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ABSTRACT

This study aimed to identify, analyze, and synthesize the correlates, antecedents, and consequents of socio-emotional
competencies through a scoping review. The search was conducted in ERIC, PsycNET, PubMed, SCOPUS, and Web of Science
databases. Empirical, quantitative studies that assessed socio-emotional competencies in samples of university students were
included, resulting in eight articles. The factors identified in the socio-emotional competence instruments were grouped
through content analysis into four categories: (a) interpersonal relationships, (b) self-management of emotions, (c) life
administration and management, and (d) openness and exploration. Based on these categories, the correlates, antecedents,
and/or consequents of socio-emotional competencies were identified. The findings highlight meaningful associations between
socio-emotional competencies and other social and emotional variables, reasoning, learning, and strategies for coping with
challenges in academic life. Practical implications for career interventions and the development of educational policies are
discussed.

Los correlatos, antecedentes y consecuentes de las competencias
socioemocionales en la educacion superior: una revision exploratoria

RESUMEN

El estudio pretende detectar, analizar y sintetizar los correlatos, antecedentes y consecuentes de las competencias
socioecondmicas por medio de una revisiéon exploratoria. Se realizaron biisquedas en las bases de datos ERIC, PsycNET,
PubMed, SCOPUS y Web of Science. Se incluyeron estudios empiricos, cuantitativos que evaluaban las competencias
socioemocionales en muestras de estudiantes universitarios, de los que se sacaron ocho articulos. Los factores detectados en
los instrumentos de competencia socioemocional por medio del andlisis de contenidos se agruparon en cuatro categorias:
a) relaciones interpersonales, b) autogestion de las emociones, ¢) administracién y gestion de la vida y d) apertura y
exploracién. Teniendo en cuenta estas categorias se detectaron los correlatos, antecedentes y/o consecuentes de las
competencias socioemocionales. Los resultados destacan una asociacion significativa entre competencias socioemocionales
y otras variables sociales y emocionales, el razonamiento, el aprendizaje y estrategias para lidiar con los retos de la vida
académica. Se comentan las implicaciones prdcticas para intervenciones en las salidas profesionales y el desarrollo de
politicas educativas.

Main Concepts Related to Socio-emotional Competencies

The term socio-emotional competence refers to a set of
competencies that encompass two key components: the social
and emotional domains. Several theoretical approaches have been
developed to support these two domains, including those centered
on intelligence, skills, and competencies. D. C. McClelland (1973)
suggested shifting the focus from intelligence to competence
assessment. The latter represents a broader and more intensive ability

to understand the environment in order to perceive, interpret, and
anticipate appropriate actions (Gottfredson, 1997). In summary, skills
are elements of competencies that contribute to the development of
various types of competencies and are associated with know-how
(Carroll, 1993).

On the other hand, competencies are associated with task
execution and are defined as a set of knowledge and practical skills (D.
C. McClelland, 1973). Thus, three terms (intelligence, competencies,
and skills) are frequently used in efforts to understand the socio-
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emotional dimension, with variations that include social, emotional,
and socio-emotional aspects. One of the earliest related concepts
is social intelligence, a term first used by Thorndike (1920), who
defined it as the capacity to understand and manage individuals, act
wisely in relationships with others, and respond or adapt to different
social situations (Mayer & Salovey, 1993). The term social skills
appears more frequently in recent literature and refers to different
classes of social, situational, and cultural behaviors that contribute
to healthy and productive interactions with others (Del Prette & Del
Prette, 2019). Regarding the term social competence, although not
equivalent, the concept is sometimes used as a synonym for social
skill. Social competence can be understood as an evaluative concept
referring to performance (manifest and/or private) in interpersonal
tasks that meet situational demands and produce consequences.
Thus, having well-developed social skills is a necessary but not
sufficient condition for possessing social competence, which also
requires the ability to perform those skills (Del Prette & Del Prette,
2019).

From the perspective of emotional dimensions, the concepts of
emotional intelligence, competence, and skill also stand out. One
of the earliest approaches in this area is emotional intelligence,
which refers to the ability to perceive, understand, manage, and use
emotions effectively in oneself and others. According to Mayer and
Salovey (1993), emotional intelligence is conceptualized as a set of
cognitive abilities organized into four branches: perceiving emotions,
using emotions to facilitate thinking, understanding emotional
meanings, and managing emotions. This model emphasizes
emotional intelligence as a form of intelligence related to information
processing involving emotions. Mayer et al. (2016) further refined
this definition, highlighting emotional intelligence as the capacity to
reason about emotions and to use emotional information to enhance
thought and decision-making. Complementarily, Goleman (1995)
popularized the concept in applied contexts, framing emotional
intelligence as a set of competencies that influence how individuals
manage themselves and their relationships, including self-
awareness, self-regulation, motivation, empathy, and social skills.
Furthermore, Bar-On (1997) conceptualized emotional intelligence as
a set of emotional, personal, and social competencies that influence
an individual’s ability to succeed in life and maintain psychological
well-being. Unlike approaches focused on cognitive abilities, Bar-
On defines emotional intelligence as a construct that encompasses
five core domains: intrapersonal, interpersonal, stress management,
adaptability (reality testing and problem-solving), and general mood
(optimism and happiness). Together, these perspectives underline
the role of emotional intelligence in psychological well-being,
interpersonal functioning, and adaptive behavior.

On the other hand, emotional competence can be understood
as a set of knowledge, abilities, skills, and attitudes necessary to
understand, express, and regulate appropriate emotional phenomena
in oneself and in relation to others (Bisquerra Alzina, 2003).
Emotional skills, in turn, are organized into five basic dimensions:
cooperation, assertiveness, responsibility, empathy, and self-control.
These dimensions are convergent with the concept of emotional
intelligence, which encompasses self-awareness and emotional
management, self-motivation, empathy, and social skills (Mayer &
Salovey, 1993).

In this study, we used the term socio-emotional competencies
in accordance with Schoon’s (2021) integrative taxonomy, Domains
and Manifestations of Social-Emotional Competencies (DOMASEC),
as it is broader and incorporates a range of skills. Socio-emotional
competencies can be conceptualized as a set of adaptive capacities
that develop through the interplay of social and affective processes,
enabling individuals to perceive, experience, and regulate their
own emotions, interpret others’ emotional states, and modify
behavior in response to shifting circumstances (Marin et al., 2017).
These competencies—distinct from strictly academic skills—emerge

from reciprocal interactions between innate predispositions and
environmental influences, evolve gradually over the lifespan, and
remain amenable to enhancement through both formal and informal
learning experiences (De Fruyt et al., 2015). Their manifestation—in
relatively stable yet context-sensitive patterns of thoughts, feelings,
and behaviors—depends on situational demands and can therefore
be targeted by tailored interventions aimed at improving individual
functioning (Schoon, 2021).

Because socio-emotional competencies reflect dimensions
of human capital—-such as goal setting, responsible conduct,
emotional self-control, and resilience—they have been empirically
linked to academic achievement, career success, well-being, and
broader socioeconomic outcomes (Organiza¢gdo para Cooperacdo
e Desenvolvimento Econdmicos [OCDE, 2015]; D. Santos & Primi,
2014). Research on these competencies spans multiple domains: in
education, they inform programs for holistic student development
from early childhood onward (Abed, 2016; D. Santos & Primi,
2014); in psychology, they underpin research on personality, school
adjustment, and occupational behavior and in vocational guidance
they guide interventions to support the adaptation of adolescents,
young adults, and professionals across diverse training backgrounds
and career transitions.

In the context of hiring individuals or services, managers often
report dissatisfaction with workers’ emotional regulation. They
argue that cognitive and technical skills alone are insufficient
to address the complex challenges of contemporary society.
Thus, the present review focuses on studies addressing socio-
emotional competencies in higher education. The development of
these competencies is essential for fostering personal, social, and
professional relationships. The contemporary world is characterized
as volatile, uncertain, complex, and ambiguous (VUCA), as well
as brittle, anxious, non-linear, and incomprehensible (BANI),
requiring individuals to possess a diverse set of skills to navigate
their personal and professional lives (Grabmeier, 2019). College
students, who will soon enter the workforce, must be equipped
with these socio-emotional resources.

Socio-Emotional Theories

The term “socio-emotional competencies” broadly describes
the cluster of abilities that enable individuals to perceive, express,
and manage their own emotions; interpret and respond to others’
emotions; and to adapt behavior effectively as situations evolve.
Often referred to in the literature as non-cognitive, character, or
“soft” skills—in contrast to more readily quantifiable cognitive
abilities (Abrahams et al., 2019)—these capacities range from
emotion recognition and regulation to interpersonal problem-
solving. Although “skill” and “competence” are sometimes used
interchangeably, the term competence usually implies a broader
repertoire, encompassing multiple, interrelated skills (OCDE, 2015).
In practice, both the conceptualization and measurement of socio-
emotional competencies vary widely across research traditions and
academic disciplines (Schoon, 2021).

Socio-emotional competencies have been defined and organized
within various theoretical frameworks, each emphasizing
different facets of emotional and interpersonal functioning. From a
developmental-psychological perspective, Saarni (1999) identified
eight core emotional competence skills: (a) awareness of one’s own
emotions, (b) accurate perception of others’ emotions, (c) facility with
an emotion-specific vocabulary, (d) empathic responsiveness, (e)
differentiation between internal emotional experience and external
expression, (f) adaptive regulation of aversive emotions, (g) effective
emotional communication within relationships, and (h) emotional
self-efficacy. This model highlights both intrapersonal awareness and
the interpersonal application of emotional skills.
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In contrast, the Collaborative for Academic, Social, and Emotional
Learning (CASEL, 2020) proposes a five-domain framework designed
for educational contexts: (a) self-awareness, (b) self-management, (c)
social awareness, (d) relationship skills, and (e) responsible decision-
making (CASEL, 2020). Whereas Saarni’ (1999) framework emphasizes
discrete emotion-processing abilities, the CASEL model foregrounds
school-based skill development that integrates cognitive, affective,
and behavioral dimensions to support academic and life success.

Lechner et al. (2019) propose that the Big Five personality traits
serve as an overarching organizational scaffold for socio-emotional
competencies, since each broad trait—Openness, Conscientiousness,
Extraversion, Agreeableness, and Emotional Stability—encompasses
multiple,  more-specific  socio-emotional  capacities (e.g.,
conscientiousness includes self-regulation and goal persistence;
agreeableness includes empathy and cooperation). By mapping
finer-grained skills onto enduring trait dimensions, researchers can
leverage the well-validated Big Five taxonomy to predict educational,
occupational, and health outcomes across diverse populations and
cultures.

Most recently, Schoon (2021) introduced the DOMASEC taxonomy
as a response to long-standing conceptual inconsistencies in the
field of social-emotional competencies. This two-level model
organizes constructs across three core domains—intrapersonal (self-
orientation), interpersonal (other-orientation), and task-oriented—
and three distinct manifestations within each domain: affective,
cognitive, and behavioral. For instance, within the intrapersonal
domain, emotional self-efficacy (affective), self-concept (cognitive),
and self-regulation (behavioral) are delineated; likewise, empathy
(affective), perspective-taking (cognitive)) and cooperation
(behavioral) represent key facets of the interpersonal domain. A
central motivation for developing this taxonomy was to address the
pervasive jingle-jangle fallacy, a conceptual pitfall that undermines
theoretical clarity and empirical comparability. The jingle fallacy
involves applying the same label to different constructs, while the
jangle fallacy refers to using different labels for conceptually similar
constructs. These issues, rooted in divergent disciplinary languages
and measurement approaches, have led to a fragmented knowledge
base. As Schoon (2021) emphasizes, the DOMASEC framework aims
to harmonize terminology across disciplines, promote conceptual
precision, and support the classification, assessment, and integration
of social-emotional competencies within and across research
traditions.

Although the Big Five functions effectively as a macro-level
organizer—providing parsimonious, stable dimensions that
subsume many socio-emotional skills—it differs conceptually
from “competencies,” which are defined as trainable, context-
sensitive abilities to recognize, regulate, and express emotions or
behaviors in specific situations (Lechner et al., 2019). Personality
traits describe a person’s general dispositions or tendencies (“I
am generally organized”), whereas socio-emotional competencies
refer to actionable capabilities (“I can apply stress-management
strategies under pressure”) that can be explicitly taught, learned,
and assessed in educational or therapeutic settings. By combining
the trait framework with competence-based taxonomies such as
DOMASEC, researchers and practitioners can achieve both broad
predictive power and fine-grained guidance for intervention
design.

Socio-Emotional Competencies in Higher Education

Political, health, and social changes, along with globalization and
advances in technology and science, have been reshaping the world
of work—intensifying the challenges of entering and remaining in the
labor market and demanding lifelong, continuous learning (A. M. S.
Silvaetal.,, 2015). In this context, higher education plays a decisive role

in the university-to-work transition, as students must develop not
only cognitive and technical competencies but also socio-emotional
competencies (Gondim et al., 2014). Accordingly, institutions should
revise their curricula by incorporating interdisciplinary, active,
and personalized teaching approaches that foster digital literacy,
experiential learning, and the strengthening of socio-emotional
repertoires (Teng et al., 2019).

The growing demand for professionals capable of addressing
complex problems with adaptability and resilience has elevated
socio-emotional competencies—such as self-awareness, emotional
regulation, empathy, and teamwork—to a central position in the
contemporary job market (Adib-Hajbaghery & Sharifi, 2017).
Empirical studies have identified these competencies as predictors
of academic success, professional adjustment, and the physical
and psychological well-being of university students (Expdsito
et al., 2018). Given their malleability and positive impact on the
development of technical and cognitive skills, it is essential to map
the primary correlates, antecedents, and consequents of socio-
emotional competencies in university student populations. Studies
investigating the predictors and consequents of socio-emotional
competencies remain relevant, as these competencies contribute
to strengthening students’ cognitive and technical skills sets. A
systematic examination of variables identified in the literature
as correlates, antecedents, and consequents of socio-emotional
competencies can help elucidate theoretical models of how socio-
emotional competencies interact with other variables in higher
education. Therefore, this study aimed to identify, analyze, and
synthesize the correlates, antecedents, and consequents of socio-
emotional competencies through a scoping review of quantitative
studies addressing university student samples.

Method

A scoping review is a method used to synthesize and
disseminate research findings on a specific subject (Tricco et al.,
2016). Its purpose is to map the state of the art in a thematic area
using a rigorous and transparent process, providing a descriptive
overview of the studies reviewed (Arksey & O'Malley, 2005). Unlike
systematic reviews, scoping reviews do not aim to evaluate the
quality of available evidence, but instead focus on identifying key
concepts and research gaps within a given field (Arksey & O'Malley,
2005). They also differ from traditional literature reviews, as they
follow a systematic approach.

Research Strategy and Selection of Articles

The ERIC, PsycNet, PubMed, Scopus databases, and the Web of Sci-
ence index, which together encompass the scientific literature in the
fields of Education, Psychology and Psychiatry, Health and Medical
Sciences, and Medical and Social Sciences, were initially searched. The
search strategy was limited to titles and abstracts, and the following
string of search terms was used: (“emotional and social” OR “social
and emotional” OR “social-emotional” OR “socio-emotional” OR “so-
cioemotional”) AND (“skills” OR “competence” OR “competencies” OR
“ability” OR “abilities” OR “intelligence” OR “learning” OR “develop-
ment” OR “expertise”) AND (“university students” OR “undergraduate
students” OR “college students”). Figure 1 presents the study selection
process, according to the PRISMA Protocol (Moher et al., 2009). A filter
was applied to limit search results to articles; however, no restrictions
were imposed on language or publication year. The inclusion criteria
were: (a) empirical studies, (b) quantitative designs, (c) assessment
of socio-emotional competencies, (d) samples composed of university
students, and (e) investigations of relationships with other variables.
Studies involving specific groups, such as athletes or individuals with
autism, were excluded due to the uniqueness of these samples.
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Figure 1. Flowchart of the Study Selection Process (PRISMA).

Eligibility Assessment of the Studies

The selection of the corpus was carried out in accordance with
the PRISMA guidelines for scoping reviews (Tricco et al., 2016), and
the results are summarized in Figure 1. Two independent reviewers
(both holding Master’s degrees in career development) searched
the five online databases on June 15, 2022, and found 676 records.
After removing duplicates, 358 articles remained. Studies that
did not include the previously cited search terms were excluded,
resulting in a set of 66 articles for further analysis. After applying the
inclusion and exclusion criteria, 38 articles were selected for full-
text review. Ultimately, eight articles were included in the review.
A third reviewer (a specialist in career development) evaluated any
articles in cases where questions regarding eligibility arose. Inter-
rater agreement was verified using the kappa coefficient during
the screening and eligibility phases. The kappa values indicated
excellent agreement in both stages, k=.97, p<.001 and k= .86, p <
.001, respectively.

Data Extraction and Analysis

Two independent coders (the same reviewers who conducted
the eligibility screening) analyzed the eight full-text articles
and extracted the following information: year and language of
publication; country of data collection; theoretical perspective on
socio-emotional competencies; definition and term used for socio-
emotional competencies; study design; instruments used to assess
socio-emotional competencies and factors evaluated; instruments

used to assess other variables and their corresponding factors;
sample characteristics; participant age (range, mean, and standard
deviation); sample size; results (correlates, antecedents and
consequents); and statistical analyses performed. Differences in
data extraction between the coders were rare and were discussed
with a third reviewer (the same one involved in the eligibility
screening), when necessary.

Data analysis was conducted in depth following data extraction.
The studies were initially characterized based on bibliometric data
(country of origin and terminology), theoretical perspective, and
methodological characteristics (study design, instruments, and
samples). This information was compiled into summary tables.
Next, the factors from the scales or instruments used to assess
socio-emotional competencies were identified. These factors were
grouped according to taxonomies and definitions using content
analysis (Bardin, 2011), which consists of three fundamental steps:
pre-analysis, material exploration, and treatment of results. In the
pre-analysis phase, all scales factors were identified and defined.
During material exploration, coding was based on registration units,
defined as the “smallest element of content whose occurrence
is recorded according to the established categories” (Franco,
2008, p. 41, free translation). In this study, similar classifications
were adopted for both the variables and the instruments used to
measure them. The context unit, according to Franco (2008), is the
“background” that helps give meaning to the units of analysis—
that is, the portion of the message that allows for understanding
information at a broader level (Bardin, 2011). In this case, the very
instruments identified in the reviewed studies were considered the
context unit. The factors identified were organized into categories
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created a posteriori, based on theoretical similarity. Finally, in
the results treatment phase, interpretations and inferences were
based on the content expressed in the analyzed instruments.
The correlates, antecedents, and consequents were subsequently
identified and mapped to each category of the socio-emotional
competencies.

The effects of the relationships identified were evaluated
considering Pearson’s r and Spearman’s p, as these were the
correlations reported by the included studies. Correlation values
ranged from -1 to 1 and were interpreted as follows: values < .10
were considered spurious, < .30, weak, < .50, moderate, and >
.50, strong (Cohen, 1992). For the effect sizes of antecedents and
consequents, standardized regression coefficients were evaluated
using the same cut-off points.

Results

General Characteristics, Bibliometric Data, Theoretical and
Methodological Perspectives of the Studies

Table 1 presents the bibliometric and methodological data
of the included articles. All studies were published in English
between 2001 and 2021; only one was published between 2001
and 2010, and six between 2011 and 2020. Most articles focused on
Asia, especially Turkey, followed by the United States and Europe.
No articles authored by researchers from Africa or Oceania were
found. Regarding the theoretical perspective, four articles were
based on the Collaborative for Academic, Social, and Emotional
Learning (CASEL, 2020) framework. Two articles adopted the
emotional intelligence models of Goleman (1995) and Mayer and
Salovey (1993). One study was based on the Big Five model, and
another was based on the Study on Social and Emotional Skills
(SSES), developed by the Organization for Economic Cooperation
and Development (OECD, 2015). Seven studies employed a cross-
sectional design, while only one study was longitudinal. Three
articles used the same instrument, the Social Emotional Learning
Scale (SELS) (Coryn et al., 2009). As for sample characteristics, five
studies included approximately 200 participants, with ages ranging
from 17 to 37 years.

Categorization and Dimensions of Socio-emotional
Competencies in the Evaluated Instruments

To organize the various dimensions assessed by the instruments
included in this review, a content analysis was conducted based on
the constructs and definitions provided by the original scales (An-
nex 1). This analysis resulted in the creation of four categories of
socio-emotional competencies: (a) interpersonal relationships, (b)
self-management of emotions, (c) life administration and mana-
gement, and (d) openness and exploration. These categories were
developed a posteriori through theoretical grouping and reflect
conceptual convergences frequently cited in the literature on so-
cio-emotional competencies. The categorization was grounded in
an integrative theoretical framework discussed in the theoretical
section, which incorporates models such as CASEL (2020), the Big
Five personality traits (Lechner et al., 2019), emotional intelligen-
ce frameworks (Goleman, 1995; Mayer & Salovey, 1993), and the
DOMASEC taxonomy (Schoon, 2021). Each category reflects shared
elements from these perspectives and serves as an organizing lens
for understanding the empirical constructs measured across the
selected studies.

Interpersonal relationships

They refer to the ability to connect with others, demonstrate
empathy and care, and maintain positive social interactions. This
category aligns with the “interpersonal domain” of the DOMASEC
model and the “relational skills” and “social awareness” domains of
CASEL (2020). It encompasses factors such as empathy, cooperation,
sociability, and prosocial behavior—skills essential for building me-
aningful connections and managing social dynamics. Eleven factors
identified in eight articles were grouped into this category, with the
study by C. G. Silva et al. (2021) contributing five of them.

Self-management of emotions

It involves the identification, regulation, and effective use of
one’s emotional states. It corresponds to the “intrapersonal-affecti-
ve domain” of the DOMASEC taxonomy and to the “self-awareness”

Table 1. Summary of Articles by Country of Origin, Theoretical Perspective, Terminology Used, Study Design, Instruments Used, and Sample Characteristics

Theoretical Terminology

Identification Country perspective used Design SEC Instruments Sample characteristics
(Akcaalan, 2016) Turke; CASEL Siiiell o ol Cross-sectional Stel ol L Seall: 590 students, aged 18-36
’ y learning (SELS) (Coryn et al., 2009) 98

Socio-emotional

(Ambiel et al., 2018) Brazil Big Five abilities

Social emotional

(Arslan & Demirtas, 2016) Turkey CASEL I .
earning

Social emotional

(Arslan, 2018) Turkey CASEL

learning
(Kobe et al,, 2001) P M ayerand i(r’rféﬂ:;ﬂ
v States Salovey ) .
intelligence
srcil e Socioemotional
(C.G.Silvaetal., 2021) Portugal Emotional Skills skills
(SSES) - OCDE
(Turki et al., 2018) Saud} Goleman Emc':)tlonal-.
Arabia social learning
Social and
(Zych et al., 2018) Spain CASEL Emotional
Competencies

Longitudinal

Cross-sectional

Cross-sectional

Cross-sectional — Quotient Inventory (EQ-i) (Bar-On,

Cross-sectional

Cross-sectional

Cross-sectional ~Competencies Questionnaire

Social and Emotional or Non-
cognitive Nationwide Assessment
SENNA (Primi et al., 2016)

Social Emotional Learning Scale
(SELS) (Coryn et al., 2009)

136 students, aged 17-37,
M=21.6,SD=3.6

289 students, aged 17-30,
M=20.7

Social Emotional Learning Scale
(SELS) (Coryn et al., 2009)

Bar-On’s (1996) Emotional

367 students, aged 17-36,
M=2091, SD=3.54

192 students, mean age
1996) 22,SD=5

Social and Emotional Skills (SSES)
(Kankaras & Suarez-Alvarez, 2019)

95 students, aged 18-25,
M=20.29, SD=2.90

Emotional-Social Scale (ESS)
(Bradberry & Greaves, 2004)

Social and Emotional

240 students

643 students, mean age

(SEC-Q) (Zych et al., 2018) AU2E, S1= 27

Note. Source: developed by the authors.

Akcaalan (2016) and Turki et al. (2018) did not report the mean and standard deviation of participants’ age.
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Table 2. Articles Distributed according to the Variables Investigated and Statistical Analyses Used

Identification Investigated variable

Statistical analysis

(Akcaalan, 2016)

(Ambiel et al., 2018)
(Arslan & Demirtas, 2016)
(Arslan, 2018)

(Kobe et al., 2001)

(C. G.Silva et al., 2021)
(Turki et al., 2018)

(Zych et al., 2018)

Level of lifelong learning (correlate)

Critical thinking (correlate)
Self-regulation (antecedent)
Leadership (consequent)
Decision-making (correlate)

Achievement motivation and chance of academic dropout (consequents)

Psychological and social adjustment (consequent)
Alexithymia and emotional intelligence (correlates)

Pearson’s correlation
Multiple linear regression
Pearson’s correlation
Multiple regression
Hierarchical regression
Spearman’s correlation
Multiple linear regression
Pearson’s correlation

Note. Source: developed by the authors.

and self-management components of CASEL, as well as to the emo-
tional intelligence constructs proposed by Bar-On (1997) and Mayer
and Salovey (1993). This category includes seven factors drawn from
four studies, with significant contributions from Kobe et al. (2001).

Life administration and management

It encompasses competencies related to setting and achieving
goals, organizing tasks, and making responsible decisions. This cate-
gory reflects the “task-oriented domain” of the DOMASEC taxonomy
and the “conscientiousness” trait of the Big Five model. It includes
factors such as decision-making, planning, self-regulation, and mo-
tivation, which are closely linked to academic and professional suc-
cess. Five factors from five distinct articles were identified in this
category.

Openness and exploration

It refers to the disposition to engage with new experiences,
perspectives, and cultural contexts. It resonates with the “openness
to experience” trait of the Big Five model and the “cognitive
manifestations” of the interpersonal and task-oriented domains in
DOMASEC taxonomy. This category includes dimensions such as
creativity, tolerance for diversity, and intellectual curiosity. It was
represented by three factors across two studies, with C. G. Silva et al.
(2021) contributing the majority of them.

This categorization allows for the integration of multiple
theoretical perspectives and contributes to resolving recurring
conceptual ambiguities in the field, such as the “jingle-jangle
fallacy”—the conflation of distinct constructs under a single term or
the use of different terms for similar constructs. Thus, the categories
provide a coherent and theoretically grounded framework for

Table 3. Correlations between Socio-emotional Categories and Variables by Effect Size Intensity

Categories

Low

Moderate

High

Interpersonal relation-
ships

Self-management of
emotions

Life administration and
management

Openness and
exploration

Direct: emotional intelligence: emotional
repair (.29);

decision-making: vigilance (assertiveness
(.22), cooperation (.18), empathy (.24),
sociability (.16) and trust (.13))

Inverse:

Alexithymia: difficulty expressing emotions
(-.23); Decision-making: responsibility
(empathy (-.20), sociability (-.15), trust
(-.11)); Decision-making: procrastination
(empathy (-.11), trust (-.17)); Decision-
making: hypervigilance (assertiveness
(-.19), cooperation (-.14) and empathy (-.14))

Direct: Emotional Intelligence: Emotional
Clarity (.17) and Emotional Repair (.22)
Inverse: Alexithymia with self-management
and motivation: difficulty identifying
feelings (-.22) and difficulty expressing
feelings (-.26);

Alexithymia with decision-making:
difficulties in identifying feelings (-.13)

Direct: decision-making: vigilance and
creativity (.15) and vigilance and tolerance
(.19)

Inverse: decision-making: responsibility
(-.21), procrastination (-.16), hypervigilance
(-12)

Direct: emotional intelligence: emotional
attention (.31) and emotional clarity
(.34); lifelong learning (.42); critical
thinking: reflective skepticism (.43) and
critical openness (.46)

Inverse: decision-making: responsibility
(-.43) and procrastination (-.38),
hypervigilance (-.30)

Direct: emotional intelligence: emotional
repair (.33); lifelong learning (.46)
Inverse: alexithymia: difficulty
identifying emotions (-.38) and difficulty
expressing emotions (-.42)

Direct: emotional intelligence: emotional
repair (.39), emotional clarity with self-
management (.41), emotional clarity with
self-regulation (.40); lifelong learning
(:49);

Critical thinking: reflective skepticism
(.44) and critical openness (.41).

Inverse: decision-making: responsibility
(-31)

Direct: emotional intelligence:
emotional clarity (.62)

Direct: critical thinking: reflective
skepticism (.50)

Note. Source: developed by the authors.
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analyzing how socio-emotional competencies are operationalized
and assessed across higher education contexts.

Statistical Analyses

Table 2 summarizes the variables related to socio-emotional
competencies and the statistical analyses used to examine these
relationships. Four studies investigated correlates, three articles
analyzed consequents, and one focused on antecedents. Most of the
statistical analyses used Pearson’s correlation coefficients, with one
study employing Spearman’s correlations. Regression analyses were
used to assess antecedents and consequents.

Correlates

As shown in Table 3, four studies investigated correlations
between socio-emotional competencies and other variables, such as
emotional intelligence, critical thinking, lifelong learning, decision-
making, and alexithymia. Note that the instruments used to assess
alexithymia, emotional intelligence, decision-making, and critical
thinking measured these constructs as multifactorial.

Emotional Intelligence. This construct refers to the ability to
perceive, express, use, and regulate emotions, and was assessed
across three dimensions: emotional attention, clarity, and repair
(Zych et al., 2018). Strong correlations were found only between
emotional intelligence and the factors within the self-management
of emotions category. Additionally, emotional intelligence showed
low to moderate correlations with factors from the interpersonal
relationships, self-management of emotions, and life administration
and management categories.

Critical Thinking. Defined as a self-regulated reasoning process
through which individuals make judgments by questioning,
affirming, approving, or correcting during cognitive activities
focused on a specific purpose. It is measured by two dimensions:
critical openness and reflective skepticism (Arslan & Demirtas,
2016). Critical thinking presented moderate to high correlations with
factors within the life administration and management category
and moderate correlations with the factors in the interpersonal
relationships category.

Lifelong Learning. Defined as formal or informal learning
that occurs throughout an individual’s life and is related to
social and emotional aspects (Akcaalan, 2016). Lifelong learning
showed moderate correlations with factors in the interpersonal
relationships, self-management of emotions, and life administration
and management categories.

Table 4. Antecedent and Consequent Variables and Their Magnitudes

Decision-making. Defined as a set of strategies for addressing
decisional conflicts, it is measured across four factors: vigilance
(related to assertiveness), hypervigilance (impulsive and unplanned
responses to decision-making situations), responsibility (defensive
attitudes in relation to decision-making), and procrastination
(evasive behavior in decision-making) (C. G. Silva et al,, 2021).
Responsibility, procrastination, and hypervigilance showed inverse
correlations of low to moderate magnitude with factors in the
interpersonal relationships and openness and exploration categories.

Alexithymia. Defined as difficulty expressing and identifying
emotions (Zych et al., 2018), it is understood as a set of deficiencies in
the intra- and interpersonal processing of emotions (Paez & Velasco,
2001). Alexithymia represents the negative counterpart of Emotion-
al Intelligence, with its components inversely correlated with those
in the Mayer and Salovey’ (1993) Model. It showed moderate inverse
correlations with self-management of emotions and low inverse cor-
relations with factors from the interpersonal relationships and life
administration and management categories.

Antecedents

As shown in Table 4, only one article investigated antecedents of
socio-emotional competencies.

Self-regulation. Defined as the ability to understand and manage
one’s learning, emotions, and resources (Arslan, 2018), self-regulation
was a strong and direct predictor of the interpersonal relationships
and life administration and management categories.

Critical Thinking. Understood as the ability to draw conclusions
by questioning, affirming, approving, or correcting in response
to situations (Arslan, 2018), critical thinking was identified
as an antecedent of the interpersonal relationships and life
administration and management categories, showing a strong
effect. It also served as a mediating variable in the relationship
between self-regulation and socio-emotional competencies. When
included in the mediation model, the predictive effect of self-
regulation on socio-emotional categories decreased but remained
strong.

Consequents

As shown in Table 4, three articles investigated four variables
associated with socio-emotional competencies.

Leadership. This construct encompasses social and emotional
components related to the ability to understand and interact with
others, as good leaders demonstrate empathy and awareness of

Categories Low

Moderate

High

Interpersonal
relationships

Direct consequent: psychological and social
adjustment (B = .24);
Achievement motivation (B = .20)

Self-management of
emotions

Direct consequent: psychological and social
adjustment (B =.24)

Life administration and
management

Inverse consequent: chance of dropping
out(B=-33)

Direct antecedent: self-regulation
(B =.78); critical thinking (B =.51)
Direct consequent: leadership (B =.53)

Direct consequent: leadership (B =.35)

Direct antecedent: self-regulation
(B =.78); critical thinking (B = .51)

Note. The  found in the antecedents were extracted from a mediation model in which self-regulation is the antecedent, critical thinking is the mediator and socio-

emotional competencies are the dependent variables.
Source: developed by the authors.
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others’ needs (Kobe et al., 2001). Leadership emerged as a consequent
of the interpersonal relationships category, showing a strong positive
effect. Additionally, the self-management of emotions category was a
predictor of leadership, with a moderate effect.

Chance of Academic Dropout. This refers to the likelihood of a
student abandoning their academic activities (Ambiel et al., 2018)
and was identified as the only consequent of the life administration
and management category, showing a moderate inverse effect.

Psychological and Social Ad justment. This construct is
understood as a set of skills related to social, occupational, and
educational functioning, including problem-solving, perceived
competence, and social skills (Turki et al., 2018). Similar to leadership,
this variable was a consequent of the socio-emotional categories of
interpersonal relationships and self-management of emotions, both
showing low-magnitude effects.

Achievement Motivation. This refers to the inclination to pursue
challenging goals, exert control, overcome difficulties, strive for
higher standards, stand out, compete, surpass others, and enhance
self-esteem through the use of one’s own abilities. In academic
contexts, it involves facing challenges with resourcefulness (Turki
et al., 2018). This variable was identified as a consequent of the
interpersonal relationships category, showing a direct effect of low
magnitude.

Discussion

This scoping review identified, analyzed, and summarized
the correlates, antecedents, and consequents of socio-emotional
competencies based on eight articles retrieved from online
databases in the fields of education, psychology and psychiatry,
health, medical, and social sciences. Four studies investigated five
correlates of socio-emotional competencies, one study investigated
two antecedent variables, and three investigated four consequents.
The identified variables are related to key aspects of life and
career, particularly within academic and professional settings.
These variables were classified into four categories: (a) social,
referring to social functioning and interpersonal relationships;
(b) emotional, focused on the identification of emotions; (c)
reasoning and learning, encompassing understanding, judgment,
decision-making, and knowledge acquisition; and (d) overcoming
academic barriers, defined as strategies for achieving goals despite
challenges.

The correlates identified fall within the emotional domain
(emotional intelligence and alexithymia) and the reasoning and
learning domain (decision-making, critical thinking, and lifelong
learning). These findings suggest that developing socio-emotional
competencies may help prevent impulsive and unplanned decision-
making. The results corroborate the literature, as socio-emotional
competencies are frequently associated with a sense of control over
one’s environment and an interest in learning (Gondim et al., 2014),
as well as with emotional regulation and creativity, which are linked
to positive affect and well-being in interpersonal relationships
(Costa & Sanchez, 2013). The results also align with the findings of
Damasio (2017), who argue that emotions support reasoning and
learning. Although emotions were historically viewed as opposed
to reason, current perspectives recognize their integration into
reasoning, learning, and decision-making. Thus, emotions play a
central role in cognitive orientation (F. M. T. Santos, 2007).

Moreover, two antecedents were identified, both related to
the reasoning and learning domain (self-regulation and critical
thinking). These variables predicted socio-emotional competencies
associated with interpersonal relationships and life administration
and management. By managing their learning environment and
maintaining a sense of a purpose, students gain greater control
and a sense of responsibility over their plans and goals. The

development of socio-emotional competencies is also associated
with the creation of social networks that support the construction
of life and career projects. Control over the learning environment
enhances the depth and content of discussions and improves critical
thinking. Therefore, critical thinking was identified as a mediating
factor in the relationship between self-regulation and socio-
emotional competencies. This finding aligns with the studies by M.
M. McClelland et al. (2007) and Zimmerman et al. (1992), which
show that self-regulation contributes to motivation, goal setting,
and sustained attention in the classroom. Critical thinking can
improve academic performance and also support the development
of students’ socio-emotional competencies (Akcaalan, 2016).

Finally, the identified consequents relate to the social
domain (leadership and psychological and social adjustment)
and to overcoming academic barriers (likelihood of dropout
and performance motivation). These variables emerged from
socio-emotional competencies in the domains of interpersonal
relationships, self-management of emotions, and life administration
and management. These findings are consistent Garcia-Sancho et
al. (2014), who argue that the development of socio-emotional
competencies promotes academic success, the ability to adapt to
the external demands, cope with adversity and stress, and establish
and maintain healthier relationships and effective leadership.
Similarly, Damasio (2017) states that individuals with well-
developed socio-emotional competencies exhibit more positive
self-perceptions, including greater self-efficacy, persistence toward
goals, commitment, and higher academic performance.

A greater number of studies have been conducted in other
contexts, particularly in elementary education. Consequently,
the body of knowledge in this field is more consolidated and
advanced, with additional studies identifying further correlates,
antecedents, and consequents of socio-emotional competencies.
Gongalves (2022) found that socio-emotional competencies
are strong predictors of academic performance in school-aged
children, highlighting the relevance of socio-emotional learning
for academic success. Souza (2019) examined high school students
and found that those with experience in the labor market tend to
exhibit more developed socio-emotional competencies and greater
career adaptability than their peers without such experience. Still
within the educational context, Abed (2016) found that personality,
self-efficacy, self-concept, and self-confidence positively predict
individual achievement, development, academic training, and
future success. Well-developed socio-emotional competencies are
also associated with improved individual and team performance,
better health and quality of life, a more positive organizational
climate, and enhanced cognitive and learning skills.

These findings prompt relevant reflections regarding the
potential overlap between the proposed categories of socio-
emotional competencies. It is recognized that certain socio-
emotional competencies may exert influence across multiple
dimensions of human functioning, reflecting the inherently
multidimensional and integrative nature of these constructs
(CASEL, 2020; Schoon, 2021). However, the categorization adopted
in this study was guided by the predominant functional role of each
competence, prioritizing its core theoretical focus as defined in the
instruments and conceptual frameworks employed. For example,
although decision-making may positively affect interpersonal
relationships—by supporting conflict resolution or enhancing
communication strategies—it is conceptually more closely
aligned with self-regulation, goal setting, and life management
processes. Therefore, it was classified under “life administration
and management”, as this is the domain where its application is
most autonomous and structurally significant. Such overlaps are
intrinsic to the field of socio-emotional competencies, reflecting
the complexity of real-life contexts in which different skills
operate in an interdependent and dynamic manner. Rather than
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compromising the analytical clarity of the proposed framework,
this overlap reinforces the understanding of socio-emotional
competencies as dynamic systems capable of producing transversal
effects across various contexts. This insight highlights the need for
future research aimed at deepening the understanding of these
interrelationships, thereby contributing to the development of more
refined and comprehensive theoretical models and taxonomies.
Moreover, further research focused on the university environment
is essential to advance knowledge production and support the
consolidation of theoretical models and robust interventions in
higher education and professional contexts.

Conclusion, Limitations, and Future Implications

This scoping review identified, analyzed and summarized the
correlates, antecedents, and consequents of socio-emotional
competence in studies conducted with university students. The
findings show relevant relationships between socio-emotional
competence and social and emotional variables, reasoning, learning,
and coping with academic challenges. These findings underscore
the importance of further research and practical applications aimed
at fostering the development of socio-emotional competence in
university students.

Most of the retrieved studies were cross-sectional, with only
one using a longitudinal design, revealing a gap in studies of this
nature. The publications predominantly investigated correlations
between variables, with few studies focusing on antecedents and
consequents; evidence in these areas remain limited. These findings
suggest that socio-emotional competencies are seen as predictors of
other variables, supporting the development of theoretical models
that can inform the design of interventions. Such findings highlight
the importance of fostering socio-emotional competencies to
promote other competencies relevant for life and career.

Regarding limitations, this scoping review followed the
systematic and rigorous procedures in accordance with PRISMA
guidelines (Tricco et al., 2016). The selection of online databases,
search terms, and inclusion and exclusion criteria were well-
founded and justified but reflect the authors’ methodological
choices. Alternative decisions might have yielded different
results, conclusions, and insights. Moreover, the use of varied
terminology, such as social and emotional competencies, socio-
emotional skills, emotional-social learning, social emotional
learning, socio-emotional abilities, and social and emotional
intelligence reveals the lack of terminological standardization,
which may have hindered access to other relevant studies on this
topic. Broader search strategies, including keywords related only
to social or emotional adjectives, might have retrieved additional
studies. However, we intentionally focused on studies that
addressed both domains of competence (social and emotional) to
specifically examine studies that conceptualize this construct as an
independent domain. Finally, including other types of documents,
such as theses and dissertations, might have expanded the scope of
findings and perhaps uncovered additional correlates, antecedents,
and consequents of socio-emotional competencies.

The search and identification of correlates, antecedents, or
consequents of emotional competencies is important, as it can
provide insights for further investigations, support the design of
interventions, and inform the development of educational policies.
Thus, this study provides a comprehensive and systematized
overview of the variables associated with socio-emotional
competencies in higher education, serving as a reliable source
for future researchers to identify both consolidated findings and
gaps in the literature, thereby guiding new studies and research
agendas. This may also support the implementation of programs
to foster socio-emotional competencies more systematically and

universally across disciplines and undergraduate and graduate
programs. Based on the findings of the reviewed studies, there
are potential implications for practices in both educational and
career contexts, which can contribute to strengthening socio-
emotional competencies. Interventions intentionally designed
to promote these competencies, as well as other transversal and
transferable competencies, are suggested. As an educational policy,
more deliberate actions should be taken to encourage exploratory
behavior, openness to new experiences, human interaction, and
social engagement. For example, institutions could promote
students’ involvement in activities beyond the classroom, such as
sports, voluntary internships, participation in research laboratories,
and university extension programs.

The role of educational institutions is to encourage the
continuous pursuit of knowledge and to prepare future generations
to engage in environmentally sustainable, economically viable,
socially equitable, and culturally inclusive activities. In this sense,
well-developed and well-regulated socio-emotional competencies
enable individuals to deal with the complex challenges of the 21
century.
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Annex 1

Distribution of Articles, according to Categories, Factors, and Definitions

Categories

Factors

Definition

Interpersonal relationships
(n=11)

Self-management of emo-
tions (n=7)

Life administration and
management
(n=5)

Openness and exploration
(n=3)

Social consciousness _SEC-Q/ESS (Turki et al.,
2018; Zych et al., 2018) and prosocial behavior
_SEC-Q (Zych et al., 2018)

Assertiveness_SSES (C. G. Silva et al., 2021)
Cooperation_SSES (C. G. Silva et al., 2021)

Empathy_SSES (C. G. Silva et al., 2021)

Sociability _SSES (C. G. Silva et al., 2021)

Trusting_SSES (C. G. Silva et al., 2021)

Relationship management _ESS (Turki et al.,
2018)

Relationship with peers (Akcaalan, 2016; Arslan,
2018; Arslan & Dermitas, 2016)

Extraversion_SENNA (Ambiel et al., 2018)

Kindness_SENNA (Ambiel et al., 2018)

Interpersonal relationship_EQ-i (Kobe et al.,
2001)

Self-awareness _SEC-Q/ESS (Turki et al., 2018;
Zych et al., 2018)

Self-management of emotions_ESS (Turki, et al.,

2018)

Neuroticism_SENNA (Ambiel et al., 2018)

Intrapersonal relationship_EQ-i (Kobe et al.,
2001)

Stress management_EQ-i (Kobe et al., 2001)
Cognitive orientation_EQ-i (Kobe et al., 2001)

Affection_EQ-i (Kobe et al., 2001)

Self-management and motivation_SEC-Q (Zych
etal., 2018)

Decision-making_SEC-Q (Zych et al., 2018)

Self-regulation_SELS (Akcaalan, 2016; Arslan,
2018; Arslan & Dermitas, 2016)

Description/Articulation of the task_SELS (Akcaa-
lan, 2016; Arslan, 2018; Arslan & Demirtas, 2016)

Conscientiousness_SENNA (Ambiel et al., 2018)
Creativity_SSES (C. G. Silva et al., 2021)
Tolerance_SSES (C. G. Silva et al., 2021)

Openness to new experiences_SENNA (Ambiel
etal, 2018)

Knowing what to expect from others, getting along with others, and paying
attention to their needs and experiences to provide support.

Expressing opinions, needs, and feelings confidently, and exerting social
influence and leadership.

Living harmoniously with others; getting along with people, and accepting
group decisions.

Understanding and caring for others and their well-being, valuing and
investing in close relationships; showing empathy.

Being able to get closer to friends and strangers; initiating and maintaining
social connections; showing teamwork skills, and being good at public
speaking.

Assuming others generally have good intentions and being willing to forgive
those who have done wrong; avoiding harshness or criticism.

Managing others’ emotions by being aware of one’s own emotions.

Demonstrating social awareness and relationship skills; showing respect,
communicating effectively, and maintaining healthy and cooperative
interactions.

Building and maintaining relationships; speaking up, expressing opinions,
needs, and feelings, and exercising social influence.

Respecting and caring for others, being cooperative, sociable, and socially
available.

Demonstrating social conscience, empathy, social responsibility, cooperation,
and establishing good and satisfactory relationships.

Labeling and differentiating emotions, possibilities, limitations, values,

and motivations, knowing that thoughts influence emotions and emotions
influence actions.

Managing one’s own emotions by keeping a continuous internal dialogue for
mental clarity.

Being able to self-control and deal with negative emotions, having positive
thoughts about oneself, and maintaining optimistic expectations, a regulated
temper, and tranquility.

Intrapersonal self-awareness and self-expression, which involves self-
esteem, emotional self-awareness, assertiveness, emotional independence,
and self-actualization.

Emotion management and regulation, which involves stress tolerance, and
impulse control.

Change management, which involves testing one’s feelings and thoughts
with external reality, being flexible in feelings and thoughts to new
situations, and problem-solving.

Self-motivation, which involves optimism and happiness, feeling satisfied
with oneself, others, and life in general.

Knowing how to motivate oneself, setting clear goals and pursuing them
despite difficulties.

Analyzing potential consequences, considering advantages and
disadvantages before making decisions, and avoid carelessness.

Related to self-awareness and self-management, being persistent in achieve
goals, and not losing ambition.

Related to responsible decision-making, considering different points of view,
and taking responsibility for decisions.

Establishing and achieving objectives, with responsibility, organization,
commitment, and effort; time management, and being punctual.

Devising new ways of doing or thinking about things through exploration,
learning from failure, having original insights, and vision; and creating
valuable works of art.

Being open to different points of view, valuing diversity, appreciating foreign
peoples and cultures; and having friends from different backgrounds.

Related to the tendency to open up to new aesthetic, cultural, and
intellectual experiences, which can be observed through curiosity, sensitivity,
and pleasure in different activities.

Note. Source: Developed by the authors.
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