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Abstract 

The importance of emotion in the process of learning interpersonal communication in educational settings has been 
well documented. We administered the Schutte Self-Report Emotional Intelligence Test (Schutte et.al., 1998), the 
Interpersonal Reactivity Index (Davis, 1980), and the Emotional Self-Efficacy Scale (Kirk et al., 2008) to 50 
undergraduate education students who were enrolled in an elective course on emotional intelligence in education, at 
commencement and at the end of the course. Results showed an increase in emotional self-efficacy and emotional 
intelligence, but no increase in empathy. These results support the view that social emotional competence can be 
enhanced within an academic learning environment, thus providing students of education and perhaps other 
people-oriented professions with valuable preparation for future careers. 
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1. Introduction 

In an age of competition among people with academic qualifications, individuals need to utilize their personal 
qualities. Brown, Hesketh, and Williams (2002) coined the term “inflation of credentials” to describe the uncertain 
situation of graduates today, who inevitably ask themselves how they can attain a competitive edge over others 
similarly qualified. Archer and Davison (2008) surveyed employers regarding the skills they sought among potential 
employees. While literacy and numeracy were seen as crucial, skills such as initiative, self-management, 
interpersonal communication, and teamwork also appeared to top the lists for many employers. Thus the question 
arises whether institutions of higher education do or should facilitate the development of these skills while also 
maintaining their focus on the traditional role of striving for academic excellence.  

Over the last decade, a growing body of research has supported the contribution of emotional intelligence (EI) to 
health professionals’ knowledge and practice, patient outcomes, and educational and professional success (Mayer, 
Roberts, & Barsade, 2008). EI refers to the ability to process emotional information as it pertains to the perception, 
assimilation, expression, regulation, and management of emotion (Brackett, Rivers, Shiffman, Lerner, & Salovey, 
2006) . It involves a set of mental abilities with which individuals employ high-level processes regarding their 
attitudes to feelings, clarity of feelings, ability to discriminate among feelings, and mood-regulating strategies 
(Brackett & Mayers, 2003). It is the ability to carry out accurate reasoning about emotions and the ability to use 
emotions and emotional knowledge to enhance thought (Lopes, Salovey, Côte, & Beers, 2005). A meta-analysis of 
research conducted with 59 samples of participants found that higher EI was associated with a variety of better 
outcomes, including employment and academic performance (Boyatzis, 2006; Daus & Ashkanasy, 2005).  

Despite the growing evidence of the effectiveness of EI, few curricula of higher education programs adequately 
address the development of EI as a means to enhance the intrapersonal and interpersonal capabilities of their students 
( Low & Nelson, 2005).  

Elias (2009) summarized the essential social emotional competencies, often called emotional intelligence, based on 
extensive research conducted under the aegis of the Collaborative for Academic, Social and Emotional Learning (see 
www.casel.org): 

• knowing and managing one’s emotions; 

• listening and communicating carefully and accurately; 
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• recognizing strengths in self and others; 

• showing ethical and social responsibility; 

• greeting, approaching, and conversing with diverse others; 

• taking others’ perspectives; 

• perceiving others’ feelings accurately; 

• respecting others; 

• setting adaptive goals; 

• solving problems and making decisions effectively; 

• cooperating; 

• leading and also being an effective team member; 

• negotiating and managing conflicts peacefully; 

• building constructive, mutual, and ethical relationships; and 

• seeking and giving help. 

These skills are seen as essential to success in life, in general, and in sustaining progress in the world of work, in 
particular (Goleman, 1995).  

Recent research has studied the impact of courses that promote emotional intelligence in training settings (Clark, 
Callister, & Wallace., 2003). Daniel Goleman's (1995) groundbreaking book, Emotional Intelligence, has stimulated 
increasing interest in the role of emotional intelligence (EI) in workplace settings, leading to the production of a body 
of research on the efficacy of training programs of various kinds (Cherniss, Goleman, Emmerling, Cowan, & Adler, 
1998). Most such studies have been conducted in business schools, focusing on the evaluation of short-term 
interventions with very small samples. The majority indicated significant positive changes in EI; however, there is an 
absence of high-quality empirical evidence regarding the efficacy of these interventions (McEnrue, Groves, & Shen, 
2010).  

In a study of the effects of EI instruction on the academic achievements of 31 graduate students of management, 
Jaeger (2003) reported notable gains in emotional intelligence between the start and completion of the course. 
Furthermore, the levels of EI correlated positively with academic achievement as measured by final project grades. 

Low and Nelson (2005) argued that in order to develop students' emotional skills, EI education models should 
include practice, experience-based methods, and evaluation. On the basis of these principles, they developed and 
tested an EI education model for teachers and students predicated upon transformative learning. Their model, which 
defines emotional intelligence as a learned capacity to identify, understand, experience, and express human emotions 
in healthy and productive ways, involves five steps (explore self-assessment, identify self-awareness, understand 
self-knowledge, learn self-development, and apply self-improvement), which are developed through intentional, 
active, and engaging processes. Their findings suggested that students who completed the EI project attained 
significantly higher GPAs, and academic achievement and student retention were also improved.  

Weis and Arnesen (2007) experimented with an EI teaching model that integrated theoretical and experiential 
teaching modes. They began by defining the primary components of emotional intelligence and demonstrating the 
importance of these skills to academic and professional performance. Next, the participants conducted a self-critique 
of their own EI attributes and the authors investigated the sources of participants' “hard-wired” personal patterns, and 
offered “executive” coaching, as an avenue to augment EI. In their mixed model, Weis and Arnesen used interactive 
group exercises; explored useful coaching skills, effective communication, and listening skills with students; 
employed structured feedback exercises to strengthen student awareness; and concluded with the development of an 
action plan based upon an enhanced awareness of EI challenges that evolved from the students’ experiences during 
the entire course. In a study of the implementation of a similar model in the training of social workers, Hen (2010) 
demonstrated a significant increase in EI levels, but without improvement in empathy. Walter and Hen (2009) 
investigated the development of EI in education students participating in a special movement course. The findings 
confirmed the hypotheses that engaging in special movement routines based on the Mayer & Salovey’s (1997) EI 
four-branch model would enhance the students' EI and allow them to improve their own learning experience.  

Researchers have argued the case for teaching EI, based on the premise that people who are able to deal capably with 
their own feelings will be able to deal with those of others confidently, competently, and safely (Low & Nelson, 
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2005). Louie, Coverdale, and Roberts, (2006) suggested that the teaching of emotional skills might require an 
environment that values and exemplifies these skills. Similarly, Danielsen, and Cawley (2007) concluded that the 
best way to teach compassion, integrity, and other emotional capacities to health care professionals is by modeling 
these values to the students. Researchers and practitioners of fostering EI and social emotional skills have 
contributed to the development of appropriate programs for training educators. For example, several researchers have 
suggested models or programs for enhancing the emotional intelligence of teachers with the aim of maximizing the 
potential of their students. In their review of the Emotionally Intelligent Teacher Workshop, Brackett and Kataluk 
(2006) concluded that emotionally intelligent teachers are better able than others to create a secure, caring, satisfying, 
as well as creative and dynamic school environment. Low, Nelson, Stottlemyer, and Davenport (2000) found that 
their model, designed to promote emotional intelligence among teachers, resulted in improved achievements among 
the students of the participating teachers. Similarly, in an evaluation of the Incredible Years programs, which 
combined both teacher and child training with a strong focus on emotional competencies, Webster-Stratton and Reid 
(2011) and Webster-Stratton, Reid, and Stoolmiller (2008) reported on the success of these programs in improving 
outcomes for teachers as well as disadvantaged children.  

Ergur (2009) concluded that all educational professionals must engage in formal comprehensive courses to develop 
their own emotional intelligence and use it to provide an empathic learning environment for their students. We 
suggest that such models and programs may provide appropriate avenues for promoting emotional intelligence 
among students in higher education who are increasingly expected to demonstrate people skills in an ever widening 
variety of careers. 

1.1 The Present Study 

Based on the literature cited, we developed a 30-hour SEL course, entitled Emotional Intelligence in Education, for 
undergraduate students of education. Most of the students were freshmen and the course provided them with a first 
opportunity to become familiar with the principles of social emotional learning. During the course, the students 
learned key concepts of emotional intelligence and their understanding was deepened by a significant component of 
experiential learning, specifically designed to embed experiential learning within a traditional academic framework.  

At the beginning of one lesson, one of the authors gave the students a piece of paper with the outline of a “mandala 
circle” (used in this case to provide a framework for focusing the individual’s attention on positive self-evaluation) 
and asked them to fill it in. When they finished, he asked them to reflect on the personal significance of this task for 
them and to come to the next class next ready to talk about it. Those students who came to class having completed 
the assignment smiled with understanding when he introduced the subject of self-awareness as the cornerstone of all 
social emotional competencies. In the pursuant class discussion, their contributions were strikingly personal and it 
seemed clear that the topic was meaningful to them. As the course progressed, the instructor assigned the students a 
series of similar tasks designed to encourage thinking, feeling, and reflecting about their own competencies, with the 
goal of promoting personal involvement in the learning process using the four-branch model of emotional 
intelligence (Mayer & Salovey, 1997).  

Task 1. Perception and expression of emotion: Compose a journal of the coming week and write down dominant 
emotions for each day. 

Task 2. Emotional facilitation: Discuss how one might use positive emotion to alter a negative, narrow-minded 
interpretation of what appears to be negative behavior of another driver on the road. 

Task 3. Emotional understanding: Discuss the consequences of emotions in examples of one’s personal behavior and 
reactions to a recent event. 

Task 4. Emotional management: Using examples from personal experience, discuss how people handle emotional 
states, if and when they have serious personal problems or need to negotiate stressful situations. 

In the process of these assignments and the class discussions, a possible avenue for personal development was 
opened. The present research investigated the impact of studying social emotional competences (SEC) on students in 
higher education when a significant component of experiential learning with the specific goal of enhancing SEC was 
embedded in the course. We hypothesized that there would be an increase in levels of emotional intelligence, 
empathy, and emotional self-efficacy from the beginning to the end of course for those students who participated (the 
intervention group), and that no change would be found in the control group (students who did not take such a 
course). In addition, we hypothesized that there would be positive relationships among the different subscales of 
emotional intelligence, empathy, and emotional self-efficacy, with the exception of the personal distress subscale, 
which we expected to correlate negatively with all the other subscales. 
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2. Method 

2.1 Sample and Procedure 

The researchers distributed questionnaires to 76 undergraduate students in the education department at a college in 
northern Israel. The majority of students (50) were enrolled in a semester-long course, Emotional Intelligence in 
Education, which is offered as an elective in the first or second year of BA studies in education. They comprised the 
intervention group. The remaining 26 students were not enrolled in, and had not previously taken this course; they 
served as a control group. All the intervention group participants completed the questionnaires voluntarily and 
anonymously during class time, in the first and the last session of the 14-week course. The control group participants 
were first- and second-year education students who did not take this course, and voluntarily completed the 
questionnaires at roughly the same (during Week 1 and Week 14 of the semester). The majority of the participants 
(94.4%) were women and 5.6% were men, with a mean age of 25.6 (SD = 6.3); 49.3% of students were in their first 
year of undergraduate study and 50.6 were in their second year.  

2.2 Instruments 

For the purpose of the current study, we used three instruments. The Interpersonal Reactivity Index (IRI) for 
measuring empathy was administered to all the research participants; the Schutte Self-Report Emotional Intelligence 
Test (SSREIT) and the Emotional Self-Efficacy Scale (ESES) were administered to the intervention group only. IRI 
(Davis, 1980) was designed for the purpose of measuring empathy. It includes 28 items and is scored on a 5-point 
Likert scale, from 1 (does not describe me well) to 5 (describes me very well). It is composed of four subscales (7 
items for each subscale): (a) fantasy, composed of items such as “I really get involved with the feelings of the 
characters in a novel”; (b) empathic concern, composed of items such as ”When I see someone being taken 
advantage of, I feel kind of protective towards them”; (c) perspective taking, composed of items such as ”Before 
criticizing somebody, I try to imagine how I would feel if I were in their place”; and (d) personal distress, composed 
of items such as “I tend to lose control during emergencies”.  

The IRI subscales have been documented to have satisfactory internal reliabilities (ranging from  = .71 to  = .77) 
and test–retest reliabilities (ranging from  = .62 to  = .80). In our study, the internal reliability of the IRI subscales 
ranged from  = .69 to  = .87.  

The Schutte Self-Report Emotional Intelligence Test (SSREIT) (Schutte et al., 1998) is a trait measure of emotional 
intelligence based on Salovey and Mayer’s (1990) model of emotional intelligence. The scale consists of 33 items 
designed to measure the extent to which the respondent typically appraises emotions in the self and others, 
understands emotions in the self and others, regulates emotions in the self and others, and utilizes emotions to solve 
problems.  

It includes the following subscales: (a) appraisal and expression of emotions (13 items), such as “I like to share my 
emotions with others”; (b) regulation of emotions (10 items), such as “I have control over my emotions”; and (c) 
utilization of emotions (10 items), such as “When I am in a positive mood, solving problems is easy for me”. These 
subscales were found reliable, with a Cronbach's Alpha ranging between 0.78 and 0.88.  

The measure has exhibited good internal consistency, with a Cronbach’s alpha for the total scale ranging from .87 
to .90 across several samples (Schutte et al., 1998). Two-week test–retest reliability for the measure was .78, and 
concurrent, predictive, and discriminant validity were indicated (Schutte et al., 1998). In the present sample,  = .93. 

The Emotional Self-Efficacy Scale (ESES) is a 32-item self-report measure of emotional self-efficacy developed by 
Kirk et al. (2008). It is based on Mayer and Salovey’s (1997) and Mayer et al.’s (2004) four-branch model of 
emotional intelligence, which presents a conceptually and empirically well-grounded description of adaptive 
emotional functioning, and Bandura's (2001) specific guidelines for assessment of self-efficacy in a given realm. It 
has four subscales (with 8 items for each subscale): (a) perception of emotions; (b) using emotions; (c) understanding 
emotions; and (d) management of emotions. The items are scored on a Likert scale ranging from 1 (does not describe 
me well) to 5 (describes me very well). In the validations sample, the internal consistency reliabilities of ESES as an 
eight-factor scale ranged from .87 to .90, and a test–retest reliability coefficient of .78 was computed (Kirk et al., 
2008). In the present sample, the reliability of the scale was  = .94. 

ESES is a relatively new scale, and was used in this research with the intervention group ESES, mainly to validate 
the results of SSREIT. 
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3. Findings 

In order to examine the possibility of significant differences in initial emotional intelligence and empathy levels of 
the intervention and control groups, we compared the results of the two samples at the beginning of the semester (IRI 
F(4,71) = 12.001 , p<.001, Eta2 = 0.403, SSREIT F(3,72) = 16.435 , p<.001, Eta2 = 0.406) (see table 1).  

Table 1. Beginning-of-semester means, standard deviations and MANOVA: IRI and SSREIT 

 Control group 
(n = 26) 

Intervention group
(n = 50) 

   

Factor M SD M SD F(1,74) p Eta2 

IRI        

Fantasy 25.08 6.01 23.74 6.53 0.756 0.387 0.010 

Empathic concern 30.81 2.95 28.90 4.67 3.586 0.062 0.046 

Perspective taking 27.35 4.60 21.08 3.32 46.555 0.000 0.386 

Personal distress 19.39 5.08 20.66 4.39 1.297 0.258 0.017 

SSREIT        

Expression of emotions 51.54 7.00 52.58 6.53 0.415 0.522 0.006 

Regulation of emotions 38.54 4.77 37.26 5.41 1.034 0.312 0.014 

Utilization of emotions 38.65 4.60 33.82 5.02 16.793 0.000 0.185 

Overall emotional intelligence 128.73 13.46 123.66 15.75 1.951 0.167 0.026 

The comparisons revealed a significant initial difference between the groups in one IRI subscale – perspective taking 
– and one SSREIT subscale – utilization of emotions. Interestingly, in the two subscales, the scores of the control 
group were higher than those of the intervention group.  

In order to examine differences in the emotional intelligence and empathy levels between the intervention and 
control groups at the end of the semester (post-test), we compared (IRI F(4,71) = 6.571 , p<.001, Eta2 = 0.270, SSREIT 
F(3,72) = 17.354 , p<.001, Eta2 = 0.420) (see table 2).  
Table 2. End-of-semester means, standard deviations and MANOVA: IRI and SSREIT  

 Control group 

(n = 26) 

Intervention group 

(n = 50) 

   

Factor M SD M SD F(1,74) p Eta2 

IRI        

Fantasy 24.12 4.78 24.00 6.00 0.007 0.932 0.000 

Empathic concern 30.42 2.83 29.20 3.50 2.366 0.128 0.031 

Perspective taking 26.50 4.65 21.70 3.48 25.695 0.000 0.258 

Personal distress  19.31 3.74 19.18 4.42 0.016 0.900 0.000 

SSREIT        

Expression of emotions 51.50 7.06 54.30 5.46 3.663 0.059 0.047 

Regulation of emotions 37.81 3.69 39.14 5.77 1.139 0.289 0.015 

Utilization of emotions 38.35 4.22 35.24 4.80 7.754 0.007 0.095 

Overall emotional intelligence 127.65 11.97 128.68 15.20 0.089 0.766 0.001 

At the end of the semester, the control group still scored significantly higher than the intervention group on 
perspective taking and utilization of emotions.  

We calculated the differences in each participant’s individual scores at the beginning and end of the semester. The 
differences in means between the two measurement points (beginning and end of the semester) were calculated for 
both groups (IRI F(4,71) = 2.609 , p<.05, Eta2 = 0.128, SSREIT F(3,72) = 3.731 , p<.05, Eta2 = 0.135) (see table 3). 
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Table 3. Group differences of means, standard deviations and MANOVA: IRI and SSREIT  

 Control group Intervention group    

Factor M SD M SD F(1,74) p Eta2 

IRI        

Fantasy -0.96 4.55 0.26 4.61 1.213 0.274 0.016 

Empathic concern -0.38 1.81 0.30 4.06 0.668 0.417 0.009 

Perspective taking -0.85 3.04 0.62 2.61 4.814 0.031 0.061 

Personal distress  -0.08 3.53 -1.48 2.64 3.820 0.050 0.049 

SSREIT        

Expression of emotions -0.04 4.54 1.72 4.58 2.540 0.115 0.033 

Regulation of emotions -0.73 3.00 1.88 3.40 10.888 0.001 0.128 

Utilization of emotions -0.31 2.66 1.42 3.66 4.532 0.037 0.058 

Overall emotional intelligence -1.08 7.74 5.02 9.24 8.280 0.005 0.101 

The results indicate two interesting findings. First, the scores of almost all the subscales increased (personal distress 
decreased) in the intervention group, but all subscales in the control group were lower at the end of course compared 
with the beginning. Second, a significant difference between the intervention and control groups was recorded in the 
degree of change in the IRI subscale of perspective taking (subscale of IRI) and in the SSREIT subscales of 
regulation of emotions, utilization of emotions, and overall emotional intelligence. 

In order to compare the interrelationships among the subscales of emotional intelligence (the SSREIT scale), 
empathy (the IRI scale), and emotional self-efficacy (the ESES scale) in the intervention group at the beginning and 
at the end of the course, we calculated Pearson correlation coefficients (see tables 4 and 5). 

Table 4. Beginning-of-semester Pearson correlations among all factors  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
*p < 0.05, ** p≤ 0.01, *** p ≤ 0.00 
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Table 5. End-of-semester Pearson correlations among all factors  

 

 

 

 

 

 

 

 

 

 

 
*p< 0.05, **p ≤ 0.01, ***p ≤0.001 

Significant correlations were found between the SSREIT and ESES scales and all their subscales at the beginning 
and the end of the semester. However, the correlations of empathetic concern (a subscale of IRI) with the SSREIT 
and ESES scales at the beginning and at the end of the semester differed. At the beginning of the course, significant 
correlations were found between fantasy and all the ESES subscales, with the exception of perceiving emotions, and 
all the SSREIT scales. At the end of course, no significant correlation was found between fantasy and regulation of 
emotions. Similarly, at the beginning of course, significant correlations were found between empathic concern and 
all SSREIT and ESES subscales, but at the end of course no correlations were found with understanding emotions 
(an ESES subscale) or with utilization or regulation of emotions (SSREIT subscales).  

In addition, although perspective taking was significantly correlated with management of emotions, the overall ESES 
scale, and all SSREIT subscales at the beginning of the course, at the end of course it was no longer correlated with 
expression of emotions and regulation of emotions (SSREIT subscales), but was significantly correlated with 
management of emotions, the overall ESES scale, and all the other SSREIT subscales, as well as understanding 
emotions (an ESES subscale). Finally, at the beginning of course, personal distress was found to correlate negatively 
with understanding emotions (ESES) and utilization of emotions (SSREIT), and at the end of the course, it was 
negatively correlated with perceiving emotions (ESES), regulation of emotions, and the overall EI subscale.  

These findings suggest that despite the strong correlations among the SSREIT and ESES subscales, they are related 
to empathy in different ways. 

4. Discussion 

Teachers in institutions of higher education face an enormous challenge of preparing students to tackle the complex 
realities they will face in their professional practice. Emotional intelligence has been found to be a significant 
contributor to professionals’ knowledge and practice (Boyatzis, 2006; Daus & Ashkanasy, 2005). However, despite 
its potential relevance for teaching practice, there have been little investigation and few reports about its application 
in educational settings or teachers’ education (Low & Nelson,2005).  

The purpose of the present study was to contribute to the emerging literature on improvement of social emotional 
competencies in the academic training of future educators. The main objective was to examine the effects of an 
academic course, Emotional Intelligence in Education, on students' social emotional competencies as measured by 
emotional intelligence, empathy, and emotional self- efficacy. In addition, we examined the relationships between the 
three scales before and after the course. 

Overall, the findings indicated an increase among the students who took the course in the degree of emotional 
intelligence and emotional self-efficacy from the beginning to the end of course (with the exception of management 
of emotion). Contrary to expectations, no increase was indicated in the empathy (as measured by the IRI scale) of the 
students who were enrolled in the course did not increase from the beginning to the end of the course, but their level 
of personal distress decreased.  

The students in the control group displayed a decrease in all subscales. 



www.sciedu.ca/ijhe International Journal of Higher Education Vol. 2, No. 4; 2013 

Published by Sciedu Press                         38                         ISSN 1927-6044   E-ISSN 1927-6052 

We also found partial correlations between the SSREIT, ESES, and IRI scales, but marked differences in the pattern 
of inter-correlations between the two time measurements (beginning and end of course). 

These findings support other studies that have examined the contributions of EI training programs and courses in 
higher education to business people's level of work performance, to levels of emotion identification and emotion 
management abilities of health professionals (Fletcher, Leadbetter, Curran, & O’Sullivan, 2009; Nelis, Quoidbach, 
Mikolajczak, & Hansenne, 2009). They are also consistent with Jaeger's (2003) findings, and suggest that EI can be 
improved in higher education settings, highlighting the need to explore specific teaching strategies for this purpose 
(Low & Nelson, 2005). The course examined in the present study employed an experiential teaching mode, based on 
the argument that teaching emotions and emotional management should be done in a creative and experiential 
manner (Low and Nelson, 2005; Weis & Arnesen, 2007). Interestingly, in our study the subscales that improved the 
most at the end of course in the intervention group were those of personal distress – a significant decline (empathy) 
and regulation and utilization of emotions (emotional self-efficacy). This suggests that EI courses in higher education 
can provide a beneficial environment for students to not only express their emotions, but also use them for achieving 
their academic and interpersonal goals. Nevertheless this hypothesis requires further exploration in future research. 

The overall empathy scores of the students did not change during the semester for either the intervention or the 
control group, thus failing to confirm our hypothesis and the view of other researchers that higher emotional 
intelligence generates higher levels of empathy (Brackett & Katulak, 2007; Constantine & Gainor, 2001). It may also 
be that although empathy is often viewed as a component of emotional intelligence (Brackett & Mayer, 2003), they 
are actually two separate constructs. Accordingly, to enhance the empathy of students, it may be necessary to provide 
a longer course and/or include training in communication skills directed specifically towards developing empathy 
(Bonvicini et al., 2009).  

Further examination of the four empathy subscales revealed a significant decrease in personal distress in the 
intervention group, suggesting that the greatest impact of teaching EI at this initial stage of professional development 
is the relief of personal distress. This finding is consistent with the results of Shoffner's (2009) study on pre-service 
teacher preparation, which suggested that addressing the affective domain early in training allows students to 
encounter their feelings and deal better with personal concerns.  

An additional purpose of this study was to examine the relationship between emotional intelligence, emotional 
self-efficacy, and empathy. The inter-correlations found at the beginning of the course yielded a general pattern of 
significant positive correlations between all SSTREIT and ESES subscales, and significant correlations of some of 
these subscales with empathy subscales.  

Comparison of the inter-correlations at the beginning and end of the course indicated that the increase in emotional 
intelligence and emotional self-efficacy accompanied in weaker or insignificant correlations with empathic concern 
and stronger significant correlations with perspective taking for emotional self-efficacy and the other way around for 
emotional intelligence. These findings suggest that overall emotional intelligence, emotional self-efficacy, and 
empathy are significantly inter-correlated, but the different emotional and cognitive components of each construct 
changed from the beginning to the end of course in unique and different patterns. It may indicate that emotional 
self-efficacy is a measurement of the cognitive components of empathy, but emotional intelligence refers to the 
emotional constituents of empathy. In a review of studies on empathy in the medical practice, Neumann et al. (2009) 
found that personal distress and sympathy correlated with an affective reaction, but perspective taking was associated 
with self-efficacy. 

5. Conclusions 

Empirical research has produced evidence that emotional competencies are important to the performance of 
educators. However, very little research has examined the effect of academic courses focused on emotional 
intelligence that are designed for teachers and other education providers. This study makes a contribution in this 
respect by examining whether and how an academic course that utilizes experiential teaching methods and focuses 
on developing emotional competencies promotes the social-emotional competencies of undergraduate students of 
education. The findings also suggest that an increase in emotional intelligence does not generate an increase in 
empathy, emphasizing the need for further study of the relationship between emotional intelligence and empathy.  

The main limitation of the study is that it did not focus on evaluation of the course and its process, but only on a 
quantitative assessment of its contribution, thus limiting the information gathered and the ability to generalize the 
findings for other programs. In addition, although a control group was used, the sample was relatively small and the 
groups were not randomly assigned, which may be deleterious to the experimental design. In order to reduce the 
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possibility of bias, we compared the two groups in terms of both demographic characteristics and the experimental 
variables. Future research should employ qualitative instruments to learn more about the development of both 
emotional intelligence and empathy among education professionals, and further study how the teaching strategies 
utilized in this course can be adapted and applied in other higher education settings. 
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