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ABSTRACT. This qualitative study intends to understand future EFL Primary Education
Teaching Degree students’ perception on the development of their emotional competences
during their last practice period in their degree. A semi-structured interview was used to
collect data, applying Maxqda 22 software for its analysis. Forty-five student teachers
participated in the research. The results show that pre-service teachers had difficulties
regulating their emotions during their placements. In addition, they maintained an excellent
relationship with their pupils, and their form teachers at schools. However, the use of the
English language as a vehicle of communication was seen to be an emotional barrier. In all
cases, this teaching practice illustrated student teachers’ vocation. Additionally, they learnt
how to communicate effectively and deal with problems that arose. The study concludes by
confirming the necessity of improving Teacher Training in relation to students’ emotional
competences management and development.
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PRACTICUM DE INGLES EN ENSENANZA PRIMARIA Y GESTION DE
EMOCIONES

RESUMEN. Este estudio cualitativo pretende conocer la percepcion del alumnado de la
Mencion de Inglés del Grado de Educacién Primaria sobre el desarrollo de sus competencias
emocionales durante el dltimo Practicum. Se utilizé la entrevista semiestructurada para recabar
datos y el software Maxqda 22 para su andlisis. Cuarenta y cinco estudiantes participaron en
la investigacion. Los resultados muestran que el futuro profesorado ha tenido dificultades
para regular sus emociones durante las practicas. Ademads, han mantenido una excelente
relacion con su alumnado y con sus tutores y tutoras en la escuela. Sin embargo, el uso del
inglés como vehiculo de comunicacion ha resultado ser una barrera emocional. En todos los
casos, el Practicum ha servido para confirmar la vocacién de los y las participantes, quienes
han aprendido a comunicarse eficazmente y a solventar los problemas surgidos. El estudio
concluye confirmando la necesidad de mejorar la formacién del profesorado en relaciéon con
el desarrollo y gestion de las competencias emocionales.

Palabras clave: Ensefianza de la lengua inglesa como lengua extranjera, practicum, educacion
primaria, emociones, andlisis cualitativo, formacion del profesorado.
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1. INTRODUCTION

The Practicum course is conceived as a training period integrated in Teacher
Training degrees that is not implemented in university classrooms but at schools. Its
main aim is to allow student teachers’ learning and reflection in authentic schooling
contexts (Saiz and Susinos 394). Thus, the Practicum course is considered a decisive
time for pre-service teachers to take part in significant teaching experiences
(Gonzilez and Medina 28) in appropriate and suitable environments (Tejada and
Ruiz 94). In addition, the Practicum represents a challenge for teachers in training,
who will have to contend with situations that have not been taught extensively in
the Teacher Training Faculties’ classrooms (Benito et al. 148).

Institutions such as the World Health Organization (WHO) (29-30) view teaching
careers as one of those that produce the highest occupational risks in terms of
emotional health aspects. As a result of this, entities such as UNESCO (50) insist on
the relevance of taking care of emotional aspects, both for the positive benefits
generated on a personal level and for those entailed in professional circumstances.
Some researchers such as Aguayo-Muela and Aguilar-Luzén (191) believe that
educational institutions should make more of an effort in terms of time and resources
to improve teachers’ emotional skills in their initial instruction and during their in-
service long-life training, too. The better the teachers’ emotional health is, the more
suitable the quality of instruction received by their future students will be (Benito et
al. 147).
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As Benito et al. (146) state, the emotional education received by university
students during their degrees in Teacher Training Faculties is very scarce. This may
be particularly noticeable during student placements at schools. In the case of the
English as a Foreign Language (hereinafter EFL) pre-service teachers, their last
Practicum course takes place in specific contexts, namely EFL classrooms, where the
vehicle of communication is mostly English.

In this sense, the Common European Framework of Reference for Languages:
Learning, Teaching and Assessment (CEFR) (Council of Europe 11) includes among
the competences involved in language learning the existential competence, which
is comprised of elements related to affect. Additionally, the CEFR affirms that
affectivity influences language learners and users in their communicative acts and
their ability to learn.

Some other previous studies have highlighted the importance of affective factors
(Arnold, La dimension afectiva en el aprendizaje de idiomas 19; Arnold, Affect in L2
learning and teaching 148) and motivation (Dornyei, and Kubanyiova 11; Ushioda
77) in the teaching-learning process of a foreign language and, specifically, the
English language (Garcia-Sampedro 36; Garcia-Sampedro and Agudo 164).

Emotional competences are viewed as the set of necessary knowledge, abilities,
skills, and attitudes to understand, express, and appropriately regulate emotional
phenomena (Pérez-Escoda et al. 369). Such competences are derived from
Emotional Intelligence (hereinafter EI) and predetermine, to a considerable extent,
the state of mind and the self-esteem of an individual (Lavega and Aradjo 7). They
also influence students’ attitude towards the teaching-learning process and school
performance (Pérez-Bonet et al. 135). This issue is closely related to some
discoveries in the field of neuroscience, which emphasize the relevance of emotions
and the unconscious in cognitive processes (Ferrés and Masanet 52).

EI has been studied from different perspectives, being especially pertinent to the
one connected to the educational field (Garcia-Domingo and Quintanal 52). Several
authors have previously highlighted the deep-rooted relationship between this
intelligence and the teaching-learning process (Cazalla-Luna and Molero 252;
Extremera et al., 76). As a result, the concept of emotional education arises as a
continuous and permanent educational process. Emotional education aims to
enhance the development of emotional competences. These are regarded as an
essential element of an integral development of a person and train him or her for
life (Pérez-Escoda et al. 369). Other authors, such as Bisquerra and Pérez (76), see
emotional intelligence as the one that enables the expansion of emotional
competences.

For all these reasons, developing the emotional skills of future teachers is crucial
in their training, as it will help them to avoid or minimize, in some way, the anxiety
they suffer as university students (Wang et al. 104) and the stress generated by the
teaching profession (Yin 791).
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As stated in the objectives set out by the Organisation for Economic Co-operation
and Development (OECD) (4), it is necessary for schools to focus not only on
activities based on the acquisition of knowledge, but also on the development of
students’ emotional competences.

In this regard, studies such as Wang et al. (104) show that anxiety among
university students is one of the most pressing problems in the academic context.
Therefore, it has been considered especially important to know how future English
teachers manage their emotions in the Practicum, considering three fundamental
aspects. Firstly, this period is one of those that most affects the quality of the initial
training of students (Sorensen 128). Secondly, the Practicum is a changing situation
that generates an increase in stress that future teachers must learn to manage
(Fernandes and Sevilla 76; Messina and Benito 387). Finally, in this period, and in
the case of students of the EFL Specialization, the vehicular language of
communication is English, which makes the increase of this stress a reality (Goh and
Burns 26).

In accordance with the above, the main objective of this study is to analyse
Primary Education Teaching Degree (hereafter PETD) EFL Specialization students’
opinions and perceptions of their emotional management during the last internship
period. Another complementary objective is to compare the results of the present
study with those obtained in a recent study by the same authors and in relation to
secondary school students.

To conclude this introduction, it should be noted that during the Practicum,
students develop their teaching competence by taking an active part in the classes at
the schools, where they can plan and teach some sessions guided by their form
teachers. All this means that they must sometimes deal with situations that produce
stress and anxiety. In addition, it should not be overlooked that the language used
during this period is English, both when communicating orally with pupils and
teachers at schools, and in written form when writing their placement report. Taking
these factors into consideration, the results of this study can be truly relevant to
transmit to future primary school teachers the necessary strategies and guidelines to
improve their EI and manage their emotions (Andrés 93; Blanchard and Fernandes 4).

2. METHOD

This study aims to know the actors’ (involved in the research) perception on the
emotions felt during their teaching practices. Consequently, a qualitative research
design was applied (Caceres 54; Dorio et al. 274) being the semi-structured interview
the technique used for data collection (Ardevol et al. 80; Kvale 79). This instrument
is considered particularly appropriate considering the sample size available
(Gonzalez-Riano and Ferniandez-Costales 75-92). The interviews were videotaped
and subsequently transcribed to obtain, in this way, categories and subcategories
that would serve to analyse data and understand in depth the emotional factors and
their influence on future teachers during the placement period.
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2.1. Sample

Participation in this study was offered on a voluntary basis to all students taking
part in the 2023 and 2024 Practicum Workshops in the Faculty of Teacher Training
and Education of the University of Oviedo These students were informed of the
existence of the study, its characteristics and its purpose. In addition, they were
informed about the research characteristics and objectives. Researchers also ensured
anonymity, data confidentiality, and provided information regarding future use of
the data. Subsequently, forty-five interested students contacted the researchers by e-
mail; as such, the sample may be considered an incidental one.

With respect to origin, all participating subjects were born in Asturias, Spain.
Concerning their socioeconomic background and family situation, the students
themselves indicate that they come from lower-middle class backgrounds, coinciding
with the usual response found in other related studies at the University of Oviedo

Table 1 details additional characteristics of the participating student teachers. As
shown, as in non-university education classrooms, most of the future teaching staff
are women.

Table 1. Sociodemographic data of the participants of the Primary Education Teaching

Degree.
Sex Women Men
39 6
Age 20 21 22 23 20 21 22 23
years years years years years years years years
1 32 5 1 4 2

2.2. Instrument

The researchers prepared an interview script with the questions to be asked. This
script was based on the Adult Emotional Development Questionnaire elaborated by
Pérez-Escoda et al. (367-379) and was organised according to the following five
competences: Emotional Awareness, Emotional Regulation, Emotional Autonomy,
Social Competences, and Competences for Life and Well-Being (Pérez-Escoda et al.
369). These competences correspond to the definitions shown in Table 2.

The English language was used to conduct the semi-structured interviews. Five
students, two schoolteachers and a qualitative methodology expert participated in the
semi-structured interview script piloting. After that, the emotional competences
explained above were utilized as categories of analysis, and the following
subcategories emerged from them: Felt emotions, Classroom climate, Emotional
management, Self-motivation, Asking for belp and resources, Relationship with pupils,
Relationship with teaching staff, Communication, and Coping skills (see Figure 1).
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Table 2. Description of the emotional competences

Emotional Competence

Description

Emotional Awareness

Emotional Regulation

Emotional Autonomy

Social Competences

Competences for Life
and Well-Being

The ability to become aware of one’s own emotions, including the
ability to perceive the emotional climate of a given context.

The ability to use emotions appropriately. It involves becoming
aware of the relationship between emotion, cognition, and
behaviour, and having good coping strategies and abilities to self-
generate positive emotions.

The set of characteristics related to emotional self-management,
including self-esteem, cheerful outlook in life, responsibility, ability
to critically analyse social norms, ability to seek help and resources,
as well as personal self-efficacy.

The ability to maintain good relationships with other people. It
involves mastering basic social skills, effective communication,
respect, pro-social attitudes, and assertiveness.

The ability to adopt appropriate and responsible behaviours for the
solution of personal, family, professional and social problems,
oriented towards the improvement of personal and social well-
being.

Source: Elaborated by the

authors based on Pérez-Escoda et al. (367-379).

| ANALYSIS CATEGORIES |

I I '|

a) Emotional
Awareness

e) Competences

b) Emotional c)Emotional d) Social
Competences for Life and

al.
Classroom
climate

a.l. Felt
emotions

’Regulation Autonomy

\ c.l. Self-
motivation

Well-Being

d.1. Relationship

with pupils el.
b.1. Coping
Emotional skills
management

d.2.Relationship
with teaching staff

d.3.Communication

c.2. Asking
for help
and
resources

Figure 1. Categories and subcategories of analysis employed in the research. Source:

Garcia-Sampedro et al. (123).
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2.3. Procedure

The research was publicised among the 4" year PETD students during the
Practicum Workshops in the Faculty of Teacher Training and Education of the
University of Oviedo in January 2023 and 2024. Over the course of the meetings,
information on the existence of the study, its characteristics and its purpose were
provided to the interested students, who then contacted the researchers by e-mail.
Following this, forty-five students agreed to participate voluntarily in the research
and were informed in writing of all the details of the study. It was also explained
that the data collected would be used to conduct numerous studies on the Practicum
and about the management of the emotional competences. Anonymity and
confidentiality were also guaranteed to those who participated. The interviews were
conducted, videotaped, and transcribed into an Excel document format. Finally, the
data were entered into the Maxqda 22 programme.

2.4. Data Analysis

The analysis of the data was carried out on the basis of the categories of
emotional competences (Emotional Awareness, Emotional Regulation, Emotional
Autonomy, Social Competences, Competences for Life and Well-being) and the
subcategories that emerged during the analysis itself were: Felt emotions, Classroom
climate, Emotional management, Self-motivation, Asking for belp and resources,
Relationship with pupils, Relationship with teaching staff, Communication, and
Coping skills. The software used for the analysis was Maxqda22, and participants
were given an alphanumeric code starting with E2 and ending with E46.

3. RESULTS

The results of the developed analyses are detailed below, organised into the five
categories of emotional competences: a. Emotional Awareness, b. Emotional
Regulation, c. Emotional Autonomy, d. Social Competences, and e. Competences for
Life and Well-being.

3.1. Emotional Awareness

Within the category a. Emotional Awareness, the subcategory a.1. Emotions Felt
was established, and this was also subdivided into three others: Before (the
Practicum), During (the Practicum) and End (of the Practicum).

The results of the subcategory Before showed that, out of forty-five students, 23
(51%) said that they felt positive or incredibly positive emotions before starting their

» o«

lacements. They used adjectives such as “excited”, “enthusiastic”, or “eager to learn”.
b )

Before the Practicum, I was very keen to learn and to put into practice what I had
learnt in the degree theoretical courses (E12).
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With a lot of joy and enthusiasm (E44).

Thirteen students (28.8%) said that they felt “nervous”, 4 (8.8%) “overwhelmed”,
and 2 (4.4%) “anxious” or “insecure” before the Practicum, for example:

I started with fear, insecurities, and many questions (E8).

Some others felt “inexperienced”, “defenceless” (E38) or “distrustful of their
abilities” (E32). No differences were detected when considering the gender of the
participants. Two students also referred to their fear of speaking English in public:

The fear of messing up in English was always present (E32).
I felt a bit lost and a bit afraid of having to speak in English all the time (E45).

In the subcategory During, not all participants specified their emotions, but
among those who did, there were 25 (55.5%) who did so very positively, expressing

happiness, enthusiasm, comfort, acceptance by pupils, gratitude or motivation.

During (the placement) I was very happy with the way all the staff treated me,
always making sure I was comfortable (E29).

However, one student reported some contradictory feelings:

Sometimes I felt like I was an obstacle in the way and other times I felt extremely
included (E20).

Another student had feelings of frustration and of not being enough prepared to
the task:

On the one hand, during the placement, I felt frustrated to realise the shortcomings
and mistakes I was making. Speaking in English with pupils and teachers made
me feel very nervous. On the other hand, with respect to improve my
methodological and teaching competences, I felt surprised at my own patience
and other skills I developed during the experience (E24).

One student commented, annoyed, that:

Teachers didn't take us into account, although with time I became more
comfortable at school (E45).

In the Final subcategory, nine students (20%) said that they felt sadness or sorrow
at the end of their placements when they had to leave the school and pupils. This

feeling was accompanied by satisfaction and excitement:

Sad at the end of the experience, but very happy to have lived it (E5).
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At the end, a lot of sorrow for having to leave, especially, the students, and with
a great desire to start working as a real teacher, soon (E29).

Another learner (E38) remarked that he felt satisfied, but with the feeling that he
was not ready for the job, yet. Other negative feelings are reflected in the adjectives
employed: “stressed” and “exhausted”. And positive adjectives such as “proud of
myself”, “motivated” or “satisfied” are present, too.

The emotions felt by the future student teachers are shown in the word cloud
below (Figure 2).

Figure 2. Emotions felt by the student teachers.

In subcategory a.2. Classroom climate, the analysed data indicated that the
classroom climate was “good”, “exceptionally good”, “comfortable”, and
“welcoming” for at least twenty-nine students (64.4%):

There was love in the atmosphere...(E29).

I found the atmosphere very welcoming...(E15).

In some cases, their perception was not so positive at the beginning of the
Practicum, highlighting causes such as students’ and trainee’s shyness:

...a lot of bashfulness on the part of the students, but in the end a climate of trust
and security was generated (E20).
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At the beginning I was more embarrassed, but getting to know teachers and
students made me feel more confident (E11).

In all but two cases, the future teachers perceived a constructive and effective
evolution that was always for the better. Only in one case, a participant considered
the classroom climate negatively, blaming the form teacher for the situation:

The form teacher only wants the students to learn contents and does not care how
they feel or what problems they have. The only important thing for him is that
children are quiet and do the exercises in classroom (E29).

In another case, some sort of friction was noticed among teaching staff and school
management, which had negative repercussions in the classroom (E43).

3.2. Emotional Regulation

In subcategory b.1. Managing emotions, 27 (60%) students claimed to have
managed their emotions appropriately:

I think T have managed my emotions well. Better than I expected (E18).

I tried not to show the students if a day was not emotionally good. I tried to
transmit, and spread good spirits, as far as possible (E22).

Thirteen (28.8%) participants considered that they did not handle their emotions
well enough, and that they could have done it better. Six students said that, although
at the beginning of the placement they did not adequately control themselves
emotionally, they steered and improved the situation, thanks to their form teachers,
above all:

At the beginning of the placement, it was difficult, especially because I did not
know if I was meeting the expectations. I was full of anxiety. But at the end of the
period, I felt confident enough, especially after talking and sharing my fears with
the form teachers (E20).

Another participant attributed his difficulties in managing emotions to his lack of
experience:

I think T need more experience to manage some reactions or situations in a better
way (E26).

Finally, one student explained that she felt overwhelmed by the workload, as
she had to attend university classes at the same time as doing the Practicum (E42).

The following graph shows students’ emotional management distribution, where
30% admit to not having managed their emotions properly.
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Figure 3. Students’ emotional management distribution.

3.3. Emotional Autonomy

Subcategory c¢.1. Self-motivation emerges from the Emotional Autonomy
category. The data obtained showed that, in all cases, placement served to confirm
future teachers’ teaching vocation. Student E23 explained that he was an
experienced secondary teacher and therefore it was not the work placement that
confirmed his vocation, but his own previous experience. On the other hand,
another student indicated that his vocation was confirmed during the Practicum, but
he discovered that, although he is in the PETD, his clear vocation would be as an
Early Childhood teacher (hereafter ECE).

Regarding the second subcategory c.2. Asking for belp and resources, 14 (31.1%)
of the interviewed students stated that they had not asked for help, mainly because
they had not needed it, or it had not been necessary.

I have not asked for help, but I have asked for advice (E27).

The rest of the students did ask for help, from their form teachers at school or
from their academic tutors, or both. Two students asked family members for help
when coping with bitter moments. In general, all of them considered that their form
teachers had helped them, except in two cases, in which they had not received the
support they had asked for:

Yes, I asked for help from my form teacher, but she answered vaguely and
disinterested. (E23).

Within the group of students who asked for help, four showed a lot of gratitude
towards other members of the school teaching staff who had assisted them as much
as they could. Finally, two explained that they had relied on their peers for a lot of
support (E23).

It was very helpful to talk to my classroom mates about our experiences to know
how they were going through (...) it was like a support (...) and a reassurance(E29).
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3.4. Social Competences

Within the category Social Competences, subcategory d.1. Relationships with
pupils was established. The relationship with the pupils was described as follows by
the future teachers: “good”, “particularly good”, “positive”, “cordial”, “excellent”,
“perfect”, or “wonderful”. In many cases, the relationship started out more distant
but evolved positively throughout the Practicum. The words “affection”;, “bonding”
and “trust” were also mentioned on many occasions:

My relationship with the pupils started out a bit distant at first, because of the
mutual embarrassment we could feel, but after a few days we gained the necessary
trust, and we developed a mutual affection, respect and desire to work together
(E17).

Only one pre-service teacher used negative adjectives such as cold or
uncomfortable, although the relationship with their pupils was also improving over
time. One of the participants, E29, explained that the Practicum allowed her to reflect
on the relationship she should have with the pupils, showing an opposite attitude
to that of her form teacher at school.

(... I can’t have an interaction with pupils just to answer questions (...) I like to
know things about the kids, to ask them how their Easter or their weekend was...
to know how they feel, what problems they have.... So, I have been thinking a lot
lately about that, about the relationship I should have with them (E29).

As for sub-category d2. Relationship with teaching staff, thirty-two positive
responses were found (71.1%), describing the relationship as “enriching”,
“exceptional”, “cordial”, and” cooperative”:

They have welcomed me as another teacher; they have solved my doubts (E12).
I owe them a lot (...) (E13).

Very good relationship with everyone. I am incredibly happy because it was
something I was worried about (E29).

A student (E45) who did the last Practicum abroad commented that the relationship
‘was not as close as in Spain, but it was good (E45).

Three other participants explained that although the relationship did not start
well, it evolved positively. However, five students (17.8%) admitted to having felt
some discomfort at times with other members of the teaching staff. Within this
group, there is one person who explained that he/she had a much better relationship
with his/her classmates than with the form teacher or the rest of the teaching staff:

Due to the methodology of the school, we don't work side by side (E25).
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Finally, student E23 admitted that he/she did not get on well either with his/her
form or with other teachers at the school.

The following graph shows the relationship of pre-service teachers with the
teaching staff at school.

80%
70%
60%
50%
40%
30%
20%

0%

Good Initially bad with positive Bad
evolution

Figure 4. Distribution of students regarding the relationship with teaching staff at schools.

As can be seen, approximately 30% of students on placement did not maintain a
good relationship with their form teachers at some point during the Practicum.

In subcategory d.3. Commumnication, thirty-three students (73.3%) stated that they
had achieved effective communication with all the agents involved in the placement:

Yes, I felt satistied when it came to communicating what I wanted to say (E20).

I think so, as I tried to get involved and participate as much as possible, giving my
opinion and learning a lot (E31).

Five students (11.1%) revealed that they had had difficulties when
communicating in English with their students and tutors, and four considered this

to be an extra concern to the practicum:

Speaking in English all the time was hard. T was terribly embarrassed at the
beginning (E7).

I had great difficulty in making myself understood by my students. Speaking in
English made me feel very dizzy (E13).

...to develop an effective communication was rather difficult to me due to my poor
social skills, especially when speaking in English (E23).

The worst thing was speaking in English non-stop (E40).
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However, there were seven students who pointed out that their relationship with
their academic tutors was not good and therefore there was a lack of dialogue and
interaction with them. Despite this fact, they believed that their communication, in
general, was good enough:

Yes, except with the tutor at university. I was very stressed, and I was afraid to
ask questions because of his sharp replies (E14).

I didn't have much contact with the academic tutor (...) (E40).

Finally, one of the participants suggested that the university teachers in charge
of students in placement should belong to the teacher training faculty staff and not
to other faculties.

3.5. Competences for Life and Well-being

The final subcategory that was observed was e.1. Coping skills. In the analysis,
many different coping strategies were found. Two students, referring to potential
problems with teaching staff members, hinted at their lack of freedom in
communicating by using expressions such as “with silent frustration” or “avoiding
speaking their mind”. Seven students (15.5%) explicitly said that they had asked
their form teachers for help and others used terms such as: “looking for joint
solutions,” “with calm and common sense”, “with assertiveness”, “adapting to the
circumstances”, “with serenity and dialogue” or “with patience” On the other hand,
three students took their form teachers’ attitude as an example to cope with
problems (E41, E43 and E406). Finally, there were five who indicated that they had
no problems at all.

4. CONCLUSIONS

The Practicum is a process in which interpersonal relationships play an essential
role (Ramos 96). Those who are training to become teachers must take on the new
challenges demanded by society itself (Hansen 5). That is why future teachers’
emotional training and affective competences development are crucial to face
present-day defiance. Thus, a study on the development of student teachers’
emotional competences is necessary to generate the dynamics that contribute to the
improvement of training tools and strategies during this period.

In turn, research such as that by Anadén (198), Andrés (93), and Blanchard and
Fernandes (6), highlights the necessity of insisting on emotional aspects in teacher
training contexts to help future educators to be more suitably prepared to cope with
potentially conflictive situations.

The study presented here, whose participants are enrolled in the PETD offers a
broad perspective on EFL students’ emotional management during their last
Practicum. The findings show that there are no observable differences among
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participants’ opinions and perceptions according to their gender or age.
Furthermore, the theoretical framework of reference and the methodological design
applied have been extremely useful in addressing the purpose of this ethnographic
study (Gonzilez-Riano and Fernindez-Costales 75-92).

In relation to Emotional Awareness and Emotional Regulation, it can be affirmed
that the participating students need to acquire more strategies to be able to manage
their emotions when starting their teaching career, since, as indicated above, almost
half of them admit to having felt nervous, overwhelmed or anxious before and
during the Practicum, despite having completed three previous placement periods
during their degree. There were those who related this fear, panic, or dizziness to
the compulsory use of English as a vehicular language during their placements. On
the other hand, many future teachers, who admit to having experienced negative
emotions before starting the placement, have evolved to the point of feeling sad or
sorry to leave the educational institution and, above all, the children with whom
they had shared those weeks.

The vast majority consider that the classroom climate has been good or
exceptionally good, however, more than a third admit to having had difficulties
managing their emotions. This may be due to various factors described by
Pennington and Richards (6-7) that coincide with those found in this study, which
have undoubtedly had an impact on their placement experience and perception.
This fact leads to a reflection on the necessity of improving emotional aspects in
teacher education (De Costa et al. 92).

The Practicum served to confirm pre-service teachers’ teaching vocation, who,
additionally, in general, always felt supported by their form teachers and/or other
members of the teaching staff. Nonetheless, a small percentage of students did not fee
supported by schoolteachers. On the other hand, communication with their university
tutors was not as positive as desired. In all cases, the interaction with the students was
rewarding and evolved for the better, even when the beginnings had been more
complicated. It is striking how, in general, the Practicum students connect this
interaction with their students to emotional and affective issues. The connection with
the teaching staff at schools receives positive responses, although some, the fewest,
admit to having felt uncomfortable with their form teachers or other teaching staff.

Communication among all stakeholders involved was viewed as highly effective
by most of the sample. However, several student teachers admitted to having serious
difficulties in communicating in English (Richards 3) in the classroom. Another group
experienced serious obstacles when communicating with their university tutors.
Finally, when dealing with problems that may have arisen in the classroom, all the
pre-service teachers, except for two (who have chosen to use silence as a tactic),
have generated different emotional strategies to resolve the issues in the best
possible way, by keeping calm, promoting dialogue, using empathy and
assertiveness, or simply searching for solutions agreed upon by all. These results are
consistent with the conclusions of other studies focusing on the importance of
emotions (Dewaele and Alfawzan 22), affect (Fredrickson and Losada 678), or
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motivation (Dornyei and Kubanyiova 11; Garcia-Sampedro 585; Ushioda 78) in the
EFL teaching-learning process.

Managing these emotions and affective factors satisfactorily is essential in this
process, both for teachers and learners (Goh and Burns, 27). As in the study
presented here, Richards’ research (225-239) is based on the conviction that teachers’
emotions are the result of interactions among teachers and educational contexts.
These synergies include feelings about themselves, their learners, their colleagues,
their classroom activities, and the resources they use. In the specific case of EFL pre-
service teachers, speaking in a language they do not master sometimes leads to an
increase in negative emotions, especially anxiety, which can block the individual
from expressing themselves or teaching naturally (Richards 3; Teng 118).

In relation to the objective of comparing this analysis with another similar ones
developed in a secondary teacher training context (Garcia-Sampedro et al. 117-136),
the results coincide in some respects such as Emotional Awareness and Regulation.
They are also similar in the type of negative emotions felt before the Practicum. As
mentioned before, student teachers generally attribute these emotions to the lack of
self-assurance. On the other hand, the classroom climate is perceived to be worse
in Secondary than in Primary Education due to the pupils’ characteristics and the
type of class-group. Regarding the management of emotions, Primary School
teachers have less emotional self-control than Secondary School teachers. Similarly,
the Practicum serves to confirm vocations at both stages. Otherwise, both primary
and secondary pre-service teachers have a satisfactory relationship with their
students which, from the beginning, evolves positively. Despite this, the relationship
with academic tutors has been less positive in Primary Education. The differences
found in relation to emotional aspects at these stages could be due to inherent
factors such as pupils’ cognitive-affective development and to the teacher-student
relational characteristics (Jackson 68; Lopez-Gonzilez 30; Vail 4).

Those who experience emotions can modify them, and through conscious
thought, make them more constructive (Rodriguez-Olay 430). Therefore, it is
essential to cultivate future teachers’ emotions in the university classrooms, thus
generating greater professional self-confidence and a positive classroom
atmosphere.

Until only some years back, the emotional approach was considered of little use
compared to everything that was linked to reason (Alvarez-Ramos et al. 295). Hence
the relevance of the research described here to highlight the importance of emotional
competences in a training period as relevant for future teachers as the Practicum.

The context in which this research takes place is fundamental to understanding
its conclusions, having also been an essential element in the design of the research
and its objectives. With respect to the development of future lines of research, new
methodological approaches could be designed to include other subjects belonging
to the PETD or ETD. Applying other research techniques to obtain data, such as
discussion groups or non-participant observation, would provide the research with
a broader perspective that would help to enrich the conclusions.
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Lastly, as has been shown in this article, it is important to consider students’
training in emotional competences as a future line of work that will result in the
improvement of teachers’ teaching competence.

REFERENCES

Aguayo Muela, Alvaro del Carmen and M. Carmen Aguilar-Luzén. “Principales
resultados de investigacion sobre Inteligencia Emocional en docentes espanoles”.
Revista Electronica de Investigacion y Docencia Creativa, vol. 16, 2017, pp. 170-
193. https://doi.org/10.30827/digibug.45497

Alvarez- Ramos, Eva, et al. “El recuerdo y la emocién en la adquisicién del hibito
lector. Un estudio de caso”. Tejuelo, vol. 34, 2021, pp. 293-322.
https://doi.org/10.17398/1988-8430.34.293

Anadon Revuelta Oscar. “La formacion en estrés para la prevencion del sindrome
de ‘Burnout’ en el curriculo de formacion inicial de los maestros”. Revista
Interuniversitaria de Formacion del Profesorado, vol.19, no. 1, 2005; pp. 197-
220. http://www.redalyc.org/articulo.oa?id=27419111

Andrés, Carmen. “Una mirada a las competencias emocionales de los estudiantes
durante su formacién en el Practicum”. Competencia Emocional del Alumnado
de Magisterio: materiales para la formacion inicial desde el Prdcticum, edited by
Carmen Messina and Tomas Benito, Asire, 2021, pp. 91-95.

Ardevol, Elisenda, et al. “Virtualized ethnography: on-line participant observation and
semi-structured interview”. Athenea Digital Revista de Pensamiento e Investigacion
Social, vol. 1, no. 3, 2003, pp. 72-92. https://doi.org/10.5565/rev/athenead/v1n3.67

Arnold, Jane. La dimension afectiva en el aprendizaje de idiomas. Cambridge
University Press, 2000.

Arnold, Jane. “Affect in L2 Learning and Teaching”. Ella: Estudios de Lingiiistica
Inglesa Aplicada, vol. 9, 2009, pp. 145-151.

Benito Ambrona, Tamara, et al. “Evaluacién de la competencia emocional docente
del alumnado de Magisterio en practicas: aprender a regular emociones a partir
de la escritura del 'Emociodiario”. Revista Electrénica Interuniversitaria de
Formacion Del Profesorado, vol. 25, no. 2, 2022, pp. 145-157.
https://doi.org/10.6018/reifop.509581

Bisquerra Alzina, Rafael, and Nuria Pérez Escoda. “Las competencias emocionales”.
Educacion XX1, vol. 10, 2007, pp. 61-82. https://doi.org/10.5944/educxx1.1.10.297

Blanchard, Mercedes, and Leandra Fernandes Procopio. “Claves y proceso para
configurar la identidad del 'docente educador 'desde da formacion inicial”. Acta
Scientiarum Education, vol. 43, 2021, p. e56997. https://doi.org/10.4025/
actascieduc.v43i1.56997

Journal of English Studies, vol. 23 (2025) 79-99 95


https://doi.org/10.30827/digibug.45497
https://doi.org/10.17398/1988-8430.34.293
http://www.redalyc.org/articulo.oa?id=27419111
https://doi.org/10.5565/rev/athenead/v1n3.67
https://doi.org/10.6018/reifop.509581
https://doi.org/10.5944/educxx1.1.10.297
https://doi.org/10.4025/actascieduc.v43i1.56997
https://doi.org/10.4025/actascieduc.v43i1.56997

MARTA GARCIA-SAMPEDRO, LUCIA RODRIGUEZ-OLAY, XOSE ANTON GONZALEZ-RIANO

Caceres, Pablo. “Andlisis cualitativo de contenido: una alternativa metodologica
Alcanzable”. Psicoperspectivas, vol. 2, no. 1, 2008, pp. 53-82. https://doi.org/
10.5027/psicoperspectivas-vol2-issuel-fulltext-3

Cazalla-Luna, Nerea, and David Molero. “Inteligencia Emocional percibida,
disposicion al optimismo-pesimismo, satisfaccion vital y personalidad de
docentes en su formacion inicial”. Revista de Investigacion Educativa, vol. 34,
no. 1, 2015, pp. 241-258. https://doi.org/10.6018/rie.34.1.220701

Council of Europe. Common European Framework of Reference for Languages:
Learning, Teaching, Assessment. Council of Europe Publishing, 2020.
www.coe.int/lang-cefr. Accessed 5 Feb. 2025.

De Costa, Peter 1., et al. “L2 Teachers’ Emotions: A Sociopolitical and Ideological
Perspective”. Emotions in Second Language Teaching, 2018, pp. 91-100.
https://doi.org/10.1007/978-3-319-75438-3_6

Dewaele, Jean-Marc, and Mateb Alfawzan. “Does the Effect of Enjoyment Outweigh That
of Anxiety in Foreign Language Performance?” Studies in Second Language Learning
and Teaching, vol. 8, no. 1, 2018, pp. 21-45. https://doi.org/10.14746/ssl1t.2018.8.1.2

Dorio, Inés, et al. “Caracteristicas generales de la metodologia cualitativa”.
Metodologia de la investigacion educativa, coordinated by Rafael Bisquerra, La
Muralla, 2004, pp. 275-292. http://doi.org/10.22533/at.ed.6962318097

Dornyei, Zoltin, and Magda Kubanyiova. Motivating Learners, Motivating Teachers:
Building Vision in the Language Classroom. Cambridge University Press, 2014.

Extremera, Natalio, et al. “La importancia de la Inteligencia Emocional del
profesorado en la misién educativa: Impacto en el aula y recomendaciones de
buenas practicas para su entrenamiento”. Voces de la Educacion, vol. 2, 2019,
pp. 74-97. https://doi.org/10.35362/rie3334005

Fernandes Procopio, Leandra, and Carmen Maria Sevilla Izquierdo. “Estrategias de
acompanamiento tutorial para el desarrollo de las emociones en el contexto de
las practicas de formaciéon del profesorado”, coordinated. by Carmen Messina
Albarenque, Tamara Benito Ambrona, Competencia emocional del Alumnado de
Magisterio: Materiales para la Formacion Inicial desde el Practicum: Experiencias
de su puesta en prdctica, Asire Educacién, 2021, pp. 74-84.

Ferrés, Joan, and Maria-Jose Masanet. “Communication efficiency in education:
Increasing emotions and storytelling”. Comunicar, vol. 25, no. 52, 2017, pp. 51—
60. https://doi.org/10.3916/c52-2017-05

Fredrickson, Barbara L., and Marcial F. Losada. “Positive Affect and the Complex
Dynamics of Human Flourishing”. The American Psychologist, vol. 60, no. 7,
American  Psychological =~ Association — (APA), 2005, pp. 678-686.
https://doi.org/10.1037/0003-066X.60.7.678

Garcia-Domingo, Begona, and José Quintanal Diaz. “Inteligencia Emocional como
Predictor de Satisfacciéon en Docentes de Infantil y Primaria”. REICE. Revista

96 Journal of English Studies, vol. 23 (2025) 79-99


https://doi.org/10.5027/psicoperspectivas-vol2-issue1-fulltext-3
https://doi.org/10.5027/psicoperspectivas-vol2-issue1-fulltext-3
https://doi.org/10.6018/rie.34.1.220701
https://doi.org/10.1007/978-3-319-75438-3_6
https://doi.org/10.14746/ssllt.2018.8.1.2
http://doi.org/10.22533/at.ed.6962318097
https://doi.org/10.35362/rie3334005
https://dialnet.unirioja.es/servlet/autor?codigo=1819532
https://dialnet.unirioja.es/servlet/autor?codigo=1819532
https://dialnet.unirioja.es/servlet/autor?codigo=3067623
https://doi.org/10.3916/c52-2017-05
https://doi.org/10.1037/0003-066X.60.7.678

EFL PRIMARY SCHOOL TEACHING PLACEMENT AND EMOTIONAL MANAGEMENT

Iberoamericana sobre Calidad, Eficacia y Cambio en Educacion, vol. 20, no. 4,
2022, pp. 51-68. https://doi.org/10.15366/reice2022.20.4.003

Garcia-Sampedro, Marta. “Motivenglish 1: La motivacion en el aula de inglés de
primaria y secundaria”. Campo Abierto, vol. 38, no. 1, 2019, pp. 35-44.
https://doi.org/10.17398/0213-9529.38.1.35

Garcia-Sampedro, Marta. “Teaching Spoken English in Spain: Classroom Practices
and Teachers’ Perceptions”. Journal of Education, Culture and Society, vol. 12,
no. 2, 2021, pp. 583-596. https://doi.org/10.15503.jecs2021.2.583.596

Garcia-Sampedro, M., et al. “Competencias emocionales del profesorado en
practicas. Estudio etnografico con futuros docentes de lenguas”. Revista
Interuniversitaria de Formacion del Profesorado. Continuacion de la Antigua
Revista de Escuelas Normales, vol. 99, no. 382, 2024, pp. 117-136.
https://doi.org/10.47553/rifop.v99i38.2.98974

Garcia-Sampedro, Marta, and Susana Agudo Prado. “Affective and Motivational Factors
in English as a Second Language in Spain”. Journal of Education, Culture and Society,
vol. 11, no. 1, 2020, pp. 163-173. https://doi.org/10.15503/jecs2020.1.163.173

Goh, Christine, and Anne Burns. Teaching Speaking: A Holistic Approach.
Cambridge University Press, 2012.

Gonzilez, Rafael, and Ana Medina. “El desarrollo profesional de los docentes de
educacion infantil”. Formacion del profesorado de frontera, coordinated by Ana
Medina, Antonio De la Herran and Maria Carmen Dominguez, UNED, 2017, pp.
23-58. http://doi.org/10.30827/profesorado.v21i4.10056

Gonzalez-Riafio, Xose Antén, and Fernandez-Costales, Alberto. “Investigacion vs
innovacion y homologaciéon metodologica. Retos actuales de la DLL”. Entre la
lectura, la escritura y la educacion: Paradigmas de investigacion en Diddctica
de la Literatura y la Lengua, coordinated by Josep Ballester-Roca y Noelia Ibarra-
Rius, Narcea, 2020, pp. 75-92.

Hansen, David T. “Introduction: Why Educate Teachers?” Handbook on Research of
Teacher Education. Enduring Questions in Changing Contexts, edited by Marilyn
Cochran-Smith, Susan Feiman-Nemser, David J. McIntyre, and Karen E. Demers,
3rd ed., Routledge, 2008, pp. 5-9.

Jackson, Philip. La vida en las aulas. Editorial Morata, 2001.
Kvale, Steinar. Las entrevistas en investigacion cualitativa. Morata, 2011.

Lavega, Pere, and Paulo Ardujo. “Teaching motor and Emotional Competencies in
university students (Ensefiar Competencias Motrices y Emocionales en
estudiantes universitarios)”. Cultura_Ciencia_Deporte, vol. 8, no. 22, 2013, pp.
5-15. https://doi.org/10.12800/ccd.v8i22.219

Lopez-Gonzalez, Luis. Gestion consciente del aula. Wolters Kluwer Educacion, 2011.

Journal of English Studies, vol. 23 (2025) 79-99 97


https://doi.org/10.15366/reice2022.20.4.003
https://doi.org/10.17398/0213-9529.38.1.35
https://doi.org/10.15503.jecs2021.2.583.596
https://doi.org/10.47553/rifop.v99i38.2.98974
https://doi.org/10.15503/jecs2020.1.163.173
http://doi.org/10.30827/profesorado.v21i4.10056
https://doi.org/10.12800/ccd.v8i22.219

MARTA GARCIA-SAMPEDRO, LUCIA RODRIGUEZ-OLAY, XOSE ANTON GONZALEZ-RIANO

Messina, Carmen, and Tomds Benito. “Innovacion durante el periodo de practicas:
Desarrollo de la competencia emocional docente a partir de casos y la escritura
del 'Emociodiario"”. Investigacion educativa en contextos de pandemia, edited by
Sebastian Alonso Garcia, José M. Trujillo Torres, Antonio J. Moreno Guerrero y
Carmen Rodriguez Jiménez, Dykinson, 2021, pp. 385-397. http://doi.org/10.2307/
j.ctv2gz3v49.35

Organisation for Economic Co-operation and Development [OECDI. El trabajo de la
OCDE sobre Educacion y Competencias. Editorial OCDE, 2018.

Pennington, Martha C., and Jack C. Richards. “Teacher Identity in Language Teaching:
Integrating Personal, Contextual, and Professional Factors”. RELC Journal, vol. 47,
no. 1, 2016, pp. 5-23, https://doi.org/10.1177/0033688216631219

Pérez Bonet, Gregorio, et al. “Inteligencia Emocional y esquemas tempranos
desadaptativos en futuros educadores: Ampliando Fronteras”. Revista Electronica
Interuniversitaria de Formacion Del Profesorado, vol. 24, no. 3, 2021, pp. 133-
147. https://doi.org/10.6018/reifop.435821

Pérez-Escoda, Nuria, et al. “Construccion Del Cuestionario de Desarrollo Emocional de
Adultos (QDE=A)". REOP - Revista Espaiiola de Orientacion y Psicopedagogia, vol.
21, no. 2, 2014, pp. 367-379, https://doi.org/10.5944/reop.vol.21.num.2.2010.11539

Ramos, Maria José. “La influencia del maestro-tutor del Practicum en el
bienestar/malestar del futuro docente”. Revista Fuentes, vol. 12, 2012, pp. 47-114.

Richards, Jack C. “Exploring Emotions in Language Teaching”. RELC Journal, vol.
53, no. 1, 2022, pp. 1-15. https://doi.org/10.1177/0033688220927531

Rodriguez-Olay, Lucia. “Aplicaciones practicas del coaching educativo y la
inteligencia emocional en la Ensefianza Secundaria”. Experiencias pedagogicas e
innovacion educativa. Aportaciones desde la praxis docente e investigadora,
edited by Enrique Lopez-Meneses, David Cobos-Sanchiz, Antonio H. Martin-
Padilla, Luis Molina-Garcia y Antonio Jaén-Martinez, Octaedro, 2018, pp. 428-
437. http://doi.org/10.2307/j.ctv36k5bvk.19

Saiz Linares, Angela, and Teresa Susinos Rada. “El Practicum o cémo aprender a
través de la reflexion colaborativa. El caso del problema de Elena”. Profesorado
(Granada), vol. 22, no. 1, 2018, pp. 393-411. https://doi.org/10.30827/profe
sorado.v22i1.9934

Sorensen, Pete. “Collaboration, Dialogue and Expansive Learning: The Use of Paired
and Multiple Placements in the School Practicum”. Teaching and Teacher
Education, vol. 44, 2014, pp. 128-137. https://doi.org/10.1016/j.tate.2014.08.010

Tejada, José, and Carmen Ruiz. “Significacion del Practicum en la adquisicion de
competencias profesionales que permiten la transferencia de conocimiento a
ambitos propios de la accion docente”. Profesorado. Revista de Curriculum y
Formacion del Profesorado, vol. 17, no. 3, 2013, pp. 91-110.

98 Journal of English Studies, vol. 23 (2025) 79-99


http://doi.org/10.2307/j.ctv2gz3v49.35
http://doi.org/10.2307/j.ctv2gz3v49.35
https://doi.org/10.1177/0033688216631219
https://doi.org/10.6018/reifop.435821
https://doi.org/10.5944/reop.vol.21.num.2.2010.11539
https://doi.org/10.1177/0033688220927531
http://doi.org/10.2307/j.ctv36k5bvk.19
https://doi.org/10.30827/profesorado.v22i1.9934
https://doi.org/10.30827/profesorado.v22i1.9934
https://doi.org/10.1016/j.tate.2014.08.010

EFL PRIMARY SCHOOL TEACHING PLACEMENT AND EMOTIONAL MANAGEMENT

Teng, Feng, and Hong Kong Baptist University. “Emotional development and
construction of teacher identity: Narrative interactions about the pre-service
teachers Practicum experiences”. Australian Journal of Teacher Education, vol.
42, no. 11, 2017, pp. 117-134, https://doi.org/10.14221/ajte.2017v42n11.8

UNESCO. Education 2030. Incheon Declaration and Framework for Action.
UNESCO, 2018. https://bit.ly/3WQdheR.

Ushioda, Ema. “Motivation”. The Cambridge Guide to Pedagogy and Practice in
Second Language Teaching, Cambridge University Press, 2012, pp. 77-85,
https://doi.org/10.1017/9781009024778.011

Vail, Kathleen. “Create Great School Climate”. The Education Digest: Essential
Readings Condensed for Quick Review, vol. 71, no. 4, 2005, pp. 4-11.

Wang, Angel H., Charlotte T. Lee, and Sherry Espin. “Undergraduate nursing
students’ experiences of anxiety-producing situations in clinical Practicums: A
descriptive survey study”. Nurse Education Today, vol. 76, 2019, pp. 103-108.
https://doi.org/10.1016/j.nedt.2019.01.016

World Health Organization. Entornos Laborales Saludables: Fundamentos y Modelo
de La OMS: Contextualizacion, Prdcticas y Literatura de Apoyo. Organizacion
Mundial de la Salud, 2010, https://iris.who.int/handle/10665/44466

Yin, Hongbiao. “The effect of teachers’ emotional labour on teaching satisfaction:
Moderation of Emotional Intelligence”. Teachers and Teaching, vol. 21, no. 7,
2015, pp. 789-810, https://doi.org/10.1080/13540602.2014.995482

Journal of English Studies, vol. 23 (2025) 79-99 9


https://doi.org/10.14221/ajte.2017v42n11.8
https://bit.ly/3WQdheR
https://doi.org/10.1017/9781009024778.011
https://doi.org/10.1016/j.nedt.2019.01.016
https://iris.who.int/handle/10665/44466
https://doi.org/10.1080/13540602.2014.995482

