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Abstract 

This article focuses on the beliefs of primary school children aged 7-11 years in England 

concerning the impact of adult-led after-school extended provision (EP) on their 

development of non-cognitive skills (NCS). In responses to a questionnaire survey and 

focus group interviews, children were more positive than parents, teachers and school 

governors, believing EP enabled them to acquire numerous NCS, including most 

emotional intelligence competences, but excluding social skills related to locus of control. 

Findings support the argument that EP affording NCS development may enhance 

academic achievement, indicating that NCS development embedded in primary curricula 

may also benefit academic achievement. 

 

Introduction 

In a global context of increased focus on schools’ performativity (Ball, 2003; Lingard, Nixon 

and Ranson, 2008), extending the school day for children has become more common in some 

countries. The extended school day has been viewed as a valuable tool for tackling socio-

economic disadvantage and securing global competitiveness, yet conversely as an unwelcome 

incursion into children’s home lives (Gromada and Shewbridge, 2016). Attempts to establish 

a causal link between an extended day and academic performance have elicited mixed results, 

and such studies have tended to focus narrowly on academic achievement (Patall, Cooper and 

Allen, 2010). This article presents and discusses insights from children’s data that were 

collected as part of a small-scale participant-oriented evaluation study commissioned by 

Baginton Primary School (BPS), for which the school’s parents, governors, staff and children 

aged 7-11 years shared their beliefs concerning the impact of extended provision on 

children’s motivation for learning and aspirations for their future during one academic year. 

Motivation and aspiration are non-cognitive skills (NCS) that have been associated with 

learning and development (Gutman and Schoon, 2013; Khattab, 2015). Aspiration inspires 

motivation by offering hope and optimism, which, with other attitudinal characteristics, may 

enhance human capital (Kasim and Dzakiria, 2001; Sellar, Gale and Parker, 2011). 

Motivation may be intrinsic or extrinsic (Ryan and Deci, 2000) and motivation, aspiration, 

hope and optimism are characteristics of emotional intelligence (EI) theory (Goleman, 1995). 
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BPS is a small rural primary school in an English county where school students’ attainment 

has consistently scored below average in national tests in recent years (Ofsted, 2014). The 

school received additional funding from its local authority for one year to set up ‘Baginton 

University’ (BU): an optional extended school day for pupils aged 7-11 years, providing 

practical activities focused on NCS development. Since learners’ beliefs are powerful forces 

in motivation to learn and academic achievement (Lin-Siegler, Dweck and Cohen, 2016) and 

children may be considered ‘experts in their own lives’ (Langsted, 1994:42), this article 

focuses on children’s views concerning their NCS acquisition through extended provision. In 

respect of the study’s primary focus on motivation and aspiration, findings indicate 

participating children’s beliefs that wide-ranging extra-curricular activities they experienced 

in extended school provision gave them motivation to learn and enhanced their aspirations for 

the future.  Because of established associations between motivation, aspiration, hope, 

optimism and EI theory (Goleman, 1995), EI theory was applied to children’s data, revealing 

that the children believed their experiences of extended provision enabled them to acquire a 

wide range of NCS, including EI skills.  Taking into account these points, alongside extant 

research associating NCS with academic achievement (Agasisti and Longobardi, 2016; 

Durlak, Weissberg, Dymnicki, Taylor and Schellinger, 2011; Perez-Gonzalez, Cejudo-Prado 

and Duran-Arias, 2014), we argue that extended provision focused on NCS development that 

was experienced by the children in this study has potential to enhance their academic 

achievement. That argument has implications for techno-rational educational practices. 

 

Background to the Study 

This section locates the present study in literature concerning motivation for learning, 

aspiration and emotional intelligence, as well as children’s participation rights and 

performativity in education. 

 

Motivation for learning 

Ryan and Deci (2000) define intrinsic motivation as ‘…activity for its inherent satisfactions’ 

(p.56) and extrinsic motivation as activity ‘…to attain some separable outcome’ (p.60). They 

regard intrinsic motivation as optimal for learning and achievement but observe that many 

school experiences children have ‘are not designed to be intrinsically interesting’ (p.60).  

Lingard et al. (2008) suggest that learners are motivated by tasks they regard as meaningful, 



 

 

while Pintrich (1999) prioritises three models of motivation for learning: (i) self-efficacy 

beliefs, (ii) task value beliefs and (iii) goal orientations.  

 

Motivation in School 

Pintrich’s view (1999) is shared by others in respect of motivation in schools. Hu, Jia, 

Plucker and Shan (2016) posit that motivation to learn influences academic achievement. 

External factors – for example cultural context - nurture students’ motivation in school 

(Guay, 2016; Havu-Nuutinen and Niikko, 2014), whereas internal factors - for example self-

beliefs - motivate students to learn in school, so can affect academic achievement (Lin-

Siegler et al. 2016). Acquisition of critical thinking skills also impacts positively on 

children’s motivation to learn (Hu et al., 2016), as do self-efficacy and self-regulation 

(Bedford, 2017; Voronova, Korneev and Akhutina, 2015).  Moreover, Cleary and Kitsantas 

(2017) suggest that school students’ ‘motivational beliefs’ that they can complete a task 

successfully, find the task interesting and feel supported enable them to self-regulate, with 

positive impact on academic learning.  

 

Motivation out of School 

Several studies associate extra-curricular engagement, motivation to learn and academic 

achievement. Wünschmann, Wüst-Ackerman, Randler, Vollmer and Itzek-Greulich (2017) 

found that out-of-school provision enhanced primary children’s motivation and self-

determination, leading to higher academic achievement, and Kasim and Dzakiria (2001) 

propose that recreation can impact positively on academic achievement. Equally, young 

people with motivational goals oriented to mastery and performance are more likely to 

engage in extra-curricular activity (Ng, 2015), and Fischer and Theis (2014) identify that 

experiencing challenge and support in extra-curricular activity enhances children’s 

motivation to learn and achieve in school.  

 

Aspiration and Extra-curricular Activities  

School can be an important locus for (re)producing aspiration (Holloway and Pimlott-Wilson, 

2011): aspiration in education includes ‘attitudes, motivation and expectation’ (Kasim and 

Dzakiria, 2001: 53).  Aspiration is ‘what an individual hopes will happen in the future’ 

(Gorard, See and Davies, 2012:6), so is associated with goal setting and hope (Grant, 2017). 

Hope is ‘a condition for the possibility of leading a human life’ McGreer (2004: 102) which 

inspires motivation and optimism (Goleman, 1995). Individuals’ aspirations often relate to 



 

 

social and economic progress (Sellar, Gale and Parker, 2011; Gustafsson, 2016) and neo-

liberal policymakers have identified that extra-curricular activities provide lifelong 

advantages, with potential to promote aspiration and social mobility (Her Majesty’s 

Government (HMG), 2009; Holloway and Pimlott-Wilson, 2011). Seldon (2015) argues that 

it is how extra-curricular activities enable students to learn NCS including teamwork, 

empathy, resilience, creativity, honesty and grit that create this advantage. These NCS, 

among others, are features of social and emotional learning (SEL), life skills and EI that are 

also linked to academic achievement (Agasisti and Longobardi, 2016; Durlak et al. 2011; 

Murray and Garner, 2015; Perez-Gonzalez et al. 2014).  

 

Emotional Intelligence 

Both motivation and aspiration align with EI theory, a cognitive ability linked to general 

intelligence, but distinguishable from it (Gardner, 1983; Goleman, 1995; Mayer and Salovey, 

1997). EI is defined as the ability to perceive, use, understand and manage emotions in 

oneself and others (Mayer and Salovey, 1997), although it has attracted controversy 

(Wilhelm, 2008). Whilst EI is considered fundamental to success in contemporary life 

(Marin, 2013) and EI theory is regarded as ‘a useful framework’ for predicting success in 

different domains and understanding how emotional information is processed (Salovey and 

Grewal, 2005), conversely, it has been identified as a ‘myth’ lacking the rigour necessary for 

‘good scientific theory’ (Matthews, Zydner and Roberts, 2002:15; Brody, 2004). Yet 

Goleman (1995; 2009) advocates that schools should support children to develop SEL, listing 

five EI competences: motivation, self-awareness, self-regulation (resilience), empathy and 

social skills (Table 1) and his work has influenced practice in many schools: numerous 

programmes have emerged to support NCS development (Murray and Garner, 2015). 

Table 1: EI competences and sub-sets (Goleman, 2009) 

EI Competences for managing self EI Competences for managing others 

Motivation 

• Initiative  

• Achievement drive 

• Optimism 

• Commitment 

 

Social Skills 

• Building bonds 

• Collaboration and cooperation 

• Team capabilities  

• Influence 

• Communication 

• Conflict management 

• Leadership 

• Change catalyst 

Self-awareness 

• Emotional awareness 

Empathy 

• Understanding others 



 

 

• Accurate self-assessment 

• Self-confidence 

 

• Service orientation 

• Political awareness 

• Developing others 

• Leveraging diversity 

 

 

Self-regulation 

• Self-control 

• Trustworthiness 

• Conscientiousness 

• Adaptability 

• Innovation 

 

Nevertheless, schools in western cultures have attended increasingly to a performativity 

agenda focused on narrow, economically driven academic learning (Ball, 2013; Jeffrey and 

Troman, 2012). This has led to imperatives to justify SEL only in terms of its potential 

benefits for academic achievement and attainment (Durlak et al. 2011; Gutman and Schoon, 

2013), or eliminate it to focus exclusively on academic attainment (Pratt, 2016: 891).  

 

Children’s Voices  

Children’s voices are ‘views of children that are actively heard and valued as substantive 

contributions to decisions affecting the children’s lives’ (Brooks and Murray, 2018:145). 

Ignoring children’s views may be detrimental to their academic attainment and achievement, 

since autonomy, self-regulation and critical thinking are factors in motivation to learn that are 

associated with academic achievement (Lin-Siegler et al., 2016; Hu et al., 2016; Cleary and 

Kitsantas, 2017; Van Ryzin, Gravely and Roseth, 2009). Research evidence suggests that 

children’s voices are important for their learning, agency and participation rights (Lin-Siegler 

et al. 2016; Maybin, 2013; Office of the High Commissioner for Human Rights (OHCHR), 

1989; Taylor and Robinson, 2009; Whitty and Wisby, 2007). However, ‘often children’s 

voices are not heard or not heeded’ in educational contexts (Singer, 2014: 381).  

 

Learning as Performance?  

Despite powerful arguments that person-centred education and NCS are beneficial for 

lifetime outcomes, increasingly centralised approaches to children’s academic achievement 

and attainment have emerged in recent years (Fielding and Moss, 2011; Seldon, 2015; 

Agasisti and Longobardi, 2016; Durlak et al. 2011). Contemporaneously, a plethora of 

influential international tools for monitoring and measuring children’s learning performance 

have focused on investment return (Breakspear, 2012; UNESCO, 2016; IEA, 2017a, 2017b; 

Organisation for Economic Cooperation and Development (OECD), 2017a, 2017b; World 



 

 

Bank, 2017a, 2017b). However, the global industry that monitors and measures children’s 

learning performance is fiercely contested (Auld and Morris, 2016; Ball, 2012; Fielding, 

2004; Lingard et al. 2008; Moss, 2016b). 

 

Learning as Performance in England  

Successive governments in England have subscribed to the international ‘testology’ zeitgeist 

(Malaguzzi, in Cagliari, Castegnetti, Giudici, Rinaldi, Vecchi and Moss, 2016: 331; Winter, 

2017) so that its education system is currently dominated by narrow academic standards and 

teaching to tests that measure the number of children who make required ‘good progress’, 

with schools’ test results published in competitive league tables (Baker, Sammons, Siraj-

Blatchford, Sylva, Melhuish and Taggart, 2014; Bates, 2016; Moss, 2016b; Ofsted, 2018:48; 

Wyse, Hayward and Pandya, 2016). Nevertheless, England’s international PISA performance 

has remained mediocre (Adams, Weale, Bengtsson and Carrell, 2016).  

 

The region of England where the present study was conducted had been characterised by poor 

test results for some years (Ofsted, 2014). In an attempt to address this situation, the region 

funded extra-curricular activities and BPS secured funding to set up BU, an optional offer of 

extended provision for BPS children aged 7-11 led by local professionals and volunteers, 

including opportunities for developing NCS that were not part of the BPS curriculum. Each 

after-school BU session comprised sports activities and a healthy snack, followed by projects 

with a life skills focus, for example, cooking, money management and first aid. 

 

Methodological Considerations 

Aim, Objectives and Research questions 

BPS’s head teacher commissioned this research ‘to capture stakeholders’ perspectives 

concerning the impact of BU’s extended provision on children’s motivation for learning and 

aspirations’, so that was the study aim. Although this article focuses on the children’s data, 

the full research design is outlined here to contextualise those data. 

 

The Selected Methodology, Participants and Researchers  

A participant-oriented evaluation model was adopted; including stakeholders’ authentic 

attitudes and views concerning their own experiences assured trustworthy data (Lincoln and 

Guba, 1985; Fitzpatrick, Sanders and Worthen, 2010). The sample was purposive, with 

participants comprising BPS and BU staff, governors, children aged 7-11 years and their 



 

 

parents. Towards the end of one year of BU provision, all BPS and BU staff, governors, 

children aged 7-11 years and their parents (n=250) were invited to complete a questionnaire 

survey, differentiated in presentation and language for children. Stratified samples of parents, 

staff, governors and child participants also attended three focus groups. The two researchers 

were experienced primary teachers and teacher educators, so were ‘relative insiders’ in the 

study (Griffiths, 1998: 137). 

 

The Selected Research Instruments 

Development of the research instruments was informed by Ryan and Deci’s work on 

motivation (2000), a review of social and emotional learning (SEL) literature (Murray and 

Garner (2015) and the Motivated Strategies for Learning Questionnaire (MSLQ) (Pintrich, 

Smith, Garcia and McKeachie, 1999). The research design included a questionnaire survey 

(QS) and focus groups (FGs). The QS captured data from parents, staff and governors 

(n=150) (Research Instrument (RI) 1) and children aged 7-11 years who had attended BU 

(n=100) (RI 2) about children’s experiences of the BU extended provision, including its 

impact on children’s motivation for learning and aspirations. Themes that emerged from the 

questionnaire data informed the focus group interview schedule questions. Two FGs were 

conducted with adults (n=5): one with BU and school staff and governors and one with 

parents. Another FG was conducted with children who had attended BU (n=3). The number 

of focus group participants was small to elicit in-depth responses. The project was guided and 

regulated by the research team’s institutional ethics code and procedures and the 2011 BERA 

Ethical Guidelines for Educational Research. Not only because of ethical requirements, but 

also because a major focus of the study was on children’s agency and participation rights, the 

recruitment process was designed to enable potential child participants to feel free to decide 

for themselves whether they wished to participate: there was no coercion or requirement for 

them to do so. This approach resulted in low participation by children but afforded greater 

opportunity for in-depth responses from the three participating children than would have been 

possible with a larger group.   

 

Analysis 

Descriptive statistical analysis was applied to the structured elements of the QS and inductive 

thematic analysis was adopted for open responses in the QS and the FG data. Data were then 

subjected to secondary deductive analysis using the five EI domains (Goleman, 1995). 

 



 

 

The Findings 

Because this article is concerned with children’s self-beliefs as learners, the data that are 

presented and discussed are almost exclusively the children’s. 

 

Questionnaire Findings 

All 100 children aged 7-11 years took the adults’ and children’s QS home and 15% of 

children responded to the children’s QS. The children’s return was lower than the adults’ 

(31%), suggesting that adults may not have encouraged children to express their views, a 

finding that resonates with other research (Thornberg and Elvstrand, 2012). In their QS, 

children were invited to respond ‘Yes’ or ‘No’ to a range of statements concerning ‘At BU’ 

and ‘BU has helped me to…’ A final open question invited children to identify ‘What is 

worst and best about BU?’.  

 

Children’s Questionnaire Findings concerning Extended Provision 

Overall, children thought their experiences ‘At BU’ (Figure 1) motivated them to learn 

(89%), although 73% of children disagreed with the statement ‘BU is easy’.  

Figure 1: Children’s Questionnaire Survey ‘At BU’ 

 

 

Results from the children’s QS section ‘BU has helped me to…’ (Figure 2) indicate that 87% 

of responding children thought BU had enhanced their motivation to learn in different ways. 

However, only 60% of children thought ‘BU has helped me to tell people how I feel about 

things’. 

Figure 2: Children’s Questionnaire Survey ‘BU has helped me to…’ 



 

 

 

Two questions focused on aspiration: 80% of children thought ‘BU has helped me to think 

more about what I want to do when I grow up’, while 100% revealed varied career 

aspirations (Table 2): ‘BU has helped me to want to do a great job when I am older - I want 

to be a…’ 

Table 2: Children’s career aspirations 

Teacher (n=2)  

Vet  

Zoo keeper 

Astronaut  

Netballer, chef, DJ and 

trampolining 

Dancer / performer 

Police Officer (n=2) 

Professional rugby player 

Dentist  

RAF pilot or architect 

Writer  

Gymnast 

Footballer or PE Teacher 



 

 

In the final section of their QS, children indicated the BU features they liked worst and best 

(Table 3): 

Table 3: Features of BU children liked least and best 

Features of BU children liked least Features of BU children liked best 

People are too noisy and we don't get much 

done It is fun (2) 

Some of the activities I don't like: 

photography, cooking, history 

I really like how all the adults care about the 

children 

It's really long You get to try new things 

Cooking - didn't actually get to do the 

cooking - just arrange it on a plate 

Dodge ball, science at JSA but not literacy. Things 

on computers and doing things, hands on 

Choir Club Netball (x3) 

Tikondo (sic: Taekwondo) 

Everyone there is really lovely and they make us 

feel welcome. The activities are great! 

Nothing (2) 

Meeting new friends and getting to do the sports I 

love 

Sometimes it makes me tired I like acieving (sic: achieving) my goals 

Sometimes people choose people that have 

had the certificate and trophy 

I've been given a charns (sic: chance) to learn new 

things 

People messing around Learning and making friends 

When they don't do sports Getting a snack in the middle 

 

The children’s positive QS responses concerning their experiences at BU also revealed 

awareness of their EI skills (Goleman, 1995), including self-awareness, e.g. ‘I always try my 

best at BU (93%), self-regulation, e.g. ‘I am well organised at BU’ (100%), and social skills, 

e.g. ‘BU has helped me to make more friends’ (87%). 

 

Children’s QS responses were more positive than parents’, teachers’ and school governors’ 

QS responses concerning any beneficial associations between the extended provision and the 

children’s motivation to learn and aspirations for the future (Figure 3). 

Figure 3: Children’s and Adults’ views of Children’s Motivation for Learning at School 



 

 

 

 

Equally, the children’s QS responses not only indicated their motivation to learn and 

aspirations for the future but also revealed additional themes concerning their experiences of 

BU (Table 4).  

Table 4: Additional Themes from the Children’s Survey - Children’s Experiences of BU 

Themes from the 

children’s survey 

Examples of data 

Children’s Behaviour  ‘People are too noisy and we don't get much done’ 

Inequality ‘Sometimes people choose people that have had the certificate 

and trophy’ 

Relationships ‘Everyone there is really lovely and they make us feel welcome’ 

Enjoyment ‘It is fun’ 

Expectations 100% of children agreed ‘BU has helped me to want to do a 

great job when I am older’ and they all identified career 

aspirations 

Activities  ‘Getting to do the sports I love!’ 

Duration ‘It's really long’. 

 

Interwoven with most of the themes that emerged from the children’s QS, were their beliefs 

that the extended provision had supported them to develop EI skills, including self-

awareness, self-regulation, empathy and social skills (Goleman, 1995; 2009). This aspect is 

discussed later (Table 4). 

 

Key themes that emerged from the QS data informed the focus group interview schedules, 

including the children’s interview schedule (Figure 4). The children’s QS data were 

triangulated by FG data. 

Figure 4: Focus Group (FG) Schedule for Children 
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Figure 3: Children's, Parents' and Staff/Governors' QS 
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Children’s Views about Baginton University: Focus Group Schedule 

 

1. Most grown-ups who responded to the questionnaire said they thought children 

found learning easy at school but children said the opposite. Why do you think this 

is? 

2. Most grown-ups who responded to the questionnaire said they thought children 

found learning easy at BU but children said the opposite. Why do you think this is? 

3. What is the aim of BU?  

4. Does BU achieve its aim?   

5. a) Does BU help children to learn special skills that will help them later on?  

b) Do you know about children applying any skills they have learned at BU to other 

things they do?  

6. Do you think BU makes a difference to the ways children think about school? 

7. Do you have anything you would like to add about BU?  

 

 

Children’s Focus Group Interview Findings 

Jack (age 8), John (aged 10) and Julian (age 8) (pseudonyms) chose to take part in the 

children’s FG interview which lasted for 39.39 minutes and was conducted by the two 

researchers in BPS staff room following a school day.  Themes that emerged from the FG 

data aligned with the two key aspects guiding the study; (i) children’s motivation for learning 

and (ii) aspirations for their future. Within these themes, subordinate themes emerged in the 

children’s FG narratives (Table 5). 

Table 5: Focus Group Themes 

Motivation for Learning Aspiration for the future 

Expectations  

Pedagogy  

Impact  

Impediments to learning  

For now and in the future  

Opening doors 

 

 

FG data were also subjected to analysis using Goleman’s five EI domains (1995). Selected 

children’s FG narratives are presented below, exemplifying subordinate themes in the data 

and how they link to Goleman’s five EI domains (1995). 

 

Motivation for Learning: Expectations  

The children saw BU primarily as a place to do sport and homework, and a place that helped 

them to prepare for later life:  

‘(BU) helps you with your homework so you don’t actually have to do it at 

home…giving me  



 

 

        more knowledge…helps you with life beyond.’ (Julian, 8). 

Here, Julian’s self-awareness and motivation emerge (Goleman, 1995). 

 

Motivation for Learning: Pedagogy  

Children suggested that ‘fun’, ‘games’, ‘good lessons’ and ‘good learning’ at BU motivated 

them to learn: 

‘It’s easier to learn with BU because…they turn it into some sort of games’ (John, 

10). 

‘They have good lessons’ (Julian, 8). 

These responses indicate the children’s self-awareness, motivation and empathy, showing 

their understanding about the work of the BU staff (Goleman, 1995). 

 

Motivation for Learning: Impact  

The subordinate theme ‘Impact’ subdivided into ‘impact’, ‘end product’ and ‘transforming 

behaviours’. The FG children thought BU activities offered benefits:   

   ‘I think the aim (of BU) is to… to get us…to get our brains working and to help’ (John, 

10). 

They also thought BU could have a transformative impact, for example, by providing 

opportunities to complete homework: 

 ‘One person like, was quite bad at maths, in our class and now he’s quite good. I 

think  

        it’s because they went to Homework Club’ (Julian, 8), 

or by helping children to change their behaviour:  

‘…in the beginning…if a ball touched (my friend), he would fall over crying, …in a 

few  

      weeks…he would be able to say, “So, its hit me so what? We’re playing 

dodgeball, I’ll  

      just go and sit on the bench”’ (John, 10). 

‘…because he’s got anger problems. He’s one of my best friends. Yeah he’s changed 

after 

     BU, completely changed’ (Jack, 8). 

‘Not changed in a bad way, changed in a good way’ (John, 10). 

Children also valued opportunities BU offered to help them to develop skills: 



 

 

 ‘I’ve used (first aid) for Julian, erm, because he’s got a massive gash in his 

knee…and  

     then he started crying, so knowing that the first rule in it was to keep calm I 

started 

    telling Julian jokes’ (John, 10). 

These children’s FG narratives concerning ‘Motivation for Learning: Impact’ also evidence 

their EI, including self-awareness, self-regulation, empathy and social skills (Goleman, 

1995). 

 

Motivation for Learning: Impediments to learning 

FG children identified some impediments to their learning at BU. They suggested the 

acoustics in the hall prevented them from hearing others clearly and they also thought: 

‘Sometimes (adults leading sessions) don’t explain it that well.’ (Julian, 8) 

Children’s critique of ‘Impediments to learning’ at BU indicates their ability to use their 

initiative to think critically, an aspect of motivation (Goleman, 1995). 

 

Aspiration for the future: For now and in the future  

The children identified BU activities they considered beneficial to children now and also for 

the future.  

‘(BU)…helps you to design stuff, it helps you have sport, just because you might 

want to be a  

       famous something or other’ (Julian, 8). 

 ‘Virgin Money Fiver Challenge, erm, it just helps me to like spend money wisely’ 

(Jack, 8). 

They discussed the value of the homework for now and the future: 

‘It gives you more knowledge and it helps you… it helps you with life beyond and if 

you’re  

      like an inventor it might give you good ideas for inventions.’ (Julian, 8) 

FG children linked their ambitions for the future to a BU drawing activity: 

 ‘Yeah, I drew a scary monster because I want to be a Sci-fi story writer when I am 

older’    

         (Julian, 8) 

 ‘I want to be a zoo keeper and so I drew a zoo.’ (Jack, 8) 



 

 

 ‘I put the ISS in orbit around the earth and then put the sun in the top corner and 

then  

        Mercury and Venus and then put on one arm, a…the ESA badge.’  (John, 10) 

The children’s self-awareness, self-regulation, motivation and empathy emerge in these 

narratives (Goleman, 1995). 

 

Aspiration for the future: Opening doors 

The children thought some BU experiences might lead to opportunities later in life: 

 ‘You could be like, the street dance of Diversity… one of the most famous street 

dances of  

         the world. It does, some of the stuff might… really inspire you and maybe you 

could  

       become famous…when you’re older’ (Jack, 8). 

Here, Jack’s self-awareness and motivation are revealed (Goleman, 1995). 

 

EI skills the children associated with BU 

Themes in the children’s data indicated that they associated their experiences at BU with 

skills across all five EI domains (Goleman, 1995). Those themes included aspiration, 

motivation, children’s behaviour, inequality, relationships, enjoyment and expectations 

(Table 6).  

Table 6: EI competences children associated with BU extended provision  

Themes in 

children’s data 

Goleman’s 5 EI competences associated 

with themes in children’s data 

Sub-sections of Goleman’s 5 

EI competences associated 

with themes in children’s data Managing self Managing others 

Aspiration 

• For now and in 

the future  

• Opening doors 

Self-awareness   Self-Confidence  

Motivation  Achievement Drive  

Motivation 

• Expectations  

• Pedagogy  

• Impact  

• Impediments to 

learning 

Motivation 

 

 Achievement drive  

Commitment 

Initiative 

Optimism 

Children’s 

Behaviour 

Self-regulation  Self-control 

Conscientiousness 

Adaptability 

Innovation 

Inequality  Empathy Understanding others 



 

 

Leveraging diversity 

Relationships  Empathy Understanding others 

 Social skills Communication 

Building bonds 

Collaboration and 

cooperation 

Team capabilities 

Enjoyment Self-awareness  Emotional awareness 

Expectations Self-awareness  Accurate self-assessment 

Motivation  Achievement drive  

Optimism 

Activities    

Duration    

 

 

Discussion  

With reference to selected examples from the data, this section discusses how the children’s 

data revealed their beliefs that extended provision enabled them to develop motivation for 

learning and aspirations for the future, as features within a wider range of NCS development 

across all five of Goleman’s EI domains (1995).  

 

Managing self: self-awareness 

Goleman (1995) identifies three sub-sets of self-awareness: emotional awareness, accurate 

self-assessment and self-confidence, which children’s QS responses suggested BU 

experiences had helped them to develop. They believed BU enhanced their emotional 

awareness: 93% indicated BU helped them to feel better about learning and care more about 

others: ‘I really like how all the adults care about the children’ and ‘Everyone there (at BU) 

is really lovely and they make us feel welcome’. The consensus in QS responses concerning 

ways BU had supported them indicated accuracy in their self-assessment: for 20 of 22 

statements, 80% or more children said BU had helped them. Concerning the remaining two 

statements, 67% of children said BU helped them to be calmer while 60% said BU helped 

them to tell people how they feel about things.  Children gave many examples of ways they 

suggested BU supported their self-confidence and 100% said that BU had helped them to 

‘feel more confident’. That confidence was exemplified by their ability to identify the 

professional careers to which they aspired (Table 1).  

 



 

 

In these ways, children indicated that BU enabled them to recognise their feelings, 

realistically assess their own abilities, make decisions informed by their own preferences, and 

gain in self-confidence, aligning with Goleman’s definition of self-awareness (2009). 

 

Managing self: self-regulation 

Self-regulation means ‘delaying gratification to pursue goals, recovering well from 

emotional distress’ (Goleman, 2009: 318). Children indicated that BU enabled them to 

develop four aspects of self-regulation (Goleman, 1995): self-control, conscientiousness, 

adaptability and innovation.  John described how BU helped his peer to gain self-control: 

he learned to ‘go and sit on the bench’, rather than falling down in tears if a ball hit him 

during a game.  Children also thought BU supported them to be conscientious: all indicated 

they ‘keep on trying at BU even when things are hard’, while Jack (aged 8) said BU’s Virgin 

Money Fiver Challenge ‘…helps me to like spend money wisely’. John (aged 10) was able to 

adapt first aid skills he had learned at BU to help his friend with the ‘…massive gash in his 

knee’. Children also appreciated opportunities for innovation that BU afforded: ‘I've been 

given a charns (sic: chance) to learn new things’.   

 

The children believed BU helped them to develop most aspects of self-regulation, including 

delaying gratification to pursue goals, and managing emotions to finish tasks or recover from 

distress; in doing so, they evidenced self-control, conscientiousness, adaptability and 

innovation (Goleman, 1995; 2009). However, no data emerged to suggest the children 

believed BU extended provision enabled them to develop trustworthiness, Goleman’s fifth 

aspect of self-regulation (1995). 

 

 Managing self: motivation 

Goleman’s definition of motivation in the context of EI is defined as ‘Using our deepest 

preferences to move and guide us toward our goals, to help us take initiative and strive to 

improve, and to persevere in the face of set-backs and frustrations’ (2009:318) and it is 

congruent with Ryan and Deci’s description of intrinsic motivation presented above 

(2000:56). In this study, children indicated that BU had helped them to develop Goleman’s 

four aspects of motivation (1995): achievement drive, commitment, initiative and 

optimism. Children’s thought BU supported their achievement drive: they believed that 

‘…acieving (sic: achieving) my goals’ and ‘learning’ were among the best things about BU. 

They all said they ‘like a challenge’ at BU and that BU helped them to ‘want to do a great 



 

 

job when I am older’; 8-year-old Julian suggested this might be because ‘(BU) helps you with 

your homework …giving me more knowledge…(it) helps you with life beyond’. Equally, 

children also indicated that BU encouraged their commitment: all the children’s QS 

responses agreed that: ‘I always try my best at BU’, ‘I keep on trying at BU even when things 

are hard’, and ‘I always have a go at BU, even when things are hard’. Most children also 

thought BU helped them to use their initiative. 80% said that BU had helped them to ‘solve 

problems better’ for themselves, while 87% said BU had helped them to do things for 

themselves more. Equally, children’s identification of ‘impediments to learning’ at BU 

indicated their ability to use their initiative to think critically. Children also suggested that 

BU gave them cause  to be optimistic: they aspired to professional careers (Table 1), while 

Julian (aged 8) thought that BU ‘…helps you have sport, just because you might want to be a 

famous something or other’ and Jack (aged 8) said street dance experiences at BU might: 

‘…really inspire you and maybe you could become famous’.  

 

The children’s data indicated their belief that BU had helped them to ‘take initiative… strive 

to improve, and to persevere’ (Goleman, 2009: 381). However, despite their career 

aspirations, their ‘deepest preferences’ that Goleman espouses were not revealed in the data, 

so whether - or how - they might have used these to orientate towards their goals was not 

clear.  

 

Managing others: empathy 

Goleman (2009: 318) defines empathy as ‘sensing what people are feeling, being able to see 

their perspective, and cultivating rapport and attunement with a broad diversity of people’ 

and he identifies five types of empathy: understanding others, developing others, service 

orientation, leveraging diversity and political awareness. The children indicated in 

numerous ways how BU’s extended provision gave them opportunities to understand 

others, exemplified by John’s comment that BU had helped his friend to manage his 

behaviour more positively:  

‘…he’s got anger problems… he’s changed after BU, …changed in a good way.’ 

(John, 10).  

The children suggested some ways that BU helped them to develop others, including their 

peers and BU staff. Jack (aged 8) suggested his idea for staff development: ‘there should be 

more staff (at BU)…two staff in the ICT suite, two staff for sports club, and there’s four staff 

for the whole’, while John (aged 10) used what he learned at BU to help his friend to change 



 

 

his behaviour after injuring his knee:  ‘…knowing that the first rule in (first aid training) was 

to keep calm I started telling Julian jokes’.  John’s example also indicates that BU supported 

him to practise a service orientation, although there were few other examples of service 

orientation in the children’s data.  

 

Overall, the children thought BU helped them to understand others and, to a lesser extent, to 

develop others and demonstrate a service orientation. They thought their extended provision 

helped them to understand others’ feelings and perspectives and to develop rapport. However, 

they did not suggest that extended provision had enabled them to become politically aware or 

attune to a ‘broad diversity of people’ (Goleman, 2009: 318). Consequently, children 

believed that BU enabled them to achieve some empathy skills, but not all. 

 

Managing others: social skills 

Goleman (2009) defines social skills as a collection of abilities: ‘Handling emotions in 

relationships well and accurately reading social situations and networks; interacting 

smoothly; using these skills to persuade and lead, negotiate and settle disputes, for 

cooperation and teamwork’ (p. 318). Furthermore, Goleman identifies a taxonomy of eight 

social skills: communication, building bonds, collaboration and cooperation, team 

capabilities, influence, conflict management, leadership, change catalyst. Only the first four 

of these were evident in the children’s beliefs about extended provision.  

 

Children thought BU offered some opportunities for them to develop communication skills, 

but they regarded this aspect less positively than other aspects of BU. Only 60% of 

responding children said: ‘I ask questions about what I do at BU’, and ‘BU has helped me to 

tell people how I feel about things’. Additionally, an open questionnaire response from one 

child -‘People are too noisy and we don't get much done’ - suggested that communication at 

BU was not valued. Children’s responses were overwhelmingly positive concerning different 

ways attending extended provision had helped them to build bonds with others: 87% said 

BU had helped them to ‘make more friends’ and ‘care more about other people’. Their open 

QS responses reinforced this point: features of the extended provision the children liked best 

included: ‘Meeting new friends’, ‘…how all the adults care about the children’, ‘making 

friends’ and ‘Everyone there is really lovely and they make us feel welcome’. Children also 

indicated that attending extended provision had helped them to acquire collaboration and 

cooperation skills; 87% said BU had helped them to ‘respect other people more’ and John 



 

 

exemplified this further in his narrative about using first aid skills he had learned at BU to 

keep the injured Julian calm: ‘I started telling Julian jokes’. There was also evidence that 

children thought that attending extended provision had helped them to develop team 

capabilities: 93% said the extended provision had helped them learn to ‘share more with 

other people’ and John’s story about his friend who learned to say ‘So, it (the ball) hit me, so 

what? We’re playing dodgeball’ revealed that extended provision had supported him to 

develop an understanding of teamwork. 

 

In summary, these data indicate that participating children thought extended provision 

enabled them to develop certain social skills, but not the full range. Whilst they thought 

extended provision had helped them to develop skills to communicate, build bonds, 

collaborate and cooperate, and team capabilities, they did not provide evidence to suggest 

that they thought their experiences of extended provision had helped them to develop skills in 

influencing, conflict management, leadership, or catalysing change. The last four of these 

social skills all require locus of control and their absence from the children’s data suggests 

that the extended provision may not have been effective in transferring power and agency to 

children, a finding that resonates with extant research (Thornberg and Elvstrand, 2012). 

 

Conclusions, Limitations and Implications  

This article focuses predominantly on views of children aged 7-11 years about ways their 

experiences of extended provision enabled them to develop NCS. Only brief allusion is made 

to adult stakeholders from whom data were collected. This is a limitation which inhibits the 

wider contextual analysis that could have been made had all stakeholders’ data been included. 

However, it allows for more intensive focus on children’s views and consequently, the article 

contributes to redressing the inequity that is children’s voices often going unheard in 

educational contexts and in educational research concerning matters that affect them and 

about which they are knowledgeable (Langsted, 1994; Redmond, 2008; Singer, 2014).  

 

Because the number of participating children was relatively small, no assumptions can be 

made that their views represent their peers’ perspectives or that findings may be applied to 

other contexts. Nevertheless, the findings afford authentic insights into the beliefs and 

attitudes of the participating children concerning their situated context. Moreover, the small 

size of the focus group was highly conducive to actively and genuinely ‘hearing children’s 

voices’ (Morgan, Gibbs, Maxwell and Britten, 2002; Brooks and Murray, 2016). 



 

 

The adults’ data alluded to in this article (Figure 3) highlights that participating parents, 

teachers and school governors were less positive than children concerning the extent to which 

extended provision enhanced children’s motivation to learn and aspirations for the future. 

This disjuncture indicates that it cannot be assumed that adults and children share the same 

views regarding children’s learning and suggests that further research that captures children’s 

voices concerning what and how they learn may be valuable to policymakers and educators 

who make important decisions affecting children’s learning.  

 

Children who participated in the study believed their experiences of extended provision 

featuring life skills activities enabled them to acquire some NCS, including most - but not all 

- EI competences (Goleman (1995; 2009). This was a small-scale study based on data from 

one educational setting, for which respondent numbers were low, so it cannot be assumed that 

the findings are generalisable when taken in isolation. To secure generalisablity, the study 

would need to be repeated with a representative range of participants in extended provision 

settings. Nevertheless, the study illuminates practice in the study setting and contributes new 

findings to corroborate evidence from other research. In a context for which learners’ self-

beliefs and NCS are associated with academic achievement (Agasisti and Longobardi, 2016; 

Durlak et al. 2011; Lin-Siegler et al. 2016; Perez-Gonzalez et al. 2014), it can be argued that 

experiences the children in this study had of extended provision featuring NCS development 

may contribute to academic performance gains in the future. This evidence carries messages 

for statutory education, suggesting that techno-rational educational models that disregard 

NCS may be counterproductive. Instead of narrow focus on a performativity agenda 

characterised by teaching to tests (Malaguzzi, in Cagliari et al. 2016; Moss, 2016a), a 

curriculum for the school day that features NCS development may not only have benefits for 

NCS development but also for academic performance gains.  

 

Although children in this study reported that their experiences of extended provision enabled 

them to acquire NCS across all five EI domains (Goleman, 1995; 2009), that provision was 

planned and guided by adults. The children identified that they were not enabled to acquire 

social skills that rely on locus of control: skills of influence, conflict management, leadership, 

and catalyst for change (Goleman, 2009). This finding resonates with extant research 

revealing a theme of adult empowerment and children’s subordination in educational 

environments (Thornberg and Elvstrand, 2012). In the study setting, because adults did not 

transfer their power and agency to children, the extended provision did not help children to 



 

 

develop the full range of NCS, so its potential to impact positively on learners’ academic 

achievement could not be fully realised.  

 

In summary, this study provides new evidence that children aged 7-11 years believed that 

extended provision enabled them to develop NCS, including motivation and aspiration for the 

future. When this finding is combined with extant research suggesting that NCS acquisition 

leads to academic performance gains (Agasisti and Longobardi, 2016; Durlak et al. 2011; 

Perez-Gonzalez et al. 2014) it can be argued that the extended provision that supported the 

children’s NCS development may also augment their academic achievement.  
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