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ABSTRACT 
 

The current literature proposes that Emotional Intelligence (EI) may play a pivotal 

role in accounting for individuals‘ learning outcomes, work performance and quality of 

life (QoL). This chapter intends to explore how the Maltese
1
 Personal and Social 

Development (PSD) Model implemented in primary and secondary schools embraces EI 

and uses it as part of its theoretical framework. The Maltese PSD Model is based on six 

paradigms: the Experiential Learning Model, Deweyian, Freirian, Maslowian, and 

Rogerian paradigms, as well as Neurological evidence. These provide the model with 

philosophical, sociological and psychological constructs to help design and assess 

interventions. Based on humanistic and progressive values, positive psychology and 

experiential learning, the ultimate goal of the Maltese PSD model is self-empowerment. 

 

 

INTRODUCTION 
 

Salovey and Mayer (1990) introduced the term Emotional Intelligence (EI), building on 

early notions of human abilities by Thorndike (1920) and Thorndike and Stein (1937) and 

work on non-cognitive aspects of intelligence such as Howard Gardner‘s (1983/2003, 1999) 

                                                        
1
 Malta is a southern EU-member country in the Mediterranean Sea. It lies 80 km south of Sicily, 284 km east of 

Tunisia and 333 km north of Libya. The country is 316 km
2
 and is one of the world‘s smallest and most 

densely populated countries. Malta is one of seven European countries with more than one official language - 

Maltese and English (http://www.eucountrylist.com/). More than 90% of Maltese citizens have Maltese as 

their mother tongue, whilst the rest are either totally English speaking, bi-lingual (Borg, Mifsud & Schiriha, 

1996), or use Maltese and English interchangeably, at times not respecting language registers. Malta was 

under British rule between 1800 and 1964, when it became independent. It then became a republic in 1974. Its 

educational system is based on the English model. 
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multiple intelligences (Matthews, 2006). Further, the importance of personal education and 

education ‗of the whole child‘ in the 1960s and 1970s (e.g., Cremin, 1988; Freire, 1976; 

Ravitch, 2001; Reese, 2001) also led to its promotion: ―The idea of affective education, 

otherwise called ‗confluent‘ education, mobilized educators‘ interest in the realm of emotions 

and feelings [and] several efforts to renew education for the ‗whole‘ person‘‖ (Brand, 1980, 

pp. 39-40). Goleman (1995) was then responsible for popularising the concept with Salovey 

and Mayer‘s permission. EI has now gained significant ground in the literature and practice in 

the fields of self - development, education, human resources and Quality of Life (QoL) 

(Birdwell, Grist, & Margo, 2011; Taylor, 2005; Winterbotham, Adams, & Kuechel, 2001). 

Mayer and Salovey (1997) define EI as the ability to: ―perceive accurately; appraise and 

express emotion; the ability to access and/or generate feelings which facilitate thought; the 

ability to understand emotion and emotional knowledge; the ability to regulate emotions, to 

promote emotional and intellectual growth‖ (p.10). Based on similar notions, Steiner and 

Perry (1997) are then credited with coining the term Emotional Literacy (EL): 

 

. . . the ability to understand your emotions, the ability to listen to others and empathize 

with their emotions, and the ability to express emotions productively. To be emotionally 

literate is to be able to handle emotions in a way that improves your personal power and 

improves the quality of life around you. EL improves relationships, creates loving possibilities 

between people, makes co - operative work possible, and facilitates the feeling of community. 

(p. 11) 

 

During the same decades, the Maltese Personal and Social Development (PSD) Model 

was being developed. By the early 1980s, PSD became a statutory subject in Maltese schools 

(Sultana, 1992). PSD developed ―in a unique way, in that it was not imposed as a policy, but 

gained ground as people started understanding its positive effects‖ (Falzon & Muscat, 2009, 

p. 9). These experiences led to the development of The Model which embraces EI as an 

objective and tool towards an empowering methodology. The Model informs its theoretical 

framework and psycho-social pedagogical tools through Deweyian, Freirian, Maslowian and 

Rogerian paradigms, utilizing philosophical, sociological and psychological constructs. In the 

Maltese model, EI is developed through ‗processing‘ on the individual level (Falzon & 

Muscat, 2009). 

 

 

TERMINOLOGY 
 

The term Emotional Literacy (EL) has often been used in parallel to or interchangeably 

with EI (Steiner, 2003). Camilleri, Caruana, Falzon, and Muscat (2012) explain that EL 

represents development that occurs during PSD sessions which help promote EI. Steiner with 

Perry (1997) note that EL is a set of skills related to understanding personal feelings and those 

of others in order to understand oneself and to experience address and facilitate relationships. 

Steiner with Perry (1997) present five aspects to EL: (1) knowing one‘s feelings (Cognitive 

Development); (2) empathy; (3) managing emotions (Behavioural Development); (4) 

repairing emotional damage (Behavioural Development); and its fusion  -  emotional 

interactivity  -  when all aspects work with each other, putting it all together. 
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Camilleri et al. (2012) explain that EL develops within a social context. Therefore, 

importance must be given to human interaction and to the social process taking place at any 

given setting. Tew and Park (2007) explain that people learn about themselves through 

interactions with others where self-knowledge and self-metacognition emerge through 

working in groups. Group work and effective group interaction lead to productivity only 

when the team can draw different skills, aptitudes and perspectives in a dynamic way and in 

synergy where ―well managed group work needs to be at the heart of an EL curriculum‖ (p. 

50). With regard to EL and PSD, Camilleri et al. (2012) note that PSD leaders must 

understand that: 

 

 EL refers to the development of skills and competencies, rather than a finite product 

[EI]; 

 The term EL carries the concept of a continuous dynamic process leading to the 

development of competencies, automaticities and metacognitive awareness; 

 EL includes context since it is developed between people and in settings; 

 EL implies communicating feelings and leads to empowerment; and 

 Communication of emotions develops empathic responses and skills. 

 

 

THE PLACE OF EI IN THE LEARNING AND PERSONAL  

GROWTH EXPERIENCE 
 

The Literature provides ample evidence that EI is conducive to wellbeing (e.g., Austin, 

Saklofske, & Egan, 2005; European Commission, 2010a, 2010c; Lexmond & Grist, 2011; 

Mavroveli, Petrides, Rieffe, & Bakker, 2007; New Economics Foundation, 2004, 2009; 

Schutte, Malouff, Simunek, McKenley, & Hollander, 2002; Witmer, 2013). The New 

Economics Foundation (NEF) (2009) notes that ―the overall balance between the frequency of 

experiencing positive and negative emotions, with higher scores showing that positive 

emotions are felt more often than negative ones‖ (p. 21). Lexmond and Grist (2011) argue 

that in the last two decades, policies in education have been focusing too much on academic 

achievement. Likewise, Birdwell, Grist, and Margo (2011) caution that the academization of 

school learning is producing an alarming number of Not in Education and Employment 

Teenagers  -  NEETS (EU, 2012). NEF (2004) argues that education should aim to develop 

emotionally well - rounded young people who are happy and motivated. Further, in addition 

to the obvious expectations of examination results, qualifications and the necessary 

professional knowledge- base, employers are giving more and more importance to soft skills 

such as willingness to work, willingness to learn, appearance, behaviour and confidence, 

(European Commission [EC], 2012; Newton, Hurstfield, Miller, Page, & Akroyd, 2005; 

Paulson, 2001; Robinson, 2009; Taylor, 2005; Winterbotham et al., 2001). 

 

 

TEACHING EL 
 

Sharp (2000) stresses that ―EL should be given an equal priority with literacy and 

numeracy for all students‖ (p. 8). Historically, Maslow (1971) and Bowlby (1980) conclude 



Amanda Bezzina, Ruth Falzon and Maud Muscat 154 

that children can only focus on learning and a better QoL if basic physical and emotional 

needs are met. Such needs can only be met if group facilitators and participants understand 

themselves and others through the development of self-awareness, listening, empathy, 

awareness and monitoring of emotions within oneself and others, and to consciously shape 

behaviours accordingly (Bocchino, 1999; Heron, 1999), in a context where Sharp‘s (2000) 

concern is strongly supported by research on the effectiveness of EL on learning, performance 

and QoL. A meta-analysis of the effects of such programmes (e.g., Carey, Hatch, Lapan, & 

Whiston, 2008; Cefai & Cooper, 2011; Domitrovich, Cortes, & Greenberg, 2007; Granger, 

Durlak, Yohalem, & Reisner, 2007; Humphrey, Lendrum, Wigelsworth, & Kalambouca, 

2009; Humphrey, Lendrum, & Wigelsworth, 2010; Taub, 2001) indicates that these generally 

deal with feelings, solving problems, empathy, social skills, stress - , anger -  and self - 

management, peer pressure and bullying. Camilleri et al. (2012) note that these and the 

Maltese PSD model promote EI with a ripple effect on QoL (Domitrovich, Cortes, & 

Greenberg, 2007; Humphrey et al., 2010). We next look at the Maltese PSD model in detail. 

 

 

THE MALTESE PSD MODEL 
 

According to the Maltese National Curriculum Framework (NCF) (Ministry for 

Education and Employment - MEE, 2012), education and school learning should be viewed 

not only in terms of utilitarian aims but also of holistic aims, thus avoiding ―confusing 

priorities that are detrimental not only to persons but also to institutions and society in the 

long term‖ (MEE, 2012, p. 6). In fact, the introduction of PSD in the 1980s was partly due to 

the stress and anxiety that students were experiencing when sitting for the common entrance 

examinations that determined which secondary school they would attend (Falzon  

& Muscat, 2009). 

 

―It promised to personalize the bureaucratic nature of the more competitive educational 

sectors . . . would therefore humanise institutions and motivate students‖ (Sultana, 1992, p. 

169). 

 

PSD in Malta is a statutory subject throughout compulsory education (Ages 6 to 16). It is 

a weekly slot in the school timetable: at primary level (6-10 years), each session lasts 45 

minutes and at secondary level (11-16 years) 90 minutes. Sessions are carried out in groups of 

not more than 16 where students and their trained PSD teacher sit in a circle format. The PSD 

syllabus includes topics on individual and social growth as the name implies. Its mission 

statement asserts that PSD ―aims at empowering individuals to develop skills that enhance 

their wellbeing, by identifying and developing their potential, thus enabling them to 

participate effectively in their social environment‖ (Abela, Camilleri, Vancell, & Zammit 

Pulo, 2002, p. 9).  

This is implemented through themes in the PSD syllabus which include: group building, 

self-awareness, self-esteem, sexuality and relationships, freedom and responsibility, 

citizenship, health and career education (Camilleri, 2003; Directorate for Quality and 

Standards in Education, 2012; Ministry of Education, Youth and Employment, 2005a, 

2005b). 
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Further empowerment is enhanced through the pedagogy which utilizes helping skills 

(Egan, 2013) rather than teaching skills. This pedagogy nests within the Framework of 

Experiential Learning which will be discussed in detail below (Figure 1). 

 

 

Figure 1. The Maltese PSD Model - The Experiential Learning Cycle (ELC) (Adapted from Kolb, 

1984). 

Trained group facilitators help participants critically analyse different scenarios and 

situations, by stressing the feelings of the students in relation to their experiences. This occurs 

during and through the Experiential Learning Cycle (ELC) starting with the Concrete 

Experience by means of different techniques like role plays, card games and fantasy trips, 

followed by Reflective Observation  -  Processing. During this phase of the learning process, 

critical and challenging questions are presented to the students to enhance discussion, to 

brainstorm and manage their feelings in relation to the subject matter and to reflect on and in 

action (Schön, 1987). After the Reflective Observation, focus on the Abstract 

Conceptualizations allows for generalizations elicited from the reflections made. The final 

step is the Active Experimentation step or Reality Testing, aimed at how skills can be 

practised and integrated in the students‘ daily life (Kolb, 1984). Whilst it is not an examinable 

subject, students are encouraged to keep a portfolio under the guidance of the PSD teacher 

and the technique of processing enables the PSD specialist to evaluate both the process and 

the outcome of the PSD program.To our knowledge, Malta is the only country which has 

specific initial teacher training at undergraduate and graduate level for prospective PSD 

teachers. 

While the general layout of the program has been detailed above, the foundation upon 

which the individual progress and learning take place is rooted in the concept of ‗processing.‘ 

 

 

DEFINING PROCESSING 
 

Dewey (1916) was the first educator to stress the importance of processing (reflective 

teaching and learning) as opposed to content in education (‗routinized‘ teaching). Falzon 
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(2008) notes that activities and exercises in sessions: ―would be pointless if not followed by 

and incorporated within processing‖ (p. 3). 

Facilitating and structuring processing requires a good grounding in psychosocial theory 

and knowledge, particularly communication and helping skills (Nelson-Jones, 1991; Egan, 

2013). Processing involves the ability to make use of the particular group skills, presence and 

participation to motivate reflection, analysis and actions for change (Bond, 1986; Napier & 

Gershenfeld, 1999).  

As discussed above, group leaders must be well-trained in what Shor (1987) describes as 

performing skills, which include: thinking skills, communication skills, leadership skills, 

discussion provoking skills, questioning techniques, helping skills (Egan, 2013), as well as 

presentation skills in order to encourage and develop provocative dialogue (Shor, 1987). This 

leads to group leaders being more of supporters than experts, where they help allow 

participants‘ expertise to flourish. Within the paradigm of inclusion and disability, Orelove 

and Sobsey (2004) refer to a democratic concept of exchange and mutual learning which 

enables empowerment: someone who is ―critical and knows that although it is within the 

power of humans to create and transform, in a concrete situation of alienation individuals may 

be impaired in the use of that power‖ (Freire, 1998, p. 72). This is also reflected in the 

European agenda (Council of Europe, 1997; European Communities, 2007; European 

Commission, 2010b, 2012) which includes awareness, attitudes and knowledge of rights and 

duties, as well as values such as democracy and human rights, equality, active participation, 

social cohesion, solidarity, diversity, equity and social justice (Camilleri et al., 2012; Falzon 

& Muscat, 2009). Apart from the content, the very methodology (ELC and processing) and 

class set - up (circle format, maximum 16 students) used is inherently democratic as it 

continuously promotes empowerment and tries to help participants strive for a better world. 

Dyrda and Przybylska (2005) note that professionals who use processing tend to be more 

effective in interpersonal interactions. Likewise Muscat‘s (2006) evaluation of secondary 

school students‘ perceptions of PSD, indicates that such youth feel that teachers who focused 

on participants and indicated that they cared about their students‘ emotional wellbeing were 

perceived as healthier, more effective and enabling EL development. Agius (2009) reports 

similar findings with effective PSD specialists perceived as calm, understanding, 

demonstrating good communication skills, caring for their emotional wellbeing, trustworthy 

and valuing confidentiality. Bocchino (1999) notes that emotionally literate people are also 

generally more successful at work, enjoy a sense of worth about managing their lives and are 

generally happier, whilst Agius (2009) also reports students‘ perceptions of trust in these 

teachers in their own words: ―The PSD teacher is always ready to listen to my problems . . . 

He understand what‘s troubling you . . . I am used to talking with him. I know that the PSD 

teacher won‘t tell others about my personal problems‖ (Agius, 2009, p. 51). 

 

 

THE THEORETICAL FRAMEWORK OF THE MALTESE PSD MODEL 
 

Empowerment (Freire, 2009) is at the heart of the Maltese PSD model because it 

enhances active participation, dialogue, reflection and the student at the heart of the education 

process (Freire, 2009; Muscat, 2006; Sultana, 1992). These aspects are central to the 

Deweyian, Freirian, Maslowian and Rogerian paradigms, and now also supported by 
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neuroscience with scientific evidence that mirror neurons allow for the development of 

empathy (Gallese, 2001). Darder, Baltodano and Torres (2009) claim that ―Dialogue 

constitutes an educational strategy that centres upon the development of critical social 

consciousness or what Freire termed ‗conscientizaçao‘‖ (p. 13). In this context, PSD 

‗teachers‘ are regarded as facilitators of learning rather than persons who fill in empty 

receptacles  -  the banking concept of education (Freire, 2009). The PSD construct is based on 

two main pillars: Kolb‘s 1984 ELC and Processing  -  a technique borrowed from the 

counselling field and adapted to group growth and learning in PSD sessions (Falzon, 1999; 

Falzon & Muscat, 2009; Muscat, 2006). The emphasis is on experiential learning (Evans, 

1965; Kolb, 1984; Dewey, 1938) and problem-posing education (Dewey, 1938). This requires 

a strong emphasis on the creation of an environment which is safe and non-judgemental 

(related to the Rogerian paradigm), so as to facilitate the participants‘ self-disclosures and EL. 

This is also reflected in the mandatory maximum group size (maximum of 16 participants) in 

the Maltese Model (Ministry of Education, 1999). 

Given that this chapter presents its arguments within the context of the Maltese PSD 

Model (Sultana, 1992), readers need to be presented with a snapshot of a typical 

session/lesson of this Model. Successful Maltese PSD sessions involve activities (natural 

learning situations) from which outcomes can be elicited. The use of experiential learning 

(Kolb, 1984) identifies the need for facilitators to be both the textbook and the background of 

the learning process in order to (a) give space for learners to flow into and with the session 

and (b) elicit learning through processing (Falzon & Muscat, 2009; Muscat, 2006). Muscat 

(2006) explains that ―[t]he emphasis is on empowering learners to reflect and dialogue on 

their experiences within the group. PSD methodology is based on Kolb‘s experiential cycle . . 

. which draws the learning from the students‘ experiences, either real or simulated through an 

activity‖ (p. 21). Muscat (2006) reflects that ―[w]hatever is investigated or ‗taught‘ must exist 

in the students‘ own concrete experience[s] [and] [w]here this is not the case, simulated 

exercises are used in the ‗learning by doing method‖ (p. 22). The Maltese PSD model 

embraces a number of techniques to create simulated exercises to - tap and allow access to the 

students‘ own concrete experiences: 

 

 Brainstorming  -  saying anything that comes to mind on a given topic 

 Games - card games, board games, physical games or any educational games 

 Round Robin - taking a turn each 

 Role plays - simulations of a real - life experience 

 Group work - discussions or other work done in a small group 

 Dyadic work - discussions or other work done in dyads 

 Case studies - a detailed description is given of an event, a situation or a problem 

 Thinking skills tools - techniques to stimulate deeper thinking, e.g., PMI (Plus, 

Minus, Interesting: used to explore positive, negative and interesting points). 

 Discussions - where all students are encouraged to air their views 

 Videos - providing a way of imparting information with a high impact 

 Fantasy Trips - where groups are mentally guided through a fantasy journey 

 Written Exercises - keeping a diary or journal, filling out handouts etc. 

 Drawing - allows students to use a variety of symbols for self – expression 

 Energizers - short games that energize students. (Muscat, 2006, pp. 22–23) 
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ENHANCEMENT OF EI THROUGH PROCESSING 
 

The Model posits that the techniques mentioned above are beneficial only if one works 

on them through processing (Falzon, 1999: Falzon & Muscat, 2009; Muscat, 2006). ―It‘s what 

you do with the experience which is important‖ (Armstrong, Britton & Pickles, 1992, p. 10). 

Consequently processing is the most crucial part of the Model. Muscat (2006) notes that 

―[p]rocessing is the time spent on reflection after the exercise or experience. It refers to the 

learner[s] being aware of what is happening to [him] [them] during the exercises and 

reflecting on what it says about [him/her] [them]. It brings about awareness of what the 

learner[s] need[s] to strengthen or change. The above can only be relevant if the PSD 

specialist successfully helps the students to translate the activities into skills . . . What the 

group did, the ‗content,‘ and how the group functioned at the ‗socio-affective‘ level are 

important components during processing. The PSD facilitator[s] pass[es] on [her/his] [their] 

reflections on observations made on the ‗socio-affective‘ and ‗content‘ level of the activity to 

the group. Thus, processing involves a sharing of reactions and experiences together with an 

evaluation‖ (p. 23). 

In Kolb‘s (1984) Experiential Learning Cycle (ELC) and in the Maltese PSD model, 

processing is a central step in the education process. As a result PSD professionals are trained 

how to address and how to face different challenges within this reflexive stage of the learning 

process. Processing requires a sound psychological background, an intrapersonal as well as an 

interpersonal awareness and applicable to all ages (Donaldson, 1986). Listening, 

communication, empathy, decision-making, conflict management, assertiveness and 

emotional literacy are very important to elicit the learning outcomes in each lesson (Egan, 

2013; Heron, 1999). Processing helps students internalise the experiences/activities and 

transfer the learned skills to their real life situations (Kolb, 1984). A Rogerian, Deweyian, 

Maslowian and Freirian pedagogy facilitates this transferability because it is person-centred, 

based on the needs of the students, rooted in discussion and dialogue and based on the 

development of EI (Matthews, 2006). In addition, ―we need to be able to take in and 

understand the words, thoughts and feelings of others. Good communication is [therefore] a 

cycle of expression and interpretation‖ (Bocchino, 1999, p. 56). After ensuring that there is a 

safe environment and that students belong to the PSD group, PSD teachers encourage 

students to work on their self-esteem by addressing their feelings in relation to personal and 

social aspects of life. In turn, this is conducive to their self-actualisation (Maslow, 1971). 

For one‘s journey towards empowerment, communication and reflective listening 

(Nelson - Jones, 1991) are required. These facilitate a process whereby participants can 

explore, assess and act so as to develop themselves and get to know who they are. This is 

specifically held in the processing part of the lesson where participants find the opportunity to 

express themselves freely and work in a collaborative way with one another. These skills help 

participants develop a sense of care, concern and responsibility for others and themselves 

(Dyrda & Przybylska, 2005). 

Given the nature of the subject, PSD teachers are trained to be sensitive to 

comprehension and feelings - to effectively relate to the cognitive and the emotional 

(Goleman, 1998), whilst giving importance to the transfer of learning - transferring skills, 

knowledge and attitudes to real life situations (Abela et al., 2002; MIE, 2008; MEE, 2014a, 

2014b; MEYE, 2005; Scottish Government, n.d.; UKNC, 2007). Hopson and Scally (1981), 
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as well as Nelson - Jones (1991) below, marry this intellectual/emotional aspect by defining 

the issue of PSD as a case of ‗empowerment‘: . . .―Component skills by means of which 

people assume rather than avoid personal responsibility for their lives. Life skills are also 

self-help skills. They are competencies that enable people to help themselves. As such, they 

empower rather than de-power or weaken people‖ (p. 12). 

Empowerment is achieved depending on how PSD is presented to the learner. Whether 

PSD is time-tabled or taught across the curriculum, it will only be relevant if empowerment 

has occurred (Freire 1976, 1998, 2009). This happens through the process of ELC and 

processing (Kolb, 1984; Heron, 1999; Falzon & Muscat, 2009). Emotions shape how people 

perceive themselves and relate to others (Weiten, Lloyd, Dunn, & Hammer, 2009). In a 

democratic, fast changing world, schools must give participants space where they address 

emotional and social issues so that they are prepared to face change, be active democratic 

citizens and be resilient (Hromek & Roffey, 2009; Matthews, 2006). 

 

 

EL AND THE LEARNING ENVIRONMENT 
 

PSD is an interpersonal and contextual process that occurs in the participants‘ lives and 

challenges participants to enrich their EI (Camilleri et al., 2012). Besides fostering concern 

and respect for others as well as trust and affection in a democratic environment, participants 

become emotionally literate. In this process, conversation and dialogue are at the heart of 

PSD in which there is the process of empowerment, as explained above (Freire, 1976). 

‗Chalk and talk‘ and rote learning methodologies do little to promote dialogue, 

interaction and deep understanding for the majority of participants. Tew and Park (2007) find 

that participants learn, adapt, engage, grow and achieve when they feel: 

 

 Capable - working in an environment that supports and empowers them to realise 

their potential; 

 Listened to - heard and heeded in ways that might lead to change; 

 Accepted - for who they really are; 

 Safe - both physically and emotionally because there is an acknowledgement that 

emotions affect what they think, say and do and 

 Included - with a distinctive role that enables them to feel valued and important to 

the school for the unique contribution they make. 

 

Given that group interaction presents the space for group members to understand each 

other‘s opinions, perceptions and viewpoints, prejudices, values and beliefs are constantly 

being discussed and challenged, developed and formed. Tew and Park (2007) argue that 

knowledge about the self emerges through working in groups. This is also reminiscent of 

Vygotsky‘s concept that the outside-in becoming inside-out - what is experienced between 

people is learnt when it is experienced with the self (Vygotsky, 1978). 

Working in groups allows the coming-together of different skills, aptitudes and 

perspectives in the context of group dynamics, where, through PSD activities, participants not 

only understand each other but also gain a better understanding of themselves and of others. 

Luft and Ingham (1955) explain that through such group interactions facilitated by 
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professional leaders, group members also become open to different ideas and this makes it 

more likely for people to use this experience to change and be challenged and to understand 

themselves and others‘ perception of themselves. This 1950s model - the Johari Window - is 

one of the most effective models used to improve understanding between individuals. The 

two key ideas behind the tool are that group members can build such trust between 

themselves that they can self- disclose and in turn receive feedback from others, which can 

help them learn more about themselves and process personal issues for continued self-

development and EL. The group facilitators‘ proper use of the Johari Window can help group 

members understand the benefits of self-disclosure as well as help them give and accept 

feedback leading to more trusting relationships which would allow for better possibilities to 

solve issues and work more effectively as a team. The Johari Window Technique is not only a 

useful tool to use when processing group activities, but also represents the raison d‘être of EI 

as it creates fora by the self and other group members, as well as the processing skills of the 

group leaders to engage in emotional work. This approach also recognizes student-centred 

methodology where feelings are activated and worked through as they arise (Heron, 1999; 

Hopson & Scally, 1981; Matthews, 2006; Nelson - Jones, 1991). Dyrda and Przybylska 

(2005) affirm that: 

 

 . . . a classroom environment that supports unusual ideas provides freedom of thought, 

emotions and actions is conducive to personal achievement. Competent teachers incorporate 

into their classroom not only academic learning but socio - emotional learning. Thus, the 

teacher contributes to students‘ fullest potential and it leads to capturing the balance the 

children needs and abilities. Emotionally intelligent and open - minded teachers are most 

likely to reach all children and allow them to build their skills and feel the classroom is suited 

to their needs. (p. 72) 

 

 

EMPIRICAL EVIDENCE OF THE MALTESE PSD MODEL -  

THE POWER OF PROCESSING AND EL 
 

Falzon and Muscat (2008) conclude that PSD specialists perceived the experience of 

processing in PSD as ‗telling the story‘ (Egan, 2013). PSD specialists in this study note that 

helping skills techniques allow for better processing (e.g., Egan, 2013; Heron, 1999; Hopson 

& Scally, 1981). Additionally, through processing the PSD specialists better understand 

students who might need more emotional support and referral. These PSD specialists perceive 

the ELC as ineffective if processing is not included. They feel that processing helps students 

reflect, empowering and enabling them to become more emotionally literate. To a significant 

degree these participants agreed that Experiential Learning is ineffective without processing; 

that processing experience helps students to reflect; that processing enables students to 

become emotionally literate; and that processing empowers students. 

A content analysis regarding if and why processing is important for students, yielded the 

following themes as important: Processing (a) enables students to reflect; (b) allows for 

integration/assimilation of skills; (c) develops self-expression; (d) increases self-awareness; 

(e) consolidates skills and (f) enables students to get in touch with their feelings. The reasons 

given by these PSD specialists follow the theories of Nelson-Jones (1991), Egan (2013), 

Heron (1999) and Kolb (1984) for example. These themes also support the concept that the 
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experience of processing empowers students and addresses Emotional Literacy to such a 

degree that they take action and proceed to counselling if necessary. One PSD specialist 

respondent in the study notes that processing enables students to reflect on their own frame of 

mind, attitudes and decision taking in everyday life. This is directly comparable to Egan‘s 

three stage model of helping skills (Egan, 2013). Another PSD specialist respondent referred 

directly to more emotional awareness: ―They get in tune with their inner self and understand 

better their feelings, behavior and thoughts.‖ 

 

 

THE PARADIGMS INFORMING THE THEORETICAL FRAMEWORK 

OF THE MALTESE PSD MODEL 
 

The theoretical framework of the Maltese PSD model draws on: EI, Freire‘s critical 

theory, the mirror neurons system, Maslow‘s hierarchy, Rogers‘s person-centred approach, 

Dewey‘s philosophy of education and the Experiential Learning Model (ELM). EI and 

Freire‘s critical theory and emphasis on empowerment education have already been 

extensively discussed above, whilst the latter five are presented below. 

The physiology of relating to others. In spite of research evidence indicating that PSD is 

perceived as effective by stakeholders (e.g., Muscat, 2006; MEE, 2014a, 2014b), the subject 

is yet to be formally examined. In this context, scientific evidence becomes important to the 

Maltese PSD model. The discovery of physiological evidence (mirror neurons) therefore 

presents an important milestone. Evidence suggests that individuals high in EI are better at 

deciphering facial expressions and body postures in emotional and interpersonal contexts 

(Gallese, 2001; Nelson - Jones, 2007). EI is manifested through physical attending and 

effective deciphering of emotional information conveyed by nonverbal cues such as eye 

contact, gestures and physical posture (Darmanin, 1992). 

A central aspect related to this set of skills is empathy - the English translation of the 

German word Einfühlung (Gallese, 2001) which was introduced by Theodore Lipps to denote 

the ―relationship between an artwork and the observer, who imaginatively projects herself 

into the contemplated object‖ (Gallese, 2001, p. 43). In empathy, the mirror neuron systems 

play an important role (Gallese, 2001).The discovery of mirror neurons in the brain is 

considered one of the greatest most recent discoveries of neuroscience. These cells are 

scattered throughout the brain and fire when humans and animals move, see or hear someone 

else and are deeply involved in our learning. These systems allow for the copy of movement, 

feelings for another person, and getting absorbed in social events such as the theatre or a 

sports game. Based on research with monkeys, mirror neurons appear to form a cortical 

system matching observation and execution of goal - related motor actions (Gallese & 

Goldman, 1998). Gallese (2001) claims that: ―many aspects of our felt capacity to entertain 

social relationships with other individuals, the ease with which we ‗mirror‘ ourselves in the 

behaviour of others and recognize them as similar to us, they all have a common root: 

empathy‖ (p. 42). Shlien (1997) describes this depth of empathy by including the sensual 

manifestations: 

 

 . . . empathy operates on such data as smell, sight, and sound: the smell of fear; the sight 

of tears, of blushing, and of yawning; and the sound of cadences, tones, sighs and howls. It 
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operates at what we might think of as primitive levels, cellular, glandular, olfactory, chemical, 

electromagnetic, autonomic, postural, gestural, and musical - rhythmical, more than lexical. 

(p. 77) 

 

Both Shlien (1997) and McLeod (2010) value the empowerment that recognition of 

emotions brings along. Jabbi, Swart and Keysers (2007) report that the more empathic a 

person is, the stronger the mirror neuron system is for emotions and the more supportive the 

person is. 

The Maslowian hierarchy of needs. Maslow (1970) notes that an individual has a 

universal striving towards health and self-actualization. Maslow, the founder of humanistic 

psychology (Aanstoos, Serlin, & Greening, 2000) - which has now been revived and 

popularized, although not acknowledged, by Seligman as positive psychology (Seligman & 

Csikszentmihalyi, 2000) -  argues for an emphasis on the consideration of the complete story 

of human nature and how individuals can realize their full potential (Gallagher & Lopez, 

2009). Maslow (1970) explains that this tendency is driven by an innate process - the 

development of the cortex, which is the rational part of the brain and makes the individual 

think - and acts in ways that affect the inner process, either to enhance or to impede health 

and wellbeing. Similarly, PSD addresses Maslow‘s hierarchy of needs (Maslow, 1943): 

safety, love/belonging, esteem and self-actualization needs, as is also reflected in the Maltese 

PSD primary and Secondary school syllabi (MEE, 2014a, 2014b). 

At the heart of this process is EI. It helps participants express themselves, adapt and feel 

secure within the family, with their peers and with their health - the safety need. This 

facilitates the love/belonging need since PSD encourages and provides the necessary setting 

including group number (MEE, 2014a, 2014b), group layout - circle format (Falzon & 

Muscat, 2009; Muscat, 2006; Roffey, 2006; White, 2009), ground rules including 

confidentiality and the facilitative pedagogy (Hopson & Scally, 1981; Nelson - Jones, 1991) 

for participants to share their feelings about their friendships and family members and to feel 

part of a group that considers their inner thoughts (Falzon & Muscat, 2009). It also equips 

participants with communication, assertiveness and empathy which help them understand, 

share and repair emotional damage, whilst focusing on emotional wellbeing (Camilleri et al., 

2012). In turn, this satisfies the esteem need, where participants feel that it is very positive to 

self-disclose the feelings safely and to act constructively to tackle them. In this way, EI is a 

competence which may be conducive to self-esteem, self-confidence, achievement, respect of 

others and respect by others (e.g., Bocchino, 1999; Carmeli, 2003; Matthews, 2004). 

Ultimately, this leads participants to reach a level where they know themselves and feel 

fulfilled. Within the peak of Maslow‘s hierarchy of needs, EL plays a central role by 

facilitating self - awareness and self - expression, thus promoting confidence for persons to 

present themselves as who they are (Luft & Ingham, 1955). 

The Rogerian person-centred approach. The meta-theory of person-centred approach was 

first articulated by Carl Rogers (Linley, Joseph, Maltby, Harrington, & Wood, 2009) and 

relates to humanistic and positive psychology because of its focus on wellbeing and optimal 

functioning (Joseph & Worsley, 2007). PSD adopts a Rogerian person-centred approach, 

based on unconditional positive regard, empathy and congruence (Rogers, 1957). 

Kirschenbaum and Henderson (1989) note that Rogers explains that humans have vast inner 

resources for self- understanding, for changing their self-perception, self-concept, attitudes 
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and behaviour. Rogers adds that such inner resources can be tapped into if the environment is 

safe enough to facilitate such changes. 

This centralized approach encourages participants to be emotionally literate because PSD 

circle time assists the awareness of self and others and enhances emotional wellbeing (Roffey, 

2006): ―The goal the individual most wishes to achieve, the end which he knowingly and 

unknowingly pursues, [is] to be become himself‖ (Rogers, 1989, p. 108). The non-

judgemental and facilitative PSD circle setting, as well as the experiential activities and their 

processing targeted for the different needs, promote and develop EL in participants. This 

Rogerian person -centred approach in PSD is closely related to Maslow‘s hierarchy of needs. 

Both aim for self -actualisation: ―It is the client who knows what hurts, what directions to go, 

what problems are crucial, what experiences have been deeply buried‖ (Rogers, 1961, p. 11). 

Within this framework the profile of PSD facilitators is of utmost importance with regard 

to the correct facilitative skills and self-awareness of facilitators, as they are role models and 

their attitudes and behaviors make up and constitute the textbook for the participants. Rogers 

(1961) insists that ―in the school context, the first essential was that teachers reveal 

themselves in honest ways and exhibit the range of feelings that differentiate living persons 

from ‗automatons‖ (Brand, 1980, p. 33). This implies that in training, self development needs 

to be at the heart of any training programme. 

The Deweyan progressive approach. Dewey articulates a pragmatic philosophy which 

revolves around the notion that education is based on the sharing of experiences: ―Since 

education is the characteristic of life, education is all one with growing; it has no end beyond 

itself‖ (Dewey, 1944, p. 53). This is strongly related to EI and the Maltese PSD model 

because it promotes thinking and reflection, thus encouraging participants to freely interact 

and self- disclose their feelings, whilst working on how to manage them effectively. Dewey 

reminds us that education should build on the experiences of participants by acknowledging 

them and processing the feelings involved: ―Dewey (1938) shows that complexity and change 

meant that education could not be reduced to a formulaic preparation for life, it needed to be 

life itself, messiness and chaos included‖ (Bruce, 2013, p. 7). For Dewey, preparation for life 

is not achieved through passive education but through politicized citizenry education for 

justice, happiness and equality (Boydell, 1976; Criticos, 2000; Giroux, 2009; Schön, 1987; 

Usher & Soloman, 1999). 

The Experiential Learning Model (ELM) paradigm. A definition of ELM includes a 

psychological, philosophical, social, learning, assessment and a pedagogical context as it 

proposed the abstraction of the world around us - how we informally learn beyond and 

without an institutionalized context (Evans, 1994; Griffen, 1992; Heron, 1999; Warner & 

McGill, 1989; White, 1989). Heron (1999) defines ELM as: ―a spiritually, energetically and 

physically endowed being encompassing feelings and emotion, intuition and imagination, 

reflection and discrimination, intention and action. The participants are learning from 

experience. These are the objectives of learning: the knowledge, skills, change of attitudes, 

affect and character structure and deeper transformation of being to be acquired by the 

learners‖ (p. 5). 

ELM proposes that this learning can be employed during group sessions, where ―this 

interactive process of action, reflection and planning is at the heart of all successful learning 

and needs to occupy a significant place of schooling process.‖(Whitaker, 1995, p. 15). Kolb‘s 

(1984) ELC is the most widely used in the field of ELM (Henry, 1989) and is influenced by 

Dewey (1916): ―processes of instruction where he refers to a five stage cycle: (1) the choice 
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of activities participants are interested in throughout the educational experience (2) a general 

problem which develops is addressed in the session(3) information and observation to deal 

with the problem is provided and presented (4) suggested solutions elicited (5) opportunity to 

test, to clarify and to discover for themselves the validity of a solution‖ (p. 163). The 

participants‘ own experiences, be they real or simulated, follow constructivism (Steffe & 

Gale, 1995) and learning by discovery (Schwebel & Raph, 1973; Labinowicz, 1980; Gredler, 

2004; Ormrod, 2007). 

 

 

CONCLUSION 
 

Emotions are a central component of human reactions and human nature. They influence 

thoughts and actions, affect our bodies and impact on our relationships and wellbeing. In this 

chapter we sought to identify those elements that enhance EI within the Maltese PSD Model 

and the theoretical frameworks that inform it. Although this paper is biased towards 

educational settings, such training can occur in other settings such as the business world, 

given the emphasis on soft skills required (European Commission [EC], 2012; Newton et al., 

2005; Paulson, 2001; Robinson, 2009; Taylor, 2005; Winterbotham et al., 2001). Camilleri et 

al. (2012) note that ―[without ever] using the terms EI or EL, both the 1999 National 

Minimum Curriculum (NMC) and the 2011 National Curriculum Framework Consultative 

Document embrace the concept of going beyond cognitive intelligence. [due to] the benefits 

of EL on the person and within the community. The Maltese PSD model promotes this 

concept through both its content and pedagogy‖ (p. 34). As such it is presented here as a case 

study in the application of some of the core concepts within the study of EI in real-world 

educational settings. Preliminary evidence already lends some support to the model‘s 

effectiveness and effect. Future studies may help us further understand the components that 

are most (and least) effective, as the model continues to evolve and adapt, much like the 

young people it is aimed at. 
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