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Abstract

This study takes the form of intervention researchvhich parental guidelines to enhance
emotional intelligence among children in middle Idhood are developed from a Gestalt
perspective. The researcher makes use of Rothman Tewomas’ (1994) Design and
Development model and therefore follows phasesroblpm analysis and project planning,
information gathering and synthesis, design, amty eevelopment in order to facilitate the
research process. Guidelines deal with needs bigkll by parents (with children in middle
childhood) who participated in the empirical enguifThe researcher draws upon literature
relating to emotional intelligence and parentings@lt philosophy, and functional elements of
relevant, existing programmes in the pursuit ofradsing identified concerns. Phases of
evaluation and advanced development, and disseonnate not addressed within the limited
scope of this project. The possibility of exploritigese final two phases of the design and

development model therefore provides opportunityfdture work.
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Emotional Intelligence, Middle Childhood, GestalilBsophy, Gestalt Theory, Parenting,
Emotional development, Child development.
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Chapter 1
Problem Analysis and Project Planning

1.1Introduction

Emotional intelligence has been described by Spaaed Knight (2006:29) as an ability that
integrates feeling, thinking and doing. These arghdefine the concept as “... the habitual
practice of thinking about feeling and feeling abthinking when choosing what to do.”

Connecting with the environment on all three thksesls requires a sense of congruency
among these aspects of functioning. Emotional ligegice hereby acknowledges the
importance of utilising not only the rational minaijt also an emotional capacity in choices

made.

Weiten (2001:352) confirms that cognitive abilitytraditionally measured by the intelligence
guotient (IQ), that is, mental age over chronolabage — is too narrow a gauge of a person’s
overall capability. Diener (in Weiten, 2001:423yther argues that despite the highly valued
trait of cognitive intelligence in society, no ritaship between intelligence quotient (IQ)
scores and happiness has been found. IQ is thers wiistakably generalised to be an indicator

of a person’s overall capacity for success.

Gardner (in De Klerk & Le Roux, 2003:8) was thestfito confirm in his 1983 bodkrames of
the Mindthat a broader view of intelligence was imperataed to this end he developed the
spectrum model of intelligence that acknowledgesider variety of abilities. Gardner (in
Goleman, 1995:37) is quoted as once saying,
We should spend less time ranking children and ntiore helping them to identify
their natural competencies and gifts, and cultividiese. There are hundreds and
hundreds of ways to succeed, and many, many diffexailities that will help you get
there.

Emotional intelligence is a critical component bistexpanded view. Emotional intelligence

(El), also referred to as EQ — emotional quotiens seen here as the ability to attune to



emotions within a context of self awareness angamesibility so that feelings, thoughts and
actions align (Cf. Sparrow & Knight, 2006:29). Golen (1995:43) explains how Salovey
includes in his basic definition of emotional ifiggnce five domains, each categorised by a
set of abilities, namely: knowing a person’s emmdiqthat is, self awareness); managing
emotions (emotional control); motivating oneselfmfional mobilisation), recognising

emotions in others (empathy); and handling relatigps (managing emotions in self and

others).

With this in mind, the aim oParental Guidelines to enhance Emotional Intelligeramong
Children: A Gestalt Perspectivis to develop guidelines for parents that are geaogvard
facilitating the growth of EQ among their childrem middle childhood (ages 6 - 12). The
researcher drew largely on Gestalt philosophy, thedguidelines are therefore placed within
such a context. The researcher approached thieggdry means of the Intervention Design
and Development model, a facet of intervention asde outlined by Rothman and Thomas
(1994).

1.2 Motivation

This section presents key aspects of the studyreivates the relevance of each element. For
instance, the significance of addressing emotiartalligence will be discussed, as well as the
argument which highlights parents as the most #¥ie@gents of change in an intervention
which focuses on this aspect of development. Tlopgeed urgency to concentrate on EQ in
the period of middle childhood is also consideleaktly, the suitability of Gestalt philosophy
to be used as a framework in designing the guidslia discussed.

It is the experience of the researcher that whatigve that brings a child to the playroom, it
appears to be their emotional capacity pertainmghilities such as awareness, empathy,
emotional control, motivation and handling of redaships (all characterised by emotional
intelligence), that ultimately determines the extém which the child is able to progress
through a troublesome time and emerge enrichedeammbwered. This view is supported by
Salovey, Bedell, Detweiler and Mayer (1999:141) vargue that “... emotional intelligence
influences responses to emotional arousal andyesuét, plays a significant role in the coping



process.” De Klerk and Le Roux (2003:11) furtheheethis idea in their assurance that the
enhancement of EQ is indeed a necessary purseidore that children are in a position to
optimally embrace challenges presented by theiir@mment in order for them to reach their
potential. Increased emotional intelligence andseguent freedom in which children can grow
to accept themselves hereby mobilises energy iray tat will assist children in all other
areas of life where they are able to operate mosttipely in educational, cognitive, social,
and physical endeavours. These extensive advantagi@gght emotional intelligence to be a
crucial part of child development. Indeed, Salowtyal (1999:156) “envision [emotional
intelligence] as a tool that can help us undersiaundelves better, those around us, and the

challenges we face.”

The researcher has also experienced that the emppasents place on their children’s
emotional development through emotionally challeggperiods (for example, coping with a
divorce, or social difficulties on the playgrouniythermore has a marked impact on their
coping. It appears that parents influence the hddility to cope by playing a supportive role,
but mostly by being an example of emotionally ilgent behaviour themselves. Vermeulen
(2000:2) argues that modelling of the EQ abiliiesms a large component of what children
learn of EQ. Parents are thus highlighted as k& ptayers in the development of children’s
emotional development. However, it is confirmedtttieere is a growing need for parental
education regarding emotional guidance of childsenthat parents may be in a position to
make this kind of impact positively (Wood, 2008heTdevelopment of guidelines which aim
to aid parents in their approach of the emotiontliigence of their children offers one way in

which this need can be met.

The middle childhood phase is characterised byasipeformative years. Children in this age
group enter into a new kind of questioning of thelmss as they spend more and more time
among peers, and appreciating other’'s points o/ \(i€ole & Cole, 2001:580). Erikson (in
Weiten, 2001:446) defines the stage of middle timtdl in terms of the psychosocial crisis of
industry versus inferiority. In this stage the dhl “task” is to struggle with the conflicting
dialogue of on the one hand having a sense of aement resulting from mastering activities

of industry (for example, excelling at division ssinand on the other hand feeling inadequate



on this level (for example, experiencing difficultyith comprehension). This psychosocial
conflict coincides with the start of primary schaahere the utmost importance is placed on
industry (that is, in the form of academic perfono@). This is of course necessary to prepare
children cognitively for future tasks, however lime with highlighting the emotional aspect of
intelligence, it is important to also accommodaie fieelings of inferiority that will occur when
industry is not mastered, and to appreciate thisngtlink between mastery and self worth
(Weiten, 2001:446).

The psychosocial theory of development suggestsstiessful resolution of this dichotomy
is dependent on sound resolve of earlier psychabaanflicts (of trust versus mistrust,
autonomy versus shame and initiative versus g(eiten, 2001:446). These previous
dichotomies are aimed toward developing a stromges®f self, and from this stage onward
this sense of competency and associated feelingslfdment that go along with being a
contributing individual, determine the successksalution of psychosocial conflicts which
follow. The conflicts which characterise subsequaages of life, that is, adolescence, early,
middle, and late adulthood include: identity verstmfusion, intimacy versus isolation,
generativity versus self-absorption and integrigysus despair (Weiten, 2001:446).

Looking at development across the lifespan fronkdem’s perspective then, it can be seen
how middle childhood is a fundamental stage of obdation, particularly in terms of
emotional development. Consequently, it is argusat tniddle childhood is an especially
suitable stage of development in which an intemeentiimed toward the enhancement of
emotional intelligence could be targeted. Cole @ude (2001:593) further add that across
cultural groups, adults assign 6- and 7- year tdd® new social category” and compel them
to behave accordingly. It seems that there is dugtidon to this stage for both children and
parents: Children want to be treated more indepaihdand “not like a baby”, and parents stop
seeing their children as cute, and expect therak® dn more autonomous tasks (Cole & Cole,
2001:585). In this way, it is noted that childremmiddle childhood make the transition from a
reactive approach (characteristic of the earli@rerependable years) to a more active way of

relating to the environment. In resonation withkBan’s understanding of middle childhood,



this perspective further strengthens the view thiatis an especially receptive stage in which

children could benefit from enhanced EQ abilities.

The suitability of the Gestalt philosophy as a feavork around which guidelines are built is
motivated in terms of the many common principles shbjects (of emotional intelligence and
Gestalt philosophy) share. The emphasis on awasereass well as responsibility as
characteristics of Gestalt philosophy, for exampéeho the very objectives emotional
intelligence aims to nurture. Goleman (1995:43})estdhat “self awareness — recognising a
feeling as it happens — is the keystone of emotiamelligence.” Jarosewitsch (1995:1)
mirrors this viewpoint by saying that “awarenesshe key term in Gestalt Therapy [it]
provides an opportunity for change.” Perls (in Blengast, 2006:20) further argues that
awareness is in itself “curative” and views it dse tonly basis of knowledge and
communication, and indeed the only way in whichisit possible for a person to take

responsibility and ownership for their life.

It is noted that Goleman’s (1995:43) statement naigg awareness reflects Gestalt theory’s
emphasis on the present experience of the here@nd-This opportunity for a consciously

phenomenological understanding of life charactdriae “... a discipline that helps people
stand aside from their usual way of thinking sd thay can tell the difference between what is
actually being perceived and felt in the curremtiagion and what is residue from the past”
allows the perspective awareness affords (Idheant&f, 1981:1). This balance between self
and other that creative adjustment calls upon @&urupports the organism’s ability to engage

optimally with the environment such that healthgwth may take place.

lllustrating in this way how empowerment, respoiligi) change and growth are intertwined
with awareness draws the parallel between the tgscof emotional intelligence and Gestalt
philosophy and shows how placing guidelines foragming the development of emotional
intelligence within a Gestalt framework is apprapeiand has the potential to be effective.

Another important factor in the discussion of tmegmsed effectiveness of this intervention is

the question of whether emotional intelligence @nsthing that can be improved upon.



Goleman (1995:44) makes the case for plasticitythaf brain, arguing that “[[Japses in
emotional skills can be remedied; to a great extech of these domains represents a body of
habit and response that with the right effort canilmproved on.” Therefore, emotional
intelligence is something which can be learned, #redguidelines which will be developed
through this research process would thus have dhenpal to indeed enhance EQ levels, and

ultimately help children to cope better.

In summary then, placing emphasis on EQ would affeldren the self-sustainable support
necessary to optimise growth in emotionally chaleg situations. It has been argued that
where this intervention can be directed at childretme middle childhood, it would reach them
at a stage of development when this input is eaflgddeneficial. Identifying parents as the
most effective agents of change not only provithespiotential for continuity with arguably the
greatest stake holders of children’s wellbeingl$o converges with parent’s expressed needs
for more input in this regard (Cf. Wood, 2008). Géisphilosophy provides a suitable
framework in which these guidelines can be develog® it shares many of the fundamental
principles on which EQ is based. An interventioatthddresses such a positive topic has the
potential to bring very meaningful benefits to agka audience given its universal nature,

confirming this to be relevant research.

Literature searches of Masters and Doctoral théses the University of the Free State,
University of Stellenbosch, University of Cape Toamd University of South Africa confirm
that there has been no research on emotionaligeete as seen from a gestalt perspective as it
pertains to parents and the potential benefith@f input. This study will not only play a role

in filling this research gap but may also offer agjr@alue to parents of children in middle
childhood.

1.3Problem formulation

The idea that: firstly, children are exposed torareased number of stressors and are under
increasing pressure to perform; and secondly, paréwho are also exposed to these
environmental pressures) are in need of assistankelp support their children as they strive

to meet these increasing demands, representsdhkepr this study aims to address.



According to Schomer (2007) the pace of life hasrdfie past few years increased to a point
where this almost frenzied existence has translateda goal-directed mode of operating.
Naidoo (2008:4) states that children are also “.shing themselves to the limit because of the
increased pressure to perform.” The South Africagprigssion and Anxiety Group have
reported that they are inundated with calls fromassned parents who say their children are
falling apart and are in need of support to copaidbo, 2008:4). Furthermore, parents
themselves are fighting to cope and they too areeied of support. In this regard, Wood
(2008) argues that most parents meet their childréheir most exhausted hours and they are
in great need of guidance regarding the extentiiciwthey are able to offer emotional support
to their children within these stressful conditiotffsemphasis is not placed on empowering
children on an emotional level, it is possible thatincreasing number of children will be seen

“falling apart”.

There are a number of programmes in place that @®mBQ in an attempt to address this
problem. Examples of these programmes include:Sike&seconds programme which is based
on Stone and Harold’s Self Science theory (in Galenl995:303); and Le Roux and De
Klerk’'s (2003) practical guide for parents and teas. While these guidelines seem to be
useful, the researcher has noted there are nolmasgeaimed for parents which offer a Gestalt
perspective. Where there has been a Gestalt fasus, the thesis of Calitz (2005) the focus
differed. Calitz (2005) aims her research towardakivay with children in the form of twelve
group sessions in which emotional intelligence évedoped in a therapeutic context with
specific emphasis on cultural sensitivity. Whileistiresearch is certainly valuable, the
researcher argues that guidelines which focus oenpmas the agents for change could offer
something different. In particular, parents hola tphotential for a lasting dedication to

developing abilities associated with emotionallligence among their children.

The links between Gestalt philosophy and emotionglligence have been made, and the
proposed effectiveness of an EQ intervention whiciws on Gestalt philosophy has been
explained. Emotional intelligence can essentiabiyviewed as the bridge between the child as

an organism and his/her environment in the senae @émotional intelligence abilities as



outlined above will enable the child to engage with environment optimally. Enhancement
of these abilities would facilitate strength offsaind through this clarification of boundaries,
allow interactions between the child and his/haraundings to take place within a healthy
permeability. As the relationship between persah @mvironment becomes more comfortable,
confidence may be established, aiding the developrok self esteem. This would enable
children to mobilise themselves to utilise theivieonment favourably and in turn address the

problem here outlined.

By providing parents and children (in turn) withethools to help them “... identify their
natural competencies and gifts, and cultivate thases argued that the “... hundreds and
hundreds of ways to succeed” may become clearéneas... many, many different abilities
that will help get [a person] there” are made asit¥s (refer to 1.1). (Cf. Gardner in Goleman,
1995:37.) Broadening children’s perspectives ofrthbilities and various understandings of
success in this way may inspire a course for uneotional goals to be chartered. As children
become more attuned to their emotions, they wilklsugain insight into their unique abilities
and chose rather to follow activities which reflélsese. Then, even if children subscribe to
goal-directed societal values, they will at leastdwing that which feeds them energetically
rather than that which saps them. Vermeulen (1999tefines stress as the absence of energy
and argues that it arises as a consequence ofeshoiade. Vermeulen’'s (1999b:2) research
shows that “[fleelings are powerful messages aralr ttanguage talks directly about the
choices we're making.” Therefore, if children anédd in engaging with their emotions as
helpful indicators of the choices they are makihgy will be empowered to make choices that
will not leave them stressed and without energyrhtlter fuelled by taking on activities that
present a balance between being challenging boitwatkin reach of their skills and abilities.

1.4Research methodology
This section addresses the rationale behind igemgifthis research project as a qualitative
endeavour, seen within an “applied” perspectivel arost appropriately applicable to the

Intervention Design and Development process asedtby Rothman and Thomas (1994).



This study falls within the qualitative researchigehgm. In line with Lincoln and Denzin’s (in

Kelly, 1999b:429) argument that the common denotomaf all qualitative research is “... the

commitment to study human experience from the gioup”, the researcher sought an
understanding of the very real human experienggaoénting in which expressed needs with
regard to children’s emotional intelligence are gttuon an in-depth level. Described as
research that deals with “non-numerical data” @zample, verbal reports), the qualitative
approach lends itself to an extensive capturindadd that numbers would not be able to offer.
(Oxford Dictionary of Psychology, 2003, s.v “quatite research”). It was envisaged that such
an enquiry would ensure an applicable interventi@t may be useful not only on a cognitive
level among parents and children, but rather betlbatecan become a part of their day to day
lives. Henning (2004:3) agrees that a qualitatiuguery offers the freedom to explore data
richly, in contrast to quantitative research whtis process may be limited to capture only
what predetermined instruments are able to meaéise, Le Roux (2008) points out that EQ

is an ability that is very difficult to quantify, mich further confirms the appropriateness of

adopting rather a qualitative approach.

Characteristic of the qualitative research desrgrvarious strategies of inquiry which echo the
above-mentioned qualities that support the gatbesinrich data. One such method is that of
the case study. In this instance, the case beundjest will be a set of individuals (that is,
parents) although according to Fouché (2005:278¢<aould also refer to an activity, event,
process, or programme. According to Stake (in Féu&Ibe Vos, 2005:273), the sole criterion
for selecting cases for a case study should be dgportunity to learn”, which is the very
motivation behind this study; an understandingh& parental experience is sought. De Vos
(2005:273) explains that the outcome of this rede& an in-depth description of a case and
confirms that the researcher is likely to places timformation in a larger context. Fouché
(2005:273) presents three types of case studiehich the instrumental case study is the most
applicable for this research project since it isdu® assist the researcher in gaining knowledge
about a social issue. The instrumental case stsdista the researcher in the gaining of
knowledge about the social issue. The researchde mse of case studies as an opportunity to

gain information relating to the needs and concefgparents in the management of their



children’s emotional intelligence development. Glilmes were then geared accordingly to

facilitate parents in this pursuit.

This research project was approached from an “egptesearch” perspective. Durrheim
(1999:40-41) distinguishes this from “basic reskarde explains that “basic research”
contributes to knowledge expansion on a certaindarea, whereas “applied research” has a
practical application in aiming to contribute towaoractical issues. Since this research project
is aimed at a practical level where the outcomainsed at an intervention (in the form of
guidelines) rather than on expanding knowledgehm field of EQ, this research is more

appropriately viewed from an “applied research’spective.

De Vos (2005:394) defines “intervention research®.a. studies carried out for the purpose of
conceiving, creating and testing innovative humanvises approaches to preventing or
ameliorating problems or to maintaining the qualitylife.” In line with this perspective,
Rothman and Thomas (1994:4) view intervention neseto fall within this applied research
genre since it is directed at shedding light onpraviding possible solution to problems of a
practical nature. These collaborators presentvatdgron research as being comprised of three
facets, namelyintervention Knowledge Developmefthat is, empirical research to extend
knowledge of human behaviour relating to human iservintervention), Intervention
Knowledge Utilisationthat is, the means by which the findings fromefaention Knowledge
Development research may be linked to, and utilisgaractical application, anihtervention
Design and Developme(that is, research which is directed toward irgations) (Rothman &
Thomas, 1994:3). The Intervention Design and Dgwaknt model that can hereby be seen as
a facet of Intervention Research, is what was Vadld for the purposes of this study since the

intention is to develop a guideline for parentd thaf a practical nature.

1.5Research process

The Design and Development process is typicallix-glase model. Each phase is constituted
by activities that need to be carried out for fhladse to be completed in order for the next one
to follow (Rothman & Thomas, 1994:9). These phaselside: problem analysis and planning;
information gathering and synthesis; design; edelyelopment; evaluation; and dissemination.

10



For the purposes of this study of limited scopeydéwer, the process is carried out up until the
first step of phase four (that is, including onlgolplem analysis and planning, information

gathering and synthesis, design, and early devedopm

Echoing the discussion which places this study iwidn applied research context, Fawcett,
Suarez-Balcazar, Balcazar, White, Paine, Blanchamd Embree (1994:25) verify that
intervention research is an approach that atterhptsas much as possible to fuse the dual
purposes of applied science, ... promoting undergtgn@f individual and community
conditions and contributing to their improvemenith this in mind, the researcher set about
seeking to appreciate the concerns of parents reglard to the enhancement of emotional
intelligence among their children in middle childighp with the view to then make some
contribution toward meeting these needs in the fofiG@estalt guidelines which would address
such matters. In order for this to have been aehigthe above-mentioned phases were
followed. This section introduces each of these finases of the research process by outlining

the steps applicable to each.

1.5.1. Phase 1: Problem analysis and project planning

An imperative starting point for the research pssces to identify clients, and then
collaboratively identify their needs such that themals for the intervention may be focused
appropriately. Fawcett al (1994:27) echo this viewpoint, confirming thatagpand targets
should be identified together with the project'djsgts such that an environment of support
will be created among the target population, pitesal community, and general public.
Critical to this first phase, “problem analysis apubjection planning”, therefore includes
consideration of: identifying and involving clientgaining entry and co-operation from
settings; identifying concerns of the populatiomalgsing these concerns or problems
identified; and setting goals and objectives thiditguide the research process (Fawettal .,
1994:27).

1.5.1.1. Identifying and involving clients
Strydom (2005a:192) argues the concept of sampln@pe of the most important in the
research process. The sample group must be coegiderbe representative of the greater
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population or universe from which it is selectedoider for the information gleaned to be
generalisable. Gravetter and Forzan (in Strydon@5a(93) confer that the “simultaneous
existence” of a population and universe must beexpgted in order for the sampling process
to take place fittingly. With respect to terminojodirkava and Lane (in Strydom, 2005a:193)
define the “universe” as the group of people whesgss qualities of interest to the research,

and the “population”, as a smaller portion of thisverse, with specific constraints.

In this study, the universe consisted of parenttheanWestern Cape with children in middle
childhood. The population included the constrdait these were parents of children in middle
childhood at a specific school in the Western Capw sample then included those parents

who agreed to participate in the study.

The researcher made use of a non-probability samplechnique, namely: “purposive
sampling”. This is described by Singleton (in Soyd 2005a:203) as a sampling method “...
based entirely on the judgement of the researchdhat a sample is composed of elements
that contain the most characteristic, represemaiivtypical attributes of the population.” The
requirements of participants in the sample wer¢ plaaents are willing, had submitted their
informed consent in writing, and were available &or interview. The criteria were such that
parents who could not attend the interview as gleowere not excluded. Also, there were no
criteria relating to language spoken. It is noteat timitations would naturally accompany this
seemingly narrow selection of participants sinceytlwere only sampled from one school,

however, the researcher interpreted the resultsmihis context.

The sample size was to be determined by data atfjlonce patterns of information started to
repeat themselves, this would indicate the clos¢hefsampling process. This is known as
“sampling to redundancy” and involves not definone’s sample size at the outset, but rather
interviewing more and more participants until nevnaformation is found, and increasing the
sample size no longer serves a purpose (Kelly, &389). At the outset of the study it could
therefore not be determined how big the samplewidd be. However, at the T interview,

no new information was gathered and the samplinggss was brought to a close.
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Durrheim (1999:41) explains how sampling is infloed by the type of research perspective
adopted, that is, applied research in this caseer#/basic research would require a highly
generalisable population group to make the conmhssigleaned meet the requirements of
being transferable to a wider population and herebwtribute to the knowledge base,
“[a]pplied research aims only to generalise thélifigs of a study to the specific context under
study in order to assist decision-makers in drawdogclusions about the particular problems
with which they are dealing” (Durheim, 1999:41).

1.5.1.2. Gaining entry and cooperation from settings
Through assignment as an intern Play Therapist Brimary School in Cape Town, the
researcher was known to staff and parents, aidicgss to participants. The principal of the
school was supportive of the work and became aabéducontributor in the research process
through her ability to play a “gatekeeping” role imvolving parents in the study. De Vos
(2005:396) places value on this collaborative gobtyi by stating that it gives informants a
sense of ownership in the project and its poterdigcomes, incentivising them to make

worthwhile contributions.

This collaborative relationship that ensures pgudicts are seen as co-researchers brings with
it an egalitarian spirit which also offers advamsgn terms of ethical considerations. Strydom
(2005h:57) cautions against relating to participaftom a position of superior expertise,
disregarding participants’ need to be fully infodnabout the research goals, process or
outcomes. Holding participants in high regard isoand basis for ethical decision making.
This attitude is supported by literature which eagpbes the importance of ethical principles
being internalised in the personality of the reslear such that all ethically guided decision

making is an integral part of the researcher’'stifie (Strydom, 2005b:57).

This broad ethical attitude is translated into anbar of ethical principles which Strydom
(2005b:58) identifies. It is emphasised that comsition is given to issues pertaining to:
avoidance of harm; informed consent; deceptionuiifexts and/or participants; violation of
privacy/ anonymity/ confidentiality; actions andngpetence of researcher; cooperation with

contributors; release of publications of the figin and the debriefing of subjects or
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participants. The researcher considers each otth#dscal principles as they apply to this

project:

» Avoidance of harm and informed consent

Strydom (2005b:58) warns the researcher againssigddyand emotional discomfort
that he/ she might cause the participant in thestigative process. This is linked to
informed consent in that participants who are imied and prepared for the content of
interviews would be less vulnerable to discomftiris suggested that participants be
thoroughly informed beforehand about the potemtrgdact of the investigation. In this
study, participants were fully informed of the rasd# process, goals, and outcomes.
This information was provided at the outset of thsearch in the form of a written
letter (see Addendum 1.1) as well as via telephooversation. Participants then
signed this letter voluntarily indicating their anfned consent.

That participants be fully informed about the psxes also in line with the
recommended collaborative relationship based opers (Cf. Strydom, 2005b:57.)
Not only does this serve to meet an ethical regpoity, it also “... resolves, or at least
relieves any possible tensions, aggression, resstaor insecurity of the subjects”
(Strydom, 2005b:60). Indirectly, this would ensuimecreased participation and
potentially richer data. The Health Professions m@duof South Africa (2007:10)

specify in their code of ethics that information aifiorm is not sufficient and that facts
need to be verbally communicated as well to enspmeticipants have a full

understanding of the research process and what theblvement will be. The

researcher confirms that this ethical code is athdp; the informative letter is

supplemented by telephone and face-to-face conmiangareceding the interview.

« Deception of subjects and/ or participants

Deception “... involves withholding information orfefing incorrect information in
order to ensure participation of subjects when theyld otherwise possibly have
refused it” (Coreyet al in Strydom, 2005b:60). There was no need for pigae in the
case of this study. On the contrary, the more dréigipants appreciated of the goal of
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the study, the more valuable their contributionl iAformation about the study was

provided upfront and there was thus no deceptighigstudy.

* Violation of privacy/ anonymity/ confidentiality

Terms applying to each of confidentiality, priveenyd anonymity are introduced in the
afore-mentioned letter to potential participantsartiéipants will know that all
identifying factors (for example, names, ages) witt be made public in order to
ensure anonymity. Publication of data will be innte of a letter only, that is,
“participant A”. The information is stored on a pa®rd-protected computer which
only the researcher uses in order to maintain dentiality. Interviews will be held in a

private room at the school which would further geghe privacy of participants.

Information given anonymously ensures the privatysubjects. Also, the right to
privacy may be protected by means of confidengialh these ways, the interrelated
concepts of privacy, anonymity and confidentialiye respected in this study
(Strydom, 2005b:61).

* Actions and competence of researchers

Strydom (2005b:64) emphasises that part of thea&tlbligation researchers hold is to
ensure their competence in the research carriedseusitive aspects of the research are
especially important in this context. The researclieels self-assured in her
approachable, non-judgemental way of reaching geapld is certain that this, in
combination with her background qualifications axgerience, and the supervision of

a study leader ensured the success of the reseafchwhich constituted the process.

* Release or publication of the findings

Strydom (2005b:65) urges researchers to repregatinds in the report as accurately
and objectively as possible. The researcher is dtteumnto this objective. Babbie (in

Strydom, 2005b:66) suggests that even where rdsdas had unexpected results,
these too should be included. The reason for thggestion is that after all, the

utilisation of information gained is the very esserof research. The researcher is

15



committed to honouring this; every effort will beade to capture data as richly as
possible. The objectivity of the researcher’s stlehder will further ensure the data is

interpreted in a way that is unbiased.

* Debriefing

Dane (in Strydom, 2005b:67) sees “... debriefingis@ssas the ideal time to complete
the learning experience that began with agreeingpaoticipate”. Furthermore,
debriefing sessions offer the opportunity to clearany misconceptions, and minimise
any harm experienced in the study. This study hadi@lifting nature to it in that
emotional intelligence focuses on the enhancemétheochild and so the researcher
anticipated the interviews would echo this posist@ndpoint. However, the researcher
included extra time after every interview, allowingportunity for debriefing should
the need for this arise. Furthermore, if the pgrdiot is in need of more guidance and
containment the researcher will offer them thressiems and then refer as applicable, if

necessary.

In the above ways, the researcher feels confidethat all ethical considerations have been
sufficiently taken into account.

1.5.1.3. Identifying concerns of the population
In the pursuit of identifying the concerns of thepplation, researchers are warned against
bringing their own ideas pertaining to the problemd its associated needs (De Vos,
2003:397). Bracketing a person’s own perceptiongchvimight be based on literature and
previous experience in exchange for observing gecbbely as possible the problems as
defined by participants themselves is acknowledzgedn important factor to be mindful of in
this part of the research process.

The ways in which this study is suited to a quaitarather than quantitative approach have
been outlined (refer to 1.4). The implication faata collection prescribed by a qualitative
paradigm is the existence of a rich environmentimich concerns may be identified. Greeff

(2005:292) outlines the various interviews employey qualitative research. One such
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interviewing strategy which was most applicablehis study is thesemi-structurednterview
since it is typically “... organised around areaspaitticular interest, while still allowing
considerable flexibility in scope and depth” (MayGreeff, 2005:292). An interview schedule
is prepared with the idea that questions providection for the interview as opposed to an
agenda. Creswell (1998:124) calls this the “intamwiprotocol” and suggests it consist of five
open-ended questions. In this way, data will béectéd in a focused way, but also within an
environment in which information not apparently kgable to the topic will also have the
opportunity to emerge. Greeff (2005:296) statest téthin this relationship between
interviewer and participant where the participangiven such scope to direct the process, the
researcher is encouraged to view the participanh(s case the different parents) as the expert

of their experience and thus allow them maximumoofymity to tell their story.

Coertze (in Strydom, 2005c:281) emphasises theevaflin-depth interviewing. Interviews are
recorded by means of a dictaphone to ensure da&piesented accurately. Furthermore, the
researcher makes use of observation and field rstesmeans of collecting data to ensure the
interviewing is in fact thorough. Judet al (in Strydom 2005c:281) argue that field notes
should consist of “... everything the researcher sm®$ hears”. Once the data collection
process comes to an end, the researcher may threrahaery rich compilation of information

from which to draw.

1.5.1.4 Analysing concerns or problems identified
Once the data is collected and the needs and amnoéthe population have been established
it will be necessary to analyse this material inhsa way that information can be transformed
into concrete suggestions that may guide the istdron process. Fawcedt al. (1994:30-31)
propose a list of questions that are useful iniggithe analysis of problems. These are:

* What is the nature of the discrepancy between [idead “actual” conditions that

defines the problem?

* For whom is the situation a problem?

* What are the negative consequences of the proldeaffected individuals?

* Who (if anyone) benefits from conditions as they @ow?

* How do they benefit?
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* Who should share the responsibility of solving pheblem?

 What behaviours and of whom, need to change fentdito consider the problem
solved?

« What conditions need to change to establish or@ipipe necessary change?

* At what level should the problem be addressed?

It was anticipated that problems and concerns ifiethtwithin the interviews were to be
analysed in terms of these questions so that iatgion would be guided. Furthermore, it was
planned that the transcribed interviews were texygored by means of Creswell’s (1998:142)
data analysis spiral. This method encourages theareher to engage in “... the process of
moving in analytic circles rather than using a dixmear approach” (Creswell, 1998:142). The
researcher started with the data from the intena@d through systematic revisiting of this
information emerged with an account of the datssgmeed. This method ensures rich data
analysis, echoing Kelly’'s (1999a:47) recommendatibat data analysis should match the
research paradigm. Figure 1.1 below illustrates dbecept of Creswell's (1998:142) data
analysis spiral. Once the collection of data haknaplace (Refer to Figure 1.1), it was
organised into various themes and units. Data &s thanaged according to these themes and
provided foundation for reflection, note writingcaaross questioning. Literature was consulted
in order to place reported experiences of the @pénts as well as reflections of the researcher
in the context of other responses as well as tloadar field of emotional intelligence,
facilitating comparisons and the refinement of gatees. This process of further classification
and interpretation facilitated a structured underding of data collected and allowed the
representation of parental needs relating to EQ art account here presented (Creswell,
1998:142).

18



Examples

Procedures
Account
Representing, /‘ Matrix, trees,
Visualizing propositions

Describing, Context,
Classifying, Categories,
Interpreting Comparisons

Reading,

Reflecting,
Memoing o - Writing notes

Data across questions

Managing Files,

Units,

Data }/ . Organize

Collection (text, images)

Figure 1.1 Data Analysis Spiral (Creswell, 1998143

1.5.1.5 Setting goals and objectives

De Vos (2005:398) advises that “[s]tating broad lgiand specific objectives clarifies the

proposed ends and means of the intervention rdseaogect.” To this end, the goal for this

study is to develop a set of parental guidelineglwbffer a Gestalt perspective in enhancing

the emotional intelligence of children in middleildhood. The objectives that need to be

achieved in order to reach such a goal are listéaldo The researcher is required to:

Identify and involve participants.

Identify and analyse the concerns of the identifjiegulation.

Conduct a literature review which forms part of ghatwo of the Design and
Development model and which explores the concepdspainciples surrounding EQ,
child development theories in middle childhood,gpding and Gestalt theory and how
these all relate to EQ. Existing sources, natusahes, and functional elements of
existing programmes are to be drawn on for thippse.

Design an observational system and specify proe¢@lements of the intervention as
phase 3 of the research.

Develop a prototype.

Draw conclusions and recommendations for parerdda@arfurther research.

19



1.5.2 Phase 2: Information gathering and synthesis

This phase of Intervention Design and Developmesuees that research does not “reinvent
the wheel” (Fawcetet al, 1994:31-32). To this end, the phase addresserdbd to consult:

existing information sources, natural examples,fandtional elements of successful models.

1.5.2.1Using existing information sources
De Vos (2005:399) emphasises the importance ofesature review that considers related
empirical research, reported practice, and idedtifinnovations relevant to the particular
concern being studied. Existing information sourtkat address EQ, middle childhood
development, and specific Gestalt concepts whialnomihe main aspects of EQ were studied.
Fawcettet al (1994:32) further encourage intervention reseasciio adopt a broad point of

reference whereby their topic is considered acaassge of fields.

Literature by key players in the field of Gestdleory has been consulted for the purposes of
this research project. Works by Yontef (1992, 19%3aklander (1988), Latner (1992), and
Schoeman (1996) are considered here to be souneeswtll form an integral part of the
literature review as these are considered to lssiclal work. Influential authors in the field of
emotional intelligence are Salovey, Mayer, Golem#&rmeulen, De Klerk and Le Roux, Bar-
On. The researcher has noted the difference betp@@umarised versus academic perspectives
on the topic of emotional intelligence and is mirdif this in the literature enquiry. The child
development aspect of emotional intelligence hae Been represented by acknowledgement
of Erikson’s contribution. Also, the subject of em¢ention, with a particular focus on
guidelines compilation will be consulted so thaftais in this type of work may be avoided.
Engaging this topic from these broad angles holdsnse for valuable research and will in
this way follow the recommendations hereby outlingf. De Vos, 2005:399; Fawcaedt al,
1994:32))

1.5.2.2Studying natural examples
De Vos (2005:399) states that a “... particularlyfuksource of information is observing how
community members are faced with the problem beinglied, or a similar problem, have

attempted to address it.” Derek Wood for one, arcational psychologist with many years of
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experience with young people and an appreciatiorthfie broader view of intelligence, was
consulted for this reason. This promises to gulideresearch process in identifying what has
been successful in previous management of thissmdathe researcher confirms these sources

will serve to supplement the literature study, eattman form part of a sample group.

1.5.2.3ldentifying functional elements of successful neodel
De Vos (2005:400) discusses how, by studying ssfgkesind unsuccessful models or
programmes that have attempted to deal with tlgeetad issue, researchers are able to identify
useful elements of an intervention. Building upbe work of others in this way is argued to be

constructive in guiding activities of the desigrdatevelopment process.

Fawcettet al (1994:33) suggest a number of aspects to be aemesl during this process.
Researchers are urged to look at successful antcegssful models and assess what it was
that made a particular program effective or causdd fail. The importance of looking at
events and conditions (for example, organisatiéeaiures or client characteristics) that were
critical to this success or failure is noted. Italso suggested that the researcher determines
what information users of these programmes wereiged with. Fawcetet al (1994:33) also
suggest looking at whether training procedures wesed (for example, modelling and role
playing, practice, or feedback) and to ascertaamif positive or negative consequences helped
establish and maintain desired changes. Also, wiemgers, policies, or regulations have been
removed to make it easier for the changes to otlease factors need to be assessed as well. It
is argued that consideration of these importanttions of both successful and failed programs
will certainly guide this vital activity in the iatvention process. To this end, the researcher
considers: De Klerk and Le Roux’s (20@notional Intelligence for TeenBlias, Tobias and
Friedlander’s (1999Emotionally Intelligent ParentingPhelan’s (2003)1-2-3 Magic, and
Gurney and Gurney’s (19608jlial Therapy.

1.5.3 Phase 4: Design

The “design” and “early development” phases arealnigt interrelated (Fawcetéet al,

1994:33). This phase of research concerns the w®g important tasks of designing an

observational system, and specifying proceduraheitds of the intervention.
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1.5.3.1 Observational system design
De Vos (2005: 400) explains that “[o]nce the foalihange is identified, it is necessary to
define these behavioural events in ways that camblerved.” This feedback system is crucial
in the development process. Outcomes of the intdiv@ may be measured by means of direct
observation, independent observers, or self-mangofor events that may be difficult to
observe directly. In order for this to be an effextprocess, there are three working parts,
namely:
- Definitions of the behaviour or products associateth the problem are defined in
operational terms
- Examples and non-examples of the behaviours orugtedare provided to help discern
occurrences of the behaviour product
- Scoring instructions are prepared to guide the rodeg of desired behaviours or
products (De Vos, 2005:400).

Once the needs of the participants have been faghta literature study has been undertaken
and functional elements of other models have baeastigated, an observational system is
developed. Emotional intelligence will be brokenwdointo clearly defined, measurable

behaviours so that the guidelines may be evalu@®edents will then be able to use this
observational system as a tool to not only assésther enhancement of their child’s EQ have

been established, but also to become aware of Efp@their children as well as themselves.

1.5.3.2 Specifying procedural elements of the intervention
Procedural elements are those environmental aspétie intervention that allow change to
take place. These need to be noted so that fuhaege agents may be able to replicate this
change. Among some examples of these procedurakals are: the use of information, skills
and training for their acquisition; environmentahaoge strategies; policy change or
enforcement strategies; and reinforcement or pumesth procedures (De Vos, 2005:401).
Procedural elements anticipated to be applicablemplementing parental guidelines to
enhance the EQ of children were only specified ottee data had been collected and the
observational system developed. Examples includenpa compliance (for parents), and

competence in Gestalt therapy (for the facilitator)
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1.5.4 Phase 3: Early development

Thomas (in De Vos, 2005:401) explains developmentttee process whereby a new
intervention is put in place on a “trial basis”. gmmvements and recommendations observed

along the way then guide the refinement of thisrwgntion product.

1.5.4.1 Development of a prototype or preliminary intervent
This stage concerns the preliminary steps relaongiplementation of an intervention and the
proposal of a prototype. As outlined above, this tteen be improved upon as it is executed
(De Vos, 2005:402). Although recommendations ardertzefore concluding the study, this is
the final stage of the research process givenithiéed scope of this dissertation as explained

at the outset (refer to 1.5).

1.6Key concepts
The main concepts addressed in this research ar@tiamal intelligence, middle childhood,

and Gestalt theory. This section outlines eaclhedé.

1.6.1 Emotional intelligence
Salovey and Mayer (in Bar-On & Parker, 2000:45)rdethis term as “[t]he ability to monitor

one’s own and others’ feelings and emotions, t@rdignate among them and to use this
information to guide one’s thinking and actionsée® in this way, EQ is understood to be an
overall capacity to appreciate emotions and thea@ated ability to take control of them so that
interaction with the environment is mutually beoefi. Sparrow and Knight (2006:29) echo
this viewpoint in defining emotional intelligencs that which integrates feeling, thinking and
doing (refer to 1.1). This understanding is valeahlits suggestion of a sense of integration.

1.6.2 Enhance

“Enhance” is defined as that which intensifies mproves (that is, something already good)
(The Pocket Oxford Dictionary of Current English996, s.v. “enhance”). From this
perspective it can be understood that “enhance’it @ertains to this study, refers to the

improvement and expansion of emotional intelligendas implies that a level of emotional
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intelligence exists in the majority of children. &quidelines developed in this project set out

to work with these levels and “enhance” them.

1.6.3 Middle childhood
Berk (2006:6) defines middle childhood as the plasgevelopment applying to age groups 6

-11 years. In this definition it is highlighted thaocialisation, and advances in self

understanding are characteristic of growth in g@god of childhood development.

Cole and Cole (2001:465) describe middle childhcadder in terms of the life challenges that
characterise this stage of development. The satyabmic of increased responsibilities is
emphasised; as children spend more and more tirag frmam the home, they are increasingly
influenced by peers and social institutions sucls@sool. They are expected to take more
responsibility for their own tasks, and are ofta@pexted to start making a contribution around

the house during this age group.

In this study, “children in middle childhood” théoee refers to children between the ages of 6

and 12 years old, and may be male or female.

1.6.4 Gestalt theory
Gestalt theory is associated with the work of HA&zls (The Penguin of Psychology, 2001, s.v
“Gestalt therapy”). Based on the concepts of whedenand unity, the approach urges
therapists and clients to look at their experierinetheir entirety such that awareness may be
broadened. This is the most characteristic elerokttte approach. Clarkson (1999:1) echoes
this understanding and describes Gestalt as:
... the shape, pattern, the whole form, the configpma Gestalt connotes the structural
entity that is both different from and much morarththe sum of its parts. The aim of
the Gestalt approach is for a person to discovgripee and experience his or her own
shape, pattern and wholeness.

According to Oaklander (2006:46), this theory iefiges a therapy that is “process-orientated”

rather than “content-focused”, emphasising that dpgroach is not centred on changing
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behaviour, but rather allowing children to becomeua of their own processes that facilitate
certain types of behaviour and coming from thisl@ngllowing change to take place in a

paradoxical way.

The guidelines this study aims to develop will hawueh a focus, enabling parents to raise
awareness of their children’s behaviour rather thaecifying a set of attributes that they are

encouraged to adhere to.

1.7 Chapter outline

Delport and Fouché (2005:352) state that qualgatiesearch reports rarely follow a strict

format with standard sections. In this study, hogvethe research process is quite linear in its
proceedings and does provide opportunity for acttred approach. The research report will
present each aspect of the research process folltheing respective chapters:

Chapter 1 (entitled, Problem Analysis and Proje@niing) takes the form of an
introduction in which the research problem as vasllways in which the researcher
plans to address this problem will be outlined. 8drackground on El is presented, as
well as key concepts that relate to the researlhleiined.

Chapter 2 (entitled, Empirical Findings) presemtslihgs from the empirical part of the
research process. In other words, data gatheredghrinterviews is presented. Some
literature is included here, however, the main foofithe literature control will be in
the three chapters which follow.

Chapter 3 (entitled, Emotional Intelligence and eRéing) gives attention to what
literature says about EI and how this may be rdlavethe empirical findings which
raise issues pertaining to parenting in middledttabd.

Chapter 4 (entitled, Emotional Intelligence and t@k$hilosophy) addresses the topic of
emotional intelligence from a Gestalt perspectaed as such highlights appropriate
principles that are seen as holding relevance ® ghbject, and value in the
development of guidelines.

Chapter 5 (entitled, Functional Elements of ExggtProgrammes) explores the elements

of existing programmes that address the enhanceafelt. Particularly successful
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aspects of these programmes are looked at, andtoskcect the following stages of
design and early development in which an intereentill be proposed.

Chapter 6 (entitled, Design and Early Developméuifjls the final tasks of the research
as guidelines are proposed along with an appr@polservational system.

Lastly, Chapter 7 (entitled, Recommendations andcfizions) consists of a discussion
that evaluates the research process and propoggsssions for future work on this

topic.

An illustration of the chapter outline can be foussl Addendum 1.3 and be referred back to,
thus serving to orientate the reader. This tabdeiges a clear picture regarding ways in which
the phases of the Design and Development modet@fvention research have been integrated
into the chapters.

1.8 Summary

This chapter outlines the research topic by pragych context in whiclestalt Guidelines to
enhance Emotional Intelligence among Childoam be seen as relevant research. The research
problem is presented in a way that indicates sfienmerit. A discussion of research
methodology proposes a research process basedeowidely acknowledged Design and
Developmenmodel of “intervention research” outlined by Rothmeand Thomas (1994) which
signifies feasible implementation of the projecteyK concepts, including; emotional
intelligence, middle childhood development, and t@lésheory were also introduced and

explored.
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Chapter 2
Empirical Findings

2.1 Introduction

The information in this chapter is presented witthe context of the Design and Development
model of intervention research as outlined in 1sSte&ulfils stages 2, 3 and 4 of phase 1,
namely: identifying concerns of the population, Igsimg these concerns or problems
identified, and setting goals and objectives thiditguide the research process further (refer to
1.7). In highlighting concerns that relate to pap@nts’ experience of the emotional

development of their children, it is ensured thatdglines developed will be done so in a way
that meets these expressed needs.

The data has been classified according to varioosmon issues which arose in the interviews.
Themes that came up were both in direct respongedstions posed, as well as through more
general conversation accommodated by the semitgtadt nature of the interviews (Refer to

Addendum 2.1). These themes are used to facilitepresentation of data in this chapter.
Identified parental needs and concerns informedfdices of the literature chapters which

follow. Although some literature is used here toilftate the discussion of empirical data, the

literary emphasis is rather in the following chapiéRefer to chapters 3 and 4.)

Table 2.1 overleaf provides a summary of the mauh sub themes that were identified from
the empirical data. Theme 1, which is “KnowledgeE€} and appreciation of its importance”,
addresses participants’ existing “Understandingrabtional intelligence” and “Appreciation
of the importance of emotional intelligence”. Thediscussions provide a valuable starting
point where needs around basic education of théc tape determined, and levels of
appreciation surrounding the advantages offeredetmptional intelligence were gauged.
Theme 2, “Raising an emotionally intelligent chil@xplores the five domains of emotional
intelligence which have been established for thgpgses of this study. These are discussed
with respect to the ways in which participants nggnthese areas of emotional development,

hereby assessing their needs in the respectiveresph&@heme 3 acknowledges various
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identified challenges to this area of developme®thool system principles, insufficient
resources among teachers, external influences anmtcipants’ own level of emotional
intelligence were cited as key factors which pasedats to healthy development of EQ among

their children.

Theme 1: Knowledge of EQ and appreciation of its ifportance
Sub themes:
Understanding of emotional intelligence
Appreciation of the importance of emotional intgdihce
Theme 2: Raising an emotionally intelligent child
Sub themes:
2.1Knowing one’s emotions (self awareness)
2.2Managing one’s emotions (emotional control)
2.2.1 Ways in which participants encouraged emotional ranass
2.2.2 Awareness and field factors
2.3 Motivating oneself (emotional mobilisation)
2.3.1 Delayed gratification
2.3.2 Painful or uncomfortable emotions
2.3.3 Appropriate action (not acting out)
2.4Emotions in others (empathy), and
2.5Handling relationships (managing emotions in setf athers)
2.5.1 Conflict
2.5.2 Parent-child dynamic
Theme 3: Challenges to raising an emotionally integent child
Sub themes:
3.1Principles on which schooling system is based ohaiinthose of EQ
3.2Teachers lack resources to deal with emotionalldpugent
3.3External influences (peer pressure, drugs, alcohol)

3.4 Participants’ level of emotional intelligence

Table 2.1 Table presenting main- and subthemescategjoriesas identified by the empirical

data.
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2.2 Theme 1: Knowledge of EQ and appreciation ofstimportance

It was important for the researcher to get a sémsthe extent to which the concept of EQ is
both understood as well as appreciated by thecgaatits. It is argued that this information
would assist in building the case for how valuadteintervention in the area of emotional
development would in fact be. Furthermore, thiginfation would be helpful in establishing

the level at which guidelines be pitched.

2.2.1 Subtheme 1.1: Understanding of emotional intellggen

Participants varied in their knowledge of emotiométlligence from those who had not heard
of the term before receiving the letter for theemitew, to those who had done a fair amount of
reading up, or even attended a course on the thdpiwever, all participants had at least a basic
understanding of emotional intelligence as welsashe appreciation for the fact that it was a
necessary part of development. Also common to aftippants (regardless of their existing

knowledge) was a request for more information anttipic of emotional intelligence.

On the end of the spectrum where participants éediblimited understanding of EQ,
responses were a) vague, for example, “Not sure.ll ivds separate from academic
intelligence” and b) basic, for example, describihg concept as “...an ability to be in touch
with one’s emotions and in a position to commuradaiese feelings.” There were some other
rudimentary responses defining emotional intellggeas “the ability to cope” and describing
an emotionally intelligent child as “well roundedt the other end of the spectrum, certain
participants conveyed a more in depth understandinghe concept, defining it as *
intelligence which includes skills that influencevwhwe react to people, for example, listening
skills, self awareness, confidence and behaviatoaipetencies influencing how we react to

people.”

While none of these responses were incorrect ds $ue researcher felt they were incomplete
and on the whole quite limited. It is acknowledgleat the notion of emotional intelligence is a
broad concept and participants could have foundlifficult to define for this reason.

Nevertheless, the evidence is conclusive in supmgpthe argument that participants would

29



benefit from receiving more information regardimg tconstituents of the concept. A need for

more education around the topic is hereby estadalish

2.2.2 Subtheme 1.2: Appreciation of the importance of ttonal intelligence

Following knowledge of emotional intelligence waaricipants’ level of appreciation for its

importance. Every one of the participants acknoggéed that emotional intelligence was
important to the development of their children. Eypdes of statements which support this
notion are: “... emotional intelligends so important to me and my children” and “... things
are different to when we were growing up and wedniestrengthen our support systems to

compensate for these threats; emotional intelliges@art of this strengthening.”

One participant commented that once she had atlemdeurse on emotional intelligence, she
immediately became more aware of just how much @ligect of functioning influences a
person’s success. This participant describes hper@nce of increased awareness as “an
empowering revelation” and argues that “[b]Jecauseplace such a lot of emphasis on the
academic side you forget, not that you forget, ymut're not made aware that there is another
side to things.” This supports the view that a @eepnderstanding of EQ would serve to
increase a parent’s sense of its importance. Bywkigppmore about the intricacies of emotional
intelligence and just how important these are,sitargued that more parents could be
empowered similarly, and interactions with theilaten could be positively influenced.

The researcher, however, acknowledges that it éstbimg to appreciate the importance of a
topic such as emotional intelligence, but quitetaaoto build an understanding of it, to realise
that there are things parents can actively do tm@mage its development, and furthermore to
actually do these things. In other words, simplywihg@ knowledge on the topic and an
appreciation for its importance does not necessangan that parents will be empowered.
Nevertheless, building sufficient awareness of E®&till a significant first step in encouraging
parents to realise its importance so that they udtienately motivated to implement its

principles in their daily parenting interactions.
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It must be said however, that while this appearddoa crucial step in the process, the
researcher feels that perhaps even more impottantknowledge and intellectual appreciation
for the importance of EQ could be participants’ olemel of emotional intelligence. There
seemed to be a ceiling on how much could be comvéypen parent to child on a sustainable
level where participants themselves displayed gapiseir emotional intelligence. Vermeulen
(2000:1) concurs that while
. many parents express great interest in wishingleern more about raising
emotionally intelligent children, [and] there am@e helpful books on the subject, [it
is] only people with a healthy level of EQ [who]nchope to raise children with a high

degree of this vital intelligence.

Ultimately what is needed is an increase in lev#l€£Q among parents. Notwithstanding,
knowledge and appreciation are still, as arguedjngportant step in the process and are
included as important features in the guidelindgesE two aspects will, however, be motivated
in such a way that highlights the importance ofep&s being committed not only to

encouraging development of EQ skills among theildobn, but also amongst parents

themselves.

It is acknowledged, that investing time and enangy the emotional development of a child
(not least of all themselves as well) is not alwpgssible when parents are occupied with
fulfilling more basic needs such as food, sheltedt inancial security (Bar-On iEmotional
Intelligence, 2004). It is noted that the majority of participenwho volunteered for
interviewing were either unemployed out of choigejf they did work did so only part time,
implying that these most basic needs had been meha majority of the sample. One
participant actually commented on financial seguaitd the luxury of time as key aspects that
give her the opportunity to spend time on EQ dgwalent with her children. It is concluded
that the participants’ view on EQ development &t this featured high up on the hierarchy of
needs, and that those interviewed have the opptyrtingive EQ development attention, but

are in need of guidance and encouragement on hdw $o more effectively.
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Therefore, although in general participants hadasidounderstanding of emotional intelligence
as well as a fair appreciation for its importaribe, researcher felt all parents could benefit, in
varying degrees and on different levels, from gajnmore information regarding aspects of
emotional intelligence. Literature confirms thatamnal intelligence is indeed something that

can be learned at any stage of one’s life (SaloX@8).

2.3 Theme 2: Raising an emotionally intelligent child
When the concept of emotional intelligence wasomhticed in 1.1, it was mentioned that
Salovey (in Goleman, 1995:43) includes in his basfinition of emotional intelligence five
domains, each categorised by a set of abilitiesieha knowing one’s emotions (that is, self
awareness); managing one’s emotions (emotionalr@ynimotivating oneself (emotional
mobilisation), recognising emotions in others (ethpa and handling relationships (managing

emotions in self and others).

Although this definition has been developed over ybars and is now constituted rather by a
more refined four branch model outlined by Saloaay Mayer (1997:11), the researcher felt
the former five domain model conveys the “buildinigck” nature of the skills involved in
emotional intelligence. In the way that this mod®incerns firstly the perceiving and
understanding of emotions (self awareness), and the managing of emotions (managing
emotions and motivation) and finally extends tongsemotions to relate to others (empathy
and relationships), it aligns with the spirit ofvééopment particularly pertinent to this study. It
also echoes the updated four domain model, thateisseiving, understanding, managing and
using emotions. (Cf. Salovey, 2008.) For the puegas this study, the five domain model of
emotional intelligence offered the most valuablnfework for a systematic understanding of

the concept.

This model was used to guide the enquiry into pigdints’ experiences of the emotional
development of their child(ren) (refer to Addendini). The researcher feels this model
focused the interviews appropriately by lendingictre to the otherwise broad concept of
emotional intelligence. Participants’ experiences thus accounted here with respect to these

five domains. Salovey (2008) points out the limaas of self reporting when it comes to
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emotional intelligence, and the data yielded fréwis hature of interviewing is seen within the

restrictions of this context.

While the focus of the empirical data was to asgerowchildrenfared with respect to these
domains of emotional intelligence, it is noted ttieg parents were the subjects of enquiry as
well as the target for the guidelines. Therefowgtipipants’ management of these areas of EQ
among themselves is also incorporated into theudsgon. According to Vermeulen (2000:2),
modelling of these abilities is a large aspect datvchildren learn of EQ. The findings are

presented with respect to each domain:

2.3.1 Subtheme 2.1: Knowing one’s emotions (self awargnes

According to Goleman (1995:43), one of the wayw/imch self awareness can be described, is
as the ability to identify and monitor one’s feglinas they happen. Awareness is the domain
referred to as the “keystone” of emotional intadlige because of the fact that this ability holds
power in terms of its potential for self discoveand “psychological insight” (Goleman,
1995:43).

Responses regarding awareness suggested varyielg lefr competency in this domain of
emotional intelligence. For example, one participagported an undeveloped sense of
emotional awareness in her daughter by saying hdd doesn’t really understand her
emotions and will sometimes look at her and say yVdm | feeling like this?” Another
participant offered a response indicating medidexels of awareness commenting that she
and her child are “quite aware”. There were alspoases which indicated a very high level of
sensitivity and awareness where children werene twith physical sensations associated with
various feelings. For example, a participant sditiey child “She can identify emotions, and
it's not only her emotional side, she also ideasfiike in her body, like if she is worried she
may say her tummy is sore from worrying.” Even thlouhis child is reported to be highly
aware, the participant expressed a need for guedandow to contain this level of sensitivity.
In general, however, participants expressed a rieedvays in which this subtheme of

awareness could be fostered among their children.
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2.3.1.1Category 2.1.1: Ways in which participants enco@gmotional awareness
There seemed to be some effective practices amanigipants in terms of the ways in which
they attempted to develop emotional awareness ashtmgr children:

* Four patrticipants, for example, emphasised the rtapoe ofdiscussions regarding
positive and negative aspects of the dawgchool to be crucial in the development of
awareness regarding emotions in their children.

* One participant commented on the fact that herdchédd developed a good level of
awareness because of teruggleswith friends and also through her experience of
ADD. This participant said, “I think she is very ofuin tune with how she is feeling.
She has to be because... with the ADD and havinguggle at school a bit, having to
deal with ridicule from the other kids she’s leathé ability to label her feelings.”
Awareness in this child forms a crucial part of heping mechanism and this
awareness in other words developed out of necessity

* Another participant commented on how much can ambt from talking openly about
negative experiences. For example, her child casngehand said she had been laughed
at. This lead to a discussion on behaviour andesgoon of emotions, and how laughter
can come about from a number of things (for examghebarrassment or fear of the
unknown). This enabled the child to reframe heeriamttion and she no longer needed
to feel put down by the experience.

e Two participants commented on the importance of roamicating about their
experience of emotions in order to encourage ematiawareness in their children. For
example, the participant would say “I am raising wayce now because | am angry. |
have been cleaning all morning and now somebodyldfasheir things all over the
lounge.” In this way, not only is awareness of gorg being encouraged, but also the

behaviours that are sometimes used to expressdhnesdso being communicated.

From the above discussion, it appears that negatkaeriences that were contained in a
supportive environment were used as valuable oppibes for developing awareness. In
general, it also appeared that participants haerfed a certain basic level of awareness among

themselves and their children. Given its fundanientdure to emotional intelligence as a
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whole, the researcher is of the opinion that therenuch room for growth regarding this

complex ability of self awareness. (Cf. Salovey &yér, 1990:191.)

2.3.1.2Category 2.1.2: Awareness afield factors

Beyond the ability to identify feelings and emospnis a more sophisticated level of

awareness, which extends to the ability to integregrtain feelings once they have been
identified (Yontef & Fairman, 2005:3). In particuldhis relates to experiences of challenging
emotions which could include disappointment, fearanger (for example). In cases where
these emotions have not been integrated fully amebldy addressed, they may constitute
“unfinished business” and can interrupt the exmereof subsequent emotions which are
similar or related (Blom, 2006:145). This then ughces the experience of awareness and
affects people of all ages. The empirical data sstgythat this occurrence influences the

participants the most, so this will be the focushef category.

It was highlighted in the empirical data that issuegarding past experiences, situational
factors and belief systems strongly influenced ipigdnts in the parenting of emotional
development. For example, one participant who lmadesl a negative experience she had with
a man in a previous experience mentioned lateneniriterview, “I don’t have a problem with
boys at all but | have a feeling the boys of todag kind of different ... children, | don’t
believe they should be distracted like that. Thegdcto focus on the life ahead of them and get
as far as they can get.” This example suggeststhkeaparticipant has been influenced by her
past experience and her consequent belief systéfinat she might convey to her child about

intimate relationships include messages such ays‘are only a distraction”.

Experience of own childhood was also mentioned kanynparticipants. For example, one
participant who had an “easy” relationship with haother struggles to understand her
difficulty to appreciate her child’s invidualiat$she says, “I look back at my childhood, I'm
sure | wasn’'t an easy child ... but | admire everyghmy mom did, like the way she dressed
me, | liked it ... and think, why can’t you just dohat your mom did?” This participant’s
experience of childhood has influenced her behat & child should like and accept the things

her mother does and sometimes interferes withdlationship with her own child. In this way,
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the participant, although aware of her field whiekates to her parental relationship (with her
own mother), has perhaps not integrated this fullprder to allow for a different type of
parental relationship (between herself and hedghiThis dynamic then flows into what the
participant teaches her child about EQ. In paricubwareness of individual traits may be
interrupted due to this participant’s need for tleitd to be more like her, as she was more like

her mother.

Participants hereby portrayed the complexity andetya of “field factors” (relating to past
experiences, and belief systems) that influence Himlity to foster an enhanced level of EQ
among their children. Consequently, it appears ssxg to create a highly developed level of
awareness around these interactions and experiemogsler to minimise their potentially
negative effects.

Yontef and Fairman (2005:3) state that “... Gesth#rapy theorists rely on field theory
paradigm that understands phenomena as emergentciomplex webs of interrelated and
mutually influencing conditions,” and hereby expl#éihe importance of field factors as central
to Gestalt theory (refer to 4.2). These theoristgi@ that it is part of human nature to want to
organise and integrate all experience. Feelingssandations signal that these experiences are
having an effect on a person’s current reality anel thus calling for integration. This vital
process of integration, however, relies on awarenek these feelings and sensations.
Awareness is hereby linked to the ability to allemperiences to form part of who a person is
such that it is possible to operate as an integratigole (Yontef & Fairman, 2005:3). (This

viewpoint will be looked at in more detail in theelature chapter that follows.)

The argument, therefore, is that if participantsildoincrease levels of awareness around
unresolved or unintegrated past experiences, gihatfactors and beliefs, particularly with
respect to the ways in which they impact curremépiang practices, then this would positively
impact their interactions with their children. Nobly would their general level of EQ be
hereby raised, but the associated improved alidipyass this on to their children would also be

a valuable benefit.
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Furthermore, if children can learn the ability elffsawareness from middle childhood this is
surely one way in which they could be guarded ajagarrying emotional residue from
powerful experiences, but rather emerge as childveo have learned how to own these
experiences. In contrast, “... amability to notice our true feelings leaves us at theirayier
hereby implying that if awareness is not raisediadofeelings and sensations caused by these
experiences, they will continue to govern paremsehy limiting their interactions with their
children (Goleman, 1995:43).

2.3.2 Subtheme 2.2: Managing one’s emotions (emotionatrot)

Following the ability to identify emotions (that iself awareness) is the ability to handle these
emotions appropriately (Goleman, 1995:43.) Emoliaeatrol was therefore discussed with
the participants by exploring the various ways ihicki this aspect of EQ applies to, for

example; delayed gratification, painful emotionsj acceptable reaction to strong emotions.

2.3.2.1Category 2.2.1: Delayed gratification

In general, participants were aware that teachielgyeéd gratification was beneficial. Most
participants related the concept to the way in Wwidelayed gratification pertains to material
goods. For example, a participant reported he nsglytto his child, “If you improve your

handwriting you may get that pair of shoes.” Howeteaching delayed gratification was also
related to less defined rewards such as working lmaorder to do well in a test. Yet, even
though it appeared that the concept of delayedfigedion was being taught, it was not clear
that participants necessarily linked these lessoingliscipline to emotional control. One

participant said she “... wouldn't have placed dethygratification in the category of

emotional control, but it does make a lot of sénse.

The researcher is of the opinion that if parentdadt@appreciate the extent to which supporting
a child in the management of his/ her desires caeldthe stage for lessons of emotional
control in general, dealing with this aspect of @omal control could be even more
emphasised and therefore beneficial. Furthermbeefact that emotional control is a domain
of emotional intelligence which forms the basismbtivation means that mastery of this

domain would hold value for the development of doral mobilisation too.
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2.3.2.2Category 2.2.2: Painful or uncomfortable emotions
Painful or uncomfortable emotions are considerae he be those that are difficult to contain.
Anger and anxiety in particular were cited by paptnts as the most challenging painful or
uncomfortable emotions for them to help their dmidmanage. One participant commented, I
think that’s one thing | do find hard is to get isgn to control his temper, his anger.” Also to
this effect, it was said of managing emotional atyi*“l try my best to give him the coping
skills by talking about it but I'd like him to feéss anxious and | don’t know how to go about
it.” A lot of the participants commented on theantlency to “want to sort it out” for their
children in instances where strong emotions wergeeenced by the child. For example, a
participant commented, “If | see something is realbthering her, | don’t want it to bother, |

want to sort it out, it’s like your maternal instts.”

The tantrums which children experience in the eanears which are characteristic of their
first attempt at expressing of such emotions, iaigicthat these emotions can indeed be
overwhelming. Somewhere between toddlerhood andilmidhildhood, children are tasked
with learning to control these reactions (Charlesinowood & Viggiani, 2003:193). In this
regard the neurological circuitry that underlies tQ abilities which play a big part in such
skills of emotional control is explored in chap&r(Refer to 3.2.2.) This discussion provides
insight regarding the management of emotions. Timetiens of anger and anxiety were
focused on in particular since they have been iflettoy the participants as especially trying.

The fact that anger and anxiety should be the emstihat were set apart from all others is a
finding worth considering. The researcher notes plaaticipants who expressed concern about
these emotions (of anxiety and anger) in theirdcbit mentioned that they too had trouble with
these feelings. It may therefore be the case thatrniot anger and anxiety that are necessarily
particularly challenging emotions, but rather thatents may find it more difficult to manage
emotions in their children that they themselvesiggite with. This apparent pattern echoes
Vermeulen’s (2000) argument that parents can omlgehto raise emotionally intelligent
children if they are emotionally intelligent therhass. More specifically, parents can only
hope to positively facilitate feelings of anger timeir children if they have been able to

understand and manage their own experience of dhistion. Furthermore, this finding
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strengthens the argument for an emphasis on sedfem@ss which advocates a healthier
contribution of previous experiences. It was ndteat where participants were able to master
their own management of these intense emotiony, Wexe better placed in guiding their

children similarly.

This point which highlights awareness in the prece$ managing emotions is further
supported by Goleman (1995:238). Goleman (1995:@B£5ents a case study which advocates
awareness as the focus of an intervention desigmée@lp children manage their anger. The
children in the study for instance had to learn hHowattune to their bodily sensations (for

example, tightening of fists) and then learn howetgpond to these cues.

One of the participants in this study who convegre@reness of her own experience in dealing
with anger demonstrated a developed way of dealitg this emotion in her child. Her
experience is that after having an angry stepfaabewxell as an angry husband she now has an
angry son. She reports, “As far as anger is comecgrh am very aware of controlling my
emotions because | grew up with a stepfather arftdeno control over his anger and | know
the fear it creates.” This participant thereforeeslonot display anger outbursts herself.
However, the pattern evident in her life makes idgalith her son’s anger “a real challenge”
for her. Nevertheless her increased awarenessusulirgy this emotion as it has played out in
various capacities in her life has placed her betder position to deal with it when it arises in
her son. She spoke of a conversation she had withwhere they “... were talking one
morning and my son said to me, he knows he’s dgetrgoer, but he also knows that his anger
is his power — he knows what he can do with it."céing to this participant she is now
helping her child to see this intense emotion a®wce of energy and work on alternative
ways to use it productively. This example illustsatthe freeing nature of pursuing raised

awareness of intense emotions.

Relevant also to managing uncomfortable emotions participants’ preparedness to share
with their children regarding their negative expades (that is, those involving sadness, anger,
anxiety). Even though participants mostly expressegish to include their children in their

painful or uncomfortable emotions, an element délimg a strong front was also evident. One
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participant commented that she particularly findslreess difficult to express because she
doesn’t want her children to be concerned. Althoiigk argued that parents do have some
responsibility to fulfil regarding their childreniseed for strength and security, it can also be
seen how this dynamic can sometimes hinder theesgmn of painful emotions perhaps

unnecessarily, and potentially inhibit childrenigparedness to share these feelings with their

parents in turn (Mayer & Salovey, 1997:19).

The researcher is of the opinion that parents mhigiat guidelines useful which encouraged
sharing of such emotions within appropriate bouiedaf~urthermore, parents may need to be
encouraged to address their own challenges thaileréd emotional control in order to relay
skills relevant to this domain of emotional intgnce onto their children. To this end, Mayer
and Salovey (1997:19) place much importance onirdgalith uncomfortable emotions
effectively. They argue that where parents areaidé¢ to work with their children through
painful feelings (such as anger) and these areedaliogether, the child may receive incorrect
messages about emotions and disorders may devélepewhildren are distanced from any
emotion at all. For example, one participant saigdhess is a touchy one ... because | tend to
often not want to express it — | don’'t want the ski be concerned.” In this way it is
paradoxical that participants’ tendency to avoigsth emotions is for children’s own
“protection” when in fact this could have a negatimnpact. This is a perspective that needs to
be made clear to parents. According to one of #raggpants, this skill of emotional control is
difficult to learn in the adult years, strengtheniinrther the motivation to address such skills
in middle childhood. (Cf. Erikson, in Weiten 2004&4)

2.3.2.3 Category 2.2.3: Appropriate action (not acting put
The majority of participants encouraged quiet tiage an appropriate action to emotional
outbursts. According to the participants their dteh were encouraged to think about their
outbursts in this quiet time which promotes awassnaround these experiences of being
overcome by powerful emotions. One participant rsakepoint of being clear about the
unacceptable nature of the behaviour without alhgythe child to feel unacceptable as a whole
by saying to her child, “I love you, but | don’ké that behaviour.” Another parent cited this as

having been very helpful advice she was given ates@oint. The quiet time is seen by
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participants as a debriefing process which offersopportunity for conflict to be resolved.
Through this discussion the child may be shown himey could handle a similar situation in
the future. In this way participants demonstratempetency in encouraging awareness and
highlighting responsibility in instances where emoél control was not achieved.

In the case that participants themselves had haanaxional outburst, each one commented on
how important it is to them to apologise to théildren afterward. This was also an example
of communicating the need for taking responsibiitystrong emotions (Beland, 2007:72). The
reality that emotional outbursts affect the whadenily unit is something that some of the
participants appreciated. It seems as if parenifldzenefit from explaining the importance of

taking responsibility of emotions to their childrenlight of this “ripple effect” dynamic.

With regards to the above discussion it is cleat tharticipants on the whole indicated
constructive ways of dealing with emotional outlisir3 he researcher does, however, feel that
developing preliminary skills of EQ such as selfaa@ness and managing emotions is perhaps
a more empowering way to encourage children in simgoappropriate action and not to act
out. Emotional outbursts can still be used as lagropportunities when they do happen,
however, discussions after they occur may be seeupplementary to the more preventative
approach of focusing on awareness. If emphasidaise@ on skills of self awareness and
managing emotions, perhaps instances of emotianblosts would be less.

Instances in which emotional control was difficidtmanage were also discussed. Participants
mentioned fatigue as one of the biggest factorsithpacted their ability to manage impulses
appropriately. One participant said it very muclpeteds on how tired she is that affects the
way in which she handles an emotional outbursteOplarticipants echoed this experience and
communicated a need for guidance on ways in whiely tould deal with the exhaustion that
accompanies the relentless commitment of parentmghis way, the more “preventative”
approach of empowering children with the necesskilis rather than a “pick up the pieces”

approach could relieve participants in such cases.

41



2.3.3 Subtheme 2.3: Motivating oneself (emotional mohtiizn)

From the perspective of emotional intelligence, iwadion is explained as the ability to “...
marshal emotions in the service of a goal.” Thigitghhas its roots firmly in the mastery of the
previous domain of EQ, namely emotional controtsif... emotional self control — delaying
gratification and stifling impulsiveness — undesliaccomplishment of every sort” (Goleman,
1995:43.) Salovey and Mayer (1990:200) further pout that emotions and moods can be
channelled in the direction of goals. For examplexiety before an exam can be directed
towards preparing more thoroughly, and good mo@uas e used for facilitating confidence
which would encourage persistence in the face déni@al obstacles (Salovey & Mayer,
1990:200).

Participants had varying takes on motivation ad agldiverse methods of encouraging this
ability. Two participants linked this concept stghn with discipline, suggesting that
motivation comes from knowing what a perduwas to do, for example, go to school. These
participants further mentioned that the reward esystwas effective in motivating their
children. Three other participants commented on @emempowering understanding of
motivation by talking about the importance of enemging their children to connect with that
which energises them when pulling themselves owt sfump. Cited examples of what this
might be, include: the role of faith or religiorctiaities such as exercise, talking to friends, and
engaging in mental stimulation. Only one participeonveyed a message of encouraging her
children to connect with their inner desires andlg@nd use these in motivating themselves.
This participant encouraged her children to “... gside themselves and trust in that which

they see there.”

Another participant emphasised the need to teackHikelren to take responsibility in times of
emotional downs and engage in behaviour that widam progressing through it. One
participant however mentioned that she experieriogable in connecting with her child’s
negative emotions and as a result feels a gaprimabty to help her child motivate herself.
This participant said, “Every now and again shigll me if she is not feeling very happy. I try
and explain to her that no-one can make you fegbyano-one can make you feel good about

yourself, only you. I've never been like that. Astald I've never been sad.” This participant
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comments that when she was growing up, she haddoge the activities she did, and said, “I
don’t get it when | say to her, can you not joie tetball team? It's like | have to go to the
teacher for her.” The researcher notes that perhlapsexperiences of these participants
highlight the parent-child relationship as centoatonveying lessons of motivation.

The neurological circuitry that underpins emotiom@klligence has particular relevance for
motivation (Goleman, 2007.) As such this offers iateresting perspective which may be
helpful for parents who struggle with encouragihgs tability in their children. A discussion

regarding this aspect follows in 3.3.3 in the nehdpter.

2.3.4 Subtheme 2.4: Emotions in others (empathy)

Salovey and Mayer (1990:194) highlight empathy &s.aentral characteristic of emotionally
intelligent behaviour”. Empathy is the basis of fgeiable to relate to others, and is a
prerequisite for understanding others as well §sitge each other to grow. Salovey and Mayer
(1990:194) further state that greater life satisfec and lower stress have been cited as
positive outcomes of being able to develop thidl.sKihis makes sense when a person
considers the rich social support network thatlmaformed out of empathy, confirming this to

be a valuable EQ ability.

Many participants talked about teaching their aleitdabout empathy through stories of other
people. One participant particularly teaches hédidn about caring for others by example.
Having come from an underprivileged background éléshe finds herself giving to charity a
lot and offers this opportunity to her childrenveall (without obliging them). She experiences
this way of going about teaching empathy positivélgart from being an example of acts of
empathy, this participant furthermore talks to tieitdren about the differences among people
and challenges the tendency to focus on theseratiifes. She teaches her children to ask
themselves, “How would | like to feel?” when thini about others’ situations and what they

might be feeling. She explains they will alwaysifimeir answer from this question.

Further to teaching children verbally about empatiurturing behaviour is highlighted. In the

way that nurturing (both of the self and of othessan expression of empathy, it can be seen as
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playing a big part in this aspect of EQ accordind-agerstréom (2008). The researcher notes
that nurturing reflects the ability to not only bevare of emotions in the self and others but
also to respond to these adaptively. If the levelvwareness can attune and respond effectively
to a person’s own emotional needs, this is a crpeig of the integration between the thinking

and feeling. In this way, empathy builds upon th#ity of awareness.

Most participants mentioned that they do engageome form of self nurturing and cited
examples of having a bath, reading a book, orrggtiside quiet time. However, a significant
number of these participants stated that this happery rarely as there is not very much time
for it. As far as their children are concerned,yonohe of the participants actively encouraged
this with her children. Other participants notedtttheir children displayed the ability to self
nurture and would, for example, take themselvethé&ir room for quiet time if this is what

they needed.

In light of the above mentioned, the researchef the opinion that the benefits of focusing on
self nurturing as an important part of EQ can belenelearer to parents. Lagerstrom (2008)
advocates that nurturing one another facilitateslteof empathy and fosters relationships and
self esteem because the way in which families neirtone another can be viewed as
expressions of love. Communicating messages of bw nurturance in these ways and
encouraging children to do the same for themsetiiesefore has promise of fostering a
healthy self esteem as well as warm relationshipsng family members. Vermeulen (2000:2)
concurs by emphasising in particular the knowleithge: a person is deeply loved as crucial to a

child’s emotional development.

With regards to self esteem, this was an aspedontern identified by almost all of the

participants, and is therefore seen as especralpitant. In particular, participants expressed
worry that a low self esteem would inhibit theirildren’s ability to resist negative peer

influences. As outlined in 1.2, self esteem is aftipular relevance to middle childhood,

further confirming that this aspect should be adsked in the guidelines. (Cf. Erikson in

Weiten, 2001:446.)
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2.3.5 Subtheme 2.5: Handling relationships (managing emstin self and others)

Handling of relationships can be viewed as the cudtion of all other aspects of emotional
intelligence. It therefore makes sense that ittishes level that participants experience the
greatest challenge regarding the emotional devetdoprof their children. For example, more
participants than not commented on difficulties ahdllenges their children experienced in the
realm of developing friendships at school. Factiva seem to play a role in this regard

involve aspects such as conflict, and the pareid-dynamic.

2.3.5.1Category 2.5.1: Conflict
In terms of managing conflict with their childres,number of participants mentioned giving
concerned parties (that is, those involved in tbeflct) space before coming back to sort
things out in a less emotionally charged atmosplierenuch the same way as participants

managed emotional outbursts).

It was the perception of some participants thatlodmn learn these types of coping mechanisms
and then can take this on board for themselvethitnregard, one participant mentioned her
child asking her “Mommy, can we go out for a bit®iich demonstrated a need for space from
the situation as well as an ability to self regellatcording to how she had been shown to deal

with similar situations previously.

As far as conflict within friendships is concernemhe participant mentioned that she will
discuss the situation with her child and offer ralggives of how to deal with this. Once this
discussion is over she leaves things up to hed ¢bikort out. This participant is of the opinion
that the fact that she knows her child really wgticluding her faults), gives her the
opportunity to offer perspectives on the part hefdcmay have played in the conflict. She

feels this is usually very valuable.

However, although participants seemed to have smmnstructive tools in place to deal with
relationship challenges, they also identified ttuisbe an area in which they felt constantly
challenged and limited. Participants thus requeatbdce on managing conflict, commenting

that this to be “one of the most difficult aspeat®motional intelligence.”
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2.3.5.2Category 2.5.2: Parent-child dynamic

The empirical data provides evidence indicating tha relationship between parent and child
Is central to the emotional development of childfarticipants mentioned traps such as being
quite controlling or overprotective towards theinildren. Both of these can be seen as
examples of a compromised boundary between thenparel child (Robertson, 2006.1t is
argued that in order to re-establish the boundamgspect for the individuality of children is
encouraged. Also, communication over how this bamp@dan be explored is also considered.
These aspects andividuality and communicationwere highlighted by participants as being

two fundamental factors to the parent-child dynamic

In terms of respecting the individuality of the Idhiit is the experience of participants that
crucial to the parent-child relationship is, fiestd foremost an appreciation for the fact that all
children are different. The importance of puttinffoe into getting to know each child is
certainly emphasised. One participant commented hiea ability to respect each of her
children’s individuality is the best thing she gsvier children. She says that, apart from “...
being a hundred percent there for them, | just ktleewn really well.” This same participant
further commented that her children differed so Imut the challenges they experience at
various stages of development. She has learntacdgagainst any expectations she may have

and has found this valuable in assisting her toegpate each child in their individuality.

Two participants further commented on having diffig in accepting the fact that their
children were so different from themselves, andyssted a need for guidance in this aspect of
their relationship with their child. Ironically, enparticipant who experienced this difficulty
also mentioned that she is concerned for the teegagrs which lie ahead; that her child is
going to emerge this “whole new person”. She atsvdd that the child will be a pleaser and
therefore be susceptible to external influences saag peer pressure. It is the researcher’s
opinion that if this participant could be guidedaocepting the individuality of her child then
teenage turmoil may not be inevitable as feared.

Many of the participants reported the importancepEn and honest communication with their

children. Participants argued that this enabledllalzorative approach in sorting out problems
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in their homes, and fostered positive dynamichegarent-child relationship, hereby offering
a constructive base for the development of emotiorelligence. For example, a participant
commented, “We are compassionate as a team, asdmeone is not happy, like if my

husband is stressed at work, then | do tell thédm that daddy is irritable because he’s

having a tough time at work.”

While communication and respect for individualitens the most important areas of need,
participants also cited some other aspects that tek were crucial to their parent-child
relationship, such as time, boundaries, and dis@pIThe issue aime came up for a number
of participants. Those participants who had a fdiroe with their children all commented on
how precious this was in allowing them to connectam emotional level. One participant
commented in this regard that “[ijn the morning wh&s quiet and at night just before
bedtime when everything is done, | lie togethehwity children and it is very relaxing and a

brilliant time for discussion.”

The boundarybetween parent and child is continuously evolvamgl participants mentioned
that children would push one parent further thaotlaer in some areas as ways of testing these
boundaries. The boundaries within the relationgtspvell as boundaries regarding rules and
discipline were cited by participants as very intaot aspects of emotional security. It was
important for participants tdisciplinetheir children, but almost more important to béeab
explain their decisions to their children advocgtim more authoritative than authoritarian
approach. Gottman and DeClaire (1997:32) concur ttia move away from authoritarian

parenting is more in line with emotional intelligreenprinciples.

Participants hereby highlighted, most importarglyyeed for input regarding the acceptance of
individuality among their children and open comnuoation. Also important to the relationship
was time, boundaries and discipline; however paditts did not identify concern as such

relating to these aspects.
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2.4 Theme 3: Challenges to raising an emotionally integent child
Participants identified various factors as beindluential in posing challenges to the
development of emotional intelligence. These cameeelated to: the schooling system, a lack
of resources among teachers to deal with emotimalligence, and external influences (for

example, peer pressure, drugs, sex, and alcomal)parents’ levels of EQ.

2.4.1 Subtheme 3.1: Principles on which the schoolindesysis based clash with those of

EQ

A significant number of participants felt that thehooling system did not support principles of

emotional intelligence. For example, one participgeit that the emphasis on results and
academic achievement created an unnecessarily ¢ttingatmosphere among the classmates,
compromising friendship formation and support systénother participant argued that the
authoritarian nature of school contradicted thesaifnemotional intelligence. For example, she
said that going to school with such a home enviremirsupposes to be nurturing but it is
authoritarian and “based on fear”. “I want to tedthto say to the teacher, ‘Please don’t
shout at me. You are making me fearful’ but it wombrk. Yet this is not the way to speak to
one another.” The researcher recognises the balateeeen authoritarian principles and EQ
values to be a challenging one to perfect, sinfei@it management of a mass of children
requires a noteworthy level of conformation as veallinsistence on measures of inhibition.
Vermeulen (2000:2) believes that only parents @thb ones to nurture the special talents and
skills that are unique to children. She says thatunless you're really lucky, school won't
encourage these... mostly, it gives children the @sgion that it's important to all be the
same.” The responsibility therefore sits with pasen nurture EQ qualities. Parents are hereby

urged to manage their expectations of getting tki@ags from the school.

The researcher however feels a balance needs toedmhed in terms of encouraging
participants in the way of aligning their expeaias of the school with realistic goals, and also
encouraging the school towards more *“emotionallyelilgent” practices. If lines of
communication between schools and parents can opesuch that respective limitations in
both parties are appreciated, then parents willkkntere they need to step in more, and the

same will apply to schools.
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The “emotional intelligence” of schools is somewhsyond the scope of this project,
however, the ways in which they fit into the deyetent of emotional intelligence and skills
of social and emotional “survival” are addressedana the following chapters as it plays a

valuable role.

2.4.2 Subtheme 3.2: Teachers lack resources to dealwititional development

A number of participants felt that teachers wekilag in expertise regarding their ability to
deal with the emotional development of the childr&éhe researcher is of the opinion that
limited resources of time and energy are also majuortcomings that result from the
overwhelming responsibilities teachers are assigmedadays. They are simply not always
available to make space for the emotional develaoypragchildren. Elias (2008) argues social
and emotional learning to be “absolutely essemtiaicademic success, and success in life.” It
is noted that if schools incorporate this importaieinent of learning into the curriculum, these
areas of importance would fall within the job dgsttons of teachers, as opposed to being seen
as an added extra as seems to generally be theic&msuth Africa (Salovey, 2008). The
communication between teachers and parents regaticinemotional aspect to the children’s

work hereby become part of teachers’ interest ang. d

One participant reported that, for a period of timer child experienced public speaking to be
stressful. It was only a long while after this eseece that she found out it had been a
problem. The participant states “... it is difficak a parent to keep one’s finger on the pulse,”
suggesting that teachers’ input is so needed m rkgard. Where teachers focus is on the
academics solely (for example, in this case on dh@s themself), while key emotional

information may be missed and hereby neglected.

Furthermore, not only would it be beneficial foretkeacher to engage with the emotional
development of children, they also have a respditgibs key role models. To highlight this

fact one participant reported that her child isef@r telling her, “But mommy the teacher
says..” As this comes with tremendous responsibility fieaticipant was not sure whether

teachers were aware of the extent to which thexperienced.
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One participant reported a negative experiencechéd had had with a teacher regarding
emotional validation which is an illustrative exdmpf the fact that teachers can lack time and
expertise to deal with emotional aspects of th&dhday. The scenario was that the child had
received an injection in the arm and came to tlaeher to tell her it was very sore. In
response, the teacher said “oh shame” and walkexy.aWhe fact that the teacher did not
actually have time or energy to hear about a soreisione aspect of this situation. Another
concerning aspect is the fact that the teachendicave the wisdom to know that she needed
to listen to the feelings behind the fact whemgithe emotional validity of the situation. Also,
the fact that after this experience, this childl widt approach the teacher again as she knows

there is the possibility of being met with a seasmvalidation.

Participants hereby expressed some concern witHatttethat the school system does not
always have the capacity to give attention to E€melnts of development. They considered
this to be a barrier to enhancing EQ among theid@n. However, parents are to be made
aware that their expectations need to be managetl,also0 be made aware that difficult
experiences of relationships at school could perhapvide valuable learning experience in

order to enhance abilities of EQ.

2.4.3 Subtheme 3.3: External influences (peer pressuugsdsex, alcohol)

Almost all participants mentioned a concern abawt kheir children would cope in the face of
external influences such as peer pressure, dregsared alcohol. Participants were unclear as
to how this would be managed. Even though thesedth” are more typically relevant to
adolescence as opposed to middle childhood, somdelmes as to how children may prepare
for this in the middle childhood phase of developtr@ready may be valuable.

By definition, developing children in the areaseofiotional intelligence will go a long way in
buffering them from these influences (Farisellieéadman, Ghini & Valentini, 2008:11).
Learning to identify emotional needs appropria{sklf awareness), and being able to respond

to these needs (through positive nurturing), ad a®lmanaging emotions and maintaining
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motivation are all things that may prevent a cifiitam filling their needs by exploring avenues

of mal-adaptation. For this reason, these aspectve attention in the guidelines.

2.4.4 Subtheme 3.4: Participants’ levels of emotionalliigence

Findings evidenced the influence that participahtsve in their children’s emotional
development as considerable in the way that thpyesent the child’s primary example of
emotionally intelligent functioning. The majority participants in the sample group conveyed
an appreciation for the fact that they indeed hlesponsibility to this in their approach to
each aspect of EQ in their daily lives. Howevererethough participants did seem to be
implicitly aware of this obligation, only three parpants verbalised as much. For example,
one participant said the biggest challenge tongisin emotionally intelligent child is that “...
you continuously have to answer for your own emw@laeactions. I've really had to learn to
curb my emotions. It's been a steep learning ctiiRerhaps more information surrounding the
importance of this dynamic would be valuable in gind more participants to commit to this

responsibility whole-heartedly.

One patrticipant felt that the most challenging aspé raising emotionally intelligent children
would be to break the pattern of anger outburstEhlwivere so much a part of her father as
well as her ex-husband, and now a challenge fosberas well. Another participant who has
struggled with anxiety in a similar way finds thilse most challenging thing for her as she
addresses this common insecurity which affects bhetiself and her son. The researcher feels
that these concerns would be best addressed thrpagitipants investing in their own
emotional intelligence, particularly raised levelsawareness. The two examples of repeated
patterns of anger and anxiety respectively may ro&dmn by heightened levels of awareness

regarding what these emotions are communicating.

One participant commented that one of the toughgsects about parenting is being called up
on various things by her children that trigger mséies within her. This participant has
committed herself to being open to this as shegmises it forms part of her own emotional

growth and self acceptance. Her capacity to offildeen as much as she possibly can in this
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area of development has undoubtedly been posita#écted by taking this stance. How did

this fit in with the development of the guidelines?

2.5 Setting the goal and objectives of the study

As discussed in 1.5.1.5, the goal for this studipidevelop a set of parental guidelines which
offer a Gestalt perspective in enhancing the emationtelligence of children in middle
childhood. The identified objectives which needdotieved in order to reach such a goal are
listed include:

- An empirical study that has taken the form of ssetnictured interviews with parents at
a Primary School in Cape Town. The data obtained amalysed qualitatively as
outlined above to determine the needs and conaérparents regarding the emotional
intelligence of their children.

- A literature review which forms part of phase twbtlhe Design and Development
model and which explores the concepts and pringigerrounding EQ, child
development theories in middle childhood, parenting Gestalt theory and how these
all relate to EQ. Existing sources, natural sampesl functional elements of existing
programmes are to be drawn on for this purpose.

- The design of an observational system and the fsg@®@n of procedural elements of
the intervention as phase 3 of the research.

- The development of a prototype intervention. Arstlia

- Consideration of conclusions and recommendationpdcents and for further research.

2.6 Summary

This chapter presented empirical findings of thisdg which surround the experiences of
participants regarding their approach to the emaliadevelopment of their children in middle
childhood. Various needs and concerns regarding dinea of development were voiced,
particularly with regard to conflict managemengimnduality, awareness, boundaries, anxiety/
anger management, and self esteem. This informai@tted the literature chapters which

follow as well as the guidelines in turn.
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Chapter 3
Emotional Intelligence and Parenting in Middle Childhood

3.1 Introduction

Thus far, this study has fulfiled phase one of fBesign and Development model of

intervention research by having identified and imed clients, identified their concerns, and

identified the goal and objectives for the remarmnde the research process. Among these
objectives is a literature review. This concernaggh2 of the model (that is, “information

gathering and synthesis”). The study of existirfgrimation sources as well as the exploration
of natural examples will guide this literary enguirhich focuses on emotional intelligence as
it pertains to parenting in middle childhood, asllves how EQ can be understood from a
Gestalt perspective. These areas will be exploredr dhe span of chapters 3 and 4

respectively.

The focus of this chapter is thus emotional ingelice and parenting in middle childhood.
Emotional intelligence will be presented as a broamlc where aspects such as its various
definitions and the neuroscience behind the conaepaddressed. EQ pertaining to parenting

in middle childhood in particular will then be inporated in the discussion.

3.2 Emotional intelligence

Although “emotional intelligence” only became knownthe last 10-15 years, its principles
are not necessarily new. One of the participants Wwhd not heard of the term before the
interview said she feels as if she has been foguminaspects of emotional intelligence without
knowing that this is what it is called. Su (2004dEfines emotional intelligence as “old wine
with a new label” and argues it was not “... ‘invafitevhen it was first introduced to the

public a decade ago.” Bradberry, Greaves and S05(2) concur that “[d]escriptions of

emotional intelligence are as old as any accountsiman behaviour.” These authors point out
that many of the competencies that characterise a€) also those of ancient Chinese
philosophy for example, awareness and empathy. diehasis on collectivism is also

highlighted as something which is an age old foitiee EQ emphasises (Su, 2004:2). It is
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further said that principles of emotional intellige were voiced by Darwin two hundred years
ago — Darwinian theory advocates that emotionslareed from the most primitive part of the
brain and as such are a key element in a persdnilisyao survive and thrive (Barry in
Emotional Intelligence2004). Freedman (2002:1) cites Plato as havimgribaited to this way

of thinking when he wrote that “all learning has amotional base”. So it seems that an
appreciation for the emotional dimension of ingglice came about many years ago and
emotional intelligence in fact refers to old wiscaniNonetheless, the reframing of ancient
principles within the context of advanced science @hilosophy which now supports its
concepts is certainly making the lessons accessitde according to Su (2004:2), offers a

reminder of priorities which seem to have beendiiam.

3.2.1 Definitions of emotional intelligence

Despite the varied and evolving nature of desariof this relatively newly defined concept,
the researcher notes that the common factor antoesg tdefinitions is not so much a list of
desirable skills encapsulating what it means teretionally intelligent nor the argument that
emotions are necessarily more important than civgnitevelopment, but central to the concept
is an idea of integration. Caruso (in Freedman,22D0writes that “[i]t is very important to
understand that emotional intelligence is not thpasite of intelligence, it is not the triumph
of heart over head — it is the unique interseatibboth.” This echoes the definition cited in the
opening chapter (1.1) where EQ is described adaityahat integrates feeling, thinking and
doing; “... it is the habitual practice of thinkinp@ut feeling and feeling about thinking when
choosing what to do” (Sparrow & Knight, 2006:29)was argued that connecting with one’s
environment on all three these levels requiresnses®f congruency among these aspects of
functioning. In the way that emotional intelligenbereby acknowledges the importance of
utilising not only one’s rational mind, but alsoed emotional capacity in the choices one

makes and the things one does, it advocates agraméel way of functioning.

To this end, Vermeulen (2000) uses the analogyrabtorcar to illustrate how emotions have
the potential to provide the link between thougfesl|ings and behaviour. In her view,
... emotions are like warning lights and if our egHt goes on in the car, we really have

to stop and do something about it. The same apfiesir emotions, but we’'ve never
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learnt that they have a deep intelligence in thand it's that intelligence that actually
guides us to what will give our lives meaning, wbat lifework is, and how we can

make a difference in this lifetime.

In this way, Vermeulen (2000) supports the idea #@raotional intelligence is more than
anything else, about being in tune with the ematierperienced as well as that which they
communicate. Salovey and Mayer (1990:186) explaiat t'[elmotions typically arise in
response to an event, either internal or extethalk, has a positively or negatively valenced
meaning for the individual.” This proposed causdtionship that exists between positive and
negative events and emotions suggests that byifacoes emotions they become a person’s
most valuable and reliable feedback system betweegelf and the environment. Yang (2007)
further adds that the very “... purpose of emotian®iread the state of your body, the state of
the environment, and to shift your thoughts andaledurs so that you will prosper and do
well.” Vermeulen (2000) argues that where awarerassind the intelligence of emotions
exists in this way, there is potential for integvat The specifics of the sets of competencies or
skills that various authors put forward can be sagra means to accessing this intelligence

such that integration will be supported.

3.2.2 The neuroscience of EQ

Emotions are an (apparently) intangible aspect péraon’s life, yet there is a strong case for
the neurological underpinnings of emotions and @&mat intelligence. Heller (2004:398)
highlights the role emotions have played in evolutiexplaining that “... at least some brain
regions strongly involved in emotion are presumedbe older in evolutionary terms.”
MacLean (in Heller, 2004:399) argued that the licnkystem (that is, brain circuitry involved
in emotion) is first of the three brain layers (th& the triune brain) which developed as a

result of evolution (refer to Figure 3.1).
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Figure 3.1 Paul MacLean’s conception of the evolutf neural structures (Heller, 2004:399).

The organ first existed as merely a survival brdine emotional brain then developed from
this, and only later did the thinking brain evolvihis Darwinian view indicates the very
fundamental role emotions play as the primary salvifunction. (MacLean in Heller,
2004:399).

The structure in the brain called the amygdala tvingsides in the midbrain (emotional brain),
scans all information perceived for potential thse@leller, 2004:399). The amygdala has a
conservative approach to this process in that asgmfound will trigger activity along what is
called the hypothalamipituitary-adrenal (HPA) axis, a term that refers to a netwofk
interactions among the hypothalamus and the piyugad adrenal glands, which resembles the
neuron-endocrine response to stress (Pariante, PO0dis rush of stress hormones changes
the way the brain prioritises information in thiatdcuses attention on to that which is causing

fear, resulting in the classic fight/ fright/ fleesponse. (Refer to addendum 3.1 for illustration.)
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Goleman (2007) argues that in the world today tisreasurvival have been replaced rather by
complex symbolic ones. Yang (2007) supports thesvpioint and argues that “... reinterpreted
survival as a sociocultural construct” has refranmvdtht it means to survive today. Yet,
Goleman (2007) explains, the amygdala still funtiaccording to its previously defined
survival role, and the experience of being absorbgda distressing emotion still causes
attention to fixate, creating a state in which fimming is less than optimal. The emotional
brain has the ability to override the thinking Ibram such cases and can sometimes cause a
somewhat primitive response, such as lashing ocappropriately (Goleman, 2007). This
neurological term for “losing it” is “an amygdalajdck” and it is characterised by a strong
emotional response that is sudden and intense;ausks a person to do or say something that,
when the dust settles, is usually regretted. Winenamygdala detects a threat, it sends an
impulse to the prefrontal cortex (our executiveitravhich scans for crucial facts needed for
the situation, for example, “I can’t explode nomlin the classroom.” The difference between
cortical abilities and EQ abilities is that EQ &k integrate the executive and emotional
centres. In this way, “EQ at the neural level theneis the prefrontal/ subcortical integration
of abilities” (Goleman, 2007). Yang (2007) iderdsfithe need to increase the ability to “...
recognise the complexities of situations, and tetig increasingly nuanced and sophisticated
strategies for acting and responding” as part peeson’s task for survival as it is defined

today.

Goleman (2007) states that activity along the HR& aarrows activity to the right side of the
brain. It is argued that this side is typically thiele which houses depressive and anxious
moods. Heller (2004:394) cites that clinical depr@s can often be the result of damage to
parts of the left hemisphere. This left side ipoesible for the happier mood states. Goleman
(2007) explains that every person has a resting Gt left-right activity which can quite
accurately predict one’s mood range. There is & daelve for this phenomenon and most
people sit in the middle but those who lean towarore activity in the right experience
depressive moods and anxiety disorders whereag thhe lean toward more activity in the
left experience more good days than bad. Thisteyesting because what the left has that the

right does not is an inhibitory circuitry for thenggdala. Therefore, when the amygdala sends
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impulses to the prefrontal cortex the left side mige able to calm it, whereas the right will
react (Goleman, 2007).

3.2.3 Perioritising EQ

The neurological perspective presented above offepe in making tangible the notion that

emotional intelligence is indeed something that dsn developed and enhanced. The
identification of specific neural pathways that dvalkelevance for functions of emotional
intelligence not only provides evidence for the ity of EQ development but also offers
some direction in terms of methods of implementat®alovey (2008) concurs that emotional
intelligence is indeed an area where improvemepbssible as he states that the set of skills
outlined by EQ are “[tjleachable, learnable, angbil learn them you can perform adaptably in
all of those domains.” Salovey (2008) acknowledtieg a genetic component may offer a

starting point, but that skills involved can be w@iced.

However, even though there is the strong argunwrthe enhancement of EQ, the problem of
inadequately developed EQ abilities continuesde (Vermeulen, 2000:2). Literature however
offers convincing evidence regarding the benefftsl@veloping EQ. For example, Fariselli,
Freedman, Moassimiliano, and Federica (2008:11)eathat emotional intelligence has the
ability to mitigate the effects of stress that reelyperformance. Yet despite this evidence to
suggest that the prospect of emotional intelligemales valuable benefits, there appears to be
a dichotomy between intellectual knowledge of tlemddits of EQ and the gap that exists
between actually developing the skills it promotéscording to Freedman (2007:2) this may
be related to a person’s difficulty in approachaignge. The empirical findings cited limited
time, and a clash with more primary needs (refet.®2) as key hurdles that stood in the way

of change.

As discussed, it has been acknowledged that enabdtiotelligence may not fit into the realm
of priorities in cases where more basic needs reqaitention. However, it is becoming
increasingly clear that, where in the past it mayenbeen possible for people to go through life
without developing their emotional side too mugfg is more stressful today, demanding that

more creativity is incorporated in a person’s adhjity. (Cf. Gottman & DeClaire, 1997: 28.)
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From the above discussion, it can be seen how asfoo EQ is one way in which creative
adjustment can be developed. On the other hardmbve to focus on emotional intelligence

Is not achieved, people will be left compromisedhiair ability to adjust optimally.

However, after having argued in terms of the hitgikess of a development in emotional
intelligence, Freedman (2007:2) points out thahewhile it may be thought that a life or death
situation will bring about change, this may notdoe In a study which explored what happens
to cardiac patients when they were told to “chamgdie”, it was discovered that while change
is possible, this approach doesn’t always work (Freeedn2007:2). So if people even in real
“change or die” situations aren’t prepared to mekanges to their lives, this calls for some
creative consideration before it is possible tohbeeful regarding bringing about change in
people when it comes to encouraging a focus on EQ.

Freedman (2007:2) argues in favour of a more wlahip-driven approach where change is
desired, echoing the ideals promoted by both EQGestalt philosophy (as will be discussed
in the following chapter). Freedman (2007:8) alsakes the assertion that a key element of
change is the presence of what can be referred tshort-term wins”; people need to see
results of change fairly quickly to reinforce matiion. This is achieved by proving the value
of a concept to people through their own experieftagthermore, Freedman (2007:8) also
draws upon the biological perspective in understanthe mechanisms of change and argues
that the “[c]hallenges of change are rooted in aklmlogy.” It is explained that the brain is
wired to form patterns around frequently used paissvn order to make its usage efficient
(Freedman, 2007:8). The ability to recognise thestterns (particularly where they concern
frequently used pathways that do not lead to deleiraesults) of course relates to self
awareness, the “keystone” of emotional intelligerf@eedman (2007:11) further proposes that
“[ulnderstanding this link between thoughts, feginand actions, seeing these unconscious
filters and response mechanisms, is a key firgt tstgesponding intentionally than reacting on
autopilot.”

The idea of brain plasticity has been presentegyiag that pathways of the brain can be

redirected and changed. Freedman (2007:11) no&¢s[thrst-hand experience over a period
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of time is a powerful way to rewire the synapseshicli supports the importance of

encouraging experiential “wins” in motivating changAccording to the above arguments,
change in other words requires: relationship, stesrh wins experienced on a personal level,
and alterations on a neurobiological le\@tcause of what is known of emotional intelligence,
this all implies positive news for guidelines in @ional intelligence; the researcher feels that
this information could be useful for parents whokemaise of such guideline. While change

may not be straight forward, it is certainly fedesib

Furthermore, the Gestalt philosophy of change setan the paradoxical idea that if one can
focus on being one’s most authentic self and mhisethe focus, change will happen (Yontef,
1993:23). In terms of emotional intelligence thisul involve being attuned to emotions and
the intelligence they hold. The belief then is ttlaange will follow. It is important to note that
the guidelines which are developed do not presapezific attributes to people, such as “be
more confident”. Rather, the guidelines are to enage parents and children to be better at
being themselves. This may paradoxically bring alsoanfidence in individuals, but this is not

the focus of the change itself.

3.3 Emotional intelligence as it pertains to middle cHdhood and parenting

It has been discussed (refer to 2.1) that for tirpgses of this study EQ will be viewed as that
which motivates a level of integration betweeneh®tional and the thinking brains; a process
that is made possible by attuning to the intellgenf emotions. The five domains as set out
by Salovey (in Goleman, 1995:43) characterise tmepetencies of EQ that serve to facilitate
this development of integration. As discussed ih, Zhey are namely: knowing one’s own
emotions (self awareness); managing one’s emo(@m®tional control); motivating oneself
(emotional mobilisation), recognising emotions thays (empathy); and handling relationships
(managing emotions in self and others). (Cf. Goleni®90:43.) The discussion which follows
will explore each of these domains in as far ayg thertain to the middle childhood phase. This
information will then provide the basis for addiagsthe subject of emotionally intelligent
parenting of children in this stage of developmétdints of focus are cued to an extent by

matters raised in the empirical findings.
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3.3.1 Knowing one’s emotions (emotional awareness)

Emotional awareness is about knowing what a persdeeling as well as why this is being
felt. Goleman (2007) argues that this is partidylanportant for decision making. He explains
that the emotional centre valences thoughts amdifises decisions. Decision ability therefore
depends on a person’s capacity to draw on the wisafoemotion. Stored in the basal ganglia
is a record of a person’s emotional history. Ttag pf the brain is very primitive and can only
communicate to the cortex via feelings and sensstiand mostly gut feelings. The ability to
be in tune with this dimension of thoughts therefguides a person’s ability to make better

decisions. It is in this way that this is so strigrijmked to awareness (Goleman, 2007).

Having identified middle childhood as an especiatiycial stage of development (refer to 1.2),
it is particularly important that the EQ ability @fwareness is fostered during this phase.
Erikson (in Weiten, 2001:446) offers a stage thesrgievelopment where phases from infancy
to late adulthood are marked by respective psydiaksarises in which an individual
negotiates certain polarities. Erikson’s belief wzet the development of an adult’s self esteem
is closely linked to experiences in childhood (Ie€5 2002:360). Specifically, the resolution of
the three psychosocial crises in the early yearbfafthat is, trust versus mistrust, shame
versus doubt and autonomy versus guilt is cenwadévelopment of self esteem. Slee
(2002:360) states that successful resolution okdhenternal debates allows for good
grounding, that is, a suitable place from wherertet crisis can be approached. It is required
of children to draw on emotional resources in otderesolve these crises and therefore argued
that if they are equipped with high levels of awess, they will be in a privileged position to
do so. Since awareness provides access to autlesliitgs they will be able to resolve these
conflicts genuinely and in terms of the self (SI@€02:360). Greenwald (in Warehime,
1981:43) concurs as he notes “... increased awarén@sended to confront the person with

the full responsibility for all his behaviours,itcrease authentic self-expression and relating.”

It has been established that up until the stagaidtile childhood, all previous psychosocial
crises are aimed toward developing the sense b{Skle, 2002:360). Also, from this stage
onward the sense of competency and associateddseii fulfilment that go along with being

a contributing individual, determine the succességolution of psychosocial conflicts which
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follow into all subsequent stages of life, thatadplescence, early, middle-, and late adulthood
(Slee, 2002:360). Middle childhood is therefore gmsed by Erikson as a crucial stage of
emotional development in that it sets the stagesétirconcept. In this regard Slee (2002:361)
states that “[ijln middle childhood, self conceptinfluenced by the appraisal of significant
others and by comparison with peers.” Parents tlawe a great deal of responsibility in
fostering this in their children. Vermeulen (2000fdrther stresses the importance of a healthy
self esteem arguing that “[o]nly by knowing how sjpéwe are can our particular talents be
released.”

The empirical findings show that participants iradexd varying levels of self awareness among
themselves and their children. Participants citéeMaactivities they experienced as helpful in
developing awareness in their children. These waraely; discussing positive and negatives
of the school day, working through an emotionalyaltenging struggle (for example, coping
with ADD), and communicating their experiences ofotion and its link to their behaviour
(refer to 2.3.1.1). All of these ways of connectomgan emotional level refer in some way to

moments where decisions were informed by emotions.

There seemed to be two inhibiting factors that ené@d participants from fully connecting
with their children with regard to their emotioredperiences. Firstly, the tendency to want to
“rescue” children from negative experiences andtems was highlighted (refer to 2.3.2.2).
Secondly, preconceptions and expectations of whiiddren “should” be doing/ experiencing
interfered at times with participants’ ability tamgply allow that which emerged (refer to
2.3.1.2). Charlesworthat al (2003:177) emphasise the fact that “[v]alues lagiiefs regarding
childhood in general, and middle childhood spealfic are shaped by historical and
sociocultural context” and are thus complex in istpay various preconceptions experienced
by the participants. These two factors which ineluthe tendency to rescue, and the

preconceived expectations will be explored further.
Freedman (2004:1) talks about a person’s inclimatm want to “fix it” (or “rescue”) when

someone is experiencing a negative emotion andearthat despite the best intentions that

motivate this tendency, such action underminesefif@t to help since the person/ child is
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often left feeling invalidated. Vermeulen (1999:)1&Xplains that “[p]eople learn most from
their own experiences and every time you jump isdlve their problems, you’re robbing them
of their own learning.” What would be helpful ispfrents could acknowledge and validate
their children in the emotions they are experiegc\Where this awareness is encouraged, they
may be buoyed to tackle the situation independeftlgedman (2004:2) points out, however,
that “facts are not relevant to the emotional Braimd simply rationalising a child out of a fear
may not work. Part of the reaction that accompaaiegrong emotion is the shutting down of
the left side of the brain which is responsiblelégical thinking (refer to 3.2.2). It is important

to realise that feelings are real, even when thisesdo not make sense to another person.

Some of the participants seemed to remember theesseds not having needed much
emotional attention as children (refer to 2.3Bpirical findings (refer to 2.3.1.2) indicate
that this may be a factor that could interfere vatlowing children various emotions that do
not perhaps align with parental expectations. searcher therefore highlights that parents
are encouraged to consider their respective pregoionis and the ways in which these may
inhibit their full acceptance of the emotions degf@d by their children (refer to 2.3.1.2).

Middle childhood is a phase of development wherangle occurs across many domains.
Children experience changes on physical, cognéne emotional levels. (Cf. Charleswodh

al., 2003:183.) Although the focus for this studyti® emotional dimension, this area of
development cannot be looked at in isolation sieeeh aspect influences one another.
Furthermore, the phase of middle childhood canedbbked at in isolation of other phases of
child development, that is; infancy, early childdoand adolescence. Middle childhood is
strongly influenced by development in the earlieang, and according to Erikson (in Weiten,

2001:446) also sets the stage for developmenttisesjuent phases.

3.3.2 Managing one’s emotions (emotional control)

Managing the emotions that tend to get in the whypmimal functioning is an important
aspect of EQ. Firth (2006) highlights the well kmo®tanford “Marshmallow Study” carried
out by Michael Mischel which offers an interestvigw on the impact this skill of emotional

control may have. Mischel created a situation wherel-year olds were offered a
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marshmallow but were told that if they waited to #s@® marshmallow until he came back from
an errand they could have two marshmallows. FRD0D6) explains that when these children
were followed up years later there seemed to beaked difference between the group of
children who grabbed the marshmallow straight awexgus the group who could manage their
desire in the interest of getting two marshmalloiscording to Firth (2006), it appeared that
“... children better able to develop strategies felaging gratification spontaneously at ages 4
and 5 became more educationally successful andi@matly intelligent.” Goleman (2007)

qualifies that these children were compared witkpeet to their SAT scores (which is an
achievement test that measures how much a chiltehased). Those who chose to wait for the
researcher to return had scores as much as twdasthdeviations above those children who

grabbed the marshmallows straight away. This regast considered dramatic.

Goleman (2007) explains that impulsivity and agiatare signs that the amygdala is being
poorly inhibited. Children who cannot inhibit thenggdala are presented with a real challenge
in learning situations which can leave them compsenh As explained, when the amygdala is
alerted to a threat, it focuses attention on totuwshdisturbing. Yang (2007) states that working
memory (attention) has a capacity of seven itenasifathe majority of this space is occupied
by a disturbing threat to emotional survival, thieere is little space left for what the teacher is
saying and it is unlikely the child will learn muc®n the other hand, when the messages of
distress from the amygdala can be managed, atteistinade available again for what needs to
be focused on (Yang, 2007.) Consequently, MisdneFifth, 2006:1) concluded that “[tlhese
delay abilities seem to be a protective buffer asgfaithe development of all kinds of

vulnerabilities later in life.”

In this way Mischel (in Firth 2006:1) highlightsetfability to delay gratification as an indicator
of the ability to inhibit amygdala activity. Viewgn management of emotions from this
perspective highlights awareness as fundamenthigdevel of emotional intelligence. Where
children are attuned to their emotions they willrentikely be able to dismiss those feelings
that they know are not threatening at a given mamenthe way that awareness forms the
basis for all EQ abilities, an increased levelwheeness can assist in a child’s ability to inhibit

amygdala activity, and therefore delay gratificat{&oleman, 2007).
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Empirical findings suggest that participants sttadgwith the management of negative
emotions in particular among themselves as wethas children (refer to 2.3.2.2). Anger and
anxiety among children were cited as the two chghs. Also, participants were somewhat
unclear about the appropriateness of sharing negatinotions with their children (refer to

2.3.2.2). In this regard the researcher is of tphaion that guidelines which encouraged
sharing of such emotions within certain boundawesild be useful for parents who struggled
with this aspect of EQ; sharing of emotions couldvile a conducive environment for

enhanced awareness, and also open up channelsnfichesl relationships. Here again,
awareness of emotions and the meaning they may isanften the first step in challenging the
“hold” of a governing pattern. (Cf. Lagerstrom, 300This domain of emotional intelligence

that concerns emotional control hereby refers & ahility to, once the meaning behind the

emotion is appreciated, capture and manage the@mot

In allowing a level of authentic communication whigives a message of validation (as
outlined in 3.2.4.1), a basis is provided for irased awareness. Management of the emotions
may then be facilitated. Similarly, parents carl tg®n in their communication along this line
of authentic contact making; they need not excltiwar children from painful emotions
(Vermeulen, 1999:173).

The researcher argues that it is up to parentsxpmse their children to the full human
experience. If this can occur within a safe andururg relationship, valuable lessons may be
learned which may stand children in better steamlilshthey face similarly negative emotions
in the future. Furthermore, Goleman (2007b) stHtat
... heuroscience is now telling us that children’ais are plastic, that is, they’re shaped
by repeated experience and if you're going to laetpild be prepared for life you want to
give that child the repeated experiences that aneggto help his brain or her brain be
able to manage their anger, to calm down when thaypset, to tune into other people, to

get along.
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Providing children with a safe environment in whithh have these experiences is thus
beneficial (Vermeulen, 1999:22). According to thighor, “Our experiences show us who we
are and what we're capable of; and each new cirtamos is an opportunity to decide how we
invest our power” (Vermeulen, 1999:22). The researcis of the opinion that while
participants may feel that their emotional expeseeis separate from the emotions experienced
by their children, these feelings have an elemémelativity. For example, having a bleeding
knee from a nasty fall can be as frightening fahdd as delivering a speech at a big meeting
is for a parent. There might therefore be more comatties than participants or parents in

general perhaps realise.

Harris and Butterworth (2002:299) cite the middleldhood phase as a sensitive stage in
which children develop “... a much more sophisticat@aderstanding — and conscious
awareness — of their own emotional expression.”ofding to these authors, an indication of
“emotional sophistication” is the capacity to distehe internal and external emotional
experience of emotion (Harris & Butterworth, 200392 It is argued that children in this
phase, especially those aged 6 or 7, look to adlmitsocial cues for guidance in this regard,
however as the children reach age 10 they no lologérfor these cues as much, emphasising
the importance of those cues received in the eayBars as setting the stage for emotional

expression.

Goleman (2007) suggests that the more often chilth@ve the experience of consciously
controlling themselves in an emotionally chargddation (by asking questions such as: what
they feel, why they feel the way they do, and homatthey do is making others feel, and then
act accordingly) the better. Getting these neuasthyways to work may be very valuable in the
development of other aspects of emotional intatigesince, as discussed, activity along the
HPA axis affects most EQ abilities outlined (reti@r3.2.2). Goleman (2007) in fact points out
that children, by definition, do not have a highational intelligence. The prefrontal cortex/

amygdala circuitry is the last part of the brainb® put in place and anatomically it doesn’t

mature until the mid 20s.
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The discussion on emotional control communicatesnibcessity of this valuable skill. As it

will be shown in the following section, this EQ kiyilays the foundation for motivation.

3.3.3 Motivating oneself (emotional mobilisation)

Goleman (2007) explains that motivation is largelydo with the circuitry of the amygdala,
the HPA axis and the prefrontal cortex. The abildyidentify, maintain and pursue a goal is
located in the left prefrontal cortex. As discusge@®.2.2, activity along the HPA axis that is
triggered by the amygdala causes a diversion floswvery part of the brain as it shifts activity
rather to the right side which is more characterist depressive and anxious emotions. Where
the HPA axis activity can be managed, activityha keft prefrontal cortex will still be possible
and motivation can in this way be maintained desihieé presence of “threatening” distractions
(Goleman, 2007).

According to Csikszentmihalyi (in Debold, 2002:2y association has been made between
pleasure and challenge, or looking for new chaksndhis perhaps provides further evidence
for the explanation that this ability is housedthe left prefrontal cortex. In this regard,
Csikszentmihalyi (1998:1) is of the opinion thatemha balance is struck between engaging in
an activity that both challenges an individual'sliskyet one that is within the sphere of
capabilities, it creates an optimal zone known #ew”, that is, “a state of effortless

concentration and enjoyment”.

Figure 3.2 overleaf illustrates this desired batabetween skill and challenge in order to
achieve flow. The central dot indicates a persoméan balance between challenge and flow.
Csizentmihayi (2004) advises that where a pers@xperiencing arousal it may be necessary
to increase the level of skill in order to achidélav. Where a person experiences control, this
might feel comfortable, but it is necessary to @ase the level of challenge in order to achieve

a state of flow (Csizentmihayi, 2004).
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Figure 3.2 Graph depicting desired balance of ehgkk and skill to achieve flow (adapted
from Csizentmihayi, 2004).

Goleman (2007) illustrates how flow can be expldingth respect to HPA activity. Figure 3.3
below illustrates low HPA activity as associatedthwboredom and correlated with low
performance, whereas when HPA activity increasemaaloes performance. There is a point
where the right balance of HPA activity and perfanoe can be achieved to create optimal
functioning. Here attention is focused and notrdided, skills are challenged but adequate and
it feels really good. If HPA activity continues tocrease beyond this point, however, and
adrenalin begins to take over, it can create anfgelf being distracted and frazzled, which is

of course suboptimal.
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Figure 3.3 Graph illustrating “flow” in terms of germance and HPA activity (adapted from
Goleman, 2000).

According to Goleman (2000), engaging in activitieat produce this experience exercises the
neural pathways relevant to this state and accgrtdinhe theory of brain plasticity, this should
establish the activity as one that becomes inanghsieasier to attain. In order to manage
functioning in the optimal zone it is required thia¢ person has awareness regarding particular
strengths as well as the ability to bring theseneet challenges such that the balance between
the two is achieved. Furthermore, holding this bedarequires energy. A large part of
Vermeulen’s (1999) model for EQ pertains to beimgauch with that which energises (along
physical, mental, emotional and spiritual domainghis again highlights awareness as
valuable in laying the foundation for this skillaf@nts are hereby urged to encourage activities
that facilitate such a state. Vermeulen (2000:2)ficms that “getting to know your children
and encouraging them in their particular intereséssential if you want to grow emotionally

healthy individuals.”

This viewpoint further echoes Erikson’s (in WeiteRQ01:446) theory of psychosocial
development as it pertains to mastery versus rigyiin the stage of middle childhood. If
children are encouraged in areas that reinforce pleeception of self mastery this would have

a positive impact on their ability to resolve tetage. Because this internal debate concerns the
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polarity between feeling good at something, andirfgegood about one’s self exploring areas
where mastery can be felt (as would be the caseewdnstate of flow is achieved) feelings of

self worth would be positively impacted.

As discussed, Slee (2002:361) proposes the infhlaie parents and significant others play
in this process. He argues that the sense of in@dgoand resulting feelings of worthlessness
that arise when productivity is questioned can b#ebed when “[s]ignificant others in the
child’s life can contribute to this by denigratitige child’s efforts” (Slee, 2002:360).

3.3.4 Emotions in others (empathy)

Goleman (2000) argues that the brain is the ordymrnin the human body that is designed to
connect on a cell level with the experiences andtems of others. The field of emotional
intelligence is in fact expanding to what is reéerto as social intelligence which essentially
explores the fourth and fifth domains of emotioméélligence (that is, empathy and handling
relationships) more extensively. In the brain efmstrror neurons” which have the ability to
fire in response to somebody else’s emotions. ¢ ismware of one’s own emotions and has a
fair ability to manage and mobilise them, then tapacity to empathise is strengthened
(Goleman, 2000).

The egocentricity of children theorised by Piagetgs a challenge to the ability to empathise.
Piaget (1980:168) proposes that the “[e]gocentlisions, namely confusion between one’s
own thought and that of others and confusion batwsdf and the external world” limit

children’s cognitive capacity during this stage dévelopment to accommodate the
appreciation of someone else’s feelings. Yet, e@heugh it is developmentally premature to
expect children in the middle childhood to empaghthis skill is demonstrated to some extent
and can be taught (refer to 2.3.4). Here againerarare encouraged to reinforce this

competency.
Gottman and DeClaire (1997:73) emphasises the itaupoe of parents being examples of

empathy as they interact with their children. Taighor argues that not only will lessons of

empathy be conveyed, but also states, “If we camneonicate this kind of intimate emotional
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understanding to our children, we give them creddnctheir experience and help them learn
to soothe themselves” (Gottman & DeClaire, 1997:F8)ythermore, the value of empathy in
allowing children to see their parents as theiresllis highlighted (Gottman & DeClaire,
1997:73).

3.3.5 Handling relationships (managing emotions in sedf athers)

Conflict management was highlighted by participaagsan area in which input was most
needed (refer to 2.3.5.1). Freedman (2004:1-4) esipés the value of including validation as
a fundamental base for the relationship. This memyuire putting aside feelings of hurt that
might arise, but connecting with children on thevdl means that they feel heard and
understood. Indeed, Gottman and DeClaire (1997a@6pcates validation to be of the most
important aspects in resolving conflict. It is rbthat this may require a high level of patience
among parents. However, it is argued that in legmo deal with frustrations in childhood
within the context of a supportive relationship wehealidation is felt, the child will grow to
have the self confidence to know it is ok to feekaain way, and the knowledge that he or she
can do something about it (Gottman & DeClaire, 166Y.

According to Yontef and Fairfield (2005:3), the @disunderstanding of development and
growth is not that all previous experiences or eta@f life cause specific consequent
behaviours, but rather that these experiences thenfoundation for boundaries set between
organism and environment and therefore the abibtyunction optimally. Not only is the
interrelationship between various factors of depaient thus proposed as more important than
the accumulation of various events or influencesd,tbe relationship between the person and
the environment is emphasised as crucial to optiaradtioning. The researcher notes that it is
for this reason that learning to manage conflictital to the child’s ability to engage in the

environment as a whole (refer to 4.3.2.1).
3.4 Summary

This chapter has placed EQ in the context of theeldpment that takes place in middle
childhood and has hereby highlighted ways in whibis might influence emotionally
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intelligent parenting during this stage. Variougdties of Erikson, Piaget and Gestalt were

offered so that a broad understanding of advancemehis phase could be appreciated.

The following chapter will address emotional ingghce as it is viewed from a Gestalt

standpoint.
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Chapter 4
Emotional Intelligence and Gestalt Philosophy

4.1Introduction

This chapter forms part of the second phase ob#sgn and Development model. Included in
this literary discussion is Gestalt perspectivejclwhs presented in this study as especially
complementary to the theory of emotional intelligenAs outlined in 1.2, there is much

overlap between the principles of emotional ingelfice and Gestalt philosophy. Areas of
mutual ground will be explored here as the casereating guidelines within a Gestalt context

specifically is strengthened.

Yontef and Fairfield (2005:1) suggest Gestalt thdorbe complex in nature as they cite the
origins of the theory and practice as extendingobdy”... the worlds of psychoanalysis,
existentialism, Gestalt psychology and easternopbjphies.” Therefore, given the limited
scope of this study the theory will not be explomeds most complete context. However, the
gist of its definition and philosophy will be preded such that the principles which hold

relevance for emotional intelligence can be undexsfrom this paradigm.

4.2 Gestalt philosophy

Among the direct translations for the German wde@stalt” are: form, shape, pattern, to form,
to organise (Clarkson in Blom, 2006:18; Yontef &dlas in Blom, 2006:18). According to
Nelson-Jones (2000:147), this conveys the chiedttehGestalt psychology which argues that
the human perceptual process tends toward the isegeom of various elements perceived into
whole pictures rather than allowing each elementbéo viewed separately. Wertheimer
(2007:97) cites the idiom often associated with t&lesheory which describes these whole
pictures as being greater than the sum of theistdoent parts. The Gestalt philosophy hereby
proposes an appreciation for a complex networkotidlborating factors in which experiences
can be understood, and as Blom (2006:22) conduis appreciation of holism suggests that

people cannot be fully understood outside of therenment in which they function and grow.

73



According to Yontef and Fairfield (2005:5), thesmnslations of shape, pattern, and
configuration which Blom (2006:18) cites, providetcontext in which the interrelatedness of
person and environment can be seen. In the saméhatg person might “organise” a pattern
or a painting, the elements of their life may db&seen within the context of this tendency to
“organise”; a prominent figure in the foregroundrgts out against a significant but less focal
background. The information contained in the baclgd provides context to all the elements
perceived and plays a role in highlighting a paiac figure over another. In other words, the
figures are given meaning in terms of their relainp to the background. Therefore, as
Yontef and Fairfield (2005:5) explain, the way irhieh the “picture” is organised and

understood tends to be reflective of the needsrexed at a particular time.

The process of “Gestalt formation” which handles ttontinual emergence of these needs,
dictates a rhythmical flow constituted by the scirig of figures from the background as
prominent and pressing, acquisition of attentiooessary in order to gain resolution, and then
dispersion into the newly defined background (Neidones, 2000:142). Latner (in Mortola,
1999:311) describes this as “... the process of bahge” and as such conveys its
fundamental role in mediating between person angd@mment. In this way it can be seen how
engaging with the environment highlights varioupesss of a person. In turn, the person
utilises the resources held by the environmentdeioto resolve these needs. The relationship
between environment and person is hereby interthinghe creation of the “self”; it follows
then that where there is no contact with the emwvitent, the development of self is

compromised and there is no growth (Yontef & Faldj 2005:3).

Gestalt philosophy draws upon field theory in ortteunderstand this complex interaction of
forces between organism and environment and tregioreof self, and hereby “... looks at all
events as a function of the relationship of mugtipiteracting forces” (Yontef, 2002:19). The
essence of field theory is that each part of thkl faffects the field as a whole, and the whole
in turn similarly affects parts of the field (P4tl& Lee, 2005:46-47).

In terms of the development of psychological theohnis thinking (first put forward by Perls,

Hefferline & Goodman in 1951) marked a great shifim psychoanalytic and behavioural
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theorists who believed in a cause-effect relatignfletween events and social learning, and
behaviour (Yontef, 2005:3). Seeing a person’s fonadg and behaviour as influenced rather
by a complex network of interrelated factors empgdeasa more holistic view of the person and

significantly changed the approach to therapyeladtof setting out with specific objectives for

change directed at altering causal factors, tharipriof therapy became awareness of all these
factors such that the person’s experience of fonetg and ability to self regulate in general

would be positively influenced. Change became th@roduct of this focus on awareness

rather than a focus in itself. The tenet of Gestlatory which advocates that change be
approached in this way is coined “the paradoxibabty of change” as proposed by Beisser
(1970).

This paradoxical theory of change argues that ahavill inadvertently be brought about when
influential factors causing discomfort are addrdsedthin a holistic understanding of their
interrelatedness, and experienced in terms of tagsvin which they affect the person in the
present moment (Yontef & Fuhr, 2005:89-90). In otlerds, it is argued that when a person’s
relationship with these factors is addressed wighoontext of present-centred awareness, it is
possible for a person to attune to their relatigmshith information in the “background”. This
ability allows the ways in which foreground isswes highlighted against these background
issues to be discerned. This awareness is seeake inpossible for insight to be gained into
the needs which certain feelings of discomfort rigighlight. Yontef and Fuhr (2005:86)
argue that the client can then proceed with thiseimsed level of awareness, better poised to
meet emerging needs by engaging in the environmeng appropriately. Consideration of the
multiple forces which constitute the field lendsdarstanding to the view that awareness of
these factors can facilitate insight into the s€&His in turn would benefit relationships with
elements of the environment, ultimately providingportunities for growth and change. (Cf.
Parlett & Lee, 2005:47.) Yontef and Fairfield (2€®5support this notion in their assertion

that expanded awareness could assist a persongfyisg unmet needs and growth.
This introduction to Gestalt philosophy outlineg thasis of the theory which, according to

Latner and Nevis (1992), is constituted by the tieimses ohere-and-now awarenessd the

interactive field These two fundamental areas of focus are simileeflected by the EQ
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abilities highlighted in this study where the hexed now awareness is incorporated in
emotional awareness. On the other hand the abibfi@motional control, motivation, empathy
and the handling of relationships all play a ralestrengthening a person to engage with the
environment and consequently contribute positivelthe interactive field.

The parental guidelines to enhance emotional igegice among children in middle childhood
are in accordance with these points of intersedietween the two fundamentals of Gestalt
philosophy (namely here and now awareness, anshti@ctive field), and the abilities of EQ.
Furthermore, the extent to which the guidelinesodtie Gestalt philosophy is also reflected in
the researcher’'s approach to the desired resulisnbanced emotional intelligence among
children. All this aligns with the paradoxical umsianding of change characteristic of Gestalt
philosophy (Beisser, 1970). Guidelines which areettgped for the purpose of this study are
directed at creating conditions for emotional giowmong parents and children (even though
they are directed towards parents), rather thanifyppeg a list of attributes to which parents
and children should subscribe. Oaklander (2006cé®)curs that the Gestalt approach is not
centered on changing behaviour, but rather on atigwhildren to become aware of their own
processes that facilitate certain types of behavids such, the guidelines have as the primary

aim for children to first and foremost be facilédtin understanding and being themselves.

4.3 Gestalt principles
This section further explores aspects of awareassgell as ways in which forces of the field
interact. These facets have been emphasised aani@mdal to Gestalt theory as well as
valuable to the way in which emotional intelligensainderstood (refer to 4.2). Other Gestalt
principles which will be addressed include: here amow, contact and contact boundary
disturbances, organismic self regulation, dialogod relationship and the paradoxical theory
of change. There are other principles advocatedhbyGestalt philosophy, however, those

listed here have been highlighted as being mosvaek to emotional intelligence specifically.
4.3.1 Awareness

Kirchner (2000:1) refers to awareness as “... thaibhgdeart of Gestalt therapy” and as such

conveys its fundamental nature to all parts ofpthiéosophy. This author argues that “[i]t is the
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person’s awareness of his/ her complexity withid arclusive of the field that manifests itself
in uninterrupted organismic self-regulation, megfh growth and long-term change”
(Kirchner, 2000:1). This definition hereby highlighthe process of awareness as central to a
person’s ability to interact with the environmentahe associated advantages of consequent
growth and the potential for long-term change. heidones (2000:152) highlights the
importance that Gestalt therapy attaches to the eolotions can play in this process. In this
regard Nelson-Jones (2000:152) cites Perls’ viemtpwohich is that emotions offer “... unique
deliveries of experience which have no substituteey are the way we become aware of our
concerns, and, therefore of what we are and wieawthrld is.” Awareness of the information
contained in these emotions can therefore faalitahildren as they grow in their

understanding of themselves and the world in wihely live.

It has been discussed how awareness of a persalationship to all factors of the field is
necessary in facilitating a person toward growdfer to 4.2). Blom (2006:17) acknowledges
that Gestalt therapy envelops in its approach &naeledgement for emotional and cognitive
elements of experience. This emphasis hereby edheemtegration of thinking and feeling
(and doing) also advocated as fundamental to emaltiotelligence. (Cf. Sparrow & Knight,
2006:29.) Following this idea of integration andntnment, Gestalt philosophy proposes
awareness to be a cyclical process. The “cyclewareness” (refer to Figure 4.1 overleaf)
illustrates the process of gestalt formation wheperson moves from the point of identifying
a need to the point of engaging in the environn@meet this need, and lastly withdrawing as

the Gestalt is closed in order to prepare for askedging the next pressing need.
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Figure 4.1 Cycle of awareness (adapted from Woldibé&nan, 2005:x).

Figure 4.1 indicates the various stages which dbarae the interaction between organism and
environment in the cyclical process of satisfyirgpds in the pursuit of growth. If the cycle
flows in an uninterrupted fashion (refer to Figdr&) the person would firstlgensea need.
The person would then gaanwarenes®ver this feeling of disequilibrium and b®vedto take
action. Interactionwith the environment is required in order to gtihe need, and once the
resources are attained the person ragsimilatethe experience in order to make it their own.
Once this exchange has occurred, the person danedifiate the self from the environment by
withdrawing from this contact and allow for awareness of thgtrGestalt (Woldt & Toman,
2005:x-xi).

Nelson-Jones (2000:148) describes the organism’shamesms for awareness as being

characterised by two components, namely sensoryem@ss and motor awareness. The
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sensory awareness is what enables an organismaigengated to various needs, and the motor
behaviour provides the organism with the abilityetogage and manipulate the environment
accordingly. It is argued that both these functiohsrientation and manipulation occur at the
contact boundary (Nelson-Jones, 2000:148). In tlag that orientation and manipulation

represent processes of exchange between persanaimdnment, it is suggested that there be
a level of permeability across this boundary. Cagz®07:339) confirm that this would allow

a healthy balance of environmental influence ang@®al contribution and argue this to be

most conducive for emotionally beneficial contaxctake place.

In the instances where this permeable relationbleipveen person and environment is not
managed and contact is interrupted, disturbancteeicycle occur and growth is compromised
(Blom, 2006:31). These occasions of potential gisoms in the cycle will be discussed in the

section which addresses “contact and contact boymtisturbances” (refer to 4.3.2.1).

Focusing on all elements of the present experiasci happens in the here and now is one
way in which Gestalt theory encourages the devedopnof awarenesand as such the here
and now aspect of awarenessasisidered to be one of the most defining aspadtse subject
matter of Gestalt theory (Latner, 1992:1). Thiseaspwill subsequently be discussed in the

next section.

4.3.1.1The here and now
According to Gouws (in Blom, 2006:18), Gestalt #pr aims to facilitate clients toward an
improved perception of the full experience of thesality, and the present awareness of
experience can be valuable in this pursuit. Yordaafl Fuhr (2005:82) view increased
awareness as the ability to be attuned to needgations and capacities. These authors further
argue that this capability can place a person immgroved position to then self sufficiently
meet these needs through their efficient contath tie environment in order to support the
process of growth. Yontef and Fuhr (2005:89-90) at®nfirm that Gestalt philosophy

emphasises the present moment as the essencerehass
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It is argued that the exploration of sensory peioapas the first stage of organising elements
of the environment is an opportunity for increasavgareness (Yontef & Fuhr, 2005:88). The
centering of oneself made possible by focusing ashef the senses brings a person into the
moment, and facilitates the appreciation of thes@né experience. Schoeman (1996:99)
explains that it is in this way that awareness b one is according to each of the five
senses helps one to be more aware of where onoigomally as well. In other words, making
contact with the senses helps a person to makeaowith his/ her emotions and therefore
increase awareness (Thomas & Rudolph in Blom, ZW)6:

Schoeman (2006:78) agrees that the five sensesigth® see, touch, taste, smell and hear)
form ways in which a person makes contact with laacomes aware of the environment, and
in this way become aware of emotions. Asking clkitdto listen to music or touch, smell, or
taste something interesting can bring them to atpehere they are integrated on a sensory
level. Heightened sensory awareness enables anpéosdbe more connected to his/her
surroundings, and therefore more able to orierttedeself in terms of various needs that arise
(Nelson-Jones, 2000:148). Sensory developmentus thndamental to the ability to make
meaning out of one’s environment. Schoeman (1996s8fports this argument by pointing
out that,
As part of their socialisation, children learn thhaey have the opportunity to make
sensory contact with the external environment. Adcwho is unwilling or unable to
observe what is going on around him finds it difftdo position himself in the world.
Therefore it is important that the child exploréssts and realises what he finds

agreeable or disagreeable.

The appreciation for facets of awareness discuss#us section, namely sensory and motor
awareness as well as here and now, are incorpoiratibé guidelines which aim to enhance
awareness as a fundamental aspect of emotiondligatee. In terms of this discussion on
awareness, enhanced awareness is seen here asnéroent to the here and now experience
and the consequent enhanced ability to orientateddvelopment of self in the direction of
various needs, and the ability to manipulate theirenment accordingly. Daniels (2005)

confirms that insofar as Gestalt therapy is antertgal approach, “... it assists the client in
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experiencing his or her existence and way of b&intpe world more fully, and in assuming
full responsibility for that.” The researcher argubat this responsibility offers a certain level
of ownership and empowerment which encourages tgansm to take a more engaging

approach stance in their experience of awareness.

4.3.2 The interactive field

The second fundamental aspect of Gestalt theorgrdicg to Latner (1992), is that of the
interactive field,which will be explored by addressing the varioofiaborating factors with
which it is associated, namely: contact and varimugact boundary disturbances, the process
of organismic self regulation, elements of dialogmeé relationship and the paradoxical theory

of change.

4.3.2.1Contact and contact boundary disturbances
Field theory has been described as a perspectii@wh. looks at all events as a function of
the relationship of multiple interacting forcesCf( Yontef, 2002:19.) Because the interaction,
relationship and contact between these forces pédae at the contact boundary, a focus on
this element is particularly relevant. In this stutlis considered that this essence of contact
with the environment is fundamental to emotionakliilgence (refer to 1.3). A person is
strengthened or leveraged to embrace the connegiibnthe environment by means of the
abilities encompassed by EQ (that is, those of emess, emotional control, motivation,

empathy and handling relationships).

Interference of this boundary between environmemd arganism means that contact is
interrupted and growth is disturbed (Blom, 2006:3K)rchner (2000) claims that each

interruption of contact is a reflection of a persoorganisation of experiences of themselves.
Kirchner (2000) further confirms that at the bageeach interruption of contact is an “...

unclear experience of him/ herself.” This suggestsonfusion surrounding the boundary
between person and environment. It has been artpaédhis boundary between organism and
environment across which contact is made is idealigracterised by a healthy level of
permeability; firm enough in order to maintain ase of self, yet malleable enough in order to

be open to new ideas. (Cf. Caghan, 2007:399.) ¢h sases where this balance is not achieved
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contact boundary disturbances interferes with hgatontact and therefore growth as well.
Woldt and Toman (2005:x-xi) explain that these anses of interrupted contact have the
potential to disturb such healthy contact and gnoproposed by the “cycle of awareness” at
each of the various stages of: sensation/ peraeptwareness, excitement/ mobilisation,
encounter/ action, interaction/ full contact, askition/ integration, and/ or differentiation/

closure/ withdrawal (refer to Figure 4.1).

Contact boundary disturbance is often referrecsttnaurosis” and Blom (2006:31) argues that
children who have lost the sound balance betweemgklves and their environment no longer
have the capacity for full awareness and are nlettalrespond to their needs. Therefore, these
children with contact boundary disturbances are caggable of actualisation and tend to
employ others, perhaps inappropriately, in theagcpss of understanding their world (Blom,
2006:31). Where contact is broken along the cytlaveareness through the involvement of
others, the organism may suspend their contact wetlous painful feelings and therefore be

protected from the discomfort of these in the shanrh.

Manifestations of contact boundary disturbanceslude desensitisation, introjection,
projection, retroflection, deflection, egotism, aswhfluence. (Cf. Woldt & Toman, 2005:x.) It
is emphasised that the contact boundary disturlsasnee”... descriptions of processes and not
of character traits” (Blom, 2006:31). These contamindary disturbances are listed and briefly
defined:

« desensitisation- is described by Clarkson and MacKewn (1994:87ha “... process
by which we numb ourselves to the sensation ofbmalies. The existence of pain or
discomfort is kept out of awareness.” Needs whifsations of emotions may present
are therefore kept from being appreciated as feyarel can not be addressed.

* introjection— occurs when information regarding ideas, atésjdeliefs or behaviours
is taken in from the environment and taken on psraon’s own without any process of
digestion or assimilation (Blom, 2006:32). Intrdjea is illustrated in Figure 4.1
therefore as an arrow which points from the enviment to the person representing this

one way contact.
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projection— is the disowning of emotions and events whictuoavithin the self and
attributing these to objects or people in the eammnent hereby shifting responsibility
for these (Blom, 2006:33). Children make use ofgqution particularly when they have
learnt that certain emotions or personality traite unacceptable and have not yet
assimilated these introjections.

retroflection— of behaviour is when a person “... does to hims#lht originally he did
or tried to do to other person or objects” (Pestsal, in Blom, 2006:35). Blom
(2006:36) argues that manifestations of psychoseragimptoms in the child can be an
indication of retroflection. Retroflection is illtrated in Figure 4.1 by an arrow that
directs (usually destructive) emotions back towtaedself.

deflection— is the avoidance of stimuli from the environmdibm (2006:37) explains
that sensitive emotions or painful experiences t&n deflected by reactionary
behaviour such as anger outbursts, or by daydrepmihere contact with the
environment is avoided (or deflected) altogether.

egotism— is a preoccupation with introspection which gm@g a person from being
spontaneous in their contact with others for fdamaking a mistake or being seen as
foolish (MacKewn in Brink, 2006:80).

confluence- occurs when the boundary between organism amdoement becomes
blurred (Blom, 2006:34). Thompson and Rudolph (1298) view this disturbance of
contact as one in which a person “... may incorpotate much of themselves into
others or incorporate so much of the environmetat ihemselves that they lose touch
with where they are.” Blom (2006:35) explains tbahfluence can be reflective of a
poor sense of self and can manifest in childreaufn their need to please, perhaps in
the subconscious hope that that external affirmatitl strengthen their sense of self.

After having outlined and briefly described theiwas contact boundary disturbances which

pose a threat to contact and growth, these willibeussed in terms of how they might affect

each stage of the cycle of awareness as pointeid &igure 4.1.

At the stage where the strong emotion arisesensitisatiorto the reaction will prevent any

further involvement with this emotion. A person wismut of touch with their own senses may
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for example not recognise the presence of an em{Bohoeman, 1996:80). Alsatrojections
surrounding the acceptability of certain emotioasld interfere with embracing the awareness

of this emotion.

If sensationand awarenesshave, however, occurred, there is the possibilitgt at the
excitementstage (that is, the stage in which the organisny feal a discomfort over the
emotion and be moved to take action) the emotiatdcbe disowned througbrojection.(Cf.
Blom, 2006:33.)The hurtful/ unwanted feelings would in this case frojected outward.
Woldt and Toman (2005:x) explain that the mobilsatof energy occurs but it is misdirected

and the rest of the cycle is completed in a hindlevay.

Woldt and Toman (2005:x) indicate that at @meounter/ actiorstage there is the potential for
retroflection to occur whereby an emotion can be inflicted bapkn the self. This could

potentially manifest in a psychosomatic mannerating a level of apathy that could conflict
with the demands of thaction/ encountestage. (Cf. Blom, 2006:36.) Even at this stageethe
Is the possibility that a deflection could occudail contact may be broken making resolution

of the issue unlikely.

At the stage where resolved issues assimilated/ integratedhere is the possibility that
egotism may interfere with this process. (Cf. Woldt & Tama2005:x.) If there is an
unbalanced focus on a person’s identity that doés$ati within the context of being in relation
to the environment, the contact made may not bémdated. (Cf. MacKewn in Brink,
2006:80.)

And lastly, at the point wherdifferentiation/ closure/ withdrawabccurs, Woldt and Toman
(2005:x) highlight the potential for an inability break contact and engageconfluenceThis
state in which the self is merged in the environhiiemm where it draws its support means that
the organism would be reluctant to break away srown again with the newly assimilated
resolved issue integrated. (Cf. Thompson & Rudolj®96:142.)
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Consideration of all the above potential disturtzenihat are involved in the process of growth
suggests this to be a complex procedure. If foragtoissues are not resolved, incomplete
Gestalts compound one another and contribute tbhduicontact boundary disturbances, only
exacerbating the inability to proceed in the dimtbf growth (Lobb & Lichtenberg, 2005:33).

The cycle of awareness illustrates the importarfca strong sense of self in order for the
contact boundary to be an area across which heatithtact and growth may take place. In
other words, if the sense of self is compromiskd,derson may tend toward contact with the
environment that does not align with the self, daample projection, confluence, deflection.
The above discussion also reflects the extent telhwtine relationship a person has with the

surrounding environment is central to this procéSs. Woldt & Toman, 2005:x.)

Awareness is what can afford a person the capaxipyioritise various needs that emerge, and
enable appropriate access to the environment imyathat will allow these needs to be met.
(Cf. Yontef & Fairfield, 2005:5.) According to Lan (1992:1), a person exists by
differentiating self from other and by connectimdf &nd other in the way that contact becomes
“... the experience of difference; without differentieere is no contact.” Growth occurs as a
function of this idea of relatedness. Thereforeoifitact with the self and the environment can
be strengthened, the organism will be better pldoemheet arising needs appropriately and
grow. Jarosewitsch (1995:1) argues that only oncinigshed business is addressed is it
possible to move out of the hold that previous &venay have on a person. Therefore,
increased awareness will not only assist in piging needs as they arise, but also those that
have been unfulfilled in the past and are expeddnas interference, or disturbance to the
ability to make contact in the present.

4.3.2.20rganismic self regulation
It has been discussed (refer to 4.3.1.1) that asae awareness and commitment to the
experience of the present moment is connected dititdéing a person’s relationship with
aspects of their environment. Indeed, Yontef anuffiell (2005:50) define organismic self
regulation as “[tlhe inherent capacity to recognisgeds and conditions, find available

supports, and achieve successful adjustments atioeship to the environment.” Corey
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(2001:196) explains organismic self regulationamnrs of homeostasis and balance and argues
that the concept refers to the organism’s abildyrégulate in order to maintain a state of

balance or equilibrium which an emerging need, &&gms or interest may have disturbed.

Hardy (in Blom, 2006:19) confirms that organismeétf segulation is facilitated by heightening
awareness. In other words heightened sensitiviseasory and motor awareness can empower
a person to orientate and manipulate appropriaety therefore embrace their ability to self
regulate. This self sufficient process allows asparto take responsibility for their needs and
emotions, a capability advocated as fundamentaltiema intelligence. According to Yontef
and Jacobs (2000:305) “... organismic self-regulatemuires knowing and owning.” Looking

at the cycle of awareness with special attentiorpdtential areas where contact with the
environment may not be made with full awarenessrasgonsibility (as discussed above), it
can be seen that this is crucial to the procegspmiy is the organism tasked with knowing and
committing to awareness of aspects, but is alsaired| to own these aspects as acceptable

elements of the self.

4.3.2.3Dialogue and relationship

The importance of contact between self and enviesirhas been addressed (refer to 4.3.2.1).
As Buber (in Kirchner, 2000:2) aptly states, “... ther one [exists] without relating to and
being informed by its counterpart. Consequentiyatienships are indispensable with
relatedness being an irreducible fact of existéntlkerefore, a person’s ability to engage in
relationship, and mediate the element of intereelagéss as they handle this aspect of existence
is vital to emotional development. It has been uksed (refer to 2.3.5) that the handling of
relationships is the most complex of the five aiedi of EQ proposed in this study as it draws

upon the preceding capacities of awareness, enabtomtrol, motivation and empathy.

Given the value of relationship, it appears valaati consider the aspects which might
enhance this. Buber (in Bowman & Nevis, 2005:12& isroponent of presence, authenticity
and inclusion as defining elements of what is reféto as the “dialogic relationship”, a most
influential aspect of Gestalt therapy. AccordingBiom (2006:56), this typically refers to the
kind of relationship that is optimal between cliamd therapist, however, the researcher is of
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the opinion that these elements are valuable mgléiocks for any genuine relationship and

could therefore be applied to that between paneditchild.

Woldt and Toman (2005:xix-xx) outline these aspeftauthentic connection that is about “...
a meeting of souls” and is referred to as the ldrbonnection in which the separateness of “I”
and “you” is temporarily suspended in favour ofommection of nurturance and respect (Buber
in Smith, 2000:3). According to Woldt and Toman @3(xix), presence echoes the aspects of
here and now awareness and requires the prepasetinbeng the “fullness” of the authentic

self to the interaction. Genuine and unreservedngconication allows free expression outside
of conditions and expectations. Inclusion “... iscancrete imagining of the reality of the

other, in oneself, while still retaining one’s owalf identity”, and in a sense is a heightened
form of empathy (Woldt & Toman, 2005:xx). Lastlhetdialogic attitude as the final element

of the “I-Thou” possibility allows the potential fahis absolute connection characterised by

genuine acceptance. (Cf. Woldt & Toman, 2005:Xix}xx

This merging of “I” and “thou” in a fully contactfuconnection draws on elements of
confluence. This concept has been proposed asivedatgrowth in the above discussion.
However, within the context of relationship, thesecope for confluence to be positive as long
as it occurs within an arena of awareness andad usorder to gain an appreciation for the
other. The experience of empathy is that in whigleeson’s experience of another’s feelings
as their own is made possible through the blurafidgoundaries (Latner 1992:1). Latner
(1992:1) refers to this as an “oceanic” experieftewhich the ability to feel an all-
encompassing, real connection with others (muah tile experience of dipping in the ocean)
iIs so much of what makes a person real, and defelesvship and what it is to be human.
Guidelines will encourage parents to make use ofi ®onnections from time to time in their

pursuit of connecting genuinely with their children

Woldt and Toman (2005:110) concur that “[a]n autleenmelationship is, by definition,
psychological nourishment that enables us to grand hereby emphasise this as crucial to the
emotional growth and development of children. Glings which address the relationship

aspect of EQ encourage parents to allow themsealwdstheir children the freedom in which
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this level of authenticity can take place. It igwed that by employing elements of presence,
authenticity and inclusion this can be achieved. {@ldt & Toman, 2005:110.)

4.3.2.4Paradoxical theory of change
The paradox that is referred to by the Gestaltgsbibhy theory of change is that which says,
“... the more one tries to be who one is not, thearare stays the same” (Beisser in Yontef &
Fuhr, 2005:82). It is argued that,
When people identify with their whole selves, witkay acknowledge whatever aspect
arises at a moment, the conditions for wholenedsgaowth are created. When people
do not identify with part of who they are, innemdéiact is created, and all of a person’s
resources cannot go into needed interactions df aed other (Yontef & Fuhr,
2005:83).

Therefore, it is argued that a level of acceptasceequired as a starting point from which
growth and change can occur (Tolle, 2005:22). Tiseudsion returns then to the importance
of awareness as the fundamental aspect in the JWebtesrelatedness. Awareness is thus
characteristic of the Gestalt understanding sihég this awareness of self that is required in
order to establish a level of acceptance. Increasedeness regarding any fragmented parts of
the self provides a starting point in order forstaelements to be re-owned and then accepted
(Blom, 2006:27). Blom (2006:53) explains that aglleaf authenticity is regained with regained
integration and the possibility for a full commitmeo the process of contact is inadvertently

facilitated.

4.4  Summary
By lending a Gestalt perspective to the understandf aspects of EQ, the researcher proposes
a complementary relationship of the two theorid®e @bilities of emotional intelligence can be
seen as a bridge between organism and environsgoplying the organism, or child, with
skills in order to embrace aspects of the envirantm@larkson (1991:1) states that “[tlhe aim
of the Gestalt approach is for a person to disgoeeplore, and experience his or her own
shape, pattern and wholeness” and to this ends iargued that abilities of emotional

intelligence could certainly facilitate this prosesThe table below (refer to Table 4.1)
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highlights the points of intersection between EQitéds and Gestalt principles highlighted in

this chapter.

Emotional intelligence abilities

Gestalt principles

Emotional awareness

Awareness

Here and now
figure/ figure ground/ Gestalt formation
boundaries and contact boundary disturban

unfinished business, holism, assimilati

integration

ces,

Managing emotions

Organismic self regulation

Contact boundary disturbances

Motivation Empowerment
Responsibility
Empathy Boundaries relationship

Handling Relationships

Dialogue
Contact

Growth and development of self

Table 4.1 Table outlining points of intersectiomvibeen EQ abilities and Gestalt principles

The following chapter will address functional elertse of existing guidelines and hereby

complete the literary element of the research m®ceamely phase two of the Design and

Development model which concerns “Information gatigeand synthesis”.
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Chapter 5

Functional Elements of Existing Programmes

5.1 Introduction

The aspect of the literary focus that explorestagsprogrammes fulfils the final of the three
tasks that constitute phase 2 of the Design anc&pment model. This chapter will take the
form of a discussion in which successful modelsexglored for functional elements. These
functional aspects of existing programmes were agpl in order to steer the process of

developing guidelines relevant to this study.

Because the emphasis of the guidelines that werglajeed for the purpose of this study spans
the subjects of emotional intelligence, Gestalbtiieand parenting; existing programmes that
touched on any of these aspects were explored.nGive limited scope of this study, the
researcher has selected four programmes for caoasime which are discussed in this chapter.
Functional elements will hereby be presented frioenfollowing programmes:

* De Klerk and Le Roux’s (2003) Emotional Intelligenfor Children and Teens;

* Elias, Tobias, and Friedlander’s (1999) Emotionaikglligent Parenting;

* Phelan’s (2003) 1-2-3 Magic; and

* Gurney and Gurney’s (1960s) Filial Therapy.

5.2 Emotional intelligence for children and teens

“Emotional intelligence for children and teens” w@sveloped by two South African experts
on emotional intelligence, Dr Rina de Klerk andRwnél le Roux, and was first published in
2003. This programme takes the form of a practgate in which various activities for
developing skills of EQ are provided. The aim iattharents and teachers work through these

alongside children (from toddlerhood to teenagesjea

5.2.1 Parenting philosophy

De Klerk and Le Roux (2003:13) view parents as reg¢rd the way in which children learn

about emotions. They argue that as first educatbtise emotional experience, parents have a
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significant influence in initiating the developmeant emotional intelligence among their
children. De Klerk and Le Roux (2003:13) adviseiagfarelying on discipline alone and
encourage an attitude to parenting that incorpstte emotional experience of the child.

Emphasis on the emotional dimension of a childs is crucial in raising a well-adjusted
individual. They argue that “[flor parents emotibmatelligence means being aware of the
children’s feelings, having empathy and providirgnéort and guidance” (Le Roux & De
Klerk, 2003:12). Emphasis is placed on parents’ &as much as on the importance of their
role in affecting the development of EQ in theirildten. An open, honest and accepting

attitude is advocated as the setting in which pgackitd relationships flourish.

Le Roux and De Klerk (2003:14) draw on Gottman Bedlaire’s theory of the four styles of
parenting in encouraging awareness of the quatiiasdefine a “good parent”. In their terms,
this would imply a parenting style that encouragesciples of emotional intelligence and
results in a child who is aware of arising feeliragsl is able to control these; and who feels
good about the self and those in the surrounding@mment.

5.2.2 Elements of the programme

As a part of the way of life that is proposed whidbally involves the use of EQ principles as
a guide, De Klerk and Le Roux (2003:13) encouragems to:

* Know themselves and help others in the househotédlly know themselves as well.
This may include their likes, dislikes, their feathings that make them proud, et
cetera.

» Start talking about feelings. Parents are adviseteach their children feeling words
and look for situations that elicit feelings. Empatis highlighted as crucial to this
process and encouraging children to become aware dl the possible feelings of
others is important. Parents are urged to nevere&imtense feelings.

* Accept and acknowledge children’s feelings. Itdsammended that parents teach that
all feelings are acceptable but not all behavitmportant to this lesson is explaining

acceptable reactions to the feelings children e&pee.
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« To be a good example of emotional control. On tbeasions that this is not managed,
parents are tasked with explaining this to theifldcen, using it as a learning
opportunity.

* Show their children how to look at a certain sitmatfrom different points of view, and
how to consider various possibilities and how tdldogs differently.

» To teach their children that their thinking pattetrave to be constructive in order for
them to reach an optimal attitude of happiness.

* Be on the lookout for humour in situations and ketweir children to find joy in the
little things.

« To embrace an attitude of caring about other pedpléhave empathy, respect, and

good people skills.

5.2.3 Process of the programme

The practical guide which De Klerk and Le Roux (2PPropose facilitates the enhancement
of emotional intelligence by providing informatioms well as age-appropriate activities
relevant to each of a variety of aspects relevaBQ. These include:

» Self knowledge and the improvement of self worth

» Self acceptance and assertiveness

» Self awareness and feelings

e Communication

* Emotional control

* Values

* Beliefs and thinking patterns

» Social skills

* Resilience

» Decisions and the challenge of problem solving

* Motivation.

Parents and teachers select suitable activitiesvankl through these with the children.
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5.3 Emotionally intelligent parenting

Elias, Tobias and Friedlander (1999) provide gumgsl on “[h]ow to raise a self disciplined,
responsible, socially skilled child” through ematad intelligence principles as they relate to
parenting. The value of emotional intelligence nispdasised within the context of a lifestyle
characterised by increased pressures. Edfhsal (1999) argue that “[l]ife is hectic,
complicated, exciting, challenging, and exhaustiragid acknowledge that now more than ever
parents and children are urged to improve theirtemal resources as they strive for a life of
fulfilment and calm. The guidelines are most usébulthe parent with children in the middle
childhood.

5.3.1_Parenting philosophy

Elias et al (1999) propose an attitude of parenting that draw what they refer to as the
“Twenty-four-Karat Golden Rule” which states, “Data your children as you would have
other people do unto your children.” This rule emmages an attitude of respect, honesty, and
honour in the parenting of children. The task ofepéing, according to these authors is to
develop a strong self concept with a feeling of foemce; and the self discipline and

responsibility to support this as the child is @negal for the future.

5.3.2 Elements of the programme

The Golden Rule filters through into the five maninciples of emotionally intelligent
parenting. According to Eliast al. (1999) these include:

* Being aware of one’s own feelings and those ofrsthe

« Showing empathy and understanding for others’ gahtiew,

* Regulating and coping positively with emotional drehavioural impulses,

* Being positive and goal- and plan-oriented, and

» Using positive social skills in handling relationsh
These principles echo the very elements of EQ liaae been highlighted in this study as

defining the concept. Each of the elements outlialbdve are addressed through the various

topics relevant to parenting. The topics include:
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* “Creating a sharing, caring problem-solving famjlyhere the family set up is
explored. Ways of improving quality family time amggested so that this is
experienced as more fun and less stressful.

 “How to talk so children will think”, where parentare encouraged to instil an
environment where children are encouraged to reaspwre actively and reasonably.

« “Self-direction and self improvement: The EQ appioto discipline.”

« “How children can be less impulsive and build selfitrol and social skills.”

» Coaching your children in responsible action whanablem solving strategies and self
control are proposed.

» Parent-child conversations on important educatesated problems and choices such
as: homework, anger, parental conflict regarding another’'s parenting styles, car
rides, bedtimes, teen dishonesty, lying and chegatsetting limits with teenagers,

sadness, mobilising a family.

5.3.3 Process of the programme

The guidelines proposed by Elias al(1999) are put forward in a book which parents can
work through at their own pace. The guidelines bdxyi including an informal measure of the

emotional intelligence of parents and their childrespectively where parents are able to
determine areas where improvement is best focuaents can then process the information
in terms of their unique needs. The style in whitle guidelines are presented lends

appreciation to the challenge that is parenting.

5.4 1-2-3 Magic

1-2-3 Magic is a guideline for parents with childraged 2-12. This behaviour modification
programme was developed by Phelan (2003) who stgygéfective practical techniques to
assist parents specifically in the discipliningtioéir children. The idea is that parents adopt a
system of counting to 3 as a way of issuing a caifgeries of warnings in order to convey that
what they are doing is not acceptable, and to tfieechild a choice in averting the behaviour.
If the child does not respond to this, time-oute given. It is argued that this negative
condition experienced as a consequence of the lmhawill lead to it being weakened.
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5.4.1 Parenting philosophy

1-2-3 Magic suggests that the process of disciplsecarried out straightforwardly and
unemotionally yet within a context of patience amanpassion. The researcher notes that, in
this way, the approach contrasts with that of theoteonal intelligence programmes where

more emphasis is given to the emotional dimension.

1-2-3 Magic implies that parents have the contfbhis dynamic to the parent-child
relationship may provide the child with boundariesd security needed. However, the
researcher notes that it is possible that this ehrof authority could conflict with principles
of emotional intelligence where a move away fronthatity is favoured. Nevertheless, the
element of choice that the child is given promatsgponsibility and associated empowerment
(Blom, 2006:53).

5.4.2 Elements of the programme

The three aspects of the programme are outlinexhbel

* The first step involves putting stop to negative behaviour. Simple techniques are
suggested to get the child to stop carrying outesimdble behaviour (for example:
whining, arguing, tantrums, sibling rivalry);

« Secondly, parents encourage positive behaviour.er8eveffective methods are
presented in order to help parents get their afildostart engaging in good behaviour
(for example: cleaning rooms, going to bed, homéyyor

« Thirdly, parents are encouraged to strengthendlagionship between themselves and
their children. Ways of reinforcing the bond arel@$sed, and threats to this which
include testing and manipulation are acknowledgetidiscussed.

Practical scenarios are addressed such as mealtiameisy meetings, and household chores.
Consistent discipline is emphasised which suggdhstslisciplining techniques be applied to all

settings.

Phelan (2003) advises on avoidance of over-pamgntmd addresses the importance of

building children’s social skills.
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5.4.3 Process of the programme

Parents work through the book or video in which 1h2-3 Magic programme is presented.
Parents and children decide on rules and consegsietugether before the discipline
programme is implemented. Alternatively, parents jcén a support group in their community
where this is available. The groups will work thgbuthe material with a professional and
parents will have the opportunity to discuss vasiaihallenges they experience with this

professional as well as other parents.

5.5 Filial therapy

Filial therapy is a family-based play therapy modetl offers an approach which focuses on
the parent-child interaction (Haslam, 2006:18)iaFitherapy was developed in the 1960s by
Louise and Bernard Gurney and is aimed at strengtgdamily relationships and empowers
children with regard to emotional expression (Gyr&e Gurney in Haslam, 2006:18). The
approach is placed within Carl Rogers’ client-cedtorientation which Virginia Axline made
available to children through play therapy. Pritesp of empathy, acceptance and
unconditional positive regard apply (Guerney, 1987). The link between play therapy and

filial therapy provides a strong motivation for iasion of this programme in the review.

5.5.1 Parenting philosophy

The model on which filial therapy is based lendspomsibility to the parents, challenging the
notion that “... the therapist is the infallible ‘e and the only one that can intervene in the
child’s problems” (Haslam 2006:30). In this way faenily is empowered as a unit to address
their challenges. Haslam (2006:33) states thataid@md empathy are among the qualities that
are transferred from the sessions to more genedalgettings. Placing the parent-child
relationship at the centre of this programme aligith the emphasis Gestalt philosophy places

on relationship as fundamental to growth.

5.5.2 Elements of the programme

* Even though this orientation differs from Gesth#dry, it echoes the chief value that is
placed on authenticity and awareness in the corgbx relationship. According to
Guerney (1997:131), “The overarching goal [of dieentred therapy] is to achieve
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psychological adjustment, which exists when theceph of the self has become such
that all the sensory and visceral experiences @btiganism are or may be assimilated
on a symbolic level into a consistent relationskigh the concept of the self.”

* Filial therapy is about building the parent-chil@lationship under therapeutic
conditions.

e The parents become the primary therapeutic chageet.a

» Shumann (2002:1) describes that the therapeutcpadents take on for the duration of
the intervention “...permits a child to explore perabstruggles by breaking previous
patterns of parent-child interaction.”

5.5.3 Process of the programme

Parents can attend a filial therapy group whichcafy meets weekly for a minimum of 10
sessions but can go on for 6 months. Alternativiglgy could receive individual intervention.
The play session is seen as a “microscope” throughh the parent-child relationship can be

explored, understood and developed (Guerney, 199Y.:1

Guerney (1997:145-146) describes the stages tiatitde the filial therapy process:
Stage one: Training
The therapist will demonstrate to parents the tlescairound play therapy and the parent-
child relationship. This is carried out over 2-3sens.
Stage two: Practice play
Parents practice play in sessions without the admldThis takes place over 1-2 sessions.
Stage three: Therapy sessions by parents
Parents conduct play sessions with their childiér® number of sessions is determined by
the progress of the children but usually lastssgssions. Feedback is given to parents after
each session. The content of the feedback surropadsnts’ experience of the play
sessions and also children’s behaviour outsideetessions.
Stage four: Transfer and generalisation
This stage is a form of debriefing where sustailtgboof skills learned is encouraged as
these are applied to life outside the play sessions

Stage five: Formal evaluation of progress
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This is an optional stage which involves the distws of changes that have taken place

over the course of the intervention.

Sessions take place in a room that is cateredhitaren’s need for emotional expression and

should contain toys that may be useful in faciligthis process.

5.6 Summary

In this chapter, various elements of existing paogmes are discussed. In particular, those that
appeared valuable in guiding the process of theldpment of guidelines in order to enhance
emotional intelligence among children in middle Idhood are emphasised. Programmes
focused on parenting and emotional intelligence Es38 on Gestalt philosophy. However,
many of the principles appear to be shared whickes¢hese worthwhile nonetheless.

The chapter which follows presents the Early Dewelent Phase of the Intervention in which

guidelines are produced.
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Chapter 6
Design and Early Development

6.1 Introduction

In this chapter, the final two phases of the indation research process relevant to this study
are discussed. These are namely; Design, and Eslelopment. The Design phase is
constituted by two stages which address firstlg, “thevelopment of an observational system”,
and secondly, the specification of “procedural edata of the intervention” (De Vos, 2005:
400). The observational system offers a means hbghathe intervention can be evaluated in
order to focus further improvements. The procedel&ents outline various conditions under
which the intervention is considered to be bestedout (De Vos, 2005:401).

The Early Development phase concerns the “developnoé a prototype” for parental

guidelines to enhance emotional intelligence amohgdren in middle childhood. These
guidelines address needs highlighted by particgpanthe empirical study (refer to chapter 2).
The guidelines also draw upon information gatheregiarding emotional intelligence and
parenting (refer to chapter 3), the Gestalt phipbgo(refer to chapter 4) as well as functional
elements of existing programmes (refer to chapfeinbits pursuit to address identified

concerns.

6.2 Design
As outlined in 6.1, this third phase in the interiten research process concerns the two tasks
of designing an observational system, and idemighgpecifications for procedural elements of
the intervention. These two tasks will subsequenglyliscussed.

6.2.1 Observational system design

Through interaction with participants in the emgatistudy, the researcher has identified areas
in which change is desired (refer to chapter 2)pémticular, these changes pertain to the
emotional behaviour of children as far as enhar&@dacross specified domains is concerned.

The observational system involves classifying artinthg relevant behavioural events in a
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way that allows them to be tangibly observed, alhgaprogress to be measured (De Vos,
2005:400). In the instance of this study, behavishich falls within the sphere of emotional
intelligence is classified. This gauge could assisietermining whether the intervention is in
fact achieving its desired outcomes. The suggessidhat parents, the target group for which
the guidelines are aimed, will be in a favouralbsipon to directly observe changes in their
children. The system is thus prepared for their Uibe idea is that they will be able to assess
whether emotional intelligence is being enhancedhasguidelines propose. The feedback
process that the observational system aims toititeilwould hereby play a valuable role in

guiding accordingly the course of intervention depenent and improvement.

Through the use of the observational system thentswill also receive valuable feedback. A
tangible measure of parental input could providelewe of short term wins (refer to 3.2.3)
and might hereby encourage an engaging level oficgmtion in the intervention.

Alternatively, areas in which efforts to enhance &@ong children might not have been as
successful will be highlighted and would in thiseassist in directing focus of future parental
input. The observational system thus has a duadtiam in benefiting both parents and the

study (that is, this study as well as future stsidie

It is anticipated that the extent to which changesld be attributed to the intervention alone
may be scientifically challenging to determine givihe interrelatedness of many factors at
play. However, the general trend toward enhancea®d certainly be noted. This would be
a consideration to take into account for futuredssl which may further this intervention.
Another potential limitation is the self reportimature of the evaluation. It is advised that
results will need to be interpreted within the @xtof this limitation. Nevertheless, the focus
of the observational system is to deteghancemerf emotional intelligence as a result of the
intervention rather than to gauge levels of EQ agnamildren. The observational system will
therefore provide an appropriate accompanimerttégytiidelines used by parents who partake
in the initial stages of implementation.

The researcher also raises a few consideratiobe t@pt in mind in the process of developing

the observational system. Firstly, emotional ingelhce has been cited as a difficult construct
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to measure (Salovey, 2008). Salovey (2008) citesvirious assessments which have been
developed for this purpose to include the: Baron-iEQISCEIT, TalentSmart Perform
Appraisal, Organisational Vital Signs Survey, ahd Six Seconds EI Assessment. None of
these instruments are freely available and thezef@re not accessed given the limited scope
of this project. Formal measures of the construet thus not forthcoming. However, the
research drew upon valuable elements of work rgjaid EQ and emotional development by
De Klerk and Le Roux (2003), Blom (2006) and Eletsal (1999) which involves the
following;

e De Klerk and Le Roux (2003) conclude each addressemient of EQ by outlining
certain objectives which guide the user in assgssinether the EQ quality is being
achieved. The elements of EQ addressed by De Kdek Le Roux (2003) were
classified into the five specified domains of erapél intelligence and adapted for use
in an observational system specific to this study.

e The guidelines which Blom (2006:68-70) proposes dssessing children in Gestalt
play therapy were also useful in highlighting imjant questions regarding behaviour
relevant to emotional development. Some of these welected and adapted for use in
the observational system.

* Eliaset al (1999:18-20) provide an informal measure of fgnmiembers’ emotional
intelligence. This measure consists of questiontediat assessing the EQ of parents
and children. These questions were designed toueage thought regarding the
respective domains of emotional intelligence ambath parents and children. These
questions are included in the observational systethprovide a valuable introductory

guestion to begin each domain addressed.

Attention is given to the spirit of change in whiahmove toward enhanced EQ is proposed.
The paradoxical theory of change (refer to 4.3.%52)efined as that which places value on,
first and foremost, understanding the self and @tecee of all aspects of this. Once this is
realised, it is argued that positive behaviouranges will follow. Gestalt philosophy is hereby
not directed at modifying behaviour as such. It barsaid that this approach poses a challenge

to the development of an observational systemsgeeific identification of behaviours which
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is required in order for the system to be effecfivesents a conflict to the more non-linear
growth process proposed by the paradoxical thebrghange and Gestalt philosophy. (Cf.
Yontef & Fuhr, 2005:83.) However, even though theneyal philosophy supporting the
guidelines emphasises this more general approaei #ne constructed around specific
domains of emotional behaviour, namely; emotionedr@ness, emotional control, motivation,
empathy and handling relationships. Documentinggheehaviours along domains of EQ will

therefore be possible.

As stated in 1.5.3.1, De Vos (2005:400) explairad tor the observational system to function
effectively, it should consist of three working gamamely:
» Definitionsof the behaviour associated with the problem.
 Examples and non-examples the behaviours to help discern occurrenceshef t
behaviour product.

» Scoring (or evaluating) instructiorte guide the recording of desired behaviours.

The observational system provides parents withotlgin examples of behaviour associated
with each EQ domain. This serves to guide parezgarding definitions and examples and
non-examples of targeted behaviour. Evaluationaslifated by the reframing of targeted
behaviour into questions which parents can answerther scoring (or rather, evaluating)

instructions are specified in the procedural eleen

The observational system is presented in Table . system provides an opportunity for
parents to systematically evaluate EQ behaviour ngmtheir children. They are also
encouraged to contemplate their own abilities alspgcified EQ domains. It is noted that
evaluating EQ behaviour in this way might illuserathe interrelatedness between the
emotionally intelligent behaviour of parents anckithchildren. It is suggested that this

observational system be completed in the firstisesand then again in the final session.
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Table 6.1 Observational system highlighting desaetbtionally intelligent behaviour with respecthe five EQ domains

in between? Can your child identify feelings ineyt®?

Self knowledge
and the

Comment on your child’s knowledge of personal sitha and growth
areas.

Domains of Classification Evaluation of emotionally intelligent Evaluation of emotionally intelligent
emotional - Questions highlighting targeted emotionally intellgent behaviour - o h - -
intelligence of questions behaviour within the parent behaviour within the child
before
intervention after intervention before intervention | after intervention
(1% session) (final session) (1 session) (final session)
Date: Date: Date: Date:
Awareness Introductory How well do you know your own feelings? How well gau know the \§ \\§
question — feelings of your family? Think of a recent problémthe family. How
parent were you feeling, or your children, or others ivedl in the problem? & &
Introductory How well can your child verbalise feelings? If yask him/ her how he/ \
question — she feels, can he/ she respond with a feeling vaordpes he/ she tell you
child what happened? Can your child identify a rangeelifigs with gradanon

improvement
of self worth

Does your child have appreciation for the fact tteatain characteristics
are shared by others, and that some characte@sgasique?

Comment on the acceptance of self, and the consecpaliness to fulfil
potential.

How do you/ your child fare regarding the abilitydive attention to own
special characteristics without the need to comfzacthers?

Comment on the ease with which others are accepted.

Does your child have the ability to have realistipectations of him/
herself? How do you fare in this regard?

Comment on the readiness to let go of perfectionidaw does your child
experience this? ... How do you experience this?

Self acceptance
and

Rate your child’s ability to laugh at him/ hers@ifdicating an acceptance|
of the self including mistakes). How naturally ddieis come to you?

assertiveness

Rate your ability to view mistakes as learning opyouties. How does
your child experience mistakes?

Comment on your child’s ability to accept mistakesthers. How do you
fare in this regard?

Comment on the extent to which attention is giteeliking, accepting and
appreciating the self.

Comment on the preparedness with which your d¢hkes risks in order td
learn and grow. How easily do you take risks irofavof growth
experiences?

Rate your and your child's ability to draw oneaiseness. In other words|
feeling comfortable with saying “no” to unfair reggts or communicating
effectively about needs and wants.

How do you and your child fare with regard to evenaway from the
tendency to compare with others?
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Comment on you and your child's knowledge ofigaland boundaries.

Self awareness
and feelings

To what extent does your child have personal insigb physical
symptoms? For example, does your child know wheisations
communicate illness, toothache, tiredness, tempreratiscomfort,
sleepiness, hunger, sadness, excitement etc.? Gdromgour own
awareness of the physical dimension of your emstion

Would you say your child is aware of the sensegaduable channels
through which a person’s world is experienced? ¢8gnintegration). To
what extent are you aware of your sensory contéhttive environment?

Is your child able to associate memories of evievents with various
sensations of feeling, touching, smelling, and ing& To what extent are
you?

The ability to become aware of emotions requarésvel of emotional
literacy (feelings vocabulary). Rate your childgslfng vocabulary. Give
examples of words he or she has used to describgogrs. Rate your own
emotional literacy.

To what extent does your child have an apprexidtr the element of
choice involved in reacting to a feeling? And toatvextent do you have
such an appreciation?

In what way is your child able to take resporgibfor his/ her own
feelings and have control over them? For examplieguanguage such ag
“l am getting angry” rather than “You make me arigijow do you fare
in this regard?

Rate your child’s awareness of the various waystiich it is acceptable
to react to a feeling. For example, is your chddstive to occasions
where it might be inappropriate to cry or lash out.

Values

How does your child fare with regard to Efues such as empathy,
tolerance, happiness, personal responsibility,esehBumour, connecting
with people (and keeping eye contact)? And you?

Beliefs and
thinking
patterns

How astute is your child in terms of altering bidieshere these cultivate
negative feelings? How do you manage this? Givenples.

Does your child know that it is in fact possibleaiter beliefs and thinking
patterns? Do you know it is possible to alter igland thinking patterns?
Motivate.

Does your child have an appreciation for the wawliich this applies to
beliefs about the self and how this affects the imayhich a person feels
about the self? Motivate.

To what extent is your child able to draw on empathen trying to
understand other’s beliefs and thinking patterns® dasily are you able
to do this?

Does your child have respect for other’s pointsieiv as a result of this
increased understanding made possible by empatby?alout you?

Humour

To what extent does your child respond relevamtlggmour? Would you
say you do?

Does your child have a sense of humour? How n&udaés having a
sense of humour come for you?

Cognitive
aspects

Can your child express his/ her feelings and ths®yhlow easy or
difficult is this for you?
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Does the child have ideas and opinions of his ooh&?

Creativity

Is your child capable of participatingély in creative techniques? What
about you?

Does your child test new things? Comment on yendency to test new
things.

Is your child withdrawn, restricted and/ or defime? Would you say you
are withdrawn, restricted and/ or defensive?

Sense of self

Comment on the degree of self-awasearad introspection possessed by
your child. How about yourself?

Does your child run him/ herself down? Do you yourself down?

Are you self critical and uncertain of yoursd§our child?

Would your child be able to make statements abouator herself? Would
you be able to? Give 2 examples.

Is your child able to make choices? Rate the wétbewhich you are able
to make day-to-day decisions.

Are you self assertive or inhibited? What abautrychild?

Is your child capable of separating from his er parents? How have you
experienced separating from your parents?

Does the child reveal confluent behaviour? Wauald say you reveal
confluent behaviour?
*parents will be told what is meant by conflueehaviour.

Does your child fight for power? Comment on yoeed for power.

Does the child have an age-related sense foemy@€omment on your
own sense of mastery in the work you do.

Emotional
control

Introductory How do you cope with anger, anxiety, and otherssgs? Are you able to

question — maintain self-control when stressed? How do yowakelafter a hard day?

parent How often do you yell at others? When are your bastworst times, and
do these vary on different days?

Introductory Can your child wait to get what she wants, esplgomien it is something

question — he/ sheeally wants? Can your child wait to get something thaight

child there in front of him/ her, but that he/ she carireote now? How well can
he/ she tolerate frustrations? How does he/ sheesgm@nger, anxiety and
other uncomfortable feelings?

Emotional Comment on your appreciation for the fact thas paossible to be in

control control of a person’s feelings. Does your childénauch an appreciation?

Comment on your awareness of the physical symgp#om sensations
associated with emotions as well as on your atiityame the emotion
these indicate. (A valuable step in being ableortrol emotions).

Comment on your/ your child’s ability to conteahotions without
suppressing them.

Does your child appreciate the fact that emotteasslate into behaviour
and control over this is possible as well? Do yppreciate this
connection?

Is your child able to stop, think, and then acaaremotion? How
naturally does this come to you in the experierf@sirong emotion?
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Emotional
expression

Does your child know what emotions are? Commengtaum
understanding of emotions.

Can your child express the basic emotions of im&sp, sadness, anger a
fear? Can you?

nd

Can the child identify reasons for his or her gars? Give an example.
How easily are you able to give reasons for youoteans?

Is your child’s emotional expression relevant?Wtloyour say your
emotional expression is in line with the emotiopenenced?

Is your child able to express emotions? Are e & express emotions?

How does your child handle emotions towards faimild friends?
Comment on your approach to handling emotions tdvieamily and
friends.

How does your child handle his/ her anger? Howalohandle your
feelings of anger?

Would you say your child has unfinished emotithra should be
addressed? Would you say you have unfinished enwmotiwt should be
addressed? If yes, comment on the nature of ttisisimed business.

Motivation

Introductory
question —
parent

What goals do you have for yourself and your fathilyhat plans do you
have for achieving them?

Introductory
question —
child

What goals does your child have? What goals woaldlike him/ her to
have? Does your child ever plan things out befoiagisomething? Have
yourever helped him/ her develop a plan for achiga goal? Comment
on the way you went about this.

Resilience

How easily do you accept the fact tha@raon does not have control of
certain events; but it is possible to choose h@sétare reacted to and
learned from? Comment on your child’s acceptandaisf

Rate your resilience. Comment on the resilierfg@or child.

Resilience can be seen as the ability to overcawersities by drawing
from three sources of resilience features labddle®e Klerk and Le Roux
(2003:81-82) as: “l have”, “l am”, and “l can”. Conent on these three
sources of resilience in terms of how they relatgdu and your child;

I have(for example, trusting relationships, structure aulds, role models
encouragement to be autonomous, access to ressutess health and
education).

| am (for exampleJoveable loving, empathetic and altruistic, prodid o
myself, autonomous and responsible, filled withdydpith, and trust).

| can (for example, communicate, problem-solving, marmagdeelings
and impulses, gauge the temperament of myself sy seek trusting
relationships).

Decisions and
the challenge
of problem
solving

Does your child take responsibility for his/ hecid@ons? Do you? Give a
example.

Do you have an appreciation for the link betweerhatecision and its
responsibilities and consequences? Does your cBil? an example of

an incident where this needed to be explained.
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How easily are you able to take values into actalren a tough decision|
between two equally difficult alternatives (eactthnserious
consequences) needs to be made? How does youhahiie such
conflicts?

Do you have an awareness of the emotionally sgpmiocess that is
associated with pondering decisions? Does thigénite your tendency tqg
make decisions as soon as possible, with the kageléhat making a
decision provides energy for action? What is ydildés approach
regarding decision making? Do they ponder oveidiff decisions or are
they able to make them quickly?

How reluctant are you to employ ideas which aceritgid since these limi
choices? How open or closed is your child to rigehs?

Would you say you are open-minded? Comment ooplkea-mindedness
of your child. What do you do to impart this quygit

Motivation

Comment on your ability to economicadijocate your energy to things
over which you have the capacity to control. Ineotivords, do you lose
energy through worrying and fretting or can youwf®gour energy to
taking action where this is possible? How does yild fare in terms of
the ability to allocate energy economically?

Where adaptability is required, flexibility angdem mindedness are
essential in order for necessary change to taleep@omment on your
flexibility and open-mindedness in as far as thpsaities allow you to be
adaptable. What about your child's flexibility aspgen-mindedness and
consequent adaptability?

Rate your child’s faith in him/ herself and Higf ability to deal with
uncertainty with a sense of purpose. Comment offeitieyou have in
yourself. How easily are you able to deal with utaiaty?

Are you able to visualise desired goals in aenaptt to enhance motivatiol
directed at achieving these? How naturally does ghbild visualise goals?
Are these used to enhance his/ her motivation?

How easily is your child able to view mistakesoaportunities for
growth? This is necessary for the preparednessike mistakes which is
essential to trying new things as growth is exglo@omment on your
ability to view mistakes as opportunities for growt

Is your child able to draw on personal resourd#bat is your experience
of drawing on personal resources? How easily duissbme to you?

Are you able to draw on friends and family asrees of motivation? Is
your child able to drawn on friends and family asrses of motivation?

Interest

Does your child show involvement, integesd excitement? Do you?

Body posture

How does your child move; is his/Ihedy impaired or loose and
flexible? Comment on your body posture in the way ynove. Do you
feel restricted or flexible?

Empathy

Introductory
question —
parent

How much empathy would you say you have for othBxayou express it
to them? When was the last time you did this? Ane sure they were
aware of what you were doing? Are you able to ustded another’s point

of view even during an argument?
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Introductory
question —
child

How does your child show empathy? When was theifasthe/ she
seemed to relate to another’s feelings? Does leeglsbw interest in
other’s feelings? When you tell him stories abdhecs’ misfortunes, how
does he/ she react? Can he/ she understand diffeverts of view? Can
he/ she see both sides of an argument? Can hdbshes when in the
midst of a conflict?

Social skills

N
Briefly comment on the child’s relaships with others in his/ her life?

Write down the first five words that come to mintiem you think of your
relationships with others in your life.

Does your child have friends? Do you?

Does your child show signs of independent thaaightl actions? How
independent are you in your thoughts and actiorg® & example.

Does your child have environmental support fef her needs? Do you
feel supported by your environment in terms of rimgeyour needs?

How does your child present him/ herself to tloeld? How would you
say you present yourself to the world? You mayendibwn the first five
words that come to mind.

In what ways does your child try to satisfy neadd acquire a sense of
self? How do you go about doing this?

Handling
Relationships

Introductory
question —
parent

How do you deal with problematic, everyday, intespeal situations? Do
you really listen to others? Do you reflect baclpéople what they are
saying? Do you approach social conflicts in a thfuy manner? Do you
consider alternatives before deciding on a coursetion?

Introductory
question —
child

How does your child resolve conflicts? How indepamtds he/ she in
resolving conflicts? Does he/ she listen or tutreat off? Can he/ she
think of different ways of resolving conflict?

Communication

Comment on your level of awareness regarding badguage as an
expression of feelings. How open would you say yahild is to cues
offered by body language?

Are you able to take responsibility for feelingglaawn these in the
context of communication? This ability is demontgtdeby the use of “I-
messages”. For example, “| feel... (name of feellmgpause .... (reason
for feeling)”. How does your child fare regardirigst ability? How have
you tried to teach your child the importance ofrigkresponsibility of
feelings within the context of communication?

Has your child developed the ability to listen atieely? How developed
is your ability to listen to others attentively?

Social skills

Comment on your ability to read sbsigns (body language) correctly,
confirm observations and react appropriately? Hoasdyour child fare
regarding these abilities?

Comment on your child’s ability to handle a sftaa which hasn’t gone
according to plan. Rate your ability to handletaation which hasn’t gone

according to plan.
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Do you have awareness of what is required akadf? Name the first five
qualities that come to mind. Rate your child's @nass of what is
required of a friend.

Do you have an appreciation for certain behagevhrich can be annoyin
and can result in avoidance by friends? Name tli¥ee/ou think your
child has an appreciation for behaviours which mesylt in avoidance by
friends?

Do you have an appreciation for certain behagieurich may attract
friends? Name the first five that come to mind.yoa think your child
has an appreciation for certain behaviours whick attact friends?

Comment on your child's level of trust. How egslib you find it to trust
others?

Contact and
contact skills

Does your child make good contact and can this dietained? How
easily do you find it to make and maintain contaith others?

Contact
boundary
disturbances

Does the child make use of any of the contact bandisturbances to
satisfy his or her needs? Do you?

What is the influence of introjects in the chiléife? Comment on the
influence of introjects in your life? Give examples

Resistance

How does resistance (broken contactfestim the child? Do you make
use of resistance? If so, in what context?
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6.2.2 Procedural elements of the intervention

As outlined in 1.5.3.2, procedural elements condém environmental aspects of the
intervention which allow change to take place.sltherefore necessary for these to be
identified and conveyed in order for change to &glicated by future practitioners or
change agents (De Vos, 2005:401). Among the proekelements for this intervention

are:

For the practitioner;

* An appreciation for the challenge of parenting.

* An aspiration to improve the emotional capacitglidren in an attempt to equip
them for the unknowns of the future.

* A belief in the potential enhanced emotional imgelhce may create for children
(and parents).

* A clear understanding of emotional development tagadrtains to middle
childhood (particularly theories of Erikson andd&g.

* A sound knowledge and understanding of the Geapgdtoach and its principles
which are relevant to EQ, namely: awareness, sgrsoareness, here and now,
organismic self-regulation, dialogue, responsiiland the paradoxical theory of
change. (The paradoxical theory of change is higblbdid as being especially
important as this provides the framework for théwde toward change.)

* An understanding for the fact that parents who wislenhance the emotional
intelligence of their children may need to worktbeir own EQ. It is possible that
unfinished business of the past may be broughbte through this process of
growth which parents commit to. The practitioneodd therefore have relevant
counselling skills and facilitation experience nder to contain such instances.

* It is advised that the guidelines be presented tivercourse of eight sessions.
This would allow the practitioner to empower pasantth a rich understanding of
each of the domains of emotional intelligence cgede from a Gestalt
perspective.

» It is suggested that a contract of confidentiaktylrawn up between practitioner

and participants.
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The practitioner should be available for follow egnsultations once the course of

eight sessions is complete.

For the parents involved,;

The guidelines are specifically for parents witliditen in middle childhood.

It is advised that both parents should be involedar as this is possible.
Parents should be open to their own emotional drowt

A level of compliance is required by parents armbamitment to their own EQ
development is also encouraged. Despite the fattttte limited scope of this
study does not accommodate enhancement of EQ amanemts as well, it is
nevertheless argued to be a crucial componentet@thancement of EQ among
children.

Changes on a neurobiological level require pracgspecially as far as emotional
control goes. There needs to be a commitment $o thi

Parents should be willing to complete the obseowali system which
accompanies the guidelines. Evaluation instructiails be provided for this
process. This includes questions to be answerddllgsas possible both before

and after the intervention.

For the sessions;

It is proposed that the guidelines be presented @zeurse of 8 sessions.

= Session 1 — introduction, observational systemenmtesl in order
for parents to answer questions before the intéimenakes place,
expectations discussed, confidentiality contragteed upon.

= Session 2 — awareness

= Session 3 — emotional control

= Session 4 — motivation

= Session 5 — empathy

= Session 6 — handling relationships

= Session 7 — opportunity for general discussion
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= Session 8 — closure, observational systems to Weitezl and
answered to evaluate enhanced emotional intellgemtce the
intervention has been introduced.

* Itis advised that participants attend in a grotup-6 pairs of parents.

* The role of the practitioner is advised to shiftvemen educator (of Gestalt
philosophy and EQ material), and facilitator (o gjroup process).

» Participation of parents is encouraged by regulscugsions which punctuate the
training elements.

» Each session will focus on offering experientiadriteng and include time for
making contact (check-in) which includes making wfesensory awareness
where parents are encouraged in the directionedgmt centred awareness. These
experiences are argued to encourage their indiviglwareness on issues raised
and hereby build their sense of self. Also, it isgmsed that these will facilitate
parents’ capacity to manage relationships withie tjroup dynamic. Any
difficulties experienced by parents will be usedeasning opportunities.

» Flexibility is encouraged and the content of therse can shift according to the

needs of the group.

Procedural elements for the guidelines are notlrighe facilitator-parent relationship is
held in high regard as a context in which change lsa encouraged and a level of
flexibility is important in order for practitioner® feel they can bring their unique style

to the implementation of guidelines.

6.3 Early development
For the purposes of this study, “early developmartiicerns the phase in which the
intervention is proposed (Thomas in De Vos, 200540 is expected that various
recommendations and feedback offered by the obsemah system will alter the
proposed guidelines as it goes through the valuatdeess of refinement. Nevertheless,
this section presents a preliminary version ofghegposed parental guidelines which aim

to enhance emotional intelligence among childremiicdle childhood.
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It is stressed that guidelines are not to be ingtgol as a list of prescribed traits.
Recommendations are to be viewed as guiding ptegipm which EQ can be better
understood by parents so that they may be empowerethance this aspect of their own
development, but specifically that of their childrédmong the principle elements of the

proposed guidelines are:

* A focus on the enhancement of children’s emotiamalligence.

* An appreciation for the important role parents’ o&@ plays in this process.

» A focus on the parent-child relationship — respbitisy placed with parents.

* Importance placed on empowering children with rddaremotional expression.

» The importance of children’s feelings is acknowledlgBoundaries of acceptable
and unacceptable ways of expressing these areregplo

» Value placed on authenticity and awareness indnéegt of a relationship.

 Emphasis on integration of the self; congruencyben thinking, feeling and
doing.

* Overall change is aimed at broadening awarenesenfaare however guided
with specific objectives for each domain.

» Practitioner is involved with parents directly actthnge is encouraged within the
context of this supportive relationship.

* Respect, honesty and honour for the child is eragmd (golden rule — do unto
your child as you would have others do unto him).

 The balance between emotional freedom, and diseipiind responsibility is
considered important.

» Choices which are available in the pursuit of eowi control are emphasised.

6.3.1 Development of a prototype or preliminary intervent

In order to meet the needs highlighted in the eicgdistudy for increased knowledge on
the concept of emotional intelligence it is advidbdt the first point of focus is a
discussion which addresses the definition of EQlolaing this should be an explanation
of the functions of emotions. Neuroscience couldtzevn upon to facilitate this account.

It is also suggested that reasons for the impogtah@nhanced EQ be reiterated in order
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to supplement parents’ existing appreciation. Adified take on Gestalt philosophy
could then be presented in order to provide pareitis a framework in which to
understand the discussion of the respective dond@diiQ which follows. Parents will
also be briefed on the developmental elements fspé&zimiddle childhood. In particular,
the psychosocial crisis of inferiority versus inttysshould be taught (refer to 1.2 and
2.3.4). (Cf. Erikson, in Weiten, 2001:446.) Durinige empirical investigation, the
parental need for input was identified with regéodareas of: conflict management,
accepting individuality among children, awarenesd &dow this could be enhanced,
management of anger and anxiety, self esteem dhdaeh (refer to 2.3). These needs
will all be addressed under the relevant EQ domaRscommendations are made
regarding the parental role in enhancing theseouaraspects of EQ. Each domain will
contain guidelines relevant to parents, childreraih parents and children.

6.3.1.1Awareness
It is argued that enhanced awareness has the tapaempower a person in the ability
to identify needs accurately, the ability to makatact with the environment, and to go
about meeting the needs in healthful ways (refed.®1). Enhanced awareness is
therefore emphasised as the most important aree.fddhe following aspects regarding
awareness need to be addressed in the sessionhevjarents in order to enable them to

enhance awareness among their children:

Aspects of awareness which relate to parents:

» It is suggested that parents be guided throughctyloke of awareness (refer to
4.3.1) in which it is highlighted that managing theundary between self and
environment is not always easy. It is suggestetigagents’ attention is drawn to
ways in which they can minimise the occurrenceooitact boundary disturbances
(refer to 4.3.2.1). For example, introjections neethe addressed by encouraging
individual thought on assumed truths. Confluencel$® something to be aware
of as this could indicate a poor sense of selfinBtances where confluence is
observed, parents are encouraged to give theid chibre choices. The child
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would then gradually become aware of likes andikdisl and this could play a
part in encouraging the child toward a clearer @gtion of the self.
Parents’ attention is drawn to Gestalt perspectf’feneeds-based functioning
(refer to 4.2). Parents are encouraged to understaeir children’s behaviour
within this context and to ask themselves the foilg questions:

= What need is the child communicating?

= |s the child aware of this need?

= What need is this behaviour triggering in the ptiten

= What can be done to enter into a contract wherbbychild can

meet their expressed need within acceptable limits?

Parents are encouraged to examine their awareegassiing their feelings around
their children. This could include birth processnception, postnatal experience,
or position of the child in the family. It is arglighat there are feelings associated
with each child and the place they establish ianailfy.
Parents are encouraged to be proactive about taikmegout for themselves and
invest in activities that are an expression of thelwes. Although the parental
role is often associated with self sacrifice, itargued that children will benefit
from having parents who engage in activities tingicate an expression of self
and hereby convey an example of the integratiowdxn thoughts, feelings and
actions.
Parents are encouraged to examine their own selflatory system (refer to
4.3.2.2). In other words, what are the indicatohsciv highlight the need for time
alone, for example? Parents are encouraged alsbirtb about their family’s
regulatory system. What are the signs that theljameieds a day out together, for
example?
Parents are encouraged to explore their awarergasding their feelings which
relate to their child’s independence (refer to23). A practical suggestion is that
the parent could begin by giving up a room in tbade (for example, the child’'s
room). Parents would be encouraged to have no sayleence regarding what

goes where. This refers to an arrangement wherebygttild has the say in her/his
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room and the child is, within pre-agreed boundagggen permission to do there
as he/she likes.

» Parents’ attention is drawn to the fact that midcdhgdhood is a stage in the
developmental process where self worth is entwingld industry (refer to 1.2).
The awareness of this means that parents will beowaged to highlight
something like handwriting as simpbart of the child. For example, if writing is
reported as being bad, the child may need to baegun realising that this does
not mean they are bad. Furthermore, it is suggeabktgdparents provide children
with age-appropriate opportunities to produce thirtigat they can feel good
about.

* Exploration of parents’ awareness regarding urfeis business that is
influencing current experience is encouraged. ltargued that this would
positively impact their interaction with their athien (refer to 2.3.1.2).

» Parents’ are guarded against falling into the wpvanting to “rescue” their
children (refer to 3.3.1). Vermeulen (1999:169) laxs that “[p]eople learn most
from their own experiences and every time you jumgo solve their problems,
you’re robbing them of their own learning.” What wid be helpful is if parents
could acknowledge and validate their children ire tbmotions they are
experiencing. Where this awareness is encourafjeyg,may be buoyed to tackle
the situation independently.

» Parents are encouraged to explore their awaremélss expectations they hold of
children. Parents are asked:

1. Are these expectations realistic (that is, in teahdevelopmental stage,
personality and unique capability of the child)?
2. What need within the self motivates these expextafl

* Awareness of parents’ temperaments is encourageignee is needed in order to
foster a natural process of growth among childfearents are encouraged to
examine situations which test their patience akeé ta@sponsibility for these by
avoiding such atmospheres where possible (refa/3@).

Aspects of awareness which relate to children:
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It is necessary for parents to encourage awarearassg their children’s energy
patterns. Identifying what energises and depletesntis then useful (refer to
3.3.3). Tasks of parenting are exhausting and omggand an awareness of the
parent’s own energy patterns is also proposed tesbhul.

Parents are encouraged to explore their awareegasding the establishment of
priorities and values and to explore the extewhach their child has established
their values and priorities (refer to 4.3.1). Thase crucial to the development of
the self concept. Their accessibility is also esabm decision making processes
(refer to 3.3.3).

Parents are encouraged to highlight the importaficesponsibility among their
children. This may mean allowing a child to facet@i@ consequences. Children
may be given certain tasks in the home in orddadditate taking responsibility.
Taking ownership of such tasks may assist in imipigp¥he child’s self concept
and sense of self worth and contribution and tededio taking responsibility for
emotions.

Sensory awareness is emphasised as a gatewaylihsugh self awareness can
be enhanced. Parents are encouraged to providetoppies for their children
which expose them to a heightened sensory experieficheir world (refer to
4.3.1.1). For example, the encouragement of engagith textures such as sand
or finger paints, listening to music, smelling flers, or encouraging movement
would all stimulate sensory interaction with thevieosnment and enhance

awareness.

Aspects of awareness which relate to both paremtshildren are:

Integration between elements of the self (for eXemfhinking, feeling, and
doing) is encouraged. In instances where partshef delf are not owned,
fragmentation can result. This can impact a pessaentity and can therefore
interrupt contact with the environment as the baupdurrounding the self is not
clear (refer to 4.3.2.1). This applies to both p&seand children in their

development of emotional intelligence. Parents ehiidren are encouraged to
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engage in here and now awareness through sensaiglitres in order to connect
with their most inner thoughts and feelings.

Important for parents and children is an emphasiaaceptance of the self within
an awareness @l aspects of self. Parents and children are encedranyvard a
more open relationship with themselves and wittheatber so that this level of
acceptance becomes possible (refer to 4.3.2.3). déxample, parents are
encouraged to share with their children their eigpere of uncomfortable feelings

without feeling like they need to protect theirldren (refer to 2.3.2.2).

6.3.1.2Emotional control

Aspects of emotional control which relate to pasent

Parents are encouraged to identify the emotiongtwttiey struggle to control
since they may find it more difficult to manage éioos in their children that
they themselves struggle with (refer to 2.3.2.2).

Parents are encouraged to share uncomfortable amotvithin appropriate
boundaries with their children. This may involvevimg to let go of being “the
parent that has it all together”. The reaction thiesates within parents could also

be explored.

Aspects of emotional control which relate to clelatr

Parents are encouraged to train controlling beha\bg facilitating their children
through the experience of strong emotions which magy painful or
uncomfortable (refer to 3.3.2). It is advised thatents encourage children to stop
when they are experiencing the emotion, try andetstdnd what it is that is
making them feel this way, and then assess themgpif ways in which to go
about expressing the emotion. It is emphasisedhirabe done in the atmosphere
of acceptance and warmth.

Parents are encouraged to appreciate the extevrtioh supporting a child in the
management of his/ her desires could set the dmgéessons of emotional

control in general (refer to 3.3.2).
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Parents are encouraged to teach their children dhaditions are triggered by
certain events or stimuli, which can then lead foagticular behaviour (refer to
3.3.2). It is advised that the “trigger emotion — behaviour” process be
explained to children in concrete terms, for exampith tower blocks — the last
block is placed on the tower (trigger), the towealses (emotion), and then falls
(behaviour). This concrete approach will meet thddeen at their cognitive
developmental level where abstract thinking isathtanced.

It is encouraged that parents begin to understamatienal outbursts as instances
of projection, and in other words involve a brealcontact with the environment
(refer to 4.3.2.1).

Parents’ attention is brought to the fact that radchildhood is an especially
important stage of development for emotional exgoes(refer to 3.3.1). Children
look to adults and other role models for guidanegarding this aspect of

emotional development. (Cf. Harris & Butterwortl902:299.)

6.3.1.3Motivation

Aspects of motivation which relate to parents:

Parents are encouraged to be aware of their owel vmotivation. They are
encouraged to contemplate where their energy isgg@or example physical,
emotional, mental, and spiritual pursuits), andeewvtheir priorities accordingly.
A valuable emphasis of the session on motivati@fie(rto 6.2.2) might be to
encourage parents to think about where they getehergy from. This of course

has links to awareness.

Aspects of motivation which relate to children:

Children should be made aware of what gives theenggn(refer to 3.3.3). Also,
internal motivation as opposed to external motorais important to consider. In
other words, children should be encouraged in ttextion of activities that are in
line with their intrinsic motives rather than beidpd by the motives of others. If

children are doing a sport in order to please thmarents for example,
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achievement in this sport will not be felt on anemal, genuine level. This
dynamic will constantly urge the child to look adesfor approval and validation.
Parents are encouraged to teach their childrerctrdidence and self worth are
to come internally from personal sources of striemgther than something that is
offered by marks or favour of others, for example.

Parents are encouraged to create opportunitieh&mr children where they can
engage in activities that are characterised by lanba between skill and
challenge (refer to 3.3.3). This balance providesrhost conducive environment
for creating a state of flow and encourages matwat Pottery, computer
programming, ballet, gymnastics, and music are g@asnof such activities. (Cf.
Csizentmihayi, 2004.)

Where apathy or control is experienced (refer 833, parents are encouraged to
intervene as appropriate to up skill or challeng®rnder for flow to be achieved
by the child. For example, if a child is in a comifsone of control, where skills
are exceeding the challenge at hand, then theedyal could be increased.
Entering a ballet exam could be an example of aiwayhich the challenge could
be increased. If the child is aroused by the chg#e furthering skills in the area

would shift the child into a more beneficial andtmated state of flow.

6.3.1.4Empathy

Aspects of empathy which relate to parents:

Parents are encouraged to express empathy thrauglring behaviour towards
their family members but also toward the peopleytheme in contact with.
Parents are also urged to encourage this among ¢héddren. The role of
empathy in the parent-child relationship in pafacus highlighted as important
(refer to 3.3.4).

Aspects of empathy which relate to children:

Parents’ attention is drawn to the egocentric mataf children. Empathy

challenges the tendency to think only in termshef $elf. Empathy is therefore an
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ability that should be nurtured. Acting as an exlEmpf empathy will surely
facilitate this (refer to 3.3.4).

Where awareness is well developed and empathyhaneed, it is sometimes
necessary to manage these high levels of sengitjkafer to 2.3.1). In such
instances it might be beneficial to build up th# sencept in order to maintain
the idea of separateness between self and otherdeinte this boundary. If
necessary, developing assertiveness within thenreélthe personality may also
be useful. Exercises which encourage children tosaclidate the self concept
could be used to enhance this (De Klerk & Le R&0Q3:37).

Aspects of empathy which relate to both parentschildren:

The benefits of focusing on self nurturing as arpontant part of emotional
intelligence are also highlighted. Not only doel marturing restore energy by
engaging in activities that are an expression efs#if and are relaxing; engaging
in self nurturing also reflects the ability to atéuto a person’s own needs (refer to
3.3.4). This is emphasised as equally importantpl@arents and children. Self
esteem is also enhanced through this activity ss&enurturing draws on the
ability to love and accept the self, further stitéwegping the self concept (refer to
4.3.2.1).

6.3.1.5Management of relationships

Aspects of managing relationships which relatea@pts:

Parents are encouraged to see children not adlarg&in themselves but rather
in the way in which they relate to their parenefdr to 2.2.2). It is emphasised
that parents explore that which children triggethwa themselves and take
ownership for any issues that are being highliglgthese aspects.

Parents are guarded against authority-based diseithlat is built on facts, force
and fear alone (refer to 3.2.3). It is argued Hatlrawing on this attitude, parents
can side step the essence of the parent-childiaeship in growth and

development.
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Aspects of dialogue such as presence, inclusiotimeaticity, respect, and trust

are highlighted (refer to 4.3.2.3). Parents areoeraged to detach from their
authoritative role at times when it is not necegsand allow themselves to

connect in an authentic manner with their children.

Aspects of managing relationships which relatehitdeen:

Responsibility of day-to-day tasks is referred tgaia. The attitude of
responsibility and ownership that this is arguedetdhance is understood to
translate to taking responsibility for emotionsvesll and hereby facilitate this
process.

It is acknowledged that most systems need rulexrder to operate effectively.
These rules however strengthen the roles and extped that can cloud the
essence of the personality. It is therefore impartar family units to spend time
outside of this home environment in order to allomom for the respective
personalities behind various roles to emerge again.

Parents are encouraged to listen to the feelinggmtehe facts which the child is
saying (refer to 2.3.2.2). Even in instances wliteseems that a child’s sorrow is
a call for attention rather than sorrow itself,stimeed for attention needs to be
addressed. The child is making an attempt at hammgshe environment in order
to meet needs and, in terms of the parent’s rblg,mhessage is argued to be more

important than the emotion being experienced.

Aspects of managing relationships which relatedit lparents and children:

Parents and children are urged to examine theporesbility during conflict
(refer to 4.3.2.1). “I language” is encouraged, égample, “I feel ... when you

..." rather than “You make me ..

6.4 Summary

This chapter concludes the research process gistsission of the final two phases of

Design, and Early Development. An observationatesysthat has been designed for the

purposes of this study has been proposed. This\aigm tool is to be used by parents
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to self-monitor and self-record any change in behawvhich indicates an enhancement
of emotional intelligence among their children. idt encouraged that parents’ own
development in the abilities of EQ is also notedocBdural elements which outline
desirable conditions in which implementation of th&delines should take place have
also been put forward. Lastly, a prototype for glaédelines is provided as a preliminary
step in the implementation process. The chaptechwfallows concludes this study as a
whole as it pays attention to conclusions drawnsthar and recommendations (for

developing the research further).
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Chapter 7

Recommendations and Conclusions

7.1Introduction

In previous chapters, attention was given to phadethe Design and Development
model of intervention research, namely; problem ly@ms and project planning,
information gathering and synthesis, design, amty e@velopment. This chapter brings
the research process to a close by addressingustored and recommendations that were
identified through the study and which may holduealor future research in the field.

The researcher will offer an evaluation of thisdgtun so far as exploring the extent to
which research goals and objectives have been \azhid.imitations experienced at
various points of the research will be identifisdggestions for further research will be

put forward, and conclusions gleaned will be sunseal

7.2Research process
The various phases of the Design and Developmésrviention research process will be
presented here as considerations relating to etade of the different phases are

reported.

7.2.1 Phase 1: Problem analysis and project plannin

Stages encompassed by the problem analysis anecpmanning phase of the research

process are addressed in chapters 1 and 2.

7.2.1.1 Identifying and involving clients, and gamentry
The researcher identified parents of children irddte childhood as the criteria for
participants sought. Parents from a school in thestéfn Cape were involved. Members
of the staff were collaborative in the pursuit @émtifying and involving participants and
facilitated the process by circulating a letter evhinformed parents of the study and

invited them to interview. From the response onléteers that were circulated, parents
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were identified and invited to participate as aptnts in the study. With this, stages one

and two of the first phase were successfully cotedle

7.2.1.2 ldentifying concerns and analysing ideadifproblems

An empirical study was carried out which identifipdrental concerns through semi-
structured interviews with eleven participants. Thidal stages of this empirical study
involved the consultation of relevant literaturedagxperts to develop an appropriate
interview schedule that would in fact determineepéal needs and concerns regarding
the emotional development of their children in nhedchildhood. The researcher is of the
opinion that the interview schedule was apt in gie@ the relevant information.
Participants were given the opportunity to add kimg which was not covered by the
interview schedule. Through this and the use of itlterview schedule the various
dimensions of the parental experience as it pexthio the emotional development of
their children were covered. The rapport betweeseascher and participants was
mutually experienced as sincere and positive. Bhiely contributed to the generous
sharing of the parental experience which partidipaifered.

The data received was analysed according to Creéswaehlysis spiral (refer to 1.5.1.3).
From the analysed data three dominant themes wlerdified which related to factors
concerning: knowledge of EQ and appreciation ofritgortance, raising an emotionally

intelligent child, and, challenges to raising aroéonally intelligent child.

It could be argued that a bigger sample group naas lyielded a wider range of data and
this could be a consideration for future reseaktbwever, it is noted that many of the
needs and concerns were in fact shared among ipartis. Furthermore, a saturation
point in the gathering of the information was ex@eced which further indicated that

this task was thoroughly explored.

Within the context of a study of limited scope sashthis, the identification of concerns

and analysis of identified problems were completafticiently.
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7.2.1.3 Setting goals and objectives

The goal for this study was to develop a set oépia guidelines which offer a Gestalt

perspective in enhancing the emotional intelligeofcehildren in middle childhood.

The objectives that were identified in order fastto be achieved were:

An empirical study that has taken the form of setnictured interviews with
parents at a primary school in Cape Town. The ddi@ined was analysed
gualitatively as outlined above to determine thedseand concerns of parents
regarding the emotional intelligence of their chelal.

A literature review which formed part of phase twd the Design and
Development model and which explored concepts aimdiples surrounding EQ,
child development theories in middle childhood,gming and Gestalt theory and
how these all relate to EQ. Existing sources, m@htsamples, and functional
elements of existing programmes were also drawioiothis purpose.

The design of an observational system and the fegm@n of procedural
elements of the intervention was carried out as@l3aof the research.

The development of a prototype intervention. Arstlia

Consideration of conclusions and recommendationgpéwents and for further

research.

These objectives focused the researcher in fulfjlthe main goal, that is, to establish the

parental guidelines.

Therefore, this aspect of the research processi fitk role satisfactorily and successfully

concluded phase 1 of the intervention researchegsoas outlined by the Design and

Development model.

7.2.2 Phase 2: Information gathering and synthesis

The different stages of phase 2 were addressedsachapters 3, 4 and 5 respectively.

The completion of these stages is subsequentlyatel.

126



7.2.2.1 Using existing information sources
Existing information sources were used so as nogeitovent the wheel. There is a lot of
literature available on emotional intelligence atie researcher had to distinguish

between that of popular versus academic nature.

Literature searches explored emotional intelligenth a focus on middle childhood,
and in particular emotionally intelligent parentimg middle childhood. The literary
aspect also extended to Gestalt philosophy whidudiit an understanding of this

perspective to the topic of emotional intelligence.

7.2.2.2 Studying natural examples
Various professionals were consulted in their managnt of emotional intelligence
abilities in school and therapeutic settings. Tniactical perspective complemented the
academic angle of the study and provided the reseamwith a broader outlook on the

topic.

7.2.2.3 ldentifying functional elements of sucedsabdels
This task was fulfilled by consulting successfuldals which provided guidance relating
to the development of emotional intelligence. Thigs a valuable step in establishing
parental guidelines. Functional elements identifigdparticipants were also taken into

consideration.

7.2.3_ Phase 3: Design
Phases 3 and 4 are addressed in chapter 6 otihe st

7.2.3.1 Designing an observational system
The observational system developed for the purpb#as study was designed for use by
parents. Targeted emotionally intelligent behaviouwas classified with respect to
highlighted domains of EQ. As discussed (refer.&1§, emotional intelligence is not a

straight forward concept to operationalise and meas
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The observational system therefore draws on worEligs et al (1999), De Klerk and
Le Roux (2003) and Blom (2006) in its pursuit teeate a system that does in fact
evaluate the targeted behaviour. The functionadtythe observational system will
become apparent when the first stages of implertientare employed. It is however
argued that the observational system will be vdiabboth in terms of furthering the

study, as well as in terms of enriching the pareperience of the intervention.

As stated, the observational system is designeddelby parents. A suggestion for future
use is that the observational system includes sesament designed for use by children

whereby they are given the opportunity to repogtrtprogress subjectively.

7.2.3.2 Specifying procedural elements of the wetetion
Procedural elements for the intervention were édistadd (refer to 6.2.2). These relate to
specifications which concern the practitioner, fagents, and the sessions themselves.
The researcher is of the opinion that these recamatens will give practitioners a
clear idea of suggested conditions in which therir@ntion is best implemented.

7.2.4 Phase 4: Early development

This phase of the research saw the proposal célanpnary version of the guidelines.

7.2.4.1 Developing a prototype or preliminary irtention
The preliminary guidelines that were developed nthekcompletion of the phases of the
Design and Development model that were carried foutthis research project. The
researcher made use of information gathered dalhe@mpirical and literature studies in
the development of guidelines. Guidelines are presk according to the emotional
intelligence domains of awareness, emotional cgntrotivation, empathy, and handling

relationships.

With regards to the above discussion the reseaishef the opinion that tasks of the

research process were sufficiently fulfilled.
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7.3 Limitations of this research

Even though the researcher felt that on the whwephases of research were approached
thoroughly and objectives were sufficiently attainé is noted that there were various
aspects of the research process which were assdaiath elements of restriction. For
one, the researcher is of the opinion that the eoapifindings would hold more
scientific value if the views of more parents cohftve been heard. It is argued that in the
case of a larger sample group, needs could moreluzively be considered
representative of a greater parental populatioenBtaough for the limited scope of this
study the sample group was adequate, the limittwinich accompany a small sample

should be acknowledged.

There is also the question regarding the extemthich participants could be considered
representative of the population even if the sargpdeip was large enough. The fact that
parents volunteered themselves for the interviewsldc indicate a high level of
dedication to parenting which is not necessarilpidgl of the greater parenting
population. Parents who did not volunteer may regmea portion of the population who
are not interested in this type of support. Thellah sampling neglects the views of this
group. Furthermore, attention is given to the gmobti of the Hawthorne effect on those
who did participate. This effect is described asthe beneficial effect of taking part in
research” (Russel & Grimshwa in Holden, 2001:6%)e Tact that parenting abilities are
typically seen as a reflection of parents as peopht have even enhanced this effect.
The possibility that these factors might have slaWedings to reflect an inflated sense

of the emotional intelligence among parents antticdn is a consideration.
Lastly, the very nature gfarental guidelines poses a question of limitation. Givka t
personal and unique nature of parenting, the extewhich guidelines will be useful for

all parents is therefore associated with limitagion

7.4 Conclusions from this research

The researcher concludes that:
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* The values of emotional intelligence fall stronghyline with the principles of
Gestalt theory. This study therefore highlights theerlap between emotional
intelligence and Gestalt theory. Principles of aamass, here and now, dialogue,
organismic self regulation, contact and contactnoiamy disturbances provide a
valuable framework in which to understand the EQliteds of awareness,
emotional control, motivation, empathy and handliaationships. In particular,
the Gestalt understanding of change echoes thi¢ agipiihis intervention. In other
words, the guidelines are not aimed at proposimgmenended traits that are
good to cultivate among children in order for thearbe successful. Rather, the
focus is on the individual child and the EQ al®ltiare proposed to assist the
child in becoming the truest expression of themes\Focusing intervention at
this root level rather than addressing a sympta@mexample, bullying behaviour

or depressive tendencies, is perhaps what wilter@austainable change.

e Through this research the importance of awarenesaptional control,
motivation, empathy, and the ability to handle tielaships as crucial to a child’s
capacity to achieve a level of integration betwedrat it is they think and feel,
and furthermore for this to be reflected in thezhbviour were also highlighted.

* In the pursuit to develop parental guidelines whistommend guiding principles
aimed at facilitating these EQ abilities among dfgh, the importance of
establishing these abilities among parents asheeihme evermore apparent. It is
confirmed that parents are of the greatest staldel®in their child’s emotional
development. The researcher concludes throughstbidy that parents have a
need for more information regarding the EQ of tretildren, and in particular

ways in which this can be enhanced.

7.5 Suggestions for further research
In light of the limitations presented, as well e vastness of the topics of EQ, parenting
and Gestalt theory, the researcher would like tofgmuard some suggestions for aspects

of further research both of this study, as welledated studies.
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Firstly, it is suggested that more parents be ohetlin future empirical studies. Further
to the increased sample size, it is also suggest@dparticipants be sampled from a
wider range of schools and areas in order for teglieaned to be more generalisable.
Increasing the sample size also has benefits farinmging the Hawthorne effect
(Holden, 2001:67). Also included in the suggestiblaéden (2001:67) proposes in order
to reduce the effect is a detailed follow up of itmervention in which comparison with a
control group is recommended. It is furthermoreoramended that data less subject to
reporting bias is given attention. For examplecptianers could have more interaction
with the children, and also be included in the eaabn process. Parents’ self evaluations
could be supplemented in this way and an elemeabjictivity could hereby be brought
to data gathered. The suggestion has also been tmaktend the observational system
to include children’s evaluation of their progréssfer to 7.2.3.1).

In terms of the theory explored, the research egpeed a limitation with respect to the
exploration of Gestalt theory. It is argued thais tetudy could benefit from further
exploration of the theory; in particular, ways irhish Gestalt concepts relate to the
theory of EQ. It is proposed that such an invesibgacould be of value to both fields;
Gestalt theory offers emotional intelligence a bieraphilosophical context in which to
explore its principles, and emotional intelligenoffers various practical elements

through which Gestalt theory could be made mordieadgde and accessible.

The field of neuropsychology is continually devefgpand there will always be room for
research in this field as findings bring new megnio existing knowledge. Since
emotional intelligence and Gestalt are both lintetunctioning at the neural level, these
areas could be broadened by further research iffiglteof neuroscience. In particular
research pertaining to the HPA axis (refer to 3.2duld shed light on how this neural
pathway may be enhanced. Among other benefitsdéwvelopment of this pathway in
children is said to enhance concentration. For gt@nthe research question which asks
how this might effect the understanding of ADHD atsdmanagement could be valuable

to consider.
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Empirical findings suggest that teachers are indned greater knowledge in
accommodating the emotional development of childrefer to 2.4.2). The concepts of
emotional intelligence have been brought to Americleassrooms in the form of SEL
(social emotional learning) programmes. Where ithjgart of the curriculum, it is part of
the teacher’s job description rather than an exthe researcher would like to suggest
that a review of available curriculum programmesclwhaddress El be carried out. It is
advised that these programmes be assessed forofueicelements and then be made
applicable to schools in South Africa. This studgues parents to be the most influential
in developing emotional development among theitdcen. However, it is noted that
teachers also play an influential role especialeg the amount of time they spend with
children. In the South African context particulavipere HIV and AIDS have left many
children orphaned, there is great demand placeteachers and support in this regard

will no doubt have positively influential conseqaes.

By the nature of proposing parental guidelines|dceh who do not have parents are
excluded from the impact of this study. Therefatas suggested that further research
gives attention to making these guidelines applecéd other significant care givers, such
as teachers. In such a study, attention might engio ways in which teachers may be

able to balance their disciplining role with emaotbnurturance, for example.

By nature of the fact that this research completeyg the first four phases of Design and
Developmental research, the remaining two phase&ddee given attention and the

intervention process of the proposed guidelinesdcbe furthered.

7.6 Conclusive summary
Professor Bar-On (2004) sees ‘... the future of eomaii intelligence going in the
direction of how best to raise children.” Echoirgstvision, it is concluded that this

study makes a valuable contribution to the fieldEQY.

This study identifies emotional intelligence as wuc@l tool in the emotional

development of children. Gestalt theory has pravidghilosophical context in which to
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employ the abilities which characterise emotionateliigence. These fields of
intersection are conveyed to parents through tlveldpment of guidelines. The hope is
that this study contributes in some way toward tieg children so that they are able
to excel not only at geography or spelling (evesutih the importance of this is indeed
recognised) but at being themselves. The reseadrhers the reader back to the way in
which emotional intelligence was defined at thesetitof this study as an ability that
integrates feeling, thinking and doing, as the “.abitual practice of thinking about
feeling and feeling about thinking when choosingatvto do.” (Cf. Sparrow & Knight,
2006:29.) It is concluded that attention given acteof the areas of thinking, feeling and
doing is important in achieving this level of intagion. By proposing parental guidelines
to enhance the emotional intelligence of childithis study provides input to the aspect
of “feeling” and as such provides a valuable eletrierthis goal. Nelson Mandela (in
Fernandez, 2007:76) concurs that indeed “A goodl lzeel a good heart are always a

formidable combination.”
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Addenda

Addendum 1.1 — Participation letter

Dear Parent,

Emotional Intelligence Enhancement: ParticipatiofResearch Project

| have been the Intern Play Therapist at *** foe {hast year and have had the pleasure of
working with a number of the children here. In orde now complete my Masters
qualification it is required that | carry out a skstation (of limited scope). My topic is
emotional intelligenceand particularly looking athat parents are able to do enhance
the level of EQ among their children.

Hearing from parents themselves is of course gtonige an imperative part of making
this study worthwhile, and | would really value yaoput here. | will conduct once-off
interviews (no longer than an hour) with the fiteh parents who respond. Your
experiences, concerns, challenges, and joys regpritie emotional aspect of your
child’s development will be discussed. From my eatrknowledge and reading I'm sure

this will be a beneficial experience for you aslwel

Should you be interested, please contact me ving@h@®83 407 3693) or email
(tessa.eadie@gmail.com) indicating so as soon ssilge and | will get in touch with

you with more information regarding interview tim&gnue, confidentiality etc.

Thank you in advance for your support in this endea | really look forward to hearing

from you.
Warm regards,

Tessa Eadie

Intern Play Therapist - **** Primary
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Addendum 1.2 — Consent form

Information regarding the study:

Participants should be aware of the fact that éoording purposes, a dictaphone will be
used in the interviews to ensure the informatioespnted is reported as accurately as
possible. These recordings will be handled withdtretest confidentiality; they will be
seen by the researcher only, and at most confalgptimay be extended to the
researcher’s study leader upon request. The rdsmandll be transcribing the interviews
personally, and will keep these files on her coraputhich is password protected. The
researcher will be happy to answer any questiomtipeng to the research process
before, after or during the interview. Participaate free to opt out at any point in the

process.
Please fill in your contact details and sign beltwindicate you are aware of the
necessary information pertaining to this reseandjept. Thanking you in advance for

your contribution to this valuable research.

Name:

Contact Number:

Email address:

Signed Date
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Addendum 1.3 — Chapter outline

Chapters

Research Process

Chapter 1 — Problem Analysis and Project Planning

Phase 1 — Problem Analysis and Project Planning

* Identifying and involving clients

Chapter 2 — Empirical Findings

» Identifying concerns of the population
e Setting goals and objectives that will guide the

research process

Chapter 3 — Emotional Intelligence and Parenting

Chapter 4 — Emotional Intelligence and Gestaltdophy

Phase 2 — Information gathering and synthesis
» Using existing information sourcél#erature
review)

» Studying natural sampléexperts)

Chapter 5 — Functional Elements of existing progres

* Functional element&xisting programmes

Chapter 6 — Design and Early Development

Phase 3 — Design
* Observational system design

» Specifying procedural elements of the intervention

Phase 4 — Early development

e Development of a prototype

Chapter 7 — Recommendations and Conclusions
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Addendum 2.1 — Interview schedule

Introduction

Interviews opened with a clarification of interviewand interviewee’'s understanding of

emotional intelligence. Since this term refers taide range of aspects relating to emotional

development the researcher felt it necessary taeminalise this subject. It was asked of

participants what their perspective was, and erpthithat for the purposes of this study, EQ

will be explored according to the five domains esait by Salovey which are as listed:

1.

o bk~ 0N

Knowing one’s emotions (self awareness)

Managing one’s emotions (emotional control)

Motivating oneself (emotional mobilisation)

Emotions in others (empathy), and

Handling relationships (managing emotions in setf athers).

This structured understanding of EQ was then useskplore how EQ is dealt with by both

participants and their children. It is noted ongaia that the interviews were semi-structured,

but more or less covered the following questions:

Questions

1.

| would like to know about the awarenessgpect of EQ in your home. How accurate are

you/ your child in identifying and naming emotion&?u can rate this high/ medium/

low.)

How does something like_emotional contpby out in your home? For example,
anger outbursts, delayed gratification.

| am interested to know how you and your child wete yourselves. If you are
experiencing an emotional down (for example, bdimgught down by feelings of
anger, guilt, jealousy, shame et cetera) what dodga® What does your child do? What
are you teaching your child in this regard?

4. What does empathyean to you?

a. How would you say you bring this into the home?

b. How do the members in your family nurture themseglaed one another?
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. Handling of relationshipss probably the area where EQ is most felt as tstaleding
of one’s own emotions has to extend to others als Weuld you describe how

conflict/ differences are handled among membesggaf family?

. What would you say the most difficult thing is_sising an EQ child

. What comes to mind immediately when | ask you: Wiatild you like to see most on
an EQ quidelindor parents?

. How much effort do you put into EQ educaffoHow easy/ difficult do you find it to
integrate this knowledge? If you can think of asigiht that came to you whilst reading
could you describe this and how you were able pyaghis to your relationships?

. Is there anything else you’'d like to add regardimg way emotions are approached in

your home?_(open guestion)
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Addendum 3.1 — Diagram of the brain

Hypathalamus

Cortisol
Adrenal gland

Figure: Diagram of the Brain illustrating HPA axstivity

This diagram, presented by Harvard Medical Scha6D7), illustrates aspects of HPA axis

activity.

1. The hypothalamus secretes a hormone which rousdsotlty (called corticotropin-
releasing factor, (CRF).

This hormone travels to the pituitary gland.

The pituitary gland then secretes adrenocorticatrbprmone (ACTH).

ACTH circulates in the bloodstream, travelling he tadrenal gland.

ok~ 0D

The adrenal gland releases cortisol, another hoemon

Cortisol stimulates many reactions in the bodyludimg a rush of energy and alertness.
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