p. 589). 

 

Teaching Styles 

     Methods, procedures, and strategies in instruction and interpersonal relations that 

have developed and matured through years of personal and professional experience. 

Teaching style should not be confused with instructional strategies with explicit 

objectives, supervised practices, and behavioural expectations that are better suited for 

industrial or military training (Collins & O’Brien, 2003, p. 350). 
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Appendix A 

Teachers’ Practices from their Own Perspective 

 

 

 

Workshops and 

conferences teachers’ 

attendance 

Yes No 

83.33 16.66 

Table 01: Conferences and Workshops Teachers’ Attendance (see figure 01, p.163) 
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Appendix B  

Teachers’ Classroom Practices according to Inspectors’ Reports 

 

 

 

Classroom 

Management 

Peer Work Patience and 

Positive 

Relationship 

Students’ 

Encouragement 

and Motivation 

Classroom 

Scanning and 

Monitoring 

Effective 

Communication 

M F M F M F M F M F M F 

 

48% 48% 16% 40% 64% 80% 32% 8% 40% 64% 8% 16% 

 

Table 2: Gender- based Teachers’ classroom practices according to the inspectors’ reports (see figure 2, p. 

207) 
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Appendix C 

Teachers’ Questionnaire  

 

Dear teacher, 

     This questionnaire is a part of a scientific research project on English teaching and 

learning in middle school. It is anonymous, so do not write your name. 

Would you please answer the questions honestly? Thank you very much for your 

cooperation. 

Section A  

- Gender:     

o Male   

o Female 

Section B 

1- Why have you chosen teaching as a career? 

……………………………………………………………………………………………. 

…………………………………………………………………………………………….

.....……………………………………………………………………………………........

............................................................................................................................................. 

 

2- What is the best thing about the job? 

…………………………………………………………………………………………...

...…………………………………………………………………………………………

…………………………………………………………………………………………...

……………....................................................................................................................... 
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3- What does the classroom represent to you? 

…………………………………………………………………………………………...

…………………………………………………………………………………………...

…………………………………………………………………………………………...

...……………….……….……….…………………….…………………………………

……………………...........................................................................................................

........................................................................................................................................... 

 

4- To what extent does the physical environment of the classroom affect your 

behaviour? 

…………………………………………………………………………………………...

...…………………………………………………………………………………………

…………………………………………………………………………………………...

…………………………………………………………………………………………...

…………………............................................................................................................... 

Section C 

1- Do you attend the weekly seminars and conferences organized by your 

institutions? 

o Yes 

o No 

 

2- What do these seminars and conferences provide you with? 

 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………...

.......................................................................................………………............................ 
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3- If given the opportunity, what changes would you bring to your professional 

development? Why? 

 

…………………………………………………………………………………………...

…………………………………………………………………………………………...

…………………………………………………………………………………………...

……………....................................................................................................................... 

Section D 

1- What atmosphere do you think you create by being in the classroom? Do you 

produce 

 

o energy,  

o enthusiasm,  

o uncertainty  

o doubt? 

 

2- How often do you use humour in the classroom? 

 

a) Always 

b) Often 

c) Sometimes 

d) Rarely 

e) Never 

 

3- How often do you scan the room to spot those struggling or going off-task? 

 

a) Always 

b) Often 

c) Sometimes 

d) Rarely 

e) Never 
 

4- Do you consider that your comments have an impact on all your students, 

including those within listening distance (those you address indirectly)? 

 
 

o Yes 

o No 
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5- Do you make comments about a good work 

 
 

a) to push towards improvements  

b) to celebrate the success? 

 

6- Do you praise  

 

a) the person  

b) just the work 

 

7- What methods of praise do you use to encourage students? 

 

...........................................................................................................................................

...........................................................................................................................................

...........................................................................................................................................

........................................................................................................................................... 

 

8- What methods of correction do you use when dealing with inappropriate 

behaviour? 

 

…………………………………………………………………………………………...

...…………………………………………………………………………………………

…………………………………………………………………………………………...

…………………………………………………………………………………………...

…………………............................................................................................................... 

 

9- What form does your detention take? Is it viewed as  
 

a) a time of punishment  

b) a time of reflection and rebuilding? 

10-  When talking with a student, do you see them  

a) as they are  

b) as what they can become? 
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11-  Comments  

 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

THANK YOU FOR KINDLY ANSWERING THIS QUESTIONNAIRE 
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Appendix D 

Pupils’ Questionnaire 

 

Dear pupil, 

This questionnaire is a part of a research project on English learning and teaching in 

middle school. Please answer the questions without writing your name. 

Thank you very much for your cooperation. 

 

Section A 

1- Class: 

2- Is your teacher male or female? 

o Male 

o Female 

 

Section B 

B1 

1- When upset, does your teacher use appropriate or inappropriate language? 

 

a) Appropriate 

b) Inappropriate 

 

2- When you get with your teacher in the classroom, do you feel safe or threatened 

(anxious, under pressure, afraid…etc)? 

 

a) Safe 

b) Threatened 
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3- What does he/she do to make you feel safe or threatened? 

Safe Threatened 

  

 

 

 

B2 

1- Does your teacher use motivating words like “excellent, very good…”? 

o Yes 

o No 

2-  How often does your teacher ask you to do the activities individually, in pairs, 

and in group? 

 

   Always   Often   Sometimes   Rarely   Never 

Individual work      

Pair work      

Group work      

 
 

3- When you ask your teacher for clarifications, does he/she welcome your 

request? 

 

o Yes 

o No 

 

4- Are these clarifications made in  

 

o a simple input 

o an input that is beyond your ability?   

 

5-  Does your teacher listen to and understand your concerns and problems that 

you have inside the classroom? 

 

o Yes 

o No 
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6- Does your teacher listen to and understand your concerns and problems that you 

have outside the classroom? 

 

o Yes 

o No 

 

7- What kind of relationship has your teacher built with you? 

 

o Good and close relationship 

o Distant relationship 

 

8- To help you understand quickly and easily, does your teacher use different 

voice tones and body language such as facial expression, hands…etc? 
 

o Yes 

o No 

 

9- If yes, how often does he/ she use them? 

a) Always 

b) Often 

c) Sometimes 

d) Rarely 

 

10- Does your teacher treat all the students the same way? 

o Yes 

o No 

 

11- Does your teacher smile and tell funny things like jokes? 

o Yes 

o No 

 

THANK YOU FOR KINDLY ANSWERING THIS QUESTIONNAIRE 
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Appendix E 

 استبيان للتلاميذ    

 

نجلليزية جزء من مشروع البحث الذي يصب في إطار تدريس و تعليم اللغة الا الاستبيانهذا 

ذكر الاسم.. من فضلك أجب على الأسئلة بدون في الطور المتوسط  

 

 الجزء ) أ(

  1-القسم

؟     يدرسك أستاذ أم أستاذةهل  -2 

          أستاذة       أستاذ 

 الجزء ) ب1 (

في حالة غضب؟ ما نجوع أسلوب اللغة الذي يستعمله أستاذك -1  

 

        غير لائق

                   

          لائق 

بالأمان أو بالتهديد )قلق، ضغط،  هل تحس (ة) عند دخولك إلى القسم مع الأستاذ-2  

 خوف..الخ

 

             التهديد 

 

       الأمان 

 3-بماذا يقوم أستاذك ليلعلك تحس بالأمان أو التهديد؟
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 الأمان التهديد

  

 

 الجزء )ب2(

كلمات تحفيزية مثل " ممتاز، جيد جدا....الخ" /أستاذتكهل يستعمل أستاذك -1 

      لا    نجعم 

لب منكم الأستاذ القيام بالتمارين فرديا، زوجيا أو على شكل أفواج؟ كم مرة يط -2 

  

  دائما غالبا أحيانجا نجادرا أبدا

 فرديا     

 زوجيا     

 على شكل أفواج     

توضيحات، هل يرحب بطلبك؟ /أستاذتكعندما تطلب من أستاذك -3 

         لا    نجعم 

بطريقة التي تفوق قدراتك؟هل هذه التوضيحات تكون بطريقة مبسطة أو  -4 

 تفوق  قدراتك      طريقة مبسطة 

 

؟ هل يستمع أستاذك و يتفهم انجشغالات التلاميذ و مشاكلهم التي تحدث داخل القسم -5 

         لا    نجعم 
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؟ هل يستمع أستاذك و يتفهم انجشغالات التلاميذ و مشاكلهم التي تحدث خارج القسم -6 

         لا    نجعم 

و نجوع العلاقة التي بناها الأستاذ معكم؟ما ه -7 

 علاقة غير وطيدة  علاقة جيدة و وطيدة 
 

ي هل يستعمل أستاذك نجغمات صوتية مختلفة و حركات و تعابير الوجه و اليدين لك - فهمون  8

 بسرعة و بسهولة؟

 

 9-إن كان اللواب نجعم، كم من مرة يستعملهم أستاذك؟

 نجادرا  أحيانجا  غالبا  دائما 

 

نفس الطريقة مع كل التلاميذ؟ب هل يتعامل أستاذك  -10 

 

 

 11-هل يبتسم أستاذك و يقول لكم أشياء مضحكة مثل نجكت؟

         لا    نجعم 

 

         لا    نجعم 

         لا    نجعم 

 

 

 شكرا جزيلا على تعاونجك.

 

 

 

 

 



Appendixes 

 

330 
 

Inspectors’ Questionnaire  

 

Dear inspector, 

     This questionnaire is a part of a scientific research project on English teaching and 

learning in middle school. It principally focuses on both male and female teachers’ 

behaviour and classroom practices. Would you please answer the questions honestly? 

Thank you very much for your cooperation. 

Based on your experience and in reference to your teachers observation, please 

put a tick mark (✔) in the right place. 

 Questions Always Sometimes Occasionally Never       

 

Classroom 

routines 

 

• Are the classroom routines 

established to address safety 

and effective learning – by the 

way students enter/leave and 

the way lessons begin/end? 

 

M F M F M F M F 

        

 

Leadership 

• Does the teacher show 

leadership, control and inspire 

confidence throughout the 

lesson? 

• Is the teacher able to adapt 

the leadership style to meet the 

situation? 

 

        

Appendix F 
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Mentoring 

• Is the teacher aware of the 

needs of the students and able 

to mentor them through their 

development socially and 

emotionally? 

 

        

 

 

 

Coaching 

• Is the teacher aware of the 

abilities of the students and 

able to coach them to reach 

their full potential as 

individuals and as a class? 

• Does the coaching relate to 

whole-school development as 

well as classroom and 

individual development? 

 

        

 

Vision-

target 

• Is the teacher setting a vision 

for the class and individuals 

that will keep them focused 

and aspiring and doing their 

best? 

• Is the target-setting 

appropriate for the class and 

the individuals? 

        

 

N.B:  M= Male; F= Female 

 

 

 THANK YOU FOR KINDLY ANSWERING THIS QUESTIONNAIRE 
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Appendix G 

Allen’s (2014) Emotional intelligence classroom checklist  

 

Teacher___________________________ Subject__________________________ 

Class______________________________ Date___________________________ 

 Questions Always Sometimes Occasionally Never 

 

 

 

Welcome and 

introduction 

• Is the teacher 

welcoming and positive? 

• Greeting students by 

name? 

• Smiling? 

• Is the introduction set 

at a level that wilinterest 

the students? 

 

    

 

 

 

 

Layout-clean/ 

tidy/organised 

• Is the classroom tidy 

and clean? 

• Are the desk and chairs 

neat and ready to be 

occupied? 

• Are tables and seating 

arrangements varied to 

suit different teaching 

strategiesin order to 

enhance learning? 

• Is the teacher’s desk 

free from unnecessary 

clutter? 

• Are the books and 

other working material 

to hand and ready to use, 

with relevant folders and 

handouts ready? 
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Heating 

 

• Is the heating 

appropriate for a 

working environment? 

 

    

 

 

Lighting 

 Is the lighting adequate 

for the lesson? 

 

• Is it able to be adjusted 

to meet the needs of 

presentations? 

• Are the bulbs 

working? 

 

    

 

 

 

Displays 

• Are the displays 

relevant and up to date? 

• Do they show a variety 

of work and abilities? 

• Do they 

inspire/stimulate 

curiosity and enthusiasm 

for the subject? 

•Can they be used as 

encouragement for 

others? 

 

    

 

 

Ventilation 

 Is ventilation 

adequate ? 

 

 Can the windows be 

opened if need be? 

 

 Is the air fresh and free 

from odours? 

 

 

    

 

 

 What atmosphere is 

created by the students 

and the teacher? 
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Emotional 

atmosphere 

• Is it friendly, work-

like, professional? 

•Is it one in which 

learning can take place? 

•Do comments or 

language that is 

belittling or sarcastic get 

dealt with in a 

constructive way? 

• Are conversations and 

comments that are 

encouraging recognized 

and commented on? 

 

 

 

 

Safety 

 Is the emotional as 

well as the physical 

safety of the students 

taken into account 

through the lesson? 

 

• Do instructions include 

relevant safety talks, 

taking into account the 

emotional safety of 

students? 

 

    

 

 

 

Care 

 Is the emotional well-

being of students taken 

into account when 

delivering instructions? 

 

• Are students 

encouraged to consider 

the possibilities of their 

own ability in 

overcoming difficult 

topics? 

• Do students think that 

teachers treat them 

fairly? 
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• Is language used in a 

way that builds 

relationships and raises 

students’ self-esteem 

(language of hope, 

success and possibility)? 

• Are students 

encouraged to be 

supportive of each 

other? 

 

Relevance  Is the lesson relevant 

to the situations that 

students are facing or 

will face in later parts of 

their lives? 

 

• Can the lesson be 

linked to emotional 

development as well as 

academic and practical 

aspects of learning? 

 

    

 

 

 

 

Encouragement

/ praise 

• Is the encouragement 

and praise ongoing and 

maintained? 

• Is the encouragement 

and praise 

commensurate with the 

level and ability of the 

students and for the 

work accomplished 

(frequently used but not 

indiscriminately)? 

• Is the encouragement/ 

praise linked to social 

and emotional as well as 

academic practice? 

 

    

 • Is the teacher able to 

maintain positivity 
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Positivity 

throughout the lesson, 

especially when dealing 

with behavioural issues? 

• Does the teacher 

encourage the positive 

atmosphere that has 

been developed to be 

continued on to the next 

lesson or the rest of the 

day? 

• Is the teacher aware of 

the different levels of 

positive behaviour 

among students? 

• Is there a consistency 

of praise and addressing 

behaviour issues? 

 

 

 

 

 

Emotional 

intelligence 

development 

• Was an emotional as 

well as social 

development (E/S) 

target set for the lesson 

along with an academic 

one? 

• Are the students aware 

of the E/S targets that 

have been set for them 

through the lesson or 

term? 

• Are the E/S aspects 

referred to through the 

lesson? 

• Are situations that 

arise during the lesson 

dealt with using E/S 

learning objectives? 

 

    

 • Is the delivery by the 

teacher in line with the 
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Empathy 

ability of the students? 

• Is the teacher able to 

be empathetic to the 

motional stages of the 

students, to those who 

are on task as well as 

those who are off task? 

• Is the teacher able to 

alter their approach to 

the changes that are 

taking place within the 

emotions of the 

students? 

 

 

 

Tone 

• Is tone of voice used to 

control the mood, 

learning and 

atmospheres within the 

class to maintain a 

positive outcome? 

• Does the teacher 

change the tone in an 

effective way for the 

message being 

delivered? 

• Is the tone used to 

affect speed, 

concentration, empathy? 

 

    

 

 

Body language 

 

 

 

• Does the teacher use 

body language 

effectively by use of 

hands, ositioning and 

movement? 

• Does the teacher make 

eye contact with the 

students? 

• Is the teacher’s body 

language open and 
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welcoming? 

• Does the teacher move 

around the room 

effectively and use 

positioning to help with 

concentration and 

attention? 

• Does the teacher use 

facial expressions and 

‘the stare’ to control 

when appropriate? 

 

 

 

Conversation/ 

relationship 

building 

• Does the teacher use 

conversation to get to 

know students so as to 

help with relationship 

building? 

• Is there a good 

exchange of openness 

that helps with bonding? 

 

    

 

Direction 

• Does the pace and 

direction keep the 

students attentive? 

• Is the direction and 

ultimate goal of the 

lesson kept in mind 

through the tasks being 

done? 

• Are students given 

regular and appropriate 

feedback in terms of 

their progress and next 

steps? 

 

    

 

 

• Are the classroom 

routines established to 

address safety and 

effective learning – by 
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Classroom 

routines 

the way students 

enter/leave and the way 

lessons begin/end? 

 

 

 

Peripheral 

vision and 

hearing 

• Does the teacher keep 

an eye upon the class 

regularly, scanning it to 

look out for possible 

problems and issues? 

• Do comments and 

questions get listened to 

and, where relevant, 

responded to? 

 

    

 

 

Leadership 

• Does the teacher show 

leadership, control and 

inspire confidence 

throughout the lesson? 

• Is the teacher able to 

adapt the leadership 

style to meet the 

situation? 

 

    

 

Mentoring 

• Is the teacher aware of 

the needs of the students 

and able to mentor them 

through their 

development socially 

and emotionally? 

 

    

 

 

 

Coaching 

• Is the teacher aware of 

the abilities of the 

studentsand able to 

coach them to reach 

their full potential as 

individuals and as a 

class? 

• Does the coaching 

relate to whole-school 

development as well as 
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classroom and 

individual development? 

 

 

 

Vision-target 

• Is the teacher setting a 

vision for the class and 

individuals that will 

keep them focused and 

aspiring and doing their 

best? 

• Is the target-setting 

appropriate for the class 

and the individuals? 

    

Totals      
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Appendix H 

Allen’s (2014) Adapted Emotional intelligence classroom checklist  

 

Teacher-----------------------Subject--------------Gender------------------ 

Class---------------------- Date------------------------- 

 

Section A: Classroom Physical Environment 

 Questions Always Sometimes Occasionally Never 

Heating 

 

• Is the heating 

appropriate for a working 

environment? 

 

    

 

Lighting 

 Is the lighting adequate 

for the lesson? 

 

• Is it able to be adjusted 

to meet the needs of 

presentations? 

• Are the bulbs working? 

 

    

 

 

Ventilation 

 Is ventilation adequate ? 

 

 Can the windows be 

opened if need be? 

 

 Is the air fresh and free 

from odours? 
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Section B: Emotional Classroom Practices 

 

 Questions Always Sometimes Occasionally Never 

 

 

Welcome and 

introduction 

• Is the teacher 

welcoming and 

positive? 

• Greeting students by 

name? 

• Smiling? 

• Is the introduction set 

at a level that will 

interest the students? 

 

    

 

 

 

Layout-clean/ 

tidy/organised 

• Is the classroom tidy 

and clean? 

• Are the desk and 

chairs neat and ready 

to be occupied? 

• Are tables and 

seating arrangements 

varied to suit different 

teaching strategies in 

order to enhance 

learning? 

• Is the teacher’s desk 

free from unnecessary 

clutter? 

• Are the books and 

other working material 

to hand and ready to 

use, with relevant 

folders and handouts 

ready? 

 

    

  What atmosphere is 

created by the students 
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Emotional 

atmosphere 

and the teacher? 

• Is it friendly, work-

like, professional? 

• Is it one in which 

learning can take 

place? 

• Do comments or 

language that is 

belittling or sarcastic 

get dealt with in a 

constructive way? 

• Are conversations 

and comments that are 

encouraging 

recognised and 

commented on? 

 

 

Safety 

  Is the emotional as 

well as the physical 

safety of the students 

taken into account, 

through the lesson? 

 

• Do instructions 

include relevant safety 

talks, taking into 

account the emotional 

safety of students? 

 

    

 

 

 

 

 

Care 

 Is the emotional 

well-being of students 

taken into account 

when delivering 

instructions? 
 

• Are students 

encouraged to consider 

the possibilities of 

their own ability in 

overcoming difficult 

topics? 

• Do students think that 

teachers treat them 
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fairly? 

• Is language used in a 

way that builds 

relationships and raises 

students’ self-esteem 

(language of hope, 

success and 

possibility)? 

• Are students 

encouraged to be 

supportive of each 

other? 

 

 

 

Relevance 

 Is the lesson relevant 

to the situations that 

students are facing or 

will face in later parts 

of their lives? 

 

• Can the lesson be 

linked to emotional 

development as well as 

academic and practical 

aspects of learning? 

 

    

 

 

 

Encouragement

/praise 

• Is the encouragement 

and praise ongoing and 

maintained? 

• Is the encouragement 

and praise 

commensurate with the 

level and ability of the 

students and for the 

work accomplished 

(frequently used but 

not indiscriminately)? 

• Is the 

encouragement/ praise 

linked to social and 

emotional as well as 

academic practice? 
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Positivity 

• Is the teacher able to 

maintain positivity 

throughout the lesson, 

especially when 

dealing with 

behavioural issues? 

• Does the teacher 

encourage the positive 

atmosphere that has 

been developed to be 

continued on to the 

next lesson or the rest 

of the day? 

• Is the teacher aware 

of the different levels 

of positive behaviour 

among students? 

• Is there a consistency 

of praise and 

addressing behaviour 

issues? 

 

    

 

 

 

 

Emotional 

intelligence 

development 

• Was an emotional as 

well as social 

development (E/S) 

target set for the lesson 

along with an 

academic one? 

• Are the students 

aware of the E/S 

targets that have been 

set for them through 

the lesson or term? 

• Are the E/S aspects 

referred to through the 

lesson?  

• Are situations that 

arise during the lesson 

dealt with using E/S 
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learning objectives? 

 

 

 

Empathy 

• Is the delivery by the 

teacher in line with the 

ability of the students? 

• Is the teacher able to 

be empathetic to the 

emotional stages of the 

students, to those who 

are on task as well as 

those who are off task? 

• Is the teacher able to 

alter their approach to 

the changes that are 

taking place within the 

emotions of the 

students? 

 

    

 

 

 

Tone 

• Is tone of voice used 

to control the mood, 

learning and 

atmospheres within the 

class to maintain a 

positive outcome? 

• Does the teacher 

change the tone in an 

effective way for the 

message being 

delivered? 

• Is the tone used to 

affect speed, 

concentration, 

empathy? 
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Body 

language 

• Does the teacher use 

body language 

effectively by use of 

hands, positioning and 

movement? 

• Does the teacher 

make eye contact with 

the students? 

• Is the teacher’s body 

language open and 

welcoming? 

• Does the teacher 

move around the room 

effectively and use 

positioning to help 

with concentration and 

attention? 

• Does the teacher use 

facial expressions and 

‘the stare’ to control 

when appropriate? 

 

    

 

Conversation/ 

relationship 

building 

• Does the teacher use 

conversation to get to 

know students so as to 

help with relationship 

building? 

• Is there a good 

exchange of penness 

that helps with 

bonding? 

 

    

 

 

Direction 

• Does the pace and 

direction keep the 

students attentive? 

• Is the direction and 

ultimate goal of the 

lesson kept in mind 

through the tasks being 
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done? 

• Are students given 

regular and appropriate 

feedback in terms of 

their progress and next 

steps? 

 

 

Peripheral 

vision and 

hearing 

• Does the teacher keep 

an eye upon the class 

regularly, scanning it 

to look out for possible 

problems and issues? 

• Do comments and 

questions get listened 

to and, where relevant, 

responded to? 

 

    

Totals      
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Appendix I  

Inspectors’ Report 

 

République Algérienne Démocratique et Populaire 

Ministère de l’Education Nationale 

 

Direction de l’Education                                            Etablissement :…….............. 

 

Wilaya de : Chlef                                                            Commune :……………..... 

 

Inspection de l’éducation et de l’enseignement Moyen 

 

Circonscription :…………………………… ………..      Daïra :……………………… 

 

 

Rapport d’Inspection des Professeurs de l’Enseignement 

Moyen 

 

 

Discipline……………………………......... Année 

Scolaire………………………………... 

Nom et prénom………………………..Née…....…………Etat 

civil…………………………..... 

Date et lieu de naissance………......Nationalité……………………………………..... 
 

Grade…………………Echelon….……Ancienneté dans l’échelon………………....... 

 

Dernier poste occupé……………Du…….. ……au…………………………………… 

 

Date d’affectation au poste actuel……Ancienneté générale dans l’enseignement…….. 

 

Dernière inspection subie le…………     Note obtenue………………………………… 
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Titres et Diplômes 

 

Nature des titres Lieu d’obtention Date Rang 

 

…………………… 

…………………… 

…………………… 

…………………… 

…………………… 

…………………… 

…………………….. 

…………………….. 

…………………….. 

……………… 

……………… 

……………… 

 

Date de l’inscription………………..Durée de la séance……………………………… 

La classe……..Nombre d’élèves : inscrits :…………….Présents :…………………... 

La salle se prête-elle à l’enseignement donné :……………………………………….. 

Nature de l’exercice :………………………………………………….......................... 

Cahierjournal:…………………………………………………………………………. 

Fiches : ………………...……………………………………………………………… 

Progression:…………………………………………………………………………… 

Moyen et matériel d’enseignement:…………………………………………………... 

Cahier de texte (tenue et contrôle):………… ………………………………………… 

Cahier des élèves (tenue et contrôle):………………………….……………………… 

Organisation en groupes de travaux dirigés:………………………….………………. 

Evaluation du travail scolaire: devoirs écrits, fréquence, contrôle, conservation des 

copies, notes attribuées au élèves:………………………………………………………. 
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Rapport Pédagogique 

 

 

 

 

Film of the lesson: 

…………………………………………………………………………………………... 

…………………………………………………………………………………………… 

…………………………………………………………………………………………… 

…………………………………………………………………………………………… 

…………………………………………………………………………………………… 

 

Comments and advice: 

…………………………………………………………………………………………… 

…………………………………………………………………………………………… 

…………………………………………………………………………………………… 

…………………………………………………………………………………………… 

 

Conclusion……………………………………………………………………………… 

…………………………………………………………………………………………… 

…………………………………………………………………………………………… 

…………………………………………………………………………………………… 

 

 

 

 

 

Note obtenue (en chiffre)………                                A:……………Le:…………….. 

(en lettre)………………………..                                L’EEM:………………………... 

Lu et pris copie le:……………… 

Emargement du professeur                                               Cachet et signature 
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Appedix J  

Marshall’s Teacher Evaluation Rubrics 

A. Planning and preparation for learning 

• Knows the subject matter well and has a good grasp of child development and how 

students learn. 

• Plans the year so students will meet state standards and be ready for external 

assessments. 

• Plans most curriculum units backwards with standards, state tests, and some of 

Bloom’s levels in mind. 

• Plans on-the-spot and unit assessments to measure student learning. 

• Anticipates misconceptions and confusions that students might have. 

• Designs lessons focused on measurable outcomes aligned with unit goals and state 

standards. 

• Designs lessons that are relevant, motivating, and likely to engage students in active 

learning. 

• Designs lessons that use an effective, multicultural mix of materials. 

• Designs lessons that target diverse learning needs, styles, and interests. 

• Organizes classroom furniture, materials, and displays to support unit and lesson 

goals. 

 

B. Classroom management 

Clearly communicates and consistently enforces high standards for student behaviour. 

• Is fair and respectful toward students and builds positive relationships. 

• Commands respect and refuses to tolerate disruption. 

• Fosters positive interactions among students and teaches useful social skills. 

• Teaches routines and has students maintain them all year. 

• Develops students’ self-discipline and teaches them to take responsibility for their 

own actions. 
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• Has a repertoire of discipline moves and can capture and maintain students’ 

attention. 

• Maximizes academic learning time through coherence, lesson momentum, and 

smooth transitions. 

• Is a confident, dynamic presence and nips most discipline problems in the bud. 

• Uses incentives wisely to encourage and reinforce student cooperation. 

 

C. Delivery of instruction 

• Conveys to students, this is important, you can do it, and I’m not going to give up on 

you. 

• Tells students that it’s okay to make mistakes; effective effort, not innate ability, is 

the key. 

• Gives students a clear sense of purpose by posting the unit’s essential questions and 

the lesson’s goals. 

• Activates students’ prior knowledge and hooks their interest in each unit and lesson. 

• Uses clear explanations, appropriate language, and good examples to present 

material. 

• Orchestrates effective strategies, materials, and classroom groupings to foster student 

learning. 

• Has students actively think about, discuss, and use the ideas and skills being taught. 

• Differentiates and scaffolds instruction to accommodate most students’ learning 

needs. 

• Is flexible about modifying lessons to take advantage of teachable moments. 

• Has students sum up what they have learned and apply it in a different context. 

 

D. Monitoring, assessment, and follow-up 

• Posts clear criteria for proficiency, including rubrics and exemplars of student work. 

• Diagnoses students’ knowledge and skills up front and makes small adjustments 

based on the data. 

• Frequently checks for understanding and gives students helpful information if they 

seem confused. 
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• Has students set goals, self-assess, and know where they stand academically at all 

times. 

• Regularly posts students’ work to make visible and celebrate their progress with 

respect to standards. 

• Uses data from interim assessments to adjust teaching, re-teach, and follow up with 

failing students. 

• Takes responsibility for students who are not succeeding and gives them extra help. 

• When necessary, refers students for specialized diagnosis and extra help. 

• Analyses data from assessments, draws conclusions, and shares them appropriately. 

• Reflects on the effectiveness of lessons and units and continuously works to improve 

them. 

 

E. Family and community outreach 

• Communicates respectfully with parents and is sensitive to different families’ culture 

and values. 

• Shows parents a genuine interest and belief in each child’s ability to reach standards. 

• Gives parents clear, succinct expectations for student learning and behaviour for the 

year. 

• Promptly informs parents of behaviour and learning problems, and also updates 

parents on good news. 

• Updates parents on the unfolding curriculum and suggests ways to support learning 

at home. 

• Assigns appropriate homework, holds students accountable for turning it in, and 

gives feedback. 

• Responds promptly to parent concerns and makes parents feel welcome in the 

classroom. 

• Uses conferences and report cards to give parents feedback on their children’s 

progress. 

• Tries to contact all parents and is tenacious in contacting hard-to-reach parents. 

• Reaches out to families and community agencies to bring in volunteers and 

additional resources. 
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F. Professional responsibilities 

 

• Has very good attendance. 

• Is punctual and reliable with paperwork, duties, and assignments; keeps accurate 

records. 

• Demonstrates professional demeanour and maintains appropriate boundaries. 

• Is ethical and above-board, uses good judgment, and maintains confidentiality with 

student records. 

• Shares responsibility for grade-level and school wide activities and volunteers to 

serve on committees. 

• Is a positive team player and contributes ideas, expertise, and time to the overall 

mission of the school. 

• Keeps the administration informed about concerns and asks for help when it’s 

needed. 

• Listens thoughtfully to other viewpoints and responds constructively to suggestions 

and criticism. 

• Collaborates with colleagues to plan units, share teaching ideas, and look at student 

work. 

• Seeks out effective teaching ideas from colleagues, supervisors, workshops, reading, 

and the internet. 
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Appendix K  

Academy’s Authorisation 
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  الملخص

تأصععبا ات المعلمعنتأنتيبعو ت،"تعععفيف ال"تتإلى"تتالعهني"تتمعع تمعخراا تتالتعلعي تمفهعع  تمع تغييعر
تالسعيف تفيتالععفيف تالعهكفلتمسعلل الاسعفل تتهنعهتتهعو .تمضع ت قع تأيتمع تللمسعفلل ترضع اف تتأكثا

تأذكيعععفلتالإاواديععع تالمعععوار تفيتليزيععع الإنجتالليععع تمورسععع تكعععفنتإذاتمعععفتمعافععع تإلىتغسعععع ت نععع .تالجزائعععاي
ت أُجايععع .تالوراسعععي تالفصععع  تفيتالعفيفيععع تممفرسعععفته تالععع تالجععع  تنععع  تغعععل رتمعععو ت غباععع تافيفيعععف ،
ت تف،الشعلتم ةقع تفيتمختلفع تمت سعة تمعوار ت عث تمع تليزيع الإنجتلليع تمورسنتست تبمشفرك تالوراس 
تاسعتدوم تالبيفنعف،،ت لجمع .تليزيع الإنجتالليع تمفتشع ت أربعع تالعثث ،تالمعوار تنعههتم تغلميها تت812
غتضععم تتحصعع  تتليزيعع  الانجتالليعع ت مفتشعع ت غثميععهن تالمورسععنتإلىتم جعع ت اسععتبيفنتغق يععف،،ت ععث 

تمعع تمسععت حف،تالعفيفيعع تلثسععتدبفرا،تماجعيعع تقفئمعع تمعتمععوي تالعع ت،الأسععفغهفيتفيتالقسعع ت ثحظععم
تعلمعنالمتغقيعي تغعتموتالع تلائاع تلتياتللمفتشن،تالاسمي تالتقفريات  فئقت تحليلت (8112)تنألات ئمقف
تالبيفنععف،تلتاليععلتمحف لعع ت في.تل لايعع تالشععلفتمويايعع تاليبيعع تمعع تفاليهععت فصععلتحتتيالععت،(8112)تفراععف لم

تالباع تنعهاتأنتإلىت بعفل ظا.ت الأسعفلي تالع ه تمع تمجم اع ت فاسعتدومتالم   قيع ،تم تممك تقورتبلكبر
تالأسعععفلي تمععع تلكعععلتالم فسعععب ت الأسعععفلي تالععع ه تالمحقعععقتاسعععتدو تفي،تععععودالمتالأسعععفلي تنهععع تإلىتيسعععت و
تاسعت فداتالإحصفئينت التفسرتالتاليلتاستدوم فتمثث،تالكمي ،تبفلةايق تيتعلقت فيمف.ت الكمي تال  اي 
تلعمل عععفتالوقععع تمعع تالمزيعععوت لإاةعععفلتذلعع ،تإلىت بفلإضعععفف .تالبيفنيععع تسعع  الاتتسعععيمفت لات،تمت  اععع تيععا تإلى

تالمت سعط"تت "تتال مطتالسعفئو"تتن تمختلف تإحصفئي تقيفسف،تيايقتا تنتفئج فتبحسفبتقم فتالباث ،
.تالمحتع  تتحليعلتنهع تإلىتنعفلجلتكميع ،تبيفنعف،تإلىتال  ايع تالبيفنعف،تتح يعلت بيي تذل ،تال ت اث في"ت.ت

تالعع تالحععه تنهعع تإاتمععونفتالعع تالبيفنععف،،تتحليععلتأ  ععفلتصعع دف تالععتيتال فقصعع تالبيفنععف،تإلىتفي بفلإاععفرت
تأنتنعههتالوراسع تنتعفئ ت كشعف .تفقعطتكفملع تبيفنعف،تغتضم تالتيتالحفلا،تتحليلتيقيحتالهيتالقفئم 
.تغعلعيمه تلتاسعنتك سيل تالعفيف تفن الجتيجهل نتت سطالمتالتعلي تفيتليزي الإنجتاللي تمورس تمعظ 

تب عع  تيتعلععقت فيمععف.تفقععطتمععفتحععوتإلىت لكعع تافيفيععف تتأذكيععفلتالمعلمععنتنععخلالتأنتأيضععف تتال تععفئ ت كشععف 
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تغبعنتأنع تم تالاغ ت ال .تالاجلتم تافيفيفتذكفلتأكثاتالماأفيتبلنتالااتقفدتم تال تفئ تغت فقضتالج  ،
ت،قسع التفيتالعفيفيع تالممفرسعف،تععضبتفيتالعهك رتنظاائه تال تيتف ق تليزي الانجتاللي تفيتالمعلمف،تأن
تالتثميعهتمع "ت العثقعف،تالاجتمعفا تالتففاعل"تتمثعلتأرعا تممفرسف،تفيتيتف ق نتالاجف تبلنتأفيوتفقو
ت تالمسععخ لنتصعع ف تالقععاارتإلىتغ صععيف،تقعُعوم تال تععفئ ،تنععههتإلىت اسععت فدا ت"ت.تتتحفيععزن تفيتالقسعع "تت 

 التعلي .ت تأهميت تفيتتعفيف التبفلهكفلتالمورسنت ا تلزيفدفيت المورسن

فيتتالانكليزيعع تالليعع تأسععفغهفيتالعععفيف  تبفلععهكفلتالمعلمععنت اعع ت هكفلتالعععفيف الععت:الرئيسااي  الكلماا  
ت.الجزائايتالتعليم تال ظف تالج   ت ن  تالعفيفي التعليمي تتمفرسف،المت الة رتالمت سط

 

 

 

 

 

 


