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A growing number of studies have suggested thahtra' personal competencies, and
more specifically Emotional Intelligence (El), aparticularly important for teacher
effectiveness. Recently, there has also been aiggorcognition of the importance of
social-emotional competencies to students' learnamyl academic achievement.
However, there has been a neglect of emotions enfitid of teaching, and little is
known about the impact of training aimed at devieiggeachers' El on their El levels
and their practice. The current study investigabesimpact of a teacher- centered E
training on teachers' El in Israel. The study fe#a a two-year El training in one
school, employing group workshops and personal lingc The study used a mixed
methodology, making use of pre-post EQ-i assessmethtsemi-structured interviews.
The findings illustrate that the training programmas perceived by the participants tg
have enhanced their El competencies, as definedebBar-On model. Most participants
integrated these competencies into their pers@nafessional and group identities and
modified their El-related behaviours.
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Introduction
Israeli schools, like those in much of the Westemrld, emphasize academic achievement (Tal,
2005; Bar-On, 2007 respectively). However, acadeatiievement in Israel have not risen (Lior, 2008;

Yogev, 2008), disciplinary and behavioral problesms on the rise (Kfir & Ariav, 2008) and studenften
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report experiencing some form of violence duringjittyears at school (Benbenishti, Astor, & Mara@@iQ3;
Gottlieb, 2009). Such focus on academic output ewglimportant areas in education, such as social,
affective and behavioral aspects which have beeswknto impact learning (Day, Sammons, Stobard,
Kington, & Gu, 2007). In particular, it may not bedressing what Cohen (2006) views as one of thie ma
challenges schools face today, namely helping stsdee healthy, happy and successful in meeting the
challenges of their increasingly complex socialimnment. Indeed, Israeli parents and studentgytabiat
schools fail to prepare children for adult life tmday's world (Amir, 2006; Shavit & Blank, 2011)hike
teachers voice a similar concern (Smith & PnieQ30

There has been a growing recognition of the immaetaof social-emotional competencies in students’
learning and academic success (Brackett, Alstelfa/VKatulak, & Fale, 2007, Shahinzadeh, Barkhadrda
& Ahmadi, 2015), their well-being (Sénchez—AIvarefa(tremera, & Fernandez-Berrocal, 2016), positive
interpersonal relationships with teachers and p@nackett & Katulak, 2006; Cohen & Sandy, 2007;18Vo
Scholte, & Qualter, 2015), and pro-social behavoand lower involvement in disruptive, violent and
addictive behaviours (Freedman & Jensen, 2008)sé€mprently, social emotional learning (SEL) prograaam
are increasingly being implemented, showing a ramfgpositive effects on students’ academic andaoci
behaviours (Freedman & Jensen, 2008; Durlak, Weigsh& Pachan, 2010). Yet, although most Israeli
schools claim to employ a ‘whole child’ approachrpgrammes aimed at enhancing social-emotional
competencies, life skills and general values typicamprise only a small part of school curricula.

Furthermore, even in countries where “a great d#alattention has spotlighted students’ El
development, there has been little focus on teatloeyn development” (Jennings & Greenberg, 2009, p.
496). More generally, until recently there has baemeglect of emotion in the field of teaching’qigreaves,
2001a, p. 1057). Thus, little is known about thepaet of developing teachers' El on their El levatsl
related behaviours and on their practice, in paldicin Israeli context. The current study investes the
impact of a teacher- centered El training on teeHel. It also examines the impact of the trainom
teachers' El related classroom behaviors, teactféestiveness, and the school as a whole.

Theoretical framework

The concept of Emotional intelligence (El) has higlitted the interdependence between cognition
and emotions and the importance of emotions andtienab processes to thinking and decision making.
Salovey and Mayer (1990) described El as “the tgtiiti monitor one's own and other feelings and @mst
discriminate among them and use this informatiorgiiide one's thinking and actions” (p. 189). They
suggested El to be comprised of the ability to ifignuse, understand and regulate emotions (Ma&yer
Salovey, 1997). In a model argued to be particulsuiitable for teachers (Drew, 2006), Bar-On atéehtb
the emotional and social behavior-related compé&snenderlying El and defined El as “a cross-sectb
interrelated emotional and social competencied|sskind facilitators that determine how effectivele
understand and express ourselves, understand @hdrselate with them, and cope with daily demands”
(Bar-On, 2006, p. 3)He suggested El to be comprised of five major areash consisting of a number of
competencies, namely Intrapersonal (emotional ssgHreness, self-regard, assertiveness, independedce
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self-actualization); Interpersonal (empathy, socedponsibility and interpersonal relations); Addgiity
(reality testing, flexibility and problem solvingBtress management (stress tolerance and imputéeip
and General mood (happiness and optimism) (Bar2006).

Using different EI frameworks and related measusesh as the Mayer-Salovey-Cary®&SCEIT)
ability measure (Mayer & Salovey, 1997) and the-BarEQ-i self report measure (Bar-On. 2006), redear
has linked EI to life and work effectiveness in afise types of occupations and different levelshef t
organization (e.g., Jennings & Palmer, 2007; Siegli2014). A growing number of scholars have also
suggested that teachers' EI competencies are yartjcimportant for teacher effectiveness (Hasstal.,
2015; McCown, Jensen, & Freedman, 2007; Sutton &atlby, 2003). It has been argued that emotionally
intelligent teachers would demonstrate care, creaieemotional climate that enhances the learning
environment, and be more effective in achieving dlcademic goals they set for themselves (Cotezee &
Jensen, 2007; Ramana, 2013). In a study involvigelementary school teachers and 157 secondapplsch
teachers, teachers designated as most effectidethkahighest El as measured by the EQ-i (Steino&kd
2000). Similarly, Haskett (2003), Hwang (2007) dbcew (2006) found significant links between various
aspects of effective teaching and El competencies.

Intra-personal EI competencies, and in particulaotonal self-awareness, are key to successful
teaching and handling of challenges faced by teadi®tein & Book, 2000), as teaching is a highlyodonal
profession (Hargreaves, 2001b). Teachers' emotitiest their well-being (Nias, 1996); motivation @kfis
& Casey, 2006), energy levels and creativity (Haagres, 2001a); job satisfaction and sense of Helaey
(Pianta, 2006); social relationships, in particulsith students (e.g., Perry & Ball, 2007; Palomera,
Fernandez-Berrocal, & Brackett, 2008); and teaclasing learning processes (Hargreaves, 2001b). These,
turn, impact upon students’ feelings, classroomoaphere; and the success and achievement of student
(Hargreaves, 1998). It has been suggested thatiér to remain effective while maintaining theirllaeeing
and work/life balance, in a profession in which theestment of emotional energy is inherent rathan
optional, teachers need to understand and to mawgessfully cognitive and emotional challengesy(Bt
al., 2007).

El, and in particular emotional self-awarenessvadldeachers to recognise and understand their
emotions in the classroom and to anticipate thectsfof their emotional expressions on interactiwith
others (Jennings & Greenberg, 2009). They alsolernalchers to identify personal emotional diffimad
and use reflective approach in negatively chargedttons (Perry & Ball, 2007). They are then mal#e to
regulate their emotions in interactions with studeto motive themselves (Stein & Book, 2000) amdeact
to students in an appropriate manner (Brackett €2@09). Emotion-management is particularly intpot as
teachers’ non-regulated behaviours were noted mtribote to the creation of an unsafe and unprablet
environment for students, which, in turn, couldategely affect students’ emotions (Stein & Book02].

Furthermore, emotional self-awareness enables ¢emcto understand the emotions of others
(Goleman, 1995) and to express interest, care anghthy (Brackett et al., 2009). Indeed, a largeyboid
knowledge has pointed to interpersonal competentiggarticular empathy and interpersonal relatips,
as crucial to teachers (Jennings & Greenberg, 2809nge, 2007). Empathy and care were noted extaff
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teachers’ ability to understand students’ views aeeds (Mugno & Rosenblitt, 2001), to develop and
maintain caring, meaningful and supportive relahips with students (e.g., Jennings & Greenber§920
Nodding, 1992), and to teaching effectively (Bog@05). Positive teacher-student relationships Heeen
noted to be an important element of quality teagh(img., Birch & Ladd, 1998; Stronge, 2007), pravig
students with stable, safe, supportive and proas@tassroom atmosphere which enhances overalltgrow
well-being, positive behaviours, motivation anddemaic success (e.g., Brackett & Katulak, 2006; g

& Greenberg, 2009). Such an atmosphere also catgshto teachers' own well-being (Split, Koomen, &
Thijs, 2011).

El efforts in organizations and academic institudemonstrated that ElI can be developed in adults
(e.g., Sala, 2002; Slaski & Cartwright, 2003; Baysit 2009), and that such development efforts predu
positive personal, professional, and organizationétomes (Cherniss & Goleman, 2001; Goleman, Eayat
& McKee, 2002; Bar-On, 2006). Based on these figdiand the links between EIl and effective teachiing,
has been suggested that teachers and schools loendédit from developing teachers' El (Haskett, 2003
Brackett et al., 2009).

Firstly, a growing number of scholars support thelusion of teacher-targeted EI competence
development as a crucial element of SEL program(aas Brackett et al., 2007; McCown et al., 2007;
Palomera et al., 2008), arguing that such inclusronld support El development in students (Weai@ray,
2003; Brackett et al., 2009). In an SEL contexwiit enable teachers to “walk the talk” (Cohen &n8l,
2007, p. 70), and to “practice what [they] prea@@bhen, 1999, p. 18). In particular, teachers wleetbp
their own El competencies are better able to maldsired EI behaviours, apply El-based principles to
everyday situations and facilitate interpersonabjpem-solving and conflict resolution (e.g. Eliask, 1997;
Jennings & Greenberg, 2009).

Furthermore, it has been suggested that El deveopshould become part of general professional
development programmes for teachers (Palomera, @04l8; Weare & Gray, 2003; Drew, 2006). Develgpin
El competencies could enable teachers to bettegratathd what underlies their motivations and behasi
(Haskett, 2003), and has the potential to enhaegedeveloped competencies (Kaufhold & Johnsorg)200
contribute to greater understanding of studentgitems (AbiSamra Salem, 2010); improve teacheresitid
relationships (Jennings & Greenberg, 2009); andpte effective teaching (Cohen, 2001).

A small number of studies have explored the immddEl trainings for teachers, mostly within an
SEL program for students. Results typically indéchpositive impacts, among them increased redogriif
the importance of El to schools (Maree & Mokhua?@Q7); increased use of emotional information, both
own emotions and those of students, in lesson pdatsin the classroom (Brackett & Katulak, 2006);
enhancing teachers’ sensitivity to students’ enmgtim different situations (Brackett et al., 200Agreasing
their ability to respond constructively to studéngscial-emotional needs (Brackett et al., 2009d a
acquiring SEL strategies (Fer, 2004). However, B®@D5) and Corcoran and Tormey (2010) failed nd fi
significant change in teachers’ own El levels,iltiting the results to the insufficient length odining or to
the fact that it took place with teaching studeather than active teachers.

Nevertheless, El development efforts among teaclietsstudies examining such trainings remain
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scarce (Corcoran & Tormey, 2010; Fer, 2004). It In@sn argued that “little attention has been gieethe
importance of adults being social-emotional leasrtiiemselves” (Cohen & Sandy, 2007, p. 71), and tha
teachers are rarely provided with opportunitieset@gage in the development of their own emotional
competencies (Jennings & Greenberg, 2009). Theecustudy aimed to explore whether a teacher-tadget
El training, conducted in a single, Israeli scheeiting, would enhance teachers’ El and bring apositive
professional and organizational changes. For thipgse of this study El was conceptualized as eofet
individualized interrelated social and emotionainpetencies which are likely to impact upon teacheosk

effectiveness and which can be developed.

Methodology

The study followed a 2 two year teacher-centeredr&hing which took place in one school. The
training, which was a unique training in the coynait the time, employed 12 group workshops and 10
personal coaching. The study employed a mixed ndelbgy within a mainly qualitative framework, using

pre-post EQ-i assessments and semi-structuredienes with all training participants.

Research Setting and Sample

Both the El training and the study were set in@sdary school in northern Israel, which at theetim
of the study the school had 70 full-time teachensd 600 middle and high school students. Students'
population was diverse and included student frofferdint ethnicities, economic status, academicitasl
and living formations (urban and rural).

The participants of this study were all the tragnparticipants- twenty-one teachers: 4 males and 17
females, ages ranging from 33 to 64. All the teeshesre experienced teachers and had worked athul
for at least 5 years. The majority of the partiaigawere active teachers, and more than half wemeoom
teachers, a position which involves the overalpoesibility for the class beyond subject teachikt@ny
were in leadership roles - the school principal &gl deputy, mid-management staff (department heads
coordinators), educational counselors, subject iajigts, and the head secretary. All the participan
completed the EQ-i both at the beginning and entheftraining and 20 of the 21 training particiganere

interviewed.

The context for the study

The EI training was a school-based program aimedieateloping teachers' social emotional
competencies for their overall effectiveness. Tianing was led by an external team of experts lasted
two school years. It included a first group of teers, with the aim of including all the teacherscyiles.
Participation was voluntary and open to all, buicteers in leadership roles were approached fifse T
training included 12 workshops lasting from a feaufs to a full day, in 3-4 weeks intervals, afteheol
hours and on holidays, and 10 one hour sessioneeisonal coaching 2-3 weeks apart for each teacher.
Personal coaching began after a number of workshape already taken place, and held on teachess' fr
periods. Group workshops focused on El's theorktarad empirical foundations and the various El
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competencies included in the Bar-On model of Elyélévance to education and ways in which EI can be
developed, on personal exploration and developwieBt in self and students. Among topics discussete
self-awareness, emotion regulation, proactive hehavempathy, interpersonal relationships and
communication, cultivating positive emotions, opgm, assertiveness and self-regard. Personal Ehoaa
focused on developing each teacher's El competeramel achieving personal and professional goals.
Personal EQ-i assessments at the beginning andoéntthe training were used as a research and

developmental tool.

The study

Following the method commonly used in recent orgatiwnal El studies (Bar-On, 2006), the pre-
post El assessments completed at the beginningaaf the training were used to examine the impéct
the training. The Bar-On EQ-i and underlying modeifved as a framework and as an assessment and a
development tool in the training. At the same tirtiee study aimed to gain a deep understandindnef t
impact of the EI training, which is considered anptex and personal development process (Cherniss,
Goleman, Emmerling, Cowan, & Adler, 1998), and @aptare the perceptions and experiences of partitspa
regarding their El development. Thus, the study leyga a mainly interpretative approach and intevgie
with all training participants were conducted.

The combined use of EQ-i scores and interviewsesete broaden the scope of the research and
triangulate the findings. Indeed, Bar-On (2006)oremended the use of a wide variety of methods in
studying EI. Furthermore, as pre-training persdtigdrofiles played an important part in the depehent of
the participants’ personal El competencies, deepwledge of the EQ-i results promoted deeper
understanding of the participants’ training expec&s. Furthermore, results from post-training EQ-i
assessments served as a device to prompt discudfspmrceived changes and experiences in the cadirse

the interviews, and hence an integrated look aetieo sets of data appeared beneficial.

Research tools

The Bar-On EQ-i inventoryThe EQ-i, a self-report measure of social-ematiantelligence (Bar-
On, 2007), is a product of 20 years of psychometgiearch and extensive use and considered the most
widely used EI measure to date in both researchpaactice. It has a large normative basis withrgda
normative base and satisfactory validity and rditgbwith an overall average predictive validitpefficient
of .59 (Bar-On, 2007). It has been suggested tpasgcularly suitable for teachers (Drew, 2006) &wade
been widely used in educational studies (Haske@3}

The EQ-i contains 133 items in the form of sho#tesnents and employs a five-point Likert Scale
with a textual response format ranging from ‘vegjdem or not true of me’ (1) to ‘very often true rok or
true of me’ (5). Sample items from the EQ-i inclube following:

¢ | know how to keep calm in difficult situations &¢s Tolerance)

* | would stop and help a crying child find his or lparents, even if | had to be somewhere else at

the same time (Empathy)
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« It's difficult for me to change my opinions abohirtgs (Flexibility)
e | think that most things | do will turn out ok (Oypiism)

The measure also includes four validity indicatasmission rate, inconsistency index, positive
impression and negative impression, as well aglaibicorrection factor which uses these impreassoores
to enhance the questionnaire’s reliability (MHSQ@0D The questionnaire is suitable for individuadged 16
and older. EQ-i raw data are processed by the ghili(MHS publications) and are automatically tated
and converted into standard scores based on a ofiedl0 and a standard deviation of 15. Each selatd
generates three types of EQ scores: a total searemposite scale scores and 15 subscale scorellass

validity indicators scores. The EQ-i was administkin its Hebrew version.

Semi-structured interviewsA single list of open-ended questions was usexilfly with all
participants, allowing for a different order of amss and for new topics to emerge. Participantevesked
whether and in which ways the training had impathesir EI and what effects it had on their behaxsoand
practice. They were also asked to predict the teemdimagnitude of their post- EQ-i scores. Theyevtken
presented with their post-training scores and askedomment on them. This allowed gaining a deeper
understanding of the perceived impact of the trgjrin the participants' El.

Data analysis

EQ-i scores, coded and standardized by the EQ-lighgb (MHS) were analysed. Differences
between pre- and post-training scores were useatktiermine El shifts among individual participarfsr
group analysis, differences between pre- and pastitg scores were examined with the non-parametri
paired Wilcoxon Z test, reflecting the relativelynall sample size and the non-normal distributionthef
scores. The interview transcripts data were andlyseng a thematic content analysis approach agided
by Weber (1990), which increases accuracy and thatysin understanding and interpreting data (Baig
1998), and allows them to create rich descriptiop®ngaging in a step-by-step process of uncovetiag
dominant themes in the data (Patton, 1990).

Results
Pre-post EQ-i analysis

Pre-training scores:Prior to the training the mean total El group scaovas slightly above the
measure’s standard mean value of 100 (101.57; SP8)4as were three of the five composite scaleanme
scores: Intra-Personal (103.05; SD=14.02), Integreal (106.57; SD=11.33), and General Mood (102.24;
SD=14.00). The two remaining composite scale sc@agess Management and Adaptability, were slightly
below the standard value (99.43; SD=19.41 and 9BBE£14.68, respectively). Pre-training mean sctoes
nine of the 15 subscales were above standard, théttthree highest values measured for Emotiond} Sel
Awareness (M=112.00; SD=9.38), Empathy (M=108.9%)=81.19), and Interpersonal Relationships
(M=106.38; SD=11). Mean scores for Flexibility (M~F97; SD=15.98), Impulse Control (M=96.62;
SD=19.12), and Problem-Solving (M=95.95; SD=1586}e the lowest.
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Pre-post training scoresAnalysis of postraining assessments indicated positive gains ianntetal
El (from 101.57 versus 105.24; Gain=3.67), and Bamscores for all five composite scales, all ofctvh
were above-standard value at post training leveghékt pre-post training gains were noted in Stress
Management (99.43 versus 103.81; Gain=4.38), ardlaptability (97.81: 102.10; Gain=4.29), which wer
lowest at pre-training. The Interpersonal compositele, highest at pre training level, featured ldveest
post-training gain (106.57: 106.81; Gain=0.24).tkReimore, pre-post training mean score gains ioflte
15 subscales were found. Only Empathy, among thkeli at pre-training, showed no gain. Twelve post-
training mean subscale scores were above the sthsdare of 100, with Assertiveness, Independence a
Flexibility shifting from below to above standar@ihe highest post-training mean scores were foumd fo
Stress Tolerance (M=108.10; SD=12.59), which alsowed the largest gain (6.05), Emotional Self-
Awareness, Empathy, and Interpersonal Relationgpsch were the highest also at pre-test levedirge
pre-post training gains were found also for Assertess (99.86 versus 105.24; Gain=5.38), and dityre
testing (100.71 versus 105.95; Gain=5.24). On therohand, Impulse Control (M=98.52; SD=17.12) and
Problem-Solving (M=97.67; SD=11.63), among the Istascore competencies at pre-test, both showed
relatively small pre-post mean score increases$gaii 1.90 and 1.72, respectively).

Pre-post EQ-i changes in mean group scores wetedtésr significance using a non-parametric
paired Wilcoxon Z test. Significant gaing<(05) were found in two of the fifteen subscales: Asseriess
(Gain=5.38) and Stress Tolerance (Gain=6.@er above—noted increases in post-training meares,
including increases in total El and in the fived&@mposite scales, were found to be non-significant.

Individual pre-post score#\s El development is an individual process, thaengination of individual
shifts was expected to provide further insightstenEQ-i results. While the group pre-training mezal El
score was above the standard value, the corresppmdilividual scores varied greatly, ranging fro6t6
124, with twelve participants scoring above thedéad, and with five of these in the ‘enhanced fioming
zone’ (above 114). Of the nine below-standard s;dmeo were in the ‘area for enrichment’ zone (lbef8).
Comparison of pre- and post-training individuaktdEl scores revealed a generally positive trainimpgact
in many participants. Fifteen participants improveeir total EQ-i scores, with positive shifts rarggfrom 1
to 29 points. Gains were found among participants toth high and low pre-training El scores. A ordy
of participants whose pre-training scores were \Welihe group mean score showed large gains.
Commensurate with previous findings (Bar-On, 2006énnick, 2007) participants with the lowest pre-
training scores showed the largest gains. No gai gmall decrease in the total El score was niatedix
participants. Individual scores for subscale comipeies revealed complex patterns. In each perguoofile
shifts of different magnitudes and over differentnpetencies were noted. Furthermore, post-traigaigs in
total EI were often accompanied by small losses oxe or more competencies, and vice versa.

Correlations: Spearman correlations between age and pre-pasingayains in both total El and in
the 15 subscales revealed non-significant links anchndom pattern. Similarly, differences in preipo
training EQ-i gains between homeroom teachers (naté other teachers or staff members (n=9), proved
be non-significant. Thus, age and pastoral role mitl appear to moderate the effects of the training
Correlations with gender could not be tested dubesmall number of males in the sample.
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Qualitative findings

In view of the complex and individualised nature Eif development (Neale, Spencer-Arnell, &
Wilson, 2009), which was also evident in the indial patterns revealed during data analysis, i@/
were used to explore the perceived impact thatBhé&aining programme had upon the participants’ El
competencies, related behaviours, and their peadiiterview data revealed a much larger percesbedd in
El than that depicted in the pre-post EQ-i. A migjoof participants were convinced that they halaced
their overall El levels, many of them to large ex$g and that this enhancement had been accomplayied
positive and notable shifts in specific EI competes ‘I think | had enhanced my El, in fact | am surdid
(SE) ‘I definitely improved my assertiveness’ (FParticipants also noted links between thesesshiftEl
competencies and change in related behaviours datthool and outside.

While many described notable behavioural changag&ral participants described latent changes that
have not yet been manifested in behaviours or havdecome part of therl:improved the competencies
that | had worked on, but | still don't use themmsistently’ (RY) They typically explained that the training
engaged them in a deep introspection, self-exptorand development process that required much dinge
effort. Two participants, on the other hand, diesct initial difficulty and reluctance in engagirig a
personal development process and perceived litienge in El and related behaviours, although they
indicated shifts related to their work. Furthermaak of the participants viewed El change as argoimg
process, noted specific areas that had still nptaved or require further improvement, and stressedheed
to maintain and further improve enhancements tleaieachieved.

El shifts: El shifts that were credited to the training weighly individual in nature and extent and
encompassed most El competencies and a wide rérifer@lated behaviours. A number of EI competences
however, were described as enhanced by the magdritye participants, the main ones being self-awess,
empathy and interpersonal relationships, which aiten associated with effective teaching. Interggyj,
these competencies were already high at pre EQ-i.

Firstly, all the participants reported enhancingasmess of El and viewed it as one of the most
important gain of the training. They described awgng awareness of their emotions and the thouiijais
underlie them, and how they impact upon their behas, choices, relationships and effectivenessak
and outside it{[Now I'm aware of] those competencies that are gdor me, that serve me well, and of those
that dont... [I now know] how best to impact uporieas aspects of my life’ (BPRre-test EQ-i scores,
presented individually and confidently to each ipavént in a feedback sessioplayed a major role in
enhancing awareness to EI competencies. Most gidtecipants found the El profiles to both resenaith
who they are, and to provide useful insights fodemstanding themselves, their impact upon studamds
upon a variety of interpersonal and professionadllenges. It also contributed to engagement in El
development among a majority of the participan®nce you (sic) became aware of things...had undetstoo
things, you could start changing... (USH

Participants further noted that the shifts in el self-awareness also enhanced their awaremess t

students' emotions and their EI competencies, rdyichanges in the way they view and interact wignt.
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They noted that they had become more attuned tdi@mab situations in the classroom and more often

addressed them, which contributed to better classagement and improved climate:

| see it more often now...the role emotions playlimast every class situation... | now stop

the lesson and together we discuss their feelindlave come to realise that [negative

emotions] interfere with learning... that | shoulkaowledge students’ emotions, even at the

expense of my original lesson plans (MT).

Many participants also spoke of a growing awarenésise nature of relationships with their students
and of a general shift towards establishing morsgrel, closer and more meaningful relationshigh wieir

students through listening, asking questions aitichiimg informal encounters:

| went through a tremendous journey ... [I develdpde ability to understand their

needs...to form closer and more open relationshipls thiem’ (MS). ‘Students should leave

the school knowing that they had been seen for vy are, as human beings...' (OY)... [l

wanted] to get to know their world (MT).

At the same time, becoming aware of their ovetgqmtive and overly tolerant approach to students,
which was viewed prior to the training as expressid care and empathy, participants noted a change
towards higher expectations and accountability,ctviihey became to view as expressing care: ‘Ttrey
students] didn’t have to make an effort becausg kmew we would do their work for them’ (Ll this, the
enhancement of emotional self-awareness, empathly irterpersonal relations represented a shift in
perceptions of these competencies. Furthermdréhelparticipants described becoming aware ofesitsl
El competencies, which helped them better undedstardents; what underlies their behaviours, legrand
academic achievements. This helped them attenérbett their needs, motivate them, and react more
appropriately to a variety of students' behaviang associated outcomeEl ‘competencies, they are highly
important to students, [they impact upon their]ri@ag... and even more so upon their lives!" (SE)
followed that the participants began to developlaiws’ El through informal interactions, using galents
as learning opportunities and El terminology intlaélir interactions, and to voluntarily incorpor&lessons
and activities in their teaching:

Quatrrels, or negative remarks... | introduce El ®c¢hildren so they can learn from it’ (MS);

‘| started using a different language. Instead ofnga\dtop complaining’ | now refer to ‘the

circle of complaint’. It makes a difference...(VAJAt the beginning of each lesson] | would

ask the students to describe something happy thathappened to them that week, or

something they were proud of... something which wedated to their strengths’ (MT); ' |

brought exercise from our workshop and designesblesaround them (WN).

Beyond those changes, which were shared by therityajine participants described individual El
shifts in a variety of competencies, at differeaudls, and in various related behaviours in classautside.
In particular, participants described shifts in patencies which they had targeted for developmetiirw
the training and others, closely related to themm@etencies which were discussed by a relativetyela
number of participants included: self- regard, assmmness, impulse-control, stress-tolerance, [iiky,
happiness and self- actualization. In each of theoBhpetencies, participants described gainingghtsion

how those less developed competencies impacteddhdrhow their enhancement affected their work.
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EnhancingSelf-regard and Assertivenessten discussed simultaneously, were describedrins of
becoming less self-doubting, defensive, reservedittrdrawn, or less pleasing and avoiding confrbates,
acknowledging their strengths and accepting therasehore:I’'m much more self-confident. I'm more likely
to express my opinions in publi@OD). Enhancingimpulse controlwas described in terms of acting less
impulsively, getting less angry and thus reactirgrerappropriately to studentém more in control now, |
don't act rashly...I no longer shout at children iass, | stop to choose the right response' ($hjs enabled
these participants to maintain a more positive sctasm atmosphere and to better manage their classes
Improved stress tolerancevas described as more effective problem-solvirgnd less domineering and
delegating more responsibilities, and to improvesdldeing‘...The stress made me feel sick and interfered
with my performance... | would then not let anyonip laed they felt left out and insignificant'(TD)yhe
enhancement diexibility allowed participants to become less judgemengak tontrolling in class, using
time more flexibly, involving students in lessonsene and stopping to react to emotional situatidngnded
to be judgmental. | always knew what had to be datmat’s right and what's wrong, and | didn't gitleem
[the students] enough room [to form their own opms]’ (SE).In particular, a number of participants spoke
of identifying and challenging stereotypes regaydstudents, and becoming more tolerant towardsirailt
diversity. Enhancetiappinessvas described in terms of improving well-being @mjoyment of life which
also radiated upon students. It was often linkedelb-actualisation - identifying and pursuing meral and
professional vision which was encouraged withintthing. Those enhancements were linked to imipgpv
class atmosphere and relatiofishad always loved them ... But when you are happiet at peace with
yourself these things are more likely to shineubioand to affect others’ (SIH).

As noted before, some of the shifts were notedetariore latent than others, not being strongly
manifested in behaviours or not yet becoming ath&hirthermore, all the participants noted areaghvh
required further development, and expressed willésg and interest to continue developing.

Reactions to post-training EQ-i scoreéd/hen asked to predict the pre-post training shift the
second part of the interview, a large number ofigpants predicted positive changes in both t&iaknd
specific competencies, reflecting their belief ttha training had a significant impact upon th&haviour: |
think my [EQ-i] scores had improved...in all parametebecause | had changed’ (VAome predicted
small shifts or no shifts, arguing that they hambanced their El but that their behavioural maréfisn is
not yet strong and consistent. The two participavite were not engaged in El did not expect a measur
shift, but described an impact on their work andtiens with students. When presented with thestjtest
results, it appeared that a majority of particigamad intuited the pattern and general magnitudeetotal
El shifts and of shifts in specific competenciesd dhese were broadly in line with many particigant
descriptions of their El development at the firattpof the interview. In particular, participanten able to
predict shifts in competencies they have targeteddévelopment. When presented shifts were lowan th
expected, participants typically noted that theyreveonvinced that their El had improved and thawilt
become evident in the future. Furthermore, theigpants’ commitment to future El development effovas
not affected by their EQ-i results. Interestinglyhile professing to be highly aware of their pasifing
emotional developmenthe participants were eager to see their postssits and were glad to be presented
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with enhancements, thus demonstrating the impaogtémey attributed to their El developmeiiitn glad that
the main improvements were in self-regard and tgdésting the competencies which | had worked on the
most’ (OD).

Impact beyond the individual leveBeyond personal shifts, participants noted that tt@ing
programme, and in particular the above-describedhiits and related behavioural changes, had aadmp
upon the entire team of participants and the schsal whole

Team Many patrticipants found the training to have ited upon them as a team, and viewed it as
an important outcome of the trainin@he staff room is different [now], the atmosphé&different’ (GY).
Among the main team impacts they described weratarosphere of openness and self-disclosure, closer
relationships and new and improved communicatioesvéen participants, increased collaboration and
cooperatiorand the creation of a new and shared El langtjbere is] a sense of partnership. We work as
a team’ (RY)These changes also served as the base for sclaogeh

School changeln an outcome which was viewed as equally importpatticipants noted that the
training brought school level changes, related to Aflopting the view that developing students' abci
emotional competencies should be part of schodsion, the participants initiated, designed andcebesl
efforts to include El in the school curriculum. $ohefforts included instituting formal weekly E#dsons
taught by all but one of the participating homeromachers in their respective classes, and a setidel
initiative for school change, referred to by thetiggpants asthe pilot programm'ewhich included providing
El lessons and a set of personal coaching seskibstudents as a pilot in one grade level. Theigpants
also began designing a 'personal excellence' progtianed at increasing academic achievement through
enhancing El, accountability and goal setting.

Sustainability effortthe participants took responsibility over congduEl development for their
group and other teachers at the end of the forraalihg, and kept studying and developing El ascaug.

Furthermore, the school launched a training prograrto a second cohort of 26 teachers.

Discussion

The majority of the participants in the study coyea a strong belief that the training programme had
improved their EI competencies and related behasj@and that these shifts had a positive impachupeir
practice. They also noted that the El training hffdcted their view of their students and of theile as
teachers, as well as impacted their performancetaam and upon the school as a whole. The findings
supported by the Pre-post EQ-i positive trend amdividuals gains for many participants. The perediv
shifts in El found in this study suggest that teashEl competencies can be developed throughrigaand
lend further support to previous claims that ElI petencies in adults can be actively developed dirou
training (Boyatzis, 2007; Goleman, 1995; Nealelgt2909). Furthermore, the participants associatsfts
in specific EI competencies with changes in Eltedabehaviours, many of which had been previousiyd
to contribute to effective teaching (e.g., SteirB&ok, 2000). For example, enhanced self-awarefieked
to effective teaching (Brackett & Katulak, 2006ndimgs & Greenberg, 2009), enabled the participtots
identify and understand self-behaviours and El cetencies and engage in El development as well as to

ISSN 2073-7629
© 2016CRES Special Issue Volume 8, Number 1, April 2016 | 86



better understand students and form closer rekdtipa with them. Similarly, many authors linkeddieers’
ability to demonstrate interest, care and empathy farm positive relations to effective teachingg(e
Brackett et al., 2009; Nodding, 1992), making thespnt finding particularly important for studertsachers
and schools.

Alongside the changes which are at the heart athieg and were shared by many, during the
training, participants were encouraged to focusleveloping personal competencies identified by thsrin
need for development. It has been noted that efeel trainings need to focus on personal develapm
(Neale et al., 2009). In particular, the negatimpact of low levels of those competencies and #retfits of
their enhancement has been demonstrated (Steinak,B900). These individual changes are particularl
important in view of the inherent difficulty in id&fying and changing behaviours in oneself (Argy2000),
and the effort involved in such changes (Chernisd.£1998).

Beyond individual changes, the training programmeeu study had a positive impact upon the group
of participants as a team. This impact marks aroitapt outcome of the training, as teachers' cotiaton is
important to their success and well-being. Cavit30b) indeed noted that high El is linked to thditstto
form strong connections among co-workers, whildgru{2002, p. 7) argued that “the single factor swn
to successful change is that relationships improviis echoes Wenger’s theory of ‘communities afqpice’
which focuses on learning as social participatiderfger, 1998).

The voluntary incorporation of informal and forn®EL efforts as a result of the training suggests
that teachers' El development can extend beyorididhl teachers to students and the school. Thirfg,
unique to this study, is of significant importangen the increased interest in developing studdits
(McCown et al., 2007), and the inherent difficudtimotivating teachers to be fully engaged in Ebréf
(Goleman, 1995), and more generally in change psss(Anderson, 2004; Haynes, 2007). The direct and
indirect efforts to develop SEL in students demiaistthe participants’ high motivation, their contment to
El and to its implementation, and their sense ofenship over El implementation efforts. It alsdeefed a
shift in their view of their own role as teacheosie towards proactively equipping students withisgdec
emotional competencies for present and future siscce

However, in contrast to the El shifts reportedhia interviews, the pre-post EQ-i analysis revealed
more modest impact of the training. The significemreases in stress tolerance and assertivenesd fo
this study are of importance in themselves, as bothpetencies have been noted to contribute totifée
teaching (e.g., Bar-Lev, 2006). Furthermore, inwi the high levels of stress commonly associatéti
teaching, equipping teachers with stress-copinisskas been deemed highly desirable (Palomerd.,et a
2008). However, the lack of significant quantitatgroup shifts in other EI competencies and ialtit was
somewhat surprising given the length and intensityhe training and the participants’ testimoniasthe
interviews. It also stands in contrast to previstiglies in commercial and higher education settimlgish
showed significant El gains, including increase&@i scores, following El training programmes (Btgis,
2007; Lennick, 2007; Slaski & Cartwright, 2003).

Two statistical factors could account for this ajgpd disagreement, namely the relatively small
sample size and the participants’ relatively higé-fpaining El scores (101.57), which may suggestiling
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effect. However, beyond statistics, the smallenthgpected shifts between pre- and post- trainiogg EQ-

i scores could be attributed to several, oftenrinieed, mechanisms which emerged from the qualdat
data. Firstly, the non-significant findings can ddéributed to the individual nature of the El deghent.
Highly individualized processes, although highlgammended (Boyatzis, 2007), may not be easily cagtu
through group-level changes (Cherniss & Adler, 20@ala (2002) claimed that changes in targeted (an
often underdeveloped) competencies provide an itaporcriterion for evaluating the effectivenessHif
training programmes. Furthermore, the interviewseated a process of EI competency development which
came to manifest itself in behaviours only with #id of time and practice, and which for some resgli
more time than for others. Changes that had nobgeh manifested in large, or more permanent, betshv
changes were less likely to be captured by the .E&8ditionally, shifts in pedagogic views and in the
perceptions of students, changes in class pradgems or entire organizations, are also lessylikelbe
captured by the EQ-, although of much importancgctmols.

The relatively modest shifts can be also relatetthéonature of the teaching profession. Indeecgroth
studies of teachers' El training revealed no, dy anodest post-training measured change (Boyd, 2005
Corcoran & Tormey, 2010). Teaching is a reflectivactice (Schon, 1983), a relatively slow process it
is possible that teachers' engagement in self-eeqpdm and enhancing self-awareness is higher ithather
professions. Furthermore, teachers are concerrtedive development of others (Drew, 2006) and iddbe
participants became engaged in promoting El ta steident parallel to their own El development. §hil
development in teachers may require more time #odt ¢han similar processes in other professiams far
significant positive shifts in EQ-i to occur. Thus,agreement with Fer (2004, p. 564), the expeserand
perspectives of the teachers which participatetierstudy were found to Ba crucial source in providing an
adequate evaluation of an EQ program”.

It is important to note that the present finding® lanited to the specific case under study.
Furthermore, the findings rely to a large extenparticipants' testimonies and thus mostly refiesteptions
rather than objective measurements. While thesisliend some others, suggest some caution, thg stud
attends to a gap which exists in the literaturardigg teachers' El trainings, and the overall pasimpact
of the training programme under study suggesttiential benefits of such trainings. Others mayhter
explore El training to enable a better understagndiisuch training and promote the developmeneaéhers'

El

The participants believed that the training prograanunder study enhanced their EI competencies, as
defined by the Bar-On model, and they were ablantegrate these competencies into their personal,
professional and team identities and to modify rthei-related behaviours. El was embraced by all
participants, was incorporated into their profesalgractice and was adopted as part of the sathobk. At
least some of the shifts were described as sublaifanes thatcannot be reversed’ (USH)gnd thus
independent of future changes in school agendasianities. In what could be viewed as the culmio@tof
this process, a school SEL programme had been tasilyndesigned and implemented by the participants
Furthermore, the participants declared the conaepthy of being at the centre of professional depeient
training programmes for teachers and many recometkrnidto be an integral part of CPD efforts. The
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significance of this outcome is further highlightey recent studies that noted the importance oéldging
students’ social-emotional learning (e.g. Hayn@872 McCown et al., 2007) and by suggestions orrdhe
of teachers in this development (Sutton & Whea2&§)3).

References

AbiSamra Salem, N. (201(Emotions and emotional intelligence (EQ) in curtion theory: On
incorporating EQ skills in teacher educatidPaper presented at the'3Innual Bergamo Conference
on Curriculum Theory and Classroom Practi@etober, 16, Bergamo, Italy.

Amir, T.A. (2006). A trust crisis Al Hasharon Magazinel™ September, 26-27.

and directions for future reseatetiucational Psychology Reviehi(4), 327-358.

Anderson, L.W. (2004)ncreasing Teacher Effectiveng2nd ed.) Paris: UNESCO, International Institute
for Educational Planning. Retrieved orf'Zictober 2015 from: http://doc-aea.aide-et-
action.org/data/admin/increasing_teacher_effectigeipdf.

Argyris, C. (2000). The relevance of actionablewtedge for breaking the code. In M. Beer and Nhifig
(Eds.),Breaking the Code of Chan@ap. 415-428). Boston, MA: Harvard Business Scirralkss.

Bar-Lev, E. (2006)Teacher-student relationship and school climédeaeli: Ministry of Education,
Department of Professional Development.

Bar-On, R. (2006). The Bar-On model of Emotionatigbintelligence (ESI)Psicothemal8 (sup) 13-25.

Bar-On, R. (2007)How important is it to educate people to be emdilgrintelligent, and can it be done? In
R. Bar-On, J.G. Maree, & M.J. Elias (Ed&€}ucating People to Be Emotionally Intelligepp(1-
14). Westport, CT: Praeger,

Benbenishti, R., Astor, R.A., & Marachi, R. (2008pping with violence in the education systéfiMeeting
Point for Social-Educational Work, 19-44.

Birch, S.H., & Ladd, G.W. (1998). Children's interponal behaviors and the teacher-child relatignshi
Developmental Psychology, 34 (934-946.

Boyatzis, R.E. (1998)ransforming Qualitative Information: Thematic Aysis and Code Development.
London: Sage.

Boyatzis, R.E. (2007). Developing emotional ing#ince through coaching for leadership, professiand
occupational excellence. In R. Bar-On, J.G. Mared & Elias (Eds.)Educating People to Be
Emotionally Intelligen{pp. 155-168). Westport, CT: Praeger,

Boyatzis, R.E. (2009). Developing emotional, sq@ald cognitive intelligence competencies in mamage
and leaders in educational settings. In M. Hughlds, Thompson & J.B. Terrell (Edsiandbook
for Developing Emotional and Social IntelligencesBPractices, Case Studies, and Strategips (
359-378) San Francisco, CA: Pfeiffer

Boyd, M. A. (2005).The emotional intelligence of teachers and stud@aiseptions of their teachers’
behaviors in the classroaroctoral dissertation, Indiana University of Pgyimania, 2005.
Dissertation Abstracts International, 66, 898.

ISSN 2073-7629
© 2016CRES Special Issue Volume 8, Number 1, April 2016 | 89



Brackett, M.A. and Katulak, N.A. (2006). Emotiomatelligence in the classroom: A skill-based tramior
teachers and students. In J. Ciarrochi & J.D. Mékes.),Improving Emotional Intelligence: A
Practitioner's Guid€pp.1.27). New York: Psychology Press.

Brackett, M.A., Alster, B., Wolfe, C.J., Katulak,AN, & Fale, E. (2007). Creating an emotionallyeitigent
school district: A skill-based approach. In R. Bam; J.G. Maree, & M.J. Elias (EdsBducating
People to Be Emotionally Intelligefp. 123-138)Westport, CT: Praeger.

Brackett, M.A., Patti, J., Stern, R., Rivers, SHbhertson, N.A., Chisholm, C., & Salovey, P. (2R09
sustainable, skill-based approach to building eomatily literate schooldn M. Hughes, H.L.
Thompson, & J.B. Terrell (EdsHlandbook for Developing Emotional and Social Ingelhce: Best
Practices, Case Studies, and Strate@ms 329-358). San Francisco, CA: Pfeiffer.

Cavins, B. J. (2005) he relationship between emotional-social intelige and leadership practices among
college student leadergd.D. Ohio: Bowling Green State University.

Cherniss, C. & Adler, M. (2000Rromoting Emotional Intelligence in Organizatiorduidelines to Help You
Design, Implement, and Evaluate Effective Prograiexandria, VA: ASTD Press.

Cherniss, C. & Goleman, D. (2001). Training for ¢immal intelligence: A model. In C. Cherniss, and D
Goleman (Eds.)The Emotionally Intelligent Workplace: How to Seler, Measure, and Improve
Emotional Intelligence in Individuals, Groups andy@nizations pp. 209-233). San Francisco, CA:
Jossey-Bass,

Cherniss, C., Goleman, D., Emmerling, R., Cowan&KAdler, M. (1998). Bringing emotional intelliger
into the workplace: A technical repofthe Consortium for Research on Emotional Intellggeim
Organizations Retrieved on 290ctober 2015 from: http://www.eiconsortium.org/
pdf/technical_report.pdf.

Cohen, J. & Sandy S. (2007). The social, emotiandlacademic education of children: Theories, goals
methods and assessments. In R. Bar-On, J.G. M&ande]. Elias (Eds.)Educating People to Be
Emotionally Intelligen{pp. 63-78)Westport, CT: Praeger,

Cohen, J. (1999). Social and emotional learning gad present: A psychoeducationl dialogue. Inahed
(Ed.), Educating Minds and Hearts: Social Emotional Leaghand the Passage into Adolescence
(pp. 3-23). New York, NY: Teachers College Press.

Cohen, J. (2006). Social, Emotional, ethical, acetlamic education: Creating a climate for learning,
participation in Democracy, and Well-Beirtdgarvard Educational Review6(2), 201-237.

Cohen, J. 2001: Social and emotional educatione Concepts and practices. In J. Cohen (&djing
Classrooms/Intelligent Schools: The Social Emoti@dcation of Young Childrefpp. 3-29). New
York, NY: Teachers College Press.

Corcoran, R. & Tormey, R. (2010). Teacher educagomotional competencies and development education
Procedia Social and Behavioral Sciencg®), 2448-2457.

Cotezee, M. & Jensen, C. (200Emotional Intelligence in the Classrooirhe Secret of Happy Teachers.
Cape Town: Juta & Co.

Day, C., Sammons, P., Stobard, G., Kington, A., & Q. (2007)Teachers Matter: Connecting Lives, Work

ISSN 2073-7629
© 2016CRES Special Issue Volume 8, Number 1, April 2016 | 90



and Effectivenes®erkshire: Open University Press.

Drew, T.L. (2006).The relationship between emotional intelligence siudlent teacher performance
Doctoral dissertation, University of Nebraska.

Durlak, J.A., Weissberg, R.P., & Pachan, M. (20E0jneta-analysis of after-school programs that seek
promote personal and social skills in children addlescentsAmerican Journal of Community
Psychology45(3-4), 294-309

Elias, M.J., Zins, J.E., Weissberg, R.P., Frey, K@eenberg, M.T., Haynes, N.M., ...Shriver, T.Rq1).
Promoting Social and Emotional Learning: Guidelifes EducatorsAlexandria, VA: ASCD.

Fer, S. (2004). Qualitative evaluation of emotidn&tlligence in-service program for secondary stho
teachersThe Qualitative Repor(4), 562-588.

Freedman, J. and Jensen, A. (2008). A case fotiemabintelligence in our schoolSix seconds: The
Emotional Intelligence NetworkRetrieved on 28 October 2015 from:
http://www.6seconds.org/pdf/case_for_EQ_school/pdf

Fullan, M.G. (2002). Principals as leaders in durel of change. Paper prepared forHaeicational
Leadership JournalSpecial Issue, May.

Goleman, D. (1995Emotional IntelligenceNew York, NY: Bantam Books

Goleman, D., Boyatzis, R. & McKee, A. (200Primal Leadership: Realizing the Power of Emotional
Intelligence.Boston, MA: Harvard Business School Press.

Gottlieb, D. (2009)Training Teachers to Handle Violence: Policy Papdomitted to the Israeli Ministry of
Education, July.

Hargreaves, A. (1998). The Emotional practice atheng.Teaching and Teacher Educatjd#(8), 835-854.

Hargreaves, A. (2001a): Emotional geographiesaxftimg.Teachers College Recqrtl03(6), 1056-1080.

Hargreaves, A. (2001blearning to Change: Teaching Beyond Subjects aadd@tds San Francisco, CA:
Jossey-Bass.

Haskett, R. (2003Emotional intelligence and teaching success in @iglducation Doctoral dissertation.
Indiana University.

Hassan, N., Hayati md Jani, S., Mat Som, R. Zahié Hamid, N. & Azmaniza Azizam, N. (2019)he
Relationship between Emotional Intelligence andciesy Effectiveness among Lecturers at
Universiti Teknologi MARA, Puncak Alam, Malaysidnternational Journal of Social Science and
Humanity, 5(1), 1-5.Retrieved ofi"November 2015 from: http://www.ijssh.org/paper&/41
HO0001.pdf.

Haynes, N.M. (2007). The Comer School Developmeoagfam: A pioneering approach to improving social,
emotional and academic competence. In R. Bar-@1Mharee and M.J. Elias (EdsBducating
People to Be Emotionally Intellige(p. 95-108). Westport, CT: Praeger.

Hwang, F.F. (2007)The Relationship between emotional intelligencetaadhing effectivenesbBoctoral

dissertation. Kingsville: Texas A&M University.

ISSN 2073-7629
© 2016CRES Special Issue Volume 8, Number 1, April 2016 | 91



Jennings, P.A. and Greenberg, M.T. (2009). Thespimal classroom: Teacher social and emotional
competence in relation to student and classrooromgs Review of Educational Researd®(1),
491-525.

Jennings, S. and Palmer, B.R. (2007). Enhancirgg ssrformance through emotional intelligence
developmentOrganizations and Peoplé4(2), 55-61.

Kaufhold, J.A. & Johnson, L.R. (2005). The analysishe emotional intelligence skills and potential
problem areas of elementary educatBucation 1254), 615-626.

Kfir, D. & Ariav, T. (2008). An overview: The teaehtraining crisis — Characteristics and suggestfon
improvement. In D. Kfir and T. Ariav (Eds.Jhe Crisis in Teacher Education: Reasons, Problems
and Possible Solutionderusalem: Van-Leer Institute.

Lennick, D. (2007). Emotional competence developnaed the bottom line: Lessons from American
Express financial advisors. In R. Bar-On, J. G.é&aand M.J. Elias (EdsBducating People to Be
Emotionally Intelligen{pp. 199-210)Westport, CT: Praeger.

Lior, G. 2008: The Ombudsman attacks: the levadafcation is decreasingedioth Aharonot23¢, May.

Maree, J.G. & Mokhuane, Q.E. (200F)rst steps in developing a community-based teaichating program
designed to educate children to be emotionalljlligest. In R. Bar-On, J.G. Maree, & M Hlias
(Eds.),Educating People to Be Emotionally Intelligépp. 139-154)Westport, CT: Praeger,

Mayer, J.D. and Salovey, P. (1997). What is emaliantelligence? In P. Salovey & D. Sluyter (Eds.),
Emotional Development and Emotional Intelligencdu&ational Implicationpp. 3-31) New York,
NY: Basic Books.

McCown, K., Jensen, A.L. & Freedman J. (2007). $B#H-Science approach to social-emotional learrimg.
R. Bar-On, J.G. Maree and MBlias (Eds.)Educating People to Be Emotionally Intelligépp.
109-122) Westport, CT: Praeger.

Morris, E. & Casey, J. (2008peveloping Emotionally Literate Stuff: A Practicauide.London: Paul
Chapman.

Mugno, D. & Rosenblitt, D. (2001). Helping emotidigavulnerable children: Moving towards empathic
orientation in the classroom. In J. Cohen (E@gring Classrooms, Intelligent Schools: The Social
Emotional Education of Young Peog. 59-76) New York, NY: Teachers College Press.

Multi Health Systems (2006T.he EQ-i: Certification and Training Workbodkorth Tonawanda, NY: Multi-
Health Systems, Inc.

Neale, S., Spencer-Arnell, L., & Wilson, L. (200B)motional Intelligence Coaching: Improving
Performance for Leaders, Coaches and the Individuahdon: Kogan Page.

Nias, J. (1996). Thinking about feeling: The emwtio teachingCambridge Journal of EducatioB6(3),
293-306.

Nodding, N. (1992)The Challenge to Care in School: An Alternative ypph to EducationNew York, NY:

Teachers College Press.

ISSN 2073-7629
© 2016CRES Special Issue Volume 8, Number 1, April 2016 | 92



Palomera, R., Fernandez-Berrocal, P. and Bradidett, (2008). Emotional intelligence as a basic
competency in pre-service teacher training: Sondeece.Electronic Journal of Research in
Educational Psycholog$(2), 437-454.

Patton, M.Q. (1990Qualitative Evaluation and Research Methd&sd ed.). Newbury Park, CA: Sage.

Perry, C. and Ball, I. (2005). Emotional intelligenand teaching: Further validation eviderissues in
Educational Resear¢chi5(2), 175-192.

Perry, C. and Ball, I. (2007). Dealing construdiyweith negatively evaluated emotional situatiohbe key
to understanding the different reactions of teasheéth high and low levels of emotional intelligenc
Social Psychology of Education, (4, 443-454.

Pianta, R.C. (2006). Classroom management andomethips between children and teachers: Implication
for research and practice. In C.M Everston and @/@&nstein (Eds.)Handbook of Classroom
Management: Research, Practice and Contemporanepp. 685-710)Mahwah, NJ: Lawrence
Erlbaum Associates.

Ramana, T. V. (2013). Emotional Intelligence arather effectiveness- an analyaisice of Research
2(2),19-22.

Sala, F. (2002). Do programs designed to increas#ional intelligence at work —worl program
evaluation, Consortium for Research on Emotion#dlligence in OrganizationgRetrieved from
http://www.eiconsortium.org/pdf/ mastering_ emotbnintelligence_program_eval.pdf.

Salovey, P. & Mayer, J.D. (1990). Emotional IngginceIntegration, Cognition and Personaljt9(3), 185-
211.

Sanchez-Alvareza, N., Extremera, N., & Fernandeze®al, P. (2016). The relation between emotional
intelligence and subjective well-being: A meta-gtialinvestigationThe Journal of Positive
Psychology: Dedicated to furthering research andnpoting good practicel1(3), 276-285.

Schon, D. (1983)The Reflective Practitioner: How Professionals kiim Action London: Temple Smith.

Shahinzadeh, M. & Barkhordari Ahmadi, M. (2015u@t the relationship between emotional intelligence
and academic achievement of school studémtademic Journal of Psychological Studié), 190-
198.

Shavit, Y. & Blank, C. (2011). SchoBliscipline and Scholastic Achievement in Israelli®oPaper.Tel-
Aviv: Taub Center for Research of Social Policydrael.

Siegling, A., Nielsen, C. and Petrides, K. (20I4xit emotional intelligence and leadership in adpean
multinational companyPersonality and Individual Differences, ,65-68.

Slaski, M. & Cartwright, S. (2003). Emotional irligence training and its implications for stressalth and
performanceStress and Healtl,9(4), 233-239.

Smith, H. & Pniel, O. (2003). A survey of IsraagathersPanim: Quarterly for Society, Culture and
Education 24 (Spring, 77-88.

Split, J.L., Koomen, H.M.Y., & Thijs, J.T. (201T)eacher wellbeing: The importance of teacher-studen
relationshipsEducational Psychology Review,(2R 457-477.

Stein S.J. & Book, H.E. (2000yhe EQ Edge- Emotional Intelligence and Your Succe3$sronto: MHS.

ISSN 2073-7629
© 2016CRES Special Issue Volume 8, Number 1, April 2016 | 93



Stronge, J.H. (2007Rualities of Effective Teache(®™ Ed.). Alexandria, VA: ASCD.

Sutton, R.E. & Wheatley, K.F. (2003). Teachers’ o and teaching: A review of the literature

Tal, K. (2005).Emotional Intelligence: Theory and Implementatidal Aviv: Mofet.

Weare, K. & Gray, G. (2003yhat Works in Developing Children’s Emotional amti8l Competence and
Well-Being?Research Report No. 456,, Notingham: DepartmenEéurcation and Skills - DIES.

Weber, R.P. (1990Basic Content Analysi2nd ed.). Newbury Park, CA: Sage.

Wenger, E. (1998 Communities of Practice: Learning, Meaning and kitgnCambridge: University Press.

Wols, A., Scholte, R.H.J. & Qualter, P. (2015). ffrective associations between loneliness and enabtio
intelligence Journal of Adolescence, 380-48.

Yogev, A. (2008). The Dovrat committee and the feitof teacher collegeb D. Kfir & T. Ariav (Eds.),The
Crisis in Teacher Education: Reasons, ProblemsRoskible Solution§p. 198-210)Jerusalem:

Van Leer Institute.

ISSN 2073-7629
© 2016CRES Special Issue Volume 8, Number 1, April 2016 | 94



