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Abstract
Given the number of negative influences on Canagoarth and the resultant potential for
adverse outcomes, it is crucial to support thegitpe development. Leadership training
programs are one way to promote the developmentremgtenance of adaptive intrapersonal
gualities (e.g., high self-concept, self-awarensel;esteem, emotional intelligence, and
resiliency) that accrue long-term positive outconTése Teen Leadership Breakthrough program
(TLB) is a two-and-a-half-day program offered bypRart Leadership International that claims
to create sustainable changes in participants dged 18 years. This performance-based
program uses hands-on processes, experientiaitesj\direct instruction, and feedback to teach
leadership skills such as public speaking, comnatinn, and self-awareness. The purpose of
this study was to conduct an evaluation of the P&gram to measure its efficacy in
developing intrapersonal skills in 77 grade 10 ahdtudents. Participants were randomly
assigned to a control or treatment group. Assessafeamotional intelligence and self-concept
occurred prior to the intervention, immediatelyeafthe intervention, six weeks following the
intervention, and six months following the intertien. Results indicated that the TLB program
created sustainable changes in intrapersonalpignteonal, and adaptability emotional
intelligence, and competence and affective seleeph Although these results are encouraging,
further research is needed to investigate the tefegess of the TLB program for additional
demographic groups (e.qg., at-risk and gender- and-sconomic status-specific populations)

and to examine how the TLB program can influenéeedint outcomes.
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Promoting Intrapersonal Qualities in Adolescentglkation of Rapport’'s Teen Leadership

Breakthrough Program

Today’s youth encounter numerous challenges awd tii@erse needs. As a result,
adolescence, a time when extensive physical, s@eidl cognitive changes occur, can be an
extremely difficult time (Ebata, Petersen, & Conded90). In addition to these maturational
changes, other factors, such as negative familamhes, peer problems, access to dangerous
substances, and high-risk behaviours often contituthe difficulties youth experience (Roth
& Brooks-Gunn, 2003). In fact, it is during adoleece when as many as 80% of youth engage
in antisocial behaviours such as drug and alcobel(offitt, 1993). Furthermore, bullying is a
frequently occurring problem among adolescentsahatdisrupt their social-emotional
development (Frisen, Jonsson, & Persson, 2007;dRakks & Stoltz, 2007). In addition, the
transitions required during adolescence such asnganto adulthood can pose challenges for
already vulnerable individuals (Ebata et al., 19@¢arly, there is cause for concern due to the
vulnerability of youth in today’s society.

The long-term forecast for youth is not entirelgdi, however. Research has suggested
that positive youth development is linked to sgeabntexts and skill. For instance, Granger
(2002) outlined four factors that contribute to i well being: a.) supportive relationships
with peers and adults, b.) academic and task spe&ills, c.) relational skills, and d.)
developmentally appropriate limits. Further reskdras demonstrated that protective intra-
personal factors such as emotional wellness, sslirance, and life satisfaction can promote
optimistic and adaptive skills and behaviours intyo(e.g. Riolli, Savicki, & Cepani, 2002;
Schoon & Bynner, 2003Moreover, emotional intelligence (EI), which camsist of

behavioural dispositions and self-perceived emaliabilities (trait-based EI) or performance-
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based social and emotional abilities (ability-bak&d has been shown to be associated with
emotion regulation, resiliency, social interactioasd life satisfaction (Ciarrochi, Chan, &
Caputi, 2000; Edward & Warelow, 2005; Lopes, Sajp¥eote, & Beers, 2005; Mayer, Salovey,
Caruso, 2002). According to Bar-On (1997), traisddh El represents competencies and skills
that influence individuals’ ability to succeed pite of significant environmental demands and
pressures. Therefore, it is generally thought tth@tdevelopment of these inter- and intra-
personal abilities will enhance youths’ successdacational, social, vocational, and
psychological domains of life (Masten, Burt, Roism@bradovi, Long, & Tellegen, 2004).
Consequently, it is important to investigate fastihrat contribute to the development of El
because these qualities may encourage positivédapeuent and leadership in youth.

Teen Development Programs

There are numerous interventions, activities, afiding programs aimed at helping
youth through the challenges of adolescence byldewg intra- and interpersonal skills. One
prevalent and positively-focused approach thatdegs adopted in many schools, community
centres, and private training facilities involveadership training. Structured leadership
programs typically attempt to help ease the stwésslolescence by developing positive qualities
such as El, self-esteem, self-awareness, and aelidence (Conner & Strobel, 2007). Some
programs have been successful in reaching thes;assearch has shown that youth who
participate in leadership programs report improvetsien crucial intra-personal skills, such as
learning to set goals, manage time, and regulatgiens, and interpersonal abilities, such as

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

Increased awareness of the importance of engagiutip yn the development of

leadership skills has led to the emergence of ymaitiership programming. Leadership is
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complex and, therefore, has been characterizeevieral ways. For example, more traditional
approaches to leadership focus on individual charistics, perceptions, and behaviours
(Hollander, 1978; Lord, Brown, & Freiberg, 1999haeveas more recent approaches include
social processes (Dachler, & Hosking, 1995), seftection (van Linden & Fertman, 1998),
collaboration, and decision-making (DesMarais, Y,aéararzanehkia, 2000; McLaughlin, 2000;
Woyach, 1996). Yet, despite variability and incatency in operationalizing the construct of
leadership (Conner & Strobel, 2007; Martinek, Secigl & Hellison, 2006), most researchers
generally agree that effective leadership is dependn both intrapersonal and interpersonal
competencies (Bass, 1990; Conner & Strobel, 20R&3earchers also generally agree on the
factors that typify effective leadership programas.illustrate, Woyach and Cox (1997) outlined
12 principles of effective leadership programmiaghelp youth learn specific knowledge and
skills related to leadership; b) enable youth tdarstand the history, values and beliefs of their
society; c) facilitate the development of indivilerengths and leadership styles; d) facilitate
the development of ethics, values, and ethicaloraag; €) promote awareness, understanding,
and tolerance of other people, cultures and sesigf) embody high expectations of, confidence
in, and respect for the teens served; g) emphagjzeriential learning and provide opportunities
for genuine leadership; h) involve young peoplsenvice to others, to their community, their
country and their world; i) facilitate self-refleah and processing of learning both individually
and cooperatively; j) involve youth in collaboratiexperiences, teamwork and networking with
peers; K) involve youth in significant relationskiyith mentors, positive role models, or other
nurturing adults; and I) state clear developmemppses and goals.

Recently, Roth and Brooks-Gunn (2003) explored#isearch literature in this area and

surveyed leaders of highly regarded youth developmpegrams. They determined that the
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most effective youth development programs generaliye three defining characteristics:
program goals, atmosphere, and activities. Theg #tat program goals represent the leaders’
beliefs that the program can prevent high-risk b&has and build competencies and skills. The
program’s atmosphere includes the leaders’ behavatdtitude, and expectations, and the
supports and empowerment provided. Finally, thg@m’s activities have an integral role in
promoting positive outcomes. Program leaders itddccéhat the most important activities in
their programs were life skills training, socialllsktraining, leadership training, and recreationa
activities.

Several experiential-based youth leadership dewabop programs exist but most are not
empirically validated. Outward Bound is one notaiteeption. This adventure-based education
program combines outdoor activities (e.g., cangeiitigng, and mountaineering) with the
challenge of completing obstacles, working coopest, and developing leadership skills.
There have been numerous empirical studies exagihaefficacy of Outward Bound courses.
One meta-analysis of Outward Bound evaluationsddbat following participation in an
Outward Bound course, immediate, short term, and-term gains in self-concept, leadership,
academics, personality, interpersonal skills, aeglrd for adventure were all present (Hattie,
Marsh, Neill, & Richards, 1997).

Other empirically validated programs are focusedb(Bagshaw, 2000; Chapman,
2004; Copper, 1997). These El development progeamslso based on experiential learning
and have been found to be effective in the devedsraf emotional abilities (Jordan,
Ashkanasy, Hartel, & Hooper, 2002). One of the madely known EI training programs is

Swinburne’s Emotional Intelligence Program. Thisgram, developed in Australia, contains a
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series of workshops designed to enhance studehtésidpersonal management skills and by
extension augment academic and career success.

Most youth development programs are not validatediecally, however, and there is
very limited evidence of their capacity to prodlmeg-term gains (Allio, 2005). One such
program is Teen Leadership Breakthrough (TLB), tigpexd by Rapport Leadership
International. Two theories guided its developm@&igsser’s reality therapy based on choice
theory (Glasser, 1965) and Maslow’s hierarchy adse(Maslow, 1954). Reality therapy has a
cognitive focus and aims to help individuals depeddbetter future by looking at the present
instead of the past. It emphasizes decision-makmuptaking control of one’s life and
responsibility for one’s decisions. Maslow’s hietay of needs encompasses five levels of basic
needs that individuals must satisfy (igurvival needs, safety and security, love and
belonging, and self-este¢mefore they can meet their growth need to selfaize (i.e.to
find self-fulfillment and realize one's potential).

The processes and activities that make up the ToBrpm reflect these two theoretical
orientations. To illustrate, program goals thale@fchoice and motivation theory include
establishing a more focused sense of directioriandetting and pursuing goals, viewing failure
as an opportunity to improve, becoming aware ofosgengths and challenges, taking control,
being accountable for one’s actions and decisiand,working collaboratively. Processes
associated with these goals included learningeggias for focusing and relaxing, receiving and
giving feedback, engaging in public speaking (iredjvidually and in small groups), reflecting
on one’s TLB experiences and relating them to peaklife experiences and future, and
identifying values, learning strategies for focgsand relaxing, and receiving and giving

feedback. Finally, activities related to these psses included giving a 90 second speech on the
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importance of being punctual, giving a one minates pitch for a product they created using a
wooden object, teaching participants about Chi/Kefgy so they learn that even in times of
high energy or distractions they can focus and eotrate on a target tasks, and building team
work skills and trust initiative through activitissich as the trust fall. Overall, the goals,
processes, and activities of the TLB program inelaust elements of successful youth
development programs. Moreover, this performanseth@rogram is rooted in theokhat is
lacking for professionals and institutions that htighoose to adopt this program,
however, is empirical evidence that the intendedaues are achieved, namely
improved intrapersonal and interpersonal sksédf-esteem, and self-confidence

Present Study

The primary purpose of this research was to evaltin TLB by comparing the
performance of treatment and comparison group&cArgdary purpose was to evaluate the
benefits of a booster class given 5 months follgwthre 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 longrtelevelopment of El skills in

youth?

2) Will the TLB program enhance the short- and lonmgatelevelopment of self-concept

abilities in youth?

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

self-concept abilities in youth?
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Methods
Participants

Seventy grade ten and 51 grade eleven studeatglaty a public charter school in a
large urban centre in Western Canada were eliffiblparticipation in this study. The sample
was drawn from a school of over 320 ninth to twetjtade students that emphasizes leadership
development. The student population at this schasl 60% first and second generation
Canadians of Indian or East African origins, 30%u€&zsian, and 10% other. Further, over 40%
of the high school’s students come from a homehiciwEnglish is not the primary spoken

language and 15% of these students qualify foriEmgls-a-second-language funding.

Participant eligibility was restricted to those hwvdverage to above average intelligence,
as measured by the Wechsler Abbreviated Scalad@fiyence WAS| Wechsler, 1999).
Consent to participate was received for 77 stud@hts42 for tenth grade arid = 35 for
eleventh grade; 35 males and 42 females). The istpaeticipants had a mean age of 16.1 years
(range 14.2 — 18.3) at the time of pre-testing. Mean 1Q score was 1025 = 9.2) and
ranged from 85 to 120. Overall, there were 71 p@ints who displayed scores in the average

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

Participants were assigned to either a treatmeodmirol group, using a random number
table. The control group consisted of 36 studendsthe treatment group included 41 students.
Finally, of the 41 students in the treatment grdipwere 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 aneiaeined eligibility for the
study. This instrument is brief, nationally stardiaed, reliable, and valid and can be used on
individuals aged 6 to 89. It yields verbal, perfame, and full-scale 1Q scores; however, only
the full scale score was used in this study. It imdss/idually administered in approximately 45

minutes.

The Bar-On Emotional Quotient Inventofijhe Bar-On Emotional Quotient Inventory-
Youth Short Version (BarOn EQ-I:YV; Bar-On & Park@000) is a reliable and valid self-
report measure designed to assess key aspectotbdeally intelligent behaviour in children
and adolescents (7-18 years). As described in Thlilee BarOn EQ-I:YV measures one’s
potential for performance or success in five braaghs: a) Intrapersonal, b) Interpersonal, c)
Adaptability, d) Stress Management, and e) Total El

Insert Table 1 about here

The BarOn EQ-I:YV consists of 30 items that utiled-point likert scale. Response
options range from “not true of me” to “very muche of me.” Higher scores indicate higher
emotionally intelligent behaviour, positive mooddgpositive impression. Standard scores for
the BarOn EQ-1:YV have a mean of 100 and a StanDardation of 15. Standard scores
between 90 and 109 (average range) refer to adequaitionally intelligent abilities and
behaviours, whereas those between 80 and 89 (logeyand 110 and 119 (high range) signify
underdeveloped and well developed emotionally ligeht behaviours and abilities respectively.
They can also fall within the very high range (betw 120 and 129), the markedly high range

(130 +), the very low range (between 70 and 79),tae markedly low range (under 70).
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The Multidimensional Self-Concept Scdlbe Multidimensional Self-Concept Scale
(MSCS; Bracken, 1992) is a standardized, reliabtbalidinstrument that assesses global self-
concept and self perceptions. It includes six dosghat are considered important in the social
and emotional adjustment and development of yontha@olescents (9-19 years). As outlined in
Table 2, the six domains assessed by the MSCS&)p8acial skills, b) Competence, c) Affect, d)
Academic, e) Family, and f) Physical. It is a gejport measure in which respondents are asked
to reply to a simple declarative statement by igcbne of the four alternatives (strongly agree,
agree, disagree, or strongly disagree) that thegueebest describes them. Scores are reported
as standard scores (M = 100, SD = 15) or as T s¢Me= 50, SD = 10). In addition,
performance can be described by classificationrgasms, percentile ranks, and relative and
normative scale strengths and weaknesses.

Insert Table 2 about here

Procedure

Paticipants were recruited through their high schmplnformation distribution by
school personnel and, subsequently, through wordaafth. After teacher, parental, and student
informed consent was obtained, eligibility was bbshied using the WASI, which was

individually administered to all student participguduring school hours in the school building.

Once the inclusionary criterion was met, the pst-teas conducted with treatment and
control group participants using the MSCS and taed® EQ-I: YV. All testing sessions were
conducted by two independent researchers and ectduring regularly scheduled class time
and took approximately 60 to 90 minutes to compl€ke order of assessment administration

was randomized between testing sessions to elinorder effects.
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The treatment group participated in the TLB programich occurred over a two and a
half day period at a rented facility, where alltgapants remained for the duration of the
training. Certified trainers led the program. Traginvolved a focus on program goals and
criteria, as well as processes thought to suppaiak emotional and personal growth

development.

Immediately after the intervention, the treatmeamd aontrol groups completed the
second testing sessions (Post 1), which involvedg#me instruments and protocol as the pre-
test session. Six weeks following the intervenaother round of testing occurred (Post 2)
implementing the same procedures and materialseasutbbsequent sessions. Five months after
the initial intervention, a subsample of studeetseived a booster training session that took
place at a rented facilitypur aim was to compare the performance of thissailwf workshop
participants to the other sub-set of workshop pigeints who did not attend the booster class.
Following the booster, and six months after thgahintervention, the final testing session
occurred (Post 3). Both the control group and teatinent group, consisting of those with the
booster training and those without, completed #rmeesassessment instruments under the same

conditions as the previous testing sessions. Riffetest forms were used across test times.
Data Analysis

To determine the effectiveness of the TLB programe;tests scores of the treatment and
control group on the measures were compared t@s@or post-tests 1, 2, and 3. Data were
analyzed using a repeated measures multivariatgsiaf variance (MANOVA) analyzing the
differences between pre- and post-test (Postdn@ 3) scores. Descriptive discriminate analysis
(DA) post-hoc analyses were done to determine wtliierences between testing sessions were

present. For the final post-test, the treatmentigreas split into those that did and those that did
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not receive the booster session and t-tests werducted to determine if responses differed
between those who did and did not complete thetbogsssion.

Results

The mean and standard deviation data for the dofiNre 36) and treatment participants
(N=41) on BarOn EQ-I:YV over the four testing 9ess are presented in Table 3. Similarly,
Table 4 presents the means and standard deviatoRESCS over the four testing sessions. A
significance level of 0.05 was set for all companis.

Insert Tables 3 and 4 about here

Emotional Intelligence

A repeated measures MANOVA was computed to comiharéreatment and control
groups on several domains of El, as measured bBdh@n EQ-I:YV across the four points in
time. Thus, this analysis demonstrates the effeGroup and Time and the interaction between
these factors on each of the domains on BarOn EQ-IFirstly, significant main effects for
Group were revealed for participants’ Total Hex(13.5 df= 1, p<.001), Intrapersonal EQ-(
= 6.9 df=1, p=.01), Interpersonal EG-E 5.3 df=1, p=.02), and Adaptability EQH= 4.6
df = 1,p=.04). The small to medium effect sizes (Cohe&irs-.6; -.5; -.4; -.4 for total EQ,
intrapersonal EQ, interpersonal EQ, and adaptglithk) respectively) suggest that there likely is
a difference in EIl performance between the pawicip in the control and treatment group.
Analysis of the means for these subscales demdestitzat the treatment group outperformed
the control group. Secondly, there were significaain effects for Time on all BarOn EQ-1:YV
scales. Total EQ (Wilks’ Lambda = B3, 68)= 16.1, p< .001), Intrapersonal EQ (Wilks’
Lambda = .7F (3, 68)= 8.1, p<.001), Interpersonal EQ (Wilks’ Lambda =F5(3, 68)= 13.0,

p < .001), Adaptability EQ (Wilks’ Lambda = .8,(3, 68)= 5.0, p =.004), and Stress
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Management EQ (Wilks’ Lambda = F (3, 68)= 12.2 p< .001) all showed significant
differences. These results indicate that the ppdits scored differently between at least one of
the testing sessions.

To determine at which testing the significant diéieces between the control and
treatments occurred, post hoc descriptive DAs wereputed. The standardized discriminant
function coefficients were computed to indicate plaetial contribution, or the importance of
group to the discriminant function. Structure caedints were also computed to indicate the
simple correlations between the variables and ib&ichinant function. A level of .4 was
used as a cut-off score and had to be obtainedtmtbe standardized and structure coefficient
tables. The results of the DA show that participapérformance on Total EQ and Adaptability
EQ were better than4 on both the standardized and structured coeffisianPost 1. This
suggests that the treatment group’s Total EQ arapfedbility EQ were only significantly greater
than that of the control group at the first post-{€ohen’sd = -.7 and -.9 for Adaptability and
Total EQ respectively). On Intrapersonal EQ, pgyéints’ performance was greater thath at
Post 2 (Cohen’d = -.6) and 3 (Cohen’d = -.7), suggesting that the treatment group did not
show significant differences from the control grauplintrapersonal EQ until Post 2 and this
difference was maintained at Post 3. Participgmgsformance on Interpersonal EQ was greater
than .4 at Post1 (Cohend=-.7) and 3 (Cohen’d = -.5), indicating that the treatment
group’s Interpersonal EQ was significantly bettert the control groups immediately after the
intervention and six months after the intervention.

Self-Concept
Another repeated measures MANOVA compared thentresat and control groups’

scores on the subscales of the MSCS at four diffgreints of time, to determine the effect of
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Group and Time and interactions between the facRgnificant main effects for Group were
found for Competence self-concept (SEX(5.5, df = 1, p=.02) and Affect SCK= 6.5, df =
1,p = .01). The medium effect sizes (Cohed’s -.5; -.6 for competence and affect SC
respectively) suggest that there likely is a dédfere in self-concept between the participants in
the control and treatment grodfhis indicates that which group the participanbbgled to
significantly influenced the participants’ compeaterand affect, as measured by the MSCS. A
review of the means reveals that the treatmentppauformed better than the control group on
these two subscales. No other main effects of Gooutne MSCS were found. There were,
however, significant main effects of Time for To&C (Wilks’ Lambda = .7 (3, 49)= 7.7, p<
.001), Competence SC (Wilks’ Lambda =Ff3, 61) = 9.9,p < .001), Affect SC (Wilks’
Lambda = .7F (3, 58) = 8.0, p< .001), Social SC (Wilks’ Lambda = F,3, 61)=7.2,p<
.001), Academic SC (Wilks’ Lambda = 6,3, 55)= 10.3 p <.001), and Physical SC (Wilks’
Lambda = .6F (3, 55)= 10.3 p< .00J). Family SC was the only insignificant main effect fo
Time (Wilks’ Lambda = .9F (3, 50)= 1.5, p =.22). Additionally, there were significant
interactions between Group and Time for Compet&Cd- (3, 61) = 4.6p = .006) and Affect
SC F (3, 58)=5.1,p =.003), indicating that the treatment group penfed better than the
control group in these areas at all three poss-test

Post hoc descriptive DAs were used to determimnehath testing the significant
differences between the control and treatmentsroeguThe results revealed that participants’
performance on Competence SC was better tianon both the standardized and structured
coefficients at all three post-tests (Cohah*s-.7; -.7; and -.6 for post 1, 2 and 3 respecyivel
This indicates that the treatment group’s compeatevas significantly greater than that of the

control group immediately after the interventiordhis difference was maintained at 6 weeks
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and 6 months post intervention. For Affect SC, ipgrants’ performance was greater
than .4 at Post 1 (Cohend=-.9) and 3 (Cohen'd = -.7), indicating that the treatment
group’s affect was significantly better than thatrol groups immediately after the intervention
and six months after the intervention.
Booster Group

An analysis of variance with Bonferroni post ho@swomputed to compare scores on
the BarOn EQ-I:YV, and MSCS at the final post-festthe control group and treatment
participants who did and who did not receive thedber training session. A significance level of
0.05 was set for each group of comparisons. Thdtsa®vealed that the treatment group that
received the booster session performed signifigdogtter than the control group on
Intrapersonal EQR= 3.6, df = 2, p=.03, Cohen’sl = .7) and Social S~(= 4.2 df=2,p=
.02, Cohen'dd = .7), indicating that the booster session helpgthece the participants’
intrapersonal El skills and social self-concept.rétiver, the treatment group that did not receive
the booster session performed significantly bettePhysical SC than the control groép= 3.4,
df =2, p =.04, Cohend = .8). (See Table 5 for the means of the boostéma-booster group

on El and self-concept).

Insert Table 5 here

Discussion

The results showed that EI and self-concept @&slitan be enhanced through short-term
leadership trainingBased on our results, the TLB program effectivalyreases a number of
intra- and interpersonal skills, as measured byBdr®©n EQ-1:YV and MSCS, in adolescents
who participated in it, compared to adolescents didaot receive this leadership training.

Overall, treatment participants’ report of theirdfld self-concept significantly improved
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compared to control participants in the followingas: Total EQ, Intrapersonal EQ,
Interpersonal EQ, Adaptability EQ, and CompetenCead Affect SC. We also found that the
treatment group’s Total EQ and Adaptability EQ adlas their Competence and Affect SC
were significantly better than the control grougtdost 1. This indicates that directly after
receiving the training, students reported an irsedaability to adapt and respond to change and
difficulties, effectively problem-solve, understaandd expression of their own and others’
feelings, and reflect positively and optimisticadligout themselves, goal attainment, and life.
These findings may be associated to the processkadivities included in the TLB program.
The program challenges youth to engage in actsvthat are new and out of their comfort level
and teaches them that failure is based on critsreyesult of inaction, and is an opportunity to
do improve and do better.

The participants who received the booster traimmgroved significantly on
Intrapersonal EQ and Social SC. However, partidiparno initially received the training but did
not participate in the booster session outperfortheadontrol group. Thus, the booster session
did not further promote the development of the mj@f El and self-concept abilities.

The findings related to changes in El are impdrtetause El includes the number of
intra- and interpersonal skills that are needefdation successfully in school, work, and life.
For example, EI encompasses abilities necessavpiio effectively in a team, continue to
develop skills, adapt to new situations, and maragetions (Bar-On, 1997). Moreover, El and
leadership qualities have been shown to be rel&edent research has shown the relationship
between leadership qualities and El in school jgrads and superintendents (Parker, Stone, &
Wood, 2005; Wood, Stone, & Parker, 2008). Downapdgeorgiou, and Stough (2006)

determined that females displaying effective leskligrbehaviours were also more likely to
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display higher levels of El than females with feweadership behaviours. They also found that
they were able to predict leadership skills bagetewels of EI. Similarly, another study found
that leaders with higher EI had better relationshyith colleagues and their colleagues reported
that they were more effective leaders (Gordan, pdd8ally, Chan (2007) determined that the
ability to manage and regulate one’s emotions wasfeantly related to leadership
competencies such as self-efficacy, social slgibs| setting, and flexibility. Thus, it is not
surprising that the TLB program, which is desigtedevelop leadership skills, resulted in
improved El scores.

The findings from this research are important beedhey illustrate that adolescents may
profit from leadership training in the short- aotd-term. Positive effects in several El and self-
concept abilities were maintained over time. Theetlgpment of intra- and interpersonal skills is
essential in youth because they have been assbwidatesocial and emotional adaptation
(Salovey, Mayer, & Caruso, 2002), day to day fusratig in various environmentsliénsen,
Giacoletti, & Nangle, 1995gnd academic performance (Harris, Majeski, WoodB&

Hogan, 2004; Parker, Creque, Barnhart, Petridesidfickson, & Furnham, 2004). Self-concept
has also been demonstrated to have a direct amdahdffect on academic achievement (Song
& Hattie, 1984).

There are a variety of activities included in tHeBTprogram developed to improve
participants’ ability to work productively within group, to be a productive member of a team,
and to manage emotions in a cooperative way. Ngrisingly, these group-based activities had
a significant impact on interpersonal EQ. In faetst research has used ElI competencies to

develop cooperation skills and teamwork (Golem&35).
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There are a number of possible reasons why the@rbBram was effective in improving
El. First, participants had many opportunitiesebearse and practice what they learned and they
gave and received constant feedback on their pedioce from and to the trainers and peers.
This extrinsic feedback may have helped to devepawareness and self-regulation, as well
as help youth be more open to feedback and moreshenth their peers. Second, the nature of
the processes and activities within the TLB progcdrallenged participants to be adaptable. For
example, activities constantly changed and thensitg of assignments and tasks varied so that
the participants were unable to anticipate whatldibappen next and, instead, had practice
facing the unexpected.

The activities that encompassed the TLB prograneweands-on and involved learning
by doing. The program’s use of experiential andgfarmational learning techniques appears to
have been an effective approach in developing-i@ind interpersonal skills. This is not
surprising given that adolescents have typicabpomded positively to behavioural techniques,
such as modelling and role-playing, in the fadilita of social and cognitive skills (Sarason &
Sarason, 1981). Successful social skills prograamne frequently used modeling, rehearsal,
feedback, and praise and have focused on skills @sicommunication, assertiveness, and
problem-solving (Hansen, MacMillan, & Shawchuck9@9Hansen, St. Lawrence, & Christoff,
1989; Kirkland, Thelen, & Miller, 1983). The TLB @gram focused on many of these same
areas and engaged in similar processes and agdiviti

In summary, then, the results of the current stu@yconsistent with research
demonstrating that experientially-based youth dgwalent programs that focus on life skills,
including leadership, lead to more positive relasioips, behaviours, self-concepts, and self-

esteem (Hedin, 1983). These programs have alsogbesyn to enhance decision-making, social
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skills, interpersonal strategies, and self-regatafHamburg, 1989). Therefore, this study
provides further support for the notion that batmo&onal and social intelligence can be taught
and are important aspects of leadership skill agraknt (Kobe, Reiter-Palmon, & Rickers,
2001).

Although the findings are promising, they musb&interpreted with caution. Our small
sample size and selection of schools limits theegdizability of these results. That is,
participates attended only one school and leadessdilis were woven throughout the school’s
program of studies and extracurricular activitiglsus, these participants might not be
representative of other grade 10 and 11 studer@suada or North America. In addition, the
school is marketed on the basis of its leadersmphasis and so, it is possible that students enrol

in the school because of their interest leadership.

Another inherent problem stems is that participargse not blind to treatment. It is
possible that students who took part in the TLBypan might have felt positive about the
intervention and responded more optimistically affdmatively on the assessment measures. In
contrast, students who were randomly assignedetadhtrol group might have felt negative and
responded less optimistically and affirmatively.dittnally, participants may have partially
determined what was expected or being evaluated thi first post-test, resulting in potential

contamination of the results.

The results of this program evaluation suggesh#es for future research and indicate
directions that further study of the TLB progranosh take. First, evaluations need to be
conducted using a variety of student populatiomsduding at-risk populations and those with
social-emotional difficulties. Second, gender asslyvould further help to determine whether

the program’s effectiveness is associated withggreler of participants. Moreover, the
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relationship between intelligence and emotional4dweing should be examined to determine if
intelligence plays a mediating role in the programapacity to foster El and self-concept.

Lastly, evaluation of more skills areas that thé8Tarogram aims to improve should be
conducted. A process-based evaluation of the pnogractivities would provide valuable
information concerning which activities are linkiedspecific outcomes such as improvements in
stress management and communication. Pending fuietladuation, the TLB program may be
recognized as an effective program for promotingth® development in a number of intra- and

interpersonal domains.
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Table 1
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Description of BarOn Domains

Domains Descriptions

Intrapersonal Evaluates the inner self (self-reganabtional-self awareness,
self-expression, assertiveness, independence gifrd s
actualization)

Interpersonal Measures social awareness and inserpad skills and

Stress Management

Adaptability

Total EQ

functioning, such as empathy, social responsibittyd
interpersonal relationships

Measures ability to withstamedstwithout losing control
(emotional management and regulation, stress toderand
impulse control)

Examines how successfully one can oojile environmental
demands by understanding and solving problemadtiatsdns

Provides an overall emotional intelligescere encompassing all
of the previous domains
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Table 2

Description of Multidimensional Self-Concept Domsin

Domains Descriptions

Social Skills Measures social competence relatédtévactions with others

Competence Evaluates success/failure in attainofegdals and effective
functioning within one’s environments

Affect Assesses recognition of affective behaviors

Academic Measures academic achievement and skiither school-related
activities

Family Evaluates competence related to interadtibim family members

Physical Assessgmysical attractiveness and prowess
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Table 3
Scores on the BarOn EQ-i:S Across Testings for @band Treatment Group

Control Treatment

BarOn EQi:YV Pre Post 1 Post2 Post3 Pre Post 1 Post2 Post3

Mean
Intrapersonal  95.1 99.5 97.7 97.2 96.0 106.4 105.906.0
Interpersonal 90.3 97.0 96.1 92.8 94.4 106.4 101.3€9.5
fﬂt;izzemem 83.2 99.0 948 985 86.2 99.6  96.0  99.2
Adaptability 92.7 92.2 98.1 94.5 96.6 99.1 101.5 8.69
Total EQ 86.6 96.3 96.8 95.9 91.2 106.2 103.7 803.
Standard deviation

Intrapersonal 11.9 15.0 13.4 13.4 11.2 11.7 121 271
Interpersonal 16.5 16.5 151 14.0 13.5 11.9 13.8 491
I\Sﬂt;‘:]zz oment 137 82 82 87 147 91 108 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 ControlTaedtment Group

Control Treatment
MSCS Pre Postl Post2 Post3 Pre Post1l Post2 Post3
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 1056 1074
Affect 97.8 99.2 98.7 99.1 98.6 110.6 108.1 1115
Academic 97.5 98.9 100.6  102.4 96.4 104.6  106.3 7.110
Family 102.3 102.3 102.8 100.8 96.2 1034 102.4 2.10
Physical 97.1 98.1 97.3 100.8 92.0 100.9 101.0 .QL05
Total 98.1 98.9 98.8 100.8 95.6 106.4 1040 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 M&®the Booster Session

Control Treatment Without Baost ~ Treatment With Booster
Mea
BarOn
Intrapersonal 97.7 104.6 107.1
Interpersonal 93.1 98.7 100.1
Stress 98.4 101.2 97.5
Management
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  14.3 115 13.7

Interpersonal  14.5 14.4 155
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Stress 8.4 10.2 8.7
Management

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 145 154 171
Physical 13.2 17.4 19.1
Total 12.9 194 21.4
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