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Abstract 

Given the number of negative influences on Canadian youth and the resultant potential for 

adverse outcomes, it is crucial to support their positive development. Leadership training 

programs are one way to promote the development and maintenance of adaptive intrapersonal 

qualities (e.g., high self-concept, self-awareness, self-esteem, emotional intelligence, and 

resiliency) that accrue long-term positive outcomes. The Teen Leadership Breakthrough program 

(TLB) is a two-and-a-half-day program offered by Rapport Leadership International that claims 

to create sustainable changes in participants aged 14 to 18 years. This performance-based 

program uses hands-on processes, experiential activities, direct instruction, and feedback to teach 

leadership skills such as public speaking, communication, and self-awareness. The purpose of 

this study was to conduct an evaluation of the TLB program to measure its efficacy in 

developing intrapersonal skills in 77 grade 10 and 11 students. Participants were randomly 

assigned to a control or treatment group. Assessment of emotional intelligence and self-concept 

occurred prior to the intervention, immediately after the intervention, six weeks following the 

intervention, and six months following the intervention. Results indicated that the TLB program 

created sustainable changes in intrapersonal, interpersonal, and adaptability emotional 

intelligence, and competence and affective self-concept. Although these results are encouraging, 

further research is needed to investigate the effectiveness of the TLB program for additional 

demographic groups (e.g., at-risk and gender- and socio-economic status-specific populations) 

and to examine how the TLB program can influence different outcomes.  
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Promoting Intrapersonal Qualities in Adolescents: Evaluation of Rapport’s Teen Leadership 

Breakthrough Programi 

 Today’s youth encounter numerous challenges and have diverse needs. As a result, 

adolescence, a time when extensive physical, social, and cognitive changes occur, can be an 

extremely difficult time (Ebata, Petersen, & Conger, 1990). In addition to these maturational 

changes, other factors, such as negative family dynamics, peer problems, access to dangerous 

substances, and high-risk behaviours often contribute to the difficulties youth experience (Roth 

& Brooks-Gunn, 2003). In fact, it is during adolescence when as many as 80% of youth engage 

in antisocial behaviours such as drug and alcohol use (Moffitt, 1993). Furthermore, bullying is a 

frequently occurring problem among adolescents that can disrupt their social-emotional 

development (Frisen, Jonsson, & Persson, 2007; Raskauskas & Stoltz, 2007). In addition, the 

transitions required during adolescence such as moving into adulthood can pose challenges for 

already vulnerable individuals (Ebata et al., 1990). Clearly, there is cause for concern due to the 

vulnerability of youth in today’s society.  

The long-term forecast for youth is not entirely bleak, however. Research has suggested 

that positive youth development is linked to specific contexts and skill. For instance, Granger 

(2002) outlined four factors that contribute to youths’ well being: a.) supportive relationships 

with peers and adults, b.) academic and task specific skills, c.) relational skills, and d.) 

developmentally appropriate limits. Further research has demonstrated that protective intra-

personal factors such as emotional wellness, self-assurance, and life satisfaction can promote 

optimistic and adaptive skills and behaviours in youth (e.g. Riolli, Savicki, & Cepani, 2002; 

Schoon & Bynner, 2003)��Moreover, emotional intelligence (EI), which can consist of 

behavioural dispositions and self-perceived emotional abilities (trait-based EI) or performance-
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based social and emotional abilities (ability-based EI), has been shown to be associated with 

emotion regulation, resiliency, social interactions, and life satisfaction (Ciarrochi, Chan, & 

Caputi, 2000; Edward & Warelow, 2005; Lopes, Salovey, Cote, & Beers, 2005; Mayer, Salovey, 

Caruso, 2002). According to Bar-On (1997), trait-based EI represents competencies and skills 

that influence individuals’ ability to succeed in spite of significant environmental demands and 

pressures. Therefore, it is generally thought that the development of these inter- and intra-

personal abilities will enhance youths’ success in educational, social, vocational, and 

psychological domains of life (Masten, Burt, Roisman, Obradovi� , Long, & Tellegen, 2004). 

Consequently, it is important to investigate factors that contribute to the development of EI 

because these qualities may encourage positive development and leadership in youth.  

Teen Development Programs 

There are numerous interventions, activities, and training programs aimed at helping 

youth through the challenges of adolescence by developing intra- and interpersonal skills. One 

prevalent and positively-focused approach that has been adopted in many schools, community 

centres, and private training facilities involves leadership training. Structured leadership 

programs typically attempt to help ease the stress of adolescence by developing positive qualities 

such as EI, self-esteem, self-awareness, and self-confidence (Conner & Strobel, 2007). Some 

programs have been successful in reaching their aims; research has shown that youth who 

participate in leadership programs report improvements in crucial intra-personal skills, such as 

learning to set goals, manage time, and regulate emotions, and interpersonal abilities, such as 

social skills, cooperation, and relationships (Dworkin, Larson, & Hansen, 2003).  

Increased awareness of the importance of engaging youth in the development of 

leadership skills has led to the emergence of youth leadership programming. Leadership is 
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complex and, therefore, has been characterized in several ways. For example, more traditional 

approaches to leadership focus on individual characteristics, perceptions, and behaviours 

(Hollander, 1978; Lord, Brown, & Freiberg, 1999), whereas more recent approaches include 

social processes (Dachler, & Hosking, 1995), self-reflection (van Linden & Fertman, 1998), 

collaboration, and decision-making (DesMarais, Yang, & Farzanehkia, 2000; McLaughlin, 2000; 

Woyach, 1996). Yet, despite variability and inconsistency in operationalizing the construct of 

leadership (Conner & Strobel, 2007; Martinek, Schilling, & Hellison, 2006), most researchers 

generally agree that effective leadership is dependent on both intrapersonal and interpersonal 

competencies (Bass, 1990; Conner & Strobel, 2007). Researchers also generally agree on the 

factors that typify effective leadership programs. To illustrate, Woyach and Cox (1997) outlined 

12 principles of effective leadership programming: a) help youth learn specific knowledge and 

skills related to leadership; b) enable youth to understand the history, values and beliefs of their 

society; c) facilitate the development of individual strengths and leadership styles; d) facilitate 

the development of ethics, values, and ethical reasoning; e) promote awareness, understanding, 

and tolerance of other people, cultures and societies; f) embody high expectations of, confidence 

in, and respect for the teens served; g) emphasize experiential learning and provide opportunities 

for genuine leadership; h) involve young people in service to others, to their community, their 

country and their world; i) facilitate self-reflection and processing of learning both individually 

and cooperatively; j) involve youth in collaborative experiences, teamwork and networking with 

peers; k) involve youth in significant relationships with mentors, positive role models, or other 

nurturing adults; and l) state clear development purposes and goals.  

Recently, Roth and Brooks-Gunn (2003) explored the research literature in this area and 

surveyed leaders of highly regarded youth development programs. They determined that the 
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most effective youth development programs generally have three defining characteristics: 

program goals, atmosphere, and activities. They state that program goals represent the leaders’ 

beliefs that the program can prevent high-risk behaviours and build competencies and skills. The 

program’s atmosphere includes the leaders’ behaviour, attitude, and expectations, and the 

supports and empowerment provided. Finally, the program’s activities have an integral role in 

promoting positive outcomes. Program leaders indicated that the most important activities in 

their programs were life skills training, social skills training, leadership training, and recreational 

activities.  

Several experiential-based youth leadership development programs exist but most are not 

empirically validated. Outward Bound is one notable exception. This adventure-based education 

program combines outdoor activities (e.g., canoeing, hiking, and mountaineering) with the 

challenge of completing obstacles, working cooperatively, and developing leadership skills. 

There have been numerous empirical studies examining the efficacy of Outward Bound courses. 

One meta-analysis of Outward Bound evaluations found that following participation in an 

Outward Bound course, immediate, short term, and long-term gains in self-concept, leadership, 

academics, personality, interpersonal skills, and desire for adventure were all present (Hattie, 

Marsh, Neill, & Richards, 1997).  

Other empirically validated programs are focused on EI (Bagshaw, 2000; Chapman, 

2004; Copper, 1997). These EI development programs are also based on experiential learning 

and have been found to be effective in the development of emotional abilities (Jordan, 

Ashkanasy, Hartel, & Hooper, 2002). One of the most widely known EI training programs is 

Swinburne’s Emotional Intelligence Program. This program, developed in Australia, contains a 
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series of workshops designed to enhance students’ EI and personal management skills and by 

extension augment academic and career success.  

Most youth development programs are not validated empirically, however, and there is 

very limited evidence of their capacity to produce long-term gains (Allio, 2005). One such 

program is Teen Leadership Breakthrough (TLB), developed by Rapport Leadership 

International. Two theories guided its development; Glasser’s reality therapy based on choice 

theory (Glasser, 1965) and Maslow’s hierarchy of needs (Maslow, 1954). Reality therapy has a 

cognitive focus and aims to help individuals develop a better future by looking at the present 

instead of the past. It emphasizes decision-making and taking control of one’s life and 

responsibility for one’s decisions. Maslow’s hierarchy of needs encompasses five levels of basic 

needs that individuals must satisfy (i.e., survival needs, safety and security, love and 

belonging, and self-esteem) before they can meet their growth need to self actualize (i.e., to 

find self-fulfillment and realize one's potential).  

The processes and activities that make up the TLB program reflect these two theoretical 

orientations. To illustrate, program goals that reflect choice and motivation theory include 

establishing a more focused sense of direction in life, setting and pursuing goals, viewing failure 

as an opportunity to improve, becoming aware of one’s strengths and challenges, taking control, 

being accountable for one’s actions and decisions, and working collaboratively. Processes 

associated with these goals included learning strategies for focusing and relaxing, receiving and 

giving feedback, engaging in public speaking (i.e., individually and in small groups), reflecting 

on one’s TLB experiences and relating them to personal life experiences and future, and 

identifying values, learning strategies for focusing and relaxing, and receiving and giving 

feedback. Finally, activities related to these processes included giving a 90 second speech on the 
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importance of being punctual, giving a one minute sales pitch for a product they created using a 

wooden object, teaching participants about Chi/Ki Energy so they learn that even in times of 

high energy or distractions they can focus and concentrate on a target tasks, and building team 

work skills and trust initiative through activities such as the trust fall. Overall, the goals, 

processes, and activities of the TLB program include most elements of successful youth 

development programs. Moreover, this performance-based program is rooted in theory. What is 

lacking for professionals and institutions that might choose to adopt this program, 

however, is empirical evidence that the intended outcomes are achieved, namely 

improved intrapersonal and interpersonal skills, self-esteem, and self-confidence. 

Present Study 

The primary purpose of this research was to evaluate the TLB by comparing the 

performance of treatment and comparison groups. A secondary purpose was to evaluate the 

benefits of a booster class given 5 months following the initial workshop and designed to 

maintain any gains noted from the initial workshop.  

Our research questions were as follows.  

1) Will the TLB program enhance the short- and long-term development of EI skills in 

youth? 

2) Will the TLB program enhance the short- and long-term development of self-concept 

abilities in youth? 

3) Will a booster session (5months after the initial training) further enhance the EI and/or 

self-concept abilities in youth? 
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Methods 

Participants 

 Seventy grade ten and 51 grade eleven students attending a public charter school in a 

large urban centre in Western Canada were eligible for participation in this study. The sample 

was drawn from a school of over 320 ninth to twelfth grade students that emphasizes leadership 

development. The student population at this school was 60% first and second generation 

Canadians of Indian or East African origins, 30% Caucasian, and 10% other. Further, over 40% 

of the high school’s students come from a home in which English is not the primary spoken 

language and 15% of these students qualify for English-as-a-second-language funding.  

Participant eligibility was restricted to those with average to above average intelligence, 

as measured by the Wechsler Abbreviated Scale of Intelligence (WASI; Wechsler, 1999). 

Consent to participate was received for 77 students (N = 42 for tenth grade and N = 35 for 

eleventh grade; 35 males and 42 females). The student participants had a mean age of 16.1 years 

(range 14.2 – 18.3) at the time of pre-testing. The mean IQ score was 102.5 (SD = 9.2) and 

ranged from 85 to 120. Overall, there were 71 participants who displayed scores in the average 

range (FSIQ of 85-115) and six in the High Average range (FSIQ of 116-130) on the WASI. 

Participants were assigned to either a treatment or control group, using a random number 

table. The control group consisted of 36 students and the treatment group included 41 students. 

Finally, of the 41 students in the treatment group, 21 were randomly selected to receive a booster 

class offered five months after the initial program.  
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Measures 

WASI. The WASI provided a measure of intelligence and determined eligibility for the 

study. This instrument is brief, nationally standardized, reliable, and valid and can be used on 

individuals aged 6 to 89. It yields verbal, performance, and full-scale IQ scores; however, only 

the full scale score was used in this study. It was individually administered in approximately 45 

minutes.  

The Bar-On Emotional Quotient Inventory. The Bar-On Emotional Quotient Inventory- 

Youth Short Version (BarOn EQ-I:YV; Bar-On & Parker, 2000) is a reliable and valid self-

report measure designed to assess key aspects of emotionally intelligent behaviour in children 

and adolescents (7-18 years). As described in Table 1, the BarOn EQ-I:YV measures one’s 

potential for performance or success in five broad areas: a) Intrapersonal, b) Interpersonal, c) 

Adaptability, d) Stress Management, and e) Total EI. 

Insert Table 1 about here 

The BarOn EQ-I:YV consists of 30 items that utilize a 4-point likert scale. Response 

options range from “not true of me” to “very much true of me.” Higher scores indicate higher 

emotionally intelligent behaviour, positive mood, and positive impression. Standard scores for 

the BarOn EQ-I:YV have a mean of 100 and a Standard Deviation of 15. Standard scores 

between 90 and 109 (average range) refer to adequate emotionally intelligent abilities and 

behaviours, whereas those between 80 and 89 (low range) and 110 and 119 (high range) signify 

underdeveloped and well developed emotionally intelligent behaviours and abilities respectively. 

They can also fall within the very high range (between 120 and 129), the markedly high range 

(130 +), the very low range (between 70 and 79), and the markedly low range (under 70). 
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The Multidimensional Self-Concept Scale. The Multidimensional Self-Concept Scale 

(MSCS; Bracken, 1992) is a standardized, reliable and valid instrument that assesses global self-

concept and self perceptions. It includes six domains that are considered important in the social 

and emotional adjustment and development of youth and adolescents (9-19 years). As outlined in 

Table 2, the six domains assessed by the MSCS are: a) Social skills, b) Competence, c) Affect, d) 

Academic, e) Family, and f) Physical. It is a self-report measure in which respondents are asked 

to reply to a simple declarative statement by circling one of the four alternatives (strongly agree, 

agree, disagree, or strongly disagree) that they believe best describes them. Scores are reported 

as standard scores (M = 100, SD = 15) or as T scores (M = 50, SD = 10). In addition, 

performance can be described by classification descriptions, percentile ranks, and relative and 

normative scale strengths and weaknesses.  

Insert Table 2 about here 

Procedure 

Participants were recruited through their high school by information distribution by 

school personnel and, subsequently, through word of mouth. After teacher, parental, and student 

informed consent was obtained, eligibility was established using the WASI, which was 

individually administered to all student participants during school hours in the school building.  

Once the inclusionary criterion was met, the pre-test was conducted with treatment and 

control group participants using the MSCS and the BarOn EQ-I: YV. All testing sessions were 

conducted by two independent researchers and occurred during regularly scheduled class time 

and took approximately 60 to 90 minutes to complete. The order of assessment administration 

was randomized between testing sessions to eliminate order effects.  
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The treatment group participated in the TLB program, which occurred over a two and a 

half day period at a rented facility, where all participants remained for the duration of the 

training. Certified trainers led the program. Training involved a focus on program goals and 

criteria, as well as processes thought to support social, emotional and personal growth 

development. 

Immediately after the intervention, the treatment and control groups completed the 

second testing sessions (Post 1), which involved the same instruments and protocol as the pre-

test session. Six weeks following the intervention another round of testing occurred (Post 2) 

implementing the same procedures and materials as the subsequent sessions. Five months after 

the initial intervention, a subsample of students received a booster training session that took 

place at a rented facility. Our aim was to compare the performance of this sub-set of workshop 

participants to the other sub-set of workshop participants who did not attend the booster class. 

Following the booster, and six months after the initial intervention, the final testing session 

occurred (Post 3). Both the control group and the treatment group, consisting of those with the 

booster training and those without, completed the same assessment instruments under the same 

conditions as the previous testing sessions. Different test forms were used across test times. 

Data Analysis 

To determine the effectiveness of the TLB program, pre-tests scores of the treatment and 

control group on the measures were compared to scores on post-tests 1, 2, and 3. Data were 

analyzed using a repeated measures multivariate analysis of variance (MANOVA) analyzing the 

differences between pre- and post-test (Post 1, 2, and 3) scores. Descriptive discriminate analysis 

(DA) post-hoc analyses were done to determine where differences between testing sessions were 

present. For the final post-test, the treatment group was split into those that did and those that did 
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not receive the booster session and t-tests were conducted to determine if responses differed 

between those who did and did not complete the booster session.  

Results 

The mean and standard deviation data for the control (N = 36) and treatment participants 

(N= 41) on BarOn EQ-I:YV over the four testing sessions are presented in Table 3. Similarly, 

Table 4 presents the means and standard deviations on MSCS over the four testing sessions. A 

significance level of 0.05 was set for all comparisons. 

Insert Tables 3 and 4 about here 

Emotional Intelligence 

A repeated measures MANOVA was computed to compare the treatment and control 

groups on several domains of EI, as measured by the BarOn EQ-I:YV across the four points in 

time. Thus, this analysis demonstrates the effect of Group and Time and the interaction between 

these factors on each of the domains on BarOn EQ-I:YV. Firstly, significant main effects for 

Group were revealed for participants’ Total EQ (F = 13.5, df = 1, p < .001), Intrapersonal EQ (F 

= 6.9, df = 1, p = .01), Interpersonal EQ (F = 5.3, df = 1, p = .02), and Adaptability EQ (F = 4.6, 

df = 1, p = .04). The small to medium effect sizes (Cohen’s d = -.6; -.5; -.4; -.4 for total EQ, 

intrapersonal EQ, interpersonal EQ, and adaptability EQ respectively) suggest that there likely is 

a difference in EI performance between the participants in the control and treatment group.�

Analysis of the means for these subscales demonstrates that the treatment group outperformed 

the control group. Secondly, there were significant main effects for Time on all BarOn EQ-I:YV 

scales. Total EQ (Wilks’ Lambda = .6, F (3, 68) = 16.1, p < .001), Intrapersonal EQ (Wilks’ 

Lambda = .7, F (3, 68) = 8.1, p < .001), Interpersonal EQ (Wilks’ Lambda = .6, F (3, 68) = 13.0, 

p < .001), Adaptability EQ (Wilks’ Lambda = .8, F (3, 68) = 5.0, p = .004), and Stress 
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Management EQ (Wilks’ Lambda = .7, F (3, 68) = 12.2, p < .001) all showed significant 

differences. These results indicate that the participants scored differently between at least one of 

the testing sessions.  

To determine at which testing the significant differences between the control and 

treatments occurred, post hoc descriptive DAs were computed. The standardized discriminant 

function coefficients were computed to indicate the partial contribution, or the importance of 

group to the discriminant function. Structure coefficients were also computed to indicate the 

simple correlations between the variables and the discriminant function. A level of � .4�  was 

used as a cut-off score and had to be obtained in both the standardized and structure coefficient 

tables. The results of the DA show that participants’ performance on Total EQ and Adaptability 

EQ were better than� .4�  on both the standardized and structured coefficients at Post 1. This 

suggests that the treatment group’s Total EQ and Adaptability EQ were only significantly greater 

than that of the control group at the first post-test (Cohen’s d = -.7 and -.9 for Adaptability and 

Total EQ respectively). On Intrapersonal EQ, participants’ performance was greater than� .4� at 

Post 2 (Cohen’s d = -.6) and 3 (Cohen’s d = -.7), suggesting that the treatment group did not 

show significant differences from the control group on Intrapersonal EQ until Post 2 and this 

difference was maintained at Post 3. Participants’ performance on Interpersonal EQ was greater 

than � .4� at Post 1 (Cohen’s d = -.7) and 3 (Cohen’s d = -.5), indicating that the treatment 

group’s Interpersonal EQ was significantly better than the control groups immediately after the 

intervention and six months after the intervention.  

Self-Concept 

Another repeated measures MANOVA compared the treatment and control groups’ 

scores on the subscales of the MSCS at four different points of time, to determine the effect of 
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Group and Time and interactions between the factors. Significant main effects for Group were 

found for Competence self-concept (SC) (F = 5.5, df = 1, p = .02) and Affect SC (F = 6.5, df = 

1, p = .01). The medium effect sizes (Cohen’s d = -.5; -.6 for competence and affect SC 

respectively) suggest that there likely is a difference in self-concept between the participants in 

the control and treatment group.�This indicates that which group the participant belonged to 

significantly influenced the participants’ competence and affect, as measured by the MSCS. A 

review of the means reveals that the treatment group performed better than the control group on 

these two subscales. No other main effects of Group on the MSCS were found. There were, 

however, significant main effects of Time for Total SC (Wilks’ Lambda = .7, F (3, 49) = 7.7, p < 

.001), Competence SC (Wilks’ Lambda = .7, F(3, 61)  = 9.9, p < .001), Affect SC (Wilks’ 

Lambda = .7, F (3, 58)  = 8.0, p < .001), Social SC (Wilks’ Lambda = .7, F (3, 61) = 7.2, p < 

.001), Academic SC (Wilks’ Lambda = .6, F (3, 55) = 10.3, p < .001), and Physical SC (Wilks’ 

Lambda = .6, F (3, 55) = 10.3, p < .001). Family SC was the only insignificant main effect for 

Time (Wilks’ Lambda = .9, F (3, 50) = 1.5, p = .22). Additionally, there were significant 

interactions between Group and Time for Competence SC (F (3, 61) = 4.6, p = .006) and Affect 

SC (F (3, 58)�= 5.1, p = .003), indicating that the treatment group performed better than the 

control group in these areas at all three post-tests 

Post hoc descriptive DAs were used to determine at which testing the significant 

differences between the control and treatments occurred. The results revealed that participants’ 

performance on Competence SC was better than� .4�  on both the standardized and structured 

coefficients at all three post-tests (Cohen’s d = -.7; -.7; and -.6 for post 1, 2 and 3 respectively). 

This indicates that the treatment group’s competence was significantly greater than that of the 

control group immediately after the intervention and this difference was maintained at 6 weeks 
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and 6 months post intervention. For Affect SC, participants’ performance was greater 

than� .4� at Post 1 (Cohen’s d = -.9) and 3 (Cohen’s d = -.7), indicating that the treatment 

group’s affect was significantly better than the control groups immediately after the intervention 

and six months after the intervention.  

Booster Group  

An analysis of variance with Bonferroni post hocs was computed to compare scores on 

the BarOn EQ-I:YV, and MSCS at the final post-test for the control group and treatment 

participants who did and who did not receive the booster training session. A significance level of 

0.05 was set for each group of comparisons. The results revealed that the treatment group that 

received the booster session performed significantly better than the control group on 

Intrapersonal EQ (F = 3.6, df = 2, p = .03, Cohen’s d = .7) and Social SC (F = 4.2, df = 2, p = 

.02, Cohen’s d = .7), indicating that the booster session helped enhance the participants’ 

intrapersonal EI skills and social self-concept. Moreover, the treatment group that did not receive 

the booster session performed significantly better on Physical SC than the control group (F = 3.4, 

df = 2, p = .04, Cohen’s d = .8). (See Table 5 for the means of the booster and no-booster group 

on EI and self-concept). 

Insert Table 5 here 

Discussion   

 The results showed that EI and self-concept abilities can be enhanced through short-term 

leadership training.�Based on our results, the TLB program effectively increases a number of 

intra- and interpersonal skills, as measured by the BarOn EQ-I:YV and MSCS, in adolescents 

who participated in it, compared to adolescents who did not receive this leadership training. 

Overall, treatment participants’ report of their EI and self-concept significantly improved 
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compared to control participants in the following areas: Total EQ, Intrapersonal EQ, 

Interpersonal EQ, Adaptability EQ, and Competence SC and Affect SC. We also found that the 

treatment group’s Total EQ and Adaptability EQ as well as their Competence and Affect SC 

were significantly better than the control group’s at Post 1. This indicates that directly after 

receiving the training, students reported an increased ability to adapt and respond to change and 

difficulties, effectively problem-solve, understand and expression of their own and others’ 

feelings, and reflect positively and optimistically about themselves, goal attainment, and life. 

These findings may be associated to the processes and activities included in the TLB program. 

The program challenges youth to engage in activities that are new and out of their comfort level 

and teaches them that failure is based on criteria, is a result of inaction, and is an opportunity to 

do improve and do better.  

The participants who received the booster training improved significantly on 

Intrapersonal EQ and Social SC. However, participants who initially received the training but did 

not participate in the booster session outperformed the control group. Thus, the booster session 

did not further promote the development of the majority of EI and self-concept abilities. �

 The findings related to changes in EI are important because EI includes the number of 

intra- and interpersonal skills that are needed to function successfully in school, work, and life. 

For example, EI encompasses abilities necessary to work effectively in a team, continue to 

develop skills, adapt to new situations, and manage emotions (Bar-On, 1997). Moreover, EI and 

leadership qualities have been shown to be related. Recent research has shown the relationship 

between leadership qualities and EI in school principals and superintendents (Parker, Stone, & 

Wood, 2005; Wood, Stone, & Parker, 2008). Downey, Papageorgiou, and Stough (2006) 

determined that females displaying effective leadership behaviours were also more likely to 
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display higher levels of EI than females with fewer leadership behaviours. They also found that 

they were able to predict leadership skills based on levels of EI. Similarly, another study found 

that leaders with higher EI had better relationships with colleagues and their colleagues reported 

that they were more effective leaders (Gordan, 2008). Finally, Chan (2007) determined that the 

ability to manage and regulate one’s emotions was significantly related to leadership 

competencies such as self-efficacy, social skills, goal setting, and flexibility. Thus, it is not 

surprising that the TLB program, which is designed to develop leadership skills, resulted in 

improved EI scores.  

The findings from this research are important because they illustrate that adolescents may 

profit from leadership training in the short- and long-term. Positive effects in several EI and self-

concept abilities were maintained over time. The development of intra- and interpersonal skills is 

essential in youth because they have been associated with social and emotional adaptation 

(Salovey, Mayer, & Caruso, 2002), day to day functioning in various environments (Hansen, 

Giacoletti, & Nangle, 1995), and academic performance (Harris, Majeski, Wood, Bond, & 

Hogan, 2004; Parker, Creque, Barnhart, Petrides, Frederickson, & Furnham, 2004). Self-concept 

has also been demonstrated to have a direct and indirect effect on academic achievement (Song 

& Hattie, 1984).  

There are a variety of activities included in the TLB program developed to improve 

participants’ ability to work productively within a group, to be a productive member of a team, 

and to manage emotions in a cooperative way. Not surprisingly, these group-based activities had 

a significant impact on interpersonal EQ. In fact, past research has used EI competencies to 

develop cooperation skills and teamwork (Goleman, 1995). 
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There are a number of possible reasons why the TLB program was effective in improving 

EI. First, participants had many opportunities to rehearse and practice what they learned and they 

gave and received constant feedback on their performance from and to the trainers and peers. 

This extrinsic feedback may have helped to develop self-awareness and self-regulation, as well 

as help youth be more open to feedback and more honest with their peers. Second, the nature of 

the processes and activities within the TLB program challenged participants to be adaptable. For 

example, activities constantly changed and the intensity of assignments and tasks varied so that 

the participants were unable to anticipate what would happen next and, instead, had practice 

facing the unexpected.  

The activities that encompassed the TLB program were hands-on and involved learning 

by doing. The program’s use of experiential and transformational learning techniques appears to 

have been an effective approach in developing intra- and interpersonal skills. This is not 

surprising given that adolescents have typically responded positively to behavioural techniques, 

such as modelling and role-playing, in the facilitation of social and cognitive skills (Sarason & 

Sarason, 1981). Successful social skills programs have frequently used modeling, rehearsal, 

feedback, and praise and have focused on skills such as communication, assertiveness, and 

problem-solving (Hansen, MacMillan, & Shawchuck, 1990; Hansen, St. Lawrence, & Christoff, 

1989; Kirkland, Thelen, & Miller, 1983). The TLB program focused on many of these same 

areas and engaged in similar processes and activities.  

In summary, then, the results of the current study are consistent with research 

demonstrating that experientially-based youth development programs that focus on life skills, 

including leadership, lead to more positive relationships, behaviours, self-concepts, and self-

esteem (Hedin, 1983). These programs have also been shown to enhance decision-making, social 
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skills, interpersonal strategies, and self-regulation (Hamburg, 1989). Therefore, this study 

provides further support for the notion that both emotional and social intelligence can be taught 

and are important aspects of leadership skill development (Kobe, Reiter-Palmon, & Rickers, 

2001). 

 Although the findings are promising, they must to be interpreted with caution. Our small 

sample size and selection of schools limits the generalizability of these results. That is, 

participates attended only one school and leadership skills were woven throughout the school’s 

program of studies and extracurricular activities. Thus, these participants might not be 

representative of other grade 10 and 11 students in Canada or North America. In addition, the 

school is marketed on the basis of its leadership emphasis and so, it is possible that students enrol 

in the school because of their interest leadership.  

Another inherent problem stems is that participants were not blind to treatment. It is 

possible that students who took part in the TLB program might have felt positive about the 

intervention and responded more optimistically and affirmatively on the assessment measures. In 

contrast, students who were randomly assigned to the control group might have felt negative and 

responded less optimistically and affirmatively. Additionally, participants may have partially 

determined what was expected or being evaluated after the first post-test, resulting in potential 

contamination of the results.  

 The results of this program evaluation suggest the need for future research and indicate 

directions that further study of the TLB program should take. First, evaluations need to be 

conducted using a variety of student populations, including at-risk populations and those with 

social-emotional difficulties. Second, gender analysis would further help to determine whether 

the program’s effectiveness is associated with the gender of participants.  Moreover, the 
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relationship between intelligence and emotional well-being should be examined to determine if 

intelligence plays a mediating role in the program’s capacity to foster EI and self-concept. 

Lastly, evaluation of more skills areas that the TLB program aims to improve should be 

conducted. A process-based evaluation of the program’s activities would provide valuable 

information concerning which activities are linked to specific outcomes such as improvements in 

stress management and communication. Pending further evaluation, the TLB program may be 

recognized as an effective program for promoting youth’s development in a number of intra- and 

interpersonal domains.  

 

 

 

 

 

 



Promoting intrapersonal qualities�����22�

References 

Allio, R.J. (2005). Leadership development: teaching versus learning. Management  

Decision, 43, 1071-1077. 

Armstrong, M. I., Birnie-Lefcovitch, S., & Ungar, M. T. (2005). Pathways between social  

 support, family well-being, quality of parenting, and child resilience: What we know.  

 Journal of Child and Family Studies, 14, 269-281. 

Bagshaw, M. (2000). Emotional intelligence-training people to be affective so they can be  

 effective. Industrial and Commercial Training, 32, 61-65. 

Bar-On. R. (1997). Emotional Quotient Inventory: Technical Manual. Toronto, Canada: Multi- 

 Health Systems. 

Bar-On, R., & Parker, J.D.A. (2000). The BarOn emotional quotient inventory: Youth version  

 (EQ-i:YV): Technical manual. Toronto, Canada: Multi-Health Systems 

Bass, B. (1990). From transactional to transformational leadership: learning to share the vision.  

 Organizational Dynamics, 18, 19-31. 

Benetti, C., & Kambouropoulos, N. (2006). Affect-regulated indirect effects of trait anxiety and  

 trait resilience on self-esteem. Personality and Individual Differences, 41, 341-352. 

Bracken, B. (1992) Multidimensional self concept scale. Austin, TX: Pro-ed.  

Chan, D. W. (2007). Leadership competencies among Chinese gifted students in Hong Kong: 

 The connection with emotional intelligence and successful intelligence. Roeper  

 Review, 29(3), 183-189. 

Chapman, M. (2004). Our future in focus. A case study of developing team emotional  

intelligence in the public sector. Competency and Emotional Intelligence Quarterly, 11,  

37-42. 



Promoting intrapersonal qualities�����23�

Ciarrochi, J. V., Chan, A. Y. C., & Caputi, P. (2000). A critical evaluation of the emotional  

intelligence construct. Personality and Individual Differences, 28, 539 – 561.  

Conner, J., & Strobel, K. (2007). Leadership development. Journal of Adolescent Research, 22,  

275-297. 

Copper, R.K. (1997). Applying Emotional Intelligence in the Workplace. Training &  

Development, 51, 31-38. 

Crawford, K. M. (2007). Risk and protective factors related to resilience in adolescents in an  

alternative education program. Dissertation Abstracts International Section A: 

Humanities and Social Sciences, 67(10-A), 33768. 

Dachler, H.P., & Hosking, D.M. (1995). The primacy of relations in socially constructing  

organisational reality, in Hosking, D.M., Dachler, H., & Gergen, K.J. (Eds), Management  

and Organisation: Relational Alternatives to Individualism, Avebury, Aldershot. 

Davey, M., Eaker, D. G., & Walters, L. H. (2003). Resilience processes in adolescents:  

Personality profiles, self-worth, and coping. Journal of Adolescent Research, 18, 347- 

362. 

De Marais, J., Yang, Y., & Farzanehkia, F. (2000). Service-learning leadership development for  

youths. Phi Delta Kappan, 81, 678 – 680. 

Downey, L. A., Papageorgiou, V., & Stough, C. (2006). Examining the relationship between  

leadership, emotional intelligence, and intuition in senior female managers. Leadership &  

Organization Development Journal, 27(4), 250-264. 

Dulewicz, V. & Higgs, M. (2004). Can emotional intelligence be developed? International  

Journal of Human Resource Management, 15, 95 – 111. 

Dworkin, J. B., Larson, R., & Hansen, D. (2003). Adolescents’ accounts of growth experiences  



Promoting intrapersonal qualities�����24�

in youth activities. Journal of Youth and Adolescence, 32(1), 17-26. 

Ebata, A. T., Petersen, A. C., & Conger, R. D. (1990). The development of psychopathology in  

adolescence. In J. E. Rolf and A. S. Masten (Eds.), Risk and Protective Factors in the  

Development of Psychopathology (pp. 308-333). New York: Cambridge University Press. 

Edward, K. L., & Warelow, P. (2005). Resiliency: When coping is emotionally intelligent.  

Journal of the American Psychiatric Nurses Association, 11, 101 – 103.  

Frisen, A., Jonsson, A., & Persson, C. (2007). Adolescents' perception of bullying: Who is the  

 victim? Who is the bully? What can be done to stop bullying? Adolescence, 42, 749-761. 

Glasser, W. (1965). Reality therapy. New York: Harper & Row 

Goleman, D. (1995). Emotional intelligence. New York: Bantam. 

Goleman, D. (1998). Working with emotional intelligence. New York: Bantam. 

Gordon, A. E. (2008). Emotional intelligence as an antecedent of leader-member exchange 

 relationships and leader effectiveness. Dissertation Abstracts International Section A: 

 Humanities and Social Sciences, 68(8-A), 3459. 

Granger, R. C. (2002). Creating the conditions linked to positive youth development. New  

Directions for Youth development, 95, 149-164. 

Hamburg, B. A. (1989). Life Preventive interventions for early adolescents. Report for the Life  

Skills Training Working Group, Carnegie Council on Adolescent Development. 

Hansen, D. J., Giacoletti, A.M., & Nangle, D. W. (1995). Social interactions and 

adjustment. In V. B. Van Hasselt and M. Hersen (Eds.), Handbook of adolescent 

psychopathology: A guide to diagnosis and treatment (pp. 102-129). New 

York: Macmillan. 

Hansen, D. J., MacMillan, V. M., & Shawchuck, C. R. (1990). Social isolation. In E. L.  



Promoting intrapersonal qualities�����25�

Feindler & G. R. Kalfus (Eds.), Adolescent behavior therapy handbook (pp. 165-190). 

New York: Springer. 

 

Hansen, D. J., St. Lawrence, J. S., & Christoff, K. A. (1989). Group conversational-skills  

 training with inpatient children and adolescents: Social validation, generalization, and  

 maintenance. Behavior Modification, 13, 4-31. 

Hattie, J., Marsh, H. W., Neill, J. T., and Richards, G. E. (1997). Adventure education and  

 outward bound: Out-of-class experiences that make a lasting difference. Review of  

 Educational Research, 67(1), 43-87. 

Hedin, D. (1983) The impact of experience on academic learning: A survey of 

 theories and review of recent research. Boston: Institute for Responsive Education. 

Hollander, E. E (1978). Leadership dynamics: A practical guide to effective 

 relationships. New York: Free Press/Macmillan. 

Holmes, K. (2007). Adolescent resilience: The influence of family relationships and their  

 Impact on resilient outcomes. Dissertation Abstracts International Section A:  

 Humanities and Social Sciences, 67(7-A), 22752. 

Jordan, P. J., Ashkanasy, N. M., Hartel, C. E. J., & Hooper, G. S. (2002). Workgroup emotional 

 intelligence. Scale development and relationship to team process effectiveness and goal  

 focus. Human Resource Management Review, 12, 195-214. 

Kirkland, K. D., Thelen, M. H., & Miller, D. J. (1983). Group assertion training with  

 adolescents. Child and Family Behavior Therapy, 4, 1-12. 

Kobe, L.M., Reiter-Palmon, R., Rickers, J.D. (2001). Self-reported leadership experiences in 

 relation to inventoried social and emotional intelligence. Current Psychology, 20, 154-63. 



Promoting intrapersonal qualities�����26�

Lopes, P. N., Salovey, P., Cote, S., & Beers, M. (2005). Emotion regulation abilities and the  

quality of social interaction. Emotion, 5(1), 113 – 118.  

Lord, R.G., Brown, D.J., & Freiberg, S.J. (1999). Understanding the dynamics of leadership: the    

role of follower self-concepts in the leader/follower relationship. Organizational  

Behavior and Human Decision Processes, 78,167-203. 

Martinek, T., Schilling, T., & Hellison, D. (2006). The development of caring and  

compassionate leadership among adolescents. Physical Education and Sport Pedagogy,  

11, 141-157. 

Maslow, A. H. (1954). Motivation and personality. New York: Harper. 

Masten, A. S., Best, K. M., & Garmezy, N. (1990). Resilience and development: Contributions  

from the study of children who overcame adversity. Development and Psychopathology, 

2, 425-444. 

Masten, A. S., Burt, K., Roisman, G. I., Obradovi� , J., Long, J. D., & Tellegen, A. (2004). 

Resources and resilience in the transition to adulthood: Continuity and change. 

Development and Psychopathology, 16, 1071-1094. 

Mayer, J.D., Salovey, P., & Caruso, D. (2002). Mayer-Salovey-Caruso Emotional Intelligence 

Test (MSCEIT). Ontario: Multi-Health Systems Inc.  

McLaughlin, M. (2000). Community counts: How youth organizations matter for youth  

development. Washington, DC: Public Education Network. 

Moffitt, T.E. (1993). Adolescence-limited and life-course-persistent antisocial behaviour: 

 A developmental taxonomy. Psychological Review, 100, 4, 674-701. Moriarty, P.,  

Parker, J. D. A., Stone, H., & Wood, L. M. (2005, June). Identifying the successful school  

administrator: Does Emotional intelligence matter? Paper presented at the annual  



Promoting intrapersonal qualities�����27�

meeting of the Canadian Psychological Association, Montreal, Quebec.  

Parker, J., Creque, R., Barnhart, D., Harris Irons, J., Majeski, S., Wood, L., Bond, B., &   

 Hogan, M. (2004). Academic achievement in high school: Does emotional   

 intelligence matter? Personality and Individual Differences, 37, 1321-1330. 

Petrides, K.V., Frederickson, N., & Furnham, A. (2004). The role of trait 

 emotional intelligence in academic performance and deviant behaviour 

at school. Personality and Individual Differences, 36, 277-293. 

Raskauskas, J., & Stoltz, A. (2007). Involvement in traditional and electronic bullying among   

 adolescents. Developmental Psychology, 43, 564-575. 

Riolli, L., Savicki, V., & Cepani, A. (2002). Resilience in the face of catastrophe: Optimism,  

 personality and coping in the Kosovo crisis. Journal of Applied Social Psychology, 32,  

 1604-1627. 

Roth, J., & Brooks-Gunn, J. (2003). What exactly is a youth development program? Answers  

 from research and practice. Applied Developmental Science, 7, 94-111. 

Salovey, P., Mayer, J. D., & Caruso, D. (2002). The positive psychology of 

 emotional intelligence. In C. R. Snyder & S. J. Lopez (Eds.), Handbook 

 of positive psychology (pp. 159–171). New York: Oxford University Press. 

Sarason, I.G., & Sarason, B.R. (1981). Teaching cognitive and social skills to high school  

 students. Journal of Consulting and Clinical Psychology, 49, 908-918. 

Schoon, I., & Bynner, J. (2003). Risk and resilience in the life course: Implications for  

 interventions and social policies. Journal of Young adults Studies, 6(1), 21-31. 

Song, I. S. & Hattie, J. (1984). Home environment, self-concept, and academic achievement: A  

 causal modeling approach. Journal of Educational Psychology, 76, 1269-1281. 



Promoting intrapersonal qualities�����28�

van Linden, J. A., & Fertman, C. I. (1998). Youth leadership: A guide to understanding  

 leadership development in adolescents. San Francisco: Jossey-Bass. 

Wechsler, D. (1999). Wechsler Abbreviated Scale of Intelligence. ON: Harcourt Assessment. 

Wood, L. M., Stone, H., & Parker, J. D. A. (2008, June). Successful School Leadership:  

Does Emotional intelligence matter? Paper presented at the annual meeting of the  

Canadian Psychological Association, Halifax, Nova Scotia.  

Woyach, R. B. (1996). Five principles for effective youth leadership development programs.  

Retrieved January 3, 2008, from  

http://leadershipcenter.osu.edu/Publications/L_Link/LL_1996/spr_96.pdf 

Woyach, R. B. & Cox, K. J. (1997). Principles for youth leadership development programs.  

Leadership Link. Columbus, OH: The Ohio State University Leadership Center 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



Promoting intrapersonal qualities�����29�

 
 
 
 
 
 
 
 
 
Table 1  
Description of BarOn Domains 
Domains         Descriptions 

 
Intrapersonal Evaluates the inner self (self-regard, emotional-self awareness, 

self-expression, assertiveness, independence, and self-
actualization) 

 
Interpersonal Measures social awareness and interpersonal skills and 

functioning, such as empathy, social responsibility, and 
interpersonal relationships 

 
Stress Management Measures ability to withstand stress without losing control 

(emotional management and regulation, stress tolerance, and 
impulse control) 

 
Adaptability Examines how successfully one can cope with environmental 

demands by understanding and solving problematic situations 
 
Total EQ Provides an overall emotional intelligence score encompassing all 

of the previous domains 
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Table 2 
Description of Multidimensional Self-Concept Domains 
Domains         Descriptions 

 
Social Skills Measures social competence related to interactions with others 
 
Competence Evaluates success/failure in attainment of goals and effective 

functioning within one’s environments 
 
Affect Assesses recognition of affective behaviors 
 
Academic Measures academic achievement and skills in other school-related 

activities 
 
Family Evaluates competence related to interaction with family members 
 
Physical Assesses physical attractiveness and prowess 
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Table 3                   

Scores on the BarOn EQ-i:S Across Testings for Control and Treatment Group  

� �

 
Control 

 
Treatment 

BarOn EQi:YV Pre Post 1 Post 2 Post 3   Pre Post 1 Post 2 Post 3 

� Mean 

Intrapersonal 95.1 99.5 97.7 97.2  96.0 106.4 105.9 106.0 

Interpersonal 90.3 97.0 96.1 92.8  94.4 106.4 101.3 99.5 

Stress 
Management 

83.2 99.0 94.8 98.5  86.2 99.6 96.0 99.2 

Adaptability 92.7 92.2 98.1 94.5  96.6 99.1 101.5 98.6 

Total EQ 86.6 96.3 96.8 95.9  91.2 106.2 103.7 103.8 

� Standard deviation 

Intrapersonal 11.9 15.0 13.4 13.4  11.2 11.7 12.1 12.7 

Interpersonal 16.5 16.5 15.1 14.0  13.5 11.9 13.8 14.9 

Stress 
Management 

13.7 8.2 8.2 8.7  14.7 9.1 10.8 9.4 

Adaptability 14.4 9.8 12.5 9.4 � 14.3 8.0 9.6 11.0 

Total EQ 13.4 10.8 11.1 10.3   12.9 10.3 12.6 13.2 
�

�

�

�

�

�

�

�

�

�
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Table 4                   

Scores on the MSCS Across Testings for Control and Treatment Group  

� �

 
Control 

 
Treatment 

MSCS Pre Post 1 Post 2 Post 3   Pre Post 1 Post 2 Post 3 

� Mean 

Social 99.3 99.6 100.5 98.3  97.5 106.3 106.7 111.5 

Competence 95.0 97.9 94.7 96.2  96.5 107.2 105.6 107.4 

Affect 97.8 99.2 98.7 99.1  98.6 110.6 108.1 111.5 

Academic 97.5 98.9 100.6 102.4  96.4 104.6 106.3 107.1 

Family 102.3 102.3 102.8 100.8  96.2 103.4 102.4 102.7 

Physical 97.1 98.1 97.3 100.8  92.0 100.9 101.0 105.0 

Total 98.1 98.9 98.8 100.8  95.6 106.4 104.0 107.6 

� Standard deviation 

Social 10.6 11.6 10.5 16.6  13.1 15.9 17.9 17.9 

Competence 10.3 12.6 12.5 16.4  16.4 15.4 18.7 21.0 

Affect 10.4 9.5 11.6 12.7  16.3 16.1 19.2 19.9 

Academic 9.2 9.9 10.9 10.6  14.4 13.0 14.5 16.5 

Family 13.2 12.4 13.2 15.6  13.8 13.4 16.3 16.5 

Physical 12.7 12.7 13.7 13.0  18.3 17.0 17.9 20.0 

Total 9.5 11.2 10.2 12.4   15.2 15.1 18.6 20.3 
�

�

�

�

�

�

�

�
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Table 5                   

Means and Standard Deviations on the BarOn and MSCS After the Booster Session 

�

 

Control                     Treatment Without Booster         Treatment With Booster 

________                 _______________________       _____________________ 

                                                Mean 
BarOn       

Intrapersonal    97.7   104.6  107.1  

Interpersonal    93.1   98.7  100.1  

Stress                98.4 

Management  

  101.2  97.5  

Adaptability      94.2   99.4  98.0  

Total                  96.0   104.0  103.7  

MSCS       

Social                 98.2   108.5  110.5  

Competence       96.4   108.1  105.0  

Affect                 98.6   109.8  107.9  

Academic           97.8   104.8  105.1  

Family                97.9   101.2  101.9  

Physical              97.0   109.3  100.1  

Total                   97.6   107.4  104.1  

Standard deviation 

BarOn       

Intrapersonal      14.3   11.5  13.7  

Interpersonal      14.5   14.4  15.5  



Promoting intrapersonal qualities�����34�

Stress                  8.4 

Management  

  10.2  8.7  

Adaptability        9.9   11.7  10.7  

Total                    11.6   13.9  13.0  

MSCS       

Social                   14.8   18.1  19.6  

Competence         15.2   19.9  21.9  

Affect                   12.1   19.7  21.1  

Academic             12.3   15.2  17.0  

Family                  14.5   15.4  17.1  

Physical                13.2   17.4  19.1  

Total                     12.9   19.4  21.4  

�

�
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