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Summary  

Writer: Malene Toen Nese 

Title: Tuning in to Kids in Schools: Emotional Competence Training of School Staff to 

Promote Better Student-Teacher Relations and Emotional Competence in Teachers. 

Supervisor: Evalill Bølstad Karevold 

 

Background: Children spend an increasing amount of time in school, where teachers and 

other school staff act as facilitators of emotional competence development. Through emotion 

socialization and the creation of close student-teacher relationships, teachers are important 

for children’s positive school outcomes. How teachers engage in emotion socialization and 

create high-quality student-teacher relationships is affected by their own emotional 

competencies. Their abilities in emotional awareness, understanding, regulating and 

expressing emotions all affect their consequent emotion socialization styles and relational 

quality to their students. The current study piloted the “Tuning in to Kids in Schools” (N-

TIK-Schools) intervention in Norwegian primary schools, aiming to increase teachers’ 

emotional competencies and emotion socialization practices, and consequently improve their 

relations to students. The main goal was thus to investigate the relationship between teachers’ 

emotion socialization styles and the quality of their relationships to students, and the impact 

of the intervention on these factors. 

Method: Two waitlist-control and two intervention schools in Grorud municipality in Oslo 

were recruited. Baseline measures were collected through an online questionnaire before 

implementation of the N-TIK-Schools program was initiated in the intervention schools 

(autumn 2019). All staff at the intervention schools were given a half-day seminar on 

emotional competence, additionally, the school administrations received a two-hour 

supervision. Teachers and teacher assistants who work with children in 1st to 4th grade were 

given group supervision, consisting of 6 x 1.5 hour group sessions following a structured 

manual. Comparisons between the intervention groups and the control group were made on 

their emotional styles and relationship qualities to students using a 2 x 2 mixed ANOVA.  

Results and Conclusion: The results suggest that teachers’ emotional style is related to 

student-teacher relationship quality, evident through significant associations between 

participant’s responses to emotional style and student-teacher relationship. There were no 

significant effects of the intervention on teachers’ emotion socialization style or Conflict in 

the student-teacher relationship. An unexpected interaction effect was found for Closeness in 
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the student-teacher relationship, indicating a significant increase for the control group only. 

The pilot study N-TIK-Schools did not show the desired effects. The discussion raises 

questions whether the intervention itself could be faulty, such as intervention dosage being 

too narrow, or caused by challenges in operationalization or assessment issues. Short follow-

up times could additionally be insufficient to capture changes that might require more time. 

Further, ceilings effects in the intervention schools on perceived use of Emotion Coaching 

and Closeness to students do also make improvements unlikely and difficult to find. The 

measurement tools used were adapted to a school context, and particularly the adapted STRS 

measure, revised to a general classroom setting, was suboptimal, and is not recommended for 

future use. The N-TIK-Schools pilot can, by bringing forward the challenges mentioned 

above, contribute to development of future studies of interventions targeting teacher 

emotional competence and relationship quality. It is highlighted that future interventions on 

emotional competence training in schools should use observational tools and/or more direct 

assessment in addition to self-reports from school staff. 
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1 Introduction 

In the school context teachers and other school staff are important facilitators of children’s 

emotional competence development (Denham et al., 2012). Emotional competence includes 

the abilities to understand our own and others’ emotions, manage these emotions and express 

them to those around us (Elias et al., 1997). Teachers engage in similar emotion socialization 

behaviours as caregivers (Ahn, 2005), thus potentially having a large impact on children’s 

development (Denham et al., 2012). Despite school staff having a key role in facilitating the 

emotional development of children (Denham et al., 2012; Garner & Waajid, 2008), the formal 

training of early education teachers lacks sufficient content on emotional competence 

development in children and relational efforts (Buettner et al., 2016). In a Norwegian context, 

the main focus of improving teacher education remains on professional, rather than emotional 

or relational, content (Kunnskapsdepartementet, 2016; Lærerløftet - På Lag for 

Kunnskapsskolen, 2014). Teachers’ emotional competence and its impact on teachers’ 

emotion socialization and the student-teacher relationship quality is the main focus of the 

current thesis. 

 

Teachers are increasingly researched as central facilitators of emotional competence for 

children (Hamre & Pianta, 2001; Morris et al., 2013). Promoting teachers’ supportive 

reactions to children’s emotional experiences is important for children’s emotional 

development and adaptation to school (Birch & Ladd, 1997; Denham et al., 2012; Garner & 

Waajid, 2008; Hamre & Pianta, 2001). A growing research base indicates that personal 

emotion regulation skills affect teachers’ responses and abilities to support children’s 

emotions (Ornaghi et al., 2019; Swartz & Mcelwain, 2012). Swartz and Mcelwain (2012) 

investigated the associations between personal characteristics of the teachers and their 

behavioural responses to children’s emotions. Teachers with more accepting beliefs about 

children’s emotions and the ability to manage their own emotions, displayed more supportive 

reactions to children’s negative emotions, and less unsupportive reactions to children’s 

positive emotions (Swartz & Mcelwain, 2012). Teachers’ emotional competence and their use 

of emotion socialization in the classroom environment is increasingly recognized, however, 

work on increasing teachers’ emotional competence and promotion of emotion socialization 

competence remains scarce (Buettner et al., 2016).  
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Research on the student-teacher relationship quality and its effect on children’s social, 

emotional and academic trajectories indicates that children who have a close and non-

conflictual relationship with their teachers perform better academically, adapt to the school 

environment better, and have higher levels of emotional competence (Birch & Ladd, 1997; 

Hamre & Pianta, 2001). As such, creating close student-teacher relationships is an important 

aspects of teachers’ tasks in the classroom.  

 

The importance of teaching children emotional competence is recognized, and many social 

and emotional intervention programs aimed at families who need or want are already in use 

(e.g Circle of Security; Marvin et al., 2002). Interventions are to a greater extent being 

directed at the school context, recognizing the importance of the school arena for emotional 

development. School interventions vary; however, the approach tends to be either directly 

aimed at children (Greenberg et al., 1995), or having a whole-school approach (Sørlie & 

Ogden, 2007). Either way children are directly targeted in most interventions (Durlak et al., 

2011; Greenberg et al., 1995). The long-term effects of interventions primarily aimed at 

children might decrease if surrounding factors influencing emotional competence are not 

included in interventions (i.e. adults’ modelling behaviours and reactions to emotions). There 

is little value in teaching a child that “angry” is a valid feeling, and constructive ways to 

express these, if the caregivers around the child punishes, dismisses or minimizes the 

emotional expression of the child. Interventions changing the socialization of emotions that 

children are continually exposed to by their environment (read: school staff) might be more 

efficient and less straining for children than directly addressing students in the school context.   

 

Interventions directed primarily at teachers and other staff are rare, but some findings are 

emerging that the effects of teacher-directed emotion-focused programs can have significant 

effects on children (Baroody et al., 2014; Rose et al., 2015). In focusing on teachers rather 

than students, this ensures that all children benefit from the intervention, also over time. 

Teachers work with many children over the course of many years, thus their reach is large. 

The potential benefits of teacher-focused interventions could reach more children than child-

focused interventions, if executed and followed-up properly. Seeing as significant effects on 

emotion socialization can be achieved through supervising caregivers working with children 

(Gus et al., 2017; Rose et al., 2015), rather than putting the learning demands on the children 

themselves, one could re-evaluate the need to directly include children in intervention-based 

work to improve emotional competence. Considering the extent to which teachers influence 
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children through emotion socialization behaviours (Ahn, 2005), and the associations between 

teachers’ personal emotional competence and their use of emotion socialization strategies 

(Morris et al., 2013; Ornaghi et al., 2019; Swartz & Mcelwain, 2012), efforts should be put in 

increasing teachers’ emotional competence and improving the skills needed to use emotion 

socialization positively.  

 

The current study focused on primary school teachers’ own emotional competence, their self-

reported relationship quality to the students, and their self-reported ability to guide children in 

emotional contexts. The Norwegian Tuning in to Kids in School (N-TIK-School) intervention 

aimed to implement an emotional competence program for teachers and other school staff in 

primary schools. The N-TIK-School is a pilot study developed from The Tuning in to Kids 

(TIK; Havighurst et al., 2004) program, and the pilot was implemented in two primary 

schools in Oslo municipality, with two waitlist-control schools from the same area. The 

overarching aim of N-TIK-Schools was to measure potential increases in teachers’ emotional 

competence, emotion coaching skills and potential changes in teacher’s perceived relationship 

quality to students, achieved through the group based N-TIK-School intervention. Secondary 

aims were to investigate the relationship between teachers’ emotional competence and 

emotion coaching abilities.  

 

This thesis will first introduce the concepts of emotion competence end emotion socialization, 

and then the role of teachers as facilitators of emotional competence in children, and how the 

teachers’ emotional competencies influence their emotion socialization strategies. Further, the 

importance of student-teacher relationship and its relation to children’s development in the 

school setting are described. Secondly, interventions as modes to improve emotional 

competencies are introduced, and gaps in the literature are identified. Thirdly, the research 

behind the structured intervention manual of TIK is presented, and, finally, the research 

questions and hypotheses of the pilot study N-TIK-Schools is presented. 

 

1.1   Emotional competence – key skills developed through emotion 

socialization 

Emotional competence - perceiving, understanding, regulating and expressing our emotions - 

are key to navigating and thriving in the social world around us. Higher levels of emotional 
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competencies are associated with many positive life outcomes (Taylor et al., 2017), and is 

increasingly investigated as a key component in promoting mental health and wellbeing.  

 

Emotional competence is to a large extent acquired through emotion socialization (Denham, 

1998, 2019; Eisenberg et al., 1998). The processes in emotion socialization are described by 

Denham (Denham, 1998) as consisting of modelling, teaching and contingent responding to 

emotions. Through modelling, caregivers’ own emotional competencies are observed and 

copied by children, and as such caregiver’s expressivity and regulation strategies (functional 

or not) are imitated. Through teaching about emotion, caregivers explicitly explain emotion 

concepts and their relations to a behaviour or situation. How caregivers respond to emotions 

and emotional expressions is also a factor in emotion socialization. Specifically validating 

responses to emotions (e.g. referring non-judgementally to the emotion the child is 

experiencing) seem to be important for promoting emotional competence (Denham, 2019). 

The importance of these emotion socialization strategies used in parent-child socialization 

have also been established in the teacher-child relationship (Ahn, 2005; Ahn & Stifter, 2006; 

Denham et al., 2012), indicating that teachers are similar role models of emotion socialization 

as primary caregivers and other caregivers in children’s lives.  

 

Literature on developmental psychology suggests that emotional competence plays a 

significant role in the developmental trajectory of children and youth (Greenberg et al., 2001) 

and efforts to improve these competencies in young children are needed. But where, and to 

whom, should these efforts be initiated? Parents are typically considered the main socializers 

in children’s lives, but the educational context has taken over many parental responsibilities in 

modern days, making educational teachers, and other school staff, important emotion 

socializers in children’s lives.   

 

1.2   Teachers as emotional socializers 

While the focus on emotional competence interventions has typically been directed at the 

home and parent-child dyads, research is increasingly being directed at preschools and 

schools as arenas for preventative interventions (Greenberg et al., 2017). Children spend a 

significant amount of their time in preschools and schools, which highlights the need to 

understand the emotion socialization processes that occur in school settings. Teachers and 

other school staff engage in emotion socialization in similar ways to primary caregivers (Ahn, 
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2005; Ahn & Stifter, 2006), and have a key role in facilitating the resolution of children’s 

emotional processes in the schools context.  

 

Teachers are important role models, implicitly teaching children which emotions and emotion 

expressions that are acceptable in the context (Morris et al., 2013). Teachers are in this way 

facilitators of cooperative work, conflict resolution, learning and social activities in a school 

context. As such, their own emotional competencies can influence the acquisition of these 

skills in children through (often unconscious) modelling and conscious emotion socialization 

(Morris et al., 2013).  

 

Ahn (2005) investigated the methods preschool teachers used in their emotion socialization of 

young children. Teachers generally showed preference for children’s positive emotional 

displays, which was communicated through positive and empathic responses. Empathic 

responses to negative emotions were found for most teachers, but not all. Strategies employed 

when faced with children’s negative emotions included empathic responses, physical 

comforting, teaching constructive ways to express emotions, problem-solving, but also 

distracting, ignoring and negative feedback. These findings indicate that teachers, in similar 

ways to parents, consciously socialize children’s displays of emotions (Ahn, 2005). As such, 

teachers’ emotional competence has an impact on the emotional development of children 

through emotion socialization practices.  

 

Ahn and Stifter (2006) further investigated the differential emotion socialization strategies of 

preschool teachers based on children’s characteristics. In an observational study of preschool 

teachers of toddlers and pre-schoolers, teachers’ differential responses to children’s emotions 

were coded. The results indicated that responses depended on the ages and gender of the 

children; teachers of toddlers responded with physical comfort and distraction more often than 

teachers of pre-schoolers. Intervening with the cause, and explicitly teaching children 

constructive ways of expressing negative emotions was used more by teachers of pre-

schoolers (Ahn & Stifter, 2006). Despite differences in responsivity to children’s emotions, it 

is evident that teachers engage in a variety of emotion socialization strategies, and adapt their 

strategies to children’s characteristics. The socialization strategies used by teachers vary not 

only as a result of children’s characteristics, but also characteristics of the teacher themselves 

(Ciucci et al., 2015; Denham et al., 2017). Teachers’ own emotional competence is a factor 

increasingly investigated as a component of influence in the school context.  
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1.3   Teachers’ emotional competence in emotion socialization 

Teachers’ beliefs about emotions affect the way in which they deal with their own and their 

students’ emotions at school, which in turn may affect children’s development of emotional 

competence. Teachers experience a range of emotions in interactions with children and other 

school staff throughout their work-day. Research indicates that teachers to a great extent 

engage in regulation of their own emotions, both positive and negative (Sutton, 2004). 

Furthermore, findings show that components of teachers’ emotional competence (emotional 

awareness, understanding, regulation and expressivity) are related to emotion socialization 

and the emotional climate they create in the classroom (Ersay, 2007; Ornaghi et al., 2019; 

Swartz & Mcelwain, 2012). Teacher emotional competence does not work independently 

from the people and situational factors surrounding them. Rather, when teachers and children 

interact, they mutually influence each other. 

 

Interactions between caregivers and children are based on a transactional process whereby the 

adult is affected by the situation and the child, and similarly the child is affected by the adult 

and their affect, response and behaviour (Dix, 1991; Sameroff, 1975). Seeing as the emotion 

socialization teachers engage in is similar to that of parents, it follows that teacher-child 

interactions have mutual influence in somewhat similar ways to parent-child interactions. 

Following the affective model of Dix (1991) which initially explained the parent-child 

relation, the emotional expression of the child would evoke emotions in the adult, and the 

adult’s emotional regulation might affect their capacity to react appropriately in the situation 

(affect, response and behaviour), which in turn would affect children’s emotional competence 

learning. According to the affective model, a link exists between the adult’s emotional 

competencies and emotion socialization of the child (Dix, 1991). This link is increasingly 

supported by research findings in educational and psychological literature indicating similar 

transactional processes in the student-teacher relationship (i.e. Ersay, 2007; Jeon et al., 2016; 

Morris et al., 2013). 

 

In the classroom there are many situations in which teachers can experience strong emotions. 

The way they regulate and express these emotions model emotional competence to children. 

In a qualitative study by Sutton (2004), 30 teachers were interviewed about their perceptions 

of emotion regulation in their profession. Through semi-structured interviews it emerged that 

all but one teacher reported having regulated their emotions in their job, 50% had regulated 

positive emotions, and many teachers found it difficult to reconcile having strong emotions 
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and being professional in their job. This study indicates that emotion regulation is perceived 

by teachers as an important component of their role in the classroom. However, not all 

teachers had positive views of emotions in a school context; some teachers believed they had 

to regulate their emotional expressions as “it is not appropriate to act out what you are 

feeling” (Sutton, 2004, p. 386). These beliefs about emotions and emotional expressions are 

possibly modelled to students through the teachers’ behaviours and emotion regulation 

strategies.  

 

Morris et al. (2013) investigated the relation between teachers’ emotion beliefs and practices 

in the classroom, and children’s emotional competence. In their study they used both self-

reports from the teachers and observational measures of the classroom climate to measure the 

emotional climate. Additionally, the study looked at child outcomes such as emotion 

knowledge. The results indicated that, for preschool children, the level of negative classroom 

climate (identified by amount of conflict, negative emotion talk, irritability) was associated 

with lower emotional knowledge scores. Teacher’s sensitivity in the classroom (their 

awareness and responsiveness to children’s emotions) also significantly predicted the 

observed emotion knowledge scores of children (Morris et al., 2013). Hence, it seems evident 

that the emotion beliefs and practices of teachers affect the emotional competence of children 

in the classroom, pointing to the importance of increasing teachers- emotion competence.  

 

The association between teachers’ emotional competence and emotion socialization is further 

investigated by Jeon et al. (2016), who looked at the relation between experienced chaos in 

the classroom and responses to children’s emotional experiences. They found that teachers’ 

levels of emotional suppression and ability to regulate their own emotions (aspects of 

emotional competence) mediated the relation of perceived chaos and responses to children’s 

emotional experience. The teachers’ ability to show support and encouragement for students 

who experienced negative emotions depended on the teacher’s ability to regulate their own 

emotions in the context (Jeon et al., 2016). Those with higher levels of emotional suppression, 

however, displayed less encouragement of emotional expressiveness in children. Teachers’ 

own emotional competence is of significance for the emotion socialization children are 

exposed to in school, and thus may affect children’s development of emotional competencies.  

 

The association between teachers’ emotional competence and their emotion socialization in 

the classroom has additionally been established by Ersay (2007). In a mixed methods study of 
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preschool teachers, Ersay (2007) investigated the relation between teachers’ emotional 

competence (emotion awareness, understanding, regulation and expressivity) and their 

emotional socialization practices in the classroom. Through qualitative questionnaires, field 

observations and in-depth interviews with teachers, the results indicated that there were large 

differences in the attitudes and responses to children’s negative emotions depending on 

teachers’ emotional competence. Teachers high in emotional awareness were significantly 

more likely to respond to children’s negative emotions with emotion talk, less likely to 

dismiss children’s emotions, more likely to comfort children who experience negative 

emotions and discussed emotions significantly more often than teachers low in emotional 

awareness (Ersay, 2007). These findings emphasize the role of teachers’ emotional 

competence as an important factor of better emotion socialization in a school setting.  

 

In a study by Swartz & Mcelwain (2012), the associations between emotion regulation, 

beliefs about children’s emotions and responses to children’s emotion expressions were 

investigated in 24 preschool teachers in their final stages of education. The inclusion of 

teachers’ beliefs about children’s internal emotional lives was novel, and possibly an 

important aspect of teachers’ emotion socialization. The study found large variations in the 

sample, despite all teachers demonstrating some supportive reactions to children’s emotions. 

The findings indicated that teachers who had accepting beliefs about children’s internal 

emotional lives displayed more supportive reactions to children’s negative emotions. 

Additionally, self-regulation (here: reappraisal) also predicted higher levels of supportive 

reactions to negative emotions (Swartz & Mcelwain, 2012). This study points to the notion 

that the teachers’ emotional competence contributes to the emotion socialization they engage 

in.  

 

The association between emotion beliefs and emotion socialization is further established by 

Ornaghi and colleagues (Ornaghi et al., 2019). In their study of 60 female preschool-teachers, 

associations between emotion beliefs, mind-mindedness and emotion socialization styles were 

investigated. Emotion beliefs were measured as the teachers’ beliefs in their own role for 

children’s emotional development. Mind-mindedness refers to the extent of which adults have 

thoughts about children’s internal lives as intentional and separate from their own. Emotion 

socialization styles were here conceptualized as emotion coaching (EC) or emotion 

dismissing (ED), indicating the degree to which emotions are accepted and viewed as positive 

(EC) or dismissed and avoided (ED). The results indicated that teachers with positive emotion 
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beliefs (including belief in their own capacity to affect children’s emotional development) and 

higher levels of mind-mindedness were significantly more emotion coaching than teachers 

with negative emotion beliefs and low levels of mind-mindedness, who were more emotion 

dismissing (Ornaghi et al., 2019). The findings indicate that teacher’s emotion socialization 

strategies are to some extent influenced by their self-efficacy in helping children develop 

emotional competence.  

 

In sum, research indicates that teachers’ emotional competence (i.e., emotional awareness, 

understanding, regulation and expression) is central to the teaching profession, yet emotional 

competence, emotion socialization and relational skills are not concrete aspects of the formal 

teacher training’ competence aims (Lærerløftet - På Lag for Kunnskapsskolen, 2014). Some 

findings indicate that teachers believe these competencies should be part of their formal 

training (Buettner et al., 2016). The efforts to increase the emotional competence of school 

teachers should be improved as these skills are modelled and taught to children through 

emotion socialization, and thus affect children’s own development of these skills. 

Additionally, teachers’ emotional competence could help promote close and supportive 

student-teacher relationships.  

 

1.4   The student-teacher relationship 

A good quality student-teacher relationship is important for both academic learning and social 

thriving at school specifically, and for the developmental trajectories of children in general 

(Birch & Ladd, 1997; Garner & Waajid, 2008; Hamre & Pianta, 2001). As mentioned above, 

the relation between children and teachers share some similarities to a child-parent 

relationship, and teachers engage in similar emotion socialization behaviours as primary 

caregivers do (Ahn, 2005; Denham et al., 2012; Ersay, 2007; Rabineau, 2004). In the school 

context teachers can act as a supportive caregiver for young children, provide comfort and 

encourage exploration. 

 

 Although the role of a teacher is not as stable as that of parents (children often have different 

teachers throughout their school years), Pianta and Steinberg (1992) have proposed an 

attachment perspective on student-teacher relations, suggesting that the teacher could function 

as a safe haven, supporting children’s need for comfort and exploration in similar ways as 

parents. A moderate association between children’s attachment to parents and their teachers 

has been found in research (Ahnert et al., 2006), indicating that these two kinds of adult-child 
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relations share some similarities. The attachment perspective also has implications for the 

importance of a good or close relationship and the possible consequences of a bad or 

conflictual one (Verschueren & Koomen, 2012). According to Pianta (2001), the quality of 

the student-teacher relationship can be determined by three factors; Closeness, Conflict and 

Dependency – which is operationalized by the student-teacher relation scale (STRS; Pianta, 

2001). This conceptualization of the student-teacher relationship is built on the premise of 

attachment theory and highlights aspects of a secure versus insecure attachment patterns. 

Closeness1 is marked by the level of warmth in the relation, Conflict by a lack of report in the 

relation, and Dependency as the level of unhealthy reliance a child has on the teacher. Several 

studies support this perspective on student-teacher attachment, mainly focusing on the two 

first factors of Closeness and Conflict: A close student-teacher relationship can act as a buffer 

for negative child outcomes for children at risk (Hamre & Pianta, 2005), as well as promoting 

positive child outcomes such as school engagement and liking (Birch & Ladd, 1997). A 

conflictual teacher-child relation have been shown to contribute to the negative outcomes for 

children (Sabol & Pianta, 2012); conflictual teacher-child relations are consistently related to 

child externalizing behaviours (Birch & Ladd, 1997; E. E. O’Connor et al., 2012), larger 

increases in externalizing behaviours over time (Silver et al., 2005), school adjustment issues 

and social adaptation problems (Palermo et al., 2007).  

 

Such results support the importance of promoting close and non-conflictual student-teacher 

relationship, but how can one foster close and non-conflictual student-teacher relationships 

effectively? Morris et al. (2013) found associations between teachers’ own emotional 

competence and their ability to be empathic in meeting student’s negative emotions and 

facilitating a positive classroom climate. Further, a qualitative study by Moen (2015) found 

mechanisms used by teachers to create close relationships to their students. The findings 

indicate that teachers engage in a variety of communicative methods, including an 

acknowledging and accepting attitude to children’s negative emotions and experiences, 

curious and open questioning, listening, and self-reflection.  

 

The perspective on the teacher-child relationship as a potential low-key version of an 

attachment relationship further highlights the importance of the relational quality for 

 
1 A distinction between the conceptualization of Closeness as a scale in the Student-Teacher Relation Scale will 

be signaled by a capital C, while the concept of closeness will not. The same distinction will be made for 

Conflict. 
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children’s positive development. It emphasizes the impact of teacher affect and sensitivity in 

facilitating close student-teacher relations (Verschueren, 2015), as well as suggesting a 

dynamic development of the relationship quality (O’Connor et al., 2011). In forming secure 

attachment relationships, the adult’s ability to read children’s emotional cues, meet their 

needs and respond appropriately is essential. It is plausible that emotional competencies are a 

key factor in teachers building close relations to their pupils, considering the similar 

conceptualizations of emotional competence and closeness in the student-teacher relationship.  

 

Work on improving the student-teacher relationships through improving teachers’ emotional 

styles seems plausible. Intervention programs is a potential avenue to achieve such positive 

changes, and is already frequently used in school contexts. While interventions are commonly 

used in school contexts, the sole focus on increasing teachers’ emotional competencies, is 

novel.   

 

1.5   Interventions for emotional competence in teachers and school-staff: 

What has been done and what remains? 

Intervention-based training on emotional competencies is the subject of increasing effort in 

the school context to improve children’s wellbeing and positive development (Durlak et al., 

2011; Sklad et al., 2012; Taylor et al., 2017). The intervention work that has previously been 

implemented in school settings within emotional competence tends to be specifically directed 

at the children (Durlak et al., 2011; Sklad et al., 2012) or in schools through a whole-school 

approach (e.g. The Incredible Years; Webster-Stratton, 2001). While such interventions might 

have effects, they put a high demand on children’s learning, in addition to being resource-

heavy in terms of time and cost. Whole-school approaches often include the teachers, yet very 

few interventions focus primarily on the teachers and school staff alone. Here, aspects of 

widely used school-based interventions and gaps in the intervention work will be presented, 

before research on teacher-directed interventions are reviewed.  

 

Typically, the interventions in schools have had a behavioural focus, possibly due to the 

school system often being rule-oriented. While some behaviourally focused interventions in 

Norway have shown effects on social competencies (i.e. The Incredible Years; Aasheim et al., 

2018; Webster-Stratton, 2001, and Positive Behaviors, Interactions and Learning 

Environment in Schools; Sørlie & Ogden, 2007), the aspects of social competencies learnt 
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may be inadequate without a focus on the accompanying emotional competencies. 

Additionally, The Incredible Years uses behavioural methods such as ignoring or redirecting 

inappropriate behaviours. While children might learn to behave according to set rules which 

are deemed socially acceptable, these methods do not necessarily promote emotional 

competence.  

 

Many programs implemented in schools are directed specifically at children, or have a whole-

school approach (meaning that they include students, parents, and all staff). A program 

extensively used in the Norwegian context is the Positive Behaviours, Interactions and 

Learning Environment in Schools program (PALS; Ogden et al., 2012; Sørlie & Ogden, 

2007). PALS is an extensive program, including systemic efforts from a variety of community 

services, with different modes of intervention based on the school’s prevalence of problem 

behaviours. Additionally, the program is directed at the students themselves. Such extensive 

interventions could put large expectations on children’s learning in an already content-heavy 

primary education. The extensive use of activities adds an organizational and time strain on 

an education system characterized by full schedules and learning demands. The relational 

quality children have to their teachers, as well as their emotional competence, may be able to 

improve by only increasing teachers’ emotional competencies, leading to positive effects 

similar to what child-directed approaches often aim for, potentially without necessitating the 

large-scale intervention programs currently implemented in Norway. A shift towards 

emotional competencies as important outcomes for children is recognized, and concurrently 

interventions have shifted their focus (Durlak et al., 2011; Sklad et al., 2012; Taylor et al., 

2017).  

 

Intervention programs for teachers’ emotional competence may have different 

conceptualizations of competencies they aim to improve, but typically they include measures 

on the student-teacher relationship quality, often conceptualized as Closeness and Conflict 

(e.g. Baroody et al., 2014; Spilt et al., 2012). Relation and emotion-focused interventions for 

teachers and school staff alone is a newly addressed arena for interventions. Baroody et al. 

(2014) focused on the Responsive Classroom approach, with implementation of several 

specific strategies and activities that promote a supportive classroom environment (e.g. 

morning meetings). An indirect effect was found between the intervention and student-teacher 

relation quality, which was moderated by the level of strategies used. Hence the intervention 

did not have an impact unless the strategies were used. Another teacher-focused intervention, 
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the Relationship Focused Reflective Program (RFRP; Spilt et al., 2012) aimed to improve the 

processes of teachers reflection on student-teacher relations and emotions, improve teacher 

sensitivity and understanding of children’s needs. While all teachers improved in Closeness 

and decreased in Conflict, differences between teachers also increased. Those who initially 

had close relations to students increased more than teachers with less close relations to their 

students. This differential increase was related to the teachers’ levels of self-efficacy, and 

suggests that intervention implementation is most successful for teachers with the belief that 

they, in their role as teachers, are able to improve relationships to students through their own 

use of emotional competencies (Spilt et al., 2012). Although these studies are either 

comprehensive in implementation strategies (Baroody et al., 2014), or aimed at teachers with 

students who have high levels of externalizing behaviours (Spilt et al., 2012), they indicate 

that there is a promising avenue of directing interventions at teachers.  

 

As the first study to implement an intervention program for teachers based on the 

conceptualization of the emotion styles Emotion Coaching (EC) and Emotion Dismissing 

(ED) (Gottman et al., 1996), Rose et al. (2015) worked with teachers in schools and youth 

centres, using the concept of EC style to improve emotional competence. An EC style consists 

of empathizing with children’s emotional experiences and guiding them in understanding, 

regulating and expressing emotions, and seeing emotional situations as opportunities for 

intimacy and learning (Gottman et al., 1996). An ED style is marked by adults having 

difficulty with containing the child’s emotions, but rather want to ignore or dismiss negative 

emotions. Rose et al. (2015) implemented workshop sessions for teachers to instruct them in 

EC principles when responding to the emotional experiences of youth. Measures taken at 

baseline and post-intervention included EC questionnaires, focus groups and children’s 

behavioural indices from the schools. The program had significant effects on a variety of 

outcomes. Adults experienced increased belief in EC and decreased belief in ED; there were 

reductions in students’ behavioural difficulties, and youth additionally had increased levels of 

emotional competence at time two (1 year post-intervention). These findings indicate that 

focusing on improving emotional styles of adults working with youth can have positive 

effects for the emotional competencies of the adults, in addition to the youth they work with.  

 

Gus and colleagues (Gus et al., 2017), provides further support for the use of teacher-directed 

interventions on EC. Using the same intervention procedure as Rose et al. (2015), Gus et al. 

(2017) implemented the intervention in a primary specialist school setting. A whole-school 
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approach was used, where the procedure was implemented for all students, staff and the 

families of the students. Outcome measures included questionnaires on the student-teacher 

relationship quality and behavioural and school progress for children. Findings indicated that 

the student-teacher relationship quality was improved and teachers reported increased levels 

of empathic understanding towards their students. The positive effects of the intervention 

further extended to the students; with academic progress and increased use of trust-

behaviours, and their families; who experienced increases in self-efficacy, trust and positive 

communication with the school. The results of both Rose et al. (2015) and Gus et al. (2017) 

support implementation of emotional competence programs for school staff as positive for the 

teachers’ emotional competence and student-teacher relationship. However, neither of the 

studies used an experimental approach, and the studies did not have a control group in the 

intervention design. Further, both studies implemented the intervention in demographic 

groups with either special needs or in lower SES groups, which does not allow for 

generalization of the intervention effect across settings, and does not support the use of EC as 

a universal intervention. Additionally, no manual is described by Gus and Rose, making the 

specific content of the intervention difficult to replicate or evaluate.   

 

Summing up, school intervention programs are increasingly used for promoting children’s 

development. However, as mentioned above, they are often directed at the students or the 

school system as a whole, potentially putting a learning demand on children, and resource 

strains on schools. Considering the influence of teachers and the student-teacher relationship 

qualities for children’s emotional development, the routes to maximizing the positive impact 

of teacher behaviours is a promising avenue for further improvement. The studies that have 

been done on teachers’ emotional competence development are promising, yet there are 

aspects of the research that could be improved or investigated further. There is a lack of low 

threshold, structured, manual-based intervention that follows experimental design. The 

student-teacher relationship could potentially improve merely as a factor of time passing and 

having spent more time together later in the school year, or it could potentially change as a 

results of teachers’ increased emotional competence, and intention to use EC, through an 

intervention design. Hence, the importance of the experimental design including a control 

group is amplified. Initial findings from interventions on teachers’ emotional competence 

indicate that focus on relational patterns as a whole, rather than implementing specific 

activities for children, can promote closeness in the student-teacher relationship over time 

(Gus et al., 2017). The current pilot study aims to start to filling this research gap in the 
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context of Norwegian primary schools, by implementing a school version of the Tuning in to 

kids (TIK) program. 

 

1.6   Tuning in to kids (TIK) 

Tuning in to Kids (TIK) is a manual based intervention program (Havighurst et al., 2004) 

based on Gottman’s (1996) theory of meta-emotion philosophy and conceptualization of 

parenting styles. Gottman and colleagues identified four styles of parenting through their 

qualitative research with caregivers; emotion coaching (EC), emotion dismissive (ED), 

emotion disapproving and laissez-faire (Gottman et al., 1996). They discovered that what 

caregivers think and feel about certain emotions, which he coined “meta-emotion 

philosophy”, affected which styles of parenting caregivers adopted. Caregivers’ parenting 

styles were found to affect children’s development of emotional competencies. The two most 

common styles, “emotion coaching” and “emotion dismissing” are the focus in the TIK 

program. 

 

As mentioned above, an EC style is conceptualized by Gottman et al. (1996) as a caregiving 

style, and has been further developed as a methodological approach to improve children’s 

acquisition of emotional competence based on his observations of EC in parents. The EC style 

consists of the ability to notice, and respond to a child’s emotional experience, and the 

caregiver sees an emotional situation as an opportunity for connecting and learning, and meets 

the child’s emotions with empathic validation. They help the child learn more about their 

emotional experiences e.g. through assisting them with labelling the emotions and eventually 

problem solving. This style of caregiving requires certain levels of emotional competencies 

from the adults (awareness, understanding, regulating and expressing emotions), and as such 

EC could be conceptualized as a relational use of emotional competencies, shown to promote 

emotional competence in children (Gottman et al., 1996).  An emotion dismissive caregiver is 

not aware of, or chooses not to pay much attention to, the child’s emotional experiences. 

Reasons for dismissiveness might be a belief that negative emotions are harmful and find it 

difficult to experience themselves, and consider “getting rid of” the negative emotions as best 

for the child (Gottman et al., 1996).  

 

Based on Gottman’s principles, and research indicating advantages for children’s 

development with an EC caregiving style, Havighurst et al. (2004) developed a manual-based 

program aimed at improving EC abilities in caregivers. Through group sessions with parents, 
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the intervention program focused on psychoeducation on emotional competence, role plays 

and use of EC strategies (such as empathic listening and communicating acceptance of 

emotions), and reflecting on one’s own experiences of emotions. The intervention aimed to 

increase caregivers’ belief in, and use of, EC and decrease use of ED.  

 

The research base of the TIK program is promising and still increasing. Since 2004, the TIK 

program has been implemented for parents of toddlers (Lauw et al., 2014), young children 

(Havighurst et al., 2009), teenagers (Kehoe et al., 2014), children with externalizing 

behaviours (Havighurst et al., 2015) and internalizing difficulties (Kehoe et al., 2014). The 

findings of the studies mentioned above include several positive developments in; caregiver’s 

increases in the use of EC strategies (Havighurst et al., 2009; Wilson et al., 2012), increased 

empathic concern (Havighurst et al., 2013), and less ED by caregivers (Havighurst et al., 

2015; Kehoe et al., 2014). Children also benefit from this caregiver-focused intervention; the 

studies found decreases in child externalizing behaviours (Havighurst et al., 2009) and 

internalizing difficulties. While this research is done with parents of children, some research 

has indicated that the principles of EC and ED can apply to other caregivers in youths’ lives 

(Gus et al., 2015; Rose et al., 2015).  

 

In addition to the research base of the TIK program for parents, there is an ongoing 

implementation in Australia of the TIK manual as a whole-school approach (Kehoe, not yet 

published). Kehoe’s whole-school version of the TIK-program does not include the 6 

structured group sessions as in the parenting program, but is rather a shortened version and 

includes a whole-day seminar and two structured group meetings. Seeing how effective the 

TIK intervention has been for parent-child dyads, it is important to evaluate the intervention 

with other caregivers in young children’s lives, especially considering the similar use of 

emotion socialisation strategies used by teachers (Ahn, 2005) and the major impact of the 

student-teacher relationship for children’s outcomes (Sabol & Pianta, 2012). TIK has 

previously been piloted in a two-group session format in Norwegian kindergartens (Eriksen, 

2018), but not in primary schools and not with the original six group sessions. 

 

1.7   This Study 

The current pilot project, Norwegian Tuning in to Kids in Schools (N-TIK-School) will be 

implementing the TIK intervention program in a Norwegian primary school context. The 

original TIK intervention aimed to increase the use of EC by parents in order to facilitate 
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emotional competence and relational closeness with young children. Here TIK has been 

further developed for a school context and consists of two main components; targeting 

teachers’ and school staff’s emotional competence, including their emotion awareness, self-

care and emotion regulation, in addition to assisting them in learning the skills of emotion 

coaching to use with students. The structure and manual content of the intervention is 

described in detail in section 2.2.2.  

 

The aim of N-TIK-School intervention is to fill the research gap in the Norwegian school 

context of preventative psychological work; providing teachers with the abilities to facilitate 

emotional competence acquisition in children, here through use of  emotion coaching for 

teachers/staff. Teaching these skills is expected to improve the emotional functioning of 

school staff, enable them to model better emotional competence, and be more emotionally 

responsive. The intervention also aims to create a supportive emotional climate for those 

working with young children at school. Furthermore, the intervention seeks to pilot the N-

TIK-School program in a school context, and further adapt the program for school 

implementation.  

 

The intervention programs currently implemented in Norway (e.g. PALS) are to varying 

degrees empirically tested, however, their focus is often behavioural, and do not sufficiently 

target or measure teachers or children’s emotional competence. Additionally, some are very 

extensive in their implementation strategies. An intervention based on the principles of EC is 

of interest in Norwegian schools as it would offer a starting point to incorporate an emotion-

focused approach to better mental health and relationships in schools, where previously the 

main aim of interventions lack the emotional focus on staff, as well as fulfilling the demand 

for empirical research to justify resources used in school-based preventative work.  

 

1.7.1 Research questions and hypotheses 

The research questions of the current pilot study are twofold; relating both to teachers’ reports 

of their own emotional styles and intended use of EC/ED, as well as the teachers’ perceived 

relationship to their students. How these variables are affected by an intervention using the N-

TIK-School program is the main concern of this pilot study. 
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The relation between teachers’ emotional styles, and the qualities of their student-teacher 

relationship is unclear, therefore the first research question aims to investigate this 

connection. The research questions are as follows: 

 

1. Is there an association between teacher self-reported emotional styles (as measured by EC 

and ED) and their reported student-teacher relationships (as measured by Closeness and 

Conflict)?  

2. Does the N-TIK-Schools intervention program change teachers’ emotional styles towards 

more EC compared to the control group?  

3. Do teachers experience an improvement in their relations to students, after completing 

the N-TIK-Schools program compared to the control group?  

 

Based on the research described earlier, the hypotheses are as follows: 

1a) Higher levels of EC  is associated with higher Closeness levels, and lower Conflict levels. 

1b) Higher levels of ED is associated with lower Closeness levels. 

2a) The intervention groups will report higher increase in EC from baseline to post-

intervention compared to the control groups. 

2b.  The intervention groups will report higher decrease in ED from baseline to post-

intervention compared to the control groups. 

3a. The intervention groups will report higher increase in Closeness levels from baseline to 

post-intervention compared to the control groups. 

3b. The intervention groups will report higher decrease in Conflict levels from baseline to 

post-intervention compared to the control groups. 
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2 Methods 

2.1   Background 

The current study is a pilot study of  “Norwegian Tuning in to Kids in Schools” (N-TIK-

School) by project leader Evalill Bølstad Karevold and colleagues. The project is based on the 

“Tuning in to Kids” -program (TIK) developed by Australian researchers Harley and 

Havighurst (Havighurst et al., 2004, 2009). The data in the current study was collected mainly 

by two master students in the project team of Karevold, whereof undersigned was one of 

them. Further, undersigned also participated in preparing the manuals for the intervention, 

planning study design, writing protocol, planning logistics, and sorting and analysing data. 

 

2.2   Research design and procedure 

2.2.1 Design 

The study followed a non-randomized 2 X 2 design (Intervention condition: intervention or 

waitlist-control group X time: pre-intervention or post-intervention). The allocation of schools 

to intervention or waitlist-control schools were based on feedback from psychologists in the 

Grorud municipality Primary health service (“Skolehelsetjenesten”), and on the school 

administrators’ motivation to join the project on a short notice. Lack of financial resources 

and few TIK-supervisors available limited the amount of participation schools possible to 

include. Data-collection at baseline was completed in August for the intervention schools and 

September for the control schools. Post-intervention data was completed approximately five 

months later for the respective schools.  

 

2.2.2 Recruitment and procedure 

The participating schools were contacted through the Primary Health Service in Grorud 

municipality, and all 4 schools agreed to participate. The Primary Health Service scheduled 

dates for the intervention, while the project group supplied intention agreements, informed 

consent and planned for the initial start-up and data collection logistics (See Appendix 1 and 

2).  

 

Before the implementation of the intervention, an online questionnaire was sent out to all staff 

at the respective schools using email lists provided by the schools. The questionnaire was 

created using “Nettskjema”, and individual “Nettskjema” invitations were sent out per email, 

using the invitation text to include ID-numbers. The responses were stored directly in a TSD 
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project area where they were anonymized. In order to avoid including information on 

individual students (and collecting parental consent), the questions in the STRS-SF were 

generalized to report on students in general as one unit, called STRS-SF-G (Student-Teacher-

Relation-Scale-General, see section 2.4 below and appendix 3). Due to a low response rate in 

the first intervention school, forty minutes of the half-day seminar was used for the 

completion of the questionnaire before the seminar started. After the TIK-group sessions were 

finished, the participants were sent the same questionnaire as they completed at baseline. The 

research assistants arranged a set time to collect data in all four schools to ensure a high 

retention rate at post-measure. The online questionnaire consisted of several measures, which 

will be described in further detail below (section 2.4).  

 

The N-TIK-School intervention consists of three different group-approaches for the 

interventions schools, and business as usual for the control schools. In the intervention 

schools one half-day seminar covered the theoretical aspects of emotional competence 

(psychoeducation); one session was custom-made for the administration; and the highest level 

of intervention was six group supervisions over a period of 3 months.  

 

Intervention schools’ procedure: Half-day seminar 

The implementation of the N-TIK in School intervention started with a 3-hour half-day 

seminar, where all school staff were invited to attend. The project manager led this session in 

cooperation with TIK-trained school psychologist Fredrik Ferstad Skoe. They introduced the 

theoretical background and the practical parts of the intervention. The session included 

psychoeducation on concepts such as emotional competence, emotion coaching and emotion 

dismissing, as well as exercises that included training of emotion-focused actions.  

 

Intervention schools’ procedure: Administration session 

In addition to the half-day seminar, administrative staff received a 2-hour group session 

focusing on using emotion coaching in their position both as leaders of the staff and pupils, 

and as contact points with caregivers of pupils. The group session was led by Karevold, using 

an adapted manual for this purpose.  

 

Intervention schools’ procedure: Group supervision 

The highest level of N-TIK-School intervention, the group supervisions, were given in 

addition to the half-day seminar to teachers and assistant teachers in the first to fourth grade 
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of the intervention schools. These group sessions were implemented in the autumn of 2019, 

starting in September. Each group consisted of 6-8 school staff, and was led by two TIK-

trained professionals from the Primary Health Service. The groups participated in altogether 6 

structured sessions with 14 days intervals. Sessions lasted 1.5 hours, and were held during 

contact hours in the workplace. Karevold and Skoe had three supervisions with the group 

leaders along the way, advising them on the use of the manual and how to prioritize so that 

the manual was understood and followed, and the groups were led in a similar manner. 

 

The Tuning in to Kids (TIK) manual 

The intervention was conducted using adapted manuals from the original TIK-program, where 

the content was adapted from a parent-child context to a school staff/teacher-student context. 

The manual consists of 6 structured group sessions, with specific themes and areas of focus 

for each group session, as well as handouts containing main points from the sessions. 

Handouts also include role plays of situations of different expressions of emotions from 

students, and different EC training exercises.  

 

The first group session focuses mainly on repeating some of the information learnt in the half-

day seminar, and talking about how teachers’ own emotional wellbeing and emotion 

competence might be central for the children’s development of emotional competence. The 

creation of a supportive and safe atmosphere is important in the session. The second session 

focuses on the reasoning behind coaching emotions, physiological aspects of emotions, how 

to notice them in oneself and others, and how to start tuning in to emotions. Group session 

three focuses on developing the reflective skills around EC, and developing one’s emotion 

vocabulary. Noticing situations where EC is or is not appropriate is also an aspect of session 

three. The fourth session focuses on how to emotion coach children who experience fear and 

worry, and potential causes of such feelings. The session also focuses on the impact of 

teachers’ own feelings and beliefs in their reactions to children’s fears and worries, and ways 

to perform emotional self-care. The fifth session revolves around how to emotion coach 

children’s anger, and if and when to do this. The distinction between feelings and behaviour is 

central, and how to maintain an EC philosophy, being accepting and containing towards 

emotions while maintaining limits for behaviour, is an important theme. Understanding one’s 

own anger is also central. The sixth and last session focuses on repetition of some main 

themes from the program, but also opens up for participants to set the agenda.  
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All 6 sessions have some common aspects, such as the use of warm-up exercises, “the past 

week’s experience” and role plays. Warm-up exercised can vary and are voluntary, but is a 

way to focus on bodily sensations and relaxation. In reflecting upon the past week, teachers 

can talk about situations where they have tried out their new EC skills, and whether they have 

experienced things going well/less well. They can also use this task to ask questions regarding 

specific situations. The use of role plays is used to practice and consolidate EC skills. 

 

 The main translation work of the manual was done by project leader Karevold and Ferstad 

Skoe, with support from two master students. Much of the content overlaps with the original 

TIK manual, but both contextual examples (such as role plays initially between parent-child) 

and relevant instructive texts were translated from a parent-child setting to a more school-

relevant context of teacher-student settings. Changes include phrases such as “your child” to 

“your student”. In addition, an appendix to the manual was added which focused specifically 

on the administrative staff. This version of the TIK manual has not previously been tested. 

 

Control condition 

The control schools were sent the online questionnaire at the same time points as the 

intervention schools. Due to a low participation rate, the process was extended so as to 

increase participation. To ensure a high retention rate, and for handing out ID-numbers 

reliably, the researchers scheduled data collection with the schools, and were present for post-

intervention data collection. This took place a few weeks after the intervention schools to 

ensure a similar time frame between baseline and post-measure for all schools.   

 

2.3   Sample 

Two intervention schools and two waitlist-control schools were recruited for N-TIK-School. 

The participants were staff at four primary schools in Grorud municipality in Oslo. 165 

teachers (female = 137) responded to the emailed questionnaires at baseline.  

 

The baseline measure consisted of 103 staff from the intervention schools, and 56 staff from 

the control schools. Two cases (female) were not possible to place in either group due to use 

of invalid ID-numbers and were not possible to include in analyses at baseline where groups 

were compared. Across the intervention and control schools, the proportionate spread of 

genders, ages, years of education and years of experience was similar.  
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At baseline (T1), 165 staff completed the questionnaire, while 106 staff responded at post-

measure (T2). This represents a retention rate of 64,2%. However, due to issues with ID-links 

for pre-post measures, not all respondents at T2 were possible to retain in the dataset (see 

section 2.5.1 and appendix 4). Therefore, 94 participants were retained at T2 (Control 

schools=27), indicating a retention rate of 57%. In the intervention schools there were 9 

participants who reported not being present for the intervention. Due to the possible impact of 

social learning and transmission effects (Bandura, 1971), these participants could possibly 

have some effect of their colleagues receiving the intervention, and were thus not exposed to 

the same lack of intervention as the control group. These 9 cases were compared with the 

“Half-day seminar” group on the subscales of TESQ and STRS-SF-G at T1 and T2, and an 

independent samples t-test indicated that there were no significant differences on any of the 

subscales between these two groups of participants (p>.20). These 9 cases were thus analysed 

as part of the half-day seminar group in further analyses.  

 

2.4   Measures 

Participants were asked to fill out demographic information and scales measuring emotional 

styles and student-teacher relationship. Additional scales were assessed through the N-TIK-

Schools questionnaire, but are not included here as that is beyond the scope of this project. 

 

2.4.1 Teachers’ Emotional Styles  

Using the Parent Emotional Style Questionnaire (PESQ) (Havighurst et al., 2009), a 

questionnaire called The Teacher Emotional Style Questionnaire (TESQ) was adapted to a 

school context to measure teachers’ emotional styles. Items in the questionnaire were 

translated in terms of wording only i.e. “your child” was changed to “a child”. The PESQ 

itself derived from the Maternal Emotional Style Questionnaire (MESQ) by Lagacé-Seguin 

and Copland (2005), which was based on Gottman’s (1997) qualitative emotional style 

interview used to investigate emotion coaching (EC) and dismissing (ED) parenting styles. 

The TESQ is a self-report questionnaire that measures teachers’ beliefs about and thoughts on 

responding to children’s emotions of anger, sadness, fear and worry. The scale consists of 21 

items about teachers’ thoughts and attitudes about children’s feelings. The scale has two 

subscales, EC and ED. The TESQ uses a Likert Scale ranging from 1 (strongly disagree) to 5 

(strongly agree) for statements relating to attitudes regarding children’s emotions.  

 

Emotion dismissing (ED) 
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Emotion Dismissing responses are marked by a lack of understanding and acceptance of the 

child’s emotion. Items such as “when a child is angry my goal is to get him/her to stop” is an 

example of an ED response. In the current pilot study of N-TIK in schools, the Cronbach’s 

alpha levels were satisfactory at baseline and post-measure; ED:  = .84 (T1);  =.82 (T2). 

This is similar for the ED scale to the reported Cronbach’s alphas for the previously validated 

PESQ measure (Havighurst et al., 2009) and the use of the TESQ (Eriksen, 2018). 

 

Emotion Coaching (EC) 

Emotion Coaching responses are marked by acceptance and empathic understanding of the 

child’s emotion. Items such as “when a child is angry, I want to know what he/she is 

thinking” signals an EC response. In the current pilot study, the Cronbach’s alpha levels were 

satisfactory at baseline and post-measure; EC:  = .81 (T1).,  =.78 (T2). This alpha level 

indicates high internal consistency, and is similar to that reported by Havighurst et al. (2009) 

and Eriksen (2018) for their EC scale in the validated PESQ/TESQ. 

 

2.4.2 Student-Teacher Relationship 

The student-teacher relationship measure was developed based on the Student-Teacher 

Relationship Scale (STRS; Pianta, 2001). A short version of this scale, STRS-SF (Drugli & 

Hjemdal, 2013), measures the student-teacher relation quality to individual students from the 

teacher’s perspective. The questionnaire relies on self-report from the teacher. The scale 

originally measured three aspects of the relation, through the subscales Closeness, Conflict 

and Dependency (Pianta, 2001). In a Norwegian sample, Drugli (Drugli & Hjemdal, 2013) 

found a 2-factor structure fitted their sample of 863 teachers’ reports. The STRS-SF measure 

was created and validated containing the subscales Closeness and Conflict. The STRS-SF 

uses a Likert scale ranging from 1 (strongly disagree) to 5 (strongly agree). As the STRS-SF 

measures dyadic relations between individual children and teachers, and we did not aim to 

address individual students, adaptations to the questionnaire by addressing students in general 

were made to fit the purpose of this pilot study.  

 

Closeness  

The subscale Closeness refers to the level of warmth and openness the teacher perceives to be 

present in the relation with the child. An example item from the Closeness scale is “I show 

my students that I care about them”. This study found reliable Cronbach’s alpha levels at both 
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baseline (T1) and post-measure (T2);  =.88 (T1),  =.95 (T2), similar alpha levels to Drugli 

(2013) reported Cronbach alpha Closeness ( = .82). 

 

Conflict 

The Conflict scale measures the level of negative interactions and lack of rapport in 

interactions with the child. An example item measuring Conflict is “The students easily 

become upset with me”. The Cronbach’s alpha levels for the Conflict subscale in this study 

reached sufficient levels at baseline and post-measure; =.52 (T1);  =.57 (T2), however 

these alphas are lower than those reported by Drugli (2013) for the Conflict subscale (for 

further discussion on the Conflict scale see sections 3.1.2 and 4.4).  

 

2.5   Statistical analyses 

All statistical analyses were performed in BMI SPSS Statistics 25.0. Pearson’s chi-squared 

and t-tests were performed in order to identify potential differences in demographic variables 

between groups (control vs. intervention and missing vs not missing). The dimensionality of 

selected questionnaire scales was examined using exploratory factor analyses. Further, 

preliminary analyses were performed to check whether the assumptions of ANOVA were 

fulfilled, including normality of residuals, non-presence of extreme outliers, and homogeneity 

of variance. Pearson’s product-momentum correlations were run between the subscales of 

STRS-SF-G and TESQ to investigate possible relations between the subscales within and 

between the measures. As the scores on the STRS Closeness scale were found to be severely 

skewed, non-parametric correlational analyses (Spearman’s rho) were also performed. 

 

Mixed ANOVA (2 x 2 design) analyses were used to estimate the effect of the intervention. 

The mixed ANOVA used both between (intervention condition) and within (time) samples 

factors. This analysis allows one to draw inferences as to relative change between two 

conditions across two time points. The independent variable is group condition and time, 

while the dependent variable is the measurement of TESQ and STRS-SF-G. As the within 

participants variable (time) only has two levels, Mauchly’s test of Sphericity is not applicable, 

and thus the assumption of sphericity is considered met for all two-way mixed ANOVAs in 

this study, and is therefore not mentioned further. Due to severe skewness on the STRS 

Closeness scales, Wilcoxon matched pair signed-rank test for related samples were also used 

to test for change in scores over time within each of the four groups. 
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2.5.1 Handling missing data 

Due to technical difficulties with the “Tjenester for Sensitive Dataer” (TSD)-storage, the first 

102 data responses lost their ID-link at baseline. These 102 responses all belonged to the 

intervention schools. The TSD-team were unable to restore the link, and thus the pre-post-link 

was restored by connecting pre- and post-data through demographic variables. See appendix 4 

for a summary of this process. This process led to 66 cases from the intervention schools 

being linked at T2, N=29 was evaluated as certain data, N=34 as slightly uncertain data, and 

N=3 as uncertain data. Altogether across groups N=94 (out of N=106) who responded at T2 

were possible to link to T1 data. All those from the control group who responded at T2 were 

linked by ID-numbers.  

 

Participants who responded to the questionnaire only at baseline (hereafter called the missing 

group) were compared to those who were retained at T2. Chi-square tests of independence 

indicated that the missing group did not significantly differ on the demographic variables age, 

gender, education length, work experience or intervention experience (p>.05) from those 

retained at T2. Furthermore, independent samples t-tests indicated that the missing group did 

not significantly differ from those who were retained T2 on any of the subscales EC, ED, 

Conflict or Closeness, with all p>.23. As such, the missing cases do not seem to indicate 

structural retention patterns. 

 

2.6   Ethical Considerations 

The project (project-ID: 580591) was approved by the “Norsk senter for forskningsdata” 

(NSD) in early August. Schools received information on the project prior to agreeing to 

participation. Through the baseline questionnaire, participants were given information on the 

project and their right to withdraw consent and participation at any given time. They were 

informed about the anonymity of responses, through the use of categorical responses to 

demographic questions, as well as data storage in TSD and analyses of data being only on a 

group level (meaning identification of individuals is not possible). All participants gave their 

informed consent to participate in the study by ticking a box and proceeding with the 

questionnaire. Data are stored and were analysed in the TSD in anonymized format, meeting 

the guidelines of NSD. 
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3 Results 

Preliminary analyses were performed on the dataset and are the first results presented. Section 

3.1 presents descriptive analyses, including chi-squared and t-tests between the control and 

intervention groups, correlations between the subscales of the STRS-SF-G and TESQ, and a 

factor analysis of the STRS-SH-G. Repeated measures ANOVAs were used on the dataset, 

and the main findings of the intervention effects are presented last.  

 

3.1   Preliminary Analyses 

3.1.1 Descriptive analyses 

Table 1: Demographic variables for intervention and control schools at baseline (N=165, 

control schools=58, intervention schools=105, missing school ID=2).  

Demographic Variable Intervention Schools 

Control 

Schools 

Missing 

Cases  

Gender    
Male 17 (17.1%) 10 (17.2%)  
Female 87 (82.9%) 48 (82.8%) 2 (100%) 

Other - - - 

Age     

Ages 20-29 25 (23.8%) 13 (22.4%)  

Ages 30-39 27 (25.7%) 17 (29.3%)  1 (50%) 

Ages 40-49 30 (28.6%) 15 (25.9%)  
Ages 50-59 18 (17.1%) 10 (17.2%)  
Ages 60+ 5 (4.8%) 3 (5.2%) 1 (50%) 

Education level    

Elementary education 5 (4.8%) 1 (1.7%)  

High School diploma 11 (10.5%) 9 (15.5%)  
Certificate of apprenticeship 12 (11.4%) 4 (6.9%)  

3 years higher education 12 (11.4%) 4 (6.9%)  

4-5 years of  higher education 40 (38.1%) 20 (34.1%) 1 (50%) 

5+ years of higher education 25 (23.8%) 20 (34.1%) 1 (50%) 

Work position    

Classroom teacher 14 (13.3%) 9 (15.5%)  

Homeroom teacher2 33 (31.4%) 24 (41.4%)  
Special pedagogic educator 15 (14.3%) 1 (1.7%) 1 (50%) 

Assistant/pedagogical worker 16 (15.2%) 10 (17.2%)  
Social worker 7 (6.7%) 1 (1.7%)  

After School program worker 6 (5.7%) 2 (3.4%)  

 
2 Homeroom teacher equals the Norwegian concept of “kontaktlærer”, while a classroom teacher equals a 

“faglærer”. 



 28 

Administration 11 (10.5%) 10 (17.2%)  

Other 3 (2.9%) 1 (1.7%) 1 (50%) 

Years of work experience    

0-5 years of experience 30 (28.6%) 20 (34.5%)  
6-10 years of experience 23 (21.9%) 10 (17.2%)  
11-20  years of experience 25 (23.8%) 12 (20.7%) 2 (100%) 

20+ years of experience 27 (25.7%) 16 (27.6%)  

Intervention experience  

I have no previous intervention 

experience  
42 (40.0%) 23 (39.7%) 

I have intervention experience 52 (49.5%) 25 (43.1%) 2 (100%) 

I do not know 11 (10.5%) 10 (17.2%)  

Note. Relative percentage is shown in parenthesis. 

 

As shown in table 1, the sample consists mainly of female school staff, which is common for 

the education sector in Norway. The spread of age and education level is large. Differences 

between the control group and the intervention group at T1 were tested using Pearson’s Chi-

square, which indicated they were not statistically different on the categorical variables 

gender, age, education, years of experience in the field and previous intervention experience 

(p>.05). Work position was marginally significantly different between the groups (p=.04).  

 

Substantial skewness was found on the Closeness scale for all groups (See table 2 below), 

with most participants scoring high. As the scale ranges from 5-25, the average scores of all 

groups is near the maximum possible score. Higher scores on the Closeness scale indicates 

that participants experience having warm relationships to their students. Outliers in the dataset 

were determined through visual inspection of box plots where possible outliers were flagged. 

The outliers were flagged based on the criterion of 3 x Inter Quartile Range, as a criterion of 

1,5 x Inter Quartile Range is considered somewhat conservative (Hoaglin & Iglewicz, 1987). 

12 cases met these criteria, all of which were within the Closeness scale of the STRS-SF-G. 

Due to an apparent ceiling effect, removal or adjustment of outliers was considered 

insufficient for normalization of the skew. Therefore nonparametric tests, both for 

correlational analyses and main analyses, were performed on the Closeness scale (see 3.1.3 

and 3.2.2). 
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Table 2. Descriptive statistics at T1 and T2 (N=35 intervention group, N=27 whole-school 

seminar, N=5 administration, N=27 control group).  

  Baseline (T1)   Post-test (T2)   

  M SD Skewness/Kurtosis M SD Skewness/Kurtosis 

TESQ       

EC       

Intervention group 31.97 3.31 -1.31/1.51 32.03 2.97 -1.20/2.52 

Half-day seminar 30.04 5.32 -0.54/0.45 30.67 4.70 0.15/-0.29 

Administration 31 3.46 0.78/-1.02 34.00 3.08 1.45/1.34 

Control 29.96 4.82 -0.06/0.17 28.70 4.33 0.43/0.72 

ED       

Intervention group 31.40 6.37 0.21/0.56 29.54 5.79 0.15/0.93 

Half-day seminar 31.15 4.86 0.67/-0.20 30.48 5.64 1.00/1.49 

Administration 26.80 5.63 0.83/-0.91 25.80 3.70 -0.08/-1.62 

Control 32.37 5.81 0.66/2.07 31.30 5.03 0.32/-0.13 

STRS       

Closeness       

Intervention group 23.83 1.92 -3.11/12.85 21.97 6.19 -2.15/3.14 

Half-day seminar 22.41 3.74 -2.30/6.02 20.74 6.11 -1.79/2.13 

Administration 22.00 4.00 -1.99/4.21 23.40 1.67 -0.51/-0.61 

Control 21.07 5.33 -2.22/4.88 23.59 1.47 -0.70/-0.43 

Conflict       

Intervention group 6.77 2.37 0.04/-1.02 6.77 2.40 0.65/-0.07 

Whole-school 

seminar 7.19 2.20 -0.30/-0.58 7.81 2.82 0.26/0.35 

Administration 5.80 1.92 1.52/2.61 6.60 2.61 -0.12/0.26 

Control 6.74 2.68 0.49/-0.39 6.52 2.14 0.18/-1.12 
Note. TESQ= Teacher Emotional Style Questionnaire, EC= Emotion Coaching, ED= Emotion Dismissing, 

STRS-SH-G= Student-Teacher Relation Scale-Short Form- Generalized. 

 

3.1.2 Factor analysis of the STRS-SF-G 

Due to changes in the STRS-SF, (Drugli & Hjemdal, 2013), and addition of three questions 

used in this study, an exploratory factor analysis was performed on the dataset to determine 

the factor structure of the STRS-SF-G. The KMO test of sampling adequacy and Bartlett’s 

test of sphericity indicated that the assumptions for factor analysis were met; KMO=.829, 

Bartlett p=.000. The exploratory factor analysis initially suggested 3 components, based on 

the eigenvalue criteria of 1 (See table 3) and the scree plot. Three components is not in line 

with the theoretical assumptions of the STRS-SF (Drugli & Hjemdal, 2013). A parallel 

analysis was run on the data, with 11 variables, sample size N=165, and with 100 simulations.  
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Table 3. Total variance explained from the Exploratory Factor Analysis of STRS-SF-G at T1. 

  Initial eigenvalues Total variance explained  

Component     Total  % of Variance Cumulative % Total  % of Variance Cumulative % 

1 4.543 41.297 41.297 4.543 41.297 41.297 

2 1.46 13.275 54.572 1.46 13.275 54.572 

3 1.041 9.462 64.034 1.041 9.462 64.034 

4 0.925 8.407 72.441    

5 0.671 6.096 78.537       
Note. Extraction method: Principal component analysis. 

The factor analysis was run on data from T1, meaning all participants who responded at T1 

were included (N=165). Eigenvalues from the principal component analysis were compared 

with the output from the parallel analysis. The eigenvalues that were higher than those 

indicated by the parallel analysis were kept, and this comparison indicated a factor structure 

of 2 components. These are the two components shown in the rotated component matrix using 

a varimax rotation with Kaiser normalization (see table 4), component one; Closeness and 

two; Conflict. 

 

Table 4. Rotated component matrix (Varimax) for the two subscales of STRS “Closeness” and 

“Conflict”. N=165.  

Rotated Component Matrix 

  Component 

  1. Closeness 2. Conflict 

Item 1 .869   

Item 2 .865   

Item 3 .767   

Item 4 .417   

Item 5 .319 .414 

Item 6     

Item 7 .648 .446 

Item 8 .654 .442 

Item 9   -.627 

Item 10   .673 

Item 11   -.680 
Note. STRS-SF-G = Student-Teacher Relation Scale-Short Form-Generalized.  

 

As is evident from the rotated component matrix, several items have loadings on both factors. 

This is an indication that items tap into both latent variables, which are assumed to be 

Closeness and Conflict. Items 4,5 and 6 had cross-loadings on all initial three factors, with 
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higher loadings on the third factor (which was removed based on the parallel analysis). These 

items were thus not included in the two retained factors. As the reliability analyses indicated, 

the reliability of the Closeness factor was sufficient (Closeness: a=.88 (T1), a=.95(T2); while 

the reliability of Conflict somewhat below the desired value: a=.52(T1), a=.57(T2)), and no 

items being removed would improve the alpha levels of neither factor at T1 or T2. The low 

number of items in the Conflict scale was likely the main contributor to somewhat low alpha 

levels (Field, 2013, pp. 706-710). All items were taken from a previously validated measure 

of Conflict (Drugli & Hjemdal, 2013), thus the scale was kept as the low reliability of the 

scale was believed to reflect the number of items in the scale rather than a poor reflection of 

conflictual student-teacher relations. The factor structure was retained as is shown in table 4.  

 

3.1.3 Correlational analyses 

Correlation analyses were run on the dataset at baseline for the subscales of TESQ (EC and 

ED) and STRS-SF-G (Closeness and Conflict) to check for possible correlations between 

subscales of the measures. The analyses were run using Pearson’s product momentum 

correlation coefficient (r). Table 4 indicates the correlation coefficients found at T1 with the 

whole sample of both control and intervention schools. 

 

Table 5. Correlation matrix at T1 (N=165) 

  1. 2. 3. 4. 

1. EC -    

2. ED .181* -   

3. Closeness .139 -.127 -  
4. Conflict -.247** .067 -.389* - 

Note. *p<.05 **p<.01.    
EC=Emotion Coaching, ED=Emotion Dismissing. 

 

There was a negative correlation between the EC and Conflict scales, indicating that higher 

levels of EC were correlated to lower levels of Conflict. A significant negative correlation 

was found between STRS-SF-G Closeness and Conflict, with indications of higher conflict 

levels correlating with lower feelings of closeness to students. The positive correlation 

between ED and EC was somewhat unexpected, and indicated that higher scores on EC were 

correlated with higher scores on ED. As the Closeness scale had high levels of skewness and 

kurtosis, a non-parametric correlation was additionally run on the data. The non-parametric 

correlation found the same associations as reported in table 5, in addition to a significant 
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positive correlation between the Closeness scale and EC. Such a positive correlation indicated 

that higher reported levels of EC was related to higher levels of reported closeness in the 

student-teacher relation.  

  

3.2   Main analyses  

In order to investigate the effect of the intervention on the emotional style of teachers, and 

their experienced relationship quality to their students, general linear model testing was 

performed on the intervention groups and the control group at baseline and post-measure. A 

main effect of group would indicate that one group had a significantly different change in 

scores from the other groups. A main effect of time would indicate that the groups had 

significantly different scores from each other at T1 and/or T2. An interaction effect of Group 

x Time would indicate that some of the groups differed from the others in their change of 

scores from T1 to T2, indicating a differential effect that is not attributed to overall group 

differences, but likely due to the condition of intervention. The analyses were additionally run 

with and without the administration group, as the administration group only consisted of 5 

participants, to check for potential error due to unequal group sizes. The conclusions from 

these analyses were the same, thus the administration group is included in main analyses 

presented here. 

 

3.2.1 Emotional Style: Emotion Coaching and Dismissing 

Table 6. Interaction effects for the TESQ (for descriptive information see table 2). 

    Interaction effect  

               N    df   F p Partial Eta   
          Squared  

TESQ       

EC   1.843 .145 .058  
Intervention group 35 1, 90     

Half-day seminar 27 1, 90     

Administration 5 1, 90     

Control 27 1, 90     

ED   .333 .801 .011  
Intervention group 35 1, 90     

Half-day seminar 27 1, 90     

Administration 5 1, 90     

Control 27 1, 90        
Note. STRS-SF-G =Student-Teacher Relation Scale-Short Form- Generalized. EC= Emotion Coaching,  

ED= Emotion Dismissing. *=significant interaction effect. 
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Emotional style was tested using the TESQ-questionnaire, with the subscales “Emotion 

coaching” (EC) and “Emotion dismissing” (ED). Table 6 shows the interaction effects of 

Time x Group for the subscales of TESQ, while descriptive information for the groups 

included in analyses is shown in table 2.  

 

A two-way mixed 2 (time: pre or post-intervention) X 4 (intervention: control, administration, 

whole school seminar or group intervention) ANOVA was run on the dataset for the 

dependent variable (DV) Emotion Coaching. There was no significant main effect of Time on 

EC scores overall [F(1,90)=1,09, p=.269, ηp²=.012]. The between-subjects analysis indicated 

a significant main effect of Group on EC scores [F(3,90)=3,26, p=.025, ηp²=.098]. There was 

no significant interaction effect between Time and Group [F(1,90)=1.84  p=.145, ηp²=.058].  

 

Figure 1: Changes in EC from T1 to T2. The scale ranges from 8 to 40.  

  

 

There was no significant main effect of Time on ED scores in the sample overall 

[F(1,90)=3,01, p=.086, ηp²=.032]. There was no significant main effect of Group on ED 

scores [F(3,90)=1,73, p=.166, ηp²=.055]. There was no interaction effect between Time and 

Group [F(1,90)=,333, p=.801, ηp²=.011] on ED scores.  

 

3.2.2 Student-teacher relation: Closeness and Conflict 

Student-teacher relationship qualities were tested using the STRS-SF-G questionnaire, with 

the subscales Closeness and Conflict. Table 7 shows the interaction effects of Time x Group 

for the STRS-SF-G. There was no main effect of Time on the Closeness scores in the sample 

[F(1,90)=.015, p=.902, ηp²=.000]. There was no significant main effect of Group on the 

Closeness scores [F(3,90)=.780, p=.508, ηp²=.025]. As seen in table 7, there was a significant 
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interaction effect between Time and Group for the Closeness scores [F(1,90)=3.592, p=.017, 

ηp²=.107], indicating a differential change between conditions across the two time points. 

 

Table 7: Interaction effect of STRS (for descriptive information see table 2). 

     Interaction effect 

 N df F p Partial Eta  

          Squared 

STRS      

Closeness   3.592 .017* .107 

Intervention group 35 1, 90    

Half-day seminar 27 1, 90    

Administration 5 1, 90    

Control 27 1, 90    

Conflict   .514 .674 .017 

Intervention group 35 1, 90    

Half-day seminar 27 1, 90    

Administration 5 1, 90    

Control 27 1, 90       
 Note. STRS-SF-G =Student-Teacher Relation Scale-Short Form- Generalized. 

*=significant interaction effect. 

 

As the Closeness scale had a high skewness and several outliers, which could possibly affect 

the results, a Wilcoxon matched pair signed-rank test was used to examine change within 

each of the four groups. The interaction effect was supported by the findings of the 

nonparametric test, and indicated that there was an interaction effect between group and time 

for the Closeness scale. This interaction effect suggested that the control group only, who 

reported increased levels of Closeness at T2, had a significant change in Closeness from T1 to 

T2 (see figure 2 below for a graphic depiction).  

 

For the Conflict scale, no main effect of Time [F(1,90)=,578, p=.449, ηp²=.006], or Group 

[F(3,90)=1.277, p=.287, ηp²=.041] was found. No significant interaction effect of Time and 

Group for Conflict scale was found [F(1,90)=,514, p=.674, ηp²=.017]. 
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Figure 2: Changes in the sum score from T1 to T2 for the Closeness scale. The scale ranges 

from 5 to 25. 
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4 Discussion 

4.1    Summary of findings 

The current study aimed to investigate the effect of implementing a pilot of the Norwegian 

Tuning in to Kids (TIK) intervention in a school setting (N-TIK-School), focusing on school 

staff in primary schools in Grorud municipality in Oslo. The N-TIK-School project is novel, 

with an adapted manual from the evidence-based parenting intervention TIK. The study first 

investigated whether there were associations between school staff’s perceived styles of 

Emotion coaching (EC) and Emotion dismissing (ED) and their relationship quality of 

Conflict and Closeness to their students, and secondly whether the N-TIK-School program 

had an effect on the use of EC and ED and the student-teacher relationship qualities perceived 

by school staff.   

 

Findings at baseline showed that teachers’ emotional style is related to their perceived 

student-teacher relationship quality. Correlations indicated that more EC is related to lower 

levels of Conflict, and higher levels of Closeness in the student-teacher relationship. No 

associations between ED and the student-teacher relationship qualities were found. The study 

did not find support for the effect of the intervention on reported levels of EC or ED for the 

intervention groups. Further, the results did not support the hypothesized improvement in 

perceived Conflict levels in student-teacher relationships upon completion of the intervention. 

For Closeness the results were in an unexpected direction, with a small decrease in perceived 

Closeness to students for the intervention and half-day seminar groups (though non-

significant). However, there was an increase in Closeness for the administration and control 

group, with the control group having a significant change from baseline to post-measure 

compared to the other groups.  

 

The discussion below will first delve into the results in relation to the respective hypotheses, 

starting with the relation between emotional style and student-teacher relations, before 

discussing the effect of the intervention for each of the measures. Further, strengths and 

limitations of the study will be thoroughly discussed, which is especially important for a 

novel pilot study like ours, before implications for future research is considered.  

 

4.2   Research question 1 – Associations between emotional style and 

student-teacher relationship quality 
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The hypotheses in this study assumed a positive association between an EC style and 

perceptions of Closeness, and a negative correlation between EC and perceptions of Conflict 

in the student-teacher relationship. A negative correlation between ED and Closeness was 

hypothesized, but regarding a correlation between ED and Conflict, no assumptions were 

made. This was because ED could contribute to the adult avoiding situations in which strong 

emotions occur, thus avoiding conflict in the short term, however, also contribute to 

conflictual relationships and frustration building up over time causing conflict to increase in 

the long run. The results did not show any association between ED and conflict. 

 

The findings at baseline showed that those who reported engaging in more EC also reported 

less Conflict with their students, supporting the hypothesis. Comparison to previous literature 

is difficult since the direct relationship between emotional style and student-teacher 

relationship quality has not previously been investigated, with the exception of one pilot study 

in Norwegian kindergartens (Eriksen, 2018). There is, however, extensive literature on the 

student-teacher relationship and research investigating the emotional support in classroom 

environments (Ahnert et al., 2012; Birch & Ladd, 1997; Hamre & Pianta, 2001, 2005), which 

requires many of the same teacher qualities as measured by EC. Considering the similar 

conceptualizations of the emotional style EC, emotional competence, and teacher qualities in 

emotionally supportive classroom environments (Morris et al., 2013), studies discussing these 

concepts will be bases for comparison.  

 

The negative association between various forms of emotional competence and Conflict found 

here has wide support in the literature (Gus et al., 2017; Hamre & Pianta, 2005; Merritt et al., 

2012; O’Connor et al., 2011; Rose et al., 2015). Hamre (Hamre & Pianta, 2005) found that 

classrooms marked by low emotional support led to higher risks of conflictual teacher-child 

relations for children at risk, while classrooms marked by moderate or high emotional support 

did not. Hence, a teacher’s ability to provide emotional support seems to have a protecting 

effect on developing conflictual relationships. Merritt et al (2012) found similar associations; 

higher levels of emotional support in the classroom predicted lower levels of student 

aggression, which could lead to conflictual interactions with teachers. This association is 

further supported in literature by both Gus and colleagues (Gus et al., 2017) and Rose and 

colleagues (Rose et al., 2015), who found increases in teachers’ use of EC and decreases in 

disruptive behaviours after using an EC-focused intervention, pointing to an effect of an EC 

style on preventing conflictual student-teacher interactions, and possibly relations. Gus 
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suggested that this relation could be due to increases in empathic understanding from 

teachers, which led to increases in trust behaviours and regulation on the students’ part. The 

negative association between EC and Conflict can also be seen in context with the parental 

use of TIK, where the increase in EC was associated with decreases in child disruptive 

behaviour (Havighurst et al., 2010). In a school setting, if children experience being 

understood and met on their emotions this could help contain, rather than intensify, their 

emotional experience and expressions, which may contribute to calm down potential 

conflicts.  

 

At baseline, unexpectedly, no significant correlations were found for the Closeness scale and 

emotional styles of teachers. It should be noted that the Closeness scale had large levels of 

skewness and kurtosis. Correlations were therefore also performed as nonparametric, a 

method recommended with skewed data (Croux & Dehon, 2010). The non-parametric test 

showed no significant relation for Closeness and ED, however, a positive association between 

the Closeness scale and EC was found. Hence, those who reported higher use of EC also 

reported closer relationships to their students, supporting the hypothesized association 

between teachers’ emotional styles and their relationship quality to students. Teachers’ 

emotional competence, here seen through the use of EC, and closeness to students is 

supported by previous studies in the field (Eriksen, 2018; Hamre & Pianta, 2005; Moen, 

2015; Spilt et al., 2012).  

 

The teacher’s ability to acknowledge, accept and meet children’s thoughts, experiences and 

emotions are shown to be aspects of creating a close student-teacher relationship, in a 

Norwegian context (Moen, 2015). This indicates that the relation found here, with more EC 

related to more Closeness, further supports the implied relationship between teachers’ abilities 

to meet emotions in an accepting and empathic way, and the levels of Closeness in their 

relationships to students. One pilot study, done in Norwegian kindergartens, (Eriksen, 2018) 

has investigated the relation between emotional style and relational quality, and found an 

association between EC and Closeness. Our findings were thus similar to those of Eriksen 

(2018).  

 

The predicted association between high levels of ED relating to lower levels of Closeness was 

not found. The implication of this is that using an ED style does not necessarily mean the 

teacher and student have a non-close relationship. This could be seen in relation to the 
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positive association between EC and ED, indicating that just because teachers engage in 

emotion dismissiveness, does not mean they do not engage in emotion coaching. Previous 

research has demonstrated the same relation, arguing that teachers are able to use different 

styles in situations where it is appropriate (Ciucci et al., 2015). It is emphasized in the TIK-

program that it is not always possible to use EC, however, using it to a certain extent is key. 

Thus, using ED in itself is not inherently bad, but rather, using primarily emotion dismissive 

strategies could be. As mentioned previously, no predictions were made regarding the relation 

between ED and Conflict, as short and long-term effects could be assumed to differ. While 

ignoring certain problem behaviours might be effectful for avoiding conflicts in the classroom 

short-term, this could in the long term lead to students not learning emotional competence and 

handling emotions in a constructive way, increasing the chances of conflictual situations. As 

no relation was found between ED and Conflict in either direction, the relation will not be 

discussed further.  

 

Considering these associations, between teachers’ use of EC and their perceived student-

teacher relationship quality, increasing the use of EC may be useful. As close, non-conflictual 

student-teacher relationships have such positive effects on children’s academic, social and 

emotional development (Hamre & Pianta, 2001, 2005; Sabol & Pianta, 2012), using avenues 

to improve this relation should be a focus in education.  

 

4.3   Research question 2 – The effect of N-TIK-Schools on Emotion 

Coaching and Emotion Dismissing 

In contrast to the hypothesized intervention effects of N-TIK-Schools, there were no reported 

increases in EC for the intervention group compared to the control group. This finding was 

unexpected, as previous studies, both in relation to teachers and parents, have found 

significant increased use of EC strategies after similar intervention programs (Gus et al., 

2017; Rose et al., 2015; Wilson et al., 2012). The lack of significant increases in EC usage 

might reflect that the group sessions did not contribute to increase usage of EC strategies for 

teachers when meeting children’s emotions. However, previous literature indicates that the 

dosage and method used in N-TIK-Schools is sufficient to increase use of EC, and therefore 

possible other reasons for null-findings than the insufficiency of N-TIK-Schools are 

consequentially discussed.  
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It is possible that changes in EC take time to convert from knowledge to practice (Wilson et 

al., 2012); initiating the correct response is more difficult than unlearning the wrong response. 

It should be noted that a previous study on TIK for parents also found null-results with self-

reported measures, however, observational measures indicated that there was observed a 

behavioural change where parents did use more emotion labelling and showed increased 

emotion understanding (Havighurst et al., 2013). Thus, to which extent self-reports coincide 

with actual implementation of behaviour is uncertain, and observational measures could have 

increased the certainty of our findings. Further, experiencing situations where the use of EC is 

possible throughout the school day is a prerequisite for improving the skill. An intervention 

for teachers by Baroody et al. (2014) found that actual usage of the learnt intervention 

strategies moderated the intervention effects for the recipients of the intervention. Hence, 

whether or not teachers in our study actually had the change to implement EC strategies with 

their students could potentially be a moderator for any effects. Teachers are faced with many 

challenges in their work day; they must adhere to an extensive curriculum, organizational and 

time constraints, as well as being in charge of more than 20 students at once. Being able to 

use EC, one-on-one, could be a challenge in such a complex context.  

 

Another possible explanation for the unexpected lack of intervention effect could be the 

differentiation in teachers’ emotional awareness from baseline to post-measure. Teachers 

across all groups and schools had high scores on EC at baseline, indicating that they all 

perceived themselves as high on emotion awareness and responsiveness. While the scores 

from baseline might reflect a socially desired response (social desirability bias will be 

discussed further in section 4.5.3), the findings from post-measure might be more reflective of 

the increase in introspection in relational competencies that the intervention program induces. 

As the program focuses on reflecting on own practices and socialization strategies in meeting 

children’s emotions, a more realistic and self-critical perspective might be evident in the post-

measure, masking potential changes in actual behaviour.  

 

The N-TIK-School supervisors of this pilot study did provide feedback to the project group 

that teachers had difficulty finding time to use EC and that this was a subject for discussion in 

the group sessions. As a pilot study, such feedback is needed to further develop and improve 

intervention approaches to fit the recipients and their context. While EC is usually a one-on-

one inter-relational method, finding ways to incorporate it in a classroom situation might pose 

challenges for teachers juggling multiple expectations at once, requiring the N-TIK-School 
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intervention to make adaptations. The intricacies of the school context, or ecology (Zembylas, 

2007), is brought forth as such; the socio-emotional and aspects of the school environment 

might affect the degree to which teachers feel supported in their development of EC. 

Although the teacher-child relationship bears some resemblance to the parent-child 

relationship in terms of emotion socialization, the context and opportunities for relational 

developments are not similar. A greater focus in the N-TIK-Schools manual on the ecology 

surrounding the EC-context could be fruitful to include.  

 

Although no significant change in EC scores between groups was found, the intervention 

group reported a stable score on EC from baseline to post-measure while the control group 

seemed to have a slight decrease at post-measure. The administration group and half-day 

seminar group seemed to have a slight increase in EC scores at post-measure. Although not 

entirely in line with the hypothesized intervention effects, these results are interesting. The 

increase of EC scores in the administration group could be a result of their motivation; the 

administration was actively in touch with the research group for organizing the logistics of the 

intervention, and were the decision makers in accepting the intervention on the schools’ 

behalf. Self-efficacy (the belief that you are able to achieve or promote change) has been 

suggested to differentially affect positive outcomes of teacher-interventions, with those high 

in self-efficacy achieving more positive results (Spilt et al., 2012). It is possible that the 

administration group also had higher levels of self-efficacy. Interestingly, the control group 

was the only group who experienced a decrease in EC scores from baseline to post-measure. 

The baseline measure was taken at the beginning of the school year, when motivation for a 

new school year amongst staff is likely high. It is possible that the usefulness of EC training 

lies in keeping a steady focus on the emotional aspects of the student-teacher relationship 

throughout the semester, preventing stress and other demands from reducing emotional 

support.  

 

In contrast to the hypothesis, no differential reductions between groups were found for ED 

levels between baseline and post-measure. Put in context of previous research, this finding 

was unexpected. A previous intervention study on emotional styles in schools have found 

decreases in ED for teachers through similar intervention procedures (Rose et al., 2015). 

Additionally, studies using the TIK-procedure with parent-groups have found significant 

reductions in ED (Havighurst et al., 2009; Wilson et al., 2012). In the current study, all groups 

had slight, but non-significant, reductions in ED. This indicated that further into the school 
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year, teachers reported themselves as slightly less emotion dismissive. While our findings 

were not significant, the tendencies were at least in the “right direction”. 

 

The null-findings could be seen in relation to school staff’s high paced work days; often there 

are many students and demands to balance simultaneously, and thus the use of ED may in 

some situations be the instinctual reaction in order for the classroom to function as a whole 

during transitions. Additionally, there may be more complex transitions in a school day 

compared to the home environment, in which much of the previous research is done. 

Transitions in school include meal times, recess, changing between classes and activities or 

classrooms, and changes of staff in the classroom. The amount of transitions, and involvement 

with individual students in transitions might also vary as a function of role in the school (e.g. 

the role of teacher, social worker or assistant). Investigating whether situations where EC or 

ED is used differs between teachers and other school staff, who often work in smaller groups 

or with individual students, could provide some answers to the issue of the classroom context 

challenging the possibilities to use EC, which could results is a more frequent use of ED.   

 

Considering the short span of the pilot intervention, and the strong research base of the 

original manual, these findings on lack of change in EC and ED may indicate that the 

intervention is perhaps not yet sufficiently adapted to the context of primary teachers for 1st to 

4th graders. 

 

4.4   Research question 3 – The effect of N-TIK-Schools on  Closeness and 

Conflict in student-teacher relationships 

The N-TIK-Schools intervention aimed to increase the quality of relations teachers experience 

with their students through focusing on teacher’s abilities to guide students’ emotional 

experiences. A good quality student-teacher relation is marked by high levels of Closeness 

and low levels of Conflict. Closeness in the student-teacher relation indicates presence of 

warmth in the relation, with the teacher recognizing the child’s needs and responding to them 

appropriately (Birch & Ladd, 1997; Hamre & Pianta, 2001), and is also linked to children’s 

positive outcomes emotionally and academically (Hamre & Pianta, 2001; O’Connor et al., 

2011). The N-TIK-School pilot assumed a link between emotional style and student-teacher 

relation qualities of Closeness and Conflict based on research done on positive classroom 

climates and teachers as emotion socializers and attachment figures (Verschueren, 2015). 
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The results of this pilot study were unexpected, particularly regarding the Closeness 

dimension. Findings showed that the control group, who significantly increased in Closeness 

from baseline to post-measure, differed from all intervention groups, who experienced a 

decrease in Closeness. The finding that the control group, but not the intervention group, 

increased in reported Closeness is in contrast to previous literature, where intervention groups 

who have received relation-focused programs tend to increase in closeness compared to those 

who do not receive interventions (Baroody et al., 2014; Gus et al., 2017; Spilt et al., 2012). In 

a study by Gus (2017) increases in relational closeness qualities were found after an 

intervention for teachers focusing on implementing EC strategies. Baroody (2014) found 

increases in teacher-reported Closeness, depending on teachers’ actual use of intervention 

strategies learnt. These increases in relationship quality should be seen in association with 

their findings of increased EC (Gus et al., 2017) and intervention strategies (Baroody et al., 

2014). N-TIK-School was also expected to improve relational quality on the premise of 

increasing teacher’ use of EC in their interactions with children, however, the study did not 

find evidence of EC scores improving from the intervention. This finding does not directly 

contradict the potential effect of promoting an EC style for teachers as a gateway to 

promoting positive student-teacher relationships, it rather suggests that the pilot version of N-

TIK-Schools did not reach the desired outcomes.  

 

Our findings do not support previous literature, and methodological issues could partly 

explain these null-findings. Since the current pilot adapted the STRS-SF due to a lack of a 

fitted measure for the study’s purpose, this change in methods will be discussed more 

thoroughly here (and not only in the Limitations). Most importantly, the use of a newly 

adapted generalized version of the STRS-SF (here: STRS-SF-G) is possibly ineffective. The 

Closeness scale reached satisfactory alpha levels through a factor analysis of the STRS-SF-G, 

hence the subscale itself did meet criteria for use. However, it could be that the change from 

reporting on relations to a specific student to reporting on all students in general at once, have 

been less fruitful than intended. While teachers experience closeness to some students, they 

may experience less closeness to others. A general score for Closeness to all students would 

even out nuances in relational improvements in a generalized measure, thus the adaptation of 

the STRS-SF-measure did maybe fail the intention. Capturing the essence of teachers’ general 

patterns could also be measured more accurately with different measuring tools, such as an 

observational measure. 
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Further, the ceiling effect of the Closeness scale indicates that most teachers experience close 

relationship to their students, but it also makes it difficult to capture possible improvements. 

This will be discussed further in section 4.5.3. The intervention schools are situated in areas 

of suburban Oslo known for challenges (e.g. in relation to children exposed to risk factors 

such as low SES). Therefore it is somewhat unexpected that the sample had such a high level 

of Closeness (possibly producing a ceiling effect), yet normally distributed levels of Conflict. 

The decrease of Closeness seen in the intervention schools at post-measure could possibly be 

a sign of increased level of emotional awareness and reflection gained through the 

intervention, increasing the ability to recognize what does and does not constitute as closeness 

in the student-teacher relationship at post-measure.  

 

O’Connor (2010) found that although teachers tend to have close relations to students, there 

generally is a decline in teacher’s perceived closeness to students over time. The level and 

type of emotion socialization teacher engage in has been shown to differ based on children’s 

age (Ahn & Stifter, 2006). All teachers and school staff from 1st to 4th grade received the 

intervention, however, as they are all in the low levels (“småtrinn”) in a Norwegian primary 

school context, they were not differentiated. It is possible that the children in 4th grade need 

different emotion socialization strategies compared to younger children in 1st grade, or that 

the teachers have different expectations to children’s emotional competence at different 

levels, which could affect their development of close student-teacher relationships.   

 

No effects of the intervention were found for the Conflict measure. As with the Closeness 

findings, an underlying assumption for changes in Conflict levels experienced by teachers 

was that a decrease in ED and increase in EC would be a prerequisite that initiated 

improvements. As discussed above, changes in the measurement used (STRS-SF-G) might 

have made the Conflict subscale less than optimal. Alpha levels, which measure the scale’s 

consistent reflection of an underlying construct, were relatively low. This is likely due to a 

low number of items (Field, 2013, pp. 706-712), as all items were taken from the original 

STRS-SF (Drugli & Hjemdal, 2013) and had rather high factor loadings (>.62). This level of 

low internal reliability for the Conflict scale indicates that the scale is less reliable, and 

perhaps sensitive than desired, possibly making changes across time difficult to find. As no 

significant results of N-TIK-School were found for the EC and ED measures, a lack of change 

in relational quality to students was not unexpected and will not be elaborated on further.  
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4.5   Strengths and limitations of the study 

As a newly developed pilot study, N-TIK-School is on the forefront of testing an emotion-

focused parent intervention program for teachers in primary schools. The pilot developed and 

used a revised TIK-manual as well as a contextually revised version of the STRS-SF measure 

(STRS-SF-G). While the findings did not support this study’s hypothesis, N-TIK-School may 

still bring good potential of contributions for future directionality of teacher-focused studies 

of emotion socialization in the Norwegian context. As such, the following section focuses in 

depth on strengths, limitations and take-away lesson from the first pilot study of TIK for 

Norwegian teachers. Therefore, the limitations-section is divided into four parts, firstly 

discussing the data collection and sample, secondly on the materials used, thirdly on the 

ceiling effects and possible social desirability effect, before shortly discussing whether the 

TIK-program is fitted for a school context.  

 

4.5.1 Data collection and study sample 

Although staff agreed to the participation in N-TIK-Schools individually through the 

informed consent section in the questionnaires, the implementation in N-TIK-Schools in the 

primary school was decided by the administrators in the schools, which could potentially lead 

to lower motivation amongst staff prior to starting the intervention. In relation to the findings 

of the administration group, whose results indicated a large increase in EC after the 

intervention, the results should be seen in correlation to the different participants’ investment, 

and possibly motivation, in N-TIK-Schools.  

 

The project was prepared and initiated during a short time span, and the study had storage 

issues during data collection at baseline which led to some ID-links being lost. However, a 

thorough procedure to handle the missing ID-links were created, and led to most of post-

measure responses being retained (see appendix 4). While most of the pre-post-links were 

categorized as relatively certain, and data analysed at a group level, the power of the findings 

is somewhat reduced by the technical difficulties encountered.  

 

It should be noted that the additional levels of intervention (half-day seminar and 

administration group session) is new for this pilot study. While the original form of the TIK-

program (Havighurst et al., 2004) relies on group sessions with caregivers, this pilot study 

initiated three different intervention groups. Due to resource limitations, teachers of all grades 
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could not receive the intervention at once, however, the half-day seminar was implemented to 

promote a school environment supportive of the emotion-focused approach. Although beyond 

the scope of this study, this line of intervening with different levels provides opportunities for 

investigating effects of a less extensive program, and could provide interesting insights on the 

importance of a unified school stab. 

 

4.5.2 Measurements 

As a new pilot study in primary schools, some of the measures used (here; TESQ and STRS-

SF-G) were translated to fit the context. The version of the STRS-SF used in N-TIK-Schools 

was adapted into a general measure of teacher’s relations to students through relating items to 

all students rather than to an individual student. This version was not validated, however, a 

factor analysis indicated a satisfactory internal reliability level for Closeness, and a sufficient 

internal reliability level for Conflict. There might be problems with the accuracy of the 

measure, considering teachers might experience varying quality relationships with different 

students. The measure was used to assess teachers’ overall ability to create positive relations 

to students, however, that was likely not achieved. Future studies are recommended to use the 

individually-based STRS-SF, in combination with observational tools to assess teachers’ 

relational competencies. Further, the student-teacher relation as measured by the STRS-SF-G 

is a reflection of the teacher’s perception of the student-teacher relationship, and does not 

necessarily reflect how the child perceives or interprets the relation as children might not have 

the same experiences. This further emphasizes the need to include observational measures to 

assess relational quality, and, if possible, assessment of children’s experiences. Furthermore, 

as the TESQ measure originated as a caregiver questionnaire (Havighurst 2009), this version 

of the tool went through small translation changes, and has not been validated in the sample 

previously. A study by Eriksen (2018), however, used the same TESQ version, and found 

reliable alpha values indicating satisfactory internal validity, similarly to this study. Although 

STRS-SF-G was partially new and likely suboptimal, N-TIK-Schools contributed to progress 

in terms of measuring emotional style and overall teachers’ relational competence, and future 

research on TIK in schools can use these piloting experiences.   

 

A measure on the degree to which teachers had a chance to use their EC strategies in 

interactions with their students was not applied. The extent of intervention strategy 

implementation has been shown to mediate the change in other teacher-interventions 

(Baroody et al., 2014), and considering the challenging situations teachers face, the actual 
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ability to use and put to live the skills learnt through the intervention could differ. Teacher 

self-efficacy has also been shown to affect the extent of change from interventions (Spilt et 

al., 2012), and a measure of both these possible mediators would be advantageous. 

 

All measures used in this study were based on teacher’s self-report. While previous findings 

indicate that teachers experience of the student-teacher relationship is in concordance with 

how others experience the relational quality from an outside perspective (Doumen et al., 

2009), it is also possible that measures are not accurately representing the relational quality. 

As mentioned previously, post-measures are potentially more accurate measures of relational 

and emotion socialization skills in teachers, as the intervention aimed to increase emotional 

awareness and critical reflection in teachers on the use of EC/ED and the student-teacher 

relationship quality. The nuances of the student-teacher relationship, as well as the intricacies 

of an EC style are discussed thoroughly throughout the intervention program, and thus an 

increased focus might improve accuracy of self-evaluations at post-measure. The findings 

from baseline could be affected (read: inflated in a positive direction) by social desirability 

biases.  

 

4.5.3 Ceiling effect and social desirability bias 

A large skewness and kurtosis were found for the Closeness scale, as well as tendencies 

indicative of ceiling effects for EC, indicating a ceiling effect where most teachers 

experienced very close relationships to their students, and believe themselves to be very 

emotion coaching. Considering the experimental design of the study, this poses challenges for 

discovering positive changes as the experimental design here is based on the differential 

changes in group averages across time points. When most participants score very high on the 

scale, there is not much potential for improvement, especially relatively to other groups.  

 

The ceiling effect for the Closeness scale questions the sensitivity of the measurement, 

assuming a normal distribution in the sample. The sensitivity of the scale is affected by the 

number of items in the subscale (here: 5), making distinctions in Closeness variability limited. 

The larger the number of items, the larger the variance (of scores possible) in the scale 

leading to a more sensitive measurement as well as a more reliable measurement (Field, 2013, 

pp. 706-710). Although the ceiling effect for the Closeness scale could indicate that teachers 

generally experience warmth and affect in their interactions with children, this skew could 

also be mediated by a social desirability bias.  
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The social desirability bias occurs in self-report measure as a consequence of the participants 

having a desire to appear favourable (Fisher, 1993). These biases in self-reporting can consist 

both of over-reporting positive behaviours (here potentially: EC, and Closeness) and under-

reporting negative behaviours (here potentially: ED and Conflict). While reports of Closeness 

were high, and Conflict rather low, the intervention schools were recruited for the pilot 

project by the Primary Health Service, who believed the schools would benefit from TIK.  

 

Creating positive relationships to students is part of teachers’ job, and teachers and school 

staff could experience difficulty and vulnerability in opening up about negative relational 

experiences, not merely because such emotional subjects is vulnerable, but also because their 

professional lives are coloured by their relations to students.  

 

4.5.4 Is the TIK-program fitted for a school context? 

The student-teacher relationship has been compared to a parent-child relationship as they 

share some similarities (Verschueren & Koomen, 2012), however, differences in these 

relations are clear and could affect the usefulness of an individual-focused intervention 

procedure. Teachers generally are not constant parts of children’s lives over time to the same 

extent parents are, teachers often engage in interactions with children either in groups, or one-

on-one while in group settings. The chances teachers have to connect with individual children 

might not reach the extent to which a parent does. The N-TIK-School intervention focused on 

how emotion socializers in children’s lives can guide emotional experiences to socialize 

emotional competencies, which are useful competencies in situations where these 

competencies can be used. Put in combination with effective classroom organization and a 

positive classroom climate, these skills could potentially add to the development of positive 

individual student-teacher relationships and children’s emotional competence.   

 

4.6   Implications for future research 

The study found associations between teachers’ emotional styles and their perceived student-

teacher relationship quality. The positive relation found between EC and Closeness, as well as 

the negative relation between EC and Conflict suggests that promoting the use of EC amongst 

teachers could benefit the student-teacher relationship quality and potentially children’s 

emotional development. Considering the growing, yet limited, research on teachers’ emotion 
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socialization strategies (Ahn, 2005; Denham et al., 2017), and the limited focus on emotion in 

the national teacher curriculum (Lærerløftet - På Lag for Kunnskapsskolen, 2014) these 

findings could shed light on the kind of specific relational competencies teachers might 

benefit from practising.  

 

The pilot study is the first to investigate the use of the N-TIK-School manual and group 

sessions in a primary education setting, and brought to light several considerations for future 

implementation in schools. First and foremost, using observational measurements in addition 

to self-reports would be beneficial for controlling for potential social desirability biases, and 

preciseness of self-reports in regard to use of EC and ED. An observational measure on 

teachers emotion socialization strategies, similar to the one used by Ahn (2005) with 

preschool teachers, or the CLASS measure (Pianta et al., 2008), could be insightful for 

investigating potential differences in strategies used inside a classroom setting, and estimating 

the limits a classroom context poses for teacher’s emotion socialization behaviours. 

 

The N-TIK-School supervision groups included all school staff that work with children in 1st 

to 4th grade. Despite not performing any analyses based on the different work positions of the 

adults, nor the different ages of children, this is a possible avenue for future research. 

Teachers and assistants engage with students in different contexts at school, which could 

impact their chances of using EC in student interactions. The student-teacher relation is also 

dynamic (E. O’Connor, 2010), and children’s emotional needs change over time. These 

factors impact which emotion socialization strategies school staff use and may benefit from 

using. Observational methods could provide insight to better equip school staff to meet 

students’ everchanging emotional needs in different contexts and ages, and specifically to the 

N-TIK-School program, thus such studies could further develop the program to meet the 

variation of socialization methods used by school staff. Developing emotional competence 

and changing emotional styles takes time, and the long-term effect of the N-TIK-School 

intervention is not certain. While longer follow-up time could give an indication of the long-

term effects of intervention programs, longitudinal studies could also prove insightful. 

Longitudinal studies on teachers’ emotional competence and socialization development is, to 

the extent of my knowledge, rare. Through longitudinal studies one could be able to follow 

teachers’ development and the changes in emotion socialization strategies and the student-

teacher relationship over time.  
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5 Conclusion 

Teachers and other school staff are important facilitators and role models of children’s 

acquisition of emotional competence in school. Teachers socialize emotional competence in 

similar ways to parents, through modelling and responding to emotions, as well as guiding 

and teaching children about emotional experiences. To facilitate that teachers are able to 

create and maintain positive student-teacher relationships and emotional socialization 

strategies, working with teachers to develop their emotional competence is a promising route. 

While most work on emotion socialization and emotional styles is done with parents, 

educational research indicates that these concepts are relevant to the teacher-student relation. 

 

This pilot study tested the intervention N-TIK- School in a primary school setting. The 

associations between emotional style and the student-teacher relationship were investigated, 

as well as potential effects of the intervention procedure on these measures. N-TIK-School 

aimed to provide teachers with specific competencies in how to respond in an emotion 

coaching manner to children’s emotional experiences, with lesser use of emotion dismissing 

styles. The study found associations between teachers’ emotional styles and their perceived 

student-teacher relationships, but did, however, not find any significant effects of the 

intervention procedure. Efforts to work on improving teachers’ emotional competencies are 

justified by the important role they have in children’s development. While many teachers 

experience close relationships to most, or all, of their students, some do not. As the first pilot 

study to implement TIK-Schools in Norway, the current study has contributed to the field of 

preventative intervention programs directed at teachers’ emotional competencies by 

evaluating a pilot of an intervention program based on an emotion-focused framework. 

Furthermore, the N-TIK-School pilot has tested an adapted version of teacher-reported 

measures, and made suggestions for future studies based on the experiences of school-

implementations. Developing teachers’ emotional competencies are suggested to be important 

for the classroom environment in general, and especially for children’s emotional 

development. The findings from this study point to important experiences and challenges 

which can, if adapted well, help future interventions on how to develop teachers’ emotional 

competence and promote their positive emotion socialization strategies in the school context.  
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Appendices 

Appendix 1: Information letter given to participating schools by the Primary Health Service, 

written by project manager Karevold. 

 

 
 

 

Hvordan fremme emosjonell kompetanse i skolen? 

 

Som en del av folkehelsearbeid i kommuner på Østlandet (inkl. Oslo, Skedsmo, Bærum) vil 

flere skoler prøve ut veiledningsgrupper for lærere ved barnetrinnene 1-4. Utprøvningen vil 

skje i samarbeid med Psykologisk institutt ved Universitetet i Oslo. Intervensjonen bygger på 

emosjonsveiledningsprogrammet Norwegian Tuning in to Kids (N-TIK), og vil rette fokus på 

lærer-elev relasjonen. Hensikten er å fremme emosjonell kompetanse generelt, og 

emosjonsregulering spesielt, hos både skolens ansatte og elevene. Pågående piloter i 

barneskoler i Oslo har hittil fått veldig positiv respons fra lærerne. Universitetet i Oslo ønsker 

derfor å søke forskningsmidler for å gjennomføre og evaluere intervensjonen. Vi ønsker flere 

skoler til prosjektet og lurer derfor på om dette kan være interessant for barneskolene i deres 

område. 

 

Om skoleintervensjonen  

Lærere og skolepersonell vil bli undervist og veiledet i måter å samhandle med elevene på en 

måte som hjelper elevene med å forstå og regulere sine følelser, som igjen er vist å fremme 

faglig fungering. Lærere blir også veiledet i hvordan håndtere sine egne følelser i utfordrende 

situasjoner i klasserommet. Disse ferdighetene har vist seg å være ekstremt viktige for å 

hjelpe barna, slik at de kan takle emosjonelle utfordringer de møter både i sosiale relasjoner 

og akademisk læring på skolen.  

 

Intervensjonen er fortsatt under utvikling, men det ser ut som om det blir en 

intervensjonsgruppe og en kontrollgruppe (skolene deles tilfeldig i to grupper). 

Intervensjonen vil bestå av en fellesdel for alle skolens ansatte (halv- eller heldags opplæring i 

skolens gitte planleggingsdager), og gjennomføres i løpet av ett semester. Programmet vil 

videre tilby 1 gruppeveiledning for skolens ledelse og 6 gruppeveiledninger for alle lærerne i 

trinn 1 til 4. Lærergruppene på 6-8 lærere vil ledes av 2 veiledere, vare i á 1,5 time og være 

innenfor skolens rammer. Psykologer eller tilsvarende som jobber i PPT, skole- eller 

primærhelsetjenesten i kommunene/bydelene får egen opplæring i TIK, og skal stå for 

veiledningen her. Opplæringen og veiledningen inkluderer blant annet undervisning om og 

praktiske øvelser rundt hvordan å 1) forstå og snakke om følelser; 2) forstå andres følelser og 

reagere med empati; 3) utvikle ferdigheter for å håndtere sterke følelser 4) fokusere 

oppmerksomhet under følelsesmessig stress, og; 5) håndtere relasjoner på en god måte – 

inkludert å løse konflikter «ikke-aggressivt». Uten å kunne lage plass til følelser og 

anerkjenne de når de uttrykkes, vil både lærer eller elev ofte få utfordringer med å regulere 

sterke følelser. Viktig å kunne differensiere mellom følelser og oppførsel, for dermed å kunne 

lage rom for følelsen samtidig som man grensesetter og er tydelig med uakseptabel atferd. 
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Psykologisk institutt (PSI) vil søke forskningsmidler fra FINNUT-programmet ved 

Forskningsrådet for å implementere og evaluere intervensjonen. Forskning og innovasjon i 

utdanningssektoren (FINNUT) er et stort og langsiktig program som skal utvikle kunnskap av 

høy kvalitet og relevans for politikkutforming, forvaltning, og praksisfelt i den enkelte i skole. 

Tittel på forskningsprosjektet PSI vil søke om midler til er: Emotional competence as basis 

for learning: Supervision of school staff to promote emotional skills in teachers and students. 

N-TIK skoleprosjekt er utviklet i samsvar med statens “Program for folkehelsearbeid i 

kommunene” og St. Meld. “Lærelyst – tidlig innsats og kvalitet i skolen, 2016-2017, revidert 

utgave”. Intervensjonen er også en form for kompetanseheving som er svært forenlig med 

innføringen av Folkehelse og livsmestring som tverrfaglig tema i Fagfornyelsen, som skjer i 

samme tidsrom. 

 

Vi har allerede sendt inn en søknad til Forskningsrådet (svar i juni 2019), og vi skal sende inn 

en søknad til, med frist 10. april 2019. Vi vil derfor gjerne vite hvilke skoler som er interessert 

i å være med på prosjektet, og få intervensjonen. Skolene vil bli tilfeldig delt inn i 

intervensjonsskoler og kontrollskoler. Det å være kontrollskole innebærer at skolens ansatte 

svarer på noen spørreskjemaer, men ellers gjør som de pleier. De vil så bli tilbudt 

intervensjonen ett år etter prosjektstart. Planen er å starte opp veiledningen høsten 2020. 

 

Ved interesse setter vi pris på en snarlig tilbakemelding.  

 

For mer informasjon om gruppeveiledning eller søknaden til Forskningsrådet, kontakt 

prosjektleder Evalill Bølstad Karevold ved Psykologisk institutt, UiO, tel: 916 16 675, e-post: 

e.b.karevold@psykologi.uio.no . 

 

 

Med vennlig hilsen 

 

Evalill Bølstad Karevold 

 

Prosjektleder N-TIK Skole 

Psykolog og førsteamanuensis i utviklingspsykologi 

Psykologisk Institutt, Universitetet i Oslo 
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Appendix 2: Intention-agreement between the participation schools and the project group of 

Evalill Bølstad Karevold. 

  

 

 
            19. juni 2019 

 

Avtale vedrørende pilot om emosjonsveiledning i skolen – N-TIK SKOLE 
 

Jeg bekrefter herved at vi ved Svarttjern skole deltar i implementerings- og evalueringspiloten 

N-TIK SKOLE ved Psykologisk Institutt, Universitetet i Oslo, i samarbeid med bydel Grorud. 

Dette innebærer implementering av en intervensjon bestående av en bred opplæringsøkt for 

alle skolens ansatte (1/2 planleggingsdag i forkant av skoleår), en 2-timers veiledningsøkt 

med skoleledelsen og 6 gruppeveiledninger á 2 timer med alle lærerne fra trinn 1-4 i løpet av 

et skolesemester. Skolene vil bli inndelt i intervensjons- og kontrollgruppe, hvor intervensjon 

blir igangsatt august 2019, og kontrollskolene vil få intervensjonen året etter. Alle ansatte ved 

skolen vil få tilsendt spørreskjema før, rett etter og ca. 6 måneder etter intervensjonen som del 

av evalueringen. 

Intervensjonen er en form for kompetanseheving som er svært forenlig med innføringen av 

Folkehelse og livsmestring som tverrfaglig tema i Fagfornyelsen. Hovedfokuset i 

intervensjonen vil være å øke den emosjonelle kompetansen til lærerne spesielt og skolens 

ansatte generelt, som igjen kan bidra til å øke elevenes emosjonelle kompetanse. Dette er 

opplæring og veiledning som vil utfylle eller være kompatibel med andre tiltak som skjer i 

skolen i dag (f.eks. COS, ICDP, DUÅ og PALS), slik at det kan implementeres parallelt med 

andre tiltak i skolen. 

Vi ser deltagelse i dette prosjektet som en mulighet til å øke lærernes emosjonelle og 

relasjonelle ferdigheter innenfor et felt hvor det er stort behov for kompetanseutvikling i 

skolen. 

 

Prosjektleder N-TIK skole: Evalill Bølstad Karevold Dato/sign:  

 

Bydelsansvarlig Grorud: Ragnhild Spjelkavik Mark Dato/sign: 

 

Rektor ved Svarttjern skole: Ann Elisabeth Kallevik Dato/sign:  

   

 

 

 

 

 

 

 

 

 

  Postadresse: Postboks 1094 Blindern, 0317 Oslo 
  E-post: ekspedisjonen@psykologi.uio.no 

www.sv.uio.no/psi/ 
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Appendix 3: The N-TIK-Schools Questionnaire measures, including participation consent, 

demographic information, TESQ and STRS-SF-G. Participants responded online at T1 and 

T2.   

 

 

N-TIK SKOLE: Emosjonsveiledning i 

skolen
 
 

N-TIK SKOLE: Pilotprosjekt om emosjonsveiledning i skolen 
Kjære ansatt, 

Som ansatt ved din skole i bydel Grorud er du med på deltakelse i implementerings- og 

evalueringspiloten N-TIK SKOLE ved Psykologisk Institutt, Universitetet i Oslo, i samarbeid 

med Grorud bydel. Dette er en intervensjon bestående av en bred opplæringsøkt for alle 

skolens ansatte (1/2 planleggingsdag), en 2-timers veiledningsøkt med skoleledelsen og 6 

gruppeveiledninger á 1,5 timer med alle lærerne fra trinn 1-4 i løpet av et skolesemester. 

Skolene vil bli inndelt i intervensjons- og kontrollgruppe, hvor intervensjon blir igangsatt 

august 2019, og kontrollskolene vil få intervensjonen året etter.  

Du vil bli bedt om å fylle ut noen spørreskjemaer på nettet både før du begynner kurset, like 

etter kurset og ca 6 måneder senere. Det vil ta ca 30-45 minutter å fylle ut spørreskjemaet. Du 

vil få spørreskjemaet tilsendt via en link på epost. I spørreskjemaene stiller vi mange spørsmål 

om følelser. Vi gjør det fordi vi ønsker å se på sammenhengen mellom skoleansattes forhold 

til følelser og arbeidsform. All informasjon i spørreskjemaene behandles konfidensielt. Du har 

rett til innsyn i hvilke opplysninger som er registrert om dere og rett til å få korrigert 

eventuelle feil i de opplysningene som er registrert.  

Alle opplysningene vil bli behandlet uten navn og fødselsnummer eller andre direkte 

gjenkjennende opplysninger. Dataene blir koblet opp til et avidentifisert kodenummer, og 

analysert på gruppenivå.  

Dataene vil bli lagret i 10 år i Universitet i Oslo sitt Tjenester for Sensitive Data (TSD) 

system. Kodenøkkelen til dataene oppbevares nedlåst. Vi ønsker å lagre kodenøkkelen i 10 år 

fordi vi ønsker å ha muligheten til å kontakte dere igjen for å gjøre en 

oppfølgingsundersøkelse på et senere tidspunkt. Prosjektets avsluttes i 2022, og kodenøkkelen 

vil bli slettet og dataene anonymisert innen utgangen av 2032. På oppdrag fra Universitetet i 

Oslo har NSD – Norsk senter for forskningsdata AS vurdert at behandlingen av 

personopplysninger i dette prosjektet er i samsvar med personvernregelverket. 

Det er frivillig å delta i prosjektet. For å delta krysser du av i boksen øverst i skjemaet. Du 

kan når som helst og uten å oppgi noen grunn trekke ditt samtykke. Dersom du senere ønsker 

å trekke deg, eller du har spørsmål til intervensjonen, kan du kontakte undertegnede på e-

post e.b.karevold@psykologi.uio.no eller telefon 91616675.  

Med vennlig hilsen Evalill Bølstad Karevold, Prosjektleder N-TIK SKOLE    

Ved å krysse av i boksen under bekrefter du å ha mottatt informasjon om pilotprosjektet N-

TIK i skole, og samtykker til deltakelse. 

Du må velge minst ett svaralternativ. 

Jeg har mottatt informasjon om prosjektet og samtykker til deltakelse 

 

mailto:e.b.karevold@psykologi.uio.no
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Din person-ID 

Sendt til din e-post, bestående av åtte siffer 

_ _ _ _ _ _ _ _  

 

Gjenta: 

_ _ _ _ _ _ _ _  

 

 

Hvor gammel er du? 

20-29 

 

30-39 

 

40-49 

 

50-59 

 

60- 

 

Hva er ditt kjønn? 

Mann 

 

Kvinne 

 

Annet 

 

Hva er din stilling på arbeidsplassen?  

Faglærer 

 

Kontaktlærer 

 

Spesialpedagog 

 

Assistent/pedagogisk medarbeider 

 

Sosialarbeider (barne-og ungdomsarbeider og lignende) 

 

Administrasjon (rektor, inspektør og lignende) 

 

AKS/SFO 

 

Annet 
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Hvor lang er din utdanning? (medregnet eventuell etterutdanning) 

Grunnskole 

 

Videregående utdannelse 

 

Fagbrev 

 

3 år høyskole/universitet 

 

4-5 år høyskole/universitet 

 

5 eller flere års høyere utdanning 

 

Annet 

 

Hvor lang er din arbeidserfaring etter endt utdanning? 

0-5 år 

 

6-10 år 

 

11-20 år 

 

20 eller flere år 

 

Har du tidligere erfaring med intervensjoner i skole? (f. eks COS "circle of security", DUÅ "de 
utrolige årene", PALS "positiv atferd, støttende læringsmiljø og samhandling")? 

Ja 

 

Nei 

 

Vet ikke 

 

Dersom ja; hvilke(t)? 
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Appendix 4: Procedure for linking data from T1 and T2 based on demographic variables. 

 

Due to challenges with storage in TSD (“Tjenester for Sensitive Data”), some of the dataset 

lost the ID-link in the transfer of data to TSD. However, due to many demographic variables, 

and a low N in each individual participation school, it was calculated that it would be possible 

to connect pre and post responses on demographic variables. The demographic variables in 

this study included; gender, age, years of education, years of working experience, job title 

(teacher, assistant etc), previous intervention experience (yes/no/NA) and if applicable which 

intervention experience. Due to minor changes in responses on demographic variables at T2, a 

linking priority was made. 

 

Cases that are identical and unique on all demographic variables is coded in green; safe ID-

link. If none, then; 

 

1. First link the correct genders and ages. 

2. Then check those that are uncertain against education level and work experience in 

years. 

3. The next step is to check against previous intervention participation and which are 

mentioned (if any). 

4. Then to match on «position at work».  

5. If these demographic variables do not separate those that are not identical, then check 

towards the SWELS measure (good test-retest reliability; Vassar, 2008) and DERS-16 

(good test-retest reliability; Bjureberg et al., 2016). 

 

Security levels of coding: 

Identified by ID or identical responses on demographic variables; secure 

Identified by step 1-4; likely secure 

Identified by step 5; not very secure 
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The process started with connecting those data that had kept the ID-link from pre- to post 

(N=28, control group). All the remaining cases that were unique and identical were connected 

and identified as secure links, N=29 (color coded green). It was discovered that many cases 

had changed some demographic information, most commonly the years of education (due to 

checkbox alternatives 5 and 6 being very similar), or their position at work (many positions 

such as “assistant” and “AKS” have significant overlap, and staff might identify with both). 

As such, the cases were first matched on gender and age, then years of education and 

experience, and lastly their previous experience with intervention-training and position at 

work. If any cases were similar to each other they were compared on the SWELS measure, 

which has a shown high test-retest reliability (REF). Data that were quite similar but had one 

or two demographic variables slightly changed (such as work position changing from 

“faglærer” to “kontaktlærer” or “assistant” changing to “AKS”) were deemed slightly 

uncertain data; N=34 (coded likely secure). The remaining cases, which had more uncertain 

changes were evaluated as uncertain data; N=3 (coded not very secure).  
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