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ABSTRACT OF DISSERTATION

AN EXPLORATION OF EMOTIONALLY INTELLIGENT LEADERSHIP IN
COLLEGIATE RECREATION STUDENT EMPLOYEES AND THEIR OWN
PERCEPTIONS OF THEIR EMOTIONAL INTELLIGENCE AND EMOTIONALLY
INTELLIGENT LEADERSHIP
Universities are an ideal environment to assist students in the development of their
leadership skills in a safe and supportive environment. The development of emotional
intelligence (EI) has become an important aspect of student leadership development. The
purpose of the study was to examine the emotionally intelligent leadership (EIL) scores
of students working in a collegiate recreation setting and to examine their perceptions of
their own EI and EIL. An exploratory, sequential, mixed-methods approach was used to
explore the EIL scores of students employed in collegiate recreation departments at seven
university sites. EIL was the theoretical framework used in this study (Shankman et al.,
2015).
The findings of this study showed no statistically significant difference in mean
scores of EIL between students working in formal and informal leadership positions or
between genders. Themes that emerged from the participant’s perceptions of their own EI
and EIL were communication, confidence, perceived leadership ability, and teamwork.
Understanding how students perceive their own EI and EIL can assist practitioners
in the creation and development of intentional training and development programs.
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CHAPTER 1—INTRODUCTION
University campuses are seen as a platform to train individuals for professional
careers. With this in mind, there have been studies to determine best practices for
development of students on college campuses (Dugan & Komives, 2007; Hall, 2006;
Hall, Forrester, & Borsz, 2008). There is a need to do further research to determine what
skills are being obtained by students during their time on campus, more specifically, their
involvement with on-campus employment (Peck et al., 2015). Student employment has
been shown to be a large part of retention, increased academic success, and a place where
students are developing leadership skills (Hackett, 2007; Hall, 2013). While there have
been many studies done to demonstrate the need for student employment and the
effectiveness of employment on leadership development, there is also need for additional
research to determine where students are in their development and the best ways to meet
them at that point with intentional, developmental programming.
Student affairs administrators have been tasked with the development and
implementation of co-curricular programs to support the learning and development of
students (Felton, Gardner, Schroeder, Lambert, & Barefoot, 2014). Providing a robust
buffet of programs and services that support learning outside the classroom is an area
where collegiate recreation has showed its worth. Having been a part of athletic
departments and now student affairs departments, collegiate recreation was seen as only
an area that provided activity for students. Now, comprehensive collegiate recreation
programs are seen to provide leadership development, assistance in establishing healthy
lifestyle choices, and activity-based recreation (Downs, 2002; Hall, 2006). Within the
past two decades, employment within collegiate recreation has been shown to have a
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positive effect on student success (Androezzi, 2010; Hall et al., 2008). This has largely
been done by examining those employed in intramural sports. Since collegiate recreation
is much more than just intramural sports, it is imperative to research the effect
employment within the entire collegiate recreation department has on student success.
Emotional intelligence (EI) is a concept that has become a popular area of study
in the past four decades (Zaccaro, 2012). Evolving from the concept of social
intelligence, EI has been shown to be a factor in effective leadership and organizational
success (Bar-On, 2006; Wong & Law, 2002). Using various constructs of EI, Allen,
Shankman, and Miguel (2012) created the theory of emotionally intelligent leadership
(EIL). EIL combines EI with student leadership development. It has been shown to be a
powerful tool in creating competencies for student development (Seemiller, 2014).
Purpose of the Study
There is evidence to believe employers are increasingly placing more importance
on being able to manage one’s emotions and to be able to manage the emotions of others,
rather than a high traditional intelligence quotient (IQ; Boyatzis, 2008; Goleman, 1995;
Wong & Law, 2002). In 2014, the National Intramural-Recreational Sports Association
(NIRSA) and the National Association for Campus Activities (NACA) wrote a white
paper discussing how students were gaining and building skills that made them desirable
to employers. Using the annual Job Outlook Survey from the National Association of
Colleges and Employers (NACE, 2014), the top 10 skills identified were skills developed
through participation and employment in campus activities and collegiate recreation
programs (Peck et al., 2015). These skills are often referred to as soft skills, and while
they vary slightly from employer to employer, they generally include working in teams,
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verbal and written communication, and the abilities to make decisions and solve
problems (NACE, 2016).
Campus recreation departments provide practical training for skills students can
use in their careers after graduation (Peck et al., 2015). During their time as employees,
students go through various training sessions to assist them in their leadership and skill
development. These training and development activities vary from program to program,
but all are striving to provide students with an environment that compliments their
academic experiences and assists them in being successful after graduation (Carr &
Hardin, 2010). This study added to this research by exploring EIL in students employed
in collegiate recreation, building not only on the research done on EIL but the research
conducted on the benefits of student employment and the needs for further research on
how to best develop student employees within collegiate recreation (Carr & Hardin,
2010).
EIL combines relevant models, theories, and research in the areas of EI and
leadership (Allen et al., 2012). EIL “offers a new approach to understanding leadership
development in the context of higher education” (Allen et al., 2012, p. 179). There have
been studies to determine the merits of EI in regard to outcomes (Wong & Law, 2002),
mental health (Boyatzis, Goleman, & Rhee, 2000), and in conjunction with leadership
abilities (Allen et al., 2012). EIL has been explored as a component of EI in conjunction
with leadership theory by examining the connection between leadership development and
EI among undergraduate collegiate participants. Shankman et al. (2012) showed EIL
development in undergraduate students involved in voluntary student organizations,
while also examining the differences between male and female EIL. EIL has not been
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explored in relation to students employed in campus recreation departments and has been
shown on a limited basis as a way to determine needs for training and developing
students in leadership positions overall (Allen et al., 2012).
Building on research conducted by Shankman, Haber, Facca, and Allen (2010)
and Haber-Curran, Allen, and Shankman (2015), this study examined the EIL behaviors
of student employees working in collegiate recreation. This study also explored the
perceptions students have of their own EI and EIL
Background of the Study
Due to the shift in workforce needs, studies have been conducted to demonstrate
the importance of EI in regard to developing leaders and increasing the level of education
and training provided to potential leaders to be able to manage their emotions as well as
the emotions of others (Allen et al., 2012; Goleman, 1995; Hayashi, 2005; Wong & Law,
2002; Woods, 2010). EI is considered relational. Therefore, one must be able to manage
one’s own emotions to manage others’ emotions (Walton, 2012). This is an aspect of
one’s personality that can be built upon and changes with experiences and time. Mayer,
Salovey, and Caruso (2000) have been the leading researchers in the field of EI study,
exploring the construct as an inherent ability. They have assumed EI is an ability and
have studied it as something that is behavioral and not necessarily a trait. Others, such as
Bar-On (2006), Goleman (1995), and Shankman et al. (2010), have explored EI as a traitbased ability yet built their measurements from the Mayer et al. (2000) construct. These
researchers showed EI as something that can be developed, regardless of their view of it
being an ability or a trait.
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Leadership abilities are being discussed as more important than technical skills in
areas of management and other areas where soft skills assist with goal attainment
(Ashkanasy & Dasborough, 2003; NACE, 2016). The ability to work more effectively
through non-traditional skills, such as EI or social intelligence, has been identified as
important for increased organizational productivity (Wong & Law, 2002).
Leadership development has become a significant component of many programs
and services within university core curriculums (Dugan & Komives, 2007; Hall, 2006;
Hall et al., 2008; Posner, 2004). The college experience is where individuals are provided
a safe environment to practice pointed training for different leadership abilities, hone
one’s inherent skills, and develop new skills to assist with the overall effectiveness of
leadership abilities. There have been competencies created and learning outcomes
compared and contrasted in academic and non-academic programs to determine the most
effective ways of developing student’s skills in college settings (Council for the
Advancement of Standards in Higher Education [CAS], 2015; Seemiller, 2014). EI is a
component of this learning, only gaining focus in the past decade (Allen et al., 2012).
Zaccaro (2012) reported finding 50 studies on the relationship between EI and leadership
between 2005 and 2010. That number has increased since 2010 and has included studies
exploring the EI of college students, their abilities to increase their EI, and the
relationship of their EI with their leadership abilities (Radnitzer, 2010; Shankman et al.,
2015). Infusing EI within student leadership development is the next step in assisting
students enhance their skills to be effective in the workforce. This is discussed in the
Student Leadership Competencies Handbook written by Seemiller (2014).
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Seemiller (2014) examined over 400 programs across the country that focused on
leadership development, producing a handbook of competencies that has acted as a guide
for student affairs practitioners. EIL was listed as a construct that informed the
development of the handbook. The handbook stated there are no specific competencies
that are appropriate for every program, but there is a need to make these determinations
based on the needs of the population. EIL states each branch of the construct are
unnecessary to work on at the same time, since the developmental needs are specific to
each student (Shankman et al., 2015). The flexibility of this concept provides
practitioners with the space to determine the needs of the students with whom they are
working and design programming and training based on their specific needs.
EIL is a concept created by Allen et al. (2012); this concept was created
specifically for students and has been used as a development tool. EIL assumes the
experiences of a person affects how they relate in a situation. Therefore, as they gain
more experience, they can increase their abilities in different areas. EIL consists of three
areas made up of 19 capacities. Consciousness of self includes emotional self-perception,
emotional self-control, authenticity, healthy self-esteem, flexibility, optimism, initiative,
and achievement. Consciousness of others includes displaying empathy, inspiring others,
coaching others, capitalizing on difference, developing relationships, building teams,
demonstrating citizenship, managing conflict, and facilitating change. Consciousness of
context includes analyzing the group, and assessing the environment.
EIL is a very young construct, in need of additional empirical evidence to support
its use in regard to working with the leadership development of college students. There is
also a need for further research on EI and the connection to leadership development in
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college students. EIL is one theory that pertains to college students specifically, which is
the reason this construct was chosen for this study. There are currently three studies
exploring EIL specifically. In two of the studies, EIL is measured based on the number of
organizations a student was involved in and compares male and female EIL (HaberCurran, Allen, Facca, & Shankman, 2012; Shankman et al., 2010). Both of these studies
stated a limitation of their studies as being too narrow in scope, needing additional
studies to determine if the same results would occur for other groups of student leaders.
This study intended to enhance these findings by increasing the breadth of data.
The CAS standards (2015) have demonstrated the need for leadership
development through recreational sports by providing programs and services. These
programs and services have several facets used to guide practitioners in creating
programs for participants and student employees to develop leadership skills as well as
healthy life habits. Based on these standards, training and development have been put in
place in recreation programs that target development of leadership skills of their student
employees through increased responsibility, quarterly and monthly trainings, and
promotion opportunities (Dugan & Komives, 2007; McFadden & Carr, 2015). Those in
formal leadership positions have additional training and attention to ensure their
experiences enhance their leadership abilities. Students in these formal leadership
positions, such as building managers and intramural supervisors, supervise their peers,
organize programs, manage conflict and team dynamics, and assist with policy and
procedural changes when necessary (McFadden & Carr, 2015).
Collegiate recreation has been largely ignored in the research on leadership
development, only gaining momentum over the past two decades (McFadden & Stenta,
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2015). There is currently no research on EI and collegiate recreation employees or
participants. The current study focused on determining if there are differences between
students who served in formal and informal leadership positions as an employee within
the collegiate recreation department. This researcher’s hypothesis prior to conducting the
study was that those in formal leadership positions would exhibit higher levels of EIL.
This study also explored the differences between male and female EIL. Based on
previous research by Shankman et al. (2010) and Mandell and Pherwani (2003), there is a
need for further review of the differences between the genders in regard to EI and EIL.
This study contributed to the limited research about the differences between the genders
for college students’ EI and EIL. This research contributes to the limited research on EIL,
therefore providing additional information to determine the validity of the construct.
Research Questions and Design
Using an exploratory, sequential, mixed-methods research approach, the primary
research questions were answered through a self-report assessment. The secondary
research questions were explored through phone interviews with participants chosen
according to their scores in each of the areas of the EIL construct. Including both
inductive and deductive inquiry, this study used the data collected from the self-report
surveys to determine the participants for the interview portion of the study. Twelve
participants were chosen based on the highest and lowest scores in each area of the
construct and a male and female for each category. This research design was used to
provide missing data and to allow for additional information to enhance the knowledge
gained from the collection of the quantitative data (Creswell, 2014).
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This study explored EIL scores in student employees within collegiate recreation
and their perceptions of their own EI and EIL. The following research questions guided
this study:
1. What differences, if any, exist between student employees in formal leadership
roles and those not in a formal leadership roles within collegiate recreation as they
relate to the three facets of EIL?
2. What differences, if any, exist between male and female student employees
among the three facets of EIL?
3. How do students employed by collegiate recreation perceive their emotional
intelligence and emotionally intelligent leadership?
a. Do male and female students perceive their emotional intelligence and
emotionally intelligent leadership differently?
b. Do students in formal and informal leadership roles perceive their emotional
intelligence and emotionally intelligent leadership differently?
Setting and Sample
Centers, LLC (a.k.a., Centers) is a collegiate recreation management company
that, at the time of this study, managed seven recreation centers on different college
campuses. Centers has used student development as a pillar of their management
agreement with their clients, striving “to transform student employees by providing
leadership opportunities and creating an intentional learning environment” (Centers,
2015, p. 1). All of these collegiate recreation departments use the following student
development theories to inform their development and training programs for their student
employees: (a) Chickering and Reisser’s (1993) seven vectors of development theory, (b)
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Maslow’s (1943) hierarchy of needs, (c) Sanford’s (1967) theory of challenge and
support, and (d) the student leadership challenge by Kouzes and Posner (1995). Using the
seven university sites, all student employees within the campus recreation departments
were included in the survey. These seven sites have roughly the same job descriptions,
expectations, hiring, and training practices. Gathering data from the students employed at
all these sites was intended to provide a wide breadth of data.
Students employed within the collegiate recreation departments at the seven
universities received a link to the self-assessment instrument for the first phase of the
study. Once data were compiled and analyzed, nine students were selected for the second
phase of the study. Using purposeful sampling, one male and one female with the highest
and lowest scores in each of the three areas of the EIL construct were chosen for
interviews. Purposeful sampling allows the researcher to determine the most appropriate
participants from whom to gather data (Patton, 2002). Maximum variation sampling is
used to provide a large variation of central themes across a large difference of data
(Patton, 2002). Inviting participants with the highest and lowest scores in each area of the
EIL construct provided a variation within viewpoints.
Limitations
Limitations of this study include the limited number of schools sampled. This
study focused on schools managed by Centers, which reduced the types of management
protocol used in student development for the collegiate recreation departments. This
study was also limited to examining where the students are in their current scores of EIL,
and there was not follow up in this study to see if working in a collegiate recreation
setting improves their EIL scores over the course of a semester. In Phase 2, limitations
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included the researcher’s inexperience interviewing with the end goal being data
collection. To mitigate this limitation, transcripts were sent back to the participants to
ensure accuracy, and themes determined from the data analysis were shared with an
independent party to ensure they made sense.
The limited number of schools used for this study affected the types of students
invited to participate. This limits the ability to expand these findings further than the
types of schools sampled for this study. A small participant sample can provide limited
data. The limited number of respondents was also a limitation, limiting the amount of
data collected.
Key Terms
For this study, key terms are presented and defined.
Collegiate recreation: the department on college campuses that offer various
activities and opportunities ranging from fitness to intramural sports. There are several
names used on campuses to describe the departments, but most departments have similar
offerings including but not limited to fitness, wellness, aquatic programming, facility
services, intramural sports, and experiential programming.
Emotional intelligence (EI): a theoretical construct that involves the ability to
manage one’s own emotions and the emotions of others. This is accomplished as an
ability an individual inherently poses or can be developed through experience and
education (Mayor & Salovey, 1997).
Emotionally intelligent leadership (EIL): a construct that integrates scholarship
and research on leadership and emotional intelligence (Allen et al., 2012).
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Soft skills: the skills acquired to be effective in the workforce that do not include
the technical skills needed to complete the task. These include, but are not limited to,
ability to work in a team, communication skills, and ability to work effectively with
others (Peck et al., 2015).
Student affairs: divisions on college campuses that traditionally support students
through involvement opportunities and services that complement the academic branch of
the institution (Shuh, Jones, Harper, & Associates, 2011).
Student learning competencies: competencies based on what should be learned
while participating in a certain activity or program (Seemiller, 2014).
Student leadership development: the construct that has been studied to determine
the best way to develop the leadership skills of students on college campuses (Seemiller,
2014).
Summary
This study explored the EIL of students working in collegiate recreation and their
perceptions of their own EI and EIL. Using previous studies conducted by Shankman et
al. (2010) and Allen et al. (2012), this study mirrored procedures by using the same
instrument and data analysis procedures. This study went a step further and included a
second phase to the study that included interviews. This additional step in the study
provided more insightful and rich data that was compared to the quantitative data
analysis.
Chapter 1 provides an overview of the study, purpose statement, review of
research design, research questions, and key terms. Chapter 2 provides a review of
relevant literature as it pertains to student affairs, leadership, leadership development,
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student development, collegiate recreation, EI, and EIL. Chapter 3 provides the research
methods, including the research design, data collection, data analysis, and information
pertaining to credibility, reliability, validity, and trustworthiness. Chapter 4 provides the
results of the study for both Phase 1 and Phase 2 of the study. Finally, Chapter 5 provides
a summary and discussion of the study and recommendations.
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CHAPTER 2—LITERATURE REVIEW
The current study examined the EIL of college students in formal and informal
leadership positions employed within collegiate recreation. Using EIL, the theoretical
framework created by Haber-Curran et al. (2012), this study built upon the research on
EIL capacities in college students. To understand EIL, it is necessary to understand the
principles of EI, leadership theory, student leadership theory and how collegiate
recreation fits into the overall development of students.
The NACE (2016) produced an annual survey that identified employee skills that
are desirable to employers when they are hiring. This report identified the top 10
competencies for which employers look in employees coming out of college. A few of
the competencies on the list consisted of team work, strong communication skills,
problem solving, and technical skills. Individuals attending college do so for a variety of
reasons, with one being career preparation. Student affairs professionals play a direct role
assisting in the development of students’ career preparations through training and
development programs that work in conjunction with academics. The NACA and the
NIRSA created a working group to look at how these skills were being developed
through participation and employment (Peck et al., 2015). In 2015, this working group
produced a white paper, Considering the Impact of Participation and Employment of
Students in Campus Activities and Collegiate Recreation on the Development of the Skills
Employers Desire Most, which discussed their findings and called for additional research
to determine how student affairs professionals can better prepare students for
employment.
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This review of literature provides information on the concepts relevant to this
study. The first section reviews student affairs on college campuses, as well as collegiate
recreation. Next, a review of leadership theory and leadership development is presented,
and finally, a review of literature on EI and EIL, which were the guiding theoretical
frameworks for this study. The chapter closes with a review of EIL and its connection to
student leadership development.
Student Affairs
Student affairs has been a part of the U.S. higher education system since the
inception of the university on varying levels. When universities were first established,
their purpose was to prepare future generations of citizens for society. University
administrators were not only tasked with the education of the students but their moral and
social development. Administrators and faculty represented students’ guardians while
they were away from their parents, responsibility that came to be referred to as in loco
parentis. Until the 1900s, professors and high-level administrators served as educators,
program planners, and disciplinarians of students. Fulfilling all of these roles put a high
demand on the time and talents of professors and administrators. This became an
unsustainable workload as universities grew and the student population increased (Schuh
et al., 2011). In 1870, the functional area of student affairs became formalized with the
appointment of the first student dean at Harvard University (Schuh et al., 2011). This
marked the beginning of administrative positions dedicated to student personal
development to alleviate the amount of work the faculty were expected to complete.
The past two decades has marked a shift in the expectation of student affairs
professionals. Creating a co-curricular experiences has become necessary to complement
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learning done in the classroom with the experiences outside the classroom (Peck et al.,
2015). Co-curricular refers to supporting the student experience and learning in the
classroom with training and development outside the classroom. Providing practical
experiences in a safe learning environment, supporting their academics, and assisting
with their individual development remains the focus for developing productive citizens.
Student affairs professionals are providing more learning laboratories for students and
outlets for them to develop their natural talents and abilities. This is often accomplished
in collaboration with academic programs to provide a consistent learning environment
that prepares students for the real world by supporting workforce-ready skills (NACE,
2016).
One example of collaboration is first-year-experience programs, which provide a
cohesive experience for students from classrooms to services. First-year experience
programs have evolved from simply welcoming new students to robust orientation
programs leading up to the first day of school. These programs have been put in place to
assist in preparing students for their university experiences, providing bases of
knowledge and tools to help them be successful on campus (Felten et al., 2014). These
programs expand throughout students’ time on campus to support their transitions. This
has included programs, such as first-year experience classes to orientation groups that
meet throughout their entire first year of college. These programs are meant to set
students up for success in the classroom and provide them with various experiences
outside the classroom. Evidence has shown retention and success rates for college
students are related to the entire experience they have on campus, connecting orientation
to graduation through out-of-classroom experiences, which support their academic efforts
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(Felten et al., 2014). This has meant the infusion of student affairs professionals in more
of an academic setting, which has included teaching classes and working collaboratively
with faculty to provide training and development programs that support the material they
are learning in the classroom.
The concept of working with the whole student became a popular discussion when
Tinto (1972) discussed the need for increased services to engage students in campus
activities to complement their classroom experience. Tinto’s (1972) concept was built
upon by Astin (1976), who demonstrated that an involved student was more engaged and
successful. Most recently, student affairs professionals have begun to work closely with
academic faculty to assist in the attainment of institutional goals by providing services,
support, and experiential learning. Student affairs practitioners are no longer seen as
simply support for the academic branch of the institution, but as part of the whole
experience for a student. Ensuring the student is supported, active, and in a positive
learning environment is part of most institutional missions, and student affairs
practitioners play a large part in accomplishing these goals (Pike, Kuh, & Gonyea, 2003).
Decades of research endeavors have shown the importance of involvement in
activities on college campuses (Astin, 1976, 1999; Dugan & Correia, 2014; Hall et al.,
2008), continuing to exemplify the need for student affairs programs and services. These
areas of involvement include, but are not limited to, student activities, student
employment, mentoring relationships with faculty, and creation of community (Dugan &
Correia, 2014; Hackett, 2007; Pascarella & Terenzini, 1979). The areas where research
has been conducted have shown the importance of services and programs for students on
various levels. Employment has also been shown as an area where students gain soft
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skills and develop their leadership skills (Peck et al., 2015). It is not enough for
practitioners to provide employment opportunities; they must provide training and
development to ensure skills learned during their employment experience are supporting
their academic experience. This is true of all the areas of student affairs where programs
and services are provided. Student affairs practitioners use the work of Astin (1999),
Dugan and Komives (2007), Sanford (1967), Terenzini and Pascarella (1994), and many
others to inform their practice, ensuring they are using best practices through findings
from research.
Research efforts continue to inform campus administrators about the need for
services and have justified the need for activities and involvement on campuses (Astin,
1999; Dugan & Komives, 2007; Terenzini & Pascarella, 1994). The theories listed in the
previous section and many others have provided empirical data that have outlined best
practices for activities and have demonstrated how student affairs plays a major role in
the development of students outside the classroom. Topics that have been the focus of
research are based on multiple areas of an individual. These topics include, but are not
limited to, general psychosocial development, adult development, race identity, sexual
identity, ethnic identity, gender identity, religious identification, cognitive development,
student success, and multiple other identities (Schuh et al., 2011). The theories that
emerged from studies that focused on these topics led to support for practitioners to apply
best practices of how students develop during their college years and how administrators
and educators can assist them during this journey. The many theories provided to student
affairs administrators offer a foundation of best practices that assist in providing support
and services for students from orientation to graduation. In addition, the depth of research
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has legitimized the professions within student affairs, identifying the true value of
working professionals engaging students in this capacity.
Involvement and Development Theories
Several of the popular theoretical frameworks have led student affairs
practitioners in their everyday challenges of working with students; these frameworks
demonstrate the need for involvement as part of the learning experience and the need for
robust leadership development programs. Astin’s (1985) research asserted that involved
students learn more in the classroom, earn higher grades, and have higher levels of
development both intellectually and socially. This concept of learning by doing has
helped to promote growth in areas of student activities and campus programming.
Involved students are retained at higher rates as shown by Tinto’s (1972) research, which
found that students who are involved on campus are more likely to persist due to the
connections made with faculty, staff, and fellow students. These theories are significant
in assisting practitioners with recruitment and retention initiatives for institutions.
In addition to the involvement theory that advises student affairs practitioners,
development theories have been created and inform the practice of student affairs by
providing information on how students develop and how best to support them. Sanford
(1967) established that a balance of challenge and support are necessary factors in
assisting students during their development while on a college campus. Sanford’s work is
significant for student affairs practitioners because it provides the need for administrators
to create safe environments for students to learn through challenge. Students need to be
pushed out of their comfort zones to gain experience and confidence. Accomplishing

19

tasks they thought were difficult prior to arriving on campus assists students in their
growth while being supported by faculty and staff.
Chickering and Reisser (1993) outlined seven stages of development for typicalage college students, including developing competence, managing emotions, moving
through autonomy toward independence, developing mature interpersonal relationships,
establishing identity, developing purpose, and developing integrity. This is significant as
it breaks down different stages for students, providing practitioners with a more detailed
theory of how to help them where they are. Practitioners can use the information from
Chickering and Reisser (1993) to determine the best way they can support students based
on the stage they may be experiencing.
Maslow’s (1943) hierarchy of needs focuses on motivation by way of defining the
needs of humans. This theory states that, before learning and development can occur,
basic needs must be met. The idea is to start with the physical environment, or most basic
developmental needs, and once those are met, create programs and activities that move
up the pyramid to support the upper developmental needs of students. Maslow examined
motivation from different perspectives; more importantly, he showed there can be more
than one motivation for a behavior. He also stated that motivation theory should not be
used synonymously with behavior theory. What this means for student affairs
professionals is that they must determine where the student is in their development, what
things are contributing to their behavior, and the best ways to motivate them. This is
connected directly to learning and development, as there needs to be a base of
understanding of what the student needs in order to determine the best ways to support
them.
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Lastly, Kouzes and Posner (1995) established the leadership challenge model, in
which five high functioning practices were linked with extraordinary leadership
achievements. These practices include modeling the way, inspiring a shared vision,
challenging the process, enabling others to act, and encouraging the heart. This theory
built on Sanford (1967) and Chickering and Reisser (1993) by creating a model of
leadership development for students that works with challenge and the developmental
stages. Knowing where students are in their growth assists practitioners to provide
support in developing them into leaders through the incorporation of Kouzes and
Posner’s five practices.
Student affairs administrators have been asked to demonstrate their value in
university structures by providing assessments that validate positive effects on the
campus through the co-curricular education they provide. As a result, the two major
professional organizations focusing on student affairs, ACPA – College Student
Educators International (ACPA) and NASPA – Student Affairs Professionals in Higher
Education (NASPA), collaborated to define a baseline of student learning outcomes and
best practices to assist students through co-curricular services and events (Dungy et al.,
2004). Learning Reconsidered was the document produced out of this partnership,
providing information on learning as part of student development and how to best
cultivate programs and services to integrate the learning process in- and out-of-the
classroom experiences (Dungy et al., 2004). The purpose of this publication was to
emphasize “the nature, characteristics, meaning, and application of the work of student
affairs as a partner in the broader campus curriculum and describes the ways in which
student affairs affects student outcomes” (Dungy et al., 2004, p. 3). This publication
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provided administrators with guidance about how students learn and develop and how
student affairs departments play a role in that process. Dungy et al. (2004) mapped the
evolution of learning on campus and discussed specifically how learning needs to be
transformative to support learning outcomes. There is a need for students to be more
empowered and informed to be intentional learners. Providing an avenue where students
can create a relationship with a faculty or staff member does not ensure they gain the
necessary experiences to support their learning environment. With this in mind, student
affairs professionals have become more than just administrators; they are educators and
work to integrate learning in the classroom with experiential learning out of the
classroom.
Student employment is mentioned specifically in Learning Reconsidered as an
opportunity to integrate academics with practical skills in the workplace (Dungy et al.,
2004). By creating comprehensive training, development, and mentoring programs for
student employees, student affairs professionals create a positive atmosphere for students
working in their departments and the students participating in the programs. It is also
during this time that administrators assist in the leadership development of students
through activities, programs, mentoring relationships and focused educational
partnerships (Daprano, Coyle, & Titlebaum, 2005; Dugan & Komives, 2010). This form
of developing students requires student affairs professionals to be more conscious of
classroom learning to intertwine learning outcomes for employment with learning
outcomes for academic classes. Student affairs professionals should strive to work closely
with faculty to ensure integrated outcomes are shaped to create a comprehensive learning
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and development environment where outcomes are used institutionally and not just by
specific departments (Dungy et al., 2004).
Collegiate Recreation
Collegiate recreation has played a major role in the expansion of student affairs.
Intramural sports evolved from university athletics, where participation was restricted to
those who competed for the university against other institutions (Forrester, 2014).
Students who wanted to remain active, but who were not skilled enough to compete at a
collegiate level, needed an outlet for their activities. Thus, intramural sports was born to
provide an avenue of activities for those students who did not want to compete at a high
level. From this need, collegiate recreation has evolved into more comprehensive
offerings and is now considered a key player in the development of student lives on
campuses. A study conducted in 2002 by Kerr and Downs for NIRSA confirmed what
professionals in the field had assumed for some time, that “participation in recreational
sports programs and activities is correlated with overall college satisfaction and success”
(Downs, 2002, p. 9). The Kerr and Downs report outlined the many benefits of
participation in recreational sports including increased emotional wellbeing, reduction of
stress, improved overall happiness, improved self-confidence, creation of community,
appreciation of diverse populations, improved conflict resolution skill, increased timemanagement skills, and improved leadership skills.
In the past two decades, colleges and universities have spent millions of dollars to
enhance recreational facilities and increase the impact of recreation programming for the
student body (Turman & Hendel, 2004; Woosnam, Dixon, & Brookover, 2006).
Collegiate recreation is no longer included in athletic departments on many campuses,
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evolving into stand-alone functional areas, which provide more than just intramural
sports. Comprehensive collegiate recreation programs can include experiential learning
through employment and specific learning outcomes for fitness and wellness
programming, aquatic programming and services, outdoor pursuits, sustainability
practices, and non-physically focused recreational programming (Carr & Hardin, 2010;
Hall, 2006; Henchy, 2013; Kampf & Teske, 2013). Most recently, studies have focused
on learning outcomes and the effect collegiate recreation has had on the overall
development of students during their academic careers (Griffith, Walker, & Collins,
2011; Hackett, 2007; Hall et al., 2008; Turner, Jordan, & DuBord, 2005). The Kerr and
Downs report (Downs, 2002), speaking specifically from the lens of collegiate recreation,
was strengthened by Dungy et al. (2004) with the discussion of transformation learning,
incorporating all aspects of learning that takes place on a campus. This brings into focus
the importance of collegiate recreation in the overall learning and development process of
students.
Collegiate recreation not only provides a place where students can learn through
play, but an environment where co-curricular partnerships with academic units provide
students with learning outcomes in participation and employment to support their
learning and development (Hackett, 2007; Toperzer, Anderson, & Barcelona, 2011).
Most recently, collegiate recreation has become more involved in the area of student
leadership development. NIRSA created a leadership commission in 2012, convening top
researchers in the field to develop a tool that professionals could use when looking to
provide concrete, competency-based leadership development outcomes for their students
who are engaged in campus recreation (NIRSA, 2018). This marks a paradigm shift for
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professionals in collegiate recreation. Administrators and programmers within collegiate
recreation are no longer simply there to blow a whistle and roll out a ball; they are
required to have competencies to create and support learning outcomes for highfunctioning collegiate recreation departments (Carr & Hardin, 2010; Toperzer et al.,
2011).
A compilation of articles was produced to discuss the areas where athletics and
recreation play a role in student leadership development. New Directions for Student
Leadership provided an issue of articles in “Student Leadership Development Through
Recreation and Athletics” that provided information pertaining specifically to athletics
and recreation programs, where “developmentally based programs and interventions
emerge when higher education professionals proactively design a leadership development
curriculum that meets students where they are and takes them to new stages that facilitate
their growth and development” (McFadden & Stenta, 2015, p. 5). This collection of
research discusses the importance of using theory, not only when creating and
implementing developmental programs, but also when advising and counseling students
(McFadden & Stenta, 2015).
In addition to the number of studies that have been done on student leadership
development and the positive effect collegiate recreation has on learning, involvement in
collegiate recreation programs has also been shown to increase student retention rates and
positively affect students’ choice of school (Hall, 2006; Kampf & Teske, 2013; Turman
& Hendel, 2004). Hall (2006) demonstrated the direct correlation between students who
were involved in collegiate recreation programs and their persistence to graduation. This
participation was not limited to intramurals, which has been the most widely researched
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area of collegiate recreation (Henchy, 2013). Hall (2006), Henchy (2013), and Kampf and
Teske (2013) demonstrated direct correlations between participation in any of the
collegiate recreation programs and retention. The strongest correlations are related to
student employment (Daprano et al., 2005; Hall, 2013). The literature related to benefits,
learning outcomes, involvement, and leadership development all point to positive
affiliation with collegiate recreation participation and a need for continued research
application to college recreation programs and services.
The Multi-Institutional Study of Leadership (MSL), published by Dugan and
Correia (2014), is a longitudinal study that has provided findings using the social change
model of leadership as their construct. The findings from the MSL have produced
overwhelming evidence for the need for leadership development from varying avenues
during a student’s college career, and specifically references collegiate recreation and the
opportunities provided within those programs (Nesbitt & Grant, 2015). Specific to the
MSL, collegiate recreation provides mentoring, sociocultural conversations with peers
and community service opportunities, all areas that have been shown to increase a
student’s ability to develop their leadership skills (Dugan & Correia, 2014). Employment
was mentioned specifically in connection with the top three indicators of increased
leadership skills. Employee development and training programs were discussed as useful
tools to provide students with a safe place to practice and develop their skills. By
providing spaces where students can succeed, fail, and make mistakes in a safe
environment, practitioners are able to assist those students on their leadership journey
(Nesbitt & Grant, 2015).
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Leadership Theory and Development
The definition of leadership is elusive and continues to evolve as practitioners and
researchers see that there are many facets and approaches to leadership development.
While there has not been a definitive definition of leadership demonstrated in the
research, there are basic assumptions and foundations of leadership from which further
theory is based (Burns, 1978; Dugan, 2017). Leadership is paradigmatically derived; in
other words, leadership is based on the lens or the frame through which one sees it
(Dugan, 2017). The four paradigms that inform leadership theory are positivism,
constructivism, critical theory, and postmodernism. To understand theories derived from
these lines of thinking, it is important to understand these paradigms and their
assumptions (Dugan, 2017).
Positivism asserts that there are absolute or universal truths that can be discovered
through scientific study, providing answers to questions that will hopefully provide a
prescription for an absolute way leaders and leadership is conducted and developed.
From the point of view of positivism, there are universal truths in regard to good
leadership. Research and theory are meant to provide prescriptive answers. In other
words, this paradigm assumes that all research on leadership is done to answer a question,
and the results of that research provide universal truths or answers concerning leadership.
Constructivism is positioned within the subject or the person being studied, and
their perspectives constructed of experiences, and can only be uncovered through
interaction and interpretation, noting the inherent bias in the research. As it relates to
leadership, constructivism is seen as dependent on an individual’s culture and
experiences and varies based on the individual or individuals studied. This paradigm
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focuses on one subject and determines answers based on the environment and culture of
which the subject is part. Constructivism can provide a limited view on the answers as it
pertains to leadership but also can provide very detailed and intentional outcomes of
leadership based on one case.
Critical theory suggests multiple, constructed realities characterized by the
entanglement of power relations and goal identification. This research paradigm is
considered a vehicle to question values and assumptions and is created collaboratively
with researchers and participants. Critical theory presumes leadership to be power
centered and a tool to create social change or maintain the status quo based on the values
and beliefs of the dominant group. Critical theory provides in depth answers to leadership
that require cooperation between the researchers and participants, producing multiple
opinions and feedback on the leadership traits, questions, and theories being explored.
Postmodernism views the world as complex, chaotic, ambiguous, and disjointed
with reality based on how the world is presented and meaning constructed. This paradigm
questions anything framed as reality or truth because the assumption is objectivity and
universal truths are impossible. In regard to leadership, postmodernism calls into question
the status quo by challenging the value of leadership and examines the inherent
contradictions that exist in leadership (Dugan, 2017).
These four paradigms are the foundation from which leadership research is
designed. Understanding the paradigm from which the researcher is basing their research
is critical to understanding the assumptions they are using in their research. Leader
qualities and leadership development are elusive in regard to creating a definitive list of
traits or a to-do list of how to become a great leader (Atwater, Dionne, Avolio,
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Camobreco, & Lau, 1999; Collins & Holton, 2004; Sergiovanni, 2007). The variation in
thought and approach provides researches an opportunity to explore leadership on many
levels. This exploration has produced a variety of theories, which attempt to define
leaders and leadership and their importance within organizations and society as a whole.
Many of the initial definitions of leadership are situational and based on the
position a person holds (Eddy & Van Der Linden, 2006). This is grounded in industrial
leadership theories that predominantly focused on productions and efficiency and relied
on traits, behaviors, and situations to explain good leadership (Komives, Owen,
Longerbean, Mainella, & Osteen, 2005). Questions focused on the notion of whether
leaders are born or taught are from an era where researchers emphasized leadership
theory as purely situational (Brugardt, 1997). Postindustrial leadership brings into focus
the group and individual situations that facilitate leadership. In this paradigm, leadership
is viewed as collaborative and socially constructed (Dugan, 2017; Komives et al., 2005).
Leadership can emerge from any member of a group regardless of formal position. These
leadership theories are situationally based, looking to find characteristics of group
members and change depending on the variables involved.
Burns (1978) changed the way we think about leadership by repositioning the
concept as transforming, which opened the door for concepts based on group process,
collaboration, and shared goals. From this perspective, leadership was no longer viewed
as solely being a position but the ability to bring groups together to create change and
accomplish goals for the greater good. Based on this standpoint, the difference between
management and leadership became an area of exploration for researchers. With
postindustrial leadership theories, there is a distinction between these two concepts
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grounded in an individual’s ability to effect change and bring groups of people together.
There are still many debates on the traits a person must possess to be an effective leader,
but the concept of effecting change remains consistent.
In early research of leadership, managers and leaders were interchangeable terms.
A leader was defined by their position and not necessarily by their traits. A manager
keeps things functioning smoothly based on the status quo and the procedures provided to
perform their duties. The focus was on managing people and tasks, never questioning the
process. A leader is a person who questions the status quo and is able to affect change
(Bolman & Deal, 2003). Using these definitions, a person can be an effective manager
and leader, but an effective manager is not necessarily an exceptional leader. Managers
are necessary to keep the systems within an organization and society working properly,
but leaders are needed to effect change. These two terms and positions cannot be put into
two definitive groups; as a result, there is overlap. Researchers must recognize and make
clear distinctions between the concepts of management and leadership when conducting
their research to definitively report findings in regard to leadership (Yukl, 2013).
Leaders and leadership development are commonly researched based on specific
assumptions about the leader themselves or their situations. Such theories as the great
man theory or transformational leadership are studies of traits within a specific group of
people, discovering what makes them successful (Brungardt, 1997; Sergiovani, 2007). No
theory or study will ever be able to take into consideration all the influences and
circumstances to understand the full scope of impact of leadership for any one group of
people (Dugan, 2017).
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Rost (1991) contended that leadership can be defined contextually. Leadership
varies in different professions and is different for fluctuating levels of involvement. Most
notably, Rost asserted leadership is contextual, meaning it can change due to
circumstances. For example, a leader in a student organization may not be the same type
of leader as one who is in an employment setting. It is important to determine the
difference in the leadership contexts and use that information to help build upon skills
students have in their current role. Eddy and Van Der Linden (2006) spoke to the
changing definitions of leadership in regard to student affairs, which has influenced how
leadership development has been approached by the student affairs profession. Their
study explored how administrators viewed their leadership roles. The framework that
informed this study explored the changing definition of leadership and the changing face
of higher education. More information about servant leadership, followership, inclusive
leadership, and team leadership were areas discussed as having an impact on how
administrators work with students. The second factor Eddy and Van Der Linden
discussed were the changing demographics of the student body, shifts to student-centered
learning, and the impact of technology on the roles of faculty and staff. Student affairs
professionals must take all of these aspects into consideration when determining
appropriate approaches to leadership development.
Sergiovani (2007) demonstrated the need to examine leadership further in regard
to stewardship. It is important to examine leadership as not only from a position of
power, but to examine the role of a leader as part of the group. Yukl (2008) discussed the
need for flexibility from leaders to better serve the group. These two theories build upon
the belief that leadership is no longer considered positional (i.e., industrial leadership) but
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is about the group and is situational (i.e., postindustrial leadership). Even though there is
still no definitive definition of leadership, research has validated the need for a more
global view of leadership, including variables in the equation when examining leadership
(Dugan & Correia, 2014; Eddy & Van Der Linden, 2006; McFadden & Stenta, 2015;
Sergiovani, 2007).
Understanding the connection between leadership development theories and EI is
important to support practitioners in providing a safe environment for college students to
practice and improve their leadership abilities. Knowledge of how individuals develop
throughout their experiences on college campuses is important as more programs are
created to assist students practice skills that will transfer to the global workforce (Peck et
al., 2015). Seemiller (2014) discussed how EI is that next step in leadership development
as we work with students to understand how they work in a group and recognize how
teams work together. Understanding EI is important for practitioners to provide
additional development support for students.
Emotional Intelligence
EI began as a concept of social intelligence, introduced by Thorndike in 1920
(Bar-On, 2006). Social intelligence is considered intelligence held outside the traditional
intelligences. Having a high IQ, or being intellectually intelligent, did not mean you were
equipped to work with people or be effective in leading others. This became known as
social intelligence, which meant an individual’s ability to understand those with whom
they interacted, effectively work with groups, and lead teams competently. Social
intelligence has evolved into what is currently referred to as EI. This concept of EI has
evolved through a number of different iterations. While the study of EI is still relatively
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new, it has gained a lot of attention over the past three decades (Mandell & Pherwani,
2003; Mayor et al., 1997; Wong & Law 2002), especially after the very popular book,
Emotional Intelligence, was published by Goleman (1995). Salovey and Mayor (1990),
leaders in EI research, defined EI as “the abilities to accurately perceive emotions, to
access and generate emotions so as to assist thought, to understand emotions and
emotional knowledge, and to reflectively regulate emotions so as to promote emotional
and intellectual growth” (p. 189). While the definition of EI differs slightly among
researchers, at its core, it is “the ability to manage the impact of emotions on our
relationships with others” (Walton, 2012, p. 6).
Because EI is highly relational, how an individual is able to manage their own
emotions and those of others, there have been many studies exploring EI and how it
affects leadership skills, organizations, health, psychology, academic success, and an
individual’s ability to change one’s own EI based on experiences and education (MultiHealth Systems Incorporated, 2008). EI has been studied in conjunction with various
leadership traits to determine if correlations exist (Hayaski, 2005; Hayaski & Ewert,
2006; Higgs & Aitken, 2003; Mandell & Pherwani, 2003; Woods, 2010). EI has also
been explored as an ability that can be developed through programs and experiences
(Ashkanasy & Dasborough, 2003; Shankman et al., 2015), as the determination of
association between EI and an individual’s work outcomes (Wong & Law, 2002), and as
examining a correlation between EI and self-efficacy (Ream, 2010).
The difference between genders is another area of study that has been explored in
regard to EI. Mandell and Pherwani (2003) used the Multi-Factor Leadership
Questionnaire to determine leadership styles and the Bar-On Emotional Quotient
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Inventory (EQ-i) to determine EI levels. The data gleaned from this study showed a
strong relationship between EI and transformational leadership style, which supports
other research findings (Goleman, 1995). It was also determined that women managers
had significantly higher EI than men, which is also supported by other research (Mayer et
al., 1997). What was not determined was a difference in EI in regard to leadership style
for men and women, nor were there differences found in regard to gender as it related to
transformational leadership style.
EI has been identified as an important aspect of effective leadership through
effective relationship management. Self-awareness is considered the foundation of
relationship management. An individual must know oneself and have a strong sense of
self to manage the emotions of others and build relationships (Goleman, Boytzis, &
McKee, 2001). This is not meant to overshadow the need for clear thinking and
intelligence but is meant to be an enhancement for those who possess the ability to use
their intelligence and talents to support others in being successful. The ability to
demonstrate empathy and have awareness of their own emotions and the emotions of
others works hand-in-hand with technical abilities.
Bar-On (2006) discussed the evolution of instruments to measure social
intelligence from Thorndike, Doll, and Wechsler as the basis for the current EI
instruments. EI has been measured in various ways; the three most popular instruments
used for measurement of EI are Bar-On’s (1997) EQ-i, Mayer et al.’s (2003) MayerSalovey-Caruso Emotional Intelligence Test (MSCEIT); and Boyatzis et al.’s (2000)
Emotional Competency Inventory (ECI). All three instruments seek to measure an
individual’s intelligence based on a scale that determines their abilities to manage their
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own emotions and the emotions of others. Bar-On’s and Boyatzis et al.’s models are
considered mixed-method models, using self-report scales to determine answers to
questions. They are considered trait-based instruments, grounded in the theory that EI
consists of traits inherent within a person. Mayer et al.’s model is considered the only
valid ability model, which requires participants to answer questions based on viewing
pictures and using emotions to solve problems (Van Rooy & Viswesvaran, 2007). Other
instruments have been created for specific purposes based on the work by these three
groups (Shankman et al., 2015a; Wong & Law, 2002). As research continues, instruments
are adapted to focus on specific groups of individuals; this will continue to be an area that
grows as the research of EI grows.
When measuring EI, generally a connection is being explored between EI and a
specific construct. The most prominent are the relationships between EI and leadership
abilities or leadership traits (Hayashi, 2005; Higgs & Aitken, 2003; Ream, 2010; Wong &
Law, 2002; Woods, 2010). There has also been research exploring the relationship
between EI and gender leadership traits or styles (Mandell & Pherwani, 2003; Shankman
et al., 2010) and the development of EI along with other constructs during the course of a
development program (Radnitzer, 2010). Each study sought to determine if having a
certain level of EI assisted in the success of an individual’s leadership; all of the studies
thus far have been situational-based, exploring the effect EI may have on a given group in
a specific program or in a specific situation. Each study provided a piece of the puzzle to
the overall effect of EI on the success of leaders.
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Emotional Intelligence and Leadership Competencies
The research has showed that businesses have begun to look for more social
intelligences and are less interested in technical skills as they hire and train in the
workforce. Many studies have focused on the relationship between EI and leadership
traits (Hayaski, 2005; Higgs & Aitken, 2003; Woods, 2010), self-efficacy (Ream, 2010),
the ability for EI to be improved through experience and training (Ashkanasy &
Dashborough, 2003; Hayaski, 2005; Shankman et al., 2012), and determining the impact
on work outcomes (Wong & Law, 2002). These studies have provided an abundant
knowledge for assessing the relationship between EI and leaders through different
mediums. However, what has been largely ignored is the relationship between EI and
traditionally college-age student leaders in training, and more specifically, student leaders
within collegiate recreation.
Higgs and Aitken’s (2003) study explored the correlation between EI and
leadership capacity. Leadership capacity was measured around eight core competencies:
(a) strategic leadership, (b) leading capability building, (c) leading political/stakeholder
interface, (d) leading change, (e) intellectual leadership, (f) leading culture building, (g)
building relationships and reputation, and (h) building personal learning. The assessment
provided an overall assessment rating (OAR). They used the EI questionnaire—
Managerial—which had shown acceptable levels of reliability and validity in past studies
(Higgs & Aitken, 2003). From the data, two groupings were created: interpersonal and
cognitive competencies. Limitations cited from this study were the small number of
participants (n = 48) and that the instrument was a self-assessment instead of a more valid
360-degree instrument. Based on the OAR interpersonal and cognitive competencies,
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there were strong positive correlations between overall EI scores and the cognitive cluster
of leadership competencies. There was a lack of significant relationships between
interpersonal sensitivity and EI, but this was seen as an oversight in the instruments since
the “behavioral indicators were more focused on outcomes than interactions” (Higgs &
Aitkin, 2003, p. 819). The information gleaned from this study provided further evidence
of the positive correlation between EI and leadership capacity, but only a small snapshot
of the correlation, requiring additional research to be done to build upon this foundation.
Woods (2010) explored the possible relationship between a manager’s EI score
and their self-scored leadership styles. This study had two additional research questions.
One examined the relationship between managers’ EI scores and others’ assessments of
the managers’ leadership styles. The second was the relationship between managers’ selfscored leadership style scores and others’ assessments of their leaders’ leadership styles.
The sample came from a top-tier organization that provides web-based simulation and
training solutions and is based in the Eastern region of the United States. Selfassessments were used through surveys administered via e-mail and a web page. The
assessment used for the EI score was from the Hay Group: the Emotional and Social
Competency Inventory (ESCI). To measure leadership style, the Multifactor Leadership
Questionnaire (MLW 5X) short questionnaire was used.
The leadership styles in this study were transformational, transactional, and
passive/avoidance (Woods, 2010). There was limited support for the hypothesis, which
stated:
there will be discrimination among three leadership categories transformational,
transactional, and passive/avoidance on a linear combination of EI scores selfawareness, self-management, social awareness, and relationship management for
the manager. (Woods, 2010, p. 86)
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There was no discrimination between the three stated leadership categories and the EI
scores. There was a positive relationship between manager’s EI scores and others’
perception of the manager’s leadership style. Transformational and transactional
leadership styles were the classifications that indicated a positive relationship to a
manager’s EI. While this did not provide a great deal of support for the hypotheses
presented, it did add to the research showing a correlation between leadership style and
EI. This relationship requires additional exploration to determine what aspects of
leadership style are best suited to be developed along with EI.
In a study conducted by Ashkanasy and Dasborough (2003), they assumed leaders
with higher EI “are better able to manage employee emotions to facilitate employee
performance effectively” (p. 19). Their hypothesis stated those who had higher EI would
perform better in a class titled Leading and Managing People over the course of a
semester. This study used a self-report EI instrument developed by Wong and Law
(2002) at the beginning of the class. Students were given the opportunity to also complete
the MSCEIT ability measure by Mayor et al. (2004) on their own time. The final course
assessment included questions about EI and leadership as separate constructs. The study
provided some support for their original expectation that EI would be related to
performance in the course. Ashkanasy and Dashborough’s (2003) results suggested that
EI can play a role in performance outcomes in leadership teaching.
EI was also shown as having the ability to develop over time through a study done
by Radnitzer (2010). This study compared EI with self-directed learning (SDL) readiness
among college students who were in a leadership development program. This was a
mixed-methods study that gathered information through quantitative survey methods, as
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well as through qualitative interviews to determine the relationship between the EI and
SDL of the participants in the class. The researcher noted this program was unique in the
fact that it worked with the learner based on where they were in their understanding of
leadership and the concepts of EI and SDL and created an individualized plan for
improvement. Overall, the findings showed a positive relationship between EI and SDL.
The data also showed this positive relationship improved as the participants became more
self-aware and were more willing to learn about themselves and build upon their
strengths. The significance of this study supports the theory of the fluidity of EI and the
ability to improve upon it with education and experience.
In an exploratory study, Wong and Law (2002) created a new instrument to
measure the EI within managers and followers within an organization to determine how
EI was related to work outcomes. Explored in this study was the use of emotional labor
or mental abilities, how well skills of workers were used within an organization, and if
that had an impact on their commitment to the company and their satisfaction with their
work. Overall, what was found was EI is significantly connected to job satisfaction and
performance but not necessarily connected to turnover or commitment to the company.
This information can be used to assist managers and leaders to ensure they are continuing
to challenge and appreciate their workforce to increase their satisfaction levels. This
study also demonstrated an increase in EI with increased responsibility and job duties,
once again supporting the need to challenge and support workers to keep them engaged.
With the increased research on EI over the past two decades, there have been
differing opinions of the validity of the research being conducted and the actual role it
plays in leadership. Zaccaro (2012) reported finding almost 50 studies on the relationship
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between EI and leadership between 2005 and 2010. These studies have recently been
examined for strength (Zaccaro, 2012). Many researchers find EI to be a powerful tool
that provides new insight into behaviors and traits that make people successful in
leadership positions. Others find EI to be a construct that is only seen as having an effect
on leadership due to poor research designs (Dugan, 2017). While opinions differ, there is
enough data to demonstrate a need for further research to solidify empirical support for
the foundation and statements researchers claim as the benefits of exploring EI.
Bracket and Salovey (2006) asserted EI is important to explore in an effort to
understand an individual’s capacity to manage emotions and process that information in
an effort to enhance cognitive process. Bar-On (2006) stressed the importance of
“emotional expression and views the outcome of emotionally and socially intelligent
behavior in Darwinian terms of effective adaptation” (p. 3). Said in another way, Bar-On
believed EI is essential to adaptability in order to survive. Boyatizis (2008) stated the
need for a valid instrument to measure EI to effectively evaluate individuals in
connection with their effectiveness in performing within their positions. Wong and Law
(2002) went even further to discuss the emergence of the concept that social and
emotional intelligences are more important for competent leaders as a base for their
ability to perform their job duties effectively and efficiently. This body of research points
to the need for additional views of EI and how it relates to the success of a leader, or if it
even affects their success.
Emotionally Intelligent Leadership
Leadership development has become an important component of many programs
and services within university core curricula (Dugan & Komives, 2007; Hall, 2006; Hall
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et al., 2008; Posner, 2004). The college experience is where individuals receive pointed
training for different leadership abilities, hone one’s inherent skills, and develop new
skills to assist with the overall leadership abilities. There have been competencies created
and learning outcomes compared and contrasted in academic and nonacademic programs
to determine the most effective way of developing skills of students in a college setting
(Seemiller, 2014; CAS, 2015). EI is a component of this learning, only gaining focus in
the past decade (Allen et al., 2012). Infusing EI within student leadership development is
the next step in assisting students. This is shown in the Student Leadership Competencies
Handbook written by Seemiller (2014). Seemiller examined over 400 programs across the
country that focused on leadership development, creating a handbook of competencies
that act as a guide for student affairs practitioners. EIL is listed as a construct that
informed the development of the handbook.
EIL was created by Shankman et al. (2015a). This construct blends together EI
and leadership constructs. EIL is considered predictive of student leaders’ behaviors,
which can then be predictive of individual, group, and organizational outcomes. There
are 10 basic assumptions about leadership that informed the creation of this construct: (a)
leadership is art and science; (b) leadership can be learned and developed; (c) leadership
is available to all; (d) leadership does not require a title or position; (e) leadership is more
than the leader; (f) leadership involved bringing about positive change; (g) leadership is
an interpersonal activity; (h) no theory is the best theory; (i) leadership can be stressful,
difficult, and even dangerous; and (j) leadership requires inner work. This theory is still
in need of additional research to provide empirical data to support the assumptions of the
model (Allen et al., 2012). The purpose of this construct is to assist students with the
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development of their EI and their leadership abilities, according to 19 capacities in three
areas. Consciousness of self includes emotional self-perception, emotional self-control,
authenticity, healthy self-esteem, flexibility, optimism, initiative, and achievement.
Consciousness of others includes displaying empathy, inspiring others, coaching others,
capitalizing on difference, developing relationships, building teams, demonstrating
citizenship, managing conflict, and facilitating change. Consciousness of context includes
analyzing the group, and assessing the environment. These 19 capacities have evolved
through research. Allen et al. (2012) used 21 capacities in their research. When
Emotionally Intelligent Leadership for Students by Shankman et al. (2015a) was
published, they had pared it down to 19 capacities. Through research, they found some
capacities overlapped and made more sense to group together.
Consciousness of self includes how an individual views themselves and their
skills. This segment of the construct is similar to many other constructs in that it
emphasizes the ability to recognize one’s own emotions and manage them appropriately.
The area of self also focuses on one’s perception of their abilities and confidence in their
skills. This area leads into the second area of the construct—consciousness of others—
because an individual must first understand their own emotions and recognize their own
skills before they can recognize the emotions and skills of others. In the second area of
the construct, EIL focuses on building relationships, managing conflict, and building
teams. This builds on one’s ability to understand themselves first to lead a team to be
successful in not only setting goals but attaining them. The third area of the construct is
consciousness of context, which is the final piece to the puzzle in EIL. This area focuses
on seeing the big picture, understanding the dynamics of groups and how to work with
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them, and understanding surroundings and environmental factors that may affect the way
a team interacts.
Shankman et al. (2015b) created development workbooks for EIL that are used in
many leadership development programs. These workbooks guide not only students in
their efforts to improve their leadership skills, but also provide guidance for facilitators to
lead discussions and developmental activities that are related to each of the branches of
the concept. These workbooks can be used together or separately to provide a training
platform for students to improve their skills in all 19 capacities within the EIL. The
ability to isolate the areas on which a student needs to work is an advantage of the EIL.
Not all individuals need the same amount of training, nor do they need the same type of
training depending on their experiences. The EIL workbooks allow practitioners the
ability to create flexible training programs that address individual areas to be more
intentional with their development of students.
EIL is described as a constant-development process and something of which
people must be aware to properly assess situations and use skills in an appropriate
manner. Being able to identify why one acts a certain way and how one should act assists
individuals in honing their skills when working with groups as their leadership skills
evolve. Allen et al. (2012) described their EIL construct as “a combination of cognitive
processes, personality traits, behaviors, and competencies that interact with one another
and predict critical outcomes in leadership situations” (p. 183).
In a study done by Haber-Curran et al. (2012), college students’ EIL was
examined in relation to their involvement in student organizations and those in leadership
roles within student organizations. There were two research questions posed examining
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the differences between college students’ EIL based on different involvement levels in
student organizations and the differences between those students’ EIL who were involved
in student organizations and those who held formal leadership roles. The instrument used
to determine EIL was a self-reported instrument developed by Shankman et al. (2015b):
the Emotionally Intelligent Leadership for Students inventory (EILS-I). This is an
inventory that measures students’ self-reported EIL behavior.
Their findings added to the research that supports the theory that student
involvement has a positive relationship with one’s EI, as does having a formal leadership
role versus just being a member of a student organization. Overall, the results of this
study support the existing research that demonstrates a positive impact through
involvement in student organizations and involvement on campuses (Astin, 1999; Dugan,
2006; Dugan & Komives, 2007). The results of this study also added to the limited
research base on the EIL construct.
Shankman et al. (2010) explored the differences in EIL behaviors between
genders. The three constructs within the EIL theory were examined to determine the
differences within the genders in regard to leadership as it relates to consciousness of
context, consciousness of self, and consciousness of others. The data showed a significant
difference between men and women on both consciousness of self and consciousness of
others, both being significantly higher for women. When these same constructs were
examined using the level of involvement of men and women, once again significant
differences were found for consciousness of self and consciousness of others. According
to this study, women demonstrated significantly higher levels of EIL within the areas of
consciousness of self and others, regardless of involvement level. What can be
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determined from these results is women tend to be more in touch with their emotions and
better able to use those emotions to lead others, collaborate within teams, and have
greater capacities for following through on their commitments. This supports other
research that has shown women demonstrating more socially responsible leadership
(Dugan & Komives, 2010). Another finding from this study showed men having a higher
capacity to capitalize on and use their own strengths. While this measure does not
specifically ask about self-efficacy, this is in support of research that has shown men to
have greater confidence and self-efficacy in their leadership than women (Dugan &
Komives, 2007).
EIL was created specifically to assist in the development of leadership abilities for
college students (Shankman et al., 2015a). Individuals in a university and college setting
are entering into a number of new experiences. Providing a roadmap of skills needed to
be successful is what EIL aims to deliver. This leadership model blends ability and traitbased theories into a construct that highlights various components of an individual,
including, but not limited to, general intelligence, personality, and performance, which
are not mutually exclusive (Shankman et al., 2015). This construct is relevant when
discussing student leadership development, as it has become a part of best practices when
working with developing students (Seemiller, 2014).
Summary
In this chapter, an introduction to student affairs and collegiate recreation was
presented with a summary of relevant leadership theory and leadership development
theory. Finally, EI was presented, along with a full description of EIL, which serves as
the guiding theoretical framework for this study. To continue the pursuit of empirical data
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on the connection between EI and leadership abilities, this study added relevant research
to the limited empirical data pertaining to EIL. Leadership development is a large part of
student affairs, and information gleaned from this study supplemented the data currently
available for this construct. Furthermore, college student leadership development is a
specific area that has gained much notoriety in the past few decades (Carr & Hardin,
2015). If employers are in need of more competent employees coming directly out of
college, it is imperative higher education professionals prepare those students to the best
of their ability to meet the demands of the workforce. This study provided another piece
of the puzzle to be used when referencing research to inform practice.
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CHAPTER 3—RESEARCH DESIGN AND METHODOLOGY
Leadership development has become an important component of many programs
and services within university core curricula (Dugan & Komives, 2007; Hall, 2006; Hall
et al., 2008; Posner, 2004). The college context is an ideal environment for individuals to
develop their leadership skills (Allen et al., 2016). There have been competencies created
and learning outcomes compared and contrasted in academic and nonacademic programs
to determine the most effective way of developing skills of students in a college setting
(CAS, 2015; Seemiller, 2014). EI is a component of this learning, only gaining focus in
the past decade (Allen et al., 2012). Infusing EI with student leadership development has
been shown as the next step in student leadership development. Seemiller (2014)
discussed this in the Student Leadership Competencies Handbook, where over 400
programs across the country that focused on leadership development were examined.
Through this examination, Seemiller created a handbook of competencies that act as a
guide for student affairs practitioners. EIL is listed as a construct that informed the
development of the handbook and is the focus of this study.
To build upon the limited research done for EIL, this study examined the EIL of
students in formal and informal leadership positions working in collegiate recreation.
There was also an examination of EIL analyzed by male and female as identified by the
participants. To gain rich data, there was an additional question aimed at exploring the
perceptions students have of their own EI and EIL. This process provided information on
their knowledge base of EI and EIL based on their own experiences. There are three main
questions that guided this study:
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1. What differences, if any, exist between student employees in formal and informal
leadership roles within collegiate recreation as it relates to the three facets of EIL
2. What differences, if any, exist between male and female student employees
among the three facets of EIL?
3. How do students employed by collegiate recreation perceive their emotional
intelligence and emotionally intelligent leadership?
a. Do male and female students perceive their EI and EIL differently?
b. Do student in formal and information leadership roles perceive their EI and
EIL differently?
This chapter discusses the research design, data source, data collection procedure,
credibility, reliability, validity, trustworthiness, data analysis, and ethical considerations.
Research Design
Using a mixed-methods research design with two phases, this study employed a
sequential, explanatory design with the quantitative data being collected first and the
qualitative portion being performed second. The first phase of the study used a survey
that gathered data to determine EIL scores in student employees in formal and informal
leadership positions based on the three areas of the EIL construct. This portion of the
study also examined the EIL scores in male and female student employees. The second
phase of the study used qualitative survey design, using the data gleaned from the first
phase to select participants. This phase explored the personal perceptions the student
employees have of their own EI and EIL. Mixed-methods research design has been
defined “as a procedure for collecting, analyzing, and ‘missing’ or integrating both
quantitative and qualitative data at some stage of the research process within a single
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study for the purpose of gaining a better understanding of the research program”
(Ivankova, Cresswell, & Stick, 2006, p. 3).
This study was modeled after studies conducted by Shankman et al. (2010) and
Haber-Curran et al. (2012). These studies used the Emotionally Intelligent Leadership for
Students inventory (Shankman et al., 2015b) to measure the EIL among students involved
in student organizations. The first study explored the differences between male and
female students and levels of EIL behavior; the second study examined the differences in
EIL behavior of students involved in student organizations as members and leaders in
student organizations. The second study also examined the differences in EIL behaviors
based on the level of involvement in student organizations.
Building on the research conducted by Haber-Curran et al. (2012) and Shankman
et al. (2010), this study examined the EIL of student employees working in collegiate
recreation. The studies conducted previously on EIL were limited by including only
students who were involved in organizations voluntarily (with no monetary
compensation). Those studies discovered that students who were involved in more
organizations had higher EIL scores. This study added to those findings by widening the
scope of data collected to include students employed in collegiate recreation. Students
working in formal and informal leadership positions in collegiate recreation need to go
through an interview process to obtain their position, and are compensated, providing a
different demographic of student to study. Comparisons were examined between those in
formal and informal leadership positions and between male and female employees.
Phase 1 of the study included a survey that measured the level of EIL of the
participants using a Likert-type scale to determine their levels of understanding of a
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series of statements. Survey design was used to determine “numeric description of trends,
attitudes, or opinions of a population by studying a sample of that population.” (Creswell,
2014, p. 155). Including a second phase involving in-person interviews provided
additional data to connect to data from Phase 1. Advantages of using in-person interviews
include providing communication when the researcher is unable to directly observe the
participants, the participant can provide historical information, and the researcher has
control over the line of questioning (Creswell, 2014). The interview data provided more
in-depth information pertaining to the participants’ perceptions of their own EI and EIL.
Phase 1
Using a comparative design, this study compared the EIL of two different groups
of collegiate recreation student employees. Comparative design is useful when examining
differences between two groups of subjects (McMillian & Shumacher, 2010). Group 1
consisted of building managers and intramural supervisors—those in formal leadership
positions. Group 2 consisted of front desk attendants, fitness attendants, officials, area
attendants, and lifeguards; those in informal leadership positions. Data collected were
further grouped according to male and female as designated by the participants.
Phase 1 was designed to answer the first two research questions: (a) What
differences, if any, exist between student employees in formal and informal leadership
roles within collegiate recreation as it relates to the three facets of EIL? and (b) What
differences, if any, exist between male and female student employees among the three
facets of EIL? Scores were determined in all three areas of the EIL construct for each
participant. As discussed in Chapter 2, the three areas of the EIL construct include 19
competencies. Each competency was scored based on the specific questions within the
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instrument (see Appendices A and B). The competencies within each area include
consciousness of self: emotional self-perception, emotional self-control, authenticity,
healthy self-esteem, flexibility, optimism, initiative, and achievement; consciousness of
others: displaying empathy, inspiring others, coaching others, capitalizing on difference,
developing relationships, building teams, demonstrating citizenship, managing conflict,
and facilitating change; and consciousness of context: analyzing the group, and assessing
the environment.
Phase 2
Using purposeful sampling, data from Phase 1 were used to determine participants
for Phase 2. Examining all scores for all participants, selection criteria for Phase 2 were
based on the highest and lowest scores in each area of the construct and one female and
one male for each category. This provided 12 possible participants. Purposeful sampling
is used to collect information-rich data to review and analyze in depth (Patton, 2002).
Using a qualitative survey design, the researcher interviewed participants to explore
students’ perception of their own EI and EIL. Survey design assists the researcher in
collecting data on opinions or beliefs. Survey design also allows the researcher to use a
smaller number of the sample population and infer these results represent the larger group
(McMillian & Shumacher, 2010).
Phase 2 answered the third research question and the two subquestions: (a) how
do students employed by collegiate recreation perceive their own EI and EIL? (b) do
male and female students perceive their EI and EIL differently? and (c) do students in
formal and information leadership roles perceive their EI and EIL differently? Each
participant was asked a series of questions that connected to their general knowledge of
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EI and each of the three areas of the EIL construct (see Appendix C). Interviews provides
the flexibility to ask additional questions if answers are not clear or do not provide the
necessary data (Patton, 2002). Interviews were conducted over the phone or via video
conferencing.
Data Source
Data was gathered from student employees working in collegiate recreation at
seven different higher education sites. These sites use the same company to manage their
collegiate recreation departments. Student employees working in specified positions for
the collegiate recreation departments at these seven sites received an online link to a selfreport survey.
Site Selection
Centers is a recreation management company that uses student development as a
guiding principle for their management. They have been dedicated to providing an
environment that supports learning and development for student employees and
progressive leadership opportunities. All Centers (2015) sites have strived “to transform
student employees by providing leadership opportunities and creating an intentional
learning environment” (p. 1). This is accomplished through extensive and intentional
training, promotional opportunities, and continual professional and personal development
platforms within each department. At the time of this study, Centers managed seven
different university collegiate recreation departments. Each campus was unique in
population and institutional type: one private urban, one private rural, two public urban,
two public rural, and one community college (see Table 1).
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Table 1
Site Demographics
University Name
University of Alabama,
Birmingham
DePaul University
Cleveland State University
Marshall University
University of Missouri, St.
Louis
Moraine Valley Community
College
University of New Haven

Private/
Public
Public

Urban/
Rural
Rural

2/4year

Enrollment

4 Year

Residential/
Commuter
Residential

Private
Public
Public
Public

Urban
Urban
Rural
Urban

4 Year
4 Year
4 Year
4 Year

Residential
Residential
Residential
Commuter

23,000
17,000
13,000
16,000

Public

Urban

2 Year

Commuter

36,000

Private

Urban

4 Year

Residential

6,800

17,000

All students hired within the departments at these sites were trained using the
same development theories: Chickering and Reisser’s (1993) seven vectors of
development, Maslow’s (1943) hierarchy of needs, Sanford’s (1967) theory of challenge
and support, and Kouzes and Posner’s (1995) student leadership challenge. Professional
staff create and administer comprehensive trainings for all student employees using the
theories discussed in Chapter 2. While each site had flexibility to train student employees
for site-specific programs and services, all sites followed the same guidelines when
creating training and development programs.
Participant Selection
A self-report survey link was sent to 915 students working in the collegiate
recreation departments at these seven universities (see Table 2). Out of the 915 students
who were sent the link, 117 students filled out the demographic portion of the survey that
put them into their category. The information collected from the survey link designated
the participants into two different groups. First, they were categorized as working in a
formal student leadership position or an informal leadership position. Second, they were

53

Table 2
Number of Surveys per Institution
Name of Institution
DePaul University
University of Alabama-Birmingham
Cleveland State University
Marshall University
University of New Haven
Morainne Valley Community College
University of Missouri, St Louis

Number of Surveys Sent
171
125
157
169
115
75
92

divided into male and female designations based on their self-report information. They
were not asked to determine if they were in formal or informal leadership positions, they
merely checked the box of the position they held with the department. This information
was then divided into two groups: Group 1 consisted of the building managers and
intramural supervisors, Group 2 included front desk attendants, area attendants,
lifeguards, and intramural officials. There was also a division of data based on the
designation of male and female.
Phase 1
Group 1 oversaw various duties including supervision of peers, managing
conflict, administrating programs, troubleshooting, and emergency response. They had
been given the freedom to make decisions on their own in the absence of professional
staff. Group 1 student employees had worked in the informal leadership positions before
being promoted to their formal leadership positions. They understood the requirements
for the positions they oversaw and had to go through an additional interview process and
training for their increased responsibilities. Group 2 student employees focused on a
specific area. While they still worked in a team environment, their scope of responsibility
was limited to specific duties and accountabilities. They
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went through training specific to their area of work with limited training pertaining to
other area responsibilities.
Participants were also divided into male and female designations. This division
was for all student employees, not based on their formal or informal leadership position.
The data for each of these groupings were analyzed separately; this will be discussed later
in this chapter. The division of participants into the male and female designations was
utilized to inform the participant selection for the second phase of the study.
Phase 2
Using maximum variation purposeful sampling, 12 participants were contacted to
partake in the phase two interview process. Maximum variation sampling is used when
“sampling aims at capturing and describing the central themes that cut across a great deal
of variation” (Patton, 2002, p. 66). Examining the highest and lowest scores provided
information rich data that captured the variations among the groups. A male and a female
student with the highest and lowest scores in each of the areas of the construct were
invited to participate in Phase 2 of the study. When a participant was not able to be
reached or declined to be a part of the interview process, the next participant with the
next highest or lowest score was contacted. Once the response rate slowed from
participants, it was determined not to contact any further participants. There were nine
participants in Phase 2, which provided sufficient variance.
Data Collection Procedure
Two different methods were used for data collection. The first was through an
online survey that was emailed to participants; the second method used were interviews
the researcher conducted via phone or video conferencing. Data collection for the
interviews was dependent on participants’ scores from the online survey.
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Instrument
The instrument used during Phase 1 in this study was a self-report instrument
created by Shankman et al. (2015b). The original version of this instrument was created
by Shankman and Allen (2008) and included 21 capacities. Through research, these
capacities were reduced to 19. The instrument used in this study measures the 19
capacities in the construct (Shankman et al., 2015b). The EIL-i was created to measure
EIL in the college student population. Using research from Bar-On (2006), Goleman
(1995), Mayer et al. (1997; 2004), and Shankman et al. (2015b), the EIL-i was created: an
assessment that identified levels of EIL based on three areas: consciousness of self,
consciousness of others, and consciousness of context. The instrument is an assessment
that has participants assess themselves using a 7-point Likert-type scale to indicate the
extent they agreed with statements and how they have demonstrated a specific behavior
during their time in a formal or informal leadership role. There were 57 statements that
captured 19 capacities within the three areas of EIL. Each question has a seven point
scale for the participants to choose from 1 = never, 2 = almost never, 3 = rarely, 4 =
sometimes, 5 = usually, 6 = almost always, and 7 = always (see Appendix A).
This instrument was created specifically to measure EIL within traditionally
college-age students. The EILS-i combines the research from EI and leadership
development to glean a snapshot of an individual’s EIL through their perception based on
their experiences. This instrument was chosen not only because it included both the trait
and behavioral models of EI in its creation but because it was created with college
students as the target audience, making this instrument relevant for this study. Using the
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EILS-i provided additional research for the EIL construct, building on the research by
Shankman et al. (2015b) but using a different student population.
The in-person interviews conducted included a series of questions, each relating
to one of the areas of the EIL construct or general EI knowledge (see Appendix C). I
served as the instrument for the qualitative interviews, conducting the interviews using
Zoom.us, which is a phone-conference, Internet software program. Two interviews were
conducted using the video conferencing, the other seven interviews were completed by
using the phone conferencing feature. The interview protocol was created to make the
interviews as simple as possible for students to participate. This format provided the
researcher with the flexibility to ask additional questions if necessary (Creswell, 2014).
These questions provided insight from this group of students on their perceptions of their
EI and EIL and connected back to each of the areas of the EIL construct as well as their
perceptions of their own EI overall.
Phase 1
Currently the EILS-I is only available in paper form. The researcher received
permission to create an online survey in Qualtrics using the questions and Likert scale
from the publisher. Participants received a link that included an informed consent
statement, instructions on how to complete the survey, and the survey (see Appendices A,
E, and G). The data were stored on the Qualtrics site and only accessible by the
researcher and statistician. The survey data were used in the aggregate to report results,
but scores were linked to the participants, which determined those contacted to perform
interviews.
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Participants were given a 2-week window of time to fill out the survey. Along
with the initial email inviting the participants to fill out the survey, there was one follow
up email reminding them to complete the survey if they had not already done so. Those
students who worked for the University of Missouri, St. Louis, worked in the same
department with the researcher. Those participants received the email from a proxy who
received IRB approval through University of Missouri, St. Louis. The information from
this participant group was only shared with the researcher in the aggregate. Of the 915
students sent the survey, 117 completed the survey. This constituted a 13% response rate.
Phase 2
Interviews were conducted using Zoom.us by means of the video and phone
conferencing capabilities. Interviews provide an in-depth view of the experiences and
opinions on the subject (Creswell, 2014). Each participant was provided with an informed
consent form prior to the interview and an explanation of the process and purpose of the
interview was explained. A series of questions were asked, with follow-up questions as
necessary (see Appendices D and F). Interviews were conducted at the convenience of
the participants, usually in the comfort of their homes. The researcher was in a quiet
office for all interviews to maintain focus on the responses.
I served as the instrument for the qualitative interviews, which required me to
remain objective and observant during the interviews. It was my responsibility to take
notes on the conversations and record all interviews to maintain an accurate record of the
conversation. This ensured the validity of the interviews and lent toward greater
reliability (Creswell, 2014).
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Data Analysis
Following the collection of completed surveys from participants after Phase 1, all
surveys were scored according to the Likert-type scale points. Using the scoring system
provided by Shankman et al. (2015b), each participant’s answers were scored and then
plotted on the EIL line chart. Using the scores from the participants and the interpretation
instructions provided by Shankman et al. (2015b), each participant was provided a score
in each area of the construct: consciousness of self, consciousness of others,
consciousness of context (see Appendix B). Once all data had been compiled for each
participant, the respondents were then broken into group one and group two based on
their position within the department. Using SPSS Statistics software, the data were
entered and analyzed to determine if there was a statistical difference between the means
of Groups 1 and 2. The data collected in Qualtrics were also divided into the male and
female designation. Using SPSS the data was analyzed to determine if there was a
statistically significant difference between the means of the two groups. The highest and
lowest scores for each area of the construct was determined for males and females to
determine participants for Phase 2.
Phase 1
Data were analyzed using t-tests to answer the first two research questions: (a)
What differences, if any, exist between student employees in formal and informal
leadership roles within collegiate recreation as it relates to the three facets of EIL? and
(b) What differences, if any, exist between male and female student employees among
the three facets of EIL? Dividing the participants using demographic data, Groups 1 and
2 were compared based on their jobs within the department. Mean differences between
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the groups was analyzed based on the three areas of the construct; consciousness of self,
others, and context (Szafran, 2012). Data were also analyzed based on the differences
between male and female results in the same three areas.
Using the scoring template provided by Shankman et al. (2015b) in the EILS-i
booklet, scores for each competency was based on the total scored for three specific
questions (see Appendix B). Within each area of the construct, the scores for the
competencies were added together to determine total scores for each of the areas of the
EIL construct. Using this scoring technique, the highest and lowest scores were
determined for one male and one female for each category. These scores determined
those students who were asked to participate in Phase 2.
Phase 2
Data analysis included open coding of interview transcripts; data collected from
transcripts were coded for themes by interview and the compared among the group of
interviews. Open coding is the process where concepts are identified within the data
(Merriam, 2009). Going through the transcriptions of the interviews, the researcher
conceptualized the data, breaking the information down into categories (Merriam, 2009).
This provided groupings of data to examine and using constant comparative analysis,
determined similarities and differences in the data (Merriam, 2009).
During the interviews, the researcher took notes to manage thoughts during the
interviews to be included in the overall data analysis. The notes taken were used as the
researcher examined each of the transcripts, first using line-by-line analysis, and then
sentence and paragraph analysis. Employing more than one way of coding provides
additional reliability of the codes that emerge from the data (Merriam, 2009). The codes,
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properties, and dimensions derived from the analysis from the transcripts were shared
with an independent party to ensure the validity of the themes determined by the
researcher.
Credibility, Reliability, Validity, and Trustworthiness
Procedures were created to ensure the credibility, reliability, validity, and
trustworthiness of this study. Each phase of this mixed-methods study used procedures
applicable for the method of data collection and analysis conducted.
Phase 1
During the first phase of this study, the EILS-I created by Shankman et al.
(2015b) was used. This instrument was created through research conducted by Shankman
and Allen (2008), when the first edition of Emotionally Intelligent Leadership: A Guide
for Students was published and the first edition of the EILS-I was created (Shankman et
al., 2015a). Cronbach’s alpha was used to assess the internal consistency reliability of the
three constructs (see Table 3). Reliability of the assessment tool ensured that the facets of
EIL (also referred to as scales) were statistically reliable constructs. Each scale consisted
of eight questions, and each scale achieved a strong level of internal consistency
reliability (Shankman et al., 2010). The same test was done in this study, providing a
positive result.
Using descriptive statistics, the data were used to determine the participants who
were invited to participate in Phase 2 of the study. Descriptive statistics are used to
explain data in a meaningful way, allowing patterns to emerge from the data (Szafran,
2012). This form of analysis does not allow the researcher to draw conclusions from the
data, providing another check for reliability and validity.
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Table 3
Chronbach’s Alpha of the Emotional Intelligence Leadership Student Inventory
Cronbach's Alpha Cronbach's Alpha Based on Standardized Items
0.972
0.973

Note. There were 57 items included in the inventory.

Phase 2
The purpose of this study was to examine levels of EIL behavior in students
working in collegiate recreation and to explore their perceptions of their own EI and EIL.
Qualitative analysis allows for richer description of data gathered from participants, as it
allows them to answer based on their own experiences (Creswell, 2003). While there are
a number of ways qualitative inquiry can be conducted, this study focused on qualitative
interviews. An interview protocol for this study was developed to assess the perceptions
the participants have of their EI and EIL (see Appendix D). These interviews were
recorded to ensure accuracy. When transcription was completed, they were shared with
the interviewees to ensure accuracy. This provided another level of validity for this phase
of the study (Creswell, 2014). When the data were compiled, and themes were
determined using open coding, the themes were shared with an independent party to
ensure the themes that emerged were consistent and made sense based on the data. This
procedure provided additional reliability for phase two of the study (Creswell, 2014).
Role of Researcher
During Phase 1 of the study, I had limited contact with the participants. Surveys
were distributed through email and contact was only made with the participants if they
had questions or technical issues accessing the instrument. For those participants located
at the institution where I am currently employed, a proxy was enlisted to send the
invitation email that included the informed consent and survey. The participants were
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informed that the research was for me but were ensured no identifiable data would be
shared with me directly. Phase 2 of the study required me to interact with the participants.
It was my responsibility to remain objective and act as merely an observer of the
responses I received to the questions I asked. I used probing questions when statements
made during the interviews required additional clarification. All interviews were recorded
to ensure reliability and transcripts were used to ensure accuracy of participant
statements. During the analysis of Phase 1 data, it was determined there were no
participants from my place of employment, University of Missouri, St Louis, would be
contacted based on scores.
Subjectivity Statement
The chosen topic, EIL in collegiate recreation student employees, is relevant to
me as a practitioner within collegiate recreation. I work with student employees in my
professional career and have a great interest in providing training and development for
students in higher education through collegiate recreation. I have 20 years of professional
experience in collegiate recreation and believe it is our role as professionals to do all we
can to provide support as well as learning experiences for out student employees and
participants in a safe environment. I believe EI plays a large role in the development of
students in higher education and feel this subject is important to explore in an effort to
create best practices for working with students.
I am also an employee of Centers at the University of Missouri, St. Louis. This
research study had no bearing on my position with Centers. I will be using the data and
findings to assist in creating new training and development programs for our company
but did not allow that to interfere with my objectivity when collecting data. This
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information is valuable to me as a practitioner, but I conducted myself as a researcher
first and foremost.
Ethical Considerations
To maintain ethical standards during the course of this study, I ensured the
security of all quantitative data collected by removing information from the Internet and
maintaining records in a locked cabinet on a flash drive once all surveys had been
completed. I received Institutional Review Board (IRB) approval from the University of
Kentucky (see Appendix I) and from the University of Missouri, St. Louis. I also
received letters of support and acknowledgement from each of the sites that participated
in the study as part of the IRB process. Before participants answered any of the questions
online, they were asked to read an informed consent statement; their completion of the
survey was evidence they had read through the information and agreed to participate.
These records will be maintained with all demographic information in a locked cabinet in
my office. All identifiable data from the University of Missouri, St. Louis, will remain
with the proxy enlisted for this study. Before all in-person interviews were conducted, the
participants were provided with another informed consent and were asked to read, sign,
and return the consent to the researcher. All information was kept confidential throughout
the process. The students responding to these surveys did so voluntarily; this study had
no connection to their job performance or considered mandatory.
Summary
This chapter discussed the methodological approach used for this study, which
explored the EIL in formal and informal leaders in student employment positions in
collegiate recreation departments among seven university sites. The research design was
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discussed, with the emphasis being placed on the self-report survey data, including how
this led to Phase 2 of the study that used an in-person interview design. This chapter also
discussed the data collection and analysis procedures, as well as the credibility,
reliability, and trustworthiness of the study. Finally, ethical considerations and the role of
the researcher were discussed.
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CHAPTER 4—RESULTS
This chapter discusses the results from both Phase 1 and Phase 2 of a sequential
mixed-methods study on EIL. Phase 1 used a self-report instrument to explore the
questions:
1. What differences, if any, exist between student employees in a formal
leadership role and those not in a formal leadership role within collegiate
recreation as it relates to the three facets of EIL?
2. What differences, if any, exist between male and female student employees
among the three facets of EIL?
Phase 2 included interviews to explore the following questions:
3. How do students employed by collegiate recreation perceive their EI and EIL?
a. Do male and female students perceive their EI and EIL differently?
b. Do students in formal and informal leadership roles perceive their EI
and EIL differently?
Phase 1
Phase 1 used a self-report instrument, the EILS-I. This instrument was created by
Shankman et al. (2015b) specifically for traditionally aged college students. There were
57 statements where the participants assessed themselves using a 7-point Likert-type
scale to indicate the extent to which they agreed with statements. These statements
assessed all 19 capacities in the construct, breaking down the scores for each area of the
EIL construct.
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Invitations were sent to 915 students employed in the college recreation
departments at seven specific university sites, and 117 students completed the survey,
providing a 13% response rate (see Table 4). Of the 117 participants, 21 (18%) identified
as being in formal leadership positions and 96 (82%) identified as being in informal
leadership positions. Formal leadership positions were defined as building managers and
intramural supervisors. Informal leadership positions were defined as guest services,
member services, lifeguard, intramural office, fitness attendants and climbing wall
attendants. Using SPSS statistical software, Levene’s test for equality of variance was
conducted to determine if there was a statistically significant difference between the
means of answers given by those in formal and informal leadership positions in each area
of the construct.
In addition to analysis by position, analysis was also done based on gender as
identified by the participants. Forty-seven (42%) participants identified as male and 69
(59%) as female (see Table 5). One participant did not disclose their gender, providing
one fewer participant for analysis of gender. Levene’s test for equality of variances was
used to determine if there was a statistically significant difference in the means for gender
as well.
Survey Results
Descriptive statistics were examined and used to explore the inferential statistics.
Discussion on assumptions, respondent information, and itemized statistics assisted in
providing background for the data analysis.
Assumptions. The instrument used for this research study used a Likert-type
scale scoring system, which provided scores based on each statement, competency, and
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Table 4
Institutional Response Rate
Name of Institution
DePaul University
University of Alabama-Birmingham
Cleveland State University
Marshall University
University of New Haven
Morainne Valley Community College
University of Missouri-St Louis

# of Surveys Sent
171
125
157
169
115
75
92

# of Surveys Completed
6
11
28
13
29
15
15

Table 5
Participant Demographics
Demographic Information
Position
Formal
Informal
Gender
Female
Male
Class Standing
Freshman
Sophomore
Junior
Senior
Graduate Student
Race
Asian
Hispanic
Black
White
Other
Do not wish to disclose

# of Students
21
96
69
47
15
19
30
34
19
6
7
14
87
2
1

area of the construct. The sampling used for this study provided a sample from seven
different universities working for their collegiate recreation departments (see Table
4).This population sample provided a subset of the overarching population of students
working in collegiate recreation departments throughout the nation.
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Assumptions of normality of distribution for each independent sample t test were
checked using SPSS software performing the Shapiro-Wilk test and the KolmogorovSmirov test (Green & Salkind, 2014; see Table 6). These tests were performed for each
area of the EIL construct, accounting for gender and employment position.
There was a disproportionate number of those who identified serving in a formal
leadership position (21) and informal leadership positions (96). The significance value for
both tests use a 0.05 alpha. As shown in Table 6, the only variable that violated a normal
distribution was consciousness of context for those in informal leadership positions for
the Shapiro-Wilk test (p = 0.043).
Figure 1 shows one outlier for those serving in informal leadership positions for
Consciousness of Self. There were no outliers for either group for Consciousness of
Others or Context, as shown in Figure 2 and 3.
When testing for normality of distribution for all three areas of the EIL construct
utilizing gender as the factor, as shown in Table 7, the only area which violated a normal
distribution were consciousness of context for male respondents for both the
Kolmogorov-Smirnov (p = 0.003) and Shapiro-Wilk (p = 0.044) tests. The alpha used for
both tests was 0.05.
There was one outlier for the female group in the area of Consciousness of Self,
as shown in Figure 4. There were no outliers in the areas of Consciousness of Others and
Context when gender was the factor, as seen in Figure 5 and 6.
Based on information provided by the descriptive statistics, the assumptions
violated related to assumption of normal variance. This assumption was violated for one
group but did not affect the overall data.
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Table 6
Tests of Normality for Formal and Informal Leadership Positions

Consciousness of
Self
Consciousness of
Others
Consciousness of
Context

Group
1

Kolmogorov-Smirov
Statistic
df
0.172
21

Sig.
0.105

Shapiro-Wilk
Statistic
df
0.936
21

Sig.
0.184

2
1

0.062
0.106

96
21

0.200
0.200

0.983
0.968

96
21

0.238
0.700

2
1

0.069
0.109

96
21

0.200
0.200

0.982
0.987

96
21

0.226
0.892

2

0.083

96

0.098

0.973

96

0.043

Figure 1. Consciousness of Self: Leadership position.

70

Figure 2. Consciousness of Others: Leadership position.

Figure 3. Consciousness of Context: Leadership position.
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Table 7
Tests of Normality for Gender

Consciousness of
Self
Consciousness of
Others
Consciousness of
Context

Gender
F

Kolmogorov-Smirov
Statistic
df
0.063
69

Sig.
0.200

Shapiro-Wilk
Statistic
df
0.991
69

Sig.
0.903

M
F

0.103
0.083

47
69

0.200
0.200

0.962
0.981

47
69

0.129
0.367

M
F

0.077
0.084

47
69

0.200
0.200

0.974
0.975

47
69

0.359
0.173

M

0.164

47

0.003

0.950

47

0.044

Figure 4. Consciousness of Self: Gender.
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Figure 5. Consciousness of Others: Gender.

Figure 6. Consciousness of Context: Gender.
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Finally, there were 915 participants identified from the seven sites used in this
study. This population size is not in proportion to the population of all student employees
working in collegiate recreation. This assumption was violated as part of the research
design to target these seven sites.
Consciousness of self. Consciousness of self had an overall mean of 5.51 (SD =
0.62). This area of the construct includes eight capacities with three statements for each
capacity: emotional self-perception (x̄ = 5.34; SD = 0.97), emotional self-control (x̄ =
5.55; SD = 0.77), authenticity (x̄ = 5.89; SD = 0.81), high self-esteem (x̄ = 5.61; SD =
0.87), flexibility (x̄ = 4.41; SD = 0.55), optimism (x̄ = 5.69; SD = 0.96), initiative (x̄ =
5.64; SD = 0.78), achievement (x̄ = 5.95; SD = 0.88; see Table 8). Within these items, the
statements respondents reported performing usually and almost always (77.1%) were stay
calm in challenging situations (emotional self-control), maintain composure (emotional
self-control). Respondents reported almost always and always (72% and 69.50%) for the
two statements strive to improve based on my personal standards (achievement), and
establish high personal standards for myself (achievement).
Consciousness of others. The area of consciousness of others had an overall
mean of 5.65 (SD = 0.79). This area of the construct includes nine capacities, each
including three statements: Displaying empathy (x̄ = 5.80; SD = 0.93), inspiring others (x
= 5.51, SD = 0.93), coaching others (x̄ = 5.47; SD = 0.96), capitalizing on difference (x̄ =
5.82; SD = 0.84), developing relationships (x̄ = 5.54; SD = 1.0), building teams (x̄ = 5.62;
SD = 0.77), demonstrating citizenship (x̄ = 6.01; SD = 0.65), managing conflict (x̄ = 5.51;
SD = 0.83), and facilitating change (x̄ = 5.53; SD = 1.10; see Table 9). Within these
capacities, the two items that scored 71% to 77% when identifying the almost always or
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Table 8
Mean Scores for Consciousness of Self
Capacities
Statements
Emotional Self-Perception
Recognize how situations influence my emotions
Recognize how my emotions influence my actions
Recognize how my emotions affect me
Emotional Self-Control
Stay calm in challenging situations
Remain calm in stressful situations
Maintain composure
Authenticity
Am honest about my intentions
Present my motives in an honest manner
Act genuinely
High Self-Esteem
Believe in my skills
Demonstrate confidence
Remain confident when facing challenges
Flexibility
Am open to change
Adapt my behavior to changing situations
Am open to changing my opinion
Optimism
Present a positive outlook
Foster a sense of hope
Communicate a positive outlook
Initiative
Act before someone tells me to
Take advantage of opportunities that come my way
Take advantage of new opportunities
Achievement
Establish personal standards for myself
Strive to improve based on my personal standards
Establish high personal standards for myself
TOTAL

M
5.34
4.99
5.46
5.57
5.55
5.36
5.43
5.77
5.89
5.94
5.63
6.09
5.61
5.54
5.62
5.69
4.41
5.45
5.69
5.45
5.69
5.69
5.56
5.73
5.64
5.19
5.83
5.91
5.95
5.88
5.97
6.02
5.51

SD
0.97
1.2
1.2
1.2
0.77
0.89
1.1
0.79
0.81
0.98
1.0
1.0
0.87
1.1
1.0
1.0
0.55
0.98
0.99
1.1
0.96
1.1
1.2
1.1
0.78
0.97
1.0
0.99
0.88
1.1
0.98
0.99
0.62

always demonstrate these behaviors were appreciate individual differences (capitalizing
on difference), and fulfill my responsibilities to others (demonstrating citizenship).
Consciousness of context. In the area of consciousness of context, the overall
mean was 5.7 (SD = 0.96). Within this area, there were two capacities and three
statements for each capacity: analyzing the group (x̄ = 5.8; SD = 0.95) and assessing the
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Table 9
Mean Scores for Consciousness of Others
Capacities Statements
Displaying Empathy
Place a high value on the feelings of others
Show concerns for the feelings of others
Respond to the emotional needs of others
Inspiring Others
Communicate an exciting vision
Inspire commitment to the group’s vision
Inspire commitment to the group’s mission
Coaching Others
Help others realize their potential
Help others enhance their abilities
Create opportunities for others to learn
Capitalizing on Difference
Demonstrate an appreciation for cultural diversity
Find common ground among different points of view
Appreciate individual differences
Developing Relationships
Build relationships with ease
Create connections with others easily
Build a strong network of relationships
Building Teams
Emphasize team goals
Build strong teams
Work well with others toward a shared goal
Demonstrating Citizenship
Fulfill my responsibilities to others
Follow through on my commitments to the group
Recognize a need to give to the group
Managing Conflict
Address difficult situations effectively
Address conflict with individuals effectively
Manage conflict effectively
Facilitating Change
Promote innovative thinking
Seek to improve upon the status quo when future gains can
be made
Consider ways to improve the group’s performance
through innovation
TOTAL
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M
5.80
5.87
5.90
5.63
5.51
5.23
5.53
5.65
5.47
5.31
5.54
5.51
5.82
5.74
5.61
5.99
5.54
5.41
5.50
5.62
5.62
5.49
5.32
5.96
6.01
6.07
6.17
5.79
5.51
5.47
5.40
5.61
5.53
5.45

SD
0.93
1.10
1.00
1.10
0.93
1.20
1.10
1.10
0.96
1.20
1.10
1.10
0.84
1.20
0.99
1.00
1.00
1.20
1.20
1.20
0.77
0.94
1.10
0.90
0.65
0.81
0.77
1.10
0.83
0.99
1.10
0.83
0.85
1.10

5.51

1.00

5.52

1.00

5.65

0.79

environment (x̄ = 5.6; SD = 0.57; see Table 10). Overall, the majority of respondents
indicated they usually to always demonstrated the behaviors in this area with a range
from a high of 92.2% for follow the established rules of the group (analyzing the group)
to 82.3% for intentionally alter my approach to leadership to meet the needs of the
situation (assessing the environment).
Consciousness of Self
Consciousness of Self includes how an individual views themselves and their
skills. The components assessed for this area include emotional self-perception,
emotional self-control, authenticity, healthy self-esteem, flexibility, optimism, initiative,
and achievement.
Leadership role. An independent sample t test was conducted comparing
participants in formal and informal leadership roles in the area of Consciousness of Self
as shown in Tables 11 and 12. There was no statistically significant difference between
those in formal (x̄ = 5.55, SD = 0.11) and informal leadership positions (x̄ = 5.50, SD = .65), t = 0.32, p = -0.74. These results suggest there is no difference in the scores in the
area of Consciousness of Self for those in formal and informal leadership positions.
Gender. An independent sample t-test was conducted comparing male and female
participants in the area of consciousness of self as shown in Tables 13 and 14. There was
no statistically significant difference between male (x̄ = 5.46, SD = 0.10) and female (x̄ =
5.54, SD = .56), t = 0.67, p = 0.50. These results suggest there is no difference in test
scores in the area of Consciousness of Self between male and female participants.
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Table 10
Mean Scores for Consciousness of Context
Capacities
Statements
Analyzing the Group
Respond effectively to the group
Follow the established rules of the group
Align my actions with the values of the group
Assessing the Environment
Intentionally alter my approach to leadership to
meet the needs of the situation
Adapt my approach to leadership based on the
situation
Learn about what it takes to succeed in different
settings
TOTAL

M
5.78
5.62
5.98
5.69
5.68
5.43

SD
0.73
0.96
0.93
0.95
0.83
1.0

5.76

1.0

5.79

0.95

5.73

0.72

Table 11
Group Statistics for Consciousness of Self by Role
Leadership
Formal
Informal

n
21
96

x̄
5.55
5.50

SD
0.50
0.65

SE
0.11
0.06

Table 12
Independent Samples Test for Consciousness of Self by Role

Equal
variances
assumed
Equal
variances
not
assumed

MD

SED

115

p
(2-tailed)
0.74

0.04

0.15

95% CI
Upper Lower
-0.25
0.34

36.19

0.70

0.04

0.12

-0.21

F

p

t

df

1.42

0.23

0.32
0.38

0.30

Note. n = 117 MD = mean difference; SED = standard error difference; CI = Confidence Interval test

Table 13
Mean Scores for Consciousness of Self by Gender
Consciousness of Self

Gender
Male
Female

n
47
69

x̄
5.46
5.54
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SD
0.70
0.56

SEM
0.06
0.10

Table 14
Independent Samples Test for Consciousness of Self by Gender
p
MD SED
95% CI
(2-tailed)
Upper Lower
Equal variances assumed
2.88
0.09 0.67 114 0.50
0.07 0.11 -0.15 0.31
Equal variances not assumed
0.64 84.55 0.52
0.07 0.12 -0.16 0.32
Note. n = 116; MD = mean difference; SED = standard error difference; CI = Confidence Interval
F

p

t

df

Consciousness of Others
Consciousness of Others builds on an individual’s ability to understand
themselves and understand their skillset by branching out and recognizing emotions in
others. This area of the construct focuses on relationships and understanding how others
react emotionally in inspiring others, difficult situations. The abilities assessed in this part
of the construct are displaying empathy, coaching others, capitalizing on difference,
developing relationships, building teams, demonstrating citizenship, managing conflict,
and facilitating change.
Leadership role. An independent sample t-test was conducted comparing
participants in formal and informal leadership roles in the area of Consciousness of
Others as shown in Tables 15 and 16. There was no statistically significant difference
between those in formal (x̄ =5.71, SD = 0.58) and informal leadership positions (x̄ = 5.63,
SD = 0.72), t = 0.45, p = 0.64. These results suggest there is no difference in the test
scores in the area of consciousness of others for those in formal and informal leadership
positions.
Gender. An independent sample t-test was conducted comparing male and female
participants in the area of Consciousness of Others as shown in Tables 17 and 18. There
was no statistically significant difference between male (x̄ = 5.50, SD = 0.75) and female
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Table 15
Mean Scores for Consciousness of Others by Role
Consciousness
of Others

Leadership
Formal
Informal

n
21
96

x̄
5.71
5.63

SD
0.58
0.72

SEM
0.12
0.07

Table 16
Independent Samples Test for Consciousness of Others by Role
p (2MD SED 95% CI
tailed)
Upper Lower
Equal variances assumed
1.14 0.28 0.45 115
0.64
0.07 0.16 -0.25 0.41
Equal variances not assumed
0.52 34.84 0.60
0.07 0.14 -0.22 0.37
Note. n = 117; MD = mean difference; SED = standard error difference; CI = Confidence Interval
F

p

df

t

Table 17
Mean Scores for Consciousness of Others by Role
Gender

n

x̄

SD

Consciousness Male
of Others
Female

47
69

5.50
5.74

.75
.64

Standard Error
Mean
.11
.07

Table 18
Independent Samples Test for Consciousness of Others by Gender
F
Equal
variances
assumed
Equal
variances not
assumed

p

0.51 0.47

t

df

1.82

114

1.77

88.52

p
(2-tailed)
0.07

MD

SED

0.23

0.13

95% CI
Upper Lower
-0.02
0.49

0.08

0.23

0.13

-0.02

Note. n = 116; MD = mean difference; SED = standard error difference; CI = Confidence Interval
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0.50

(x̄ = 5.74, SD = 0.64), t = 1.82, p = 0.07. These results suggest there is no difference in
test scores in the area of Consciousness of Others between male and female participants.
Consciousness of Context
Consciousness of Context refers to a person’s ability to recognize the talents and
skills in a group and be able to understand the environment where they would succeed.
This area included the ability to understand what is happening in situations and take
necessary action. The instrument assessed the ability to analyze the group and assessed
the environment for this part of the construct.
Leadership role. An independent sample t-test was conducted comparing
participants in formal and informal leadership roles in the area of Consciousness of
Context as shown in Tables 19 and 20. There was no statistically significant difference
between those in formal (x̄ = 5.72, SD = 0.64) and informal leadership positions (x̄ =
5.73, SD = 0.74), t = -0.07, p = 0.93. These results suggest there is no difference in the
test scores in the area of consciousness of context for those in formal and informal
leadership positions.
Gender. An independent sample t-test was conducted comparing male and female
participants in the area of Consciousness of Context as shown in Tables 21 and 22. There
was no statistically significant difference between male (x̄ = 5.60, SD = 0.79) and female
(x̄ = 5.80, SD = 0.66), t = 1.45, p = 0.14. These results suggest there is no difference in
test scores in the area of consciousness of others between male and female participants.
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Table 19
Mean Scores for Consciousness of Context by Role
n
21
96

Formal
Informal

x̄
5.72
5.73

SD
.64
.74

SEM
.14
.07

Table 20
Independent Samples Test for Consciousness of Context by Role
p
MD SED
95% CI
(2-tailed)
Upper Lower
Equal variances assumed
0.78 0.37 -0.07 115
0.93
-0.01 0.17 -0.36 0.33
Equal variances not assumed
-0.08 32.91 0.93
-0.01 0.15 -0.33 0.31
Note. MD = mean difference; SED = standard error difference; CI = Confidence Interval
F

p

t

df

Table 21
Mean Scores for Consciousness of Context by Gender
n
47
69

Male
Female

x̄
5.60
5.80

SD
.79
.79

SEM
.11
.08

Table 22
Independent Samples Test for Consciousness of Context by Gender
F

p

t

df

p
MD
(2-tailed)
Equal variances assumed
1.51 0.22 1.45 114
0.14
0.19
Equal variances not assumed
1.41 87.30 0.16
0.19

SED
0.13
0.14

Note. MD = mean difference; SED = standard error difference; CI = confidence interval

95% CI
Upper Lower
-0.07 0.46
-0.08 0.47

Phase 2
Phase 2 included an interview survey protocol that asked questions to examine the
participant’s perception of their own EI and EIL (see Appendix C and D). Participants for
Phase 2 were chosen based on the highest and lowest scores for one male and one female
in each area of the construct. Using maximum variation purposeful sampling, 12
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participants were identified. Contact was initiated with each of the 12 identified
participants. If they declined, or the researcher was unable to contact them, the next
person with the highest or lowest score in that category was contacted. In all, nine
interviews were completed: five male and four female participants, two in formal
leadership positions and seven in informal leadership positions. Participants were
provided a pseudonym to ensure anonymity (see Table 23). To better understand the
results for the participants’ self-perception, questions on their perception of leadership
and emotions were explored first. These questions then led to specific questions about
how the participants viewed their own EI and EIL.
Many of the participants had trouble articulating their perceptions of their own EI
and EIL but were able to identify attributes they felt were important to be a leader. They
were also able to discuss how they felt about the role emotions played in being a good
leader but often were not able to articulate their emotional abilities in regard to
leadership. Even when probed for further information through examples and additional
questions, the answers provided were limited and often included opinions in the abstract
and no necessarily tied directly to their perceptions of their skills.
Leadership
In exploring the participants’ answers to the questions of leadership, five themes
emerged from the participants identifying a number of attributes they felt leaders should
possess; many of them did not identify these as attribute they possessed themselves.
Communication, Confidence, Perceived Leadership Ability, and Teamwork were the
major themes that emerged from the participant interviews in regard to leadership.
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Table 23
Participant Demographics and Pseudonyms
Pseudonym
Jake
Janet
Josh
Jack
Jessie
Jim
Janel
Jane

Gender
Male
Female
Male
Male
Female
Male
Female
Female

EIL Designation
High Consciousness of Others
High Consciousness of Others
High Consciousness of Self
High Consciousness of Context
High Consciousness of Context
Low Consciousness of Context
Low Consciousness of Others
Low Consciousness of Self

Leadership Role
Formal
Informal
Informal
Informal
Informal
Informal
Informal
Formal

Communication and gender. Communication was a theme discussed both
directly and indirectly in the interviews, 45% (4 out of 9) of the participants referred to
communication directly as a trait leaders need to possess, and 55% (5 out of 9) of the
participants referenced communication indirectly. Jessie stated, “I feel communication is
a big key to have.” She expressed her own abilities as being strong in this area “I can
communicate well with other people and I understand people, their feelings, and how
they deal with situations.” Jack stated, “Being able to communicate with people, with
anybody. I think that is a key thing to be able to, you don’t always have to relate, just be
able to know how to talk to people.” Jack felt he was suited to be an organizer of a group
and not necessarily the leader, but stated the reason for this was because he was a good
communicator, “I like to keep everyone on the same page and keep us all pushing
towards the goal.” He expressed the need to be able to communicate as an attribute
leaders should possess, and describe himself as a good communicator, but someone who
would be better as an organizer of a group. Jim spoke about communication through the
ability to work with others “Definitely social skills. The ability to communicate
information to other people and confidence.” while at the same time referencing his
inability to communicate with a large group of people and being better with one on one
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communication: “Anyone, one person is fine, but for example, trying to explain what’s
going on. Especially when they’re all asking questions and talking and trying to figure
out what’s going on.” Once again, the interviewee stated the need for a leader to be a
good communicator but did not express the same abilities when speaking about himself.
While he thought he could communicate well one on one, he struggled in a group setting.
There was not a notable difference between the genders in how they described
their own communication ability. Overall, the female participants spoke of their
communication ability more positively than the male participants, more specifically
referencing the ability to listen and strive to understand the point of view of others.
Confidence and gender. Along with communication, 78% (7 out of 9) of the
participants discussed confidence as an attribute in leadership. Participants described
confidence as the ability to take control of a situation or someone to look up to in the
group. Janet stated, “I think mostly adaptability and well, leadership. But being able to
take charge of a situation.” When speaking about herself she did not express this same
ability: “I’ll just again, take a step back but also when I see there’s an issue coming up,
I’ll say something about it or I’ll just make a little correction here and there or
something.” Her perception and description of herself in a group is not reflective of what
she feels leaders should do, she is not necessarily ready to take control of a situation, but
is willing to offer feedback. Jake explained the need to take control and have an
understanding of the situation:
My definition of leadership is pretty much somebody who takes the rope. They
know what’s going on at all times. They’re aware of, so if you’re working in a
recreation center, you’re aware of all the policies that are in the building, you’re
always, if someone needs to lean on your for assistance, you’re there to help
coach them through it all.
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This same participant described himself as the “organizer” in groups, describing himself
as someone who helps push the group forward, which in line with his definition of
leadership,
It’s really good whenever you’re in working a group project, it’s good to look
ahead to see what you’re working on to help really push that group project to the
next level so being aware of the knowledge that you have for the project can help
you prepare for that group.
Janet spoke about the need to be able to lead a group to achieve a task:
So I feel like a leader is someone who can take a group of people, not take a
group of people, but who can help people achieve a task, or a leader is someone
that other people look up to. Confidence.
When describing herself, she expressed:
it depends on the task, because I’m not good at everything, so if it’s a talk that I
perform well in and no one else in my group performs well in that area, or they
don’t know how to execute the task at hand, then I take the leadership role, but if
it’s a task that I’m new to, or I’m not well trained in, then I take the listening role
and the follower role.
These findings suggest the participants understand what they feel a good leader should
possess, but have a hard time connecting those attributes to how they contribute to a
group. Confidence was often described in conjunction with communication, being able to
lead a group through direct communication in a confident and posed way. In these
responses, we see the gender differences in the responses. The male participants were
more confident in their answers of their abilities in difficult situations and group settings,
while the female participants were reluctant to describe themselves as confident.
Perceived Leadership Ability and gender. Of those interviewed, 67% of the
participants spoke of not necessarily wanting to be in the leadership position but were
willing do it if no one else would step up. Their reasons for not wanting to be in the
leadership role varied, but they were all willing to take the leadership role if necessary.
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Jane shared, “I’d say I don’t necessarily like to take a leadership role, but if I don’t see
anyone else doing that role, I’ll step up and do that, just because I like to make sure
things get done.” Reiterating this point, Joe stated:
I prefer to take a step back and kind of listen. If someone else wants to lead, I’ll
step back and listen and do as they say. But if no one’s willing to lead, I have no
issues stepping up and leading the group.
Jane, spoke about needing be able to guide people in a leadership position: “Someone
that you look towards to help guide you along either to give you an answer or just help
you through a situation. It’s someone that you would just look up to.” When Jane
described her own leadership ability she described herself as someone who is flexible,
“I’ll see where everyone else, where they’re naturally fitting, and then I’ll try to adjust to
where they are.”
This perception of taking on the leadership role did not change when examining
responses for the two genders, both male and female participants equally expressed the
ability to step into the leadership position if necessary, but preferred to be the doer or
organizer in whatever group they were a part of at any given time. This sentiment was the
same for work or school group examples. This suggests the participants, both male and
female, may not have the confidence or the desire to be the leader, but feel they have the
ability if necessary.
Perceived Leadership Ability and role. Two participants identified as being in
formal leadership roles in their collegiate recreation departments, one participant was
male and one was female. Each of these participants did not describe themselves as
taking on leadership roles overall, but described themselves as taking on different roles
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depending on the situation, which is consistent with the leadership descriptions discussed
earlier in this chapter. Jake shared:
Whenever I work in a group, I don’t really do one specific task. It’s kind of a
mixture of all those. I try to help organize. Somebody may not be able to organize
as much, so I try to organize a little bit. Sometimes they need somebody to take
the lead. I’m there to take the lead.
Jane spoke about playing a different role depending on the situation:
Well, I guess, for work or student organization or those types of groups, I think
I’m more of a listener and I’m just there. I don’t think that I necessarily need to
step up unless stuff needs to get done, I don’t think I’m necessarily the one that
steps up and does a lot of the doing per se, but as school work or projects or that
type of team work goes, I think that I contribute by researching, so I bring some
of the knowledge that we need.
These responses were similar to the responses discussed in regard to gender differences.
Those in formal leadership roles did not see themselves as taking on leadership positions
any more or less than those in informal leadership positions.
Josh, who identified in an informal leadership position, described his ability as
situational but most often defaults to the doer of the group. His reasons for this were, “I
enjoy pleasing other people. I enjoy working hard and just helping others.” Jack, also
identifying as being in an informal leadership position, also described himself as not
wanting to necessarily take on the leadership role:
I like to listen to what people have to say. I’m a pretty quiet person, I get that
from a lot of people, especially because I like to observe what’s going on, like I
have to feel out what’s going on, like I have to feel out what’s going on and really
feel it.
He continued along this line of thought until he determined, “I really don’t know exactly
how to answer that.” This suggests he does not really understand his role when in a group
setting.
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Janet, also in an informal leadership position, described herself as a listener,
unless the situation calls for something else:
I’m generally the listener unless I’m in a group of listeners and then I’m an
organizer or a leader. So I just usually, I’ll take a step back. I’ll see where
everyone else, where they’re naturally fitting, and then I’ll try to adjust to where
they are. So if I see that there’s already a dominant leader there, I’m not going to
try to step on their toes. But I’ll also be there as support like hey, maybe this
might be good as well. But I’ll usually kind of like a filler, if that makes sense.
This again shows the participant’s inability to fully express her point, but shows she does
not want to take the leadership role if someone else is already in charge.
These findings suggest there are no differences in how the participants feel about
their leadership ability, or their willingness to take on the leader role, regardless of if they
have been in a formal leadership role or an informal leadership role. Being in a formal
leadership role did not necessarily provide the confidence for the participants to feel they
should be the leader in group situations.
Teamwork and gender. Other themes that emerged from the participants in
regard to their perceptions of leadership were the ability to work well with others and
being a teacher and role model. These two attributes were spoken about in conjunction
with one another. Of the nine participants, five (56%) mentioned these two attributes
either directly or indirectly. Jack described it as “So just knowing the role you need to
play and when it is applicable to play whatever role.” Jane stated, “I guess it’s just like
taking control of the situation and using your skill set to help lead or grow with a group
of people.” Janet described leadership abilities as someone “who can help people achieve
a task, or a leader is someone that other people look up to.” Each of these participants,
both male and female, spoke of attributes they associated with leadership, but did not
describe themselves in the same way.
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When asked how they operate in a group and what skills they bring to a group,
Jack shared his experience motivating a group when things were difficult:
Within the group when there’s a lot of stress and conflicts it’s like two ways that I
go with it I feel like. The first is “everyone we’re gonna be cool you know we’re
gonna get through this, we are gonna out it together”, and then it’s kind of
keeping the energy, the words alive, you know “we’re good, we’re okay”, keeping
everybody spirited up even if it’s kind of tough. And the other side to it is when
you know I might be the aggressor or be heavily attributing to it, so at that point I
think the best thing for me to do this weekend at that time is we’re going to keep
talking in circles about you know our whole campaign we are doing, and I can
keep asking my questions and doing that bit it wasn’t going to do anything so I
had to separate myself from the team.
Jane expressed that she did not feel she was able to handle stress or conflict in a team
setting “Probably not good. If I’m part of the group. So yeah, not good. In a teamwork
setting.” She spoke of her ability to organize and help bring information to the groups she
works with but did not express the ability to work effectively in a team setting. Janet
discussed working in a team setting from a different point of view, feeling she was good
in a team setting:
When there’s a group, you know what we was talking about earlier, when you
like, you have that one person that’s a designated leader, and you have those
people that are like the followers, or something like that, when I’m in a group I
like to designate those roles. I like to kinda assign it. I may not voice it, but I may
be in a group and I’m like, “Okay she’s taking charge, so she’s the leader, and
everyone else may be followers.”
While she makes a comment about not voicing her opinions about how to designate roles
for people in the group, she was confident that this was an area where she excels and is
successful when working in a group setting.
Perception of Emotions
Participants spoke of emotions being an important part of leadership. Themes
emerged during the interviewing on the participants’ perceptions of emotions in general
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and their own emotions. The main themes that emerged for this area were Control,
Communication, and Confidence.
Control, Communication, and gender. When speaking of emotions, how they
viewed themselves and how they viewed others, Control and Communication were
characteristics participants continued to identify as important for success. These two
attributes were discussed in conjunction with one another. All of the participants viewed
emotions as something that affected decisions. Both male and female participants
identified emotional control as important. Jack shared:
I think it [emotions] plays a huge role. I mean we are all humans so we all have
emotions and we can’t control our emotions per se, but we can control what we
do, and going back to what I said being able to communicate with people, you
know emotions will get in the way especially immediately, when everybody is
true that’s just saying that everybody isn’t always going to agree with you.
This same participant shared that he immediately reacts when stressful situations arise but
feels he is able to control his emotions:
I feel about it right there as soon as it arises, and like I said earlier you can’t, I
can’t even control that feeling that comes up. But not being passive about it, and
knowing that it’s coming for a reason so because I know that I’m feeling this way
for a certain reason I’m also going to revert it as best I can and think myself
through, talk myself through it and not let the situation take control of me. But I’ll
take control of the situation and control of myself and how I react to the situation.
Jessie stated:
I feel like emotions can negatively impact some decisions, especially if they’re
quick decisions made off of just a feeling, especially if the feeling’s anger, and
you just make a quick decisions. That’s not the best decision you could have. But
emotions like passion can be helpful in certain situations.
She stated she feels she reacts well in stressful situations and controls her emotions
because “my first reaction is just to get something done, even good or well, it’s just done,
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it’s over it’s complicated.” She is more focused on the task at hand rather than dealing
with the emotions that may arise during a situation.
Two of the male participants described negative emotions as being a hindrance
when making decisions. Joe stated, “I would say some people, when they let their
emotions get the better of them, they can make rash decisions and don’t really think
things through, which is not always the best.” This student was not able to articulate
clearly how he felt about controlling his emotions but felt confident that he knew himself
well and knew how he would react in stressful situations: “I feel like I know myself
pretty well and I know how I’m going to react in most situations.” Josh had a similar
opinion: “Of course, negative emotions can negatively affect work. If a member at our
facility is reacting poorly to a situation, arguing with a mediator or someone else, it could
affect how we respond to them.” He described himself as being able to react well in
stressful situations and keep his emotions under control:
From what I’ve noticed at work in stressful situations, I try to stay calm, as calm
as possible, and gather as much information as I can, just to find possible
solutions.
Each participant referenced negative emotions as affecting how someone was able
to lead. Emotions were described as a very important part of leadership, more specifically
how one controls their emotions as being a part of effective leadership. Both male and
female participants cited the need for control over their emotions and that they viewed
themselves as getting better with experience and time in regard to managing their own
emotions. The male participants expressed a bit more confidence in this area than the
female participants did. Josh stated, “I think I am able to hide my emotions pretty well in
difficult work conversations.” While Jane stated, “I don’t really have that many emotions
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through it because I’m so focused on everyone else’s emotions.” While Jane’s comment
is not specifically about confidence in managing her emotions, her indifference, or lack
of emotions during situations can be an indication of lack of confidence or knowledge of
how her emotions affect her.
Confidence and gender. When asked how they respond to others in challenging
or stressful situations, 67% (6 out of 9) of the participants discussed the need to
understand the situation, they were not confident on how others react unless they
understood the situation. Janet stated:
I would just say that people have different personalities, and just because I
respond to a situation differently does not mean that another person or everyone is
going to respond the same way that I am. I just understand that everyone is
different from me.
Josh also referenced needing to know the person to understand their reactions:
I feel like I understand them to an extent. If there’s somebody new that’s working
with me, they may be a little bit harder to understand because you don’t know
them, but I feel like I can pick it off a little bit just because of the way theyact.
This did not change with the male and female participants, each were equally in need of
additional information to determine how they would react to others in situations. They
discussed needing to understand the situation, and asking questions. Remaining calm was
a common comment, both male and female participants discussed needing to work on this
particular skill. Of the nine participants, 75% did not feel confident in dealing with
stressful situations, but felt they were getting better with time and experience.
Confidence in controlling emotions was discussed as being situational.
Participants discussed how they were able to be more confident in their emotions
depending on their knowledge of the situation, which would change from school groups
to work situations. Josh stated, “If I’ve encountered the situation before, then I can react
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in a way that allows me to properly respond to the situation because I’m familiar with it.”
While Janet spoke about analyzing situations based on outcomes, “I always think about
the situation, I analyze it, and I try to forecast what would happen.”
Both male and female participants discussed not having great control of their
emotions, but felt they were getting better with experience. Joe shared, “I would say I
handle my emotions in difficult conversation decently. I’m not the best with some
conversations, but I do the best I can to keep my emotions under control.” Jane also
shared her lack of control and working on techniques to help her:
I try to take a deep breath, close my eyes, just breath in, kind of let my emotions
roll off for a second, and then go back to how the situation is and try to again, if
it’s a stressful situation that I put myself in, try to be like okay, well, why am I
doing this?
Confidence and role. When discussing emotions Jake, who served in a formal
leadership role, discussed having confidence in himself and handling his emotions. Jane,
also in a formal leadership role, was less confident in her ability to deal with her
emotions as well as manage the emotions of others. Jake stated:
I feel like I know myself somewhat decent. Stressful situations, it’s kind of the
matter of whether or not you can handle it emotionally and mentally because if
you have somebody that is on the basketball court and they go into cardiac arrest,
that is a harder position to put yourself in because you have to immediately start
giving them care.
He went on to provide an example of an incident where someone went into cardiac arrest
and he had to take control of the situation and delegate roles to the rest of the team. Jane
did not express confidence in her emotional abilities:
I’m not sure that I know myself at all, actually. I think that I have, tend to have a
very low expectation in how I will respond to stressful situations. But at least so
far, on working in campus rec and my other job, I have done ok, my supervisors
and I’ve noticed I don’t respond badly in stressful situations. So I don’t know
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when I necessarily have good understanding, because I tend to think I will
respond way worse than I often do.
Both of these participants discussed having control of emotions as necessary in a
leadership role, but described their own abilities very differently.
Two participants in informal roles described their ability to work in stressful
situations in much the same way. Joe shared, “Most of the time I feel like I have a pretty
good grip on that. Obviously some completely crazy situations, I struggle with that a bit.”
While Joe wasn’t as confident in his abilities to deal with all situations, he felt he was
good with situations he has encountered in the past. Jessie also expressed confidence in
her ability to handle her emotions in stressful situations, especially in a work setting:
I feel like I can manage it pretty well; because I had difficult talk with people
from my point of view, so to talk to someone else when it’s their turn I can
understand, take things slow. ‘Cause there’s so many things that are going on in
your head and your mind that you’re trying to, they’re trying to figure out what’s
happening, trying to analyze yourself. So I know, to give other people time and
the room to figure out what they want to say, what they need, and how they feel.
With each of these participants, their positional role did not necessarily reflect
differences in their perceptions of emotions and how they handle their own emotions.
Their confidence in their abilities, or lack of ability, came from their experiences. When
discussing examples some used work, but many used personal situations.
Summary
This chapter presented the findings from Phase 1 and Phase 2 of this sequential,
mixed-methods design research study. Phase 1 answered the first two research questions:
(a) What differences, if any, exist between student employees in a formal leadership role
and those not in a formal leadership role within collegiate recreation as it relates to the
three facets of EIL? (b) What differences, if any, exist between male and female student
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employees among the three facets of EIL? Using Levene’s test for equality of variance,
no statistically significant difference was found between means for those in formal and
information leadership roles in each area of the EIL construct. Using the same test for
gender, no statistically significant difference between means for each area of the
construct was found.
Phase 2 as designed to address third research question and two subquestions: (a)
How do students employed by collegiate recreation perceive their own emotional
intelligence and emotionally intelligent leadership? (b) Do male and female students
perceive their emotional intelligence and emotionally intelligent leadership differently?
and (c) Do students in formal and informal leadership roles perceive their EI and EIL
differently? Participants were not able to articulate their perceptions of EI and EIL
specifically but provided information related to these areas without knowledge of the
specific constructs. While there were no distinct differences found in the answers
provided by male and female participant, or those in formal and informal positions,
themes emerged from their answers. The themes related to leadership were:
Communication, Control, Perceived Leadership Ability, and Teamwork. The themes
related to emotions were very similar: Communication, Control, and Confidence.
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CHAPTER 5—DISCUSSION AND SUMMARY
It has become increasingly important for those entering the workforce to gain
experience working in teams, improving their communication, and enhancing their
problem-solving skills (NACE, 2016). There have been several studies that have explored
the ways student affairs professionals can best help their students develop these skills
through involvement and work experience (Dugan & Komives, 2007; Hall, 2013;
McFadden & Carr, 2015). One area of leadership development for university and college
students that has been explored is EIL. This construct combines relevant EI theories with
student development theories (Skankman et al., 2015a). This study built upon the
knowledge base of EIL by exploring the EIL of student employees working in collegiate
recreation. This final chapter will provide an overview of the study, a discussion of the
findings, a discussion of implications, and make recommendations for future research and
practice.
Overview of Study
This study explored the EIL in college students working in collegiate recreation
and their perception of their own EI and EIL. The intent of this study was to add to the
current research on EIL and college students and to add to the limited research on
employment in collegiate recreation. Using a sequential, mixed-methods design, this
study explored EIL and perceptions of EI and EIL in student employees working for
collegiate recreation at seven higher education facilities. Phase 1 used an established
instrument, the EILS-I created by Shankman et al. (2015b). The survey was sent to 915
students working in seven university collegiate recreation departments. Phase 1 consisted
of in-person interviews with participants chosen based on their scores from the self-report
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survey. Analyses were conducted to determine if there were statistically significantly
differences between means of answers for participant groups in their EIL. Analyses also
focused on differences in the participants’ perceptions of their EI and EIL.
Discussion and Implications
The following discussion will include the major findings from the study in
relation to the existing literature and will discuss the possible implications. The
discussion is broken down into the differences between EIL scores for those in formal
and informal leadership positions, genders, the participants’ perceptions of their own EI
and EIL, and a breakdown of the themes that emerged from the data.
Differences in Emotionally Intelligent Leadership
Findings from Phase 1 were unlike the findings in previous studies of EIL. HaberCurran et al. (2012) found statistically significant differences in their study that explored
EIL in students involved in student organizations in formal and informal leadership roles.
Differences were found across all three areas of the construct and between each of the
groups of students. Haber-Curran et al. explored the differences between students who
they defined as not involved, were involved some, and those who had much involvement.
The current study explored those who were employed with collegiate recreation. While
these groups have different levels of involvement on campus, the finding that there was
no statistically significant difference between students in formal and informal leadership
employment positions is interesting. This could be related to the knowledge base of the
participants for each of the studies and the different forms of training and development
each group of students receives. The study conducted by Haber-Curran et al. showed
those in formal and informal leadership positions in student organizations had different
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levels of EIL based on how much they were involved on campus, which could have been
affected by the training and development activities to which they were exposed. This
study showed no difference for students who worked in collegiate recreation based on
leadership position, which could suggest that students in collegiate recreation, no matter
the level of leadership, are gaining the same types of training. Additional studies need to
be conducted to glean more information to determine why, and if, EIL is affected more
by working in collegiate recreation or being involved in student organizations.
Statistically significant differences between male and female participants were not
found in this study. This was in contrast to the findings from Shankman et al. (2010) that
showed statistically significant differences between genders in the areas of consciousness
of self and consciousness of others. Shankman et al. also found differences in genders in
relation to the levels of involvement on campus. Again, this study found no difference
between male and female participants, which is interesting when comparing the findings
from the Shankman et al.’s findings. This could be in line with the differences found
between studies exploring those in formal and informal leadership positions in that they
were exposed to different types and amount of training and development activities.
Additional studies need to be conducted to collect more information on male and female
differences in EIL based on employment versus involvement in a student organization.
It is not surprising differences were found between the findings from this study
and previous studies using the same instrument. What was surprising was no statistically
significant difference was found between those in formal and informal leadership
positions in employment situations versus differences found between those in formal and
informal leadership positions in volunteer positions within student organizations. There
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could be several reasons for this: the number of participants, the demographics of the
participants, and possibly the location of the schools used for each of the studies. This
could also be related to the knowledge base of the participants. Each of the sites involved
in this study used the same student development theories to train their student employees
(i.e., Chickering & Reisser, 1993; Kouzes & Posner, 1995; Maslow, 1943; Sanford,
1967), but there is no specific use of EIL in training. Haber-Curran et al. (2012) targeted
student organizations because of the specific development they often received in their
organizations that included aspects of EI (Seemiller, 2014).
Participant Perceptions of Self
Participants involved in Phase 2 had challenges expressing their thoughts in the
interviews. They stumbled over their thoughts and struggled to provide examples when
probed. All participants’ examples included work experience, school group work, and
personal experiences. When speaking about leadership and emotions, they often spoke
about things in the abstract, even when pointedly asked about how they handle situations.
Many described leadership and emotions from a global perspective very differently than
they described how they functioned in groups, handled stressful situations, or difficult
conversations.
The participants clearly stated what attributes or characteristics good leaders
should possess. They have heard many of the concepts they spoke about in their
interviews—communication, confidence, and teamwork (Kouzes & Posner, 1995;
McFadden & Carr, 2015; Seemiller, 2014)—during their training. This finding suggests
their abilities to express what a leader should do and attributes they should have, things
they have learned on some level. Their abilities to speak to things they have learned in
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training, but were not necessarily able to apply in regard to their actions, is interesting.
Dugan (2006) explored how leadership development of students was necessary for
students to draw on their experiences to be successful in their school career and beyond.
The findings of this study support previous studies that showed the need to assist students
with their ability to articulate their abilities. How practitioners can best develop the
ability to draw on experiences to articulate skills is an area that requires further research.
Formal and informal leadership roles. Themes emerged from the interviews in
regard to leadership: Communication, Control, Perceived Leadership Ability, and
Teamwork. What skills a leader should possess were often discussed in the abstract, but
the participants did not necessarily describe themselves with the same language.
Participants in formal and informal leadership positions identified the same attributes.
Communication was the most prominent of these themes; participants struggled to
connect their experiences and express how their communication abilities had helped or
hindered them in situations. While they struggled, they still understood this as a
necessary skill and expressed they were getting better with time. This is in line with
research on employment in collegiate recreation. Hall (2013) found students employed in
collegiate recreation increased their communication skills in relation to the number of
hours they worked in their positions. The NACE (2016) reported communication being
one if the top competencies employers look for in hiring new employees. This was no
surprise to those in higher education, but it provided evidence to support the need to
continue to develop students through involvement and employment to gain this skill. This
study provided data that showed students understand the need for this competency but
need more assistance in articulating experiences connected to their communication skills.
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Control was another theme that emerged during the interviews, for both an
attribute of a good leader and something connected to emotions. They related control to
the ability to move a team forward, make sure goals were achieved, and maintain their
composure in stressful situations. This speaks directly to the competency the NACE
(2016) described as leadership:
Leverage the strengths of others to achieve common goals, and use interpersonal
skills to coach and develop others. The individual is able to assess and manage
his/her emotions and those of others; use empathetic skills to guide and motivate;
and organize, priorities, and delegate work. (p. 2)
Leading a group and making sure that group achieves their goals, stays motivated, and
works well with one another are all core to being seen as a good potential employee. All
participants expressed the need for good leaders to maintain control of their teams
through effective teamwork and motivation but also spoke about listening to the group
and understanding where everyone fit into the group. Joe, Josh, and Jake all expressed the
need to be in control of emotions, so they could work with the group effectively or handle
conflict in a calm manner. Jane and Janet also discussed the need to stay calm and make
sure they understood the point of view of everyone in a group before making decisions.
This was the same for those in formal leadership and informal leadership positions. They
all felt leaders needed to maintain composure during group work or stressful situations
but did not necessarily describe themselves in this manner. While they may be able to
demonstrate these skills in the heat of the moment, they were not able to articulate their
abilities very well.
Teamwork was often mentioned in conjunction with control. They expressed the
need for the leader to work well in a team atmosphere. This is reflected in related
research: Komives et al. (2005) discussed the shift in leadership identity of students as
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they experience working or volunteering. As they develop an awareness of leadership,
they shift their definition of leadership from hierarchical to more collaborative. Dugan
and Komives (2010) also found this when they explored the effect of leadership
development programs on students’ capacities to increase their capabilities for socially
responsible leadership. While the Dugan and Komives’ study used the social change
model as their development and theoretical platform, it showed the connection between
students involved in employment positions and their capacity for working well in teams.
Teamwork is cited by Hall (2013) and Carr and Hardin (2010) as a capacity that increases
with employment in collegiate recreation; this study adds to that research with the finding
that the participants understand the need for this competency. The participants also
mentioned they felt they were getting better with many of their skills with time, so an
assumption can be made that these participants would increase their competencies in this
area with more development and additional experience.
Perceived Leadership Ability was an interesting theme in this study. Most of these
participants did not express the desire, or the confidence, to be a leader in group settings.
This could be situational, as many of them expressed that it depended on the project and
their knowledge of the situation. This could also be connected to research on leadership
self-efficacy. Studies have shown overall leadership ability is connected to a person’s
belief they are able to actually achieve something (Dugan, 2017; Dugan & Komives,
2007; Hannah, Avolio, Luthans, & Harms, 2008). The participants in this study were able
to articulate attributes a good leader should possess and often expressed they felt they
were competent in those areas but did not express the desire to take on the leadership role
unless absolutely necessary. Additional research would be interesting in this area to
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determine if their answers related to not wanting to take on the leadership roles are
connected to their belief in their ability or lack of motivation to be in the leadership role.
Gender differences. Male participants (Jack, Jake, and Josh) with high
consciousness of self, others, and context were able to articulate their confidence in
dealing with groups and difficult situations. The interesting finding here was their
inability to articulate examples of their roles in a group setting or their abilities to handle
stressful situations. All three of these areas of the construct include competencies of
awareness of self and the ability to assess others and the environment. Their inabilities to
provide clear examples of their aptitudes in these areas was in direct contrast to their
scores. This can be attributed to training and recognition of their abilities when provided
with examples to react to but not necessarily the ability to articulate examples from their
experiences. The female participants (Jessie and Janet) with high consciousness of others
and context were able to speak confidently about handling difficult situations, and
understanding how to work with a group. The female participants were able to explain
why they were good at handling situations through solid examples. When they discussed
their examples, they included working in a team and including everyone in the decision
making. When explaining their role in groups and handling conflict they did not refer to
themselves as being leaders but attributed the success to everyone being involved. These
discrepancies, in how the male and female participants viewed themselves and were able
to express themselves, have been shown in other studies (Dugan, 2006; Mandell &
Pherwani, 2003). Females tend to have a higher capacity for collaboration and increasing
their leadership identity through experiences than their male counterparts, but males tend
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to have higher confidence in their inherent abilities and do not necessarily take the entire
group into consideration when speaking about leadership.
Both male and female participants (Jane, Janel, Jim, and Joe) with low
consciousness of self, others, and context were not able to articulate themselves very
well. They often were unable to provide examples and were very short with their
answers. This finding was more connected to their overall scores in EIL than gender.
Their inabilities to articulate their answers can be attributed to their levels of
understanding of the questions and lack of vocabulary to connect to EI and EIL. Previous
studies have found little difference between genders when using different measures of EI
with leadership styles (Dugan & Komives, 2007; Mandell & Pherwani, 2003). This
suggests the differences between genders in regard to EI is not related to their leadership
styles but more to their leadership capacities. This could also suggest a connection
between the genders when comparing EI with leadership efficacy (Hannah et al., 2008).
Males have been shown to have higher leadership efficacy than females, but females have
shown higher EI. In short, males tend to have more confidence in their ability to lead,
while females tend to have more self-awareness and ability to work with others. The
findings from this study build on previous research through the lens of EIL.
An interesting contrast for the male and female participants in a formal leadership
role was their abilities to articulate their answers. Jake, who had a high consciousness of
others, was very confident in his answers and spoke of how he could take charge of
situations when he was working. Jane, who scored low in the area of consciousness of
self, gave good examples of handling difficult situations but expressed she did not feel
she knew herself very well or how she was able to handle her emotions in stressful

105

situations. Both of these participants identified in formal leadership roles, showing a
difference in how they viewed their skills in their positions. This is consistent with the
findings found between the genders throughout the entire study and connects to previous
research that shows females as being more collaborative and concerned with others
(Shankman et al., 2010).
Emotional intelligence and emotionally intelligent leadership. When
discussing their perceptions of their own EI and EIL, participants had trouble articulating
their answers. This may be have been due to the lack of understanding of EI and EIL—
these terms were not used directly in the interview questions. They were briefly
introduced to EIL during Phase 1 but that may not have been enough to assist them in
answering questions related to this topic. The interviews did not include questions about
their previous knowledge of EI or EIL, which may have led to the limitations of the
participants’ answers. They did not understand the context of the questions and often
asked if they should provide a work, personal, or academic example. In all the examples,
leadership was discussed as a position of authority: someone who made sure everyone
understood their roles and how to accomplish the task. While often the participants had
some difficulty explaining how they worked with others and reacted in stressful
situations, once provided with some probing questions that included examples, they had
an easier time providing examples.
Participants had issues understanding what was being asked in some instances,
which required the researcher to provide different versions of the questions to try and
help them understand. In doing so, they were able to answer a bit better but still struggled
to answer the questions without direct prompting with some examples by the researcher.
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As stated earlier, this could be due to the lack of knowledge and vocabulary to express
their skills in terms of EI and EIL. They were short with their answers and did not
elaborate with their examples. Males had an easier time expressing their opinions than
females did and were more confident in their answers, regardless of if they understood
the question. Female participants were more inclined to downplay their skills and not
boast about things they have done that were successful or discuss being leaders. These
findings are consistent with prior research on the differences between genders and how
they express their leadership ability and styles (Dugan, 2006; Hannah et al., 2008;
Shankman et al., 2010).
There was very little difference between those in formal and informal leadership
positions in their views on their own EI and EIL, mostly because they were not able to
articulate themselves in a way that provided clear responses to the questions. Each
participant, male or female, those in formal or informal leadership positions, expressed
they were reluctant to take leadership roles unless no one else in the group was willing.
They all preferred to determine the best way to contribute without taking the lead in a
group. This finding may relate to where they are currently in their development,
supported by previous research that shows the progression of taking on leadership roles
as one develops a leadership identity (Ashkanasy & Dasborough, 2003; Dugan &
Correia, 2014; Hall, 2013). The development of EI and EIL is in need of further research
for those who are employed in collegiate recreation to explore further how working in
collegiate recreation supports development of these capacities.
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Recommendations for Practice
Using the findings in this study, collegiate recreation professionals can assume
their student employees have different levels of EIL based on the three areas of the
construct. This is important knowledge to have to meet the students where they are in
their development. Understanding the scores of the students EIL in each area of the
construct can provide data that will help create individualized development plans for
student employees. Creating and implementing pre and posttests, practitioners can
determine if the learning opportunities they are providing for their student staff is actually
assisting them increase their EIL. The practitioners can focus on creating an agenda based
on the different areas of the construct for all students in their employment.
While the findings from this study should not be assumed for all students working
in collegiate recreation, there are implications that it would be beneficial to provide
additional support and training based on gender-specific needs. This study built upon the
current research on the differences in leadership styles for males and females, and there is
a need for practitioners to continue providing additional training for each of the genders
in different areas. Shankman et al. (2010) showed females need additional support to
develop their abilities to assess the environments, where males are in need of additional
development in the area of understanding others. The findings from this study did not
find significant discrepancy in these areas, but did find females were more self-aware
then the male participants. This can be used to help practitioners increase their
development efforts in specific areas for each gender based on the pattern shown in the
research.
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Recommendations for Future Research
This study was limited in scope, exploring the participants EIL score during
specific points in their employment and development. Future research should conduct this
assessment as a pre and posttest on the effect of employment on EIL. Providing the
participants with context for their interviews would help them in their responses. They
had no previous understanding or education of EI and EIL in relation to the study, having
this information would provide them with a pool of knowledge to pull from when
participating in interviews. Providing context, and possibly having focus groups, would
assist participants in thinking more about their responses. Also, conducting interviews
before and after their first training and a semester of experience would provide additional
data on how working has assisted in their development. This study did not specifically
examine differences between participants in different stages of their college experience.
Determining if there are differences between incoming freshman and graduating seniors
would help to determine training and development needs of student employees.
Summary
The use of EI theories in the development of college-age students is the next step
in the evolution of student leadership development (Seemiller, 2014). EIL is a young
construct in need of additional research, but it has provided a new platform from which
practitioners can create their training and development programs (Allen et al., 2016;
Haber-Curran et al., 2015). The findings from this study added to the limited research
areas of EIL and employment in collegiate recreation. This chapter provided an overview
of the study, and discussed the major findings and implications of the study. Finally,
recommendations were discussed for practitioners and future research.
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APPENDIX A
Emotionally Intelligent Leadership for Students: Inventory
Emotionally intelligent leadership (EIL) promotes an intentional focus on three facets:
consciousness of self, consciousness of others, and consciousness of context. Across the three
EIL facets are nine, teen capacities that equip individuals with the knowledge, skills,
perspectives, and attitudes to achieve desired leadership outcomes. Before you begin, consider a
few of our basic assumptions about leadership:

•
•
•
•

Leadership is available to all of us.
Leadership can belearned.
Leadership is art and science.
Leadership requires inner work.

Each one of these assumptions provides a core part of the foundation for EIL. You'll notice we
didn't say you had to have a formal title or position to lead others. Sometimes you make a
conscious decision to pursue a leadership role; other times the opportunity simply presents
itself and you step up. Either way, we agree with Joseph Rost (1991), who suggests that
leadership is "an influence relationship among leaders and followers who intend realchanges
that reflect their mutual purposes" (p.102). In other words, leaders and followers often
collaborate toward a common end point.
Each of us, often on a moment's notice, move from leader to follower (and vice versa)
depending on the context. So we suggest that leaders and followers can behave in an
emotionally intelligent manner. Thus, it's not just about emotionally intelligent leadership; it's
also about emotionally intelligent followership.
Instructions: This self-assessment gives you an opportunity to learn more about yourself and
better understand how you lead others. The best insight will come when
•
•

you are honest with yourself;
you respond to the questions based on who you are today, not on who you hope
to become; and you respond to the statement quickly — try not to analyze them.
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Name

o
o
o

First Name (1)
Middle Initial (2)
Last Name (3)

At which Centers, LLC site do you currently work?

o
o
o
o
o
o
o

DePaul University (1)
University of New Haven (2)
Cleveland State University (3)
University of Alabama - Birmingham (4)
Marshall University (5)
Morraine Valley Community College (6)
University of Missouri St. Louis (7)

Current position in Campus Recreation (choose your primary position if you work in multiple areas):

o
o
o
o
o
o
o
o
o
o
o

Guest Services/Front Desk (1)
Membership Services (2)
Building Manager (3)
Intramural Official (4)
Intramural Supervisor (5)
Fitness Attendant (6)
Climbing Wall Attendant (7)
Lifeguard (8)
Group Fitness Instructor (9)
Personal Trainer (10)
Other (11)
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Race/Ethnicity:

o
o
o
o
o
o

White/Caucasion (1)
Black (2)
Hispanic (3)
Asian/Pacific Islander (4)
Do not wish to answer (5)
Other (6)

Gender:

o
o
o
o

Male (1)
Female (2)
Do not wish to disclose (3)
Other (4)

Class Standing:

o
o
o
o
o

Freshman (1)
Sophomore (2)
Junior (3)
Senior (4)
Graduate Student (5)
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When serving in
a formal or
informal
leadership role,
I...
Recognize how
situations
influence my
emotions (1)
Stay calm in
challenging
situations (2)

Am honest
about my
intentions (3)
Believe in my
skills (4)
Am open to
change (5)

Present a
positive outlook
(6)
Act before
someone tells
me (7)
Establish
personal
standards for
myself (8)
Place a high
value on the
feelings of
others (9)

Communicate
an exciting
vision (10)

Help others
realize their
potential (11)

Demonstrate an
appreciation for
cultural
diversity (12)

Never
(1)

o

Almost
Never
(2)

Rarely
(3)

Sometimes
(4)

Usually
(5)

Almost
Always
(6)

Always
(7)

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
o
o
o

o
o
o
o

o
o
o
o

o
o
o
o

o
o
o
o

o
o
o
o

o
o
o
o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o

o

o

o

Build
relationships
with ease (13)

o
o
o

o
o
o

o
o
o

o
o
o

o
o
o

o
o
o

o
o
o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

Remain calm in
stressful
situations (21)

o

o

o

o

o

o

o

o

o

o

o

o

o

Demonstrate
confidence (23)

o

o

o

o

o

o

o

o

o

Foster a sense
of hope (25)

o

Emphasize
team goals (14)
Fulfill my
responsibilities
to others (15)

Address
difficult
situations
effectively (16)
Promote
innovative
thinking (17)

Respond
effectively to
the group (18)

Intentionally
alter my
approach to
leadership to
meet the needs
of the situation
(19)
Recognize how
my emotions
influence my
actions (20)

Present my
motives in an
hones manner
(22)

Adapt my
behavior to
changing
situations (24)

o

o

o
o

o

o
o
114

o

o
o

o

o
o

o

o
o

o

o
o

Take advantage
of opportunities
that come my
way (26)

o

o

o

o

o

o

o

o

o

o

o

o

o

o

Show concern
for the feelings
of others (28)

o

o

o

o

o

o

o

o

o

o

o

o

o

o

Help others
enhance their
abilities (30)

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

Strive to
improve based
on my personal
standards (27)

Inspire
commitment to
the group's
vision (29)

Find common
ground among
different points
of view (31)
Create
connections
with others
easily (32)

Build strong
teams (33)

o
o

o

o

o

o

o

o

Address conflict
with individuals
effectively (35)

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

Follow through
on my
commitments
to the group
(34)

Seek to improve
upon the status
quo when
future gains can
be made (36)
Follow the
established
rules of the
group (37)

o

o
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o

o

o

o

Adapt my
approach to
leadership
based on the
situation (38)

Recognize how
my emotions
affect me (39)

Maintain
composure (40)
Act genuinely
(41)

Remain
confident when
facing
challenges (42)
Am open to
changing my
opinion (43)

Communicate a
positive outlook
(44)
Take advantage
of new
opportunities
(45)
Establish high
personal
standards for
myself (46)

Respond to the
emotional
needs of others
(47)

Inspire
commitment to
the group's
mission (48)
Create
opportunities
for others to
learn (49)

Appreciate
individual
differences (50)

o

o

o

o

o

o

o

o
o
o

o
o
o

o
o
o

o
o
o

o
o
o

o
o
o

o
o
o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
o

o
o

o
o
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o
o

o
o

o
o

o
o

Build a strong
network of
relationships
(51)

Work well with
others toward a
shared goal
(52)
Recognize a
need to give to
the group (53)

Manage conflict
effectively (54)
Consider ways
to improve the
group's
performance
through
innovation (55)

Align my
actions with the
values of the
group (56)
Learn about
what it takes to
succeed in
different
settings (57)

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
o

o
o

o
o

o
o

o
o

o
o

o
o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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APPENDIX B
Emotionally Intelligent Leadership for Students: Inventory Scoring Rubric

Transfer your ratings to the corresponding statement numbers here. Add the numbers
across each row to determine your total foreach capacity.

Statement Numbers

Total

Emotional Self Perception

1.

20.

39.

=ESP

Emotional Self.-Control

2.

21.

40.

=ESC

Authenticity

3.

22.

41.

=AU

Healthy Self.-Esteem

4.

23.

42.

=HSE

Flexibility

5.

24.

43.

=FL

Optimism

6.

25.

44.

=OP

Initiative

7.

26.

45.

=IN

Achievement

8.

27.

46.

=AC

Displaying Empathy

9.

28.

47.

= DE

10.

29.

48.

= 10

Inspiring Others
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APPENDIX C
Interview Protocol
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.

What is your definition of leadership? (general)
What skills do you feel leaders possess? (general)
How do you feel emotions play a role in an individual’s ability to lead? (general)
When working in a group, what role do you play in the group? (e.g., leader, doer,
organizer) (self)
Why do you think that role suits you? (self)
How do you contribute to the groups you are a part of? (self)
How well do you feel you know yourself and how you react in stressful situations? (self)
a. *Probe. Please provide an example.
How well do you feel you understand others and how they react in stressful situations?
(others)
a. *Prove. Please provide an example.
How well do you feel you are able to understand what is happening during a difficult
conversation? (context)
How well do you feel you are able to react or manage your emotions during a difficult
conversation? (self and context)
When working in a team setting, how well do you feel you are able to handle stress or
conflict within the group? (others and context)
When working through a stressful or uncomfortable situation, how do you manage your
emotions? (self)
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APPENDIX D
Interview Script
Good Morning/Afternoon

!

I truly appreciate you making the time to participate in my dissertation research project. I have an
informed consent I would like you read over and sign if you are comfortable with the
information.
For this dissertation research, I am investigating emotionally intelligent leadership in college
students who work in campus recreation. I appreciate your participation in the on-line assessment,
and further appreciate your willingness to answer additional questions in-person [or via Skype
depending on how the interview is being conducted]. For ease of note taking, I would like to ask
permission to record our conversation. This recording will be kept confidential and on a password
protected computer. If at any time you would prefer that I stop recording, please let me know and
I will do so immediately. Do I have your permission to begin recording our conversation?
Start recording if applicable
I would like to indicate that I have explained the study and have provided you with an informed
consent that you have signed. If you are participating in the interview portion by phone or skype,
you will have received the informed consent ahead of time to read over. I have also provided you
with my contact information should you need to get in touch with me after this interview. I
anticipate that our conversation will take about 30 minutes. I will be asking your opinion on your
own perceptions, you can refuse to answer any question at any time. If you do not understand the
question, please let me know and I’ll be sure to rephrase. You are able to stop the interview at any
time for any reason, just let me know and we’ll terminate the session. Do you have any questions
before we begin?
Then let’s get started
Interview questions:
1.
2.
3.
4.

What is your definition of leadership? (general)
What skills do you feel leaders possess? (general)
How do you feel emotions play a role in an individual’s ability to lead? (general)
When working in a group, what role do you play in the group? (e.g., leader, doer,
organizer) (self)

5. Why do you think that role suits you? (self)
6. How do you contribute to the groups you are a part of? (self)
7. How well do you feel you know yourself and how you react in stressful
situations? (self)
a. *Probe. Please provide an example.

8. How well do you feel you understand others and how they react in stressful
situations? (others)
a. *Prove. Please provide an example.

9. How well do you feel you are able to understand what is happening during a
difficult conversation? (context)
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10. How well do you feel you are able to react or manage your emotions during a
difficult conversation? (self and context)
11. When working in a team setting, how well do you feel you are able to handle
stress or conflict within the group? (others and context)

12. When working through a stressful or uncomfortable situation, how do you manage your
emotions? (Self)
a. *Probe. Can you provide me an example? Do you feel this is an area of strength
or challenge for you?
13. When working through a stressful or uncomfortable situation, how do you manage the
emotions of others? (others)
a. *Probe. Can you provide an example? Do you feel this is an area of strength or
challenge for you?
14. How do determine the best way to resolve a stressful or difficult situation? (context)
Thank you so much for participating in this interview. I appreciate your time today. After I look
over the transcript of our conversation [or my notes, if permission is not given to record] may I
contact you if I have further questions? Thank you. If you have any further questions for me,
please do not hesitate to contact me at any time with the information I have provided you. Thank
you. Have a great day
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APPENDIX E
Consent Form
You are being invited to participate in a research study about Emotionally Intelligent Leadership
in collegiate recreation student employees. Your answers will help inform a research project
aimed to complete the dissertation process as well as provide information to better serve future
collegiate recreation student employees through training efforts and skill development.
Additionally, your answers will provide important information that will assist professionals in the
field of collegiate recreation in student development efforts to promote career development skills.
STATEMENT OF CONSENT
An Exploration of Emotionally Intelligent Leadership in Collegiate Recreation Student
Employees and their Own Perceptions of their Emotional Intelligence and Emotionally Intelligent
Leadership
You are invited to participate in a multi-institutional research study that examines the emotionally
intelligent leadership in student employees working for the campus recreation department. The
survey should take you no longer than 20 minutes to complete. There are no direct incentives of
this research project to the participant. The present study poses minimal risk to participants. The
questions are based on personal experiences and hence there are no right or wrong answers.
However, some of the questions are of a personal nature relating to things such as personal
experiences, health practices, and career/financial status. The records of this study will be kept
private and confidential. Digital records will be stored indefinitely in a password protected folder
that is only accessible to the researcher. In any report published using these results, the
researchers will not include any information that will make it possible to identify a subject.
Research records will be coded so participant identifiers such as names will not be directly
attached to the survey. The records will be stored securely and only researchers will have access
to the records. Please be aware, while we make every effort to safeguard your data once received
from the online survey/data gathering company, given the nature of online surveys, as with
anything involving the Internet, we can never guarantee the confidentiality of the data while still
on the survey/data gathering company’s servers, or while in route to either them or us. It is also
possible the raw data collected for research purposes may be used for marketing or reporting
purposes by the survey/data gathering company after the research is concluded, depending on the
company’s Terms of Service and Privacy policies.
Participation in this study is voluntary. Your decision whether or not to participate will not affect
your current or future relations with you department or institution. If you decide to participate in
this study, you are free to not answer any question or withdraw from the study at any time
without affecting those relationships. If selected, you will be offered the opportunity to participate
in the in-person portion of the study that will include an additional 30 minutes of your time to
answer additional questions. Your participation in the in-person portion of the study is voluntary,
your decision whether or not to participate will not affect your current or future relations with
your department or institution.
Contacts and Questions: This study is being conducted by Yvette Kell, Doctoral Candidate at the
University of Kentucky. Any questions pertaining to research methods, data collection, or
analysis and reporting can be sent to Yvette Kell, primary researcher, at (606) XXX-XXXX or
XXXXX@yahoo.com. If you have any questions or concerns regarding your treatment or rights
as a participant in this research you are encouraged to contact the Office of Research Integrity at
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the University of Kentucky between the business hours of 8am and 5pm EST, Mon-Fri at 859257-9428 or toll free at 1-866-400-9428.
I acknowledge that I understand the purpose of the study, the investigators' measures to protect
participant privacy, and where to direct questions about the study. I agree to participate in the
following survey as part of a larger, multi-institutional research study.
□ Yes, I agree to participate in this research study, and I am 18 years of age
□ No, I do not wish to participate in this research study
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APPENDIX F
Consent Form
WHY ARE YOU BEING INVITED TO TAKE PART IN THIS RESEARCH?
You are being invited to take part in a research study about emotionally intelligent leadership in
college-age students working in the department of campus recreation.
WHO IS DOING THE STUDY?
The person in charge of this study is Yvette Kell, a Ph.D. Candidate of University of Kentucky
Department of Educational Leadership. As dissertation chair and faculty advisor, Wayne Lewis
Jr., PhD is guiding this research study. There may be other people on the research team assisting
at different times during the study.
WHAT IS THE PURPOSE OF THIS STUDY?
This study is exploring the relationship of emotionally intelligent leadership between students in
formal and informal leadership positions working in collegiate recreation. This study will also be
examining the perceptions students working in collegiate recreation have of their own emotional
intelligence and emotionally intelligent leadership.
ARE THERE REASONS WHY YOU SHOULD NOT TAKE PART IN THIS STUDY? The
potential participants have been selected based on his/her position as a student employee for a
campus recreation department. There is no reason why a participant should not take part in this
study.
WHAT WILL YOU BE ASKED TO DO AND WHERE WILL IT TAKE PLACE?
The in-person portion of the study you are being asking to participate in will include an additional
30 minutes of your time to answer additional questions. If you are able to participate in an inperson meeting, this one-time interview will take place in a conference room within the recreation
facility on your campus. If a phone or video web conference meeting is necessary, this one-time
interview can take place at your convenience. The total amount of time you will be asked to
volunteer for this study is 30 to 55 minutes over the next couple of months including verifying the
accuracy of the recorded transcript.
WHAT ARE THE POSSIBLE RISKS AND DISCOMFORTS?
To the best of my knowledge, the things you will be doing have no more risk of harm than you
would experience in everyday life.
WILL YOU BENEFIT FROM TAKING PART IN THIS STUDY?
There is no guarantee that you will get any benefit from taking part in this study. Your
willingness to take part, however, may, in the future, help society as a whole better understand
this research topic.
DO YOU HAVE TO TAKE PART IN THE STUDY?
If you decide to take part in the study, it should be because you really want to volunteer. You will
not lose any benefits or rights you would normally have if you choose not to volunteer. You can
stop at any time during the study and still keep the benefits and rights you had before
volunteering.
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IF YOU DON’T WANT TO TAKE PART IN THE STUDY, ARE THERE OTHER CHOICES?
If you do not want to be in the study, there are no other choices except not to take part in the
study.
WHAT WILL IT COST YOU TO PARTICIPATE? There are no costs associated with taking
part in the study.
WILL YOU RECEIVE ANY REWARDS FOR TAKING PART IN THIS STUDY? You will not
receive any rewards or payment for taking part in the study.
WHO WILL SEE THE INFORMATION THAT YOU GIVE?
Only the principal researcher, research assistant, and faculty advisor will have access to the
interviews, which will be recorded and stored on the principal investigator’s computer that is
password protected. The interview will be transcribed and be evaluated for overall themes on the
researcher’s computer, which is password protected. We will make every effort to keep
confidential all research records that identify you to the extent allowed by law. Your information
will be combined with information from other people taking part in the study. When we write
about the study to share it with other researchers, we will write about the combined information
we have gathered. You and your institution will not be personally identified in these written
materials. We may publish the results of this study; however, we will keep your name and other
identifying information private. We will make every effort to prevent anyone who is not on the
research team from knowing that you gave us information, or what that information is. We will
keep private all research records that identify you to the extent allowed by law. However, we may
be required to show information which identifies you to people who need to be sure we have done
the research correctly; these would be people from such organizations as the University of
Kentucky.
CAN YOUR TAKING PART IN THE STUDY END EARLY?
If you decide to take part in the study you still have the right to decide at any time that you no
longer want to continue. You will not be treated differently if you decide to stop taking part in the
study. The principal investigator conducting the study may need to withdraw you from the study.
This may occur if you are not able to follow the directions they give you, if they find that your
being in the study is more risk than benefit to you, or if the technology malfunctions and your
data are lost. You can withdraw your data by simply exiting from the interview before
completion.
WHAT ELSE DO YOU NEED TO KNOW?
There is a possibility that the data collected from you may be shared with other investigators in
the future. If that is the case, the data will not contain information that can identify you unless you
give your consent or the University of Kentucky Institutional Review Board (IRB) approves the
research. The IRB is a committee that reviews ethical issues, according to federal, state and local
regulations on research with human subjects, to make sure the study complies with these before
approval of a research study is issued.
WHAT IF YOU HAVE QUESTIONS, SUGGESTIONS, CONCERNS, OR COMPLAINTS?
Before you decide whether to accept this invitation to take part in the study, please ask any
questions that might come to mind now. Later, if you have questions, suggestions, concerns, or
complaints about the study, you can contact the investigator, Yvette Kell at (606) XXX-XXXX or
XXXXX@yahoo.com. If you have any questions about your rights as a volunteer in this research,
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contact the staff in the Office of Research Integrity at the University of Kentucky between the
business hours of 8am and 5pm EST, Mon-Fri at 859-257-9428 or toll free at 1-866-400-9428.
We will give you a signed copy of this consent form to take with you.
Signature of person agreeing to take part in the study

Date

Printed name of person agreeing to take part in the study
Name of (authorized) person obtaining informed consent
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Date

APPENDIX G
Recruitment Email
Hello,
My name is Yvette Kell, I am currently seeking my doctoral degree at the University of Kentucky
in the Department of Education Leadership Studies. You are receiving this email as a student
employee with one of the seven Centers, LLC sites. I am conducting research regarding
Emotionally Intelligent Leadership behaviors of students working in collegiate recreation. As an
employee of campus recreation, I am hoping you will take the time to help provide data. The
survey link is at the end of this email. This survey is part of a larger research project and will help
me gather information that is beneficial to the collegiate recreation field in general.
The survey is short (20 minutes or less) and has you respond to statements based on your
experience. This is solely based on your feelings and how you perceive the statements, please be
as honest as possible when completing the survey.
Prior to this survey will be a consent form. You will need to read and acknowledge the consent
portion to proceed to the survey. You must be 18 years old to participate in this study, by clicking
“Yes I will participate in this study,” you are confirming you are 18. Data from this survey will be
kept private and confidential. If you decide not to take the survey, there will not be any negative
repercussions towards you or your employment status. You may be selected to participate in a
follow-up interview after this survey, you have the option to decline the interview portion of the
study.
If you have any questions or concerns about this survey, please feel free to contact me at
XXXXX@yahoo.com or (606) XXX-XXXX.
Thank you for your participation!
Yvette Kell
Doctoral Candidate
University of Kentucky
Survey Link
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APPENDIX H
Recruitment Email From Proxy
HelloMy name is Mark Ashmore, I am assisting Yvette Kell in her pursuit of her Doctoral Degree at
the University of Kentucky in the Department of Education Leadership Studies. You are
receiving this email as a student employee with one of the seven Centers, LLC sites. This
research is regarding Emotionally Intelligent Leadership behaviors of students working in
collegiate recreation. As an employee of campus recreation, I am hoping you will take the time to
help provide data. Those who choose to participate in this study will not be shared with the
Yvette Kell. All data gleaned from this study collected from the University of Missouri St. Louis
will only be shared with the primary investigator in the aggregate. The survey link is at the end of
this email. This survey is part of a larger research project and will help me gather information that
is beneficial to the collegiate recreation field in general.
The survey is short (20 minutes or less) and has you respond to statements based on your
experience. This is solely based on your feelings and how you perceive the statements, please be
as honest as possible when completing the survey.
Prior to this survey will be a consent form. You will need to read and acknowledge the consent
portion to proceed to the survey. You must be 18 years old to participate in this study, by clicking
“Yes I will participate in this study,” you are confirming you are 18. Data from this survey will be
kept private and confidential. All data from the University of Missouri St. Louis will only be
shared with the primary investigator in the aggregate, there will be no names, or identifiable
information shared. If you decide not to take the survey, there will not be any negative
repercussions towards you or your employment status. You may be selected to participate in a
follow-up interview after this survey, you have the option to decline the interview portion of the
study.
If you have any questions or concerns about this survey, please feel free to contact me at
ashmorem@umsl.edu or 314-516-2348.
Thank you for your participation!
Mark Ashmore
Survey Link
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APPENDIX I
University of Kentucky IRB Approval
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