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The emotional profile of university students has been related to both academic performance and professional success. Such evidence
has led higher education professionals to ask whether students can be trained in emotional skills at university stage. However,
learning specific emotional skills requires a considerable investment of time from students. This paper presents an intervention
aimed at developing emotional skills through interdisciplinary teamwork, without adding specific courses that could decrease the
time that students devote to their core studies. The results indicated that working in interdisciplinary teams improved the level of
emotional skills without hindering the attainment of academic objectives.

1. Introduction

1.1. Emotional Skills and the Professional World. The business
world has long been interested in the characteristics or abil-
ities of professionals that improve a company’s performance.
In response to this interest, research on the skills of successful
employees has been conducted. In their analyses of these
skills, various authors [1–6] have concluded that general and
emotional intelligence (EI) and personality factors are part
of the complex network of skills required to successfully
perform professional activities.

Researchers such as Caruso and Salovey [7] andGoleman
[3] have theorized that EI contributes to the ability of
individuals to work effectively in teams and manage work
stress. EI can contribute to the quality of human relationships
in the workplace because emotions have communicative and
social functions: they pass on information regarding thoughts
and intentions and help facilitate social encounters [8].

EI seems to not only help improve the working envi-
ronment but also increase effectiveness at work. Numerous
studies support the relationship between emotional skills
and performance [9–15]. EI contributes to performance in
the workplace, enabling individuals to establish and cultivate

positive relationships, work effectively as part of a team, and
build social capital [3, 7]. Work performance often depends
on support, advice, and other resources provided by third
parties [16]. However, EI can also enhance performance by
enabling individuals to independentlymanage their emotions
to effectively address stress, perform efficiently under pres-
sure, and adapt to organizational changes [17].

1.2. Emotional Skills and the Academic World. The scientific
evidence presented in the previous section highlights the pos-
itive relationship between work and emotional skills. Given
that the university setting represents the stage that precedes
entrance into the world of work, scientists have wondered
about the possible relationships between emotional skills and
their influence in the university context.

Among the numerous studies that analyze the emotional
profile of university students, those that relate this profile
to academic performance [18–20], to gender [21, 22], to the
development of the emotional skills required by companies
[23, 24], or to burnout syndrome [25–27] stand out.

In addition, higher education professionals have asked
if training students in this type of skill is possible during
their time at university, given that one of the main objectives
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of universities is to promote employment and train highly
efficient professionals to address the needs of society [28].

The Bologna Declaration [29], which summarizes
approaches to the creation of a common European “space” of
higher education before 2010, emphasized the importance of
education (in terms of student acquisition of skills, abilities,
competencies, and values) by adopting a new methodology
oriented toward the learning of skills, including emotional
skills. Similarly, the Tuning Educational Structures in
Europe Project [28] develops professional profiles, learning
outcomes, and skills that are desirable in terms of generic
competencies related to each area of study. A number of
these competencies are closely related to EI. In fact, they
relate to individual capabilities with regard to expressing
one’s feelings and social skills, including interpersonal skills
and the ability to work in teams.

1.3. Improving the Emotional Skills of University Students.
Despite the large number of studies that analyze and support
the importance of EI in university students, few interventions
have focused on this kind of education. The reason may be
that, despite several studies that have encouraged interven-
tion [30–36], there has been reluctance to implement this
approach. This may be because topics not directly related
to the curriculum are difficult to introduce because of the
pressure to enhance academic performance [37].

Basically, there are two types of interventions aimed at
improving emotional skills: specific courses (or seminars)
that are separate from other courses and interventions inte-
grated into university teaching within existing courses.

It is clear that learning any subject requires time and
effort on the part of students. Learning emotional skills also
requires a considerable investment of time. Consequently, in
a study of psychology students, Oberst et al. [38] proposed
a series of seminars that were held in small groups and that
focused on students. These seminars promoted emotional
skills and EI through problem solving.The authors concluded
not only that universities require radical structural changes if
they are to include training in these skills but also that a sig-
nificant amount of time should be devoted to this endeavor.
The study by Bond and Manser [39] follows the same lines.
In this study, the first semester in certain technology degree
programs was modified to include a course on learning
emotional skills. The course focused on five dimensions,
of which self-consciousness was the only dimension that
improved in the intervention group. The authors explain
that the lack of improvement in the overall level of EI
was the result of the course’s short duration (15 weeks). In
addition, students complained about the excessive amount of
homework in relation to other courses.

EI intervention programs are often aimed at improving
specific characteristics of university students. In fact, Short
et al. [40] created a course in which coaching experts
provided advice to psychology students to promote well-
being, particularly during periods of increased academic
stress. As a result of the lectures and seminars, the level of
stress decreased in the studied groups, although the impact of
the lectures and seminars on academic performance was not

examined. Additionally, Yilmaz’s research [41] focuses on the
implementation of specific training for university students
to improve anger control. An EI course demonstrated its
effectiveness by significantly lowering anger levels among
these students.

Shek et al. [42] designed a class at the University of Hong
Kong titled “Tomorrow’s Leader,” which was based on the
positive youth development approach. This class, which was
included in the curriculum, promoted the intrapersonal abil-
ities of students and proposed different evaluation systems.
However, the impact of this class on the students’ main study
areas was not analyzed.

Dacre Pool and Qualter [43] analyzed an intervention at
an English university for students from different disciplines.
In this case, the intervention was designed as an optional 11-
week course for students in their second or third year. The
intervention was considered successful because it improved
the overall level of IE and emotional self-efficacy (ESE) of the
students in the intervention group.

Numerous studies have proven the benefits of EI skills
in university students. However, the few interventions that
have proven effective in raising levels of EI have adversely
affected students’ academic performance by stealing time
that they would otherwise have spent on subjects directly
related to their studies. A recent study demonstrated that it
is possible to improve the academic performance through
an interdisciplinary approach [44]. This research will seek to
intervene in EI via the core curriculum, that is, without using
specific courses or seminars.

1.4. Assessing EI Skills. There are two types of EI models used
to describe emotionally intelligent individuals—the Ability
Model and mixed models—and various instruments are
used to assess emotional intelligence. These instruments are
associated with the various existing models for describing
emotionally intelligent individuals.

According to the mixed models, EI is conceived as a trait,
and, in order for an individual to behave in an emotionally
intelligent manner, key personality traits are required [4, 30,
45]. Based on these mixed models, various instruments that
employ self-report measures have been developed. Among
them, several stand out: the Bar-On Emotional Quotient
Inventory (EQ-i) [46]; the Trait Emotional IntelligenceQues-
tionnaire (TEIQue), which resembles the EQ-i [47]; and
the Emotional Competence Inventory (ECI) [3], which was
designed to predict effectiveness and individual performance
in the world of work and business.

The Ability Model views EI as a set of cognitive skills to
adaptively use and manage emotions [5, 48, 49]. Different
instruments (e.g., self-report and performance tests) have
been developed to assess EI within the ability-based EI
model, including the Trait Metamood Scale-48 (TMMS-48)
developed by the Mayer-Salovey research group; the Span-
ish modified Trait Metamood Scale-24 (TMMS-24), which
is Malaga research group’s scaled-down, Spanish-language
version of the TMMS-48 [50]; and the Schutte Self-Report
Inventory (SSRI) by Schutte et al. [51]. All of these self-report
measures have acceptable internal consistency, reliability, and
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validity.TheMultifactor Emotional Intelligence Scale (MEIS)
[52] and the Mayer-Salovey-Caruso Emotional Intelligence
Test (MSCEIT) [53] also measure EI and employ a hands-on
approach.

Self-report test measures base their reliability on the
sincerity of the subject, that is, the way in which the
subject perceives his or her behavior in the various personal
situations proposed by the test. In individualized scenarios,
for example, in a personal assessment by a sociologist or psy-
chologist, the individual is interested in being objective, thus
rendering this test reliability acceptable. However, doubts
regarding reliability arise when the test is applied to groups of
individuals, such as in a classroom or in certain social groups.
The individual’s experience of being evaluated alongside his
or her peers may cause him or her, either consciously or
unconsciously, to express his or her “ideal” personality rather
than provide natural responses. In addition, certain self-
report measures overlap significantly with personality traits
and lack a component based on ability or performance [54].

Performance tests, including the MSCEIT, evaluate EI
using a series of objective and impersonal questions. The
tests evaluate the ability to perceive, use, understand, and
regulate emotions. Based on typical daily scenarios, such
tests measure how well individuals perform certain tasks
and solve emotional problems rather than requiring them
to provide a subjective perception of their emotional skills.
In fact, performance tests have a low correlation with self-
report tests (Bracket, Salovey, 2006) and a minimal overlap
with personality trait measures (Bracket, Mayer, 2003).

1.5. Research Hypothesis and Objectives. The present study
examines whether interdisciplinary teamwork may also have
a positive influence on the level of emotional skills of students
who share a common project but who have different goals.

Our initial hypothesis is that working in interdisciplinary
teams can improve emotional skills without the need to create
specific courses that could negatively affect the time students
devote to their studies.

In particular, we propose a curricular adaptation within
the methodology of two compulsory courses in two degree
programs. This approach enables students to experiment
with working in interdisciplinary teams, as they would in
professional environments, but to do so in this case within
the university. Specifically, we propose the design of a guide
to interdisciplinary practices. The curricular adaptation was
introduced into the Usability and Accessibility course in
the Multimedia Engineering degree program and into the
Developmental Psychology course in the Primary School
Teaching degree program. The research objectives include
improving student emotional abilities, as measured by per-
formance tests, without affecting syllabi content and thus
not altering the specific content of each course or affecting
student academic performance.

2. Method

2.1. Academic Context. The Multimedia Engineering degree
program merges traditional engineering and computer engi-
neering. Its general objective is to train professionals in the

Table 1: Enrolled students.

Students Female Male Age
Usability and Accessibility 47 8 (17%) 39 (83%) 20.8
Developmental Training 64 39 (61%) 25 (39%) 19.7
Total 111 47 64

ICT sector who will be capable of directing new multimedia
projects in both the leisure and digital entertainment spheres
and managing content for dissemination in information
networks.

The Usability and Accessibility (UA) course of this Span-
ish University is a required first-semester course in the first
year of the Multimedia Engineering degree program that has
been taught since the 2010/2011 academic year. The course’s
main objective is to provide students with the necessary con-
cepts and tools to design and develop multimedia products
with usability features that make using and learning these
projects easier and accessibility features that allow users to
access them whatever their status, ability, or situation.

The UA students’ task in this work focused on the
multimedia aspects of creating the application interface, par-
ticularly emphasizing the activity’s ease of use and learning
(usability) and ensuring access to end users (accessibility).
During product development, it was emphasized that the
product users would be children between six and 12 years of
age, a fact that would notably affect the type of interface used.

The main objective of the Primary School Teaching
degree program is to train teachers in primary education to
perform efficiently in different contexts; to adapt to social,
cultural, scientific, technological, and educational changes;
and to fully understand the various primary school sub-
jects and their interdisciplinary relationship while becoming
critical thinkers with initiative who are committed to their
profession and who are capable of reflecting on their teaching
practice.

The Developmental Psychology (DP) course of this
Spanish University is part of the Learning and Personality
Development module.The course is part of the basic training
provided in this degree program and is taught during the
first four months of the first year. The course establishes
the groundwork that students require to understand the
characteristics of their own pupils and to optimize pupil
development and the teaching-learning process.

2.2. Participants. Students who were enrolled in the Usability
and Accessibility and Developmental Psychology courses
participated in this study.

The total sample of students consisted of 111 individuals:
43 students in the experimental group and 68 in the control
group. Table 1 summarizes the distributions of the students
in both courses, indicating the number of enrolled students,
their gender distribution, and their average age.

2.3. Instruments. Given the advantages of performance mea-
surement methods compared with self-report tests in the
educational context of this study, the MSCEIT Ability Model
measure has been chosen as the tool to evaluate EI.
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Figure 1: Distribution process for groups and teams.

The MSCEIT (i.e., the Spanish version adapted by
Extremera and Fernández-Berrocal [55]) evaluates EI
through a series of objective and impersonal questions. It
tests the respondent’s ability to perceive, use, understand,
and regulate emotions (Perceiving Emotions, Facilitating
Thought, Understanding Emotions, and Managing
Emotions). The MSCEIT demonstrates good internal
consistency, with 0.95 total reliability, oscillating between
0.93 and 0.76 across subscales [56].

In addition, this test has adequate factorial, construct, and
predictive validity with moderately adequate psychometric
properties [53, 57]. It also demonstrates discriminant valid-
ity with other analytical intelligence measures and various
personality constructs while better interacting with interper-
sonal relationships [58]. Similarly, once the relevant cognitive
and personality variables are controlled for, this instrument
demonstrates evidence of incremental validity for academic
performance [59].

The test evaluates four factors: the ability to perceive
(PEIQ), the ability to use (FEIQ), the ability to understand
(UEIQ), and the ability to manage (MEIQ) emotions.

2.4. Procedure. The main goal of the interdisciplinary pro-
posal is the creation of Web-based multimedia activities
that stimulate cognitive skills in primary school children
(from six to 12 years of age). For evaluation purposes, the
university students were randomly divided into two groups:
an experimental group of students who created the products
through collaborations of multimedia and teaching students
in interdisciplinary teams and a control group of students
who created the same products in monodisciplinary teams
without contact with students from other degree programs

Table 2: Student distribution in groups and teams.

Experimental group Control group
Students Teams Students Teams

Usability and Accessibility 23 9 24 8
Developmental Training 20 44 9
Total 43 9 68 17

(see Figure 1). The student distribution among the groups
and teams is summarized in Table 2. The learning goals,
assessments, and materials were the same for both groups.

The research study was conducted during the first
semester of the academic year. The experimental group for
the interdisciplinary experiment was selected from a course
section whose schedule coincided with both the Usability
and Accessibility and Developmental Psychology training
courses—that is, when the students from both courses were
available on the same day and at the same time.

The Web-based activities were organized and docu-
mented on the basis of school year and aptitude developed.
Specifically, each team had to design and develop eight
activities, two from each course level: infant, first, second
and third years. The requirements of each activity were
determined by the children’s course level and were designed
to improve their cognitive development. At the end, the
teams had to report performance data and the time taken to
complete the task for each activity to support professionals in
assessing the children’s progress.

The experimental teams of teaching and multimedia
studentswere intended to have similar characteristics to those
of interdisciplinary teams found in actual working environ-
ments. The goal of the multimedia students was to develop a
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Table 3: Schedule for joint interdisciplinary course sessions.

Week Activity UA sessions DP sessions
1

Previous activities
1st–5th sessions: development of
low complexity web product

2 1st session
3 2nd session
4 3rd session
5 4th session

6 6th session: submission of first
web product 5th session

7

Web-based activity for
primary school children

7th session: developing
application requirements

6th session:
application request

8 8th session 7th session

9 9th session: submission of
application specifications

8th session:
submission of
materials and
specifications

10 10th session 9th session

11 11th session: design submission
(sketch)

10th session:
content review and

modifications
12–14 12th–14th sessions 11th–14th sessions

15
15th session: submission of the
final product, presentation, and

assessment

14th session:
submission and
assessment of the

website
16 15th session

Web-basedmultimedia product with aWeb interface focused
on facilitating the product’s use and learning (i.e., usability)
while ensuring access to end users (i.e., accessibility).The goal
of the teaching students was to design and develop activities
to stimulate the cognitive skills of children in preschool and
primary school, including attention, memory, or reasoning.
To ensure effective collaboration between the teaching and
multimedia students, faculty incorporated small exercises to
overcome any barriers. Both the control and experimental
groups carried out the same work.

One of the most important aspects of implementing the
interdisciplinary sessions was to plan the session calendars of
both courses to allow for four joint practical sessions. Both
courses had 15 sessions in the semester, but the DP course
started in the second week. The joint practical sessions were
held in weeks 7, 9, 11, and 15. In addition, each team, whether
interdisciplinary ormonodisciplinary, was permitted to orga-
nize as many working meetings as necessary to complete the
project. Table 3 gives the schedule for the interdisciplinary
sessions.

During their first sessions of the semester, the students
developed other activities of low complexity that were unre-
lated to the product to be developed in the joint sessions.This
initial development activity gave the students the basic skills
necessary to successfully cope with the development of the
Web-based activity.

To ensure suitable development of the practical activities
and adherence to the planned schedule, a set of actions were

put in place for coordination among team members—both
intrateam (students belonging to the same course) and
interteam (students of both courses). Within each team (in
both the experimental and control groups), a student acted in
the role of general coordinator. For the experimental group,
due the different schedules of the multimedia and teaching
students, in each interdisciplinary group one UA student and
one DP student took the role of communication manager
with the other course.The interdisciplinary teamsmet during
the joint class sessions. The interactions among the students
in the interdisciplinary teams are shown in Figure 2; the
size of the dots represents the level of responsibility of each
student.

EI wasmeasured on the first day of class by administering
the test during class time. The test administration required
approximately 30–45 minutes.

Once the training sessions during which the students in
both groups performed the projects were completed, EI was
again measured using the MSCEIT.

The content and specific skills evaluation was conducted
using an objective performance test of the participants. This
test was created following the basic procedure in the con-
struction of criterion-referenced tests [60–62] and consisted
of 30 items. These items consisted of 30 sentences with four
response options.The participants were required to select the
correct option. The total score on the test was established by
the well-known formula 𝑃 = 𝐴 − 𝐸/(𝑛 − 1), which penalizes
mistakes made while completing a test.



6 Education Research International

Project proposal

Teaching
students

Multimedia
students

Members 
selection

Members 
selection

Gathering requirements
Materials creation

Corrections

Project design
Corrections

Project submission

Presentation

Team creation

Project specification

Figure 2: Coordination stages for interdisciplinary teams.

2.5. Design and Data Analysis. A nonequivalent control
group design [63] with pre- and posttest control groups was
used to test the research hypothesis.

The statistical analysis was conducted using the GLM
(General Linear Model) module of the statistical software
package SPSS version 21.0. Amultivariate analysis of variance
(MANOVA) and a univariate analysis of variance (ANOVA)
of repeated measures were performed. In this factorial anal-
ysis of variance, at least one factor is based on independent
observations, and at least one of these factors is based on
correlated observations [64].

Additionally, interaction graphs were created to represent
the differences observed between the experimental and con-
trol groups in the pre- and posttest situations and to observe
the direction of the differences.

Finally, a comparison of averages was conducted to
determine whether there were significant differences in the
performances of the experimental and control groups.

3. Results

The two groups that underwent different interventions were
compared. Thus, the independent variable or factor was
membership in one group or another (i.e., the type of
intervention), and the criterion or dependent variables were
the scores achieved by the subjects in the EI test.

First, prior to the intervention, the differences in EI as
measured by the MSCEIT between the two groups were
evaluated. To this end, themeans for the independent samples
were compared. The results indicate that there were no
significant differences in any of the variables studied between
the two groups in the pretest phase (𝑝 = 124 (PEIQ); 𝑝 =
0.502 (FEIQ); 𝑝 = 0.054 (UEIQ); 𝑝 = 0.129 (MEIQ)).

In the analysis of sample normality, it was found that
the sampling populations were not normally distributed.
However, the single factor variance analysis used in this case
is robust with respect to violations of this assumption [65].

This outcome means that if the assumption is violated, Type
I or Type II errors are not significantly affected [64].

Box’s 𝑀 test was used, obtaining homogeneity of the
variance-covariance matrices only for the FEIQ factor (𝑝 =
0.298) and no homogeneity of the variance-covariancematri-
ces for the remaining factors (𝑝 = 0.000). However,
because of contrast sensitivity to the lack of normality, other
procedures could be used to analyze the homogeneity of
the variance-covariance matrices, including the Levene test.
This test yielded values of significance for three of the four
analyzed variables that were less than 0.05. Therefore, it can
be stated that contrast is not satisfied.However, as Tabachnick
and Fidell [66] observe, the larger ratio of variance between
groups must not exceed 10 : 1. In this case, the ratio is 1 : 3.70,
which means that the violation of this assumption has a
minimal impact.

The repeated-measures general linear model was used
to assess treatment effectiveness in the development of EI
in the sample. The dependent variables were defined by
the four factors evaluated by the MSCEIT: perception of
emotions (PEIQ), use of emotions (FEIQ), understanding of
emotions (UEIQ), and management of emotions (MEIQ).
The intrasubject factors were represented by the evaluation
time (pre- and posttest) for each of the dependent variables.
The intersubject factors depended on the presence or absence
of treatment (i.e., the experimental or the control group).

In the analysis of the intersubject effect tests, the observed
values indicate that the average of all observations differs
from zero (0 < 𝑝 < 0.016) in all of the cases and that
the intersubject factor effect on the dependent variables was
significant for PEIQ and UEIQ measures (0 < 𝑝 < 0.031).

Figures 3–6 present interaction graphs that indicate the
direction of the differences.

The tests of the intrasubject effects (Tables 4–7) indicate
that, in the case of PEIQ and MEIQ (Tables 4 and 7), only
the effect of the interaction between the two independent
variables (time of assessment and implementation of the
program) is significant. In the case of FEIQ andUEIQ (Tables
5 and 6), time of evaluation and time of interaction are
significant.

Regarding observed power (i.e., the correct rejection
of the null hypothesis of mean equality), the interaction
effect of the variables for time of assessment ∗ program
implementation is greater than that of the time of assessment
separately in PEIQ, UEIQ, and MEIQ. The power for time of
assessment separately in FEIQ is still greater.

In Table 8, themeans, standard deviations, and effect sizes
for all of the pre- and posttest variables are reported.

The effect size (eta2), the proportion of total variability
attributable to a factor [64], and the difference between
one time and another [67] that result from the interaction
between the time of assessment and the implementation of
the program were small for all four dependent variables
(ranging between 0.46 and 0.75).

In order to analyze the possible impact of a control
variable, a linear regression of Post-Pre scores on grades was
performed. The results show that the contribution of grades
was not significant in explaining any of the four variables
related to EI.
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Table 4: PEIQ intrasubject and intersubject effects.

Intrasubject effect
Type III
sum of
squares

df 𝐹 Sig. eta2 Observed
Powera

PEIQ

Sphericity assumed 149627,797 1 2,878 ,093 ,026 ,390
Greenhouse-

Geisser 149627,797 1,000 2,878 ,093 ,026 ,390

Huynh-Feldt 149627,797 1,000 2,878 ,093 ,026 ,390
Lower-bound 149627,797 1,000 2,878 ,093 ,026 ,390

PEIQ ∗ group

Sphericity assumed 279048,067 1 5,367 ,022 ,047 ,632
Greenhouse-

Geisser 279048,067 1,000 5,367 ,022 ,047 ,632

Huynh-Feldt 279048,067 1,000 5,367 ,022 ,047 ,632
Lower-bound 279048,067 1,000 5,367 ,022 ,047 ,632

Error (factor 1)

Sphericity assumed 5667455,888 109
Greenhouse-

Geisser 5667455,888 109,000

Huynh-Feldt 5667455,888 109,000
Lower-bound 5667455,888 109,000

Intersubject effect
Intersection 326967,206 1 6,809 ,10 ,059 ,734
Group 236090,071 1 4,917 ,029 ,043 ,594
Error 5234131,776 109
aComputed using alpha = .05.

Table 5: FEIQ intrasubject and intersubject effects.

Effect
Type III
sum of
squares

df 𝐹 Sig. eta2 Observed
powera

FEIQ

Sphericity assumed 1297,819 1 14,669 ,000 ,119 ,967
Greenhouse-

Geisser 1297,819 1,000 14,669 ,000 ,119 ,967

Huynh-Feldt 1297,819 1,000 14,669 ,000 ,119 ,967
Lower-bound 1297,819 1,000 14,669 ,000 ,119 ,967

FEIQ ∗ group

Sphericity assumed 462,612 1 5,229 ,024 ,046 ,620
Greenhouse-

Geisser 462,612 1,000 5,229 ,024 ,046 ,620

Huynh-Feldt 462,612 1,000 5,229 ,024 ,046 ,620
Lower-bound 462,612 1,000 5,229 ,024 ,046 ,620

Error (factor 1)

Sphericity assumed 9643,316 109
Greenhouse-

Geisser 9643,316 109,000

Huynh-Feldt 9643,316 109,000
Lower-bound 9643,316 109,000

Intersubject effect
Intersection 2114192,873 1 8236,571 ,000 ,987 1,000
Group 451,467 1 1,759 ,188 ,016 ,260
Error 27978,515 109
aComputed using alpha = .05.



8 Education Research International

Table 6: UEIQ intrasubject and intersubject effects.

Effect
Type III
sum of
squares

df 𝐹 Sig. eta2 Observed
powera

UEIQ

Sphericity
assumed 194288,379 1 7,746 ,006 ,066 ,788

Greenhouse-
Geisser 194288,379 1,000 7,746 ,006 ,066 ,788

Huynh-Feldt 194288,379 1,000 7,746 ,006 ,066 ,788
Lower-bound 194288,379 1,000 7,746 ,006 ,066 ,788

UEIQ ∗ group

Sphericity
assumed 222233,388 1 8,860 ,004 ,075 ,839

Greenhouse-
Geisser 222233,388 1,000 8,860 ,004 ,075 ,839

Huynh-Feldt 222233,388 1,000 8,860 ,004 ,075 ,839
Lower-bound 222233,388 1,000 8,860 ,004 ,075 ,839

Error (factor 1)

Sphericity
assumed 2734100,567 109

Greenhouse-
Geisser 2734100,567 109,000

Huynh-Feldt 2734100,567 109,000
Lower-bound 2734100,567 109,000

Intersubject effect
Intersection 944917,611 1 39,136 ,000 ,264 1,000
Group 229928,746 1 9,523 ,003 ,080 ,864
Error 2631766,074 109
aComputed using alpha = .05.
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Figure 3: Graph of interactions for PEIQ.

Finally, a mean comparison using an independent sam-
ples 𝑡-test to determine if there are significant differences in
the performance of the experimental and control groups was
conducted.The results indicate that the values of the averages
of both groups are equal (𝑝 = 0.659).
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Figure 4: Graph of interactions for FEIQ.

4. Discussion and Conclusions

The results confirm the main hypothesis of this study: work-
ing in interdisciplinary teams improves the level of emotional
skills. This intervention shows that it is possible to improve
the EI skills of both multimedia engineering and primary
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Table 7: MEIQ intrasubject and intersubject effects.

Effect
Type III
sum of
squares

df 𝐹 Sig. eta2 Observed
powera

MEIQ

Sphericity
assumed 157651,511 1 3,053 ,083 ,027 ,410

Greenhouse-
Geisser 157651,511 1,000 3,053 ,083 ,027 ,410

Huynh-Feldt 157651,511 1,000 3,053 ,083 ,027 ,410
Lower-bound 157651,511 1,000 3,053 ,083 ,027 ,410

MEIQ ∗ group

Sphericity
assumed 272199,691 1 5,271 ,024 ,046 ,624

Greenhouse-
Geisser 272199,691 1,000 5,271 ,024 ,046 ,624

Huynh-Feldt 272199,691 1,000 5,271 ,024 ,046 ,624
Lower-bound 272199,691 1,000 5,271 ,024 ,046 ,624

Error (factor 1)

Sphericity
assumed 5628399,174 109

Greenhouse-
Geisser 5628399,174 109,000

Huynh-Feldt 5628399,174 109,000
Lower-bound 5628399,174 109,000

Intersubject effect
Intersection 288533,334 1 6,030 ,16 ,052 ,682
Group 227425,226 1 4,753 ,31 ,042 ,580
Error 5215800,594 109
aComputed using alpha = .05.

Table 8: Means, standard deviations, and effect sizes for all variables.

Pretest
Group 1 Group 2

Mean sd Mean sd Cohen’s 𝑑 𝑟

PEIQ −57,12 383,978 82,60 133,655 −0,4841 −0,2352
UEIQ −28,91 356,292 102,10 12,44 −0,5196 −0,2514
FEIQ 99,70 10,947 105,59 12,786 −0,4948 −0,2401
MEIQ −59,14 383,108 78,44 132,997 −0,4797 −0,2332

posttest
Group 1 Group 2

Mean sd Mean sd Cohen’s 𝑑 𝑟

PEIQ 68,95 167,396 63,12 186,699 0,0328 0,0164
UEIQ 96,77 15,502 97,88 14,419 −0,0741 −0,0370
FEIQ 97,70 13,926 97,66 14,190 0,0028 0,0014
MEIQ 67,44 166,978 61,24 186,229 0,0350 0,0175

education teacher program students through a program of
interdisciplinary practical activities that overlap with other
courses in the curriculum. This training program simulates
a professional environment in the classroom that benefits
students.

The participants in the control and experimental groups
presented the same levels of emotional skills at baseline.

However, the participants in the experimental group, who
completed the interdisciplinary training program, demon-
strated significant improvement in two of the measured
socioemotional skills: emotional perception and emotional
management. Therefore, we can state that those subjects
who worked with the interdisciplinary method succeeded in
improving their ability to recognize and identify emotions
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Figure 5: Graph of interactions for UEIQ.
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Figure 6: Graph of interactions for MEIQ.

in others and in the world around them and improved their
ability to effectively use their own feelings while combining
emotion and thinking to exhibit effective behaviors.

It is important to note that, with this interdisciplinary
method, the proposed academic objectives continue to be
met because, as we observed, there were no differences in the
final performances of the students, regardless of the group
to which they belonged. Consequently, we can assert that
the use of this method benefits the development of the skills
necessary in life and the work world without impeding the
acquisition of other curricular content.

Educators who integrate this interdisciplinary activity in
similar programs will find that it is easier to implement and
that it has the advantage of not overloading students with
extracurricular courses that enhance teamwork but take time
from their training in specific competencies.

It is necessary to develop curricular designs that include
the integration of interdisciplinary perspectives that provide

opportunities for students to think about the strengths and
limitations of their disciplines. It is important to consider
the value of other disciplinary perspectives, prepare students
to work effectively in teams, and provide students with the
requisite ability to integrate in the job market where there is
a variety of disciplinary areas.

4.1. Study Limitations. Given the nature of this intervention,
we can infer that its applicationwould be easier in universities
with a substantial variety of degree programs and student
types, which would result in team synergy and a wide array
of communication nuances that could positively influence
the emotional capacities of interdisciplinary groups. A sug-
gestion for overcoming the difficulty of scheduling different
faculties would be to establishmultidisciplinary teams within
a degree field; the teams would be similar to those commonly
used in Australian universities—for example, in final-year
capstone projects across different disciplines.

However, one of the main difficulties confronted by this
program was the coordination of courses across different
degree programs. To conduct the joint training sessions, a
rearrangement of schedules among programs and depart-
ments was required. In this way, the interdisciplinary groups
were able to share class time, thereby avoiding coordination
issues among students.

Another difficulty was related to the type of project
to conduct. The project had to include specific aspects of
both degree programs. Therefore, the project was divided
into small modules in an attempt to include the maximum
possible knowledge from each subject area.

4.2. Future Research. Future research will aim at extending
this intervention to other courses and degree programs at this
university. The first objective is to find a group of students
in a degree program that can participate in interdisciplinary
courses throughout their university careers. In this way, a
longitudinal studymay be performed to analyze the evolution
of students’ emotional skills. In a second phase, student
employability should be analyzed to determine if the program
also has a positive effect on the incorporation of graduates
into the world of work.

In this work, only EI traits have been measured. The
authors’ suspicion is that possible impact on the behavioral
level could bemuch stronger. In order tomeasure this impact,
future studies will include other instruments as ESCI [68],
which would be proposed and contrasted with MSCEIT.
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“Evaluación de los aprendizajes en el área de Ciencias Sociales,
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