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Summary

This chapter is concerned primarily with emotional intelligence (EI) as it
relates to learning and achievement in an academic setting. It aims to as-
sist researchers, educators, and politicians alike to decide what aspects
of EI are worthwhile to promote and are possible to teach in school. We
first discuss the conceptualization of EI on which the present contribution
is based, and provide an overview of existing programs for fostering EI
in schools. Based on some major flaws we have identified in these pro-
grams, we present a framework of antecedents, “intelligent” processing,
and effects of academic emotions. Subsequently, a model for fostering EI
in academic learning and achievement situations is presented, and tangi-
ble instructional suggestions are provided. The chapter closes with impli-
cations for research and scholastic applications.
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11.1 INTRODUCTION

“I am not that good at emotions.” This real-life response is what a male stu-
dent wrote on the top of a questionnaire on academic emotions (emotions di-
rectly linked to academic learning, classroom instruction, and achievement;
see Goetz, Zirngibl, Hall, & Pekrun, 2003; Pekrun, Goetz, Titz, & Perry, 2002);
most likely as an excuse for not completing the survey (Molfenter, 1999). What
does it mean to “not be good at emotions”? How could we have prevented this
student from developing such poor judgment of his emotional self? With re-
spect to the first question, the student perhaps thought his knowledge about
emotions was too limited, that he was not aware of his own emotions, or that
he could not adequately deal with them. The latter question is also a difficult
one to answer. Perhaps, apart from socialization authorities such as parents, it
is the task of educational institutions to teach students knowledge and skills
concerning one of the most important areas of human functioning: emotions.1

11.2 CONCEPTUALIZATION OF EMOTIONAL
INTELLIGENCE

In light of the host of diverse conceptualizations of emotional intelligence (EI;
see Matthews, Zeidner, & Roberts, 2002), one must first decide on a definition
of this construct that is adequate to apply to learning and achievement. Studies
investigating EI in the classroom usually lack a theoretical framework (Zeid-
ner, Roberts, & Matthews, 2002), or do not explicate the bases for the choice
of their employed construct (cf. Cohen, 2001; Elias, Hunter, & Kress, 2001).
In choosing an adequate theory of EI for academic learning and achievement
situations, we considered the following criteria. The theory should:

1. be consistent with the cognitively referenced conceptualization of intelli-
gence (see Mackintosh, 2001; Sternberg, 1997),

2. need a minimal number of context-specific modifications and supple-
ments,

3. be suitable for operationalization and evaluation, and

4. be conducive to the development of intervention programs.

We consider Mayer and Salovey’s (1997; Salovey & Mayer, 1990) revised
ability model of EI to be particularly suitable for meeting Criteria 1 through
4. Consistent with standard conceptualizations of intelligence, Mayer and Sa-
lovey (1997) explicitly define EI as a mental ability concept (see also Chap-
ter 2 by Neubauer & Freudenthaler). Specifically, the authors integrate four
branches (i.e., facets) of emotional abilities in their model:

1For the pros and cons of emotion education in school, see Elias et al. (1997); Zeidner, Roberts,
and Matthews (2002). Concerning the promotion of emotional intelligence by parents, see
Martinez-Pons (1998).
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• Branch I: Perception, appraisal, and expression of emotion.
• Branch II: Emotional facilitation of thinking.
• Branch III: Understanding and analyzing emotions; employing emotional

knowledge.
• Branch IV: Reflective regulation of emotions to promote emotional and

intellectual growth.

For our conceptualization of EI, we focus on those aspects of this model that
appear to be most important within our framework that is explicitly interven-
tion oriented. These include (1) perceiving emotions (Mayer and Salovey’s
Branch I), (2) reflecting on emotions (knowledge about emotions; e.g., knowl-
edge about the causes of emotions, their manifestations and effects, as well as
knowledge about methods of emotion regulation, Mayer and Salovey’s Branch
III), and (3) managing one’s own emotions in the sense of being able to regulate
them (Mayer and Salovey’s Branch IV). We omit Mayer and Salovey’s Branch
II (emotional facilitation of thinking) because we think this aspect is less ap-
plicable for intervention. Overall, we thus define EI, within our framework,
as a person’s cognitive ability for the perception, reflection, and regulation of
emotions.

11.3 PROGRAMS FOR FOSTERING EMOTIONAL
INTELLIGENCE IN STUDENTS

At the time of writing, a literature search constrained to the German language
revealed only occasional, primarily practice-oriented publications concerning
the topic of EI at school (e.g., Hofer, 2000). However, Klauer’s research does
suggest some valuable techniques for the promotion of students’ “classical”
intelligence (see Klauer, 1988; Klauer & Phye, 1994). In the U.S.A., there have
been numerous practice-oriented publications on this topic since the 1990s
(for a description of intervention programs and their evaluation, see Zeidner,
Roberts, & Matthews, 2002), with most of these studies published in the con-
text of Social and Emotional Learning (SEL; Cohen, 1999, 2001).

SEL programs were developed in response to an increasing body of research
showing that children’s and adolescents’ socio-emotional competencies are
important to foster (cf. the terms social and emotional literacy, Cohen, 2001;
(Elias et al., 1997)). It has been further acknowledged that these competencies
need to be taught in educational institutions, above all, in our schools (Mayer
& Salovey, 1997). SEL is a comprehensive approach that attempts to encom-
pass numerous, rather heterogeneous, approaches. Typical SEL programs in-
volve social skills training, cognitive-behavioral modification programs, self-
management and conflict-solving programs, general promotion of problem-
solving skills, and also prevention programs against suicide, drug abuse, and
violence (see Elias et al., 2001; Topping, Holmes, & Bremner, 2000).

Due to the popularity of EI in the past 10 years, many of the SEL programs
in wide-spread use in the U.S.A. have post-hoc been declared as EI programs,
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despite not having been explicitly developed for the promotion of EI. Never-
theless, many of these programs do address some of the pivotal components of
EI. Zeidner, Roberts, and Matthews (2002) list six central aspects of programs
for the promotion of EI:

1. Problem solving—a term used extensively in the context of SEL and EI
programs that is partially related to aspects comprising Points 2 to 6 be-
low (i.e., it encompasses multiple ways of solving problems or the ability
to take someone else’s perspective; e.g., ICPS [I can problem solve] pro-
gram, Shure & Glaser, 2001);

2. Perception and understanding of emotions in oneself and in others;

3. Controlling of impulses;

4. Emotion regulation;

5. Coping with stress and negative emotions; and

6. Being able to take someone else’s perspective (i.e., empathy).

The degree to which these programs actually foster EI is dependent on the
underlying definition of the construct. Very few programs, however, have ex-
plicitly been designed to foster EI (e.g., the PATHS program [Promoting Alter-
native Thinking Strategies]; Greenberg, Kusche, Cook, & Quamma, 1995).

EI programs can also be distinguished as being either intra- or extracurric-
ular in nature. Intra-curricular programs integrate socio-emotional learning
into classroom activities by promoting the idea of dealing with the emotion-
oriented aspects of specific subject areas (Cohen, 1999). Works of literature,
art, or musical pieces are particularly suitable as starting points for discussions.
By contrast, extracurricular programs explicitly and exclusively deal with the
topic of socio-emotional learning outside the regular classroom setting.

From our perspective, existing programs for the promotion of EI in schools
have the following central problems:

1. The programs usually lack a clear definition of the construct of EI.

2. Evaluations are problematic because there are no adequate instruments
for the measurement of EI in a classroom setting (cf. the evaluation of
SEL programs; Elias et al., 1997).

3. In these programs, negative emotions, and how to deal with them, is al-
most exclusively the topic of discussion, with positive emotions seen as
irrelevant to coping. However, more recent findings show that positive
emotions—in spite of their predominantly positive effects—can in spe-
cific circumstances also have detrimental effects. When making a deci-
sion, for example, people in a positive mood may not take negative, albeit
important, aspects of a situation into account in order to maintain their
positive feelings (mood maintenance; for a critical discussion, see Aspin-
wall, 1998). Although selecting exclusively positive aspects can maintain
“pleasing” emotions in the short term, it may also lead to wrong deci-
sions, resulting in prolonged negative emotions in the long run.
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4. The question of whether EI may be emotion-specific, meaning that some-
one could be good at perceiving, reflecting on, or regulating certain emo-
tions (e.g., anger) and not others (e.g., anxiety), remains to be addressed.

5. This is also true for the question of EI being situation-specific (e.g., that
someone would be differentially skilled at regulating their emotions in
social vs. academic situations).

6. The confounding of maturation with external influences is also rarely
taken into consideration.

7. Theories and empirical findings of research on emotions are often over-
looked (e.g., findings on the phenomenology of emotions and on the ef-
fects of emotions on learning and achievement).

8. These programs predominantly address the importance of emotions in
social contexts, with the consequences of emotions on learning and
achievement remaining largely unexplored.

Overall, even though it is intuitively plausible that EI needs to be fostered
during school hours, existing programs lack persuading and operationalizable
theoretical frameworks. Consequently, as for their evaluation, many of these
programs lack clear, testable hypotheses. To make matters worse, we also lack
instruments for the assessment of students’ EI that are reliable, valid, and sen-
sitive to change. As such, in the drive to foster EI in students, practice appears
to have surpassed supporting research, making the results of these programs
theoretically questionable.

11.4 FRAMEWORK OF ANTECEDENTS, “INTELLIGENT”
PROCESSING, AND EFFECTS OF ACADEMIC
EMOTIONS

Our framework of antecedents, “intelligent” processing, and effects of acad-
emic emotions in a school setting is based on three central components that
are presented below.

11.4.1 Focus on Academic Emotions

The model is focused on a person’s academic emotions and is thus different
from other models of EI that are predominantly concerned with social emo-
tions (cf. models in the context of SEL; e.g., Elias et al., 1997). As mentioned
earlier, the literature on EI in schools almost exclusively deals with social as-
pects.2 In this chapter, we focus on the perception, reflection, and regulation
of academic emotions such as enjoyment of learning, hope for success in an
exam, and boredom during instruction.

2For example, classroom climate or social competence (Cohen, 2001) and the assessment of
intra- and interpersonal aspects of emotional intelligence with the BarOn Emotional Quotient
Inventory (BarOn EQ-i; Bar-On, 1997).
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Figure 11.1 Antecedents, “intelligent” processing, and effects of academic emotions.

11.4.2 Integration of Emotional Intelligence Into the Emotion Research
Tradition

It is interesting to note that models and theories of EI rarely refer to previous
findings from the emotion research tradition (cf. Mayer, Salovey, & Caruso,
2002). Standard works in emotion psychology, which are central in terms of
both content and research heuristics (e.g., Frijda, 1998; Scherer, 1984), are rarely
cited in the literature on EI. However, knowledge concerning taxonomies and
the phenomenology of emotions is highly applicable to the study of perception
and regulation of emotions. Moreover, without a fundamental knowledge of
the achievement-related effects of specific emotions, their regulation toward
achievement goals is impossible. Within our framework, we deliberately inte-
grate EI into an existing model from the emotion research tradition.

11.4.3 Emotion-Focused Regulation

Following the classical coping literature (e.g., Lazarus & Folkman, 1984), one
can differentiate between two basic types of regulatory processes: emotion-
focused and problem-focused regulation. The first refers to the direct regu-
lation of one’s own emotions, the latter to the goal-directed modification of
emotion-inducing circumstances (e.g., leaving or restructuring the situation).
Basically, both emotion- and problem-focused regulation are applicable in a
classroom setting and may be used alternatively, or in parallel, depending
on the situation. In our model (depicted in Figure 11.1), we concentrate on
emotion-focused regulation processes.
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The model presented in Figure 11.1 is based on Pekrun and colleagues’
framework that incorporates the antecedents and effects of academic emotions
(Pekrun, 2000; Pekrun et al., 2002) and integrates our described conceptualiza-
tion of EI with that outlined by Mayer and Salovey (1997). In this model, vari-
ables concerning the social environment are primarily conceptualized as emo-
tional antecedents. At the same time, emotions are also assumed to influence a
person’s social environment. Previous exploratory and confirmatory analyses
(structural equation models) confirm relationships between the social environ-
ment and students’ emotional experiences as postulated in our model (Goetz,
2004; Titz, 2001). A cognitive-motivational model (Pekrun et al., 2002) provides
the theoretical basis for understanding the effects of emotions on learning and
achievement. Specifically, this model suggests that emotions affect students’
motivation, quality of learning strategies, and the mobilization of cognitive
resources which, in turn, affect scholastic achievement (itself recursively af-
fecting emotions and aspects of the social environment).

The middle section of the model, emotions and their “intelligent” process-
ing, is considered to be a self-regulatory process closely intertwined with social
antecedents and the effects of emotions (on the topic of self-regulation in the
context of learning and achievement see Boekaerts, Pintrich, & Zeidner, 2000;
concerning EI as a self-regulatory process see Martinez-Pons, 2000, 2001). Ac-
cording to this model, emotionally intelligent behavior means applying one’s
cognitive abilities for perceiving and reflecting on emotion-related informa-
tion in learning and achievement situations, and regulating these emotions
in a goal-directed way. Perception represents the identification of one’s own
emotions related to learning and achievement situations (e.g., anger about
overly difficult tasks); reflection refers to knowledge about these emotions
(e.g., knowledge about their positive or negative consequences for learning
and achievement); and regulation stands for knowledge concerning the goal-
directed modification of one’s current emotion.

11.5 A MODEL FOR THE PROMOTION OF EI IN LEARNING
AND ACHIEVEMENT SITUATIONS

In this section, we present possibilities for the promotion of EI in the context of
learning and achievement situations at school (for increasing positive emo-
tions and decreasing negative emotions in students during instruction, see
Astleitner’s Fear, Envy, Anger, Sympathy, and Pleasure [FEASP] approach,
2000). We refer to the conceptualization of EI as described above and out-
line a model that focuses attention on the three components of EI (perceiving
emotions, reflecting on emotions, and regulating emotions) comprising our
theoretical framework (see Section 11.4). This model allows for numerous im-
plications and should be seen as a heuristic for the development of EI-based
intervention and promotion programs. Figure 11.2 shows a model incorpo-
rating facets of expectancy-value theory that originates from the motivational-
psychological research tradition (Atkinson, 1957, 1964).
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Figure 11.2 A model for the promotion of EI in learning and achievement situations.

In this tradition, it is typically argued that motivation is based on subjec-
tive appraisals of the probability of action outcomes and the values of these
outcomes. These two aspects are assumed to be multiplicatively combined,
implying that both components have to be above some minimum level for
motivation to arise. Following this approach, our model considers subjective
perceptions of control and value of emotions as antecedents of the motiva-
tion to enhance EI. According to this model, students’ EI can be fostered by
teaching them both knowledge and methods of regulation concerning emo-
tional experiences, while making clear to them at the same time that emotional
experiences are valuable and controllable. The students’ levels of EI, in turn,
recursively affect their subjective perceptions of control and value. Further, the
content of instruction is dependent on the level of EI among the students in a
given class.

The instructional content of EI training programs can generally be taught
by all socialization authorities, including teachers, parents, and peers, but also
the media (on the promotion of EI by teachers, see Mayer & Salovey, 1997;
Zins, Travis, & Freppan, 1997; on the promotion by parents, see Martinez-Pons,
1998). As such, we suggest possibilities for the promotion of students’ EI at
school, focusing exclusively on individuals’ academic emotions in the scholas-
tic environment, and specifically the promotion of students’ EI as pertaining to
emotion-focused regulation (see above). Corresponding to our model (Figure
11.2), our discussion also concerns the following: (a) knowledge about acad-
emic emotions, (b) knowledge of affective self-regulation, (c) perceived con-
trollability of emotions, as well as (d) perceived value of emotions related to
learning and achievement situations. Because previous programs for the pro-
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motion of EI have been poorly integrated into the emotion research tradition,
we will also attempt to highlight potentially related points and cross-linkages
with research on emotions and clinical psychology.

11.5.1 Teaching Knowledge About Academic Emotions

Having knowledge about emotions related to learning and achievement is
helpful for their regulation. In the following sections, we list core components
of this knowledge that can be imparted during instruction and scholastic in-
teractions directed toward the promotion of EI.

Definition of emotions related to learning and achievement. First, it can be
discussed with students what the phenomenon of emotion actually represents.
Within the numerous definitions of emotions (see Van Brakel, 1994), compo-
nent theories or definitions are highly applicable, with knowledge concerning
the differential components of emotions contributing to a multi-dimensional,
and thus differentiated, perception of emotions. Scherer (1993), for example,
suggests the following five components of emotions: cognition, physiology,
motivation, motor expression, and affect. Selected emotions can be discussed
in terms of these components. To this end, individually experienced emotions
described in interviews from emotion research (e.g., Titz, 2001) can be used.
Conducting sample interviews with students based on existing interview man-
uals may also be considered (e.g., Kusche Affective Interview Revised, KAI-R;
Kusche, Greenberg, & Beilke, 1988). After a general definition of emotions on
the basis of their components, subsequent discussions may involve a greater
focus on academic emotions specifically.

Extension of the emotion vocabulary. Included in the descriptive knowledge
of emotions, one’s understanding of emotion-related terminology appears to
be an important subcomponent of EI. To be able to adequately talk about and
discuss emotions, it is necessary that students have a broad emotion vocabu-
lary. Thus, it is important to teach students a diverse vocabulary of emotion
words (e.g., adjectives like blithe, cheery, glad, or bright for the differentiated
description of the experience of joy). Extending students’ emotion vocabu-
lary is an important goal that can be incorporated into the study of nearly all
academic subjects. Particularly suitable are language-related courses and sub-
jects in the arts (music, art education) where the expression of emotions in
pieces of art or fictitious persons found in works of literature can be discussed.
An example for extracurricular teaching of emotional words is Greenberg’s
PATHS program (see also Kusche & Greenberg, 2001). In a subsection of that
program, students are taught approximately 35 affective states by means of
so-called “Feeling Units” where students learn emotion words in a hierarchi-
cal way, beginning with common emotions (e.g., happiness, sadness, anger)
and proceeding to more complex emotional experiences (e.g., jealousy, guilt,
pride).
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Mimicked and gesticulated representations of emotions and discussion of
their messages may also build a basis for extracurricular activities aimed at
extending students’ emotion vocabulary. For example, a group of students
might be encouraged to express specific emotions through pantomime, while
their classmates try to figure what they mean. In another exercise, two stu-
dents might act as politicians discussing a certain topic, with the audience
taking notes on their impressions of the emotional experiences of the actors.
Further, students could be given very specific emotion words (like hope, ten-
derness, loneliness, rage) which they should assign to pictures. Extensive ma-
terial from emotion research is applicable to this end (e.g., Facial Action Cod-
ing System [FACS], Ekman & Friesen, 1978; Emotional Facial Action Coding
System [EFACS], Friesen & Ekmann, 1984; Self-Evaluative Emotions Coding
System [SEECS], Geppert, Schmidt, & Galinowski, 1997; International Affec-
tive Picture System [IAPS], Lang, Bradley, & Cuthbert, 1995; see also pictures
and stories from the MSCEIT, Mayer et al., 2002).

Teaching emotion taxonomies. To be able to categorize emotions, it is im-
portant to teach students taxonomies of emotional experiences that reduce
complexity. Classic criteria for building emotion taxonomies are qualitative
aspects such as mood versus emotion (e.g., differentiating between “being in a
bad temper” vs. “being angry at something or someone”; see Abele, 1996),
as well as quantitative aspects like intensity (e.g., differentiating being en-
raged vs. being annoyed; see Ricci-Bitti & Scherer, 1986). For teaching emo-
tion taxonomies, educators can rely on classification schemes derived from
emotional research such as Plutchik’s (1980) circumplex model of basic emo-
tions, or other categorizations considering valence, expression, and physiolog-
ical activity (Ekman & Davidson, 1994) or their cognitive appraisal (Smith &
Ellsworth, 1985). Watson and Tellegen (1985) suggest a categorization of emo-
tions based on the dimensions of activation and valence. Using these dimen-
sions, emotions relevant for the context of learning and achievement can be
classified as follows: positive activating emotions (e.g., enjoyment, hope), pos-
itive deactivating emotions (e.g., relaxation, relief), negative activating emo-
tions, (e.g., anxiety, anger), and negative deactivating emotions (e.g., hopeless-
ness, boredom). A further categorization of emotions suggested by Pekrun et
al. (2002) categorizes emotions according to the dimensions of valence (pos-
itive vs. negative emotions), point of reference (task-related vs. self-related
emotions), as well as a temporal factor (process-oriented, prospective, and
retrospective emotions). Basically, such schemas can be starting points for
teaching the ability to categorize emotions. Emotion taxonomies can, for ex-
ample, be taught by asking students to work together to categorize various
emotions and to explain the criteria for their arrangement. Subsequently, their
taxonomies can be compared and contrasted with existing taxonomies from
the literature on emotions.

Knowledge about the effects of academic emotions on learning and achieve-
ment. For the goal-oriented regulation of emotions, it is helpful for students
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to have personal goal statements about their emotional experiences. As pointed
out by Boekaerts (1999), the choice of goals is a prerequisite of self-regulation.
To this end, students can be advised to make up their minds about their emo-
tional goals (i.e., desirable emotional experiences) before they start regulating
their emotions. In academic settings, this means that it is beneficial for students
to know about the consequences of specific emotional experiences for learning
and achievement; for example, how positive and negative emotions influence
the way they think and solve problems at school (on the effects of moods and
emotions on thinking and problem solving, see Ellis & Ashbrook, 1988; Fiedler,
1988). Bases for discussing the effects of emotions on learning and achieve-
ment can be Pekrun et al.’s (2002) emotion taxonomy, which classifies the ef-
fects of emotions based on a 2× 2 factorial cross of the activation and valence
of emotions. Similarly, Pekrun et al.’s (2002) cognitive-motivational mediation
model, which outlines the effects of emotions on motivation/volition, learning
strategies, and cognitive resources, may be helpful.

11.5.2 Knowledge of Methods for the Self-Regulation of Academic
Emotions

Definition of emotional self-regulation. Before discussing the teaching of
knowledge and methods of emotional self-regulation, the term self-regulation
should be clarified and illustrated. Self-regulation can be seen as a form of
problem-solving in the sense of reducing the difference between the actual
value and the target value of a given internal state (Anderson, 2000; see also
Self-Regulation Scale of Emotional Intelligence [SRSEI], Martinez-Pons, 2001).
In this case, emotion-related self-regulation activities are directed towards
changing actual emotional states into target emotional states.

Teaching knowledge about methods of emotion regulation and their applica-
tion. Of the numerous potential methods for the regulation of emotions, we
review four in the present context. Emotion regulation in the context of learn-
ing and achievement can be understood as involving areas of research from
both the educational and clinical psychological domains. Emotion regulation
can take place, first, by means of a change of meta-levels (for meta-emotions
in the context of EI, see Gohm, 2003). In this respect, students can observe and
analyze their emotional experiences in a concrete situation. For example, if a
student feels ashamed during instruction, he or she can consider the potential
reasons for this emotion or analyze it in terms of its structural components. In-
specting an emotion at a meta-level may be helpful in order to distance oneself
from the emotion. On the other hand, clinical research suggests that meta-
levels of emotion may also be the starting point of a self-intensifying circle of
emotional experiences (e.g., phobophobia).

Second, students could also be taught a repertoire of relaxation techniques
(e.g., breathing techniques, autogenic training, and/or progressive muscle re-
laxation). This can be particularly helpful for the regulation of negative emo-
tions such as anxiety or anger.
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Third, positive self-instruction (self-communication) concerning the valence
and controllability of academic emotions should also be encouraged; factors
that can significantly influence one’s emotional experiences. Becoming aware
of the controllability of emotions, and meta-emotions, may be crucial for stu-
dents’ motivation to alter their emotional experience. When lacking control be-
liefs, a student can, for example, get excessively anxious over an increase in test
anxiety, especially if perceived as uncontrollable in nature. Moreover, meta-
anxiety due to a perceived lack of control can be more intense and thus even
more performance-inhibiting than the initial anxiety surrounding an exam.

Finally, students should try to reduce their subjectively experienced work-
play dichotomy (Covington & Wiedenhaupt, 1995). For example, if a student
gets angry during her mathematics homework because a problem is hard to
solve, she can try to deliberately see the problem as a game.

11.5.3 Teaching That Academic Emotions Are Controllable

The development of subjective perceptions of control related to emotions is
very important for the promotion of students’ EI (for a developmental-psycho-
logical examination of subjective perceptions of control related to emotions,
see Stegge & Terwogt, 1998). Emotional control beliefs significantly determine
the interpretation of previous emotional experiences. For example, intense
anger surrounding a previous exam can simply be interpreted as uncontrol-
lable, or as a result of poor self-regulation of this potentially controllable emo-
tion. Such interpretations influence subsequent emotional goals, expectations,
the application of emotion-regulation strategies, and in turn, future emotional
experiences (Covington, 1997). Subjective interpretations of preceding events
are far-reaching both within and outside an achievement context, as has been
shown in the literature on attribution theory (Möller & Köller, 1996; Weiner,
1985, 1995), and in the literature on learned helplessness and learned opti-
mism, respectively (Peterson, 2000; Seligman, 1991, 1993).

In terms of teaching the controllability of emotional experiences, methods of
attributional retraining (Perry, 1991; Schunk, 1984; Struthers, Perry, & Menec,
2000; Van Overwalle & De Metsenaere, 1990) can be adapted or used as a ba-
sis for instructional activities (on attributional emotion theories, see Weiner &
Graham, 1985). Specifically, emotion focused attributional retraining may help
students to interpret their previous emotional experiences as unstable and po-
tentially controllable in nature. As a starting point, students could be asked to
report about a recent exam and explore in detail the phenomenology of their
anxiety with respect to this exam, and also elaborate on possible reasons for
why they were anxious. Students’ attention can also be directed toward the
fact that they have not been equally anxious on other exams. Becoming aware
that one’s emotions need not be perceived as due to immutable, stable traits
will help students see that both negative and positive academic emotions may
be, in part, controllable (for an empirical examination of emotion-focused attri-
butional retraining in college students, see Hall, Perry, Chipperfield, Clifton,
& Haynes, in press).
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11.5.4 Teaching That Academic Emotions Are Valuable

According to the model depicted in Figure 11.2, students’ EI can be fostered
by developing or enhancing their subjective value beliefs concerning emotions
through corresponding instructional activities. To do so, in the class room, the
importance of emotions to subjective well-being (Ekman & Davidson, 1994;
Goleman, 1995) and to one’s quality of life should be stressed (for discussion
of subjective well-being in the context of positive psychology, see Seligman &
Csikszentmihalyi, 2000). Experiencing positive emotions is an essential com-
ponent within most modern definitions of subjective well-being (Diener, 2000).
What matters is not the intensity of positive emotions (overwhelming emo-
tions), but their frequencies of occurrence. Thus, subjective well-being is ex-
perienced when positive emotions are predominant over time. In the class-
room context, asking students about what is really important in life could lead
to topics such as well-being and positive emotional experiences, and serve to
highlight the value of emotional experiences both within and outside school.
Starting points for a discussion could also be a proverb or a statement such
as “That we call Good which is apt to cause or increase pleasure, or diminish
pain” (Locke, 1690/1975, p. 2).

It is also important to point out to students the significance of emotions for
communication processes at school (see Andersen & Guerrero, 1998; on the
significance of emotions in nonverbal communication with numerous exam-
ples, see also Molcho, 2001). To this end, students can be instructed to engage
in role playing, in which they ask each other simple questions like “What are
you doing?” with different emotional undertones. Students will experience
that the same sentence can be interpreted as expression of interest, as curiosity,
as reproach or as derision. According to the emotional undertone of the ques-
tioner, the answers may be quite different in content (e.g., normal answer, lie,
justification) and emotional reaction (e.g., neutral, pride, anger, anxiety).

Finally, the importance of emotions for the quality of learning and achieve-
ment might be demonstrated to students (Pekrun et al., 2002). Teachers could
ask them to imagine the learning process of a happy, proud, bored, anxious, or
hopeless person and to estimate the quality of learning and achievement out-
comes for each of these persons. Differences in motivation, learning styles,
and activation of internal and external resources (e.g., effort as internal re-
source and seeking help as external resource) can be the focus of discussion. In
addition to the value of emotions in the scholastic environment, the value of
emotions outside school can be discussed with the students. Popular scientific
publications on EI provide numerous issues for discussion (on emotions and
occupational success, see Caruso & Wolfe, 2001; Goleman, Boyatzis, & McKee,
2003). An achievement-related situation outside school is, for example, a job
interview. A possible starting point for a discussion could be the following sit-
uation: There are two job candidates of equal gender, comparable age, and the
same high school grades. In the process of generating additional arguments
for employing the one person over the other, students will likely suggest qual-
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ities like sympathy, openness, and the expression of optimism and positive
emotions.

11.6 IMPLICATIONS FOR RESEARCH AND PRACTICE

Based on the preceding models and concepts, we discuss the central implica-
tions of EI for researchers and practitioners in the passages that follow.

11.6.1 Becoming More Aware of the Relevance of EI for Achievement

Promoting EI is by no means considered important in all societies (Zins, Elias,
Greenberg, & Weissberg, 2000). For researchers and practitioners alike, it is
important to discuss the relevance of EI for learning and instruction in school.
From an achievement-oriented perspective, it is only important to identify and
regulate emotions related to academic achievement. Thus, when arguing in
favor of the significance of EI in the classroom, the importance of emotional
experiences for learning and achievement should play a major role.

11.6.2 Linking EI with the Psychology of Emotions

It is striking that the literature on EI rarely refers to theories and findings from
the psychology of emotions (Mayer et al., 2002). We would like to encour-
age researchers to integrate knowledge from the field of research on emotions
into ongoing research on EI. Conversely, the psychology of emotion should
consider incorporating some aspects that are relevant for EI in an academic
setting. For example, we still lack knowledge about the differential effects of
specific emotions on scholastic learning and achievement, even though this is
a central issue for the goal-directed regulation of students’ emotions.

11.6.3 Linking EI with Clinical (Child) Psychology

In the context of EI, emotion regulation may be seen to form a central interface
with clinical psychology. While many branches of psychology have developed
theories on emotions (primarily the discipline of general psychology), it was
almost exclusively in clinical research in which diverse techniques for their reg-
ulation were explicated and encouraged. Those techniques are, for example,
anger management methods (Howells & Day, 2003), aspects of rational emo-
tive behavior therapy (Ellis, 2002), and focusing oriented therapy (Gendlin,
1991, 1997). These methods, most of which have been developed for patholog-
ical samples, could be rather easily adapted for use in an academic context for
the promotion of EI in students. In an academic setting, findings from research
on clinical child psychology could also be incorporated, for example, the Anti-
Stress-Training for Children (Hampel & Petermann, 1998; Meichenbaum, Turk,
& Burstein, 1975).
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11.6.4 Developing Age-Specific Materials

The psychology of emotion provides an extensive array of materials suitable
for fostering EI in schools (see above). However, these materials would have
to be adapted for specific age groups. For example, emotion pictures used
in the context of research on emotions (e.g., the Facial Expression Analysis
Tool [FEAT], Kaiser & Wehrle, 1994) could be used in developing age-specific
materials for the extension of emotion-related vocabulary. Complexity of the
emotions depicted in the pictures might depend on the age-group that the ma-
terials are developed for. The affectmeter, often used in research on work sat-
isfaction, could also be tailored to illustrate emotions to younger students in
particular (on the utilization of the affectmeter in the context of emotion re-
search in schools, see Helmke, 1993).

11.6.5 Teaching Components of EI Step-by-Step

Because perception and reflection of emotions are key aspects of emotion reg-
ulation, these two aspects should be taught to students first, before concrete
regulation techniques are dealt with. Similar to other self-regulation models,
extensive knowledge is a necessary condition for the successful development
of emotional regulation processes (see the hierarchical structure of Boekaerts’s,
1999, self-regulation model).

11.6.6 Training Teachers

The promotion of EI at school should be integrated into teacher training at
universities, and become a module for advanced training for active teachers.
Teachers need a comprehensive repertoire of knowledge and methods, as well
as expertise in teaching EI in situations of learning and achievement (Zeidner,
Roberts, & Matthews, 2002). Multiplier programs could be an effective method
for implementing this knowledge. For example, school principals or selected
teachers could attend training sessions on encouraging EI in their students
and then act as multipliers, passing their knowledge on to their colleagues, or
teachers from other schools, while also exchanging experiences in the applica-
tion of these skills.

11.6.7 Developing Instruments for the Assessment of EI That Are Age-
and Subject-Specific

There is a lack of appropriate instrumentation for the evaluation of programs
fostering EI. Because of the complexity of the construct of EI, it would make
sense to generate instruments that are suitable for the evaluation of sub-goals
for its promotion. Such an instrument might exclusively assess an individual’s
emotion vocabulary, or comprise a knowledge test on the intensity of certain
components of specific emotions.
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11.7 CONCLUSION

As the necessity of fostering students’ EI makes intuitive sense, a number of EI
promotion programs have been conceptualized and realized. However, most
of these programs lack a theoretical and scientifically sound basis. It appears
that in the realm of academic EI, practitioners have surpassed researchers in
developing EI programs without the empirical data required to support and
guide such initiatives. As most EI promotion techniques appear to have lit-
tle or no scientific basis, we recommend that such programs be viewed with
greater skepticism. In the present chapter, we presented a theoretical model for
the promotion of EI in an academic setting, embedded in a larger framework
of antecedents, “intelligent” processing, and the effects of academic emotions.
While this theoretical foundation can initiate the theory-directed development
of EI promotion programs, the evaluation of such initiatives is limited due to
the need for corresponding assessment tools. Consequently, the development
of instruments for assessing the effectiveness of EI promotion programs, with
respect to theoretically derived subcomponents of EI, is critical to the future
success of training programs aimed at fostering emotional intelligence in the
classroom.
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