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Abstract

The Impact of Emotional Intelligence on the Academic Performance of At-Risk High

School Students 

By

Leslie D. Kvapil 

Dissertation Chair: Dr. Michael Risku 

The label of at-risk has become synonymous with a type of student who, 

due to factors beyond his or her control, would appear to be set up or at-risk for failure 

before ever having a chance to start learning. Many of these students come to schools so 

burdened by issues of poverty, language barriers, and dysfunctional families that 

attending to learning may seem more like a burden than an opportunity. Along with 

increasing numbers of students who are at-risk for failure and dropping out, educators 

must now also consider increased levels of state and national accountability requirements. 

This means an increased pressure on educators at all levels to find new ways to 

counteract the negative effects of at-risk factors while simultaneously improving the 

academic success of at-risk students.

The purpose of this study was to investigate the relationship between emotional 

intelligence and the academic performance of at-risk students. The 300 student 

participants in this study were both regular students ami students who have been labeled 

as at-risk, according to national standards and Texas state standards, and who are in 

danger of failing courses and dropping out from the traditional high school environment. 

This study also included 26 Math, English, and Science teachers. All participants took 

the Mayor Salovey Caruso Emotional Intelligence Test (MSCEIT). Student participants
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took the youth version—currently in data collection. To determine correlations between 

emotional intelligence and academic performance, quantitative analysis was performed 

using SPSS. Student course grades and standardized test scores in Math and English were 

correlated to MSCEIT scores. Correlations were also done using demographic data, 

attendance, and discipline referrals. The Mayor-Salovey four branch model of emotional 

intelligence was used as a basis for interpretation of data.

The findings of this study support the hypotheses that there is a correlation 

between emotional intelligence and the performance of at-risk students. In addition, the 

findings support a connection between the academic performance of non at-risk students 

and emotional intelligence, the correlation between teacher El and student performance, 

the correlation between verbal ability and emotional intelligence, and the predictive 

ability of emotional intelligence testing.
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1

Chapter 1: Introduction 

Context o f the Study

In secondary public schools all over America, educators are facing new 

challenges to educate high school youth. It has long been the goal of all educators to 

reach and teach every child so that students might reach their full potential. However, 

with increased national pressure and the implementation of the No Child Left Behind Act 

(NCLB) in 2001, this once virtuous goal has now become a mandate. Schools are being 

required to increase accountability and ensure that they are indeed reaching and 

educating every child in an equitable manner— regardless of the students’ level of 

readiness to learn.

While the goals of educators in the classroom and the legislators who created the 

NCLB act may ultimately be the same, increasing legislation, coupled with the complex 

needs of the current student population, has created a situation where reaching and 

teaching certain populations of children has become an imperative that is difficult to 

meet. Even with what most would consider substantial changes and improvements in the 

educational system over the past 25 years, there is an ever-growing portion of the student 

population that is not necessarily ready to meet the challenges of modem American 

schools.

A Nation at Risk

Beginning in the early 1980s a metamorphosis occurred in the American 

educational system. In 1981 T. H. Bell, the Secretary of Education, created the National 

Commission on Excellence in Education to study the effectiveness of American schools. 

In 1983, this commission released a report that gave a rattier bleak Anew of the American

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



2

educational system and focused attention on deficits in the academic achievement of 

American high school students. This publication entitled A Nation at Risk was a catalyst 

to bring to light many questions about the quality of an American education and the need 

to address the academic performance and future of America’s youth.

The stated mission of the 18 month study was to, “generate reform of our 

educational system in fundamental ways and to renew the Nation’s commitment to 

schools and colleges of high quality throughout the length and breadth of the land” (A 

Nation At Risk, 1983, f  3). The report discovered many deficiencies in the educational 

process and made nearly 40 recommendations for needed improvements in the areas of 

content, standards and expectations, time, teaching, leadership, and fiscal support.

Over the twenty plus years since the publication of A Nation at Risk report, many 

of the recommendations for change have been accomplished. High school courses, 

graduation requirements, and college entrance requirements have become more rigorous. 

The number of credits required to graduate has increased from 22 to 28 with Math, 

English, Science, and Social Studies being required all four years. Expectations and 

standards of content have increased and standardized testing has been added to provide 

for student accountability.

Teacher education programs and the certification process have also become more 

demanding. In the state of Texas, Teachers are now required to pass both pedagogy and 

content exams in order to receive initial certification and lifetime certificates have been 

replaced with limited term certificates that must be renewed every five years with proof 

of 150 hours of professional development. Nevertheless, there are still those who are 

concerned about the quality of teacher education programs and the need for additional
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reform. Arthur Levine, president of the Woodrow Wilson National Fellowship

Foundation and former president of the Teachers College at Columbia University, has

grave concerns about the quality of teachers being produced. While we are producing

teachers with subject-matter mastery, his four year study of university-based teacher

education showed an alarming trend that is producing teachers who are not prepared for

the non-academic expectations of the classroom.

Too many of these programs graduate inadequately prepared teachers.
Too many maintain low admission and graduation standards; their 
faculties and curricula are disconnected from school practices and 
practitioners; their alumni have not learned to teach in standards-based, 
accountability-driven schools; and accreditation does not ensure 
their quality. (Levine, 2007, p. 46)

While accountability has been raised by the No Child Left Behind Act, their definition of

a “highly qualified teacher” as a person with subject-matter mastery alone is not

sufficient to address the complexity o f needs of the at-risk student.

The changes in academic rigor for students and certification rigor for teachers

have all been made in an effort to provide quantifiable ways to assure ourselves that our

educational system is being effective. However, the one biggest change in American

schools that was not addressed or perhaps even anticipated by the Nation at Risk Report

was how the student population itself would change.

At-Risk Students

While the writers of A Nation at Risk did make some mention of at-risk students, 

it was only as a footnote in reference to the need for equality within educational 

programs. The reality o f the 1983 report was that because the system was flawed, every 

child was considered at-risk; the system, not the student population, was the issue of 

concern. The reality o f2006 is that the system has and continues to be improved through
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new teaching strategies, new policies and regulations for curriculum, more rigorous 

teacher certification requirements, and new tests of accountability for students and 

teachers alike. Nevertheless, the change to a more rigorous system, brought about by the 

Nation At-Risk Report (1983), has also been accompanied by a change of exponential 

proportion in the number of students who are more challenging, needy, and in danger of 

failure or dropping out of school. These at-risk students are appearing in classrooms in 

ever-growing numbers. According to Croninger and Lee (2001), “these students 

represent a sizable proportion of the high school population” (p. 569). By their estimates 

and census statistics for public schools, at-risk students account for roughly one-third of 

the student population in the United States. This statistic correlates with an average drop

out rate in US schools o f approximately 30%.

The label of at-risk has become synonymous with a type of student who, due to 

factors beyond his or her control, would appear to be set up or at-risk for failure before 

ever having a chance to start learning. Government organizations and teachers may have 

high expectations and lofty goals for students, but these students do not always share the 

same goals. In fact, most of these students come to schools so burdened by issues of 

poverty, language terriers, and dysfunctional families that attending to learning may 

seem more like a burden than an opportunity. According to Lamperes (1994), “at-risk 

students are in general systems toxic. They demonstrate a poisonous response to all 

forms of authority. They may be disconnected from society in general. Most have 

learned to manipulate the educational and legal systems, their parents, and the 

community” (p. 68).
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These challenging students are a growing part of the new face o f public education, 

but they are not the only challenge that educators face. Along with increasing numbers of 

students who are at-risk for failure and dropping out, educators must now also consider 

increased levels of state and national accountability requirements. This means an 

increased pressure on educators at all levels to find new ways to counteract the negative 

effects of at-risk factors while simultaneously improving the academic success of at-risk 

students.

Schools have tried to address the needs of these students by creating smaller 

learning communities and various forms of special and alternative education; however, it 

is beginning to become evident that even in the new and improved classrooms, the 

number of students who are not prepared to meet basic educational needs and who are at- 

risk of failing or not completing high school in the traditional educational system, may be 

reaching a critical mass. “Educators are challenged to educate all students at an even 

higher level of literacy to meet the demands of an internationally competitive global 

society, even though social factors cause increasing numbers of students to attend ill- 

equipped to learn” (Marlow & Inman, 2002, p. 3).

Traditional American schools, with their present singular focus on the cognitive 

needs of students, are beginning to feel that they are not able to keep up with and 

properly address the needs of students who are labeled as at-risk. It is true that schools 

have made significant changes by adopting many of the recommendations identified in 

the Nation At-Risk Report and adding new levels of rigor and accountability with the 

NCLB Act o f2001. However, the student population has also changed and these
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combined changes have made the challenges of educating today’s youth some of the 

toughest that have ever been faced in the history of U.S. education.

A Framework for Emotional Intelligence

With the increasing challenges of educating today’s high school student, it has 

become necessary to look beyond mere cognitive abilities and knowledge acquisition and 

find other ways to reach the teenage heart and mind. One such other way of reaching 

students is through the affective domain or what has come to be known as emotional 

intelligence (El). Although the concept of El can be traced back as far as John Dewey 

(1916), Howard Gardner (1983) was one of the first modem researchers to consider the 

idea that there might be more than one modality for teaching and learning. His theory 

that there are at least nine different intelligences helped educators begin to see that 

defining student success by only one measure (IQ) might not be beneficial to all students. 

In fact, using only IQ to measure student success may stratify students in such a way as to 

actually conflict with the goals of providing equal opportunity for success as it is defined 

in both the NCLB Act and the Nation at Risk report.

In considering what works best for at-risk students, El may be a better predictor 

of success than cognitive intelligence. Goleman’s (1995) framework serves as a model 

for understanding emotional intelligence. This model expanded a portion of Gardner’s 

work and focuses specifically on how sensitivity to El might be the key to reaching those 

otherwise hard to reach students such as those who are labeled as at-risk.

Goleman’s 1995 theory also draws from Maslow’s (1968) hierarchy of needs—a 

cornerstone in educational theory. Maslow places physiological and emotional needs as 

foundational prerequisites that must first be fulfilled in order for students to be able to
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focus on academic needs and optimize academic outcomes. At-risk students come to us 

with what Maslow calls deficiency needs that must be addressed before any academic 

program can be effective. Maslow makes it clear that it is necessary to better understand 

more than just academic needs; this is especially true when looking at the emotional and 

sometimes physical condition of at-risk students in many modem day classrooms. In 

order to be able to create a teaching and learning environment that will provide 

opportunity for success, despite the academic deficits of at-risk students, other non- 

cognitive aspects of student development must be considered. While educators may not 

be able to address the factors that cause students to enter schools as at-risk, they can use 

their knowledge of student needs to provide a supportive environment that will help 

mediate the effects caused by these factors.

Goleman (1995) claims that emotional intelligence accounts for 80% of all 

learning while cognitive abilities only account for around 20%. This is a powerful claim, 

however, to what extent El actually correlates to academic success has yet to be 

sufficiently studied. In fact, there is little research on emotional intelligence and academic 

performance. Furthermore, existing studies have lacked controls for factors such as 

cognitive abilities and personality. Because of this, there is little credible evidence to 

date that would indicate the ability o f tests of El to serve as predictors o f academic 

performance. However, if Goleman’s claims about emotional intelligence are valid, 

educators should focus more on El as a potential predictor of academic success. “El will 

only be useful if it allows us to improve our prediction of success. No published studies 

have addressed this issue” (Barchard, 2003, p. 842). More study into the predictive 

ability of El is needed.
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Statement o f the Problem 

The intent of this study is two-fold. The primary objective is to explore the 

emotional intelligence of at-risk students and their teachers and it’s impact on academic 

performance. “Emotional intelligence is a master aptitude, a capacity that profoundly 

affects all our abilities, either facilitating or interfering with them” (Goleman, 1995, p. 

80). Daniel Goleman’s 1995 work was successful in bringing the concept of emotional 

intelligence to the forefront of educational research. Goleman’s theory of El has brought 

popular attention to the potential importance of emotional intelligence and will be used as 

a reference in this study. However, due to the scientific nature of their research, this 

study will use the work of Mayer, Salovey, and Caruso (1990) as the foundation to 

investigate the relationship between emotional intelligence and student academic 

performance. In addition to adding to the field o f knowledge on emotional intelligence, 

this study may assist in the quest for answers to questions about what can be done to 

better serve the increasing number of at-risk high school students in a traditional school 

environment.

If emotional intelligence is indeed a factor in the academic success of students, 

schools who are struggling to better serve at-risk students might find some of the answers 

they are seeking if  they could discover how to take the knowledge of emotional 

intelligence and use it to predict and improve academic performance. Goleman’s 

research suggests that emotional intelligence is a factor that can improve success in both 

work and school if it is better understood and used as a tool for growth. “Proponents 

claim that increasing emotional intelligence can do everything from improving the 

general quality of work life to enhancing career success” (Lam & Kirby, 2002, pp. 133-
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134). Increasing the classroom teacher’s ability to understand and use El as a means of 

assisting students in improving academic performance would seem especially useful for 

at-risk students who come to school with more emotional “baggage” than their 

classmates.

Schools are one of (if not “the”) most important organizations in terms of the

development of human potential. “Certainly there are few areas of American life as

important to our society, to our people, and to our families as our schools and colleges”

(A Nation At Risk, 1983, f  5). It is imperative that students stay in school and

successfully earn, at a minimum, a high school diploma. Those who are successful in the

working community without having successfully completed high school are rare. From

an earnings standpoint, those who do not finish high school make only half of what high

school graduates make and even that is barely a living wage. “Dropouts are disconnected

from mainstream society with little chance for a rewarding career and a life of self-

fulfillment” (Coley, 1995, p. 6). The difficulty of becoming successful in society is

substantially increased for those who do not complete high school and places individuals

without a high school diploma in a position of constant struggle. According to the

Educational Testing Service:

The number of 25- to 34-year-old dropouts who work full time for a full 
year has been in steady decline, during an age period critical to getting 
established, forming families, and raising children. In 1971, male dropouts 
earned $35,087 (in 2002 dollars), falling to $23,903 in 2002, and a decline of 35 
percent. In the same period, die earnings of female dropouts fell from $19,888 to 
$17,114. Earnings o f high school graduates also dropped considerably, but not as 
much as earnings for those who drop out o f school. (ETS, 2006, p. 46)

Our society is continually changing and becoming more complex and

competitive. The complexity and competitiveness of the modem world has created a
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society where the success of the people in any field is highly dependent on the knowledge 

and skills acquired through their educational experience. All organizations rely on 

schools to prepare students for the world of work, and students rely on schools to give 

them what they will need to be successful in a competitive, global society. For those 

schools and students who are unsuccessful, the consequences are serious. “Every year 

about a million young people who should graduate from high school don’t, condemning 

them to a lifetime of lower income and limited opportunities” (Greene & Forster, 2003, 

Education Working Paper, f  10).

Education is one of the great equalizers or one of the great dividers in modem 

society. A solid education can propel a student to increased success in life. A poor 

education can doom an individual to a life of struggle for mere existence. Therefore, with 

increasing pressures and challenges on students and schools to perform, it is imperative 

that the efforts o f researchers be focused on those aspects of our schools that will help 

educators to improve the educational process and ensure that it is providing what students 

need to better themselves and thereby better serve society and the organizations where 

they will ultimately live and work.

Purpose o f the Study 

The purpose of this study was to investigate the relationship between emotional 

intelligence and the academic performance of at-risk students. This study focused on 

students labeled as at-risk, according to national standards and Texas state standards, and 

those who are in danger o f failing courses and dropping out from the traditional high 

school environment. In the state of Texas, as well as across the nation, the student 

population that seems to be most at risk is students in the 9th grade. For the past 30 years,
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there have been a growing number of students who “stall out” in the 9th grade. Many of

these students become dropouts by the following year. This phenomenon has come to be

known as the “9th grade bulge”.

This bulge has grown most dramatically in the past two decades, first in 
the context of the standards movement that followed the publication of 
“A Nation at Risk” in 1983, then again as states introduced test-based 
school accountability programs and student graduation testing in the 1990s.
In 2000, 9th-grade enrollment numbered 440,000 more than grade 8 
enrollment and 520,000 more than grade 10 enrollment (Wheelock & Miao, 
2005,^10)

Many of the students caught in the 9th grade bulge ultimately drop out. However, 

dropping out of school is not the only problem facing public high schools looking for 

answers to better serve at-risk students. At-risk students who remain in traditional 

classrooms create another set of problems. These students are more likely to have 

behavioral problems that will disrupt the learning environment or result in the student’s 

placement in an alternative learning environment. “The desire to increase graduation 

rates and the need to eliminate disruptive or violent students from classrooms without 

sending them into the streets has led many policymakers to embrace alternative 

education” (Aronson, Introduction, 15). These are students who have entered the 

educational system with a low ability to function emotionally and thus are likely to have 

academic deficiencies as well. Furthermore, whether they drop out or go to alternative 

school, these students are less likely than their peers to successfully complete school and 

graduate. For those who don’t drop out, they will need a substantial amount of support 

academically, socially, and emotionally in order to have a chance at success.

Many of these students will at some point spend time in an alternative learning 

environment because of behavioral issues. Unfortunately, alternative schools are not
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always the most productive learning environments and may actually further impede 

growth in emotional intelligence thereby creating a cycle of low-performance, failure, 

and dropping out. “The segregated nature o f alternative education makes the 

development of interpersonal skills necessary for success in a diverse society more than 

unlikely” (Sagor, 1999, p. 3). This lack of social ability in schools prevents academic 

success that may later translate into a lack of success outside of the school environment. 

Sagor (1999) further adds that, “students who are served outside of the mainstream will 

increasingly become economically marginalized. It therefore behooves us to consider the 

role alternative education may play in creating and maintaining a caste system” (p. 2). 

Those who are segregated for emotional or behavioral reasons are ultimately placed at an 

academic and potentially fiscal disadvantage.

If at-risk students are not being better served in alternative environments, research 

must be done to find improved strategies to keep them within traditional schools and 

better serve their emotional and academic needs. The goal of this study was to provide 

research that will show that by considering emotional intelligence as a viable tool for 

improving academic performance, schools might find alternative means within the 

regular classroom that will serve as a proactive solution to the poor academic 

performance of at-risk students.

This research also considers the El of the classroom teacher as a factor in dealing 

with at-risk students. Because these students are more difficult to deal with in the 

classroom, it is necessary to provide them with teachers who are emotionally capable of 

handling the additional support these students require. Therefore, we must also answer
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the question of the significance of the role played by teacher El in the academic success 

of at-risk students.

Research Question

The central question for this study was whether or not a relationship exists 

between emotional intelligence and the academic performance of at-risk students. 

Specifically, the researcher sought to discover the predictive ability for academic 

performance of at-risk students based on the emotional intelligence of the student or the 

emotional intelligence of the teacher.

By looking at scores from emotional intelligence surveys for both students and 

teachers, the researcher analyzed data for evidence of correlations between El and 

academic performance. The researcher used quantitative statistical methodologies to 

analyze final course grades, standardized test scores, demographics, at-risk factors, 

discipline, and attendance as a means to determine if there is predictive ability for the El 

in the area of academic performance. In particular, this research was concerned with the 

relationship of the El to the academic performance of at-risk students.

Hypotheses

The main research question for this study explored the hypothesis that there is a 

significant relationship between die Emotional Intelligence of at-risk students and their 

overall academic performance. A separate, but equal question for this study was whether 

or not there is a significant relationship between the El of the teacher and the academic 

performance of the student. Within these two main questions there were several ancillary 

questions:
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Hypothesis #J

There is no significant relationship between the academic performance, as 

measured by grades and test scores, and the emotional intelligence o f at-risk students. 

Based on the literature, students with a higher social-emotional literacy are better able to 

deal with distractions which would keep them from learning. “The abilities associated 

with emotional intelligence have been studied by psychologists for many years, and there 

is an impressive, and growing body of research suggesting that these abilities are 

important for success in many areas of life” (Chemiss, 2000, p. 10). This indicates that 

there is value in looking at how El correlates to academic performance.

Hypothesis #2

There is no significant relationship between the E l o f the student and their at-risk 

indicator. There are a variety of factors that are used to label students as at-risk, and the 

associated behaviors of at-risk students usually result in either failure or 

underachievement academically. “As a consequence of repeated academic failure of 

learning problems, students often develop specific secondary characteristics as a low self

esteem, poor motivation for long-lasting learning, tendency to give up and withdraw and 

lack in interest in acquisition of new learning strategies” (Lebedina-Manzoni, 2004, p. 

699). In general, at-risk students do not perform as well academically as regular students. 

The term “underachiever” is commonly used in reference to at-risk students who appear 

to have potential but lack the resources to develop it and be successful in the classroom. 

“Underachievement interferes with sound affective development, yet social/emotional 

foundations likely are as critical to accomplishment as talent alone” (Olenchak,
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1999, p. 293). For the purpose of this study, the 13 indicators used to label at-risk 

students in the state of Texas were used. Question two of this study explored whether or 

not a pattern of El exists among at-risk students based upon their specified at-risk 

indicator.

Hypothesis #3

There is no significant relationship between the academic performance o f at-risk 

students, as measured by grades and test scores, and the emotional intelligence o f the 

classroom teacher. Without considering die El of the student, is there predictive ability 

of the academic performance of a student based on the El of the teacher alone? Since 

education involves a reciprocal relationship wherein teachers and students must work 

together to accomplish the goals of the classroom, it is reasonable to believe that the El of 

the teacher will also be a decisive variable in determining academic performance for the 

student. “One explanation for why some students complete high school rather than others 

is that they have more resources to draw upon based on their network of relationships 

with adults” (Croninger & Lee, 2001, p. 550). For at-risk students who can have fewer 

positive adult role models in their life, it may very well be a classroom teacher who is the 

decisive factor in influencing and motivating students to be academically successful.

This is especially true for high school students who come in contact with multiple 

teachers every day.

Hypothesis #4

There is no significant relationship between the academic performance o f at-risk 

students based on the student’s E l in combination with the teacher’s EL Can the 

academic performance of at-risk students be predicted based upon a combination of the
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El of the student and the El of the teacher? “One is able to view relationships as a state 

of reciprocity where the give and take of emotions and interactions is a mutual and 

respected exchange” (Richburg & Fletcher, 2002, p. 34). Not only is it necessary to 

determine if the El of the student and the El of the teacher play a role in academic 

performance on an independent basis, it is also important to determine if there is a degree 

of predictive ability based upon the combination of high and low El scores of the teacher 

and student.

Hypothesis #5

There is no significant difference between the E l o f students who are labeled as 

at-risk and those with no at-risk indication. The purpose of this study was to discover if 

there is a correlation between emotional intelligence and academic performance. If 

students with at-risk factors have patterns o f either high or low academic performance, 

are the same patterns true of students who are not labeled as at-risk? Is there a difference 

in academic performance for these two groups?

Hypothesis #6

There is no significant relationship between the E l o f at-risk students and non- 

academic factors o f discipline and attendance. Research is clear that there is a 

correlation between the amount of time a student spends in school and that student’s 

academic performance. However, research is mixed. Some studies find attendance to be 

highly significant for student success, while others show little to no impact o f attendance 

on performance. However, attendance is an easy measure of a student’s motivation. 

“Attendance is directly related to motivation because it requires a personal effort that 

relates directly to the course and learning” (Moore, 2003, p. 370). The question for this

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



17

study becomes how a motivation to attend might be related to an individual’s emotional 

intelligence.

Another non-academic factor that is closely correlated with success in school is a 

lack of disciplinary problems. Students who are regularly referred to the office for 

behavioral reasons (lack of participation, insubordination, or fighting) lose valuable 

instructional time and suffer academically. In a study done by Jay Mathews, “Highly 

self-disciplined adolescents outperformed their more impulsive peers on every academic 

performance variable” (The Washington Post, 2006, p. A10). He discovered that for 

students who knew how to manage their behaviors in a self-disciplined fashion, this 

ability “predicted more variance in each of these [academic] outcomes than did IQ, and 

unlike IQ, self-discipline predicted gains in academic performance over the school year”. 

(The Washington Post, 2006, p. A10). Being able to manage one’s behaviors in a self

directed fashion is a large component of being emotionally intelligent. Both Discipline 

and attendance contribute in direct and indirect ways to a student’s overall academic 

success. If El correlates in either a positive or negative fashion, it may also affect overall 

academic performance.

Theoretical Framework 

“In some ways, emotional intelligence really is not new. In fact, it is based in a 

long history of research and theory in personality and social, as well as VO 

(Industrial/Organizational) psychology” (Chemiss, 2000, p. 10). Although Daniel 

Goleman’s 1995 work on emotional intelligence was not new or ground-breaking 

research, by using the work of Mayer, Salovey, and Caruso (1990), he was able to bring
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to popular attention the significance of addressing the affective needs of students in

addition to the focus on the cognitive needs that have dominated the field of education.

Ever since the publication of Daniel Goleman’s first book on the 
topic in 1995, emotional intelligence has become one of the hottest 
buzzwords in corporate America. For instance, when the Harvard 
Business Review published an article on the topic two years ago, it 
attracted a higher percentage of readers than any other article 
published in that periodical in the last 40 years. (Chemiss, 2000, p. 2)

Goleman’s work can be linked to a variety of frameworks that both directly and indirectly

address the importance of emotional intelligence, social/emotional learning, and

academic performance. Goleman (1998) claims that cognitive intelligence accounts for

20% of a person’s success, with the other 80% being determined by emotional

intelligence.

Mayer, Salovey, and Caruso’s framework includes four main categories of 

emotional intelligence: Managing Emotions (assessed using the Emotional Management 

task and the Social Management task), Understanding Emotions (assessed using the 

Blends task and the Changes task), Using Emotions (assessed using the Sensations task 

and the Facilitation task), and Perceiving Emotions (assessed using the Faces task and the 

Pictures task). By using these four categories as a theoretical foundation, other 

researchers have attempted to develop instruments to measure and quantify the construct 

of El in such a way as to determine actual levels of emotional intelligence that might be 

used to predict success. While there is great interest in the theories of emotional 

intelligence, El still lacks the credibility given to cognitive intelligence. It is only through 

valid and reliable studies of the predictive ability of emotional intelligence that it will be 

accorded the same respect as cognitive intelligence testing.
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Research Methodology

The goal of this correlational study was to explore the possibility of a relationship 

between the emotional intelligence of both of at-risk students and their teachers and the 

academic performance of the students. Because emotional intelligence is somewhat new 

to the theories surrounding academic performance, there is limited research on the topic. 

There are, however, several instruments that have been shown to be valid and can 

successfully measure emotional intelligence. One of the most widely recognized tests for 

El is the Mayer-Saiovey-Caruso Emotional Intelligence Test (MSCEIT). This test has 

been shown to be both valid and reliable (r= .93) in predicting emotional intelligence 

(Mayer, J. D., Caruso, D., & Salovey, P., 1999). Other instruments that have been shown 

to be both valid and reliable to measure El will be discussed and compared to the 

MSCEIT in the literature review.

Many of the tests for El are self-report measures. The MSCEIT is an ability- 

based assessment that can be scored either by consensus or by El experts. While both 

types of instruments have been shown to be reliable predictors o f El, there is still little 

evidence to point to any predictive ability. Furthermore, many of die El tests that are 

currently being used have been designed with adults (those 18 or older) in mind and may 

not give valid results for adolescents. “Given the mixed results within available studies of 

emotional intelligence in adolescents, it is clear that additional studies are needed to 

better understand the predictive ability of this construct” (Woitaszewski & Aalsma, 2004,

p. 26).

Originally this study was to be completed using the General Emotional 

Intelligence Survey (GEIS), a 45 question consensus survey designed by Dr. Albert

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



20

Mehrabian, Professor Emeritus of Psychology, UCLA, to measure the emotional 

intelligence of both students and teachers. This particular instrument is designed for and 

found to be valid and reliable for individuals who are 15 years of age and older.

However, due to the desire to use 9th grade students as the sample population, many of 

whom are 14, it was determined that another test was needed. The Mayer-Salovey- 

Caruso Emotional Intelligence Measure-Youth Version (MSCEIT-YV) is designed for 

students ages 14-18. Since this test was constructed by the researchers who created the 

original test for adults, it was determined by the researcher that it would be a more 

credible instrument. Using the MSCEIT-YV also correlates more readily with the 

MSCEIT given to the teachers.

In terms of measuring academic performance, grades are subjective by nature; 

however, when combined with standardized test scores, they do provide empirical data 

that can be analyzed using quantitative methods to give a reasonably reliable picture of 

student performance. By measuring and analyzing data for student standardized test 

scores, final end of year course grades for coursework in Math and English, and 

emotional intelligence scores for both students and their teachers, the researcher sought to 

discover if there was indeed a significant relationship between emotional intelligence and 

academic performance. The MSCEIT-YV was a data collection version. Data collected 

in this research not only provided information to determine the relationship between 

emotional intelligence and academic performance, but will also contribute to the 

plyometric analysis of the instrument for the purpose of determining reliability and 

validity.
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Incidents of discipline referrals and attendance were used to measure the 

correlation between El and non-academic factors. Students who attend school regularly 

and are not involved in disciplinary incidents perform better overall than their 

counterparts who miss multiple days of school or who spend time out of school due to 

disciplinary action. By looking at the percentage of attendance and discipline referrals 

for each student, the researcher sought to discover if there was a correlation between the 

El of the student and the student’s academic performance based on non-academic factors.

Participants for this study consisted of 9th grade students at one urban, public 

Texas high school. Students repeating the 9th grade were also included. From the total 

population of 873 students, 300 students participated. Student participants were required 

to submit a signed parent permission form prior to being included in the research. 

Participants also included teachers of 9th grade Math and English.

Assumptions

It is assumed that participants in this study answered the questions in the 

MSCEIT-YV and the MSCEIT in an honest manner and the results are a true reflection 

of their emotional intelligence. It is also assumed that all testing and final course grade 

results are an accurate representation of student academic achievement and that students 

labeled as at-risk have been appropriately categorized.

Significance o f the Study

In any research study, the researcher has the opportunity to provide data that will 

assist practitioners in improving their practice, policymakers in improving policy 

decisions, and other researchers in further exploring and adding to existing research and 

literature. This research provides data that has potential to do all three.
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In the collective studies of academic performance, most have focused on 

cognitive or family-based research. There is little research in the area of emotional 

intelligence and how it correlates to academic achievement. The little research that has 

been done has concentrated mainly on the gifted and talented portion of the student 

population or college level students. The research provided in this study can assist 

teachers, administrators, and other policymakers in making decisions about how to 

improve the performance of at-risk students. While this research answers questions about 

the correlation between emotional intelligence and academic performance, it also opens 

the door to further explore the impact o f demographic data and the impact of teacher El 

and how emotional intelligence testing might be used in the traditional school setting.

In relationship to at-risk students—the population addressed by this study—there is 

almost no research. Most studies aimed at improving the performance of at-risk students 

are based on frameworks dealing with teaching and learning styles, general intelligence, 

or specific programmatic changes such as smaller learning communities or alternative 

schools. Few studies address the interrelation of learning to the emotional state of the 

student or the teacher or to how the needs of at-risk students can better be addressed in 

the traditional school environment. Educators and administrators spend a great deal of 

time and energy working with at-risk students. This research will provide them with 

another method to address these students’ needs.

The results of this study add to the existing research that addresses the possible 

relationships between emotional intelligence and academic performance. Specifically, 

this study sought to determine if there is predictive ability of El testing that might be used 

to better address the academic needs of at-risk students. By looking at the way in which
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emotional intelligence correlates to a student’s ability to learn, we may find another lens 

through which to view and assist the at-risk student so commonly encountered in schools 

today. The use of the MSCEIT-YV in this study will not only provide data to answer the 

questions presented by the researcher, but will also be used in the larger study being 

conducted by the developers of the instrument to determine reliability and validity for 

this instrument to measure the El of students between 14 and 18 years of age.

Since poor academic performance is closely correlated to student dropout rates, 

by linking the emotional intelligence of students with student success or failure, an 

additional connection to ways to decrease truancy and dropouts may also be found. 

Emotional intelligence may be one of the avenues to reaching academic success for at- 

risk students in today’s schools. This study provides information that can be used to 

provide increased avenues to reach at-risk students and make traditional schools more 

effective learning environments and a foundation for increasing the limited research that 

exists.

Limitations o f the Study 

The following limitations were considered in this study:

1. This study was done with only one high school in a large public urban school 

district. Results may not be applicable to populations in other types of school 

settings.

2. The Mayer-Salovey-Caruso Emotional Intelligence Test-Youth Version 

(MSCEIT-YV) was the instrument used to determine El for students and teachers. 

The use of other instruments may yield different results.
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3. This study did not take into account the variable of Intellectual Quotient of 

students or teachers.

4. Although grades are considered to be objective measures of student performance, 

the subjectivity of teacher expectations and grading styles of teachers were a 

limiting factor to this study.

5. Generalizations drawn from this study should be limited to the population 

sampled, or cautiously applied to educational institutions and populations that 

closely resemble those included in this study.

6. The version of MSCEIT-YV used for this study was in the data collection phase. 

Results using the final released version may be different.

Definition o f Terms 

The following definitions are for terms used in the study that may be either 

unfamiliar or capable o f interpretation in multiple ways.

Emotional intelligence (El)

Daniel Goleman is the name most often associated with emotional intelligence. 

Goleman defines emotional intelligence as “abilities such as being able to motivate 

oneself and persist in the face of frustrations; to control impulse and delay gratification; 

to regulate one’s moods and keep distress from swamping the ability to think; to 

empathize and

hope” (1995, p. 34). His 1995 book is credited with bringing popular attention to the 

concept of emotional intelligence. Nevertheless, due to the more scientific nature of their 

research, John D. Mayer and Peter Salovey’s (1990) definition of emotional intelligence 

was used for this study. Mayer and Salovey define emotional intelligence  as “the ability
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the monitor one’s own and others’ feelings and emotions, to discriminate among them, 

and to use this information to guide one’s thinking and actions” (Salovey & Mayer, p. 

186).

At-Risk

In the state of Texas, 13 criteria have been established in Texas Educational Code 

Section 29.081 for the labeling of a student as at-risk. Individuals are labeled as at-risk if 

the student:

1. was not advanced from one grade level to the next for one or more school years;
2. is in grade 7, 8 ,9 ,10,11, or 12, did not maintain an average equivalent to 70 on a 

scale of 100 in two or more subjects in the foundation curriculum during a 
semester in the preceding or current school year or is not maintaining such an 
average in two or more subjects in the foundation curriculum in the current 
semester;

3. did not perform satisfactorily on an assessment instrument administered to the 
student under Subchapter B, Chapter 39, ami who has not in the previous or 
current school year subsequently performed on that instrument or another 
appropriate instrument at a level equal to at least 110 percent of the level of 
satisfactory performance on that instrument;

4. in pre-kindergarten, kindergarten, or grade 1,2, or 3, did not perform 
satisfactorily on a readiness test or assessment instrument administered during the 
current school year,

5. is pregnant or is a parent;
6. has been placed in an alternative education program in accordance with Section 

37.006 during the preceding or current school year;
7. has been expelled in accordance with Section 37.007 during the preceding or 

current school year;
8. is currently on parole, probation, deferred prosecution, or otter conditional 

release;
9. was previously reported through the Public Education Information Management 

System (PEIMS) to have dropped out of school;
10. is a student of limited English proficiency, as defined by Section 29.052;
11. is in the custody or care of the Department o f Protective and Regulatory Services 

or has, during the current school year, been referred to the department by a school 
official, officer o f die juvenile court, or law enforcement official;

12. is homeless, as defined by 42 U.S.C. Section 11302, and its subsequent 
amendments; or resided in the preceding school year or resides in the current 
school year in a residential placement facility in the district, including a detention 
facility, substance abuse treatment facility, emergency shelter, psychiatric 
hospital, halfway house, or foster group home.
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13. resided in the preceding school year or resides in the current school year in a 
residential placement facility in the district, including a detention facility, 
substance abuse treatment facility, emergency shelter, psychiatric hospital, 
halfway house or foster group home.

Title I

Schools in which 85% or more of the student population qualify for either free or 

reduced school lunch, based upon household income, are labeled as Title I schools and 

are entitled to federal money. Monies given to schools based on Title I status must be 

used to assist in the education of students labeled as at-risk. Title 1 funding is fully 

described in the Texas Education Code.

Benchmark testing

Benchmark tests are interim examinations created by school districts to measure 

progress being made toward state assessment standards.

Texas Essential Knowledge and Skills (TEKS)

As stipulated in Texas Education Code (TEC), Chapter 28, the required 

curriculum consists of foundation and enrichment subjects. The foundation TEKS are 

those in English Language Arts and Reading, Mathematics, Science, and Social Studies.

The TEKS are the standards set by the state o f Texas upon which curriculum and 

testing are based. Students must show mastery of the TEKS in order to be promoted 

annually and graduate from a Texas public high school.

Districts are required to provide instruction in the essential knowledge and skills 

of the appropriate grade levels in the foundation curriculum. Districts are to use the 

essential knowledge and skills in the enrichment curriculum as guidelines for instruction.
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Texas Assessment o f Knowledge and Skills (TAKS)

As mandated by the Texas Education Code, The Texas Assessment of Knowledge 

and Skills (TAKS™) was administered beginning in the 2002-2003 school year. The 

TAKS™ measures the statewide curriculum in reading at Grades 3-9; in writing at 

Grades 4 and 7; in English Language Arts at Grades 10 and 11; in mathematics at Grades 

3-11; in science at Grades 5,10, and 11; and social studies at Grades 8,10, and 11. The 

Spanish TAKS™ is administered at Grades 3 through 6. Satisfactory performance on the 

TAKS™ at Grade 11 is prerequisite to a high school diploma.
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Chapter 2: Literature Review

The literature for this study is divided into seven main sections: learning/ 

educational theories, emotional intelligence, academic achievement, at-risk students, 

student-teacher relationships, social-emotional learning, and instruments used to measure 

emotional intelligence. Each of these sections explores the literature that exists for each 

sub-category of this study. References in this literature review came from peer-reviewed 

educational databases and materials checked out at the University of Incarnate Word and 

explore educational theory and research from the early 1900s to the most present research 

on emotional intelligence. The references included in this chapter are intended to 

highlight the areas in which researchers are seemingly in clear agreement and the areas in 

which more study may be necessary in order to better understand and make decisions.

Learning/Educational Theories

John Dewey

John Dewey (1916), the proverbial American “father of education” addressed the 

ideas of emotional intelligence almost a century before it became a topic o f research.

John Dewey (1909) had spoken of the need for emotional literacy, which he saw as moral 

education. Dewey saw a need for emotional literacy. “This, to him was more potent 

when lessons are taught to children in the course of real events-- if these lessons were not 

to be just abstract lessons, but formulated for emotional literacy” (Liau, A. K, Liau, A. 

W., Teoh, G., & Liau, M , 2003, p. 51).

John Dewey was a philosopher who was pragmatic in his beliefs and placed 

emphasis on social needs as part of the learning process. Dewey “saw every act as the 

expression of the unified self seeking to resolve its conflicts through intelligent action in
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a world of objects and other selves” (Hilgard & Bower, 1966, p. 300). Hilgard and 

Bower’s interpretation of Dewey’s work sounds like the modem definition of an 

emotionally intelligent individual and describes such an individual as one who is capable 

of understanding him or herself and the surrounding world so as to navigate the world of 

daily expectations in a successful fashion.

Dewey’s work focused on problem solving and the social element of education 

because “education is envisaged as a preparation for life in a democracy through 

democratic living here and now” (Hilgard & Bowen, 1966, p. 299). The concepts 

discussed by Dewey include an element of moral or character education and have been 

incorporated in many of the character education programs that are becoming more 

prevalent in schools today. In his writings on emotional intelligence, Daniel Goleman 

(1995) also refers to El as a form of character.

Dewey’s ideas were seen as very progressive for his time. To explore his ideas 

about education, Dewey actually created his own experimental elementary school at the 

University of Chicago in the early 1900’s. According to Hilgard & Bower (1999), 

Dewey’s school “represented a dynamic innovation for which laboratory psychologists 

were not yet ready” (p. 299). The goal of Dewey’s school was to move a child to a state 

of independence and self-control through interaction with an appropriate environment. 

These ideas of independence and problem-solving through social interaction were some 

of the foundational elements of the various theories of emotional intelligence.

Edward Thorndike

Thorndike’s theory of Connectionism was the first of the stimulus-response 

theories. His idea was that responses could either be strengthened or weakened based
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upon the bond or connection with the stimulus. The bond that Thorndike refers to is an 

important element in the ability to relate to others in a meaningful, emotionally intelligent 

fashion. Thorndike began testing his students using objective measurements of 

intelligence as early as 1903, and his work serves as die foundation for many of the 

modem day intelligence researchers. By 1920 he had developed his own test of 

intelligence that consisted of completion, arithmetic, vocabulary, and a directions test 

(called the CAVD) that eventually became the basis for the modem intelligence test. In 

his work, Thorndike distinguished between three levels of intelligence: abstract 

intelligence (measured by standard intelligence tests), mechanical Intelligence (the ability 

to visualize relationships and understand how the world works), and social Intelligence 

(the ability to function successfully in interpersonal relationships). Edward Thorndike 

was one of the first theorists to express a need to develop a test for other intelligences 

than those developed for cognitive abilities. His belief that a social intelligence existed 

and was necessary for learning created a theory that provides a strong basis for better 

understanding emotional intelligence. This includes die development o f appropriate 

instruments for accurately assessing i t  

Maslow-Hierarchy o f Needs

Maslow’s (1968) hierarchy of needs is a foundational theory both in the field of 

education and other areas of organizational management. Although Maslow’s hierarchy 

does not specifically address emotional intelligence, it does address the need for love (or 

acceptance) and the need for esteem; both of which can be satisfied to some degree 

through interactions with emotionally intelligent people. Since Maslow’s teachings are a 

part of most educators’ preparation to teach, it would be wise to look at how this
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framework can be used both to help students learn better and help teachers better interact 

with students.

Many teachers, even after studying Maslow in their own coursework, come into 

the classroom expecting students to be at the self-actualization level where they are 

capable of maximizing their own potential. Teachers can become frustrated with students 

who do not seem willing or ready to learn. According to Talbot (1990), “we need to 

realize that the magic in teaching lies less in the strategies and methodology than it does 

in the rapport we have with our students” (p. 56). Combining Maslow’s theory with the 

idea of emotional intelligence can provide some strategic, proactive strategies to improve 

academic performance.

Maslow’s hierarchy of needs is really a theory about motivation. What is it that 

motivates students to learn? Maslow’s theory breaks our motivation down into seven 

needs which can be grouped into four categories: Physical, Affiliation, Achievement, 

and Aesthetic. It may seem obvious that physical needs such as food, clothing, and 

shelter would be primary. For those who have spent time with adolescents, it is also 

obvious that affiliation needs are strong motivators as well. Maslow defines the physical 

and affiliation needs as deficiency or maintenance motives. “Deficiency or maintenance 

motives that are granted or denied by external factors, are strong and recurring, and grow 

stronger when denied’ (Gage & Berliner, 1988, p. 337). Since these factors are granted 

or denied by external factors, it is at this level that students must make connection with 

emotionally intelligent adults so that they can be moved from the lower-level external 

motivators to the higher level internal factors.
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Bandura-Social Learning Theory

Bandura’s belief that most human behavior is learned observationally through 

modeling emphasizes learning as a social process. His social learning framework explains 

behavior in terms of the interaction between cognitive, behavioral, and environmental 

influences. Bandura explained learning as a two-way, social interaction experience, 

“suggesting that behavior, the environment, and personal factors, such as beliefs and 

expectations, all influence one another” (Eggan & Kauchak, 2004, p. 214). In his studies, 

Bandura used modeling of adult behavior with small children to determine if children 

would imitate the behaviors to which they were exposed. Bandura discovered that there 

was a clear correlation between what the children observed and how they behaved. His 

well-known 1961 experiments with nursery school children and the Bobo Doll gave an 

eye-opening look into modeling and behavior. Bandura’s work has been applied to the 

understanding of aggression and behavioral modification and provides data to show that 

“modeling can result in behavioral, cognitive, and even affective (emotion-related) 

outcomes” (Eggan & Kauchak, 2004, p. 218). In1998 he received the Thorndike Award 

for Distinguished Contributions o f Psychology to Education from the American 

Psychological Association.

From Bandura’s work “we know that exposure to a model can affect a person’s 

behavior in at least three ways: (1) learning new behavior, (2) facilitating already learned 

behavior, and (3) inhibiting or disinheriting already learned behavior” (Gage & Berliner, 

1988, p. 259). This provides a clear link between Bandura’s Social Learning Theory and 

theories of emotional intelligence that rely heavily on modeling. Although Bandura 

focuses on social learning, he also cautions readers to not negate cognition for “change in
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behavior of any lasting kind always means a change in cognition has taken place” (Gage 

& Berliner, 1988, p. 271).

When applied to the concept of emotional intelligence, this provides an interesting 

link between emotional intelligence and traditional cognitive intelligence. A growth, 

behaviorally or emotionally, would imply cognitive growth. This has powerful 

implications for educators. The theory of social learning could provide insight into 

potential training opportunities for educators that could assist them in being better 

prepared to deal with the challenges of today’s students, to teach and promote emotional 

intelligence, and perhaps improve overall academic performance.

Vygotsky-Social Development Theory

Much of Bandura’s work is based on Vygotsky’s (1978) Social Development 

Theory. This theory attributes a special role in cognitive development to the social 

interaction and language (Vygotsky, 1978,1986). Although the focus is still cognitive, 

Vygotsky used the idea of social development as a foundational element that is necessary 

in order to be successful in cognitive efforts. Vygotsky pointed out that people’s reactions 

to various events help to create meaning for those events. This has significant 

implications for learning in the classroom and especially for those most challenging, at- 

risk students who may be low in emotional intelligence and therefore less capable of 

creating appropriate meaning for themselves.

Vygotsky described a Zone o f Proximal Development in which a teacher (who is 

at a higher cognitive level) works with a student to raise the student’s level of 

functioning. Vygotsky’s theory relied on the use of Jerome Bruner’s theory of guided 

instruction or “scaffolding”. Through the social interaction that scaffolding provides,
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learning is enhanced. The idea of this connection providing cognitive learning creates a 

link to emotional intelligence. For Vygotsky, cognitive learning has its origin in social 

interactions so that “children begin learning from the people around them, their social 

world, which is the source of all concepts, ideas, facts, skills, and attitudes” (Gage & 

Berliner, 1988. p. 124).

Vygotsky’s expressed need for social interactions would imply a need for 

emotionally intelligent interactions wherein adults are capable of reading the emotions of 

the child with whom they are interacting and adjusting as necessary to reach that child in 

a meaningful way. Vygotsky’s goal was for children to progress from socially 

interdependent roles to more individual, self-reliant roles. Both Bandura and Vygotsky 

stressed the need for students to progress to a level of self-regulation wherein they are 

capable of systematically adapting to personal and situational conditions. This is by 

definition emotionally intelligent behavior. Vygotsky’s intended to produce growth 

through guided interaction with literate adults. Through interaction with emotionally 

intelligent adults, children should be able to develop individualized strategies for coping 

with a variety of situations in an independent emotionally intelligent manner.

Reuven FeuerStein-Mediated Learning

Reuven Feuerstein is a psychologist whose work is aimed at improving 

intelligence through what he calls Mediated Learning. In Feuerstein’s view, mediated 

learning is “learning assisted by an adult who focuses, sharpens, elaborates, emphasizes, 

provides cues, and corrects as he or she tries to get the learner to understand and solve a 

problem” (Gage & Berliner, 1988, p. 104). Feuerstein’s approach, like many others, 

requires that the adult relate to the child in a meaningful way. The goal of this theory is
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to enhance the child’s ability to learn and become self-sufficient. In order to create 

situations in which mediated learning could be taught and learned, Feuerstein created an 

instrumental enrichment (IE) program. Although the training materials look like a 

traditional intelligence test, the training emphasizes self-control and self-regulation with 

the teacher helping the student to be aware of what the learning activities mean and the 

need to carry out his or her own cognitive monitoring and regulation.

On an emotional level, this is exactly the goal of programs seeking to improve 

emotional intelligence. Through modeling or mediated learning situations, students 

become capable of monitoring their own emotions and regulating their responses in a 

more effective way. Feuerstein’s training materials were especially designed for 

culturally deprived students because he believed that “many adolescents score low on 

intelligence tests because their parents—through neglect, ignorance, or indifference—have 

deprived them of consistent, mediated learning” (Gage & Berliner, 1988, p. 104). From 

an emotional intelligence perspective, one might say that Feuerstein’s theory suggests 

that these adolescents have been deprived of emotionally intelligent interactions and thus 

have no basis to act themselves in an emotionally intelligent manner. Using Feuerstein’s 

model of mediated learning could provide an effective method for teaching and 

promoting emotional intelligence.

Howard Gardner-Multiple Intelligences

Howard Gardner’s groundbreaking book Frames o f Mind: The Theory o f Multiple 

Intelligences (1989) was the catalyst to create a paradigm shift in intelligence research. 

Those who had focused on one single, immutable intelligence were forced to consider the 

possibility of multiple intelligences and the ability to increase these intelligences over
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time. Gardner’s theory was developed particularly to address the needs of students in

schools. According to Gardner (1993), “the purpose of schools should be to develop

intelligences and to help people reach vocational and avocational goals that are

appropriate to their spectrum of intelligences” (p. 9). This focus on individual

intelligences can help schools to engage students and create a competence level that will

allow individuals to serve society in a constructive way.

Two of Gardner’s 11 intelligences, interpersonal and intrapersonal intelligence,

are directly related to theories of emotional intelligence.

Interpersonal intelligence builds on a core capacity to notice distinctions 
among others; in particular contrasts in their moods, temperaments, 
motivations, and intentions. In more advanced forms, this intelligence 
permits a skilled adult to read the intentions and desires of others, even 
when these have been hidden. This skill appears in highly sophisticated 
form in religious or political leaders, teachers, therapists, and parents.
(Gardner, 1993, p. 23)

An individual with a strong interpersonal intelligence possesses the same 

characteristics as someone who would be considered to be emotionally intelligent. Two 

of the types of people that Gardner associates with having strong interpersonal 

intelligence—teachers and parents— are the two most important groups of individuals 

responsible for the development of adolescents who are emotionally (or interpersonally) 

strong and capable of applying themselves in schools.

While it is important to understand the motivations and intentions of others, it is 

equally important to have a clear understanding of one’s own motivations. The lack of 

personal motivation is a major concern for educators when considering the academic 

success or failure of their students. Gardner’s intrapersonal intelligence helps define this
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motivation and is most closely related to the theories of emotional intelligence. Gardner

(1993) defines intrapersonal intelligence as:

Knowledge of the internal aspects of a person: access to one’s own 
feeling life, one’s range of emotions, the capacity to effect discriminations 
among these emotions and eventually to label them and to draw upon them 
as a means of understanding and guiding one’s own behavior, (p. 24)

The key factor in Gardner’s definition is one’s ability to understand emotions and

to use them to guide one’s own behavior. Goleman (1995) clearly sees being emotionally

intelligent as a key factor in a person’s ability to be successful in school, work, and

society. His intrapersonal intelligence serves as a reference that provides some credence

to Goleman’s claim and was an influential factor in Mayor and Salovey’s interest in El.

Although educators have taken Gardner’s work to heart, there are those that find it

problematic. One such concern is the same concern that surrounds theories of emotional

intelligence testing. As with El, there are no recognized tests to validate Gardner’s work.

Gardner himself has strayed away from creating such tests for fear that such testing

would lead to labeling and stigmatization. While researchers do not all support Gardner’s

work, there is no doubt that it has forever changed the way researchers look at

intelligence and has opened the door to consider other means of addressing student needs

such as considering levels of emotional intelligence.

Emotional Intelligence 

Almost everyone can think of someone they know who is intelligent and yet 

doesn’t seem to have much “sense”. If you’ve ever encountered such a person then you 

should have a better understanding of what it means to be emotionally intelligent. Some 

might call it common sense, some might call it maturity, and others may refer to it as 

savoir-faire. The reality is that whatever you call it, researchers are beginning to look at

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



38

emotional intelligence (El) as something that is separate from cognitive intelligence and 

something that can provide insight into why certain individuals are successful in school, 

work, and life while others are not.

The first recorded use of the term El was in a German publication (Praxis der 

Kinderpsychologie und Kinderpsychiatrie) by Leuner in 1966. The term first appeared in 

the United States in 1986 in an unpublished dissertation (A study o f emotion: Developing 

emotional intelligence, relating to fear, pain, and desire) by Wayne Payne. In the late 

1980’s, Reuven Bar-On also included the concept of emotional intelligence in his 

dissertation. Although some have contested his claim, Bar-On credits himself with 

coining the term EQ (Emotional Quotient) in an effort to introduce the concept of 

emotional intelligence as a measurable intelligence similar to cognitive intelligence (IQ).

In reviewing the literature, the terms El and EQ are used interchangeably to refer 

to emotional intelligence. However, since El is more prevalent in the literature and for 

the sake of consistency in this research, El will be used to refer to emotional intelligence.

In the early 1990s, Jack Mayer, Peter Salovey, and David Caruso began to build 

on the concept of emotional intelligence with serious research efforts. Although the 

above researchers have all contributed extensively to the body of research on emotional 

intelligence, Daniel Goleman’s 1995 book Emotional Intelligence: What it is and why it 

Matters, has been the most influential literature in terms of bringing public attention to 

the concept of El. According to Salovey and Mayer (1990), “emotional Intelligence is 

the ability to monitor one’s own and others’ feelings and emotions, to discriminate 

among them, and to use this information to guide one’s thinking and action.” (p. 186).
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Since their original definition of emotional intelligence, other researchers have 

become interested in the concept and have begun to add their own ideas about what 

emotional intelligence actually means and how it can and should be measured. Although 

researchers have yet to truly agree on one single definition of emotional intelligence, they 

include many of the same basic elements. Many of the major researchers of emotional 

intelligence have used their definitions and research findings to create instruments that 

they believe measure El according to their definition of the term. While many of these 

instruments have been deemed reliable and valid measures of El, there remains a question 

of “so what”. It is fine to say that someone is emotionally intelligent or not, but what 

does that mean in terms of a person’s success in life? This leads to a weakness in 

emotional intelligence research that has kept it from being afforded the credibility given 

to general intelligence testing. To date, there has yet to be a measure of emotional 

intelligence that everyone agrees has predictive ability that would allow researchers to 

answer the so what question and hold emotional intelligence up as something that can be 

used to improve performance. “There’s little consensus among practitioners or 

researchers about what constitutes a sound emotional-development program or even how 

to measure emotional aptitude” (Harrington-Lueker, 1997, p. 8). This is the missing link 

in emotional intelligence research.

One key factor in emotional intelligence is that it improves over time and can be 

improved in much the same way as cognitive intelligence. “The three major criteria for a 

standard intelligence are that it consists of mental abilities, that those abilities meet 

certain correlational criteria, and that the abilities develop with age” (Salovey et al., 2004, 

p. 150). The studies of Salovey, Mayer and Caruso (1990) present data to show that
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emotional intelligence does meet the criteria for a standard intelligence. By using the 

MEIS, they tested whether ability levels would increase with age. “As predicted, adults 

performed at higher levels than do adolescents” (Salovey et al., 2004, p. 150). In an 

interview with Salopek (1998), Goleman stated that emotional intelligence tends to 

improve throughout life. “It is what we used to call maturity; people who are a little older 

seem to be able to learn these things a little more quickly” (p. 29). Authors Smigla and 

Pastoria (2003) agree that “emotional intelligence can be learned and is not fixed 

genetically; emotional intelligence tends to increase with maturity” (p. 60).

Researchers also like to stress the belief that not only can emotional intelligence 

be learned and developed throughout our lives; it can be learned from anyone. “Less 

genetically determined than IQ, emotional intelligence can be taught by teachers and 

parents” (Elksnin & Elksnin, 2003, p. 64). This would imply that one does not 

necessarily have to be highly intellectual or educated in order to serve as a role model for 

emotionally intelligent behavior. It is not uncommon for people to tell stories of 

individuals who they consider to be extremely wise who may have had little to no formal 

education.

With the increasing role teachers are playing in the lives o f their students, the 

concept of emotional intelligence is of particular interest to those in the field of 

education. However, if El is to play an increased role in the field of education, more 

research must be done. “Researchers state that emotional intelligence can be learned; yet, 

the literature is not available to point out the most effective ways to teach the concept” 

(Jaeger, 2003, p. 621). Until more credible studies are done, the potential implications 

for teachers, parents, and students will go unused and the critics of El will remain.
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One of the main concerns of critics of emotional intelligence is a lack of precision 

used in conceptualizing emotional intelligence and thus a fear that it may be the same as 

personality or character. These critics of emotional intelligence do not see it as a separate 

intelligence at all. However, researchers such as Goleman (1995), whose book 

Emotional Intelligence: Why it Can Matter More Than IQ sparked the current El 

movement, and Howard Gardner (1995) whose theory of multiple intelligence created the 

shift in defining intelligence would argue that it is a separate intelligence and can not 

only be accurately measured, but can also be used to predict the success of individuals.

Some leading researchers suggest that, “the popularization of emotional 

intelligence has diluted the concept” (Jaeger, 2003, p. 620). The reality is that the 

concept of emotional intelligence is relatively new in terms of intelligence research and 

there simply have not been enough studies to give the empirical evidence needed to 

elevate emotional intelligence to the level of scientific respect given to cognitive 

intelligence research.

One reason for the respect given to IQ testing is its ability to predict performance. 

Unfortunately, few studies have been done on the predictive ability o f El and these have 

not provided enough evidence to give credence to any claims of the predictive ability of 

El tests. “Certainly, emotional intelligence is only one of the social effectiveness 

constructs that has received considerable attention recently in both the scientific and 

applied literatures. However, little empirical research has been conducted and reported to 

date concerning the predictive ability of emotional intelligence, as either main effect or 

moderator” ( Douglas et al., 2004, p. 3). Nevertheless, despite the critics, there is reason 

to be excited about the concept of emotional intelligence.
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One reason for the interest in emotional intelligence is the increasing concerns 

about the seeming decline in America’s youth to successfully complete their education 

and transition into the workforce. “There are signs that there has been a decline in 

emotional intelligence in the young people who are now entry-level in the workplace, 

relative to earlier generations” (Salopek, 1998, p. 29). While the resources available to 

educate today’s youth and overall cognitive intelligence have increased dramatically in 

recent years, there is still the concern that our efforts are becoming more and more futile 

just at a point in time when demands for a more effective citizenry and workforce are 

needed.

Bill Gates, one of today’s leading entrepreneurs and advocates of improving

education, has taken a stand on this issue.

The challenges that our young people will inherit require that all 
students, not just an elite minority, leave school with an informed 
point-of-view, knowledgeable about the world, an ability to grapple 
with complex problems, and a willingness to engage with people different 
from themselves. Yet many observers over the last quarter century have 
noted that trends in the civic awareness and competence of young people 
are on the decline. (Bill and Melinda Gates Foundation, 2005, p. 2)

Gates is not speaking about the general intelligence of America’s youth, but

instead, he is referring to the seeming lack of emotional intelligence. Other researchers

agree that the decline in emotional intelligence does not necessarily coincide with a

decline in cognitive abilities. In fact, it is quite the opposite. “Recent studies indicate that

although IQ’s are on the rise in young people, emotional intelligence is on the decline”

(Smigla & Pastoria, 2000, p. 61). Knowledge o f how to recognize and effectively control

our emotions can have a substantial impact on our overall success in life. “Only by
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getting -and staying in touch with our inner voices can we develop a source of knowing 

beyond our thoughts. That is the realm of emotional intelligence” (Cooper, 1997, p. 34).

While pioneers in education and businessmen such as Gates push to continue the 

reform in education that started in the early 1980s with the Commission for Excellence in 

Education, the process has been slow and there have been few shining examples to 

follow; particularly when it comes to emotional intelligence. To date, “no person or 

organization has yet captured the full, life-affirming potential of emotional intelligence” 

(Cooper, 1997, p. 38). In order for emotional intelligence to play a more substantial role 

in education, it is imperative that more definitive research be done. Chemiss (2000) 

points out that “research is now emerging that suggests emotional intelligence, and 

particularly the new measures that have been developed to assess it, is in fact a distinct 

entity. However, there still is not much research on the predictive ability of such 

measures, and this is a serious lack” (p. 8).

Academic Achievement 

The fact that few good studies on emotional intelligence exist at any educational 

level makes it hard to say with any certainty that it can be correlated with academic 

achievement and used as a means to assist struggling students. Jaeger (2003) points out 

that “because of the limited number of studies (Koifinan, 1998; Schutte et al., 1998; 

Stewart, 1997; Sutarso, Baggett, Sutarso & Tapia, 1996; Swart, 1996; Tapia, 1998) 

addressing emotional intelligence and academic performance in the collegiate 

environment and limited confidence in them, the research community cannot conclude 

from them the existence of a relationship between emotional intelligence and academic
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performance” (p. 619). For this reason, the incorporation of emotional intelligence into

the curriculum has not been a reality in any significant way in American schools.

While many of the concerns brought up by A Nation at Risk have been addressed,

many are still in need of attention and new issues arise with each school year. The

schools of today and the needs of the children who are attending them are becoming more

and more complex.

Throughout the 19th and 20th century, America’s economic story has 
been one of industrialization. By the late 20th century, the story had 
changed. The numbers o f industrial working class jobs that pay a wage 
sufficient to support a family have dramatically decreased, making way 
for the rise of the service and information economy. Experts disagree about 
what this portends for labor market demand and opportunities, but one thing 
is clear: Good, middle-class jobs now require skills acquired through high 
levels of education. (Bill and Melinda Gates Foundation, 2005, p. 1)

What students needed in the past to be considered academically successful and

prepared to lead a productive life wherein they could take care of themselves, support a

family, and give something back to the community is much more complex today. Simple

labor jobs that require little to no people skills are no longer plentiful. Being

academically successful today means being prepared to meet the challenges of the 21st

century. This means being more emotionally intelligent Goleman (1989) argues that

emotional intelligence underlies emotional competence and that emotional competence is

a required antecedent to performance.

Pool (1997) agrees with Goleman that “emotional intelligence matters for school

achievement job success, marital happiness, and physical health” (p. 14). If educators

could determine how to effectively utilize emotional abilities to enhance cognitive

abilities there seems to be some evidence that this would result in an increase in academic

performance. Jaeger (2003) feels that “understanding how emotional intelligence is
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related to learning and academic performance could assist faculty in designing courses 

that maximize student learning and academic achievement and ultimately better prepare 

students for the work environment. This knowledge base could help students perform 

better in the classroom and the workplace” (p. 619).

Maslow’s hierarchy of needs portends that when emotional needs are not being 

met, they tend to interfere with task achievement. If this is true, then it would seem that 

the inverse would also be true. Students who are more emotionally in control should be 

able to better focus and thus better achieve. Findings from Jaeger (2003) did suggest that 

“students, who are generally attuned to their emotions and feelings and can adapt to 

emotionally driven situations, were more likely to attain higher levels of academic 

achievement in a course” (p. 635). In any case, “academic performance will not be 

hindered by introduction of emotional intelligence into the curriculum” (Jaeger, 2003, p.

635). Students can only benefit from a better understanding of how to understand and 

use their emotions to improve their academic performance.

At-Risk Students

Being at-risk is not an academic death sentence, but by all definitions, it places 

students at a serious disadvantage when it comes to getting an education. At-risk 

students are those who are not able to progress successfully in school due to failing 

courses or standardized tests. This also includes students who have failed, dropped out, 

or have the potential of dropping out due to factors stemming from family, home 

language, or behavior. Donnelly (1987) defines at-risk students as follows:

They are usually low academic achievers who exhibit low self-esteem.
Disproportionate numbers of at-risk students are males and minorities.
Generally they are from low socioeconomic status families. Students who
are both low income and minority status are at higher risk; their parents
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may have low educational backgrounds themselves and thus may not have 
high educational expectations for their children. At-risk students tend not 
to participate in school activities and have a minimal identification with 
the school. They have disciplinary and truancy problems that lead to 
[graduation] credit problems. They exhibit impulsive behavior and their 
peer relationships are problematic. Family problems, drug addictions, 
pregnancies, and other personal problems may further prevent them from 
participating successfully in school. As they experience failure and fall 
behind their peers, school becomes a negative environment that reinforces 
their low self-esteem, (f 3)

The 1983 publication of A Nation at Risk brought national attention to the issue of 

at-risk learners. Lamperes (1994) adds to the typical definition of at-risk with a profile of 

a high-risk student as one who is system’s toxic (p. 6 8 ). By system’s toxic Lamperes 

refers to students who are suspicious of authority and disconnected from society. They 

are capable of manipulation in many forms and use drugs and alcohol to gain attention or 

to dull the pain of disenfranchisement These students act out in dangerous and socially 

inappropriate ways as a means of punishing others who neglect or reject diem. The 

increase in school violence— including incidents such as die deadly school shooting of 14 

students at Columbine High School in Littleton, Colorado in 1999— are evidence of a 

need to address the emotional states o f students. Students can be at risk for many 

reasons. In the state of Texas, 13 criteria have been established in Texas Educational 

Code 29.081 for the labeling of a student as at-risk. These criteria are listed in detail in 

the definition of terms. What these criteria represent is the needs of students for 

emotional resources to assist them to cope within society and the school institution.

Statistics gathered by the US Department of Education estimate that close to one- 

third of all public school students drop out prior to receiving a high school diploma.

The research on at-risk students has helped to uncover some of the causal factors that 

place students at-risk and some of the associated behaviors. In reality, many educators
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would contend that the academic at-risk factors are in direct correlation with the social at- 

risk factors. Students who come to school unprepared to learn ultimately begin to face 

academic challenges that they cannot meet and in many situations this results in the 

negative behaviors that are so commonly associated with these students.

For those students who are labeled as at-risk, it is anticipated that they will have 

academic difficulty due to having entered school with either social or emotional deficits. 

“From the perspective of risk, access to social capital represents an important resource for 

students who enter high school with academic difficulties” (Croninger & Lee, 2001, p. 

569). According to these researchers, these students represent a sizable proportion of the 

high school population and are at considerable risk of dropping out of high school, 

roughly three times as likely as students who have had no academic difficulties. In the 

state of Texas only 69% of students graduate high school in four years. For these 

students, the everyday expectations of schools can simply be too challenging to 

accomplish without the emotional fortitude needed to get through. “The commitment to 

stay focused from September to January or from January to June may be overwhelming 

to the at-risk student” (Lamperes, 1994, p. 69). In fact, “research—including studies of 

resilient children and anger-management strategies for at-risk youth—also has begun to 

document the crucial link between a child’s emotional well-being and academic 

achievement” (Harrington-Lueker, 1997, p. 8 ).

While most educators believe that it is their job to address the whole child—mind, 

body, and spirit—there is still a large contingency of the education population that are 

only interested in addressing students from a purely academic perspective. This has been 

exacerbated by the demands of NCLB. What these individuals, both the government and
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teachers, fail to understand is the social capital necessary for academic engagement. This 

is especially true for the growing population of students considered to be at-risk.

“Although teacher-based forms of social capital are generally beneficial for all 

students, those who benefit the most are students most at risk of dropping out of high 

school. This is especially true for socially at-risk students who enter high school with 

low educational expectations and a history of school-related problems” (Croninger &

Lee, 2001, p. 568). One would expect that school would be a place of solace for students 

whose home lives are less than satisfactory, but this is not necessarily the case. Many at- 

risk students find that dropping out of school gives them one less thing to stress over. For 

at-risk students, it seems that school can actually inhibit personal growth. In a study done 

by Testerman (1996), dropping out of school apparently had beneficial effects on the self- 

images of at-risk students.

“Although roughly half o f socially at-risk students enter high school without prior 

academic problems and expectations for postsecondary education, they are only half as 

likely to complete high school as students from socially advantaged backgrounds” 

(Croninger & Lee, 2001, p. 570). Many of these students have not had the emotional 

support needed to develop a strong sense of self and the ability to control their emotions 

and refrain from behaviors which schools consider to be unacceptable. Croninger and 

Lee (2001) argue that, “it is important to investigate the social dimensions o f schooling in 

understanding not only dropping out but also how it and other school-related difficulties 

might be prevented” (p. 569). At-risk students are more likely to be dismissed from 

traditional schools or placed in alternative school environments due to behavioral issues. 

Some at-risk students do not wait to be removed but actually seek alternative school
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environments because of their lack of positive experiences in traditional school 

environments.

Issues of truancy and dropout in secondary schools are also a major concern. 

“Keeping an at-risk student in school sometimes requires the intervention of adults who 

have skills in networking, exploring resources, and putting strategies in place” (Taylor- 

Dunlop & Norton, 1997, p. 274). Any adult who can form a meaningful connection with 

an at-risk student provides an important resource for keeping that student on track and in 

school. In schools, the most readily available adult who has the best opportunity to 

connect with the student is the teacher in the classroom. “Teachers are an especially 

important source of social capital for adolescents at risk of educational failure”

(Croninger & Lee, 2001, p. 569). Because the emotional and academic needs of at-risk 

students tend to be greater, the relationships they form with emotionally intelligent 

individuals are extremely important for both their emotional and intellectual growth.

“The strengths and weaknesses of at-risk children and adolescents must be addressed by 

caring, competent and concerned educators” (Gilstrap, 1995, p. 302).

It is intimidating for any student to address weaknesses. Therefore, it requires 

great care on the part of the adult to address areas o f student need in a respectful, caring 

manner. However, if handled in an emotionally intelligent manner, the social capital that 

is gained through interactions with competent, caring adults can help at-risk students gain 

confidence in areas of weakness and capitalize on areas of strength. All students can 

gain from such interactions. However, the difference is that for a student who is labeled 

as at-risk, it is a necessity. “Academically at-risk students benefit more from access to
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social capital than students with no history of difficulty in school” (Croninger & Lee, 

2001, p. 565).

Many of the factors that cause a student to be labeled as at-risk are those tied

directly to their poor academic performance: failing courses, failing standardized

assessments, or repeating a grade. This lack of academic success may also result in these

students being placed into alternative programs or environments. For instance, the

number of students who have been placed into special education programs for students

with learning disabilities continues to grow and this population has a disproportionate

amount of male students who tend to be more aggressive in their behaviors.

There is a consensus that a common feature of most students with 
learning disabilities (LD) is that they have difficulties with social relationships. 
Specifically, they tend not to be accepted by their peers, and they display 
shortcomings in the way they interact with peers and adults. Further, they have 
difficulty reading nonverbal and other subtle social cues. (Elias, 2004, p. 53)

It is not unrealistic to believe that there is a portion of these students whose IQ’s

are sufficient enough that they might be better served in regular education if  they could

better control their behavior. “A school may provide the best instruction in the world, but

if a segment of the school population is not present physically or is feeling alienated or

absent mentally, of what value is excellent pedagogy?” (Testerman, 1996, p. 365).

The causal factors that bring students to school with social, emotional, and

academic gaps may be beyond the scope of the school environment. However, that does

not mean that educators are helpless to affect the problems created by these gaps.

The interventions offered are-for the most part-educator controllable: 
high expectations for all; clear, achievable goals; clear rules for behavior, 
fairly enforced; effective instruction and classroom management; careful 
monitoring of student progress; and emphasis that school is a place for learning. 
(Rozycki, 2004,121)
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High expectations are good, but they must be done as a collaborative, school-wide effort 

if they are to be truly effective and they must be backed up with appropriate support. 

“Identifying, assessing and helping at-risk learners should be ‘team efforts reflecting 

collaborative relationships” (Gilstrap, 1995, p. 302). At the elementary level, students 

are in contact mainly with one teacher for the entire day. However, at the secondary 

level, students encounter multiple teachers for amounts of time that may be less than one 

hour per day. Receiving a consistent message from teacher to teacher is important to 

reinforce desired expectations. This is where the role of the teacher and the student- 

teacher relationship becomes so important.

Instruments to Measure Emotional Intelligence (El)

To date, there are more than half a dozen measures of emotional intelligence; 

however, there are only three main models of emotional intelligence that are prominent in 

research and literature and that are recognized by the Encyclopedia o f Applied 

Psychology. The Salovey-Mayer-Caruso model (1997) defines emotional intelligence as 

the ability to perceive, understand, manage, and use emotions to facilitate thinking. Their 

test of El, the MSCEIT (pronounced Mo ‘sket), is an ability-based measure which uses 

both consensus and expert scoring. The Daniel Goleman (1998) ECI Model views 

emotional intelligence as a wide variety of skills and competencies that drive 

performance ability. Goleman’s research utilizes a multi-rater assessment. Reuven Bar- 

On’s EQ-i model focuses on emotional-social intelligence as one construct instead of 

separating them into two distinct intelligences. His self-report instrument can be used to 

assess an individual’s ability to behave in socially and emotionally appropriate ways.

The EQ-i can be expanded to include interviews and multi-rater assessments. To a lesser
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degree, The Emotional Accuracy Research Scale (EARS), another self-report survey, and 

the General Test of Emotional Intelligence (GEIS) also appear in the literature from time 

to time.

The General Test o f Emotional Intelligence (GEIS).

The General Emotional Intelligence Survey (GEIS) is a 45 question consensus 

survey designed by Albert Mehrabian to measure emotional intelligence. This particular 

instrument is designed for individuals who are 15 years of age and older. The GEIS 

includes 8  questions within the 45 questions to determine emotional thinking as well. On 

his website, Dr. Mehrabian provides a general overview of his test and refers to it as a 

measure of personality. He further explains that his software includes a built-in feature to 

detect the slanting or faking that can occur in such tests. Validity and reliability data are 

unavailable on the website, and there are currently no articles that give this information. 

Emotional Accuracy Research Scale (EARS)

EARS was developed in 1996 by Jack Mayer and Glenn Geher as another tool to 

measure emotional intelligence. The EARS is a paper and pencil test that consists of 

eight emotionally-laden vignettes followed by pairs of mood items. Individuals are asked 

to read the vignettes and then choose the pair o f mood items they believe the target of the 

vignette reported feeling. Vignettes are based on actual reports of target individuals. 

Consensus scoring is used to measure the degree to which participants are able to 

accurately choose the correct response. This test has practical benefit in that it is easy to 

administer.
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EQ-i

Since its inception over two decades ago, the EQ-i has been the most widely used 

test of EL However, this first test of emotional intelligence was actually a test of 

emotional social intelligence. Credited with coining the term “EQ” (Emotional Quotient) 

in an unpublished dissertation in 1988, Dr. Reuven Bar-On of the University of Texas 

Medical Branch, hypothesized that effective emotional and social functioning should 

eventually lead to a sense of psychological well-being. He developed the EQ-i to test his 

belief that emotional-social intelligence is a cross-section of interrelated emotional and 

social competencies, skills, and facilitators that determine how effectively we understand 

and express ourselves, understand others and relate with them, and cope with daily 

demands.

Over a period of 17 years, Dr. Bar-On moved through six major stages to develop 

the Bar-On Model of emotional-social intelligence and a measure of emotional/social 

intelligence (ESI) called the EQ-i. The EQ-i contains 133 short sentence items which 

require a 5-point scale response from very seldom or not true o f me (1) to very often true 

o f me or true o f me (5). This instrument is suitable for individuals who are 17 years of 

age and older and takes approximately 40 minutes to complete. Responses are compiled 

to give a total El score on five composite scales which break down into 15 subscales. 

Scales with subscales are as follows:

1. Intrapersonal — Self-Regard, Emotional Self-Awareness, Assertiveness, 

Independence, and Self-Actualization

2. Interpersonal— Empathy, Social Responsibility, Interpersonal Relationships

3. Stress Management- -Stress Tolerance, Impulse Control
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4. Adaptability— Reality-Testing, Flexibility, Problem Solving

5. General Mood-Optimism, Happiness

Raw scores from the EQ-I are computer generated and automatically convert to 

standard scores based on a mean of 100 with a standard deviation of 15. This was done 

intentionally to resemble the scoring for standard IQ tests. Average to above-average El 

scores suggest an individual who is effective in emotional and social functioning. The 

inverse would be true of those with low El scores. One interesting factor of the EQ-I is a 

built-in correction factor that automatically adjusts scaled scores to reduce the effects of 

response bias.

Emotional Competency Inventory 360 (ECI)

The ECI was developed by Richard Boyatzis and Daniel Goleman and has been 

distributed worldwide by the Hay Group and must be administered by one of their trained 

personnel. There are currently three versions of this instrument: the ECI, the ECI-2, and 

the ECI-U (for universities). As with most surveys that measure El, the ECI is a self- 

report measure.

According to Goleman and Boyatzis, “emotional intelligence is the capacity for 

recognizing our own feelings and those of others, for motivating ourselves and for 

managing emotions effectively in ourselves and others. An emotional competence is a 

learned capacity based on emotional intelligence that contributes to effective performance 

at work. Since their definition focuses more on a person’s work performance, their 

instrument was designed as a tool to help individuals focus on exactly what competencies 

an individual would like to improve to meet his or her career goals.
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The Emotional Competence Inventory (ECI) measures 20 competencies organized 

into four clusters: Self-Awareness, Self-Management, Social Awareness, and Social 

Skill. Self-Awareness concerns knowing one's internal states, preferences, resources, and 

intuitions. The Self-Awareness cluster contains three competencies: Emotional 

Awareness, Accurate Self-Assessment, and Self-Confidence. Self-Management refers to 

managing ones' internal states, impulses, and resources. The Self-Management cluster 

contains six competencies: Self-Control, Trustworthiness, Conscientiousness, 

Adaptability, Achievement Orientation, and Initiative. Social Awareness refers to how 

people handle relationships and awareness of others’ feelings, needs, and concerns. The 

Social Awareness cluster contains three competencies: Empathy, Organizational 

Awareness, and Service Orientation. Social Skills concerns the skill or adeptness at 

inducing desirable responses in others. The Social Skills cluster contains eight 

competencies: Developing Others, Leadership, Influence, Communication, Change 

Catalyst, Conflict Management, Building Bonds, and Teamwork and Collaboration.

This instrument is a self-measure survey and includes many elements of 

personality testing and thus has the lowest level of validity and reliability as compared 

with other expert scoring measures of emotional intelligence. Reliability coefficients 

range from a low of .60 to a high of .96. Test-Retest coefficients range from .05 to .91 

with most coefficients being below .60. Validity for this test is based on comparisons 

with other measures of personality such as the Myer’s- Briggs Type Indicator and the 

NEO Big Five Personality Test.
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The Multifactor Emotional Intelligence Survey (MEIS)

The MEIS was the first performance-based instrument used to measure emotional 

intelligence as a construct separate from cognitive intelligence and personality. The 

MEIS can be administered as either a pencil and paper test or online. This test comprises 

twelve ability measures that are divided into four branches: perceiving and expressing 

emotions, using emotions to facilitate thought and other cognitive activities, 

understanding emotion, and managing emotion in self and others. Participants are asked 

to read through vignettes and rate four reactions to them according to how effective they 

are as emotion management strategies focused on self and others. Due to some 

overlapping with other areas of cognitive intelligence and personality, the MEIS was 

refined and became the MSCEIT.

The Mayor-Salovey-Caruso Measure o f Intelligence (MSCEIT).

The MSCEIT was developed by John D Mayer—Professor of Psychology at the 

University of New Hampshire, Peter Salovey—Dean of the Graduate School of Arts and 

Sciences and Yale University, and David Caruso of Work Life Strategies and is 

distributed by Multi-Health Systems. The researchers who developed this test believe 

emotional intelligence to be a member o f the hot intelligences: social, practical, and 

personal. These intelligences are so labeled because they refer to intelligences that focus 

on hot cognitions—matters of personal, emotional importance to the individual. The 

Mayor-Salovey-Caruso Measure of Intelligence (MSCEIT) is also based on the four 

branch model of the MEIS.

This test may be taken online or by paper and pencil and is scored by MHS.
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The MSCEIT is objectively scored using either consensus or expert scoring. The 

MSCEIT's expert scoring method employs 21 members of the International Society for 

Research on Emotions (ISRE). The two methods yield similar results with consensus 

scoring providing a reliability coefficient of .93 and expert scoring providing a 

coefficient o f .91. The MSCEIT is considered by its developers to have not only face and 

content validity, but discriminant validity as well since it does not correlate with other 

measures of personality and intelligence. The authors also claim a small degree of 

concurrent validity in that scores from the MSCEIT can provide reasonable predictive 

validity for outcomes such as pro-social behavior, deviancy, and academic performance. 

Because it is an ability based verses self-assessment structure, the MSCEIT is one of the 

better instruments for use in an educational setting where behavior and academic 

performance are the key focus.

The Mayor-Salovey-Caruso Measure o f Intelligence-Youth Version (MSCEIT-YV).

The MSCEIT-YV is the youth version of die MSCEIT produced by the same 

developers. This instrument measures the same four sections as the MSCEIT, one for 

each of the four El abilities. This instrument produces a total of seven scores: four 

branch, two area, and one overall EQ score. The developers of this instrument estimate 

that it will take approximately 1.5 hours to complete. As with the MSCEIT, this 

instrument is available as either an online test or as a paper and pencil test. It is valid for 

individuals who are 10 to 17 years old and is written on a 4th grade reading level.

At the time of this research, the MSCEIT-YV was in data collection and consisted 

of 184 questions. Scores given for student data were raw scores based on a maximum 

value of .05 to 2.0 per question with a maximum of 330.5 points possible. Of the 184
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questions in the data collection version, only the first 180 were used in the scoring of the 

test. There were 138 items worth 2 points, 26 items worth 1.5 points, 15 items worth 1 

point, and 1 item worth .5 points. Branch 1 had a total of 48 questions worth a total of 8 8  

points. Branch 2 had a total of 59 questions worth a total of 103.5 points. Branch 3 had a 

total of 39 questions worth a total of 79.5 points. Branch 4 had 31 questions worth a total 

of 59.5 points. It has since been reduced to 101 questions and is in the final stages of 

data collection. Current data collection data give the reliability coefficient of .906 for 

expert scoring and .937 for consensus scoring. This instrument is expected to be ready 

for use by the general public in 2007.

Student-Teacher Relationships

In their classic study, 400 Losers, Ahlstrom and Havighurst (1971) 
were chagrined to discover that their six-year-long, intensive intervention 
program did not help a group of at-risk youth find success. However even 
though the program was not a success for all, there were some surprising 
findings; a handful of participants did turn their lives around. The 
adolescents who ‘made it’ all had one experience in common: Each had 
developed a special relationship with either a teacher or a work supervisor during 
the treatment program, (as cited in Hall & Hall, 2003, p. 60)

There have been many studies done on student-teacher relationships and like the study

done by Hall and Hall (2003), they point to the important role that teachers play in the

lives of their students. There have been many studies done on student-teacher

relationships like the study done by Hall and Hall (2003) that point to the important role

that teachers play in the lives of their students.

Brenner and Salovey (1997) argued that like parents, teachers also 
socialize emotions in students in the same ways by indirectly exposing 
students to their interactions with other peers and teachers, by directly 
teaching and coaching students, and by exposing students to different 
opportunities in the environment (Liau et al., 2003, p. 61)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



59

The connection that students make with teachers can affect them both emotionally

and academically.

Students do respond just because we care-and because they like us.
Some educators want students simply to respect rather than like their 
teachers. But earning the respect of students is not enough. Students 
must perceive that we care, and even that we like them deep down, as 
people. As it turns out, they will work harder for someone they like 
than for someone they simply respect (Mendes, 2003, p. 57)

Implied in what Mendes (2003) states about the need for students to like the

teacher is the need for an emotional connection between the student and teacher. This is

especially true for students who are at-risk. Human nature dictates that people are nicer,

work harder, and strive to please those that they feel connected to and care for.

When a teacher values a student, the student seems to be biologically 
inhibited from acting aggressively against that teacher. While the student 
is in this zone of positive regard, she is disposed to attend to the teacher. 
Expanding the zone of positive regard mitigates noncompliance and 
defiance. (Hall & Hall, 2003, p. 62)

To open the relationship door, teachers need to understand their 
students’ world. To build relationships in the classroom, teachers 
need to know their students, their own strengths and limitations, 

and how to connect with students by demonstrating genuine interest 
in them. (Mendes, 2003, p. 59)

This requires that the teacher be emotionally intelligent as well. Positive student- 

teacher relationships would seem to translate naturally into better behavior and better 

academic performance. “Students feel something about what is going on in the classroom 

and that feeling, at least in part, determines how students act in the classroom” (Jaeger, 

2003, p. 618). Students who are able to control their emotions and act appropriately in 

class will be more attentive, more on task, and ultimately in a better position to learn. 

“Personal engagement has been likened to flow (Csikszentmihalyi, 1990), or a state of 

peak performance in which emotions are not just contained and channeled, but positive,
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energized, and aligned with the task at hand” (Goleman, 1997, p. 90). Jaeger (2003) 

takes this a step farther by stating that, “emotion impels memory and attention drives 

learning. Thus it is important to ensure that learners become emotionally involved in 

what is taught. If students are not emotionally engaged they will not pay attention” (p.

636).

Teachers who are able to skillfully use their own emotional literacy can have a 

profound affect on students; especially for students who have only limited emotional 

resources themselves. Richburg and Fletcher (2002) suggest that, “professionals must 

have a clear assessment of the types of thoughts, feelings, and emotions that contribute 

to aversive and undesirable behavior in order to create effective intervention 

strategies” (p. 34).

The good news for teachers and students alike is that emotional intelligence can

be learned. This means that teachers who are not particularly skilled in dealing with their

own emotions or the emotions of others can learn to be effective teachers and coaches.

Psychologist Carl Rogers (1951) described the ideal therapeutic relationship as one in

which the therapist is genuine and non-judgmental, providing unconditional positive

regard. Mendes (2003), states that

teachers can develop these characteristics of a good therapist to 
create healthy teacher-student relationships and when we are aware 
and in control of our own emotions, we also need to be aware of 
other people’s emotions so that we can make appropriate choices 
about how and what we communicate. Training and coaching can 
help develop this skill in reading between the lines, (p. 57)

When looking at the dropout rate for at-risk students, “teachers seem to represent

an especially important source of social capital available to adolescents in considering

whether to stay or leave” (Croninger & Lee, 2001, p. 554). In the study done by
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Croninger and Lee (2001), they discovered that “the combined effects of high levels of 

social capital (student-teacher relationships and talks) reduce the probability of dropping 

out by nearly half’ (p. 568). According to records kept by various states in the U.S. only 

a little more than two- thirds of all students who start high school actually finish. “Only 

70% of all students in public high schools graduate, and only 32% of all students leave 

high school qualified to attend four-year colleges” (Greene & Forester, 2003,f  3). When 

you consider that at-risk students make up about a third of the population it is probable to 

determine which students are not making i t

The question then becomes how to find more effective ways to keep these 

students in schools and help these students be successful. “Students who leave high 

school prior to graduation often cite a lack of social and academic support as one reason 

for doing so. They feel disconnected from teachers, despite self-described efforts to gain 

assistance from school personnel” (Croninger & Lee, 2001, p. 551). Programs that 

include an emotional or social intelligence component can provide the additional support 

these students need to be successful. According to Elias (2004), “interventions that are 

comprehensive and link academic and social-emotional learning have the greatest 

likelihood of helping students with LD” (p. 59).

“By their own accounts, many dropouts have fewer positive social interactions 

and less access to assistance from teachers than their more successful peers” (Croninger 

& Lee, 2001, p. 551). If this emotional connection with a caring adult can keep a child 

from dropping out, then it is certainly worthy of research. While the onus is placed 

mainly on the classroom teacher, connections with any caring adult in tire educational 

setting can have very positive results, especially in terms of students dropping out.
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Because students with low emotional intelligence tend to have more issues with

behavior, they may have more negative interactions with teachers. Opportunities to

model and teach emotional intelligence can become situations that are combative and

actually have a negative impact on students’ emotional intelligence and overall

performance. In recent years, schools have tried adopting positive discipline programs

which redirect misbehavior and model good examples of emotional control.

Behavior programming typically contains objectives...In contrast, 
a relationship-building approach helps the student develop positive, 
socially appropriate behaviors by focusing on what the student is doing 
right. In the new paradigm, behavior programming puts the initial 
responsibility for behavior change on the teacher, the most capable 
and only professionally trained person in the classroom. (Hall & Hall,
2003, p. 63)

A cornerstone of behavioral programming is the use of positive modeling and 

interventions that are corrective, but not diminutive. “A gentle intervention defuses 

rather than detonates the situation and allows the student to maintain a sense of dignity” 

(Hall & Hall, 2003, p. 61). Mendes (2003) adds that “positive responses create an 

emotional bank account that can absorb relational difficulties that occur along the way” 

(p. 58). If we are trying to develop responsible, emotionally intelligent adults who will 

interact in socially appropriate ways, one must model such behaviors with our young 

adults. Interactions, especially those intended to correct behavior, must be respectful of 

the student as a human being with emotions, not just as those of a child. “How we feel 

when our boss dresses us down during a staff meeting is similar to how a child feels 

when a teacher reprimands die child in front of the class” (Elksnin & Elksnin, 2003, p. 

68).

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



63

Positive, respectful interactions help students to better understand and model 

desired behaviors. This is much more effective and long-lasting than a negative 

interaction or punishment. “Punishment may temporarily control behavior, but it does 

nothing to teach the student appropriate responses. Worse, punishing a student often 

instills a desire for revenge” (Hall & Hall, 2003, p. 62). “To bond, we value the student 

for the socially appropriate behaviors that the student can demonstrate and then provide 

the structure, support, and recognition that the student needs to demonstrate these 

behaviors” (Hall & Hall, 2003, p. 62).

It is not only the responsibility of the classroom teacher to promote positive 

student-teacher relationships. Educational leaders also bear a great deal of responsibility 

in promoting a positive climate in the classroom. “To be successful, educational leaders 

must be able to forge working relationships with many people. They need to be 

mediators and mentors, negotiators and networkers. In short, educational leaders need to 

be more emotionally intelligent” (Chemiss, 1998, p. 26). Administrators and other 

school leaders may not have the same depth of contact with students and may see 

students more often under negative circumstances. Because these interactions are more 

likely to be negative, it is even more important that these individuals are capable of 

dealing with students in an emotionally intelligent manner. By modeling appropriate 

behaviors for students and teachers, educational leaders have the ability to establish an 

environment that promotes positive, emotionally intelligent behaviors.

Before teachers ever reach the classroom and come in contact with students of 

any kind, they need to spend some time learning how to understand and interact 

appropriately with their future students in order to form meaningful and effective Student-
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teacher relationships; highlighting the importance of the role of teacher education 

programs. Unfortunately, while teacher preparation programs spend a great deal of time 

on subject-matter competency, effective pedagogy, and teaching strategies, there is a 

need to more fully address the affective nature of students as well as their cognitive 

needs. “Few graduate professional schools are capitalizing on the research addressing 

emotional intelligence as a means to develop the intrapersonal and interpersonal 

capabilities of students” (Jaeger, 2003, p. 616). If Maslow, whose work is a 

foundational element of all educator preparation programs, is to be believed, then 

including strategies for modeling and teaching emotional intelligence need to be taught as 

well as a precursor to learning. Nevertheless, where teacher education programs are 

concerned, “curriculums are rarely designed to help students discover and improve their 

levels of emotional intelligence. Although research and professional practice have 

recognized the connection between emotional intelligence and job performance, job 

satisfaction, and organizational commitment (Abraham, 1999,2000); regrettably 

professional schools are not including it in their curriculum” (Jaeger, 2003, p. 616). In 

order to reach at-risk students, teacher education programs must step up and focus on 

more than content and pedagogy focused only on cognitive abilities.

The quality o f the teacher has a major impact on student performance and the 

expectations of the teacher differ depending on the socio-economic status of the child. 

Affluent suburban parents expect and receive more in terms of quality teachers while at- 

risk students are often placed in schools with teachers who come less prepared, receive 

lower salaries, and have much higher rates of attrition.

The reality is that a growing proportion of the teachers being hired
in these schools are unable to meet their states’ certification
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requirements. They often lack adequate preparation and knowledge 
in their subject fields and may not have any knowledge of 
education” (Levine, 2002, p. A. 15).

Teachers must be prepared to deal with students in multiple ways to develop 

meaningful relationships that will lead to meaningful learning. This is especially true for 

at-risk students. A teacher dealing with these students cannot rely on content and 

pedagogy alone. They will find that student-teacher relationships are a foundational 

element to academic success with at-risk students.

Social-Emotional Learning 

Being emotionally intelligent is one thing; teaching others how to be emotionally 

intelligent is another, more complicated task. “The term ‘social-emotional learning’ 

(SEL) was developed for use in research and practice in emotional intelligence as applied 

to the schools because it reflected a strong recognition of the role of both social and 

emotional factors in successful academic learning” (Elias, 2004, p. 54). While this study 

focuses on emotional intelligence, there is no doubt that the level of emotional 

intelligence is closely related to the social competence of both students and teachers.

Elias (2004) breaks SEL down into three essential principles: (a) caring relationships as 

the foundation of all lasting learning, (b) emotions affect how and what we leam, (c) goal 

setting and problem solving provide focus, direction, and energy for learning.

The idea behind SEL theory is that our emotions affect how individuals socialize 

and what they ultimately leam. “The SEL perspective always looks at the interaction 

between the child, the educators, and the learning context. From that point of view, it is 

unrealistic to expect students who are most impaired to exercise self-control 

independently” (Elias, 2004, p. 56). The connection between emotional intelligence and
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classroom learning is placed in the context of the social interactions between student and 

teacher. In order for Social/Emotional Learning to take place, it is important that there is 

a degree of emotional intelligence upon which to build the foundation of learning and that 

the teaching of emotional intelligence is an integral part of any curriculum.

Summary

Emotional Intelligence is considered to be a relatively new concept in the field of 

education, yet it has not been the subject of enough research studies to provide the kind 

of evidence that would make it truly credible. For this reason, it is essential that more 

studies be done that will add to the body of knowledge about emotional intelligence and 

provide evidence of its potential for positive impact on academic performance. The 

power of intelligence testing comes not from its ability to measure intelligence, but from 

the ability to predict what a student will be able to accomplish. If predictive ability for 

emotional intelligence can be determined, it could have a huge impact on the way 

learning happens in schools and could provide an answer to the growing concerns over 

how to effectively reach students who are labeled as at-risk.
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Chapter 3: Methodology 

Purpose o f the Study 

The purpose of this study was to determine the relationship between emotional 

intelligence and the academic performance of at-risk high school students. In addition to 

determining if emotional intelligence impacts academic performance, this research sought 

to explore the predictive ability of emotional intelligence testing in terms of at-risk and 

non-at risk students in the areas of English and Math. It is also hoped that this study will 

help to further explain what implications that emotional intelligence might have for 

educators and their students and how it might be used to enhance the traditional 

educational system in such as way as to help at-risk students who are currently in this 

system, but not being effectively served.

Research Design

In order to answer the research questions listed above, a total of six hypotheses were 

tested:

Hi There is no significant relationship between the academic performance, as

measured by grades and test scores, and the emotional intelligence o f at-risk 

students.

H2 . There is no relationship between the E l o f the student and their at-risk indicator.

H3 . There is no significant relationship between the academic performance o f at-risk

students, as measured by grades and test scores, and the emotional intelligence o f 

the classroom teacher.

H4 . There is no significant relationship between the academic performance o f at-risk

students based on the student’s E l in combination with the teacher’s EL
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H5 There is no significant difference between the E l o f students who are labeled as

at-risk and those with no at-risk indication.

H6  There is no significant relationship between the E l o f at-risk students and non-

academic factors o f discipline and attendance.

The work of Mayer, Salovey, and Caruso (1990) on emotional intelligence gives 

educators something new to consider when trying to determine how best to help students 

achieve academic success. This is especially true when considering an at-risk student 

population that tends to be the most needy and the most deficient academically. If there 

is indeed a correlation between El and academic performance—with low El being linked 

to low achievement—an understanding of this relationship could set the stage for 

discovering new ways to work with at-risk students.

One of the major factors that has been correlated with the high failure rates of at- 

risk students is the presence of behavioral problems that inhibit the learning process.

Liau et al. (2003) found that “lower levels of emotional literacy, measured in terms of 

emotional intelligence, were linked with higher levels of internalizing problem behaviors 

such as stress, depression, somatic complaints and with higher levels o f externalizing 

problem behaviors such as aggression and delinquency” (p. 59). For these students with 

low levels of El, such problem behaviors detract from both the teachers’ and the students’ 

ability to be successful in the classroom. The question then becomes, if low levels of El 

correlate with problem behaviors and poor academic performance, can raising the level of 

El for student or teacher impact academic performance in a significant manner?

According to Leed and Ormrod (2005), “a correlational study examines the extent 

to which differences in one characteristic or variable are related to differences in one or

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



69

more other characteristics or variables” (p. 180) The research questions being posed 

within this study lend themselves well to the use of this quantitative methodology. The 

empirical data collected for this study comes from the results of emotional intelligence 

surveys given to 9th grade at-risk students and their teachers, scaled scores from the Texas 

Assessment of Knowledge and Skills (TAKS) test, end of course grades in the content 

areas of English and Math, records of attendance and records of disciplinary actions. This 

study also included 26 teachers who took an online version of the MSCEIT.

Location o f study

This study took place in the southern portion of Texas with participants from one 

large urban public high school. The high school was established in 1967, was the 3rd of 

eight high schools constructed within the district, and rests in an older, lower socio

economic part of the city. The total student population is just under 2,800 students, 873 

of which are first-time 9* graders or students repeating the 9th grade. The population is 

91% minority with 82% of the minority population being Hispanic. The district within 

which this school resides has a minority population of 72% with 61% being Hispanic. 

There are a total of 174 teachers, 8  counselors, and 8  administrators at this particular high 

school. There are also 16 secretaries, 1 librarian, 13 instructional assistants, 2 police 

officers, 1 nurse and 1 at-risk coordinator. Sixty-nine percent of the school population is 

considered at-risk, which is slightly higher than the national average. Sixteen percent of 

the population participates in the special education program. Of the entire population, 

72% are considered to be economically disadvantaged and 69% are eligible for either free 

or reduced lunch.
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Participants

Students. The student participants in this study were taken from the 9th grade 

population. Emotional Intelligence surveys were given to each student who returned a 

parent consent form. Students included both first time 9th graders and those repeating the 

9th grade. Demographics for the current freshman class are consistent with demographics 

for the overall population of the school. Of the 873 freshman students, approximately 

67% of 9th grade students are considered to be at-risk. There are slightly more males 

(56%) than females (44%) in the freshman population. Approximately 15% o f the 873 

students are repeating the 9th grade and the majority of the students are Hispanic (72.6%).

Teachers. The teacher participants in this study were core area teachers in Math, 

Language Arts, and Science. Special education teachers in these core areas also 

participated. Each teacher teaches between 30 and 200 ninth grade students depending 

upon the number of freshman sections assigned. Demographic data including age, 

gender, level of education, number of years in the classroom, content area, and number of 

years in the content area were collected for teacher participants.

Instruments

In order to provide both student and teacher data, the instruments chosen for this 

study are the Mayer-Salovey-Caruso Emotional Intelligence Test (MSCEIT) and the 

Mayer-Salovey-Caruso Emotional Intelligence Test-Youth Version (MSCEIT-YV).

These surveys were developed by the researchers whose work is credited with laying the 

foundation for bringing scientific credibility to the concept of emotional intelligence as a 

true intelligence that can be accurately measured. Both testing instruments were obtained 

from Multi-Health Systems, Inc. (MHS)—a psychological assessment company that was
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established in 1983. MHS has offices in the United States, Canada, and the United 

Kingdom and provides assessment services for use in clinical, educational, forensic, 

pharmaceutical, corporate, and research settings around the world.

Mayer-Salovey-Caruso Emotional Intelligence Test (MSCEIT). The MSCEIT 

was developed for use with individuals 17 years and older and employs a self-report 

format to measure a person’s capacity for reasoning with emotional information. 

Although it is a self-report instrument, the MSCEIT is an ability-based measure that 

makes it difficult to “fake” a good performance. There are 141 questions and takes 

approximately 30-45 minutes to complete. This instrument can be completed online or 

with a pencil-paper version. For ease of data analysis, teachers took the online version of 

the MSCEIT. Students took the pencil and paper version.

The MSCEIT generates a number of scores. There is an overall score of emotional 

intelligence and then individual scores for each of the four branches. Based on research 

done by the developers, the MSCEIT has an overall reliability measure of .93 for general 

consensus scoring and .91 for expert scoring. Consensus scoring is done by comparing 

the scores of participants to each other to determine the most consistently chosen 

responses. While earlier versions of the instrument employed just two raters, the 

MSCEIT's expert scoring method employs 21 members of the International Society for 

Research on Emotions (ISRE). The MSCEIT has relatively high levels of reliability. 

Facilitating emotion has the lowest reliability with .79 for general and .76 for expert 

scoring. The MSCEIT self-report features a four-branch model of Emotional 

Intelligence:
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• Managing Emotions (assessed using the Emotional Management task and the 

Social Management task) r=.83 (general) r=.81 (expert)

• Understanding Emotions (assessed using the Blends task and the Changes task) 

r=. 80 (general) r= .ll (expert)

• Using Emotions (assessed using the Sensations task and the Facilitation task) 

r=.79 (general) r=.76 (expert)

• Perceiving Emotions (assessed using the Faces task and the Pictures task) 

r=. 91 (general) r=. 90 (expert)

The MSCEIT uses a four-branch model with two types of tasks used to measure 

each branch. The tasks themselves have been tested over a decade of study, which 

includes the conceptual connection of each task to the theory. This provides for content 

validity.

Mayer-Salovey-Caruso Emotional Intelligence Test-Youth Version (MSCEIT-YV). 

The MSCEIT-YV is a revision of the MSCEIT used with adult participants. This version 

of the test is currently in data collection prior to being distributed by MHS. Thus, the use 

of the MSCEIT-YV in this study will not only provide data to answer the questions 

presented by the researcher, but will also be used in the larger study being conducted by 

the developers of the instrument to determine reliability and validity for this instrument to 

measure the El of students between 14 and 18 years of age.

The MSCEIT-YV contains 184 questions and takes approximately 40-90 minutes 

to administer. As with the MSCEIT, correct answers have been determined using both 

expert and consensus scoring. This instrument can be administered online or in paper- 

pencil format. Due to the at-risk nature of the population being studied and their
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familiarity with taking standardized tests on paper, student participants in this study took 

the paper-pencil version of the test.

The MSCEIT-YV is in the initial data collection stages. The version used for 

testing in this study contained 184 questions. The Cronbach's alpha split-half coefficients 

were done for both expert and consensus scoring in the same manner as the MSCEIT.

The reliability coefficients for this version of the MSCEIT-YV were i=.906 for expert 

scoring and r=.937 for consensus scoring. Table 1 below shows a breakdown of the 

reliability for each of the four branches of El. The MSCEIT-YV will be in data 

collection until the spring of 2007.

Table 1

Reliability Data for MSCEIT-YV Data Collection Version

Branches Expert Consensus

Branch 1--Perceiving Emotions .800 .877

Branch 2—Using Emotions .738 .874

Branch 3—Understanding Emotions .854 .874

Branch 4—Managing Emotions .793 .843

Total EIQ .906 .937

Data Collection

The first step in the analysis of data was establishing appropriate procedures for 

collection and tabulation of emotional intelligence scores from the students and teachers. 

“To enhance reliability, it is best to establish standard conditions of data collection” 

(McMillan & Schumacher, 2001, p. 249). Student El surveys were given by teacher test 

proctors in April o f2006 to 9th grade students who returned parent consent letters. To
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avoid bias, the researcher provided standardized training and standardized written 

instructions (see Appendix N) and was not present in any of the testing rooms. During 

this time period, students in grades 10 and 11 were taking the TAKS test and 12th grade 

students were off campus. Since the entire school environment was set up for testing, 

student participants were surveyed in a testing atmosphere as opposed to a normal school 

day. This allowed the researcher to test students in an environment where distractions of 

the normal school day— bells, announcements, students in the hallways, and other 

disruptions—were eliminated. This environment maintained the integrity of a testing 

environment similar to the one used for the student’s standardized testing and helped to 

ensure that students would take the test as seriously as possible.

So that each student would hear the same directions, a page of standardized 

directions was given to each test proctor. To control for variations in test administration 

the researcher personally trained all teacher proctors on how to administer testing 

instructions. Those teachers trained to administer and proctor the El test were certified 

Science and Math teachers.

In cases of institutional research, it is the policy of the school district within 

which the school in this study lies to give participants a passive consent form. However, 

it is the policy of MHS to have all minor students submit signed consent form s from 

parents. Due to the complex language of the official MHS consent form, the researcher 

requested and was granted permission to create a consent form that was written in non

technical language that could be understood by parents and students alike. A letter of 

introduction to the research and the researcher was sent along with the consent form to all 

9th grade students through English classes (See Appendices E and F). Letters were
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available in both English and Spanish. Forms provided by MHS were sent home with 

students beginning in January o f2006 in an effort to collect as many as possible by April, 

2006.

From returned consent letters, six student names were drawn to receive 

incentives. Those six students each received $25 gift certificates to Best Buy. The 

teacher whose classes returned the highest percentage of consent letters received $100 in 

cash as an incentive to help increase the number of participants. In order to encourage 

students to be in attendance on the day of testing, incentives were given for those who 

completed the test. Once students had completed the El survey, one student name was 

drawn randomly from those who had actually taken the test. This student received $ 100 

in cash. A $100 incentive was also given to one teacher from those who participated in 

the study by taking the online MSCEIT.

“The purpose of a norm-referenced interpretation is to show how individual 

scores compare with scores of a well-defined reference or norm group of individuals” 

(McMillan & Schumaker, 2001, p. 251). The Texas Assessment of Knowledge and 

Skills (TAKS) is a criterion-referenced assessment required of all high school students in 

the state of Texas in grades 9,10, and 11. Scores for the TAKS have been normed with a 

scaled score of 2100 being necessary to show minimum competence. TAKS data was 

collected from the district’s Academic Excellence Indicator System (AEIS) system. 

Another method of assessment was the use of end of course grades which, like the 

TAKS, are a form of performance-based assessment “With performance-based 

assessment the emphasis is on measuring student proficiency on cognitive skills by 

directly observing how a student performs the skill” (McMillan & Schumacher, 2001, p.
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255). End of course grades were collected from the district Curriculum Management 

System (CMS). Demographic data was also collected for each student using the student’s 

identification number assigned by the district to extract data from the district database.

Data Analysis

All empirical data were analyzed using non-parametric tests in SPSS to determine 

if there was a relationship between emotional intelligence and academic performance for 

at-risk students, non-at risk students, and the combination of both groups. Data are also 

presented for correlations between teacher El as tested by the MSCEIT and student 

performance. Data are presented in a variety of forms including tables and regression 

charts to show actual levels of significance.

Emotional Intelligence scores from die MSCEIT-YV, scaled scores for TAKS, 

course grades for English and Math, and cumulative course grades were analyzed to 

determine the relationship between academic factors and emotional intelligence. 

Pearson’s correlations were used to determine if relationships existed between 

demographics, academic performance, and level of emotional intelligence. Where 

significant relationships were found, regression was used to determine the predictive 

ability of each academic factor. El scores were also correlated with the non-academic 

factors of attendance and discipline referrals. As with academic factors, regression was 

used to determine predictors for factors that showed a significant relationship.

To determine teacher performance, passing rate for courses and passing rate for 

TAKS were correlated with teacher scores on the MSCEIT using Pearson correlation. 

Where there were significant relationships, regression was used to determine predictors. 

Teacher El scores were also correlated with the non-academic factor of number of
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discipline referrals. To test for the significance of the combination of teacher El and 

student El, correlation, regression, and ANOVA were used.

Prior to being able to assign levels of emotional intelligence, it was necessary to 

determine the reliability and validity of the MSCEIT-YV. “You will find substantial 

correlations between two characteristics only if you can measure both characteristics with 

a reasonable degree of validity and reliability” (Leed & Ormrod, 2005, p. 267). Due to 

the fact that the MSCEIT-YV was written by the authors of the MSCEIT used for the 

adults in this study, the test is considered to have both face and content validity. The 

researchers also have conducted research to show concurrent validity in that the MSCEIT 

offers additional predictive validity for outcomes such as pro-social behavior, deviancy, 

and academic performance. Cronbach’s Alpha was used to determine the reliability of 

the student El survey. Since the TAKS test is a criterion-referenced standardized test that 

is administered by the state, it served as a reliable and valid source of data for student 

ability. Unlike the standardized tests, end of course grades are a less reliable measure 

and are one of the limitations of this study. “The major drawback of performance-based 

assessments is the dependence on subjective ratings or observations of teachers, which 

often results in low reliability” (McMillan & Schumacher, 2001, p. 255). However, by 

taking end of course grades from multiple teachers to get a cumulative grade point 

average (GPA), it is believed that the overlying pattern of student performance across 

content areas and with different teachers provided a reliable basis forjudging significance 

of the academic achievement of the student.

Hypothesis number one states that there is no significant relationship between the 

academic performance of at-risk students, as measured by grades and test scores, and
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their emotional intelligence. To test this hypothesis SPSS was used to analyze TAKS 

scores and end of course grades in Math and English for students labeled as at-risk, 

students with no at-risk indicator, and the combination of both groups.

Hypothesis number two states that that there is no relationship between student El 

and their assigned at-risk factor. Branch and overall scores of El were analyzed using 

SPSS to determine the relationship between a student’s at-risk indicator and his or her 

emotional intelligence. There are 13 at-risk indicators that have been established by the 

state of Texas. While there may or may not be a significant correlation with El and 

academic performance of at-risk students, correlations may exist to greater or lesser 

degrees within the 13 at-risk indicators established by the state of Texas. Multiple 

regression was used to determine if at-risk factors influence or predict El. Statistical 

analysis included analysis of the three most common at-risk indicators: failed two or 

more courses, failed a standardized test, or retained in a grade. Analysis was also done 

based on having a combination of indicators. For significant relationships, regression 

was used to determine predictors.

Hypothesis number three states that there is no significant relationship between 

the academic performance of at-risk students, as measured by grades and test scores, and 

the emotional intelligence of the classroom teacher. In order to test this hypothesis, 

teacher scores on the MSCEIT were correlated with student academic performance. For 

significant relationships, regression was used to determine predictors.

Hypothesis number four states that there is no relationship between the academic 

performance of students based on the student’s El in combination with the teacher’s El.

It is possible to have four different combinations in terms of teacher and student El: high
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teacher El with high student El, high teacher El with low student El, low teacher El with 

high student El, or low teacher El with low student EI. Multiple tests were run to 

determine relationships and predictive nature for this particular hypothesis. Pearson 

Correlation, Chi-Square, Regression, and ANOVA were used to determine the 

significance of the relationship between the combined EI of students and teachers and the 

impact on student academic performance.

Hypothesis number five states that there will be no significant difference between 

the EI scores of students labeled as at-risk and students who have no at-risk indicators. 

T-test of means was used to determine the difference between the EI of students who are 

labeled as at-risk and those with no at-risk indicator.

Hypothesis number six states that there is no relationship between EI and the non- 

academic factors of discipline and attendance for at-risk students. Pearson correlation 

was used to determine if a relationship exists between non-academic factors of discipline 

and attendance. Regression was used for indicators that showed a significant 

relationship.

Role o f the Researcher 

The researcher gathered and analyzed data and looked for significant relationships 

within the data. The researcher trained certified teachers and provided a standardized 

instruction page and standardized testing environment for administering the MSCEIT-YV 

to 9th grade students. The researcher personally logged each teacher on to the online EI 

test. The researcher was responsible for gathering and analyzing data taken from the 

district database for student test scores, course grades, discipline, attendance, and 

demographics.
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The first role of the researcher was to administer the MSCEIT to teachers and to 

train teachers to administer the MSCEIT-YV to students. Data on grades and test scores 

is housed in a district database. After the completion of EI surveys, the researcher 

gathered data from the district database for later analysis.

The researcher used appropriate statistical methods to analyze data and organize it 

into a report that will clearly demonstrate the results of the study in such a way as to 

support or deny any possible correlation between emotional intelligence and academic 

performance.

Protection o f Human Subjects

Educational research is constrained by legal and ethical considerations due to the 

nature of research in conducting studies on human beings (McMillan & Schumacher, 

2001, p. 22). The researcher is legally and ethically obliged and responsible for protecting 

the privacy and the rights of the subjects or participants while conducting a study. In 

terms of ethically ensuring complete confidentiality, the researcher respected the privacy 

of the participants. Parental consent was obtained for each student participant. Consent 

letters were signed by each teacher participant. Teachers and students were given a 

detailed explanation of the study. Those who did not consent to participate were not 

included in the study.

Only the researcher and the committee chairperson had access to individual data. 

Student data was controlled using the assigned student numbers. Names were not used in 

any way. The participants were allowed and had the opportunity to terminate their 

participation at any time for any reason. The approval of the Institutional Review Board 

at the University of the Incarnate Word and the research review board of the school
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district was granted prior to any data collection (see Appendix A). Finally, the researcher 

did not use language or words that are biased against persons because of their political or 

religious orientations (American Psychology Association, 2001). The researcher did not 

use fraudulent practices that are not professionally accepted in any way such as 

suppressing, falsifying, or inventing findings to meet the researcher’s or the readers’ 

need.

These measures were taken into consideration during the entire research process. 

The strategies for protecting the human subjects involved in this study were used in order 

to enhance the validity of the answers and increase the credibility and trustworthiness of 

this study.

Final Report

The data collected from this study was used to answer the question of the impact 

of emotional intelligence on the academic performance of at-risk students at the high 

school level. It is also hoped that the findings of this research will add significantly to the 

field of study of emotional intelligence and will add to the validity of emotional 

intelligence testing. All data were analyzed using appropriate statistical tests and are 

presented in an approved APA format and is consistent with university research 

standards. All data were stored in a secured locked area of the researcher’s office and 

was viewed only by the researcher.
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Chapter 4: Data Analysis 

Introduction

The purpose of this study was to determine if a relationship exists between 

emotional intelligence and the academic performance of at-risk students. This research 

further sought to determine if there was any predictive ability of emotional testing and if 

such knowledge can be used to predict and perhaps prevent students from academic 

failure. While many credible studies on emotional intelligence have been done, few of 

these empirical studies have addressed the area of the predictive ability of EI. If a 

relationship does exist between EI and academic performance and if EI can be predicted, 

such knowledge could be very beneficial in assisting educators in making better 

educational decisions and providing better opportunities to students.

Study Design

This study required the collection of data on emotional intelligence, student 

academic performance, and teacher performance. To measure EI, both teachers and 

students were surveyed for EI using the MSCEIT and the MSCEIT-YV respectively. 

Teachers were able to take the online version of the test at their convenience. Students 

took the paper and pencil version in a standardized testing environment.

To measure the academic performance of students, Math and English course 

averages, standardized test scores for Math and English, and overall cumulative grade 

point average data were collected from the school’s curriculum management system. 

Non-academic data for attendance, discipline, and demographics were also pulled from 

the school’s curriculum management system (CMS).
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To measure the effectiveness of teachers, data were collected from CMS for 

teacher passing rates per course taught and passing rates for the state’s standardized tests. 

Data for the number of discipline referrals were also collected. Demographic information 

for teachers was obtained from the consent forms filled out by teachers before 

participating in the study.

Hypotheses

The following null hypotheses were addressed in this study:

1. There is no significant relationship between the academic performance, as 

measured by grades and test scores, and the emotional intelligence o f at-risk 

students.

2. There is no significant relationship between the EI o f the student and their at-risk 

indicator.

3. There is no significant relationship between the academic performance o f at-risk 

students, as measured by grades and test scores, and the emotional intelligence o f 

the classroom teacher.

4. There is no significant relationship between the academic performance o f at-risk 

students based on the student’s EI in combination with the teacher’s EI.

5. There is no significant difference between the EI o f students who are labeled as 

at-risk and those with no at-risk indication.

6. There is no significant relationship between the EI o f at-risk students and non- 

academic factors o f discipline and attendance.
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Response Rates

This non-parametric study was conducted in one comprehensive high school in

south Texas. Due to their traditionally high level of failure, the 9th grade population was

chosen for participation in this study.

As grade 9 enrollment has increased relative to grade 8, student progress 
from grade 9 to grade 10 has become more constricted. Nationally, as of 
2001, while lOth-grade enrollment was between 11 and 12 percent smaller 
than 9th-grade enrollment the previous year, the difference was much 
higher in some states. For example, Florida, South Carolina, Georgia and 
Texas have grade 10 enrollments that are 20 percent smaller than the grade 
9 enrollment the previous year. In contrast, prior to the mid-1980s, between 
2 and 5 percent of 9th graders failed to progress to 10th grade, and the loss 
of students from the pipeline was most pronounced after grade 11. The 9th 
grade bulge and 1 Oth-grade dip are most dramatic for African American and 
Latino students. (Wheelock & Miao, 2005, f)

In the school district where this study was performed, grade level is determined by the

number of credits a student has earned. On the day of student testing, the total school

population for this one high school was 2,573 students with 873 or 34% classified as 9th

grade students. The minority population for this school was 91%.

Students who do not successfully complete English 1, World Geography, Algebra

1 or Geometry, and Integrated Physics and Chemistry (IPC) or Biology are retained in the

9th grade and are classified as such until these courses have been passed with a grade of

70 or above. Of the current 9th grade population of 873 students, approximately 25% are

repeating the 9th grade. The majority of the population is Hispanic (79.7%) with

approximately 67% of 9th graders considered to be at-risk. Since failure rates are higher

among male students, the population has slightly more males (56%) than females (44%).

At the time of testing, the entire 9th grade population was represented by 873

students. Of the 873 students 350 students (40%) returned the required signed parent
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consent form. On the day of EI testing, 300 students (34%) were actually tested. The 50 

missing students were either absent, had conflicting standardized tests, or were not 

directed properly to the EI testing rooms. The 300 completed EI tests were cleaned for 

missing responses. Only EI tests with no missing responses were included. Of the 300 

completed EI tests, 237 (27%) contained no missing responses. The remaining 63 tests 

(21%) were not used in the final data analysis. The final, testable population for this 

study consisted of 350 freshman students. Of the 350 students, 300 (86%) were present 

and tested. After cleaning data for missing responses, data for 237 (79%) students was 

utilized for the final data analysis.

100%

90%

80%

70%

60%

50%

40%

30%

20%

1 0 %
0%

□ Total Population n=873 E3 Returned n=350 □ Tested n=300 □ Valid n=237 

Figure 1. Percentages of total student participant population.
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□ Total n=350 0  Tested n=300 □ Valid n=237

Figure 2. Percentages of participant population.

Data Cleaning

All data were cleaned to meet the assumptions for both correlation and regression. 

The researcher obtained emotional intelligence scores for 300 ninth grade students and 26 

teachers. The MSCEIT-YV is a data collection version of the test. Conservative 

strategies were used to deal with the MSCEIT-YV in terms of missing data. Only those 

students that had completed 100% of MSCEIT-YV survey were included in this study. 

Cases with missing responses were deleted. Of the 300 completed EI surveys, 63 were 

deleted due to missing data. Pearson correlation, t-test, and regression were used on the 

EI tests results of the remaining 237 participants. Within the 9th grade population, there 

was an overall response rate of 27%.

In order to reduce skewness and avoid biased results, the rem aining 237 cases 

were cleaned for univariate outliers using Mahalanobis distance. With the use of a
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p  <.001 criterion for Mahalanobis distance, no outliers were identified. To improve 

normality, linearity, and homoscedasticity of residuals, Case Wise Diagnostics with 3.3 

standard deviations were used to check for residuals. No residuals were found after 

cleaning the data. Since the data was considered to be normally distributed, no 

transformations were necessary. No cases had missing data when running Pearson 

Correlations, T-test, ANOVA, or regression.

Reliability

After data cleaning, Cronbach’s Alpha was run to determine the reliability of the 

MSCEIT-YV for the student population. The reliability coefficients for this first version 

of the MSCEIT-YV were r=.906 for expert scoring and r=.937 for consensus scoring. 

Table 2 below shows the reliability data given for both consensus and expert scoring 

from Multi-Health Systems (MHS) compared to the reliability for the student population. 

The overall El reliability scores (a = .902) were consistent with the expert scores of the 

testing company (a = .906). Branch one (Perceiving Emotions), branch two (Using 

Emotions), and Branch four (Managing Emotions) were all consistent with the results of 

MHS. Branch 3 (Understanding Emotions) was highly reliable for the participants in the 

MHS study, but was not reliable for the participants in this study. In all cases, the 

MSCEIT-YV was more reliable for students not at-risk.
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Table 2

Comparison o f Cronbach’s Alpha (n=237)

Cronbach’s alpha MHS
Cronbach’s alpha 

Participants

El Branches and Total Expert Consensus All Not At- 
Risk

At-
Risk

Branch 1 .800 .877 .829 .853 .795

Branch 2 .738 .874 .880 .897 .874

Branch 3 .854 .874 .086 .157 .034

Branch 4 .793 .843 .775 .800 .754

Total E l .906 .937 .902 .919 .883

Demographic Data

Student Data

This study was done in one comprehensive high school in a large school district in 

south Texas. The school consisted of approximately 2600 students in total with 34% of 

these students currently classified as 9th graders. Figures 1 through 7 depict the 

breakdown of participants in this study. They also give a comparison of the total school 

population to the participant population. By comparison, the participant population is 

representative of the school population. For all of the figures representing demographic 

data, n= 873 for the population and n= 237 for the participants.
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Male to female ratios were almost identical with only a .8% difference. There are 

slightly more males in the 9th grade population and there were slightly more females in 

the participant population.

56.1% 55.3%

100.0%

90.0%
80.0%
70.0%
60.0%
50.0%
40.0%
30.0%
20.0%

10.0%

Male Female

Population ■ Participants

Figure 3. Comparison of gender for population and participants.

The at-risk population for the 9th grade is slightly above two-thirds (67%). At- 

risk students made up half (50.21%) of the participant population.
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33%

♦♦♦♦♦♦♦♦♦

At-Risk Not At-Risk

D Population Participants

Figure 4. Comparison of at-risk make up of population and participants.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



90

This campus has a sub-campus or Academy that consists of 200 students within 

the total 9th grade population of 873. Students who are part of the Science and 

Engineering Academy come from various parts of the district and must meet a higher 

admission requirement than those students who are assigned due to living in the 

attendance zone. For the campus, the academy population makes up 17%. A large 

portion of these students (33%) participated in the study.

Population Participants

□ Main Campus ■ Academy
Figure 5. Comparison of total population and participants by campus.

Gifted and talented (GT) students do not account for a large portion of 

the 9th grade population (N= 11%). In this study, there were slightly more GT students 

(16%) than in the overall population.
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Population Participants

□ GT_________■ Regular Education

Figure 6. Comparison of GT status of total and participant populations.

The percentage of students who are considered to be at-risk (67%) is in direct 

proportion to the percentage of students who are economically disadvantaged (69%). In 

this study, the number of economically disadvantaged students (68.8%) was in direct 

proportion to that of the 9th grade population (69%). While being economically 

disadvantaged does not automatically make a student at-risk, research shows that the two 

do correlate. The ETS report, Parsing the Achievement Gap: Baselines for Tracking 

Progress, identifies the factors before, well-documented gaps in achievement among 

students from different racial and ethnic backgrounds and different family income levels.
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Population Participants

______ □ Eco Pis___________ ■ Non Eco Pis_____

Figure 7. Comparison of econ. disadvantaged status of total and participant populations.

The ethnic breakdown of participants in comparison to the population was similar 

as well. There were almost identical numbers of Asian students (population =2.0%, 

participants = 2.1%) and Hispanic students (population = 78%, participants = 72.6%). 

There were slightly fewer Black students in the study (population =8%, participants = 

5.5%) and slightly more White students (population =12%, participants = 19.8%).

100.0%

78.0%90.0%
80.0% 72.6%
70.0%

60.0%

50.0%
40.0%

19.8%30.0%

20.0%

10.0%

0 .0%

8 .0%
5.5%2 .0% 2 .1%

Asian/Pacific Islander Black Hispanic White

□ Population ■ Participants

Figure 8. Comparison of ethnicity of total and participant populations.
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By comparison to most campuses in the state of Texas, this particular campus has 

a relatively high number of special education students (16%). These students were also 

represented in this study and made up 11% of the participants.

100%
90%
80%
70%
60%
50%
40%
30%
20%
1 0%
0%

□ Special Education ■  Regular Education

Figure 9. Comparison of participants by SE status total and participant populations.

Although this study includes an almost equal number of at-risk and non at-risk 

students, the focus of this study was to see the relationship between El and the academic 

performance of at-risk students. There are 13 indicators used in the state of Texas to 

determine at-risk status. Only three indicators were used in this study. The indicators of 

failed 2 courses, retained, and failed TAKS were chosen due to the high number of 

students who repeat ninth grade due to one or a combination of two or more of these 

three indicators.

Of the 873 students, 43% are at-risk due to having failed two courses within a 

year, 35% are at-risk because they have not successfully completed the required number 

of course credits and have been retained, and 58% have failed the state’s standardized test 

(TAKS). Many students are at-risk due to a combination of the three indicators used. Of

Population Participants
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the 237 student participants, 118 were labeled as at-risk. Within the 118 at-risk students, 

65 (27.4%) had only one at-risk indicator, 33 (13.9%) had two indicators, and 20 (8.4%) 

had all three at-risk indicators. The remaining 119 students (50.21%) were not at-risk

3 AR indicators, 8.44%

2 AR indicators, 
13.92%

1 AR indicator, 27.43%

B Non-Repeater ■ 1 AR indicator □ 2 AR indicators □ 3 AR indicators

Figure 10. Number of at-risk indicators for 9th grade participants.

Of the participant population, 198 (83.54%) were first-time 9th grade students. Of the 

students repeating the 9th grade, 37 (15.61%) were in their 2nd year as a 9th grade student, 

and 2 (.84%) were attempting to complete 9th grade for the 3rd time.

Repeater 3rd year, 
0.84%

Non-Repeater, 83.54%

Repeater 2nd year, 
15.61%

□ Repeater 3rd year ■ Repeater 2nd year □ Non-Repeater

Figure 11. Years in the 9 grade for participants.
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Teacher Data

At the time of this study the total teacher population in all areas was 174 teachers. 

Of this population, 20 were English teachers, 20 were Math teachers, 22 were Science 

teachers and 25 were Special Education teachers. A total of 26 teachers returned 

permission slips and agreed to participate in this study. Of the 26,18 teachers (69%) 

actually took the MSCEIT. Of those taking the test, 7 teachers (39%) were from Special 

Education Math and English, 5 teachers (28%) were from the English department, 3 

teachers (17%) were from the Science department, and 3 teachers (17%) were from the 

Math department. Teachers who were asked to take the test were chosen specifically 

because they were the teacher of record for a large percentage of the students 

participating in the study or because they were administering the MSCEIT-YV.

Percentage of participants

100%
90%
80%
70%
60%
50%
40%
30%
20%
10%

English n=5 Math n=3 Science n=3 Special
Education n=7

□ Percentage of participants

Figure 12. Percentage of teacher participants.
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Teachers who did not take the MSCEIT either chose not to take the test, did not 

represent a significant number of students in the survey, or attempted to take the test 

online but were unable to do so due to technical difficulties. The teacher population was 

mostly female (64%). All teachers had completed at least a bachelor’s degree. The 

average age of teacher participants was 40 (39.9) years of age. The average years in the 

teaching profession was almost 11 years (10.55) and the average years at this particular 

school was almost 6 (5.97).

Teacher Demoqaphics
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Figure 13. Teacher demographics.

Tests o f Emotional Intelligence

The MSCEIT

The Mayor Salovey Caruso Emotional Intelligence Test (MSCEIT) was the 

emotional intelligence test chosen to be administered to the adult teacher participants in 

this study. The test contains eight sections (tasks) with a total of 100 questions and was 

given to teachers online at their convenience. The eight tasks are divided into four
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branches. This test gives a total of seven measures: four branch scores, two area scores, 

and one overall emotional intelligence score.

Branch 1 of the MSCEIT measures perceiving emotions—the ability to recognize 

one's own feelings and the feelings of others. Emotional perception involves paying 

attention to, and accurately decoding emotional signals in facial expressions and tones of 

voice. Branch 2 measures using emotions-the ability to take feelings into account to 

more accurately reason about situations and to decide how to act. This ability helps a 

person creatively solve problems. These two branch scores combine to form the first area 

score. Emotional Experiencing (Experiential Emotional Intelligence Score-EXP) is a 

person’s ability to perceive, respond, and manipulate emotional information. This scale 

indexes how accurately a person can “read” and express emotion, and how well a person 

can compare that emotional stimulation to other sorts of sensory experiences (e.g., colors 

or sounds).

Branch 3 measures understanding emotions-knowledge of how emotions combine 

and change over time is important in interacting with other people and in enhancing self- 

understanding. Branch 4 measures managing emotions-the ability to work with feelings 

in a judicious way, rather than acting on them without thinking. This ability to 

successfully manage emotions often entails the awareness, acceptance, and use of 

emotions in problem solving. These two branches combine to form the second area 

score. Emotional Reasoning (Strategic Emotional Intelligence Score-REA) is a person’s 

ability to understand and manage emotions. This scale indexes how accurately a person 

understands what emotions signify (e.g., that sadness typically signals a loss) and how 

emotions in him/herself and others can be managed.
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All four branches or two area scores combine to give the overall Emotional 

Intelligence score. All MSCEIT scores described here are reported as normed standard 

scores with a Mean of 100, and a Standard Deviation of 15. In general, scores above 115 

indicate enhanced emotional intelligence, scores between 85 and 115 indicate 

moderate/average emotional intelligence, and scores below 85 indicate that emotional 

intelligence needs development.

Coefficients indicated that the MSCEIT branch scores were providing interrelated 

measures of a similar construct. As indicated in Table 3, the strength of association 

ranged from a moderate (r=.186) to a very strong (r=.918). The total El score had a very 

strong correlation with each of the branch and area scores ranging from r=.619 to r=866. 

Table 3

Summary o f the MSCEIT correlation o f branch, area and total scores

El 
Branches 
and Areas

B1 B2 B3 B4 EXP REA TOT

Teachers (n=26)

TOT .716** .687** .704** .619** .866** .803** 1

REA .261 .496 .898** .764** .426 1

EXP .918** .691** .370 .320 1

B4 .186 .492 .415 1

B3 .225 .396 1

B2 .394 1

B1 1

Note: **. Correlation is significant at the .001 level
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The MSCEIT-YV

In order to provide consistency in die measurement of emotional intelligence, the 

student participants in this study were given the MSCEIT-YV. The MSCEIT-YV gives 

the same seven measures as the MSCEIT. The version of the MSCEIT-YV used for this 

study was in the first stages of data collection. The test contained 5 sections with a total 

of 184 questions. The data for the MSCEIT-YV had a similar level of interrelated 

measures.

Branch 1— perceiving emotions—indicates the degree to which the respondent can 

identify emotion in himself or herself and others. This includes reading facial 

expressions, which impacts an individual’s ability to perceive emotions in oneself and 

others, as well as in objects, art, stories, and music. Perceiving emotions helps by making 

individuals more aware of how others are feeling and our reactions to them so that we can 

choose an appropriate response. This will help the individual make a decision that will 

lead to a positive outcome.

Branch 2—facilitating thought—indicates the degree to which the respondent can 

use his or her emotions to improve thinking. This includes the ability to generate, use, 

feel, and to communicate emotions, or employ them in other cognitive (or th inking) 

processes that are important to create the ability to be successful in academic endeavors.

Branches 1 and 2 combine to form Area 1— Experiential Emotional Intelligence— 

Eeiq. This score provides an index of die respondent’s ability to perceive emotional 

information, to relate it to other sensations such as color and taste, and to use it to 

facilitate thought. This score shows the degree to which one “takes in” emotional
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experiences, recognizes them, compares them to other sensations, and understands how 

they interact with thought.

Branch 3 —understanding emotion-indicates— how well the respondent understands 

the complexities of emotional meanings, emotional transitions, and emotional situations. 

This includes the ability to understand emotional information, how emotions combine 

and progress through relationship transitions, and to appreciate such emotional meanings. 

This helps in understanding others’ views. The questions in this portion of the test 

require the student to analyze relational situations and determine the best possible action 

to take in order to receive a positive response from others.

Branch 4—managing emotions—registers how well the respondent is able to 

manage emotions in his or her own life and in the lives of others. This includes the ability 

to be open to feelings, and to modulate them in oneself and others so as to promote 

personal understanding and growth.

Branches 3 and 4 combine to form the Area 2 score—Strategic Emotional 

Intelligence—Seiq. This score provides an index of the respondent’s ability to understand 

emotional information and use it strategically for planning and self-management This 

score shows the degree to which one can understand emotional meanings, their 

implications for relationships, and how to manage emotions in oneself and others. All 

four branches or two areas combine to give the overall Emotional Intelligence score- Eiq. 

Table 2 shows that there is a similar level of interrelated measures in the MSCEIT-YV. 

The scores on the MSCEIT-YV range from a low of r=.016 to a very strong r=.891.

This version of the test is currently in data collection using 184 questions. The 

final version of the test will eliminate questions that do not add to the construct validity
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of the instrument. Nevertheless, with the exception of Branch 1 (r=.435), all branch and 

area scores showed a high degree of interrelatedness with overall EL

MSCEIT-YV used was a data collection instrument and thus there were no norms 

developed. Scores given for student data were raw scores based on a maximum value of 

.05 to 2.0 per question with a maximum of 330.5 points possible. Of the 184 questions in 

the data collection version, only the first 180 were used in the scoring of the test. There 

were 138 items worth 2 points, 26 items worth 1.5 points, 15 items worth 1 point, and 1 

item worth .5 points. Branch 1 had a total of 48 questions worth a total of 88 points. 

Branch 2 had a total of 59 questions worth a total of 103.5 points. Branch 3 had a total of 

39 questions worth a total of 79.5 points. Branch 4 had 31 questions worth a total of 59.5 

points. For the total 330.5 points possible, the mean score for all student participants for 

overall student El was 211.078 and the median score was 215.500. Scores were normally 

distributed for overall El with no outliers.

The participants in this study were almost equally split to include both students 

classified as at-risk (n=l 18) and those with no at-risk indicator (n=l 19). All hypotheses 

to test academic performance were analyzed separately by at-risk status and in 

combination as one group irrespective of at-risk status. Table 4 shows the correlations of 

the MSCEIT-YV among branch, area, and total scores.

Branch 1 was most significant for at-risk students (r=.594). Branch 2 was most 

significant for all students (r=.786). Branch 3 was most significant for all students 

(r=.833). Branch 4 was most significant for all students (r=.788). The Eieq (branches 1 

and 2 combined) was most significant for at-risk students (r=.879) and the Seiq (branches 

3 and 4 combined) was most significant for all students (r=.902).
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Table 4

Summary o f the MSCEIT-YV correlation o f branch, area and total scores with all 
participants.

B1 B2 B3 B4 Eeiq Seiq Eiq

Total Students (n=237)

Eiq .380** .786** .833** .788** .815** .902** 1
Seiq .068 .602** .938** .851** .485** 1
Eeiq .680** .784** .428** .453** 1
B4 .067 .560** .617** 1
B3 .057 .534** 1
B2 .078 1
B1 1

At- Risk Students (n=l 18)

Eiq .594** .675** .756** .671** .879** .864** 1
Seiq .267** .491** .873** .780** .518** 1
Eeiq .755** .680** .455** .399** 1
B4 .241** .339** .375** 1
B3 .208 .462** 1
B2 .033 1
B1 1

B1 B2 B3 B4 Eeiq Seiq Eiq

Non At-Risk Students (n=l 19)

Eiq .435** .751** .813** .745** .837** .891** 1
Seiq .109 .588** .923** .821** .496** 1
Eeiq .699** .726** .440** .434** 1
B4 .131* .481** .538** 1

B3 .073 .545** 1
B2 .016 1
B1 1
Note: .* * Correlation is significant at the .01 level 

.* Correlation is significant at the .05 level
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Hypothesis Testing

A total of six hypotheses were tested in this study. These hypotheses were 

divided into three major categories: those that addressed student performance, those that 

addressed teacher performance, and those that addressed the main effects and interactions 

of the two.

Hypotheses number one, two, five and six tested the relationship of student El to 

the academic performance of students. Pearson correlations were used to test for 

relationships between student El and academic performance, student El and demographic 

factors, and student El and behavioral factors. For areas that showed significance in 

relationship, multiple regression was used to test for the predictive ability of El in terms 

of student performance.

Hypotheses number three tested the relationships of teacher El to student 

performance and teacher performance. Hypothesis three tests the relationship between 

teacher El and teacher performance by looking at teacher passing rates for courses and 

standardized tests, number of discipline referrals, and teacher demographic factors.

Hypothesis number four tested the relationship between the combination of 

student and teacher El to student performance. This one hypothesis actually required the 

testing of several ancillary hypotheses in order to answer the main question of the impact 

of combined El on academic performance. The Chi Square test of independence was 

used to show the El of students and the El of teachers as independent factors that can 

influence the impact of each other on student performance. Pearson correlation was used 

to show the relationship between teacher El and student El as well as the relationship of 

both to academic factors. Regression was used to test the predictive ability of student El
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and Teacher El on academic performance. Finally, ANOVA was used to show the main 

effects and interactions of each in relationship to academic performance.

Qualitative Data Analysis for MSCEIT and MSCEIT-YV

Hypothesis One

The first hypothesis tested is this study was: There is no significant relationship 

between academic performance, as measured by grades and test scores, and student 

emotional intelligence. Pearson product-moment (zero-order) correlation coefficients 

were calculated to test the relationship between the factors of academic performance and 

emotional intelligence.

Course grades in English and Math were used to represent teacher generated 

measures of academic performance. Cumulative grade point average (GPA) was used to 

give a broader picture of student performance in the classroom. Scaled scores for Math 

and English TAKS were used to give an indicator for student achievement on 

standardized measures of academic performance. Table 5 shows a summary of the 

correlational results for El and academic performance.

English course grades had significant zero-order correlational relationships with 

six of the seven measures of El. For all groups, English course grades were highly 

significant. Branch 1 was not significant for any of the groups and branch 4 was not 

significant for students not at risk. In relationship to the student’s overall El, English 

course grades are highly significant for both at-risk students (r=.411) and students not at 

risk (r=.374).
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Table 5

Summary o f Correlational Relationships: El and Academic Indicators

Academic Factors El Indicators

B1
Total (n = 237) 
B2 B3 B4 Eeiq Seiq Eiq

English Grade -.054 .386** .513** .344** .239** .511** 4 4 9 **

Math Grade - . 0 2 1 .173 .322** .295** .109 .353** .280**

Cum GPA -.089 .350** .508** .308** .186 .486** .403**

ELA TAKS .030 .449** .504** .358** .342** .514** .506**

Math TAKS -.014 .383** .488** .297** .259** .476** .434**

B1
At-Risk (n= 118)
B2 B3 B4 Eeiq Seiq Eiq

English Grade .032 .325** .369** .404** .256** .427** 411**

Math Grade .079 .115 .274** .267** .134 .300** .265**

Cum GPA .024 .187* .298** .228** .151 .299** .273**

ELA TAKS .309** .415** .390** .391** .492** .435** .535**

Math TAKS .197* .142 .312** . 1 2 1 .227** .266** .290**

B1
Not At-Risk (n= 119) 

B2 B3 B4 Eeiq Seiq Eiq

English Grade -.032 .318** .547** .173 .189* .466** 3 7 4 **

Math Grade -.042 .080 .175 .238** . 0 2 1 .243** .148

Cum GPA -.047 .315** .548** 292** .172 .523** .393**

ELA TAKS -.560 .368** .501** .253** .2 0 0 ** .487** .384**

Math TAKS -.026 .428** .468** .358** .264** .516** 442**
**. Correlation is significant at the .01 level 
*. Correlation is significant at the .05 level
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Although not as strong as English course grades, Math course grades also had a 

significant zero-order correlational relationship with four of the seven measures. Branch 

4 and area 2 were both significantly correlated with Math course grade. Math course 

grades had a significant relationship with the El of at-risk students (r=.265) and students 

overall (r=.280).

Cumulative GPA had a significant zero-order correlation with student El in five of 

the six measures. Branches 2 ,3 ,4 , area 2, and overall El were significantly related to 

cumulative GPA. Cumulative GPA was highly correlated with overall El for all groups 

ranging from a significance of r=.273 to r=403.

ELA TAKS scores had the highest significant correlation with student El. ELA 

TAKS scores were significant in all seven measures. While ELA TAKS was not 

significant in branch 1 for all groups, it was significant for at-risk students (r=.309). 

Correlation between overall El and ELA TAKS was highly significant ranging from 

r=.384 to r=535.

Math TAKS scores had a significant zero-order correlation with all measures of 

EL Math TAKS was most significant for students not at risk in all areas. Overall El was 

significantly related to Math TAKS scores for not at-risk (r=.442) and at-risk students 

r=.290.

Summary. Because all factors used to measure academic performance had a zero- 

order correlational relationship with the overall emotional intelligence (Eiq), null 

hypothesis number one was rejected.

Due to the significant relationship between El and academic factors, multiple 

regression was used to test the predictive nature of El in relation to grades and
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standardized test scores. The results of this regression are shown in table 6 . The 

regression analysis testing the relationship between El and academic performance 

revealed a significant multiple correlation for each of the five academic factors. In each 

factor the overall F was significant thus a predictive relationship was found.

The multiple regression results suggest that El best predicts ELA TAKS scores for 

at-risk students (R=.535) and accounts for 50% (R=.506) of the variance in ELA TAKS 

scores for all students. The next most significant result was seen in the relationship 

between El and English Course grades, with El accounting for 45% (R=.449) of the 

variance in the English grade for all students and 37% (R=.374) for at-risk students.

Math TAKS scores showed a significant predictive relationship with El and 

accounted for 43% (R=.434) of the variance for all students and 44% (R=.442) for at-risk 

students.

Cumulative Grade Point Average showed a significant predictive ability and 

accounted for 40% of the variance (R=.403) for all students and 39% (R=.393) for 

students not at-risk.

Math Course Grades showed a significant relationship with El and accounted for 

28% of the variance (R=.280) for all students and 27% (.265) for at-risk students.
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Table 6

Regression Analysis for Academic Factors and El for All Participants

Academic Factor
Multiple

R Sig.F Comments

Total Students (n =■ 231)

English Grade .449 . 0 0 0

Reject the null hypothesis.

Math Grade .280 . 0 0 0
Reject the null hypothesis

Cum GPA .403 . 0 0 0
Reject the null hypothesis

ELA TAKS .506 . 0 0 0
Reject the null hypothesis

Math TAKS .434 . 0 0 0
Reject the null hypothesis

At-Risk Students (n = 118)

English Grade .411 . 0 0 0
Reject the null hypothesis.

Math Grade .265 .004 Reject the null hypothesis

Cum GPA .273 .003 Reject the null hypothesis

ELA TAKS .535 . 0 0 0
Reject the null hypothesis

Math TAKS .290 .003 Reject the null hypothesis

Not At-Risk Students (n = 119)

English Grade .374 . 0 0 0
Reject the null hypothesis.

Math Grade .148 .107 Fail to Reject the null hypothesis

Cum GPA .393 . 0 0 0
Reject the null hypothesis

ELA TAKS .384 . 0 0 0
Reject the null hypothesis

Math TAKS .442 . 0 0 0
Reject the null hypothesis
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Summary. Because of the high levels of significance of emotioned intelligence, El 

can be seen as predictive factor in academic performance.

Hypothesis Two

The second hypothesis tested in this study was: there is no significant 

relationship between students El and students’ at-risk indicator. There are 13 factors 

used to indicate at-risk status of students in the state of Texas. Table 7 shows the 

percentage of the total population of 9th grade students in each of the 13 categories.

Table 7

Percentages o f students in At-Risk categories.

At-Risk Indicator N %

N= 873

Failed 2 376 43%
Retained 304 35%
Failed TAKS 507 58%
Pregnancy 15 0 %
Alternative School Placement 58 7%
Expulsion 1 0 0 %
Parole 0 0 %
Dropped Out 0 0 %
Limited English Proficiency 51 6 %
DPRS 0 0 %

Homeless 2 0 %
Residency in treatment program 1 0 %

Because a student may have more than one at-risk indicator, percentages do not 

equal 100 percent. Due to the high percentages of students who failed two or more 

courses, were retained in a grade, or who had failed TAKS, these were the areas chosen 

for analysis. Pearson correlations were calculated for the relationship between El and a
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student’s at-risk indicator. Table 8  shows the results for each of the three chosen at-risk 

factors as well as the relationship between El and students having all three of the chosen 

factors.

Table 8

Correlations between El and Students ’ assigned At-Risk Indicator

At-Risk El Indicators

Indicators
B1 B2 B3 B4 Eeiq Seiq Eiq

n=48

Failed 2 
Courses only .115 -.094 -.188** - . 1 0 2 . 0 1 2 -.174** -.104

II

Retained only .146* -.087 -.109 - . 0 2 0 .038 -.083 -.032

00O'*IIC!

Failed TAKS 
only .072 -.282** -.406** -.195** --.153* -.364** -.310**

n = 2 0

All 3 at risk 
factors .143* -.217** -.328** ■-.150* -.057 -.290** -0.213**

.** Correlation is significant at the .01 level 

.* Correlation is significant at the .05 level

Pearson calculations showed significant zero-order correlational relationships 

between student El and the at-risk factors of failing TAKS tests including: Branch 2-

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



I l l

Facilitating Thought (r = -.282**), Branch 3-Understanding Emotions (r = -.406**), 

Seiq-Strategic Emotional Intelligence Score (r = -.364**), Eiq-Composite Emotional 

Intelligence Score (r = -.310**).

There was also a significant zero-order correlation between El and the academic 

performance of students who were assigned all three at-risk factors including: Branch 2- 

Facilitating Thought (r = -.217**), Branch 3Understanding Emotions (r = -.328**), 

Seiq-Strategic Emotional Intelligence Score (r = -.290**), Eiq-Composite Emotional 

Intelligence Score (r = -.213**).

Summary. Due to the high level of significance between El and at-risk factors 

null hypothesis number two was rejected.

Due to the high negative significance between El and h&vmg failed TAKS or 

having all three at-risk factors, multiple regression was used to test the predictive ability 

of El for these two factors. Table 9 shows that in both cases, El was predictive of a 

student failing TAKS and having all three at-risk indicators.

Table 9

Regression Analysis for At-Risk Indicators

At-Risk Indicators R2 Sig.

n=98

Failed TAKS .096 . 0 0 0

n= 2 0

All Three At-Risk Indicators .045 . 0 0 1

**. Correlation is significant at the .01 level 
*. Correlation is significant at the .05 level
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Summary. Due to the high level of significance between El and at-risk factors 

null hypothesis number two was rejected.

Hypothesis Three

The third hypothesis in this study was: There is no significant relationship between the 

academic performance of at-risk students, as measured by grades and test scores, and the 

emotional intelligence of the classroom teacher. In order to test the relationship between 

teacher El and student performance, conservative strategies were used to clean the data. 

Of the 237 students, 97 students (41%) had a course grade in Math, had taken the Math 

TAKS test, and had a teacher who had taken the El test. Ofthe237, 191 (81%) of the 

students had a course grade in English, had taken the English TAKS test, and had a 

teacher that had taken the El test. Table 10 shows that there was a strong correlation 

between the El of the English teacher with both the English Course Grade (r=.454**) 

and also with the TAKS test (r=.297**). There was no significant relationship between 

the El scores of the Math teacher and the Math Course Grades and Math TAKS scores of 

students.

Summary. Due to the high level of significance between El scores for teachers 

and student academic performance, null hypothesis number three was rejected. Due to 

the high correlation between English teacher El and student performance, multiple 

regression was used to test the predictive ability of English teacher El. Table 11 below 

shows that teacher El does have predictive ability for all student (r=.089) as well as for 

at-risk students (r=.185).
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Table 10

Correlation between Teacher Eland Student Academic Performance.

Academic Indicator English Teacher El

Total Students n = 191

Standardized Test Performance 
Course Grades

.267**

.454**

At-Risk Students n = 82

Standardized Test Performance 
Course Grades

.430**
-.280*

Non At-Risk Students n = 109

Standardized Test Performance 
Course Grades

.113
-.160

Academic Indicator Math Teacher El

Standardized Test Performance

Total Students n = 97

.175
Course Grades .223

Standardized Test Performance

At-Risk Students n = 49

.183
Course Grades .232

Standardized Test Performance

Non At-Risk Students n = 48

.025
Course Grades .091
**. Correlation is significant at the .01 level 
*. Correlation is significant at the .05 level
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Table 11

Multiple Regression for Teacher E l and Academic Performance

Academic Indicators For English Teachers R2 Sig.

Total Students n =191

Standardized Test Performance .089 . 0 0 0

Course Grades . 0 1 2 .137

At-Risk n = 82

Standardized Test Performance .185 . 0 0 0

Course Grades .281 .011

Not At-Risk n= 109

Standardized Test Performance .013 .242

Course Grades .026 .097

**. Correlation is significant at the .01 level 
*. Correlation is significant at the .05 level

Summary. Due to the high level of significance between El scores for teachers 

and student academic performance null hypothesis number three was rejected. 

Hypothesis Four

The fourth hypothesis tested in this study was: There is no significant 

relationship between the academic performance of at-risk students based on the student’s 

El in combination with the teacher’s EI. If there is a relationship between the El of the 

student and the student’s performance and there is also a relationship between the EI of 

the teacher and the student’s grade, then the question becomes how the combination of
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emotional intelligence will affect student performance and which combination will have 

the most significant impact.

Because one of the assumptions of multivariate analysis is that the independent 

variables are independent of each other, prior to being able to address this hypothesis, an 

ancillary null hypothesis- Student EI is independent of teacher EI- had to be addressed.

A Chi Square Test of Independence was conducted to answer the question of whether or 

not teacher EI and student EI are interdependent or contingent upon one another. The 

chi-square results were not significant, indicating that the variables are independent 

thereby permitting additional multivariate analysis. Table 12 shows the results of the Chi 

Square analysis for English teachers. Table 13 shows the same results for teachers of 

Math.

Table 12

Chi Square Test o f Independence for Student Eland English Teacher EI

Student Status Pearson Chi-Square Sig.

n =  191

Total Students .3395 .065

n = 49

At-Risk .674 .412

S3 II 0
0

Not At-Risk .372 .542
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Table 13

Chi Square Test o f Independence for Student EI and Math Teacher EI

Student Status Pearson Chi-Square Sig.

Total Students .826

n=  191

.363

At-Risk .673

n = 49

.412

Not At-Risk .108
13 II 0

0

.743

Previous regression analyses show that both teacher and student EI are 

significantly correlated to student academic performance. Multiple Regression was used 

to determine the significant contribution of teacher EI above and beyond student EI. 

Table 14 shows the results of the multiple regression using teacher EI in combination 

with student EI. In all cases, teacher EI was significant and added to the impact of 

student EI on academic performance.

To test the main effects and interactions of student and teacher EI on academic 

performance, ANOVA was used with academic factors as the dependent variables and EI 

scores of teachers and students as the fixed factors. When considering the impact of 

combined factors, it is important to consider the interactions of these variables. Since
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Table 14

Regression Analysis for Combined Student and Teacher EI

Total Students At-Risk Not At-Risk

Academic Factor Multiple R Sig-F Multiple R Sig. F Multiple R Sig- F

English Grade .193 .000 .223 .000 .074 .017

Math Grade
.189 .000 .162 .039 .134 .017

ELATAKS .328 .000 .420 .000 .161 .000

Math TAKS
.250 .000 .193 .007 .222 .004

interactions can distort a main effect; researchers agree that they supersede the results 

brought about by a main effect. By using ANOVA, not only can we see the impact of 

student EI and teacher EI on academic performance, we can determine how their 

combination impacts performance and which combination is most significant.

Previous regressions were done using the continuous scores for academic factors 

and emotional intelligence tests. In order to perform the ANOVA student EI and teacher 

EI were recoded into dichotomous categories. For students, EI scores were divided 

between students whose EI scores were above or below the mean among English students 

(M=212.571) and Math students (M= 207.61). For teachers, EI scores were divided into 

those above and below the mean of 100. Since there were no teacher EI scores above 

115, teacher EI scores are labeled as Low and Moderate.

Prior to looking at ANOVA results, we must first look at the mean scores for 

academic performance of at-risk, not at-risk, and all students. Table 15 shows the mean, 

median, and standard deviation for English and Math Course grades and English and 

Math TAKS scores. Table 14 shows that there is a significant difference in the academic
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performance of at-risk students as compared to students with no at-risk indicator. The 

lowest passing score for a course grade is 70. While students with no at-risk indicator are 

well above this minimum standard, at-risk students are barely passing in both English 

(M=72.77) and Math (M=75.22). In terms of performance on standardized tests, the 

minimum passing score is 2100. While students with no at-risk indicator are well above 

the minimum, at-risk students are barely passing in English (M=2187.34) and below the 

minimum passing rate in Math (Af=2069.53)

Table 15

Descriptive Statistics for Academic Factors

Total Students At-Risk Not At-Risk

Academic
Factor Mean Median

St.
Dev Mean Median

St.
Dev Mean Median

St.
Dev

English
Grade 79.15 81.00 11.41 72.77 72.00 12.15 83.94 85.10 8.00

Math Grade 79.28 81.00 11.60 75.22 75.00 12.23 83.42 85.00 9.37

ELA TAKS 2258.00 2262.00 143.00 2187.34 2200.00 116.32 2312.56 2343.00 137.98

Math
TAKS 2151.92 2142.00 179.03 2069.53 2075.00 151.46 2236.02 2226.00 166.55

Within the 2-way ANOVA, mean scores for grades and standardized tests can fall

into one of four groups: High student EI and high teacher EI, High student EI and low 

teacher EI, Low teacher EI and high student EI, or Low teacher EI and low student EI. 

By looking at the variation of mean scores within groups, we are able to see the main 

effects on student performance and the interactions that occur as a result o f the various
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combinations of emotional intelligence. The results in table 16 below show the mean 

scores for each of these combinations by at-risk status.

Table 16

Mean Comparisons for Student/Teacher EI combinations for TAKS and Course Grades

At-Risk

TAKS Scores
Student Low/ 
Teacher Low

Student High/ 
Teacher Low

Student Low/
Teacher
Moderate

Student High/
Teacher
Moderate

ELA TAKS 2097.07 2213.5 2205.81 2277.94

Math TAKS 2036.57 2075 2079.2 2174.4

Not At-Risk

ELA TAKS 2264.91 2302.87 2266.6 2342.85

Math TAKS 2177.1 2273.77 2135.75 2289

Course Grades
Student Low/ 
Teacher Low

Student High/ 
Teacher Low

Student Low/
Teacher
Moderate

Student High/
Teacher
Moderate

At-Risk

ELA Grades 71.59 80.38 68.38 72.89

Math Grades 71.95 76.23 78.1 80.6
Not At-Risk

ELA Grades 83.55 85.3 82.05 84.15

Math Grades 81.7 84.31 81.13 84.82

For both grades and test scores in English and Math, student scores on academic 

factors increase as student EI increases so that the lowest scores are consistently present 

when both the teacher and student have a low EI and the highest scores are present when

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



120

both the student and teacher have a high EI. When there is a mix of high and low, scores 

vary by at-risk status and academic factor. For ELA TAKS at-risk students score higher 

when student EI is higher (M=2213.50) than they do when teacher EI is higher 

(M=2205.81). The same pattern is true for non at-risk students; however the difference 

between the means is more significant.

For Math TAKS, there is almost no difference for at-risk students performance 

based on a higher teacher EI (M=2079.20) than the student (M=2075.00). The difference 

is more pronounced with non at-risk students with student EI (M=2273.77) being more 

important than teacher EI (M=2135.75).

For English Grades there is a significant difference in the performance of at-risk 

students based on EI. For at-risk students, the main effect of student EI is more 

significant that the interaction of teacher EI and student EI with a mean difference of 12 

grade points from a grade of B (M=80.38) for the combination of high teacher EI 

combined with high student EI and an F (M=68.38) for a low/low combination. 

Comparatively, the difference for students not at-risk is less than 3 grade points for the 

high/high combination of El’s (M=85.30) and the low/low combination (M=82.05) with 

all mean scores falling in the B range.

For Math grades for at-risk students tend to rely more on the EI of the teacher 

(M=78.10) than that of the student (M=76.23). However, the contribution of the teacher 

EI has almost no impact on the grade of the non at-risk student regardless of the student’s 

EI. There is roughly a 3 point increase in grade for the students who are not at-risk and 

have a high EI. Figures 14 through 21 give a visual representation of how the
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combinations of student and teacher EI impact the academic performance of at-risk and 

non at-risk students.

ELA TAKS Scores

2350.00

2300.00

2250.00

2200.00

2150.00

2100.00

2050.00

2000.00 

1950.00

2342.85

2302.87
2277.94 2216.60

2213.50 22115.81

At-Risk Not At-Risk

■ Student Low Teacher Low
■ Student High Teacher Low
□ Student Low Teacher Mod
□ Student High Teacher Mod

Figure 14. ELA TAKS scores by at-risk status.

Regardless of EI scores, students who have no at-risk indicator scored 

significantly higher on the ELA TAKS test. For at-risk students the difference between a 

low/low combination of El’s and a high/high combination is 180.87 points. This is more 

than two times the 77.94 point difference for students with no at-risk indicator.

ELA TAKS Scores

□ 2302.87
□ 2342.85

2350.00
□ 2266.60 B 2277.94□ 2264.912300.00

2213 50 B22052250.00

2200.00

2150.00

2100.00

2050.00

2000.00

1950.00
Teacher Low Teacher Low

Student Low Student High

Teacher Mod Teacher Mod

Student Low Student High

s  At-Risk 

□ Not At-Risk

Figure 15. ELA TAKS scores by EI combinations.
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English Course Grades

100.00
90.00
80.00
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Figure 16. English course grades by at-risk status.

In terms of course grades, the impact of the interaction between student EI and 

teacher EI was not significant for any students. Course grades declined significantly 

when student EI decreased, even though teacher EI had increased. For at-risk students 

this represented a difference of 12 points. For non-at risk students it was less than 3 

points.

English Course Grades

100.00
90.00
80.00
70.00
60.00
50.00
40.00
30.00
20.00 
10.00
0.00

85.3083.55 84.1582.0580.38

Teacher Low 

Student Low

Teacher Low Teacher Mod Teacher Mod

Student High Student Low Student High

I At-Risk 
I Not At-Risk

Figure 17. English course grades by EI combinations.
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Math TAKS

2289.00
2273.77

2300.00

2250.00
2174.40 2177' 1

2200.00
212 5.75

2150.00
2075.00 2079.: !0

2100.00

2050.00

2000.00

1950.00

1900.00
At-Risk Not At-Risk

a  Student Low Teacher Low 
B Student High Teacher Low
□ Student Low Teacher Mod
□ Student High Teacher Mod

Figure 18. Math TAKS by at-risk status.

For at-risk students, there is a significant difference in Math TAKS scores based 

on the combination of student and teacher EI representing 137.83 points. When EI scores 

are mixed, there is less than a 4 point difference between high teacher EI and high student 

EI. For non at-risk students, it is student EI that makes the difference. There was only a 

15 point difference in scores when student EI was high. However, when student EI was 

low, the difference was over 1 0  times greater.

Math TAKS
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Teacher Low 
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Student High Student Low Student High

B At-Risk 
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Figure 19. Math TAKS by EI combinations.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



124

Math Grades

78.10 80.60 81.70 84 31 81.13 84
100.00

76.2390.00 71.95
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Figure 20. Math grades by at-risk status.

For Math Course Grades, the difference between at-risk status is small. There is 

almost a 13 point difference between the low/low combination of EI scores for at-risk and 

the high/high EI scores for non at-risk. While there is an almost 8  point spread of grade 

scores for at-risk students, there is less than a 4 point difference for non at-risk students.

B At-Risk 
B Not At-Risk

Student Low Student High Student Low Student High

Figure 21. Math grades by EI combinations.
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To measure the significance of main effects and interactions, the F static and its 

significance was used. The Partial Eta Squared gives the effect size indices. The results 

of the ANOVA tests for ELA TAKS and English Grades are in table 17. Table 18 gives 

the same results for Math TAKS.

Table 17

Main Effects and Interactions for ELA TAKS and English Course Grades

Partial Eta
ELA TAKS F Sig. Squared

At-Risk n = 105

Student EI 3.492 0.064 0.032

Teacher EI 0.465 0.497 0.004 There is no significant main effect or
interaction between student EI and

Combined EI 0.393 0.532 0.004 teacher EI for at-risk students.

There is a significant main effect for
Student EI 1.133 0.29 0 . 0 1 1 both student EI and teacher EI. There
Teacher EI 0.537 0.465 0.005 is no significant interaction between

student EI and teacher EI for non at-
Combined EI 0.009 0.926 0 risk students.

English
Course Partial Eta
Grades F Sig. Squared

Not At-Risk n = 78

Student EI 19.268 0 0.198

Teacher EI 16.253 0 0.172 There is no significant main effect or
interaction between EI and English

Combined EI 1.063 0.306 0.013 course grades

Student EI 6.418 0.013 0.076 There is a significant main effect for
Teacher EI 4.159 0.045 0.051 both student EI and Teacher EI. There

is not a significant interaction for
Combined EI 0.664 0.418 0.008 English Course Grades.
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Table 18

Main Effects and Interactions for Math TAKS and Math Course Grades

Math TAKS F Sig.

Partial
Eta

Squared
Comments

At-Risk n = 45

Student EI 

Teacher EI 

Combined EI

1.852

2.092

0.334

0.18

0.155

0.566

0.04

0.044

0.007

There is no significant main effect nor is 
there a significant interaction for Math 
TAKS.

Student EI 

Teacher EI 

Combined EI

6.788

0.074

0.348

0 . 0 1 2

0.787

0.558

0.134

0 . 0 0 2

0.008

There is a significant main effect for 
student EI. There is no significant main 
effect for Teacher EI and there is no 
significant interaction for EI and Math 
TAKS.

Math Course 
Grades F Sig.

Partial
Eta

Squared
Comments

Not At-Risk n = 44

Student EI 

Teacher EI 

Combined EI

0.726

1.747

0.05

0.399

0.193

0.824

0.016

0.037

0 . 0 0 1

There is no significant main effect for 
student EI or teacher EI. There is no 
significant interaction for EI and Math 
course grades.

Student EI 

Teacher EI 

Combined EI

1 . 2 1 1

0

0.036

0.277

0.992

0.85

0.027

0

0 . 0 0 1

There is no significant main effect for 
student EI or teacher EI. There is no 
significant interaction for EI and Math 
course grades.

Summary: The results of ANOVA testing indicate that academic performance

will be highest for both at risk and non at-risk students when both the student EI and the 

teacher EI are both high. For at-risk students, academic performance is impacted by the
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teacher EI and will be lowest when both the student EI and the teacher EI are low. While 

non at-risk students do even better when the teacher has a high EI, they tend to 

compensate for teachers with low EI and their academic performance does not suffer. 

Hypothesis Five

The fifth hypothesis tested in this study was: there is no significant difference between 

the EI of students who are labeled as at-risk and those with no at-risk indication. The 

population tested in this study was almost evenly split between students labeled as at-risk 

(n=l 18) and students with no at-risk indicator (n=l 19). Table 19 shows the number of 

subjects, mean scores for EI, and standard deviation according the at-risk status. Table 

20 lists the results of an independent sample t-test applied to the EI scores of at-risk and 

non at-risk students.

Table 19

Number o f subjects, mean scores for EI, and standard deviation according at-risk status

Variables__________ n__________ M_________ SD

Not At-Risk 119 217.777 24.0695

At Risk 118 204.322 26.3035

Table 20

Equality o f Variances o f  Means in EI scores according to at-risk status

Levene's Test for Equality 
of Variance t-test for equality of means

F Sig. t Sig. mean diff

Not At-Risk 3.398 0.067 4.109 .000- 14.4553

At Risk

**. Correlation is significant at the .001 level
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Levene’s test (p. > .001) shows that variances are equal. The t-test shows that 

Non at-risk students scored significantly higher (217.777) on EI tests than did students 

with an

at-risk indicator (204.322).

Summary. Due to the significant difference between the mean scores of EI for 

students labeled as at-risk and those with no at-risk indicator, null hypothesis number five 

was rejected.

Hypothesis Six

The sixth hypothesis tested in this study was: there is no significant relationship between 

the EI of at-risk students as measured by demographics and non-academic factors of 

discipline and attendance. Pearson correlation was used to test the relationship between 

student EI scores and demographic factors of gender, age, ethnicity, economically 

disadvantaged status, gifted and talented status, and special education status. Table 21 

shows the results for correlations between the seven indicators of EI and demographic 

factors.

Student EI showed a significant negative zero-order correlation with age and 

Branch 2-Facilitating Thought (r=-.228**). Student EI also showed a significant 

negative zero-order correlation with economically disadvantaged status with Branch 3- 

Understanding Emotions (r=-.268**) and Seiq-Strategic Emotional Intelligence Score 

(r=-.248**). Student EI showed a significant negative zero-order correlation with Branch 

3-Understanding Emotions (r=-.293**), SeiqStrategic Emotional Intelligence Score{r=- 

2 5 4 **), and Eiq-Composite Emotional Intelligence Score(r=-.225**). Student EI scores 

showed a significant zero-order correlation with gifted and talented status with Branch 2-
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Facilitating Thought (r =.292**), Branch 3-Understanding Emotions (r =.422**), Seiq- 

Strategic Emotional Intelligence Score (r =.355**) and Eiq-Composite Emotional 

Intelligence Score (r =.303**).

Table 21

Correlations between EI Indicators and Demographic Factors

Demographic Factors
B1 B2 S3

El Indicators 

B4 Eeiq Seiq Eiq

Gender -.032 -.056

Total Students ( n : 

.067 -.113

= 237) 

-.048 -.023 -.023
Age .174 -.228** -.210 -.097 -.061 -.186 -.147
Ethnicity -.025 .114 .201 .110 .068 .178 .157
Economically
Disadvantaged .054 -.146 -.268** -.140 -.061 -.248** -.189
Gifted and Talented -.059 .292** .422** .114 .167 .355** .303**
Special Education -0.009 -0.135 -.293** -0.127 -0.108 -.254** -.225**

Gender .066 -.115

At-Risk Students (n 

-.010 -.130

= 118) 

-.027 -.075 -.058
Age .142 -.257** -.187* -.047 -.064 -.151 -.122
Ethnicity -.006 -.048 .296 .001 -.036 .065 .015
Economically
Disadvantaged -.004 -.104 -.261** -.102 -.071 -.230* -.170
Gifted and Talented .000 .253** .304 .072 .166 .244** .245**
Special Education -.078 -.129 -.173 -.165 -.142 -.204* -.197

Gender -.052 -.118

Not At-Risk Students ( n = 119) 

-.162 -.165 -.119 -.181 -.178
Age .086 -.129 -.176 -.136 -.042 -.177 -.138
Ethnicity .065 .104 .188* .107 .117 .172 .172
Economically
Disadvantaged .003 -.026 -.051 -.087 -.017 -.073 -.057
Gifted and Talented .118 .233** .226* .145 .245** 215*_ .263**
Special Education -.041 -.068 -.289* -.083 -.076 -.230* -.190

**. Correlation is significant at the .01 level 
*. Correlation is significant at the .05 level
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Pearson correlations were also used to test the relationship between EI and the 

non-academic factors of discipline referrals and attendance. Table 22 shows the results 

for these correlations. The number of discipline referrals was significant for both at-risk 

(r=-.307**) and non at-risk students. Attendance had no significant relationship to 

emotional intelligence.

Table 22

Correlations between EI Indicators and Non-Academic Factors o f Discipline and 

Attendance.

At-Risk Indicators
B1 B2

EI Indicators 
B3 B4 Eeiq Seiq Eiq

Total Students (n = 237)

Number of 
Discipline Referrals -.055 - . 2 2 1 .372** .323** -.196 .399** .355**

Absences .072 -.029 -.166 -.050 .029 -.135 -.070

At-Risk (n= 118)

Number of 
Discipline Referrals -.123 -.178 .309** .234** -.206* .332** .307**

Absences .013 .052 - . 2 2 1  . 0 0 0 .043 -.149 -.058

Not At-Risk (n == 119)

Number of 
Discipline Referrals -.096 -.169 .318** .332** -.184* .358** .328**

Absences .077 .018 -.047 -.017 .061 -.039 .004
**. Correlation is significant at the .01 level 
*. Correlation is significant at the .05 level

Summary. Due to the high correlations between demographic factors and non- 

academic factors, hypothesis number six was rejected.
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Due to the high level of significance between EI scores and non-academic factors 

regression analysis was used to test the predictive ability of these factors on the EI of 

students. Table 23 presents the findings for the predictor variables for EI in relationship 

to demographics and non-academic factors.

Table 23

Regression Analysis Summary for Eland Demographic Factors

Demographic
Factors

Multiple
R R2 F Sig. F Std. Error P

Gender .066 .004 1 . 0 2 0 .314 . 0 0 1 -.066

Age .192 .037 9.041 .003 . 0 0 2 -.192

Ethnicity .085 .007 1.712 .192 . 0 0 1 .085

EcoDis .191 .037 8.936 .003 . 0 0 1 -.191

GT .286 .082 20.917 . 0 0 0 . 0 0 1 .286

SE .228 .052 12.836 . 0 0 0 . 0 0 1 -.228
**. Correlation is significant at the .001 level

Summary. The demographic variables of being a gifted and talented (r=.286) or a 

special education student (r=-.228) indicated predictive ability of emotional intelligence 

in terms of demographic indicator.
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Chapter 5: Discussion, Conclusion, and Recommendations 

The purpose of this study was to examine the relationship between the emotional 

intelligence and the academic performance of at-risk students. In addition, the researcher 

used the data to look at the affects of the emotional intelligence of teacher’s on student 

performance and the predictive ability of EI testing.

There is currently significant research on all types of intelligence, and since its 

entrance into literature in the mid 1980s; emotional intelligence has been studied as a 

separate, measurable form of intelligence. Researchers such as Daniel Goleman have 

made claims that emotional intelligence can account for as much as 80% of a person’s 

success. Mayer, Saiovey, and Caruso have provided research and developed a test to 

evaluate emotional intelligence as a mental ability that lurks beneath emotions and can be 

measured as is traditional cognitive intelligence. All of this research has helped to propel 

emotional intelligence into the spotlight and give reason to be excited about its potential 

for predicting success in a variety of arenas including education and student performance.

Nevertheless, the developers of the MSCEIT caution that naive approaches and 

broad generalizations that make assumptions without providing empirical data will run 

headlong into disappointments of predicting success such as those that have arisen in the 

past. If emotional intelligence is to receive the same respect in the research community 

that is given to cognitive intelligence, claims must be supported with empirical evidence 

from credible scientific studies. Case in point, since his original book, Daniel Goleman 

has gone back to take a more empirical look at the impact of EI on success and has 

subsequently changed his estimation of die impact of EI from 80% to 67%. Researchers 

of emotional intelligence are critical of Goleman and have indicated that his broad
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statements have “done much more harm than good regarding establishing emotional 

intelligence as a legitimate, empirical construct with incremental validity potential” 

(Daus, 2003,1f3).

One of the main issues with measuring emotional intelligence is its changing 

nature. Researchers of emotional intelligence believe that emotional intelligence can be 

improved and changed and that individuals become more emotionally intelligent with 

age. Critics of emotional intelligence research compare EI to the weather, if you stick 

around long enough it will change; therefore, they do not consider measurements of EI as 

reliable. Mayer, Saiovey and Caruso have recognized this as an issue and have 

developed an ability based measure that factors in the age of the participant. “Ability 

approaches to emotional intelligence conceive of the construct as the ability to solve 

emotional problems; it is developed in childhood and can be strengthened over time” 

(Daus, 2003, If). This is what makes the construct of emotional intelligence so important 

to educators. If EI can be developed and strengthened, and if it is a factor in academic 

performance, schools can include it as part of the curriculum and imbed it in instructional 

practices that will help students better achieve. However, before such programs can be 

established and properly implemented, there is a need for further sophisticated studies of 

the impact of emotional intelligence and its potential for predicting success. It has been 

the goal of this researcher to help provide just such research.

Summary o f Study

This study was conducted in comprehensive high school in southern Texas. 

Student participants were volunteers chosen from die 9th grade population and included 

students who were in this grade for the first time and those who were repeating the 9th
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grade for the 2nd or 3rd time. Teacher participants included teachers of Math, English, 

Science, and Special Education who were either the teacher of record for student 

participants or who assisted in administering the EI test. All participants completed a 

signed consent form prior to participation in the study.

Students and teachers were given the MSCEIT-YV and the MSCEIT respectively 

to test for emotional intelligence. Student academic performance was measured by 

grades in English, Math, and courses overall as well as scaled scores for English and 

Math state standardized tests. Non-academic factors of discipline referrals and 

attendance were also correlated with EI scores. Demographic factors of age, ethnicity, 

gender, and assigned subpopulations were correlated with student EI.

Pearson correlation was used to test the relationship between EI and student 

academic performance as well as EI and teacher performance. Pearson correlation was 

also used to test the relationship between EI and non-academic and demographic factors. 

Where significant relationships were discovered, multiple regression was used to test for 

the predict ability of EI. T-tests were used to test the difference of means for at-risk and 

non at-risk students. Chi square and regression were used to test the relationship of the 

combined EI of the student and the teacher. ANOVA was used to test the mean 

differences between the various combinations of student and teacher EI. All data was 

cleaned and analyzed using SPSS.

Interpretation o f Findings 

The overall findings of this research indicate that there is a significant relationship 

between emotional intelligence and at-risk performance and that this relationship 

becomes even more significant when considering at-risk students.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



135

Table 24

Overview o f Findings

Hypothesis Test Result

H ypothesis I

There is no significant relationship between the academic 

performance, as measured by grades and test scores, and the 

emotional intelligence o f at-risk students

H ypothesis 2

There is no relationship between the E I o f the student and their at-risk 

indicator.

Pearson Correlation

M ultiple Regression

Pearson Correlation 

M ultiple Regression

Reject the Hypothesis

Reject the Hypothesis

H ypothesis 3

There is no significant relationship between the academic 

performance o f at-risk students, as measured by grades and test 

scores, and the emotional intelligence o f the classroom teacher

Pearson Correlation

M ultiple Regression
Reject the Hypothesis

Hypothesis 4

There is no significant relationship between the academic 

performance o f at-risk students based on the student’s E I in 

combination with the teacher’s E I 

Hypothesis 5

There is no significant difference between the E I o f students who are 

labeled as at-risk and those with no at-risk indication.

Chi-Square 

M ultiple Regression 

ANOVA

T-Test

Reject the Hypothesis

Reject the Hypothesis

Hypothesis 6

There is no significant relationship between the E I o f at-risk students 

and non-academic factors o f discipline and attendance.

Pearson Correlation

M ultiple Regression
Reject the Hypothesis
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There were a total of six hypotheses tested in this study. With each hypothesis, 

sufficient data was obtained so that the researcher was able to reject each of the null 

hypotheses. Table 24 gives a summary of each of these hypotheses, the tests used, and 

the resulting findings.

Hypothesis 1

According to hypothesis one, There is no significant relationship between the 

academic performance, as measured by grades and test scores, and the emotional 

intelligence o f at-risk students. Statistical results from the Pearson Zero-Order 

Correlation showed that there is a significant relationship between a student’s emotional 

intelligence and his or her academic performance. In order of significance, English TAKS 

scores, English Course Grades, Math TAKS scores, Cumulative GPA, and Math Course 

Grades were all highly correlated with EI scores.

Pearson correlations were run for the total group as well as for the sub groups of 

at-risk and not at-risk. In all cases, there was a significant correlation between EI and 

academic performance with exception of Math Grades for not at-risk students.

Multiple regression was also run for each of the academic factors to test the 

predictive ability of EI for academic performance. Emotional Intelligence scores were 

significantly predictive of all academic performance factors for all students and at-risk 

students. Therefore, the null hypothesis was rejected and the alternative hypothesis that 

there is a significant relationship between EI and academic performance, as measured by 

grades as test scores, was supported.
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Hypothesis 2

According to hypothesis two, There is no relationship between the E l o f the 

student and their at-risk indicator. In this study of 237 participants, one half of the 

students were labeled as at-risk (as defined by the state of Texas) and one half had no at- 

risk indicator. While the state has a total of 13 indicators, the participants in this study 

were highly concentrated with the categories of retained, failed 2 courses, and failed a 

standardized test. Pearson correlations were done for these three factors to determine if a 

relationship existed between the El of at-risk students and their at-risk indicator. For 

students who had failed a standardized test there was a significant negative correlation 

between the student’s El and their at-risk indicator (r=-.310). There was also a 

significant negative relationship between the student’s El and their academic 

performance for those students who had all three of the at-risk factors (r=-213). 

Hypothesis 3

According to hypothesis three, There is no significant relationship between the 

academic performance o f at-risk students, as measured by grades and test scores, and the 

emotional intelligence o f the classroom teacher. In order to test this hypothesis, student 

participants were divided up into separate SPSS files matching students with El scores, 

TAKS scores, and course grades to their teachers in Math and English. Of the 237 

participants, 191 students met the above criteria for English and 97 students met the 

criteria for Math. Pearson correlations were done for each group. English  teacher El was 

significantly correlated with TAKS (r=.26T) and course grades (r=.454). Math teacher El 

was not significantly correlated with either TAKS or course grade. Multiple regression 

showed that teacher El impacts TAKS scores and grades for at-risk students.
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Hypothesis 4

According to hypothesis four, There is no significant relationship between the 

academic performance o f at-risk students based on the student’s E l in combination with 

the teacher’s EL To test the relationship between combined student and teacher El to 

academic performance, a variety of tests were used. The Chi-Square test of 

independence showed that teacher El and student El are independent of one another. 

Regression showed that there is a significant relationship and predictive ability of 

emotional intelligence with student El being die stronger predictor for academic 

performance. The relationship was stronger for at-risk students than for non at-risk. The 

relationship was also stronger for English TAKS and course grades than it was for Math. 

ANOVA showed that there are significant main effects for student El and teacher El. For 

at-risk students there is also a significant interaction between student and teacher El that 

impacts student performance.

Hypothesis 5

According to hypothesis number 5, There is no significant difference between the 

E l o f students who are labeled as at-risk and those with no at-risk indication. To test 

this hypothesis, a t-test was used to determine if a difference existed between the mean El 

scores of at-risk students and the scores of students not labeled as at-risk. The t-test 

revealed that there is a significant difference in the mean scores of El with at-risk 

students scoring an average of 14 points lower than students with no at-risk label. The 

two groups—at-risk and non at-risk—were not homogenous. Students with high El were 

differentiated from those with low El by their ability to perform better academically.
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Hypothesis 6

According to hypothesis number six, There is no significant relationship between 

the E l o f at-risk students and non-academic factors o f discipline and attendance. Within 

this hypothesis, demographic factors of gender and ethnicity did not have a significant 

correlation with EL However, both being in the gifted and talented and the special 

education programs as well as age and economic disadvantaged status did correlate 

significantly with EI.

Relevance to Research and Conclusions 

This research provides a substantial amount o f evidence to show that there is a 

significant relationship between emotional intelligence and academic performance. In 

regard to the academic performance of at-risk students, the evidence is even stronger. 

Furthermore, results from this research indicate that there is predictive ability in 

emotional intelligence testing in terms of student performance and teacher performance.

The population for this study was almost equally divided between at-risk and non at- 

risk students. For those students with an at-risk indicator, emotional intelligence played a 

much more significant role in the resulting academic performance. In a total student 

population where 67% of the student body has an at-risk indicator, it would be easy to 

expect that influence of such a large population of at-risk students would significantly 

impact the remaining third of the student body in a negative way. However, for those 

students with no at-risk indicator, both emotional intelligence and academic performance 

was significantly higher.
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The Impact o f Emotional Intelligence on Academic Performance

In all cases (at-risk, not at-risk, and total population) emotional intelligence was 

significantly correlated with academic performance as measured by test grades and 

course grades in Math and English and in overall grade point average. With the 

exceptions of Math TAKS and cumulative GPA, this significance was greater for 

students labeled as at-risk. In regression analysis, El also showed a predictive ability for 

all three groups. As with the correlations, regression showed a more significant 

relationship with the performance of at-risk students.

In terms of at-risk status, test results indicate that there is an inverse relationship 

between emotional intelligence and academic performance based upon a student’s at-risk 

indicator. While failing courses and being retained in a grade show no statistical 

relationship to a student’s emotional intelligence, failing the state’s standardized test or 

having a combination of these three factors was statistically significant.

Failing courses and repeating grades are typical of at-risk students and begin the

process of disengagement from school and potentially dropping out.

The ‘slow disengagement’ often begins with missed homework 
assignments, low or failing grades, and repeating a grade. It escalates 
to two-hour lunches, skipping one class, then other classes, and 
then whole days or weeks of school. Once the pattern of absences 
is established, many drop out because they feel they cannot catch 
up. (Nelson, 2006, f  8)

The El tests for this study were given in April at the same time as the state 

standardized test. It is reasonable to conclude that students who were still in school and 

who took the MSCEIT-YV were students with higher resiliency and were therefore less 

affected by their failures. There is a 33% mobility rate at this school; therefore, it would 

not be unrealistic to believe that those who fit Nelson’s profile of a potential dropout
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would have already done so at this point in the year. For those who remained, the 

standardized tests give a valid assessment of academic ability and provide evidence that 

lower emotional intelligence significantly impacts academic performance in a negative 

manner.

Demographic Factors

There has been a great deal of educational research on the impact of demographic 

factors on academic performance. According to the Education Testing Service (ETS, 

2006), “The achievement gap between racial and ethnic groups has widened. Black and 

Hispanic high school graduates are now performing in math and reading at the same 

levels as eighth-grade White students.” (p.43). Hispanic, at-risk students made up the 

majority of this particular study (72.6%) but simply being Hispanic did not correlate 

significantly with emotional intelligence scores. This same ETS report cited additional 

research that “showed clear gaps between students from low-income families and higher- 

income families. The gaps in student achievement mirror inequalities in those aspects of 

school, early life, and home circumstances that research has linked to achievement” 

(Educational Issues 2007, p. 46).

In terms of age, there was a significant negative correlation between age and 

emotional intelligence in Branch 2. This branch-facilitating thought—indicates the 

degree to which the respondent can use his or her emotions to improve thinking. This 

includes the ability to generate, use, feel, and to communicate emotions, or employ them 

in other cognitive (or thinking) processes. For students who remain in the 9th grade, they 

are comparable in age with their peers who have advanced, but their emotional 

intelligence in terms of their ability to facilitate thought and perform cognitive processes
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is lower. These results provide insight into the world of those students who continue to 

repeat the 9th grade over and over again. Many of these students will be the ones who 

give up on school altogether and drop out.

In the state of Texas, students “time out” at the age of 21 and it is not socially 

acceptable to be an 18 or 19 year old in classes with 14 and 15 year olds. These students 

caught in the “9th grade bulge” experience both social and academic stress and are four 

times as likely to dropout. For those familiar with high school students, it is easy to 

distinguish the true freshman students. They are more often than not, physically smaller, 

less mature, and more naive. This makes repeating students who are older and more 

physically developed and mature or “street wise” more distinguishable as well when they 

are grouped in the same class. Repeaters can “experience stress from being taller, larger, 

and more physically mature than their younger classmates.” (Repeating School has no 

Benefits, 2006, f  7). Older students should be more mature and thus more capable of 

making emotionally intelligent decisions and creating relationships that are meaningful 

and productive. However, data taken from the students in this study would indicate that 

students with a lower El are incapable of doing this and despite maturing physically ; they 

are the ones who cannot function well in the academic arena—those who repeat and 

dropout.

Another demographic grouping within this study was the educational populations 

of gifted and talented and special education. There has also been a great deal of 

educational research on how being a member of special populations such as gifted and 

talented and special education can impact a student’s academic success. In terms of sub 

populations, expected academic performance was consistent with actual academic
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performance and was significantly correlated as such with emotional intelligence. 

Students who are selected for participation in gifted and talented programs are placed in 

such programs to meet their advanced academic abilities. In terms of emotional 

intelligence and the participants of this study, there was a significant positive correlation 

between being gifted and talented (r =.303, p. <.005) and the student’s El score. 

Conversely, there was a significant negative correlation between being a member of the 

special education population (r =-.225, p. <.005) -that is students with learning 

disabilities- and emotional intelligence.

Another type of demographic factor that affects student performance is attendance 

and behavior. If you ask most teachers how a student can be academically successful, 

they will most likely tell you that if  the student will simply “show up” in class and 

“follow directions”, that student will have no problem passing the course. These teachers 

do not relish the idea of failing a student, but they often feel that their hand is forced due 

to a student’s lack of attendance, participation, or ability to behave appropriately in class. 

“At-risk students tend not to participate in school activities and have a minimal 

identification with the school. They have disciplinary and truancy problems that lead to 

credit problems” (Donnelly, 1987, % 3).

Non Academic Factors and E l

From the results o f this research, it would appear that the non-academic factors of 

showing up and behaving can make a difference between success and failure and are 

representative of a student’s emotional intelligence. When compared to a students 

overall GPA, both attendance (r =-.386, p. <.005) and the number of discipline referrals 

are highly negatively correlated to a student’s academic performance, (r =-.566, p.
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<005). However, in this study, only behavior correlated with emotional intelligence. 

Attendance had no significant relationship to emotional intelligence.

The lack of academic success in schools would lead one to think of school as the 

last place unsuccessful students would want to be. However, for students in poverty, peer 

relationships are extremely important and coming to school is often where they make 

those connections. While poor attendance is an issue on this campus, it was not an issue 

for the students participating in this study; evidenced, by the fact that they showed up to 

school to take an emotional intelligence test that had no immediate benefit for them and 

no implications for their grades. These students do attend; however, they do not regularly 

achieve academic success.

While attending class is important, it is only half of the equation. Refraining from 

behaviors that lead to disruption in learning, or worse yet, removal from the classroom is 

a second key ingredient to academic success. For the participants in this study, discipline 

was an issue and did have a significant negative correlation (r =-.355, p. <.005) with 

academic performance. Within this factor, there was little difference between at risk (r =- 

.307, p. <.005) and non at-risk students (r =-.328, p. <.005).

Behaviors in classrooms that result in student discipline often involve negative 

interactions with teachers. On occasion, students will have a conflict with another 

student, but this happens more often outside of the classroom in more social settings and 

during times of transition. Conflicts that result in office referrals are more often than not 

conflicts with the classroom teacher. This leads us to examine the emotional intelligence 

of the teacher as a factor in student behavior and academic performance.
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Student emotional intelligence is not the only factor that impacts academics and 

behavior. Teacher El can also influence student behavior. Using the MSCEIT model of 

El, to be emotionally intelligent and avoid conflict a student would need to be able to 

perceive the emotions of others (reading the classroom teachers expectations and signals 

to redirect behavior), facilitate thought (use signals from teacher to employ alternative 

strategies and behaviors), understand emotions (have an appreciation for why the teacher 

needs the student to change the behavior), and manage emotions (actually refrain from 

poor behavior and choose alternative positive behaviors). The most effective form of 

classroom management that preserves instruction is redirection. This usually involves 

non-verbal clues that give the student an understanding of what they are doing wrong and 

how to correct it. One of the main complaints o f teachers of die students in this particular 

9th grade population is their inability to “redirect”. This could be explained by their low 

emotional intelligence abilities. The question then becomes how can teachers 

compensate for low student El?

The Impact o f Teacher E l

It should be obvious to most that we cannot always rely upon the student to be 

emotionally intelligent. Just as we realize that students come to school with varying 

cognitive ability levels, it is also true that they come to us with varying levels of 

emotional intelligence. Many teachers have seen, at one time or another, a poem that 

begins with the words “I have decided that I am the most decisive element in the 

classroom”. The results from this study would seem to indicate that there is a degree of 

truth in this statement. While they may not always be the most decisive element, there is 

no doubt that die impact of the teacher’s El on a student’s academic performance is
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highly significant. As with other tests in this study, this is especially true for at-risk 

students and for performance of all students on standardized tests.

This study looked at the standardized test scores and course grades for students in 

English and Math. These courses represent the two levels of cognitive intelligence 

measured by most IQ tests: verbal and mathematical or non-verbal. There was a 

significant correlation between standardized test scores for all students (r =.267, p. <.005) 

in tests of verbal ability. This significance was almost doubled for at-risk students (r 

=.430, p. <005). The same was true for course grades in language arts. There was a 

significant positive relation for all students (r = 454, p. <.005) and a significant negative 

correlation for students at-risk (r =-.280, p. <.005). With the strong emphasis being 

placed on standardized tests, this is a significant finding. Educators and legislators look 

at standardized tests as a means of measuring content This study indicates that these 

tests can also tell us something about a student’s emotional intelligence.

Perhaps one of the most significant findings in this study is the impact of the 

interaction of student and teacher El on student performance. The old adage “it takes two 

to tango” has perhaps never been as true as it is in the classroom. Within a classroom 

there are four possible combinations of El: Low student El with Low teacher El, Low 

student El with high teacher El, high student El with high teacher El, and high student El 

with low teacher El. As one might expect, the highest academic performance comes 

from a high/high combination and die lowest performance comes from a low/ low 

combination. In cases where El is mixed, the student El is more significant, but the 

teacher El does impact student EL In these cases, a higher teacher El was able to
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compensate for a lower student El validating the potential impact of teacher El on 

academic performance.

This study sought to determine the impact of emotional intelligence on at-risk 

students. The data shows that emotional intelligence is significant and has predictive 

ability for students who are labeled as at-risk. While the student El was the most 

significant factor in academic performance, with both the at-risk and non at-risk student 

participant groups, there was significant improvement in scores when the teacher El was 

factored in.

Emotional Intelligence and Verbal Ability

The correlation between language, behavior, emotional intelligence, and academic 

performance was a significant finding within this study. Educators spend a great deal of 

time analyzing the “symptoms” of poor performance: low test grades, failing courses, 

poor attendance, and discipline issues. The findings in this study lead us to take a closer 

look at the underlying factors that create these symptoms. The correlation between low 

verbal ability and low emotional intelligence is a significant finding. This finding is 

supported by research done by Ruby Payne (2001) in her Framework for Understanding 

Poverty. The results o f this study reinforce Ruby Payne’s emphasis on the low verbal 

ability of at-risk students and connect it to emotional intelligence. Results of this 

research would indicate that improving a student’s verbal intelligence could play a 

significant role in improving at student’s emotional intelligence and consequently their 

academic performance. According to Payne (2001), “Emotional responses dictate 

behaviors and eventually determine achievement” (p. 84). This study supports her 

findings indicating that having a lower verbal ability limits a student’s ability to
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communicate effectively and this lack of ability to communicate hinders the individual’s 

ability to function in an emotionally intelligent manner thus creating disciplinary issues 

and academic difficulties.

Reliability o f Emotional Intelligence Testing

Overall, the MSCEIT-YV was highly reliable for the students in this study. 

However, branch three did not show a high reliability rating for either at-risk or non at- 

risk students. This branch indicates how well the respondent understands the 

complexities of emotional meanings, emotional transitions, and emotional situations. This 

includes the ability to understand emotional information, how emotions combine and 

progress through relationship transitions, and to appreciate such emotional meanings.

This helps in understanding others’ views. For students in poverty, “survival of the 

fittest” is a way of life and understanding the views of others is not a skill that provides a 

great deal of value. In fact, a focus on the feelings o f others can put a student in a 

position of perceived weakness. It is not surprising that the at-risk students in this study 

had difficulty with branch 3 questions. Some question still remains as to why this branch 

was not reliable for non at-risk students. Reliability data was consistent for the other 

three branches and over El.

The results of branch 3 do lead to the question of the cultural bias of emotional 

intelligence testing. As previously mentioned, one of the issues with low socio-economic 

students is vocabulary and level of language. Two thirds of the participants in this study 

are low socio-economic students. According to Joos (1967) every language has five 

registers: frozen, formal, consultative, casual, and intimate. Most testing is done at the 

formal level. However, according to Ruby Payne (2001), “the use of formal register is
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complicated by the fact that these individuals don’t have the vocabulary or knowledge of 

sentence structure and syntax to use formal register” (p .42).

Branch 3 of the MSCEIT-YV requires students to use analytical strategies, much 

like those in the Stanford Achievement Test (SAT), to complete three types of tasks. In 

the first set of questions, students must read a “definition” and pick the most appropriate 

word to describe it. In section two, students must read a short scenario and pick the most 

appropriate emotional vocabulary word to fill in the blank. In section three, directions 

make students aware that questions are difficult and include vocabulary they may have 

not seen before. In this section, students are given an emotional vocabulary word and 

asked to pick from a list of emotions that are “most like” the word listed. In essence, 

questions for branch three in the MSCEIT-YV are an emotional vocabulary test using 

formal register.

The findings in this study were intended to give information about the impact of 

emotional intelligence on at-risk students. The fact that 50% of the participants were not 

at-risk gave the researcher the ability to compare the two groups and show this impact 

within the context of the larger picture of education. The nation is currently facing a new 

phenomenon known as the “9th grade bubble”-students who enter high school and “stall 

out” in grade 9. By virtue of their failure to progress, they become at-risk. Many are at- 

risk long before entering high school. Educators focus on academics as a cause when in 

reality they are an effect. Academic performance is the result of cognitive intelligence, 

emotional intelligence, economic and social resources, personality, and motivation. None 

of these factors alone will create a successful student, but understood and used properly, 

each can impact the success of students in schools and compensate when students come
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with deficiencies. Coming to school with an emotional deficiency can negatively impact 

performance just as a cognitive deficiency can. The results of this research suggest that 

understanding emotional intelligence can provide educators with a tool to increase 

academic performance for all students and is needed most by students at-risk.

Recommendations

Within this study there were several significant findings. The basic question 

underlying each of the hypotheses in this study was the question of the correlation 

between emotional intelligence and academic performance. Results from this research 

show that emotional intelligence is indeed significantly correlated with the academic 

performance of students. In addition, emotional intelligence does have predictive ability 

for academic performance. This is especially true for students who are labeled as at-risk.

While emotional intelligence of both the student and the teacher are significant, 

this research study indicates that it is the student’s El that makes the most significant 

impact on academic performance. Therefore, one recommendation based on this study 

would be for schools to consider the implementation o f programs that incorporate 

emotional intelligence instruction for students. This is especially true for at-risk students 

who tend to be the most deficient both academically and emotionally.

In considering the at-risk population, this research showed a significant difference 

for students who were labeled as at-risk. In all areas, students who had failed 

standardized tests or who had multiple at-risk indicators were more likely to also have a 

lower emotional intelligence. These are students who could potentially benefit the most 

from programs that provide direct, targeted instruction in emotional intelligence skills
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such as those outlined in Mayer, Salovey, and Caruso’s four branch model of emotional 

intelligence.

When considering programs to address emotional intelligence, data from this 

study would indicate that looking at scores of verbal ability can give some indication of a 

student’s emotional intelligence abilities. In all cases, scores o f verbal ability within this 

study were highly correlated to and highly impacted by emotional intelligence. These are 

the students who could potentially benefit most from such instruction.

Much research has been done showing the connection between a student’s 

cognitive intelligence and academic performance. Cognitive intelligence is typically 

measured by a student’s verbal and mathematical abilities. When looking at emotional 

intelligence, it is most significantly correlated with a student’s verbal skills. Emotional 

intelligence is correlated to performance in mathematics, but is not as statistically 

significant. Another recommendation of this study would be to take a closer look at how 

emotional intelligence is linked to a student’s cognitive abilities in math and perhaps 

incorporating El programs within courses in an effort to address the lack of student 

success in the areas like Math and Science where students traditionally struggle.

It is not surprising to find that the emotional intelligence of the teacher is 

significantly correlated with die success of the student and that El can predict student 

success. However, a result of this study that is perhaps surprising is the finding that in 

some cases the emotional intelligence of die teacher can be more significant for students 

with higher El than for those with lower EL In all cases, students benefit from a teacher 

with a high El. However, there were a limited number of teachers in this study. It is 

therefore recommended that further studies be done incorporating more teachers. There
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were no teachers in this study with “high” EL Studies that incorporated more teachers 

with a range of low, medium, and high E l would give a fuller picture of the true impact of 

teacher EL In considering the number of students that teachers may potentially impact 

over the course of their teaching careers, it would be of benefit to educators for 

researchers to further study teacher E l not only with practicing teachers, but with those 

preparing in teacher education programs. These programs have taken significant 

criticism recently for their inability to truly prepare future educators for the rigors of the 

classroom. Teacher education programs do not currently address emotional intelligence. 

Research in this area could be of significance to future educators.

A major finding of this study was that for students with a high E l who are being 

successful, the addition of a teacher with a high E l will improve that student’s 

performance. In contrast, the impact of a teacher E l is much less significant when the 

student has a low EI. Therefore, it is not enough to simply put highly emotional teachers 

in a classroom and expect student performance to improve. This brings us back to the 

recommendation of providing increased direct instruction for students in improving their 

own emotional intelligence. It also leads to another recommendation for schools that are 

already performing well, but have reached a plateau in their performance, to look at the 

impact of teacher EI on student performance. Administrators are always looking for 

ways to help teachers improve student performance. U nderstanding  student E I could be a 

tool for such improvement.

In schools that have a high percentage of non at-risk students, student academic 

performance tends to be higher than those with a higher percentage of at-risk or low 

socio-economic students. Research has supported this correlation for a long time. Some
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credit has been given to the resources, including monetary, educational, and experimental 

that give these student’s a “leg up”. Others will admit that a large number of these 

students will thrive despite an ineffective teacher. According to Robert Marzano (2003), 

“teachers who are average in terms of their effectiveness can still have a powerful impact 

on student achievement” (p.75). In Marzano’s studies, students gain an average of 6 

percentage points simply by gaining one year in age. With an effective teacher, this gain 

can be raised to 53 percentage points. This shows that the effectiveness of the teacher is 

crucial. This research shows that students who are highly emotionally intelligent will 

survive, despite a teacher with low emotional intelligence, and they will not suffer 

academically. However, when placed with even a moderately emotionally intelligent 

teacher, the students thrive and their success is increased significantly. For schools that 

want to “push it to the next level”, an emotionally intelligent teacher could be the element 

that makes the difference. For at-risk students who are most in need, having an 

emotionally intelligent teacher may be an issue of surviving before they can ever consider 

thriving.

Whether considering at-risk students or students who have always been 

successful, there is no doubt that emotionally intelligent students and emotionally 

intelligent teachers can have significant impact on academic performance. There are 

already a number of programs that address socio-emotional abilities and skills. Some 

schools may need programs to address certain student populations and some schools may 

want to take a look at their teacher population. In both cases, making emotional 

education a direct focus may provide academic benefits.
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Future Research

Educational research should provide evidence for the implementation of new and 

innovative strategies to improve the student performance as well as the performance of 

those who are responsible for educating students. Whether the focus of research is 

cognitive, emotional, social, or physical, the intent is to provide information that will lead 

to a better quality education for all. Some research focuses on specific groups, some 

focuses on specific causal factors, and some seeks to analyze specific results. This 

research was intended to do all of the above.

The specific group addressed in this study was the at-risk population at one 

particular high school. There is little research on at-risk students and emotional 

intelligence. And while this study does provide significant evidence that there is a strong 

correlation between EI and being at-risk, there is a need to do additional work with at-risk 

populations in other schools and at other grade levels. In order to determine the true 

predictive nature of EI, it is important to have other studies that take into account the 

effect of local culture, national culture, and age on the interaction of EI and academic 

performance.

This particular population was from the state o f Texas. Studies done to the North, 

East, or West could yield evidence of how local culture impacts the effect of EI on 

academic performance. The same could be true o f national culture. The impact of 

American norms could be seen by comparison with other studies of EI done in other 

countries. This is especially true when considering the impact of the teacher. In other 

countries where the teacher is seen as “all-knowing” and not challenged, the impact of 

student EI may be more or less significant.
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There is also a need to do more emotional intelligence research involving teacher 

performance. Daniel Goleman has addressed the need for EI in the workplace in his book 

Working with Emotional Intelligence (1998). However, his work does not specifically 

address teachers and schools are not just another “workplace”. Goleman (1998) 

indicates that when it comes to the workplace, “four in ten are not able to work 

cooperatively with fellow employees, and just 19 percent of those applying for entry- 

level jobs have enough self-discipline in their work habits” (p. 12). Goleman sites studies 

done by Dr. Thomas Achenbach of the University of Vermont that indicate that those 

individuals with lower EI are now beginning to enter the workforce. This would include 

new teachers and thus a study of their EI and how it is impacting student performance 

could provide insight into improvements in student education and teacher preparation.

Finally, it is important to look at the impact of EI over various age groups. Being 

at the elementary level or even looking at seniors versus freshman could impact the 

significance of EI on academic performance. Additional studies that look at the at-risk 

population of any of the above groups may provide more insight into how truly 

significant the impact of EI is on academic performance.

This study used grades and standardized test scores to determine the impact of EI 

on academic performance. To truly see the impact of EI on academic performance, 

future studies should include comparisons of emotional intelligence scores to other 

cognitive intelligence measures. Tests of cognitive ability, paired with tests of emotional 

intelligence and correlated with academic performance could yield significan t data to 

determine the effect of EI on academic performance as well as the interaction between 

cognitive intelligence and emotional intelligence.
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This study used the at-risk factors of failing two or more courses, failing a 

standardized test, and being retained in a grade. While these are all significant factors for 

at-risk students in this particular population, the state of Texas has a total of 13 at-risk 

factors. Other states may use other additional factors to determine at-risk status. Future 

studies with other populations in other at-risk areas would help to create a better overall 

picture of how being at-risk is truly correlated with emotional intelligence and how this 

correlation impacts academic performance.

This study had a total of 300 student participants. Within this participant group, 

191 students in English and 97 students in Math had teachers in the study that had taken 

the EI test and provided data to be used to correlate student performance and teacher 

performance to academic performance. While not as significant as the student EI, teacher 

EI does correlate with student performance. This study included 26 teachers. Future 

studies that included a higher number o f teachers in a variety of subject areas would 

provide important data that could give a better overall picture of the role of the teacher’s 

emotional intelligence in the academic performance of the student. This is particularly 

true for at-risk students.

Final Reflections

At-risk students have been a passion of mine since I began teaching. I have spent 

most of my career as an educator and administrator working with at-risk populations. 

They are simultaneously the most challenging and the most rewarding of students to 

work with. They are more needy and yet more grateful than most. They are deserving of 

the same education as any other student and yet their personal situations put them in a 

position of disadvantage. They are often in schools with the poorest facilities, least
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amount of resources, and least experienced teachers. They are more often than not 

limited in their exposure to rich experiences both in and out of school and their personal 

support structures in terms of self efficacy and family support are often weak at best.

They are at times the last to “get it” in the classroom and the first to drop out and seek 

other options that make them feel more successful.

The A Nation At-Risk report and the No Child Left Behind Act were intended to 

highlight the plight of the struggling student and to provide a structure to address his or 

her needs. The stated mission of A Nation At-Risk was to “generate reform of our 

educational system in fundamental ways and to renew the Nation’s commitment to 

schools and colleges of high quality” (1983). The No Child Left Behind Act represents a 

shift from simply providing comprehensive school programs to a mandate of 

achievement for all. While there are mixed reviews on the progress that has been made 

since the initial report and the effectiveness o f the governmental requirements of NCLB, 

there is no doubt that the needs are real and a systemic structure to address them is 

needed. It is hoped that this research will add to the literature and provide data to further 

the understanding and use of emotional intelligence as a tool in improving instruction for 

all students-especially those at-risk.
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APPENDIX A:
APPLICATION FOR INSTITUTIONAL REVIEW BOARD APPROVAL FORM 

UNIVERSITY OF THE INCARNATE WORD

1. Principal Investigator: Leslie Kvapil

2. Dissertation Chair: Dr. Michael Risku

3. Division/Discipline:

Ph.D. in Education with Organizational Leadership Concentration

4. Research category: exempt

5. Purpose of Study: The purpose of my study is to examine the relationship 

between emotional intelligence and the academic performance of at-risk students 

at the high school level.

6 . Number of subjects: 500-900 Controls: 0

7. This research does involve Minors (under 181. It does not_ involve any of the 

following:

a. Inmates of penal institutions
b. Institutionalized mentally retarded
c. Institutionalized mentally disabled
d. Committed patients
e. Mentally retarded outpatients
f. Pregnant women
g- Fetus in utero
h. Viable fetus
i. Nonviable fetus
j- Dead fetus

8 . Duration of the study: 6 - 8  Months.

9. How is the information obtained?

a. Emotional Intelligence survey for adult participants: MSCEIT.
b. Emotional Intelligence survey for youth participants MSCEIT-YV.
c. District Student Database for student grades, TAKS test scores, 

attendance, and discipline referrals.
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10. Confidentiality: Student ID numbers will be used for data collection purposes to 
match El scores with demographic and academic data. All references to student 
ID numbers will be destroyed and eliminated from the final dissertation.

11. There are currently no studies (to my knowledge) addressing emotional 
intelligence at at-risk students. This research will add to die body of literature on 
this subject and will provide valuable information for possible school 
improvement for at-risk students.

12. Possible risks to subjects: None

***IF CHANGE IN RESEARCH OCCURS THE BOARD MUST BE NOTIFIED 
BEFORE RESEARCH IS CONTINUED.***

Principal Investigator Signature:_____________________________Date:

IRB Approval Signature:___________________________________Date:

Application #:_______________
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APPENDIX B:

LETTER OF APPROVAL FOR RESEARCH IN NORTHSIDE INDEPENDENT 
SCHOOL DISTRICT

A
N o r t h s i d e

I n d e p e n d e n t
S c h o o l
D i s t r i c t

October 25. 2005

The University o f  the Incarnate W ord
4301 Broadway
San Antonio. TX 78209

Dear Members o f  the Institutional Review Board:

Leslie Kvapil has submitted a request to conduct a study entitled "Emotional 
Sandra L. Poth Intelligence and Academic Performance o f At-Risk High School Students". The

Director applicanon has been reviewed by Northside personnel.
Testing &
Evaluation We have determined that the study addresses a credible topic o f educational interest It

is well crafted and articulated clearly. There is sufficient technical rigor so that the 
findings may be reasonably applied back to our students. Finally. Northside ISD 
believes that time can be allocated to support the endeavor.

Northside ISD is willing to provide access to M s Kvapil to the necessary students and 
staff for her data collection efforts.

Please feel free to contact me should additional information be needed.

Sincerely.
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APPENDIX C:

LETTER OF CONFIRMATION AND AGREEMENT FOR APPROVAL 
TO USE MSCEIT AND MSCEIT-YV FROM MHS

Hi Leslie,

That is so great to hear, I am glad that you are ready to get started. I have attached an 
agreement form for you to fill out and fax back ATTN: DATA COLLECTION to 1-888-540-4484. 
Once that is completed and returned we will be able to get you started on data collection. If you 
have any questions please feel free to contact me and I will respond as quickly as is possible.

Sincerely,
Vanessa

Vanessa Bailey-Phillips
Data Collection Assistant 
vanessa.bailev@mhs.com

For data collection inquiries email 
datacollection@mhs.com

MHS
In Canada: 3770 Victoria Park Ave., Toronto, ON M2H 3M6;
Phone: 1-800-268-6011 or 416-492-2627 Ext 238; Fax: 1-888-540-4484 or 416-492-3343 
In US: P.O. Box 950, North Tonawanda, NY 14120-0950;
Phone: 1-800-456-3003 Ext 238; Fax: 1-888- 540-4484
In UK: 39a Kingfisher Court, Hambridge Road, Newbury, Berkshire RG14 5SJ
Phone: 0845 601 7603; Fax: 0845 601 7604
Visit us on the web at: www.mhs.com and click on Data Collection in the left side bar in any of 
the product groups.
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APPENDIX D:

CONSENT LETTER OF MINOR PARTICIPANTS

Dear — Parent,

My name is Leslie Kvapil and I am the Academic Assistant Principal at K  High School and a doctoral 

student at the University of Incarnate Word (UIW). This letter is to inform you that your child is being asked 

to participate in a research study about emotional intelligence and academic performance. The committee that 

approves research for UIW has given me permission to conduct this study for my PhD in Organizational 

Leadership. Below you will find all the important information that you will need to feel comfortable about 

allowing your child to participate.

Researcher Information 

Principal Investigator: Leslie Kvapil 

Faculty Sponsor: Dr. Michael Risku 

Department: Secondary Education

Purpose o f  the Study

The data from this study will be used to find out if a student’s emotional intelligence- the ability to understand 

and manage their emotions -can either improve or hurt the student’s ability to do well in Math and English.

This study will use a short survey that is currently being developed by Multi-Health Systems Inc. (MHS), 3770 

Victoria Park Ave., Toronto, ON, M2H 3M6. By taking this survey, your child will also be helping MHS, the 

maker of the test, to be sure that their survey is a good way to measure emotional intelligence.

Procedures for Testing

I will be giving this survey to all 9“' grade students at — High School in April after they have 

completed their Math TAKS test. Your child will not be pulled from class and will not lose any instructional 

time. The MHS survey has approximately 100 multiple choice questions. It is non-threatening and should take 

your child less than one hour to complete. In addition to the survey, I will be using your child’s most recent 

TAKS Reading and Math scores and his or her final course grades in 9th grade Reading and Math to compare 

with their emotional intelligence scores.

Procedures for Confidentiality

All survey, TAKS, and final grade information that can be linked to your child will be kept locked in 

my office at Jay and no one else will have access to it or be able to use it to identify your child. Completed 

surveys will be scored by Multi-Health Systems (MHS), the publisher of the test. MHS will keep your child’s 

answers, but they will not be able to link those answers to your child’s identity. In no way will your child's 

name be revealed to MHS nor will anyone be able to link the data to your child in any of my reports. Because 

we occasionally have students with the same first and last name, I will need your child’s |  ID number to 

ensure proper identification. Your child will be given a special ID number for testing. This is the only number

Telephone number: 397-2716  

Telephone number 829-6000  

Institutional Review Board number: 829-2757
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that will be given to MHS. Your child's ID number will not be given to MHS or any other individual and will not 

appear in any of my published reports or the published reports done by MHS.

Benefits/Risks o f  Participation

There are no health or personal risks for your child in participating in this research study. Prior to 

taking the survey, students will be asked to give some personal information about their ethnicity, which 

parent(s)/or guardian they live with, the educational level of their parent or guardian, and the quality of their 

neighborhood.

There are no anticipated benefits for your child in participating in this study. However, all students 

who participate will be eligible to win one of six (6) $25 gift certificates to Best Buy. Names will be drawn at 

random from all of the students who return the consent form and complete the survey.

Requirements for Participation

Only students who are currently classified as 9th graders (this includes students repeating 9th grade) 

may participate in this study. In order for your child to participate and be eligible for the drawings, please 

complete the student consent on page two (2) of this form and have your child return it to his or her English 

teacher or to the main office.

Participation in this study is completely voluntary. You may remove your child from this study at any 

time. Your child may also choose to withdraw at any time without problems or penalty. At any time during the 

course of this study you may feel free to contact me at 397-2716 with any questions or concerns.

Student Name

Student Signature

Parent/Legal Guardian Signature

Date

ID#

Signature of Witness

Relationship to Student

Researcher Signature
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APPENDIX E:

CONSENT LETTER OF MINOR PARTICIPANTS 

(Spanish Version)

Estimado Padre de la escuela preparatoria de —,

Mi nombre es Leslie Kvapil y soy la asistente directora academica en la escuela 
preparatoria de —. Ademas, soy un estudiante doctoral en la Universidad de Incarnate 
Word (UIW). Esta carta es para informarle que su hijo/a esta queda invitado/a en 
participar en un estudio de investigacion sobre la inteligencia emotiva y los resultados 
academicos. En la siguiente information, encontrara todos los datos necesarios para que 
usted y su hijo/a se sientan lo mas informado posible para participar en dicho estudio.

Investigador y  Universidad de Incarnate Word Informacion
En cualquier momento usted puede comunicarse conmigo, si tiene dudas o preguntas. 

Investigador Principal: Leslie Kvapil Numero de Telefono: 397-2716
Patrocinador de la Facultad: Dr. Michael Risku N. de Telefono: 829-6000 

Si tiene preguntas del conducto de este estudio, puede comunicarse con la Universidad de 
Incarnate Word Junta Directiva Institucional al 829-2757.

Proposito del Estudio
Este estudio se usara para indicar si la inteligencia emotiva de un estudiante -  la 
capacidad de comprender y manejar las emociones- puede mejorar o daflar la capacidad 
del estudiante en sobresalir en las matematicas y en el ingles. Este estudio manejara una 
breve encuesta que en este momento esta siendo desarrollada por la compahia Multi- 
Health Systems, Inc. (MHS), 3770 Victoria Park Ave., Toronto, ON, M2H 3M6. 
Formando parte en este estudio, su hijo/a ayudara a MHS asegurar que su encuesta es una 
buena manera de calificar la inteligencia emotiva.

Procedimiento para la Prueba
Dare la encuesta a los estudiantes de -- que estan en el grado nueve durante el mes de 
abril, despues de que hayan terminado el examen de TAKS en las matematicas. Su hijo/a 
no faltara a ninguna clase ni se usara tiempo de clase para esta encuesta. La encuesta 
tiene aproximadamente 1 0 0  preguntas de option multiple y su hijo/a deberia tomar 
alrededor de una hora para completarlas. Ademas de la encuesta, estare usando las 
calificaciones mas recientes de su hijo/a en el examen de TAKS en las secciones de 
Lectura y Matematicas y las calificaciones finales para el grado nueve en las clases de 
Lectura y Matematicas para comparar las dos con su inteligencia emotiva.

Procedimiento para la Confidencialidad
Toda la informacion que se podra relacionar con su hijo/a se mantendra bajo llave en mi 
oficina en la escuela de — y nadie tendra acceso a estos archivos. Las encuestas 
completadas estaran calificadas por la compahia Multi-Health Systems (MHS). MHS se
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quedara con las respuestas de su hijo/a, pero no podran ligar dichas respuestas con la 
identidad de su hijo/a. De ninguna manera sera revelado el nombre de su hijo/a a la 
compaflia de MHS. A su hijo/a le dara un numero especial de identificacion para la 
prueba. Este es el unico numero que se dara a MHS. El numero de identificacion escolar 
no se usara en ningun momento.

Beneficios/Riesgos de Participacion en el Estudio
No existen riesgos de salud o personates para usted o para su hijo/a en participar en este 
estudio de investigacion. Antes de tomar la encuesta, se les pedira a los estudiantes dar 
una informacion personal sobre su etnicidad, con que padre(s) viven, el nivel educativo 
de los padres, y la calidad de su vecindad.
No hay ningun beneficio anticipado con participar en este estudio. Por lo tanto, todos los 
estudiantes que participan seran elegibles ganar uno de seis certificados con valor de $25 
dolares para la tienda Best Buy. Los nombres seran escogidos al azar de todos los 
estudiantes que entregan la hoja de permiso y completan la encuesta.

Requisites para Participacion
Para que su hijo/a participe en este estudio y para que sea elegible para el sorteo, usted y 
su hijo/a necesitan firmar esta hoja y su hijo/a tiene que entregarla a su maestro/a de 
Ingles o en la oficina de administration. La participacion en este estudio es 
completamente voluntaria. Usted puede terminar la participacion de su hijo/a en 
cualquier momento sin ningun problema o castigo.

Yo y mi hijo/a hemos leido toda la informacion presentada en esta carta y comprendemos 
el proposito, incluso los posibles riesgos y beneficios de participar en esta investigacion. 
Yo y mi hijo/a damos nuestro permiso informado y libre.

Nombre del estudiante Numero de Identificacion

Firma del estudiante Firma del testigo

Firma del padre/tutor legal Parentesco al estudiante

Fecha Firma de la Investigadora
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APPENDIX F:

INTRODUCTORY LETTER TO TEACHERS
Dear Collegues

I am currently beginning my research to complete the requirements for my 

PhD from the University of Incarnate Word in Organizational Leadership. In my 

study, I will be trying to find out if and how the emotional intelligence of 9th 

grade students and their teachers affect academic performance.

Researcher and University o f the Incarnate Word Information 

Principal Investigator: Leslie Kvapil Telephone number: 397-2716

Faculty Sponsor: Dr. Michael Risku Telephone number 829-6000

Institutional Review Board number: 829-2757

Procedures for the Study

To determine academic performance, I will be evaluating 9th grade TAKS 

scores in Reading and Math and the students’ grades in English and Algebra or 

Geometry. To determine emotional intelligence, I will be administering the 

Mayor-Salovey-Caruso Emotional Intelligence Test (MSCEIT) to the 9th grade 

Math and English teachers and the Mayor-Salovey-Caruso Emotional Intelligence 

Test-Youth Version (MSCEIT-YV) to the students. For teachers, this is a short 

online survey that will take approximately 30 minutes to complete. While 10th 

and 11th graders are taking the TAKS test in April, 9th grade students will take 

approximately one hour to answer the student version of the survey using pencil 

and paper. In this survey they will look at faces and try to determine what 

emotion the person is feeling. They will also read several stories and decide 

how you would react in that situation. The teacher version is basically the same, 

but you will complete your test online.

Benefits o f Participating in This Study

Students who agree to be a part of this survey will have their names 

placed in a drawing for one of six (6 ) 25 dollar gift certificates from Best Buy.
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Names will be drawn at random from all of the students who return the student 

and parent permission slips.

Teachers will also have an incentive. Teachers who participate in the 

survey will have their name placed in a drawing for a $ 1 0 0  gift certificate to the 

place of their choice. There are no health risks in associated with this study, 

participation is voluntary, and there is no penalty to you if you do not participate 

or withdraw from the study. If you do not participate as a teacher, I cannot use 

the data for your students. Therefore, I would greatly appreciate your consent 

to participate. There will also be a random drawing for a $100 gift certificate 

from the names of the teachers who help me by collecting at least 75% of their 

student’s permission slips.

Confidentiality

The survey is confidential and in no way will your results be linked to you, nor 

will you be identified in any of my reports. You’re consent is required for you to 

take the online survey. If you have any questions, please come by and see me. 

Please return the attached consent and demographic form to me as soon as 

possible and I will give you the access code and password to take your test 

online.
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APPENDIX G:

TEACHER DEMOGRAPHIC FORM FOR RESEARCHER

Teacher Demographic Form
Principal Investigator: Leslie Kvapil Telephone number: 397-2716

Faculty Sponsor: Dr. Michael Risku Telephone number 829-6000

Department: Secondary Education Institutional Review Board number'- 829-2757

Participant Information:

First Name:____________________Last Name:______________________________

Subject(s) Taught:_____________________ Grade level(s) Taught:____________

University Degrees:____________________________________________________

Teaching Certificates:____________________________________________________

Total number of years in the classroom:__________

Number of years at —:________

I have been informed of the purpose and procedures for this survey and give my 
consent to participate by taking an online survey of emotional intelligence. I 
understand that I may withdraw from this study at any point without penalty.

T eacher Signature- Date'-

W itness Signature: Date:

R esearcher Signature: Date:
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APPENDIX H:
MSCEIT ONLINE DEMOGRAPHIC SURVEY FOR TEACHERS

MSCEIT 
Teacher Demographic Information

About You
The following information will be used to create your MSCEIT report. 

First Name

Last Name

Age
I n v a l i d  A g e

Gender | Select jrj

Ethnicity Select

Education Select 3
Occupational f T̂ 'lcct" 

Status'
City of 

Residence

State/Province

3
ZIP/Postal

Code
Country j Select ~r~J 

Read the descriptions below and choose the category that best describes your living circumstances:

highly desirable accommodations, neighborhood quiet and very well 
maintained, income/financial status easily covers basic needs as well as 
many luxuries

living accommodations acceptable, neighborhood moderately quiet and 
maintained, income/financial status adequate to meet needs

living accommodations undesirable, neighborhood noisy and poorly 
maintained, income/financial status limits ability to obtain basic necessities

r
High

r
Medium-High

r
Medium

r
Medium-Low

r
Low

Submit

Bold labels indicate required flekts.

Copyright © 2002 Multi-Health Systems Inc. All rights reserved.
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APPENDIX I:

MSCEIT ONLINE INSTRUCTIONS FOR TEACHERS

TERMS AND CONDITIONS OF USE AND AGREEMENT TO PARTICIPATE IN 
DATA COLLECTION

PERMITTED ACCESS
You have been authorized and provided a password and ID number to enter this website 
for the purpose of completing the research version of the MSCEIT instrument (the 
"Instrument").

The information requested of you on this website will be used in the norming and/or 
validation of the Instrument. It will be provided to the Administrator by MHS for the 
purposes of scoring, analyzing, and interpreting the Instrument’s results. You 
acknowledge that MHS has no control or influence over the Administrator’s use of the 
Instrument’s results or your information (including any personal information such as your 
name, age, responses to items, scores, and other similar data) or the reports generated 
after you complete the Instrument

CONSENT TO PARTICIPATE
By accepting these terms and conditions, you hereby consent to participate in the 
norming and/or validation of the Instrument Participation in completing the Instrument is 
entirely voluntary and if you wish to withdraw from completing the Instrument, you may 
do so at any time without explanation.

If you are the parent or guardian of a child under the age of majority in your particular 
State or Province who is required by an Administrator to complete the Instrument, you 
hereby provide consent for your child to participate in the administration process.

INFORMATION PRIVACY
MHS is committed to protecting the privacy and security of the information transmitted 
on this website and it employs technology that secures the information and prevents 
unauthorized access, use, or disclosure. MHS employs an advanced security system, 
Secure Socket Layers (SSL) encryption technology to protect the transmission of 
information on this website.

You acknowledge that the internet is not an absolutely secure medium, and the privacy of 
your information, communications, and visits to this website cannot be guaranteed.

MHS reserves the right to store de-personalized and aggregated data in its database 
indefinitely for research and statistical purposes by MHS, its affiliates, subsidiaries, 
licensees, successors, assigns, suppliers, and advertisers.
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YOUR RESPONSIBILITIES
You agree not to provide the password given to you by the Administrator to any other 
person for any reason whatsoever. You agree that you are responsible for providing 
accurate and complete information when completing the Instrument. You agree to use 
and access the website in a manner that will not disrupt, corrupt, or otherwise damage the 
website. Accordingly, this website shall not be used in a manner that is prohibited by law. 
Use of this website is subject to your compliance with all applicable laws and regulations 
in your location.

NO WARRANTY ON CONTENTS, INFORMATION, OR MATERIALS 
The information included in this website does not constitute, and shall not be considered, 
the advice, recommendation, assessment, or endorsement of MHS. MHS shall not be 
liable for any claims based on the use of the Instrument. The Instrument and other 
contents of the website are provided on an "As Is" basis only. To the extent permitted by 
law, any statutory or implied warranty of merchantability or fitness for a particular 
purpose are completely denied and disclaimed.

MHS COPYRIGHT, LOGOS, AND TRADEMARKS
MHS is the copyright owner of this website and all of the contents of this website. These 
rights are protected by Canadian intellectual property right laws, international treaty 
provisions, and other applicable national laws. No portion of this website, including the 
Instrument’s information, text, images, audio, or video, may be copied, modified, or used 
in any manner without MHS’ prior written permission. Any name, logo, trademark, or 
service mark contained on this website is owned or licensed by MHS and may not be 
used in any manner without MHS’ prior written permission. Unauthorized use of all or 
part of this website or of the Instrument is strictly prohibited and may result in the 
violation of MHS’ copyrights, trademarks, privacy, and publicity rights.

GOVERNING LAW
This agreement shall be governed by the laws of the Province of Ontario.

By clicking "I Accept" below, you are indicating that you understand and agree to the 
Terms and Conditions of Use of this website.
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APPENDIX J:

MSCEIT-YV PARENT CONSENT FORM

PARENTAL CONSENT TO PARTICIPATE IN RESEARCH
4155

I cive my c o a io i  ray child____________________________________to participate is. a data cal!*clic£ aad n M u ck  prefect b t s s
conducted by Mnlc-Health System; In;.. } '? 3  Victcna Park Are.. Toronto. O S. M2H 3M6 (the 'Publisher').
A  PURPOSE
I b n a  bees informed ti.il the purpose of the research prajacl is to se n s  or validate the imsr.'tnaT)i(i) which u  (are) currently 
being developed by tha Publisher.
B. PROCEDURE
Tha research project w ill be c«sd a :sd  i t ______________________________  My child s i l l  ba required tc pro-.-da d s s » p q c ic
s f o c u e o a  and respond »  some f t a n s u  ox statements a b c i  wall '.lia approximately rrioute;

PLEASE NOTE THAT THE CHILD'S PARTICIPATION OR NON-PARTICIPATION WILL NOT HAVE A POSITIVE OR 
NEGATIVE IMPACT ON THE CHILD EXCEPT FOR POSSIBLE DISCOMFORT WHEN ANSWERING SOME 
QUESTIONS. NO OTHER RISKS ARE FORESEEN.
Response; an  c ta a a d  laravccttsly  and leapt s  sirictait confidence. and tha nsalts o f this project w ill ha ceded n  such a way 
that tha child's idencty will ncc ha acached in any war to tha final data that ara predated AH data an  stored in a secure location 
with access restrictions and will not ba disclosed unless required by law Tha Publisher retains nes-sdentifiable a n n p t a  data

C. CONDITIONS O r  PARTICIPATION
1 understand that I er my child may withdraw content and discontinue participation at anytime without m p tr tt  consequences.
I understand that ray child's participation in this rasaarch ptojact is CONFIDENTIAL.
1 understand chat non-idannhibl* data from this tasaatch project may ba published

I HAVE CAREFULLY READ THE ABOVE AND UNDERSTAND THIS AGREEMENT. I FREELY CONSENT AND  
VOLUNTARILY AGREE TO HAVE MY CHIU) PARTICIPATE IN THIS PROJECT BY COMPLETING THE 
FOLLOWING INSTRUMENT'S).

To ba c o a p k ttd  by year administrator*:
I MSCUT:YY

If you htva any questions about thus rasaarch. plaasa ccntict your administrator 
PLEASE FILL OUT THE DEMOGRAPHIC INFORMATION BELOW.

Ow hctenkem  •  
i t t  t t j i s  •  •  m

Child's Ethnicity
i ; A i i i a T s t l f c  Islander

BUdti’AtecaaAmenitew 
Awkee Caeedfea

C[ H U puit
O N lte«  Aboriginal

■ ’ Whrte.CaKlKM
■ j hd rittra c iil 
' 1 O tM t

Mother.Temele Guardian Education Level 
'■ No High School nptooia 

'j Ktgh Schod D tflcnt 
■ ApprqWceshipA'ocah ratal <u tr» talr il Ira fa g

A i t f a h l  tu  t o t n t t e i d c n a a n m i v  t o t t a f  
2 f t .  M Oegw eom e um versity  (n o  p i i h d t a )

- : *  y t a r  caB<prUniv«n«(> and up

Your Relationship to Child 

Rsotogkal auHha 
c  rwotogitji ttfho

Kon.btatoqidl auMhct 
■: N t e - b M t |M  f id i r r  

-■ o th e r  R U k v e  

J  N m c t b u s t

Child Lives Wich 

. R ulopul m other 

* B utopul t ld a  
- . Bock p eren ti 

1 Hemele g io r& a e  

' IfakprndM 
■ BcChtmeriiMu

Today's Date
MM b it  YY

Father/M ale G uard ian  Edtecateen Level 
. N o  H>(k S chool IX p la a u  
. H iph  School D tptam a 

" - A pprtfiticcnh tpA 'ocjeloo il o r tecfeaicel B Jin iite
A tte a d e d o rc te n p lrn d c o m rn m e r)  coB eao '
2 w . collcpei'MMae ueivcrmrx fao  praduettoo)

' 4 -yeer c o tte se w m s e ro ty  a d  Up 

Read the descriptions below and choose the category that best describes yoor child's living tsrcnmstances:

’ ® e h  H igkiy deeiteM e j i oom m fuloe  m i  . m f h h o r t i o o l  i l  t f t i t t  an d  very w tS  a n w m r l  end  In ttm e iih u w c le l fttatte om dy
' I M n a - B d  covers basis  neede e» w eS ae aaeny l a c u n a .

l iv in g  n;i:ftw anndnln te  a re  K t t f U H e ,  nm ghharhood m oderately q e e l  an d m eln tam ed , end  m co m e-tbuncie l t ie n u  m  
adequate BO m eet needs.

1 iv in g  aocom m odattaae ere m d a r d l t . n trg h h erh o o d  a  n w y  end poorty m iin u in e d . end  l a t o w e l l e n i i  il e t in n  Im e n  
a teh tv  eo o tru in  heme a e ie i W e c

: Law

1 1 1  I  I I  I  I I I  I I
Yonr ID Number 

Flasxa oca lha U> Nnmhar praridad W  r n r  adaaiai

Yonr Child's ID Number
H » u  a la cha ED XmmVar praeidad he «aar .

Age o f Child:
Signature of P arent Gwardean 

Please renun this farm g o  your administrator. Please photocopy this form to retain a copy for your records
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APPENDIX K:

RESEARCHER CERTIFICATE OF COMPLETTION FOR ONLINE TRAINING IN 
PROTECTION OF HUMAN SUBJECTS

Completion Certificate

This is to certify that 
Leslie Kvapil
has completed the Human Participants Protection Education for Research Teams 
online course, sponsored by the National Institutes of Health (NIH), on 02/22/2006.

This course included the following:

• key historical events and current issues that impact guidelines and legislation on 
human participant protection in research.

• ethical principles and guidelines that should assist in resolving the ethical issues 
inherent in the conduct of research with human participants.

• the use of key ethical principles and federal regulations to protect human 
participants at various stages in the research process.

• a description of guidelines for the protection of special populations in research.
• a definition of informed consent and components necessary for a valid consent.
• a description of the role of the ERB in the research process.
• the roles, responsibilities, and interactions of federal agencies, institutions, and 

researchers in conducting research with human participants.

National Institutes of Health 
http://www.nih.gov
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APPENDIX L: 

RESEARCHER AGREEMENT WITH MHS

__MHS
Multi-Health Systems Inc. WWW.IIins.COin

AGREEMENT TO PARTICIPATE in the following Data Collection Project(s) 
Mayer-Salovey-Caruso Emotional Intelligence Test: Youth Version (MSCEIT:YV™)

The Principal Investigator and/or Supervisor (“the User”) would like to participate in a Data Collection 
project for the MSCEIT: YV™. Once a completed and signed agreement has been received and 
authorized by Multi-Health Systems Inc. (“MHS”), the requested paper copies or web uses for the 
instrument will be provided.

PLEASE TYPE OR PRINT NEATLY 
Principal Investigator 

Supervisor (if  student research):

Mailing Address:

Leslie Kvapil

Michael Risku

Northside ISD/University o f the Incarnate Word

9002 Brae Ridge Dr.

San Antonio, TX - 78249

lesliekvapil@niso.net

210-445-7233

240-678-2753

1000

Email Address:

Telephone:

Fax:

Estimated Number of Participants:

Anticipated Return Date o f Completed Instruments:

Conditions of this Agreement
•  The User agrees to participate in a data collection project for die MSCEIT: YV™ (die “Instrument”) 

using the forms or web uses provided and the procedures outlined by MHS. The User understands that 
respondents are to be between die ages of 10 and 18 years old.

•  The User acknowledges that the data collection version o f the Instrument(s) may differ from the final, 
published Instrument(s).

•  The User agrees to provide MHS with the data collected in an agreed upon format no later than

May 31st, 2006

May 3 Is*, 2006
The User acknowledges that MHS may use the results from die data to develop or validate the 
Instruments).
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• The User acknowledges that MHS may refuse access to the Instruments) if this agreement and the 
Qualification Form (if applicable) are not returned within 4 weeks of receipt.

• The User understands that a minimum of 10 respondents are required for approval.
• The User recognizes that informed consent must be obtained from all respondents.
• The User acknowledges that each respondent’s participation is strictly voluntary and that he or she 

may withdraw participation at any time.
• The User agrees to inform MHS of any special characteristics of the sample (please include in Sample 

Description on page 2).
• The User will not copy or distribute the Instruments) to other students, professionals, or any other 

individuals without prior permission from MHS’ Department of Legal Affairs.
• The User will not translate the Instruments) without prior permission from MHS’ Department of 

Legal Affairs.

• The User will not use the Instruments) in a clinical, forensic, or any other context for decision-making 
purposes. Any use of the Instruments) in this regard is not approved by MHS and MHS disclaims any 
liability for such use.

Privacy/Confidentiality
Responses are obtained anonymously and kept in the strictest confidence, and the results of this project will 
be coded in such a way that the respondent’s identity will not be attached to the final data provided. All 
data are stored in a secure location with access restrictions and will not be disclosed unless required by law. 
MHS retains the right to use and publish non-identifiable data. Any personal information transmitted to 
MHS is protected according to the MHS Privacy Policy (visit www.mhs.com for more information). 
C o m p e n s a t io n *
Upon receipt and processing o f the data MHS shall provide:

• Scored datasets and any relevant interpretative information for each completed instrument.

SAMPLE DESCRIPTION (please type or print neatly)
Please provide a brief description of the project and the sample below. For clinical samples, please indicate 
the diagnosis (es) and describe the diagnostic process, if applicable.
f  the Data Collection Project is approved the undersigned agrees that this document shall constitute a 
legally binding agreement.

Principal Investigator: Date:
Signature

Supervisor (if student research): Date:
Signature

Return Signed Copy With Sample Description Completed:
MHS Data Collection Department
In the USA P.O. Box 950, North Tonawanda, NY, 14120-0950, Fax: 1-88S-54<M484.
In Canada, 3770 Victoria Park Avenue, Toronto, ON, M2H 3M6, Fax: 1-88&-540-4484 or 1-41<h«92^343. 
International, 3770 Victoria
Par____________________________________________________________________________________k  Avenue, Toronto,
ON, M2H 3M6, Fax: +1-416-492-3343

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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APPENDIX M:

INSTRUCTIONS FROM RESEARCHER FOR MSCEIT-YV PROCTORS

Please read the following instructions verbatim:

Today you will be taking a test which measures your emotional intelligence- the 
ability to monitor one’s own and others’ feelings and emotions and to use this 
information to guide one’s thinking and actions. This test is part of a research study 
being conducted by Ms. Kvapil. It will not affect you or your grade. It is simply to 
help Ms. Kvapil conduct research for her PhD at the University of Incarnate Word.

There are 184 questions on this test divided into five sections. We will do practice 
questions together for sections A, B, C, and D of the test before you begin.

^  You may use a dictionary to look up words you do not know. However, after we 
have completed the practice questions, I will not be able to help you or give you any 
definitions. Make sure you follow along closely as we do the practice questions.

First we will fill out your answer document. Do not write your name on the answer 
document! Wait for instructions before you write anything. (Pass out answer 
sheets)

^  Your answer document will have a sticky note with your name on it. Do not remove 
the sticky.

Please bubble in your age, birth date, and gender (wait to give them time).

+  Please bubble in 09 for your grade (wait)

+  Please bubble in today’s date 04/21/06 (wait)

Where it says State/Prov please put TX for Texas

+  Where it says Country please write USA

Where it say Zip/Postal Code please write your home Zip code. If you do not know 
your home Zip Code please write 78227.

♦  Please Do Not Write on your test booklets, (pass out booklets)

Note: When dome practice questions. Do not tell students what YOU think and answer 
should be.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



186

+  Now we will begin the practice questions. Please open your test booklet to page 2. 
(read all of the directions from part A -except the part that says now turn the page 
and answer the questions-and give students time to answer the practice questions. 
Point out the section on the answer document to bubble practice answers).

Now please turn to page 11 and we will do the practice questions for section B 
together. (Read directions and give students time to answer practice questions for 
section B).

+  Now please turn to page 17 and we will do the practice questions for section C 
together. (Read directions and give students time to answer practice questions for 
section C).

Now please turn to page 26 and we will do the practice questions for section D 
together. (Read directions and give students time to answer practice questions for 
section D).

^  When you are done with your test, please bring it to my desk and I will give you the 
Science Practice TAKS test. The Science Practice TAKS test will help your 10th 
grade Biology or Chemistry teacher to better prepare you for the real Science TAKS 
test you will take next April.

^  Please do your very best on both tests. You may begin.

Notes for EQ Test
+  Mark the time the test begins at the top of the roster.

*► Mark the time that each student turns in his or her test next to the student’s name 
on the roster.

+  Verify that the number in the last name space matches the number to the left of 
the name on the roster (ex. A20121)

Notes for Science Test

Make sure that students put their name, ID and current IPC or Biology teacher’s 
name on both the Scantron and the Test booklet
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APPENDIX N:

MSCEITrYV™ Interpretive Guide 

Total MSCEIT:YV“ Score
This score provides an overall index of the respondent’s emotional intelligence. The Total 
MSCEIT :YV™ Score is comprised o f the Experiential Emotional Intelligence Area Score plus the 
Strategic Emotional Intelligence Area Score.

MSCEIT:YV™ Area Scores
1. Experiential Emotional Intelligence Score provides an index o f the respondent’s ability to 
perceive emotional information, to relate it to other sensations such as color and taste, and to use 
it to facilitate thought. This score shows the degree to which one “takes in” emotional 
experiences, recognizes them, compares diem to other sensations, and understands how they 
interact with thought. The Experiential Emotional Intelligence Score is comprised o f the 
Perceiving Emotions Branch Score and die Facilitating Thoughts Branch Score.

2. Strategic Emotional Intelligence Score provides an index of the respondent’s ability to 
understand emotional information and use it strategically for planning and self-management. This 
score shows the degree to which one can understand emotional meanings, their implications for 
relationships, and how to manage emotions in oneself and others. The Strategic Emotional 
Intelligence Score is comprised o f the Understanding Emotions Branch Score and the Managing 
Emotions Branch Score.

MSCEIT:YV™ Branch Scores
1. Perceiving Emotions Score indicates the degree to which the respondent can identify 

emotion in himself or herself and others.
•  Involves reading facial expressions, which impacts an individual’s ability to perceive 

emotions in oneself and others, as well as in objects, art, stories, and music.
•  Perceiving emotions helps to make you more aware o f how others are feeling and your 

reactions to them (e.g., if  someone seems negative, irritable, impatient or angry, do you turn 
away and “tune them out*’ or do you have the patience to be supportive and “stay with 
them”).

•  Being aware o f other’s feelings and how you feel in response to them, and choosing an 
appropriate response. This will help the individual make a decision that will lead to a positive 
outcome.

2. Facilitating Thought Score indicates the degree to which the respondent can use his or her 
emotions to improve thinking.

• The respondent compares different emotions to different sensations, such as light, color, and 
temperature and must generate a certain emotion in order to then compare and contrast its 
sensations with that o f other senses.

•  The ability to generate, use, feel, and to communicate emotions, or employ them in other 
cognitive (or thinking) processes.

•  An individual’s ability to generate emotions, and use them to enhance reasoning and other 
cognitive tasks (i.e., the use o f emotions to aid and foster ideas).
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• Helps you to be more aware of the kinds of moods that might help when you need to focus on 
certain tasks, like preparing for an exam (calming down), or getting ready to go out to a tun 
social event (letting go of some of your concerns so that you can relax and enjoy your 
friends).

• Helps you to develop empathy (i.e., to understand others’ feelings as if they were your own).
• Helps to develop creativity and flexible thinking and feeling.
• Being aware of how your thoughts affect your feelings and learning to change your thoughts 

to improve your mood.

3. Understanding Emotions Score indicates how well the respondent understands the 
complexities of emotional meanings, emotional transitions, and emotional situations.

• Transitions assesses knowledge of emotional “chains”, or how emotions transition from one 
to another (anger to rage).

• Blends assesses ability to analyze blends of emotions into their parts and, conversely, to 
assemble simple emotions together into complex feelings.

• The ability to understand emotional information, how emotions combine and progress 
through relationship transitions, and to appreciate such emotional meanings. This helps in 
understanding others’ views.

• Understanding how emotions are triggered and how they can grow and evolve into other 
feelings over time (e.g., annoyance and irritation can lead to rage if the cause of the irritation 
continues and intensifies).

• Knowing how emotions combine and change over time helps you to understand and get along 
with others better, and improves your self-understanding.

4. Managing Emotions Score registers how well the respondent is able to manage emotions in 
his or her own life and in the lives of others.

• Measures ability to incorporate emotions into decisions that involve other people.
• Must evaluate how effective different actions would be in achieving an outcome involving 

other people.
• The ability to be open to feelings, and to modulate them in oneself and others so as to 

promote personal understanding and growth.
• Helps you deal with your feelings, rather than ignoring or suppressing them, and using the 

information they give you to make good decisions.
• Learning to take time to consider your response and not just blindly reacting to situations 

impulsively (e.g., reacting out of anger can bring certain negative results).
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APPENDIX O:

MSCEIT Interpretive Guide

Area Level Scores:

Emotional Experiencing (Experiential Emotional Intelligence Score)

See SSEXP

A person’s ability to perceive, respond, and manipulate emotional information. This 
scale indexes how accurately a person can “read” and express emotion, and how well a 
person can compare that emotional stimulation to other sorts of sensory experiences (e.g., 
colors or sounds).

Emotional Reasoning (Strategic Emotional Intelligence Score)

See SS REA

A person’s ability to understand and manage emotions. This scale indexes how accurately 
a person understands what emotions signify (e.g., that sadness typically signals a loss) 
and how emotions in him/herself and others can be managed.

Branch Scores:

Perceiving Emotions.

See S S B l

The ability to recognize one's own feelings and the feelings of others. Emotional 
perception involves paying attention to, and accurately decoding emotional signals in 
facial expressions and tones of voice.

Using Emotions.

See SS_B2

The ability to take feelings into account to more accurately reason about situations and to 
decide how to act. This ability helps a person creatively solve problems.

Understanding Emotions.

See SS B3
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Knowledge of how emotions combine and change over time is important in interacting 
with other people and in enhancing self-understanding.

Managing Emotions.

See SS B4

The ability to work with feelings in a judicious way, rather than acting on them without 
thinking. This ability to successfully manage emotions often entails the awareness, 
acceptance, and use of emotions in problem solving.

ASK LEVEL SCORES 

PERCEIVING EMOTIONS

Faces Task. (SS_A) This task is designed to measure the ability to identify how a person 
feels based upon their facial expression.

Pictures Task. (SS_E) This task involves the determination of the emotions that are being 
expressed in the surrounding environment.

USING EMOTIONS

Sensations Task. (SS_F) A high score on Sensations task requires the generation of a 
certain mood in order to then reason with that mood.

Facilitation Task. (SS_B) The Facilitation task measures the knowledge of how moods 
interact and support thinking and reasoning.

UNDERSTANDING EMOTIONS

Blends Task. (SS_G) The Blends task measures the ability to connect situations with 
certain emotions (e.g., knowing that a situation involving a loss might make someone feel 
sad).

Changes Task. (SS_C) The Changes task measures the understanding emotional "chains," 
or how emotions transition from one to another (e.g., how frustration can change into 
anger).

MANAGING EMOTIONS

Emotion Management Task. (SS_D) The Emotion Management task the ability to gauge 
the effectiveness o f alternative actions in achieving a certain result in situations where a 
person had to regulate their own emotions.
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Social Management Task. (SS_H) This task assesses the ability to evaluate how effective 
different actions would be in achieving an outcome involving other people.

MSCEIT scores provided on this page contain the scale raw scores, the demographically 
adjusted scores (please note, scores are only provided when demographic corrections are 
used, otherwise a 0 will be recorded). Supplementary scales are also provided. These 
include results for the Percentile scores, Positive-Negative Bias score, and Scatter score.

Percentile Scores
Each of the 15 raw scores (eight Task scores, four Branch scores, two Area scores, and 
the one Total score) are converted to empirical percentiles for ease of interpretation. For 
more information please refer to die MSCEIT manual, Appendix E, page 6 8 .

Percentile A: Percentile score for Faces Task 
Percentile B: Percentile score for Facilitation Task 
PercentileC: Percentile score for the Changes Task 
Percentile D: Percentile score for the Emotion Management Task 
Percentile_E: Percentile score for the Pictures Task 
Percentile_F: Percentile score for the Sensations Task 
Percentile G: Percentile score for the Blends Task 
Percentile H: Percentile score for the Social Management Task

Percentile B l: Percentile Branch Score for Perceiving Emotions 
Percentile_B2: Percentile Branch Score for Using Emotions 
Percentile_B3: Percentile Branch Score for Understand Emotions 
Percentile_B4: Percentile Branch Score for Managing Emotions

Percentile AREX: Percentile score for Emotional Experiencing (Experiential Emotional 
Intelligence Score)
Percentile_ARRE: Percentile score for Emotional Reasoning (Strategic Emotional 
Intelligence Score)
Percentile TT: Total Percentile Score

Extended Scores Continued

Positive-Negative Bias Score

The Positive-Negative Bias score is computed on the basis of the response to some of the 
pictorial stimuli used in the MSCEIT. For more information please refer to the MSCEIT 
manual, Appendix E,

Scatter Score
The scatter score is one of the supplementary scores available with the MSCEIT, it assess 
the amount of variation in performance across tasks. For more information please refer 
to the MSCEIT manual, Appendix E, page 6 8  and also page 78.
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APPENDIX P:

HISTOGRAMS FOR BRANCHES OF MSCEIT-YV
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B3
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Eeiq
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Histogram
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APPENDIX Q:

SAMPLE QUESTIONS FOR MSCEIT

MSCEIT

SECTION 0

Instructions: How much is each feeling 
below expressed by this face?

(Please select a response for each item.)

1.No
happiness

2. No 
fear

I 1 I 2  j 3  f 4 Extreme

1 2 3 4 c  3  txireme 
fear

surprise

4. No 
disgust

5. No 
excitem ent

f  ' f  2 f  3 f  4 f  5  --4

1 2 3 4

1 2 3 4 5

aftfmne
surprise

Extreme
disgust

Extreme
excitement

r

j
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SECTION B
Instructions: Please select a response for each item

What mood(s) might be helpful to feel when creating 
birthday party?

, exerting decorations for a

Not Useful
a. annoyance
b. boredom
c. joy

2. What mood(s) might be helpful to feel when com posing an Inspiring military march?

N o t  U s e f u l  U s e f u T

a. anger
b. excitement
c. frustration

What mood(s) might be helpful to feel when following a very complicated, demanding, 
cooking recipe?

Not U seful

a. tension 1
b. sorrow 1
c. neutral mood 1

What mood(s) might be helpful to feel when figuring out what caused a fight among three 
young children? Each of the three young children is telling a different story about how the 
fight started. Figuring out what happened requires attending to the details of the stories and 
weighing many facts.

a. happiness
b. surprise
c. sadness

4
4
4

5
5
5
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MSCEIT

What m ood(s) might be helpful for a  doctor to feel when selecting a treatment plan for a 
patient with a cancerous tumor? The doctor m ust apply several known, but conflicting, 
principles in the treatment o f the tumor.

Not Useful
a. happiness
b. neutral mood
c. anger and defiance

SECTION C
Instructions: Select the best alternative for each of these questions.

Marjorie felt more and more ashamed, and began to feel worthless. 
She then felt
a. overwhelmed
b. depressed
c. ashamed
d. self-conscious 
a  jittery

Kenji felt content a s  he thought of his life, and the more he thought about the good things 
had done and the joy his acts had brought to others, the more he felt
a. surprised
b. depressed
c. acceptance
d. happiness
e. amazement

7SSH

Natalie had never been more surprised in her life. But a s  she recovered a bit from the shock  
of the loss and realized sh e could gain som e advantage from the situation if sh e planned 
carefully, sh e became
a. amazed
b. confused
c. denying of the situation 

expectant
e. pensive
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MSCEIT™

SECTION D
Instructions: Please select an answer for every action.

Mara w oke up feeling pretty w ell. She had slep t w ell, felt w ell rested, and had no particular 
cares or concerns. How well would each action help her preserve her m ood?
Action 1: She got up and enjoyed the rest of the day.
a. Very ineffective b. Somewhat ineffective c. Neutral d. Somewhat effective e. Very effective

Action 2: Mara enjoyed the feeling and decided to think about and appreciate aH the things that were 
going well for her.
a. Very ineffective b. Somewhat ineffective c. Neutral d. Somewhat effective e. Very effective

Action 3: She decided it was best to ignore the feeling since it wouldn’t last anyway
a. Very ineffective b. Somewhat ineffective c. Neutral d. Somewhat effective e. Very effective

Action 4: She used the positive feeling to call her mother, who had been depressed, and tried to cheer 
her up.
a. Very ineffective b. Somewhat ineffective a  Neutral d. Somewhat effective e. Very effective

!_ Andrew works a s hard, if not harder, than one of h is colleagues. In fact, h is ideas are
usually better at getting positive resuits for the company. His colleague d o es a m ediocre job 
but en gages in office politics so  a s to  get ahead. S o, w hen Andrew's b o ss announces th a t' 
the annual merit award is  being given to  th is colleague, Andrew is  very angry. How effective 
would each  action be in helping Andrew feel better?
Action 1: Andrew sat down and thought about aH of the good things in his life and his work.
a. Very ineffective b. Somewhat ineffective c. Neutral d. Somewhat effective e. Very effective

Action 2: Andrew made a list of the positive and negative traits of his colleague.
a. Very ineffective b. Somewhat ineffective c. Neutral d. Somewhat effective e. Very effective

Action 3: Andrew felt terrible that he felt that way, and he told himself that it wasnt right to be so upset 
over an event not under his control.
a. Very ineffective b. Somewhat ineffective c. Neutral d. Somewhat effective e. Very effective

Action 4: Andrew decided to tell people what a poor job his colleague had done, and that he did not 
deserve the merit award. Andrew gathered memos and notes to prove his point, so it wasnt just his 
word.
a. Very ineffective b. Somewhat ineffective c. Neutral d. Somewhat effective e. Very effective
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SECTION E

Instructions: Hew much is each feeling 
below expressed by this picture?

(Please select a response for each item.)

1. H appiness

2. Sadness

3. Fear

4. Anger

5. D isgust

0

® \
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SECTION F
Instructions: For each item below, you are asked to imagine feeling a certain way.

Answer as best as you can, even if you are unable to imagine the feeling.

1. Imagine feeling guilty that you forgot to visit a d o se  friend who has a serious illness. In the 
middle of the day, you realize you completely forgot to visit your friend at the hospital. How 
much is the feeling of guilt like each of the following?

Not Alike VWy Much Alice .

a. cold 1 2 3 4 5
b. blue 1 2 3 4 5
c. sweet 1 2 3 4 5

2. Imagine feeling content on a Wonderful day, with terrific news about your job and family. How 
much is the feeling of contentment like each of the following sensations?

Not Alike Very Much Afika

a. warm
b. purple
c. salty

1 2 3 
1 2 3 
1 2 3

4 5 
4 5 
4 5

Imagine you are feeling cold, slow, 
following?

Not Alike

and sharp. How much is that feeling like each of the

Very Much Alika

a. challenged
b. isolated
c. surprised

1 2 3 
1 2 3 
1 2 3

4 5 
4 5 
4 5

Imagine you are feeling loud, large, delicate, and bright green. How much is that feeling like 
each of the following?

Not Alika Very Much Alike

a. excited
b. jealous
c. afraid

1 2 3 
1 2 3 
1 2 3

4 5 
4 5 
4 5

Imagine you are feeling closed, dark, and numb. How much is that feeling like each of the 
following?

Not Alike Very Much Alike

a. sad
b. content
c. calm

1 2 3 
1 2 3 
1 2 3

4 5 
4 5 
4 5

2 2

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



202

MSCEIT"

SECTION G
Instructions: Select the best alternative for each of these questions.

1. A feelin g  o f con cern  m ost c lo se ly  com b in es th e em otion s o f ______________ .
a. love, anxiety, surprise, anger
b. surprise, pride, anger, fear
c. acceptance, anxiety, fear, anticipation
d. fear, joy, surprise, embarrassment
e . anxiety, caring, anticipation

2 . A nother word for “con sisten tly  anticipating p leasu re” is
a. optimism
b. happiness
c. contentment
d. joy
e. surprise

3 . A cceptance, joy, and warmth often  com bine to  form
a. love
b. am azem ent
c. anticipation
d. contentment
e. acceptance

4. C om bining th e fee lin g s o f d isg u st and an ger resu lts in
a. guilt
b. rage
c. sham e
d. hatred
e. contempt

5. A sad  su rp rise lead s to
a. disappointment
b. am azem ent
c. anger
d. fear
e. regret
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9
SECTION H 1

Instructions: Please select an answer for every response. |
i

1. John developed a c lo se  friend at work over the last year. Today, that friend com pletely sur- |
prised him by saying he had taken a Job at another company and would be moving out of the §
area. He had not mentioned he w as looking for other Jobs. How effective would John be in |
maintaining a good relationship, if he ch ose to  respond in each of the following w ays? 3

R esponse 1: John felt good for him mid told h is friend that he w as glad he got the new Job. 1
Over the next few  w eeks, John made arrangem ents to  ensure they stayed In touch. |
a. Very ineffective b. Somewhat ineffective a  Neutral d. Somewhat effective e. Very effective §

R esponse 2: John felt sad that his friend w as leaving, but he considered what happened a s §
an indication that the friend did not much care for him. After all, the friend said  nothing §
about h is Job search. Given that h is friend w as leaving anyway, John did not mention it, but §
instead went looking for other friends at work. |
a. Very ineffective b. Somewhat ineffective c. Neutral d. Somewhat effective e. \fery effective %

R esponse 3: John w as very ancpy that h is friend hadn't said anything. John showed h is d is- <
approval by deciding to ignore his friend until the friend said som ething about what he had |
done. John thought that if h is friend didn't say anything, it would confirm John's .*
opinion that the friend w as not worth talking to.
a. Very ineffective b. Somewhat ineffective c. Neutral d. Somewhat effective e. Very effective

2. Roy’s  teacher has just called Roy’s  parents to  say that Roy is  doing poorly in school. The J 
teacher te lls Roy’s  parents that their son  isn't paying attention, is  being disruptive, and can’t 
sit still. This particular teacher doesn't do w ell with active boys, and Roy’s  parents wonder 
w haf s  really going on. Then the teacher sa y s that their son  will be left back u nless he 
im proves. The parents feel very angry. How helpful to their son Is each of th ese reactions?

R esponse 1: The parents told the teacher that th is w as a big shock to  them sin ce this w as 
the first tim e they had ever heard there w as a problem. They asked to m eet with the teacher 
and a lso  requested if the principal could attend the m eeting.
a. Very ineffective b. Somewhat ineffective c. Neutral d. Somewhat effective e. Very effective

R esponse 2: The parents told the teacher that if sh e continued to threaten to have their son  
repeat the grade, they would take it up with the principal. They said, “If our son  is  left back, 
w e will hold you personally responsible. You are the teacher and your fob is  to teach, not to  
blame the student.”
a. Very ineffective b. Somewhat ineffective c. Neutral d. Somewhat effective e. Very effective

R esponse 3: Roy's parents hung up on the teacher and called the principal. They 
com plained about the teacher's threats and asked that their son be moved to a 
different classroom .
a. Very ineffective b. Somewhat ineffective c. Neutral d. Somewhat effective e. Very effective

25
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APPENDIX S:

MSCEIT-YV

P lease  R ead  This First

The MSCEIT: W  has four parts. Each part has different instructions. Some questions are different than 
questions on other tests because they are about feelings an d  emotions. Try to answer every question 
as best as you can. If you don 't know an answer, make your best guess.
Please don 't answer in this book. Write your answers on the MSCEIT:W Answer Sheet.

Part A

Practice Q uestion A-l

Look a t this person's face. How much anger is she showing? How 
much sadness? How much happiness? How much disgust? How 
much fear? How much surprise?
Look in the box below to find the feelings and  the answers you 
can  choose from.

None a t all A little 
feeling

A medium 
feeling

A strong 
feeling

A very strong 
feeling

1. Surprise 1 2 3 4 V . S ©  L '©
2. Anger 1 2 3 4 5
3. Sadness 1 2 3 4 5
4. Fear 1 2 3 4 5
5. H appiness 1 2 3 4 5
6. Disgust 1 2 3 4 5

If you think she is not showing any surprise, color in the circle with a  1. like this:

© © © ® ©
If you think she has a  medium feeling of surprise, color in the circle with a  3. like this:

© © (D ® ©
Now you decide how much of each emotion she is showing. Fill in your answers for Practice 
Question A-l on your Answer Sheet. Sometimes, there is more than one good answer, but choose 
the number that seems like the best one for each  emotion.
Some of the questions may be difficult. When you don 't understand a  question, don 't worry. Just do 
the best you can . and answer every question. Make your best guess when you're not sure how to 
answer.
Now turn the p a g e  and answer the questions for the next faces. Remember to mark an answer for 
every emotion for every face, and remember to use your Answer Sheet.
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PartB

When people" have a  feeling, such as liking someone, they may also feel hot, cold, slow, fast, light, 
or heavy.
Look a t the question below. The question asks how much a  feeling or emotion is the same as other 
things, such as color, temperature, or speed.

Practice Q uestion H

Imagine that you like someone. How much is this feeling of lildng someone like each of the following?

Does not 
feel 

this way

Feels a  little 
this way

Feels 
somewhat 

this way

Feels 
this way

Definitely 
feels 

this way

1. Warm 1 2 •" 3 . . 4;

2. Soft 1 2 3 4 5

3. Light 1 2 . 3 4' " . 5 . %
4. Pink 1 2 3 4 0
5. Sour 1 2 3 4 • . 5 '

6. Heavy 1 2 3 4 5

If you think that the feeling of liking someone is very much like feeling warm, color in the circle with 
a  5. like this:

© © © ® ©
If you think that the feeling of liking someone is somewhat like feeling warm, color in the circle with 
a  3, like this:

© © © © ©
Now you decide, Fill in your answers for Practice Question B-l on your Answer Sheet. Sometimes, 
there is more than one good answer, but choose the number that seems like the best one for each 
feeling.
Some of the questions may be difficult. When you don't understand a  question, don't worry. Just do 
the best you can. and answer every question. Make your best guess when you're not sure how to 
answer.
Now turn the page and answer the set of questions. Remember to mark your answers on your 
Answer Sheet.
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PartC

Look a t  the  question below. This is a  multiple-choice question, so you only need  to  choose one 
answer for e a c h  question.

P ractice Q uestion C -l

When you have something really nice, an d  then you lose it, you en d  up feeling 
(choose on e answer):

1. Happy
2. Afraid
3. Jealous
4. Sad
5. Disgusted

If you end  up feeling sad  when this happens, color in the  circle with a  4, like this:

© © © ® ©
If you end up feeling afraid when this happens, color in the circle with a  2, like this:

©  (D ©  @ ©

Now you decide. Fill in your answer for Practice Question C-l on your Answer Sheet. Sometimes, 
there is more than one good answer, but choose the answer tha t seems like the b est one.
Some of th e  questions m ay b e  difficult. When you d o n 't understand a  question, do n 't worry. Just do  
the  best you can  an d  answer every question. Make your best guess when you're not sure how to 
answer.
Now turn the  p a g e  an d  answer the set of questions. Remember to  mark your answers on your 
Answer Sheet.
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Part D

Read the story below. The question asks how to help the  person in the story feel a  certain way. There 
are four actions the person can  do  th a t might help him or her to  feel a  certain way. You need  to  fig
ure out how helpful e a c h  action would be.

P ractice Q uestion P-1 

A boy received  som e very sad  new s. He wants to  feel happy before goin g to a  fun party. 
How helpful would each  of the following b e in getting the boy to feel happy?

Action: The boy w atches a  sad movie.
1. Not a t  all helpful 2. A little helpful 3. Somewhat helpful 4. Moderately helpful 5. Very Helpful 

Action: The boy tries not to think abou t anything.
1. Not a t  all helpful 2. A little helpful 3. Somewhat helpful 4. Moderately helpful 5. Very Helpful

Action: The boy reads a  good  book.

1. Not a t  all helpful 2. A little helpful 3. Somewhat helpful 4. Moderately helpful 5. Very Helpful

Action: The boy plays a  gam e with his best friend.

1. Not a t  all helpful 2. A little helpful 3. Somewhat helpful 4. Moderately helpful 5. Very Helpful

If you think that watching a  sad movie will be not a t all helpful in making the boy feel happy, color in 
the circle with a  1, like this:

©  ©  (D @ ©
If you think that watching a  sad movie will b e  very helpful In making the boy feel happy, color in the 
circle with a  5, like this:

© © © ® ©
Remember that the goal is for the boy to feel happy.
Now you decide how helpful ea ch  action would be to  help the boy to  feel happy. Choose the 
answer tha t seems like the best one for ea ch  action in the story, and  fill in your answers for Practice 
Question D-l on your Answer Sheet.
Some of the questions may b e  difficult. When you do n 't understand a  question, don 't worry. Just do 
the best you can , and  answer every question. Make your best guess when you're not sure how to 
answer.
Now turn the p a g e  and  answer the questions for the next stories. Remember to mark your answers 
oh your Answer Sheet.
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Part E

Remember a  time when you felt happy an d  proud.
Now, look a t  the person's fac e  below and  try to  m ake your fa c e  show the sam e sort of feelings.

While you ore feeling happy  an d  proud an d  have a  smile on your face, answer the following 
questions. Select the  number th a t best shows how you feel. Please mark your answers on your 
Answer Sheet.

181.1 feel g o o d  inside.

I do  
not feel

I feel 
just a  little

this way | this way 

1 ;

I feel 
som ewhat 

this way

I feel 
this way

I definitely 
feel 

this way

182.1 feel happy. 1

183.1 feel calm .

184.1 feel positive.

You’re finished! Thank you!
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APPENDIX T:

PERMISSION TO PARTICIPATE IN DATA COLLECTION OF MSCEIT-YV

December 16,2005 

Leslie Kvapil
Northside ISEVUniversity o f the Incarnate Word 
9002 Brae Ridge Dr.
San Antoni, TX - 78249

Dear Leslie Kvapil,

We are pleased to inform you that your request to become a data collection site for the Mayor- 
Salovey-Caruso Emotional Intelligence Test: Youth Version (MSCEIT:YV™] has beat approved, 
according to the terms of your agreement to participate in data collection.

Enclosed in this site-setup package are the data collection forms you requested, and any other 
materials required for data collection. Please contact us if you require more forms. Please do not make 
photocopies of the forms, as they are protected by copyright and we may be unable to process them.

Your site numbers) and the age range(s) for the instrument^) are listed below.

Instrum ent Non-Clinics! Site Number Clinical Site Number Age Range
MSCEIT DC WEB001 18+ yean  ok)

MSCEITtYV 0291
0299

(students with Learning 
disabilities)

10-18 years old

We require all the original data collection forms, completed or blank, to be returned to MHS when 
your data collection project is cooqtlete on May 31", 2006. If  possible, wc prefer that you return your 
completed forms in small batches using the Business Reply Envelopes included in this package. Please 
contact us if  you require additional Business Reply Envelopes.

Good luck with your data collection project We look forward to receiving your data. Please contact 
us at the information below if you require assistance.

Sincerely,

Vanessa Railey-Phillips
Data Collection Assistant 
Ext. 238
Datacollection@mhs.com

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

mailto:Datacollection@mhs.com


212

MHS www.mhs.comM ulti-H ealth System s Inc.

April 12. 2006 

Leslie Kvapil
University of the Incarnate Word 
9002 Brea Ridge Dr.
San Antonio, TX -  78249

Dear Leslie,

We are pleased to welcome you as a data collection administrator with MHS for the Mayer- 
Salovey-Caruso Emotional Intelligence Test: Youth Version (MSCEIT:YY™).

Return Date

We require that all the original data collection forms, completed or blank, be relumed to MHS 
when your data collection project is completed on May 31**, 2006.

Additional Forms

Please contact us if you need more forms. Do not make photocopies of our forms as they are 
copyrighted and wc may be unable to process them.

Instrument Information

Your site number and the age range for the instrument is listed below :

Instrument Clinical Site Number Non-CIinicai Site Number Age Range
MSCEIT: YV 0299 0291 10-18 Yrs

♦Clinical silc num ber to  be used for students w ith Learning Disabilities.

Site Number

Please fill in the appropriate Site Number on each form. This allows us to track where the form 
came from.

ID Number

Please provide a different ID Number for each respondent. To make certain that anonymity and 
confidentiality arc maintained, please ensure that participants IX) NOT use their name as an ID.

Continued.

"Htiputy tew-7* f**ip-Otkerr Since. 19S}'
Ik  th e  US..-.
P.O. Box 950
North Tonaw anda, NY
14120-0950
Tel: 1-800-456-3003

Fax: 1-888-540-4484 *<• 1-416-492-3343 
International Tel: +1-416-492-2627

3770 Victoria Park Ave., 
Toronto, ON 

M2H-3M 6 
Tel: 1-800 268-6011
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■MHS
M u lti-H ea lth  S y stem s Inc.
puMUktrs hh/L VeutbfMrt offrofusiotud AssuotuMi MMttrials

Consent Form

www.mhs .com

It is important that you gain consent ftom each respondent, or his/her parent or guardian if  they 
are under the age o f  majority before he or she completes any instrument. Please have the 
respondent or the parent/guardian complete and sign the consent form provided by MHS. If  you 
are using your own consent form it is important that all o f the demographic information on the 
MHS consent form is fully completed -  no signature is required.

Returning Forms

When returning forms, please attach all related forms (e.g. consent form, clinical form. etc. . 
pertaining to same respondent together. If  possible, we prefer that you return your completed 
forms in small batches o f  20-50 using the Business Reply Envelopes included in this package 
Please contact us if  you need additional Business Reply Envelopes.

Please check your forms carefully to make sure that they follow the instructions above before 
returning them in order to avoid potential delays in receiving compensation. We are unable to 
compensate for forms with more than 10% o f the items left blank. Compensation is usually 
returned within 4-6 weeks.

Thank you for participating in an MHS Data Collection project. W e look forward to receiving 
your data. Please contact MHS below if  you require assistance.

Sincerely,

V anessa Bailey-Phillips
Data Collection Assistant 
Ext. 238
datacollection@ m hs.corn

“Htlpatj VotcTh HtipOtktnSuu*. 1983“
Ik  tke, U.S.... [n  Ca k aA k ...
P.O. Box 950 3770 Victoria Park Ave.,
North Tonawanda. NY Toronto, ON
14120-0950 Fax: 1-888-540-4484 1-416-492-3343 M2H-3M6
Tel: 1-800-456-3003 International Tel: +1-416-492-2627 Tel: 1-800-268-60U
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APPENDIX U:

RESEARCH VERSION DESCRIPTION

I MHS
M ulti-H ealth  S>>tcnu Inc.

P u M itke s i D istr iim iari e f  M tte r U U

Research Versions

Important Information: Please Read Before Use

MHS is pleased to be able to provide researchers and practitioners access to research 
versions of testing instruments.

The designation “Research Version” means the instrument can be used in re march 
situations, and as  a means of gathering observations in other contexts. A research 
version cannot be used in clinical, forensic, or related contexts for decision-making 
purposes. Research versions can be used descriptively, but not inferentially.

Research versions allow researchers and practitioners to make use of the instruments 
while often simultaneously helping in the validation, norming, or beta testing process.
Since research versions are often (beta) test versions, they may include errors that the 
testing process will identify and correct. In using research versions, and by reading this 

i disclaimer, researchers and practitioners can understand and accept the risks, realizing
that any adverse consequences of such errors are not the responsibility of the test 

j publisher. Furthermore, since research versions are not intended for decision-making
[ purposes, any such use of a research version is strictly the responsibility of the user, and
I not of the test publisher.
f
f Used properly, research versions can provide researchers and practitioners access to
| useful instruments, while at the same time helping in the development of the instrument.

! As a test publisher, we are pleased to offer this valuable service, and join with you to
i ensure that research version instruments are used in a manner consistent with their stage
‘ of development. If you have any uncertainties about using research versions, we would be
i happy to clarify their appropriate usage for specific applications. Please forward all such
j inquiries by e-mail to datacollection@mhs.com. or by phone to the Data Collection
| Department (Ext. 386) at the numbers listed below.

|
j
1|

‘‘H e lp in g  Y o u  T o  H e lp  O tk e r s  S in c e  1 9 9 3  “

I k Ca h m L l ...
\  i’jit -v,.-..

Wml... n.\5jx I ‘•JO-UJU -  i \UH n th
iM.-rtuuiv-ii rbonc: Phono l-Mit- .'«*•«•! I

ru ih-v-̂ o 
Vvtb T-vs.v.»anu». \Y • i \ tww
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