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“Ron Riggio and Sherylle Tan’s new book, Leader Interpersonal and
Influence Skills: The Soft Skills of Leadership, offers cutting-edge research
and conceptual frameworks that greatly advance the field of leadership
studies and practice. Riggio and Tan’s collection of top experts create a
more nuanced and evidence-based foundation for the emerging science
of personal and interpersonal skills in leadership. Those seeking hard data
on soft skills will find it here, making this cutting-edge volume both a
reference for scholars and a handbook for those seeking to build further
strengths in leaders.”

—Daniel Goleman, author of Emotional Intelligence

“Those of us who study leadership and have also served in leadership
positions know that the biggest challenges are the ‘soft skills.” Riggio and
Tan have put together a much-needed look at these critical skills and have
included works from the known experts in the field. A must-read for both
academics and practitioners.”

—Leanne Atwater, PhD, Editor of Leadership Quarterly

“Riggio and Tan have assembled an absolute cornucopia of wisdom and
practical knowledge about the ‘soft skills’ that all leaders absolutely must
develop if they intend to be successful. Every chapter is a gem. Don’t miss
!)J

a word of it
—Jean Lipman-Blumen, PhD, Claremont Graduate University
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LEADER INTERPERSONAL
AND INFLUENCE SKILLS

Nontechnical interpersonal and influence skills make up more than half of
effective leadership, yet there has been a gaping hole in the research literature
on the “soft skills” of leaders/managers. This volume, with contributions from
experts in leadership and interpersonal skills, showcases how important soft skills
like communication, persuasion, political savvy, and emotional abilities are to
leaders who inspire, motivate, and move followers toward the accomplishment
of goals.

Ronald E. Riggio, PhD, is the Henry R. Kravis Professor of Leadership and
Organizational Psychology and the former Director of the Kravis Leadership
Institute at Claremont McKenna College. His research focuses on leadership,
organizational psychology, and emotional and nonverbal communication, and he
is the author/editor of more than a dozen books and more than 150 articles and
book chapters. His leadership interests include charismatic and transformational
leadership, the role of communication and social skills in leader effectiveness, and
the early development of leadership in children, adolescents, and young adults. He
has received awards for teaching and research, and is committed to “giving away”
research on leadership and psychology through popular writings and his Psychology
Today blog, “Cutting Edge Leadership.”

Sherylle J. Tan, PhD, is the Director of Internships and KLI Research at the Kravis
Leadership Institute at Claremont McKenna College. Her current research focuses
on undergraduate leadership education and program evaluation of leadership
development programs. Specifically, the research on undergraduate leadership
education seeks to establish an ongoing assessment of the long-term impact
of leadership development and training in higher education. Much of Dr. Tan’s
research and publications focus on applying developmental theory and methods to
understanding the issues of leadership development, women and leadership, work
and family, and child development.
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Years ago I took a long walk in an Arizona garden with John W. Gardner,
former cabinet secretary, founder of Common Cause, and Stanford-based
leadership scholar. Then in his eighties and in a philosophical frame of
mind, he lamented that higher education did not educate people to lead,
but rather to advise leaders. In particular, he felt, schools of public admin-
istration produced competent bureaucrats and technocrats, but failed in
their responsibility to produce leaders.

Universities have long offered courses on the technical aspects of lead-
ership: cognitive and critical thinking skills, decision making, setting
direction, goal setting, zero-based budgeting, branding, strategy, and even
visioning and human resource management, but something has been miss-
ing and we even know what it is, we just don’t know what to do about it.

People. The subtle but mysterious art of softly and sometimes invisibly
managing a meandering herd of irascible, free-thinking, unconscious, act-
ing out, quotidian dum-dums.

We’ve known this was the territory for a long time, beginning with the
Ohio and Michigan studies of the 1940s where leadership was framed
by the classic two-factor model, Initiation (Task Performance) and Con-
sideration (People Skills). Somehow the latter was thought to either be a
mother’s domain or a recessive gene, in any event, largely unavailable and
unknowable. You had it or you didn’t, and good luck to you.

Now we’re finding how absolutely central those people skills are to a
healthy and productive work environment, especially as the business sector
grows more service oriented and diverse. According to a widely cited study
from Harvard Business Review discussed in this book, most of us would
prefer to work for a “lovable fool” than a “competent jerk.” And our dirty
little secret is that high-performing organizations are desperately seeking
“lovable stars” and desperately transitioning or furtively coaching “compe-
tent and incompetent jerks.” The takeaway on organizations is that people
skills trump task performance any day, any way.

To end at the beginning, this sagacious and rich book puts an end to
the bifurcation of Task and Consideration and brings us the “hard science”
of “soft skills.” It is the work of Ron Riggio and other leading scholars in
the field, produced for the 21st Kravis-de Roulet Leadership Conference
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“Understanding and Assessing Soft Leader Skills” at Claremont McKenna
College. It is a real treasure for educators, scholars, trainers, consultants,
and all of us who are interested in addressing John Gardner’s concern.

Georgia Sorenson
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The “Hard” Science of Studying
and Developing Leader “Soft” Skills

Ronald E. Riggio

The serious study of leadership and management has had a glaring omission
for more than a century. Leadership/management experts will assert that
there are two sides to leading: the “hard” side of analyzing, planning, mak-
ing decisions, and strategizing, and the “soft” side of leadership that involves
inspiring, motivating, and persuading followers, building good working
relationships, networking, rallying, and cajoling. The problem is that the
vast majority of scholarship on the skills needed for effective leadership has
focused on the hard skills. In fact, MBA programs focus almost entirely on
developing the hard skills, and only give lip service (and a very small part
of the curriculum) to the soft skills of leadership. Indeed, a classic critique
by Porter and McKibbin (1988) found just that. They concluded that few
of the practical elements of managing/leading people were actually taught
in business schools. More than two decades later, things have not changed
much. There is still not enough research and education dedicated to the
interpersonal, “soft” side of management and leadership.

The title of this chapter suggests that studying and developing the
soft side skills of leadership is hard . . . difficult. Researchers have devel-
oped no accepted, guiding models for categorizing leader soft skills (nor
understanding where the hard skills leave off and the soft skills begin).
Instead, there are odd collections of competencies, abilities, and behaviors
that constitute the soft side of leadership. Moreover, there are no com-
prehensive, guiding frameworks for skill development. A wide variety of
practices and techniques are used to develop leader interpersonal and
influence skills, and scholars have little knowledge as to the effectiveness of
these techniques, nor of the impact of training programs. This book, and
the conference it emanated from, seeks to pull together some of the more
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important research on leader interpersonal and influence skills, to examine
frameworks, to look at leadership development practices in the area of soft
skills; in short, to try to move things forward.

THE KRAVIS-DE ROULET CONFERENCE
ON “SOFT LEADER SKILLS”

On February 24-25, 2012, we held the 21st Kravis-de Roulet Leadership
Conference at Claremont McKenna College, entitled “Understanding and
Assessing Soft Leader Skills.” We invited a number of noted leadership experts
whose research has focused on leader interpersonal and/or influence skills,
as well as experts in emotional and nonverbal communication. We also pub-
lished a call for papers and received a number of submissions, and we invited
some of those authors to also present their research at the conference. One
thing that did surprise us was the rather small number of submissions—far
fewer than we had received for other leadership conference calls for papers.
It seemed that few scholars were researching the soft skills, which our call
suggested consisted of the “interpersonal skills, communication skills, per-
suasion skills, political savvy, and emotional abilities used by leaders.”

In the response to our call for papers, we were a bit surprised by both
the low number and the broad scope of the submitted papers. Some of the
topics seemed far afield from the domain of interpersonal and soft leader
skills, such as research on virtual teams and communication technology,
work on leader self-definition and identity, and research on leader charac-
ter/ethics. The last topic was included and is represented in this book by
Jennings and Hannah, in chapter 7. We began to realize that the soft side of
leadership cut quite a wide swath.

The first day of the conference was a closed session with the confer-
ence presenters and invited scholars and guests. This day was designed
to discuss issues related to the conceptualization and understanding of
leader soft skills. We hoped to get our arms around the domain and to
provide definitions, make connections among topics, and perhaps gain
new insights. Another goal was for the presenters to preview their next
day’s presentations in order to better integrate the topics and to discuss
this book. Through this exchange, our eventual chapter authors had a good
understanding of what would eventually become the book’s chapters, so
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that they could cross-reference each other’s work and come to some com-
mon understanding of the nature and scope of the topic.

One thing was clear from the outset. People did not like the term soft
skills. So the discussion turned to labeling and defining the domain. We
considered a number of terms: conceptual skills, interpersonal skills, com-
munication skills, and so forth. In the end, we settled on the title of this
book: interpersonal and influence skills, but the subtitle still uses the term
soft skills for clarity’s sake. This issue of what to call the domain of leader
“soft skills” will likely continue into the future.

It was clear to many of the participants that we lacked an agreed-upon
framework for conceptualizing leader interpersonal and soft skills. Sev-
eral of our presentations, and several of the chapters in this book, suggest
specific frameworks for leader skills—although none of them is compre-
hensive enough to represent the broad domain of leader skills discussed
throughout the day.

A third concern that emerged from our first day discussion was that
of measurement. A number of techniques were discussed, but some par-
ticipants expressed concern that reliance on ratings—either self-ratings
or ratings by others—was deficient. Many of the studies presented in this
book rely on ratings of leader interpersonal or influence skills, including
self-report ratings and ratings by others (including 360-degree ratings
from supervisors, subordinates, and others). Socially desirable responding
(for self-report assessments), halo effects, and other biases are a problem
with ratings. Clearly, observational methods or performance-based mea-
sures (e.g., assessment center exercises) could more accurately assess some
of these skills, but these are expensive and time consuming to obtain, par-
ticularly in work organizations.

Another issue concerned whether there was a hierarchy of leader inter-
personal skills, such that simpler, more basic skills lay at the foundation,
with more complex skills building from the basic skills. Along the same
line, are the skills of higher-level leaders more complex or different from,
or the same as, the skills needed for the success of lower-level leaders?
Another possible way that soft skills could be arranged concerned the locus
of the skills, with skills of self-management/leadership at the core, inter-
personal dyadic skills at the next level (think, perhaps, concentric circles),
and group-level skills at the outermost level.

The final portion of the discussion on the first day of the conference
focused on developing soft skills. Nearly all of the scholars in attendance
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had conducted some sort of leadership soft skills training at their univer-
sities with students, with managers in organizations, or with community
groups. Moreover, everyone acknowledged that there are a great many lead-
ership development efforts taking place worldwide as part of what Barbara
Kellerman (2012) refers to as the “leadership industry”—leadership trainers,
executive education programs, consultants, and the like. There was general
agreement, however, that there is a dearth of sound studies of the impact of
interpersonal skill training programs. Avolio, Reichard, Hannah, Walumbwa,
and Chan (2009) conducted a meta-analysis of leadership development pro-
grams, both experimental and real world, and determined that on the whole
these efforts led to modest positive outcomes. However, they made no dis-
tinction between programs that focused on hard versus soft leadership skills,
and many, such as research on Pygmalion leadership training (e.g., leaders
holding and conveying positive expectations for follower performance),
likely blend hard and soft skills. One thing is certain, however: Leadership
development takes a significant investment of time, and soft skills may take
longer to develop than the more analytical/cognitive skills of leadership.
Some participants likened leadership development to psychotherapy or
long-term executive coaching, but insisted that it is important to continually
assess growth and change.

THE BOOK

The book begins with three chapters that represent very different models
for capturing the soft skills of leadership. In chapter 2, Shaun Pichler and
Gerard Beenen describe a project to derive a framework for classifying
and measuring managerial interpersonal skills. They begin with the litera-
ture and with qualitative interviews of managers in order to develop broad
categories of managerial/leadership interpersonal skills. They then empiri-
cally derive general interpersonal skill factors, and come up with three:
supporting, motivating others, and managing conflict. In chapter 3, Ronald
Riggio presents his model of basic social skills, which represents the most
fundamental building block of interpersonal communication—the ability
to send, receive, and regulate the interpersonal communication of infor-
mation and feelings. The Social Skill Model emphasizes the importance of
emotional skills, as well as more complex and sophisticated social-verbal
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skills. While Pichler and Beenen try to map the domain of leader soft skills
from the macro perspective, Riggio begins at the most micro level, and pro-
vides a foundation for more complex leader interpersonal and influence
skills. While these two models are certainly viable ways of depicting the
domain of the soft skills of leadership, much more work remains in mapping
the wide range of skills that make leaders effective at the interpersonal level.

In chapter 4, Cary Cherniss and Richard E. Boyatzis discuss the popular
construct of emotional intelligence and the related concepts of emotional
and social competences and present these as a framework for understand-
ing the domain of leader interpersonal soft skills, and for guiding leader
skill development. Although grounded in the basics of emotion, emotional
understanding, and the communication and management of emotions,
Cherniss and Boyatzis go beyond this and bring in elements of personality
and social competence. The chapter provides guidelines and examples of
interpersonal and emotional skill development programs for leaders.

The next section of the book focuses on the role of emotions in leader
interpersonal skills. In recent years, there has been a surge in research on
the role that emotions play in leadership, and these three chapters review
much of this work. In chapter 5, Annick Darioly and Marianne Schmid
Mast begin to lay the groundwork by reviewing research on nonverbal
communication and leadership. Much of nonverbal communication is
grounded in emotions, and this far-ranging chapter discusses how leaders
use nonverbal cues to express themselves, to gain leadership positions, and
to build good leader-follower relationships. Moreover, skill in nonverbal
communication is linked to emotional intelligence, so this chapter builds
on the previous chapter.

In chapter 6, Shane Connelly and colleagues discuss the critical role of
leader emotion management in the development of more complex lead-
ership skills, such as conflict resolution, negotiation, risk management,
and the building of leader-follower relationships. In addition to providing
a detailed review of research on emotions and emotion management in
leadership, the authors give directions for leader development. Both chap-
ters in this section offer a wealth of important references for the further
exploration of leadership and emotions.

The third section of the book focuses on leader influence and political
skills. When we first envisioned this book, we did not consider character a
part of a leader’s soft skills, but colleagues convinced us otherwise. Draw-
ing on classic philosophy from the ancient Greeks, Peter L. Jennings and
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Sean T. Hannah suggest that character is a critical, foundational element
for leader social influence, and that is the focus of chapter 7. They argue
that character is key in establishing trust with followers, and that this is the
foundation of leader influence.

In chapter 8, Darren C. Treadway and colleagues provide an overview
of the leader’s use of political skills and suggest this perspective as a lens
for viewing the interpersonal influence that a leader wields in groups,
teams, and organizations. They argue that political skill is the foundation
for effective leader behavior that helps mobilize teams to achieve collective
goals. Their perspective is quite consistent with notions of social intelli-
gence and social skills introduced earlier in the book.

In chapter 9, Viviane Seyranian suggests that leaders construct a shared
vision with followers in an effort to achieve goals and social change. Draw-
ing heavily on Social Identity Theory, she argues that leaders use this social
identity framing to influence group members, near and distant, to achieve
collective goals.

The final section of the book focuses on the development of leader
interpersonal and influence skills. In chapter 10, Jay A. Conger begins by
discussing how leaders can best use psychological principles—particularly
drawing on research from memory researchers—to persuade and influ-
ence followers. Conger suggests that by leveraging memory science and
adhering to basic principles that aid memory and retention, a leader can
better influence his or her followers. The chapter provides very specific and
straightforward guidelines for leaders to use when communicating to fol-
lowers and other constituents.

Increasingly, leader development is taking place in curricular and co-
curricular programs in universities (and even earlier in high schools), and
in chapter 11, Craig R. Seal and colleagues present a model for one such
program. Labeled “Responsible Leadership Development,” this program
rests on a foundation of ethics and focuses on both self-development
(intrapersonal) and the development of social and emotional skills.
Going beyond simply focusing on leadership, the authors examine the
soft skills needed for successful adult development. As the chapter states,
“leadership development is for everyone,” and Seal and colleagues focus
on the social and emotional competences necessary for successful devel-
opment as adults and leaders. This chapter is quite broad and can be a
good starting point for exploring one of the many paths for early leader
development.
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In chapter 12, Susan Elaine Murphy, Stefanie Putter, and Stefanie
K. Johnson review a wide range of leadership development efforts taking
place in industry, in professional graduate programs, and at all levels in
higher education. They show that these programs, substantially focused on
developing the soft skills of leaders, are both curricular and cocurricular
and use a number of theoretical and practical approaches. This compre-
hensive chapter is a terrific starting point for understanding how leadership
development efforts are proceeding, in the area of the soft skills of lead-
ership. Their survey includes the top companies for leader development,
top schools of engineering, medicine, and business, and undergraduate
programs.

Finally, in chapter 13 Richard E. Boyatzis, Angela Passarelli, and Hong-
guo Wei present an overview of one of the most focused and longest-lasting
efforts in graduate-level business education, the Weatherhead School of
Management’s program at Case Western Reserve University, and an evalua-
tion of the success of this program. It offers a model that should be emulated
in trying to understand how leadership development efforts are paying off.

CONCLUSIONS

What lessons have we learned from the conference and this edited collec-
tion? First and foremost, the domain of leader interpersonal and influence
skills is enormous—ranging from character to intrapersonal development
processes to skills and competencies to higher-level political and persuasion
skills. Second, although there is no agreed-upon model for conceptualizing
this vast range of skills, researchers have made good attempts to capture
large parts of the range, and some of these foundational models are use-
ful starting points for scholars and practitioners. Finally, it is clear that
when it comes to the soft skills of leadership, practice is way out in front of
research, and that may not be a good thing. All one needs to do is go online
to find hundreds of leadership development programs that focus on the
soft skills of leadership—programs on soft skills, emotional intelligence,
interpersonal skills, influence skills, and communication skills. These
development programs are offered by the most esteemed business schools,
major training and development organizations, university extended
education programs, for-profit universities, and independent trainers
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and consultants. The programs range in length from a few hours to a few
days (and in some cases longer, multiweek programs). Yet, there is little in
the way of uniform frameworks guiding these development programs, and
there is little, if any, sound evaluation of the programs’ effectiveness.

We hope that this book will serve two major purposes: First, it presents
some of the cutting-edge research and theory on the interpersonal and
influence skills of leaders, ranging from long-standing models and find-
ings to more recent work. We hope that this will be both a reference for
scholars and a motivator to increase scholarly research on this important
topic. Second, we hope that programs designed to develop leaders’ inter-
personal and influence skills will take heed of the research and models that
exist and will use them to guide training efforts, and that they will conduct
sound evaluation of program outcomes.
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Toward the Development of
a Model and a Measure of
Managerial Interpersonal Skills

Shaun Pichler and Gerard Beenen

Interpersonal skills are an important part of effectively working with and
leading others. Although organizations, educational institutions, accredit-
ing bodies of collegiate schools of business, and scholars are increasingly
interested in managerial interpersonal skills, there is little agreement as to
what exactly these skills are, what these skills predict, or how we should
measure them. This chapter describes a research program that aims to
develop a new, multidimensional measure of managerial interpersonal
skills (MIPS) that can serve as a useful tool for both scholars and manage-
ment development professionals. We explain the need for such a measure,
examine the connections between managerial interpersonal skills and
other types of leadership behaviors discussed in this book, and present
some of our preliminary findings in developing an MIPS measure.
Interpersonal skills are a critical, if not essential, part of effectively manag-
ing and leading others. Interpersonally skilled managers are more successful
(Dierdorff, Rubin, & Morgeson, 2009; Van Velsor & Leslie, 1995) and interper-
sonally skilled leaders are more effective (Mumford, Campion, & Morgeson,
2007). Given that interpersonal skills are one of several sets of core skills nec-
essary for managers (Mintzberg, 1980), it comes as no surprise that business
schools are increasingly interested in training and education to improve these
skills (GMAGC, 2005). In fact, managers spend most of their time interacting
and communicating with subordinates, peers, and superiors (e.g., Hinds &
Kiesler, 1995; Rubin & Dierdorff, 2009). This is perhaps increasingly impor-
tant in the sense that work organizations are increasingly diverse (Kossek &
Pichler, 2006). Management practitioners know that employees leave orga-
nizations because managers or leaders fail to treat them with dignity and
respect. This is why most would prefer to work for a “lovable fool” than a
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“competent jerk” (Casciaro & Lobo, 2005). There is little doubt that manage-
rial interpersonal skills are critical to getting things done in organizations.

While scholars, educators, and practitioners concur that managerial
interpersonal skills are important, experts have reached no clear agreement
as to what exactly these skills are or what they comprise. Despite the increas-
ing scholarly and practical interest in managerial interpersonal skills, no
agreed-upon model or taxonomy of these skills exists to guide research and
practice. Rather, a variety of different models of managerial interpersonal
skills offer a range of perspectives as to what exactly managerial interper-
sonal skills are (e.g., Kantrowitz, 2005; Klein, DeRouin, & Salas, 2006). With
no overarching model guiding the field, a variety of disparate measures exist
for a host of skills that might be classified as interpersonal in nature such as
social skills (Riggio, 1986), communication (Rubin & Martin, 1994), con-
flict management (Van de Vliert & Kabanoff, 1990), political skills (Ferris
et al., 2005), and others. There is, however, no well-validated measure of
managerial interpersonal skills. Without a clear understanding of the nature
of managerial interpersonal skills and how to measure them, assessing them
is difficult at best. Furthermore, we are unable to have a clear understanding
of how these skills relate to other important managerial skills (i.e., how they
fit into the nomological net of managerial competencies).

The goal of this chapter is to describe a research program focused on
developing a model and measure of managerial interpersonal skills. We first
explain our approach to understanding the domain of managerial interper-
sonal skills, and our approach to developing the Managerial Interpersonal
Skills (MIPS) Scale. We also briefly describe some preliminary findings
related to the factor structure and measurement features of the survey. Our
intention is to define the nature of MIPS (i.e., what these skills are and are
not), their factor structure, and their relationships with other important
work-related skills and constructs. By describing our research program, we
aim to provide a process guide to other researchers and management devel-
opment professionals interested in assessing skills in this domain.

RELATED RESEARCH AND RESEARCH PROGRAM FOCUS

Avariety of models help us understand what managers “do.” Some models are
based on managerial functions (e.g., planning, controlling, coordinating),
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others on roles (i.e., expectations about appropriate behaviors), and still
others on management skills (e.g., communication skills, technical skills,
decision-making skills). Across these models there is some agreement
that managers occupy three main interrelated roles: interpersonal, infor-
mational, and decisional (e.g., Mintzberg, 1980). The interpersonal role
involves motivating employees and generating and maintaining a web of
relationships with internal and external stakeholders. From a skill-based
perspective, managers need technical, conceptual, and interpersonal skills
to be effective (e.g., Dierdorff et al., 2009; Katz, 1974; Pavett & Lau, 1983).
Technical skills pertain to specialized (e.g., functional) knowledge acquired
through formal education and training, such as the ability to interpret a
balance sheet (technical accounting skills) or to develop a new product
launch plan (technical marketing skills). Conceptual skills allow managers
to understand and solve complex problems, such as imagining how a par-
ticular marketing strategy might play out based on various assumptions
about demand, customer preference, competition, and so forth. Interper-
sonal skills help managers work with, communicate with, and effectively
lead individuals and groups.

Lines of research have attempted to conceptualize general interpersonal
skills in adults (e.g., Riggio, 1986). Other informative literatures related to
interpersonal skills have taken more of a trait-based approach, such as social
intelligence (Thorndike, 1936) and emotional intelligence (Mayer & Salovey,
1997). Still others have focused on more specific skills such as communica-
tion (Rubin & Martin, 1994) and political skills (Ferris et al., 2005).

Though these literatures are important in their own right and inform
our understanding and perspective of managerial interpersonal skills,
none has attempted to identify, define, and measure those skills that are
inherently interpersonal with a specific focus on the managerial domain.
Furthermore, to our knowledge, researchers have created no general model
to represent the key skill clusters that focus on a mid-level understanding
of managerial interpersonal skills. Klein and colleagues (2006) compre-
hensively reviewed more than 58 theoretical frameworks that included
400 component skills that we might classify as interpersonal in nature.
Based on this, they argued that interpersonal skills can be classified into
two higher-order dimensions: communication and relationship develop-
ment. These in turn consist of 12 subdimensions—five for communication
(active listening, oral, written, assertive, and nonverbal communication)
and seven for relationship development (cooperation and coordination,
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trust, intercultural sensitivity, service orientation, self-presentation, social
influence, and conflict resolution and negotiation).

Though we believe their review is a step in the right direction, our goal
is to identify a more parsimonious cluster of skills (e.g., three to five) that
can serve as a basis for assessment and training. We acknowledge that more
granular assessments of microskills are important, particularly as manag-
ers advance toward increasing levels of interpersonal expertise. However,
we also contend it is critical to start with a smaller set of mid-level skills
that balance comprehensiveness and specificity. Furthermore, it is not
clear whether some of Klein and colleagues’ (2006) numerous skill clusters
(e.g., written communication, coordination) are distinctly interpersonal
or are potentially more technical or conceptual in nature. It also is not
clear whether skills such as written or verbal outbound communication are
qualitatively similar to inbound communication skills such as active listen-
ing or attentiveness to nonverbal cues. Certainly, the conceptual, technical,
and interpersonal skill domains (Dierdorff et al., 2009) do overlap in some
areas. This should not detract us from attempts at clearly distinguishing the
boundaries of each with an exclusive focus on the interpersonal domain.

The focus of our research therefore departs from prior research in
that we are interested exclusively in managerial interpersonal skills. We
also are attempting to identify the relevant skills at the appropriate level
of specificity so that practicing managers and management development
professionals can easily grasp both the definition and application of these
skills. As our own starting point, we define managerial interpersonal skills
as competencies that help managers understand, communicate with, moti-
vate and influence others, and resolve conflicts in goal-directed organizational
settings. Our focus is on higher-order interpersonal skills that managers
use daily. We are not attempting to define a comprehensive set of all pos-
sible micro-level interpersonal skills that managers exercise. Instead, we
are interested in those essential skills that managers need to be effective in
their supervisory roles.

We also acknowledge that managers use interpersonal skills that are
situation specific. For instance, assertively communicating expectations in
one organization or cultural context may be considered overstepping one’s
bounds in another organization or cultural context. Our primary interest is
those skills that are generalizable across a variety of situations and cultural
settings that may predict more situation-specific types of skills. Research
on specific negotiation skills in Nadler, Thompson, and Van Boven (2003),
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for instance, is certainly relevant to managerial interpersonal skills. We
expect that the interpersonal skills we are attempting to measure are rel-
evant to and will likely be predictive of success in more situation-specific
or context-specific interpersonal situations.

We are also less interested in the more granular or basic types of skills
that are related to and may comprise the higher-order types of skills we are
attempting to model. Related research has focused on, for instance, a micro
skills approach to training managerial interpersonal skills (Maellero, 2011).
In this approach, the intent is to train managers in highly specific, hierar-
chically configured skills. For instance, one might be interested in probing
as a subdimension of active listening, which in turn is a subdimension of
communication skills, which may be considered a rudimentary interper-
sonal skill. Other researchers have focused specifically on skills that may be
more problem based, such as dealing with uniquely difficult interpersonal
situations like a problem employee (Lopes, 2011). In such situations, an
array of specific skills such as persuasion, demonstrating empathy, active
listening, communicating effectively, negotiation skills, and others may be
relevant. The focus of this and other related literatures is more granular
than our research, and the attempt is to predict much more specific types
of behavior.

RESEARCH PROGRAM OVERVIEW

Our research program involves three phases: preliminary research and
model development (Phase I), model testing (Phase II), and model valida-
tion (Phase III). Given that there is no widely accepted model or taxonomy
of managerial interpersonal skills, the first phase of our research involved
a review of the literature, qualitative structured interviews with practicing
managers and executives, and analysis of existing qualitative survey data
collected by the Graduate Management Admissions Council (GMAC) of
MBA program admissions officers. The purpose of this first phase was to
consider and build upon previously completed research and to develop
a model of managerial interpersonal skills with the focus described ear-
lier based, in part, on the knowledge and experience of practicing experts
(managers and admissions officers). Although we had our own concep-
tions of the types of interpersonal skills that are important for managerial
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success, we wanted to triangulate sources to develop a fully informed pre-
liminary model.

Phase I: Identifying the Dimensions of Managerial Interpersonal
Skills: Research Review and Qualitative Data Collection

In this first phase of research, concepts from existing research and prac-
ticing experts became the basis for preliminary scale items that were to
comprise our measure. Before consulting practicing managers, we care-
fully reviewed the academic and business press to develop a preliminary
model of managerial interpersonal skills. This was our starting point and
first attempt to synthesize the literature, though we realized this model
would potentially change in later stages of our research.

Our original model of managerial interpersonal skills included four
categories or potential factors: self-management, communication, social
acumen, and influence. Self-management included initiative, emotional
control, and self-awareness; communication included oral and nonverbal
communication; social acumen included interpreting emotions, rela-
tionship building, and managing conflict; influence included motivating
others, development and coaching, and political skills.

Self-management is an interpersonal competency based on the emotional
intelligence literature. Emotional intelligence (EI) is the “ability to monitor
one’s own and other’s feelings and emotions, to discriminate among them, and
to use this information to guide one’s thinking and action” (Salovey & Mayer,
1990, p. 189). Research shows ElI is positively related to the quality of social
interactions at work (Lopes et al., 2004; Lopes, Salovey, Coté, & Beers, 2005),
leader emergence, and task performance (Lopes, Coté, & Salovey, 2006). The
most widely validated model (Mayer & Salovey, 1997) posits EI is comprised
of four interrelated abilities: (1) perceiving emotions, (2) using emotions for
information processing and (3) for understanding emotional language, and
(4) managing emotions in one’s self and others. The four-dimensional model
is supported empirically (e.g., Mayer, Salovey, Caruso, & Sitarenios, 2003).
The managing emotions (or emotion regulation) dimension “is probably the
most important for social interaction because it influences emotional expres-
sion and behavior directly” (Lopes et al., 2005, p. 113).

Since Mintzberg (1973) revealed that managers spend a majority of
their time communicating, communication skills have been viewed as criti-
cal to managerial success (Brownell, 2003) and thus as a key dimension
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of interpersonal skills. Several studies highlight how poorly most college
graduates communicate (Pfeffer & Fong, 2002). Guo defines communica-
tion as “the exchange of thoughts, ideas, and emotions, between sender(s)
and receiver(s)” (2009, p. 9). Most organizational behavior textbooks iden-
tify key dimensions of communication as including written, verbal/oral,
nonverbal, and active listening (e.g., Robbins & Hunsaker, 2003; Robbins &
Judge, 2013; Whetten & Cameron, 2011).

Social acumen describes social skills, which have been associated with
entrepreneurial success (Baron & Tang, 2009), contextual and task perfor-
mance (Morgeson, Reider, & Campion, 2005), and higher compensation
(Ferris, Witt, & Hochwarter, 2001). Our original model suggested social
acumen is the dimension of managerial interpersonal skills that conveys
expertise in both surmising and responding to social dynamics in organiza-
tional settings. Social acumen can be thought of here as competencies that
allow managers to understand the emotions, motivations, and thoughts of
others in work settings and to form and execute appropriate responses.

Influence skills concentrate on persuading and motivating others to
accomplish individual or organizational goals, and have been viewed as
a social skills dimension of leadership skills (e.g., Morgeson et al., 2005;
Mumford et al., 2007) or an aspect of political skills (e.g., Ahearn, Fer-
ris, Hochwarter, Douglas, & Ammeter, 2004). We conceptualized influence
skills as the ability to understand and assess the motivational level of others
in regards to organizational goals, and to develop and execute strategies for
sustaining others’ motivation to pursue those goals.

Our interviews with practicing managers allowed us to further consider
our original model—and to refine it with our aforementioned goals in mind.
We conducted structured in-depth interviews with 27 practicing managers
and executives. Using unaided recall so as not to bias their responses, we
simply asked them to list, describe, define, and provide specific examples
of interpersonal skills they viewed as critical to be an effective manager. We
then iteratively reviewed interview transcriptions to identify specific skill
categories and more general themes. This resulted in 78 specific skill cat-
egories that cohered under five key themes or skill clusters: managing self,
communicating, supporting, motivating others, and managing conflict.

Managing self. Our interviews suggested that interpersonal skills
start with self skills. Consistent with the literature (Whetten &
Cameron, 2011), this skill cluster involves being in tune with and
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being able to effectively control one’s emotions. A new theme of
interpersonal ethics also emerged as part of this skill cluster. In-
terviewees described behavioral virtues such as honesty, trust, and
integrity as essential to managing others, consistent with work on
authentic leadership (e.g., Zhu, Riggio, & Sosik, 2010).
Communicating. This was the most frequently mentioned skill. The inter-
personal components of communication expressed in the interviews
included communicating supportively, active listening, and accurately
interpreting nonverbal cues. Another facet of this skill cluster included
setting clear expectations with colleagues and subordinates.
Supporting. Managers identified proactive interpersonal support and re-
lationship development as a skill paramount to managerial success.
The phrase “treating others as human beings” emerged repeatedly,
capturing the essence of this skill (cf. Amabile & Kramer, 2007). Cre-
ating a work environment where employees feel comfortable relating
to and communicating with supervisors and peers, such as stating an
unpopular opinion, seemed to be an important aspect of managerial
interpersonal skills. The importance of support in an interpersonal
context is consistent with research in the work-family and broader
psychology literatures (e.g., Kossek, Pichler, Bodner, & Hammer 2011).
Motivating others. While motivation is a topic in all organizational
behavior textbooks, it has not been traditionally classified as in-
terpersonal. Typically in organizational textbooks, motivational
skills are scattered across a variety of other skills such as leading
others, clarifying expectations, persuading, and providing effective
feedback (e.g., Robbins & Hunsaker, 2003, p. 4). Our interviewees
viewed this skill as inherently interpersonal. At its core, this skill
involves customizing interactions to match people’s preferences
and styles. Some participants described it as a “continuous tailor-
ing of rewards, recognition and interactions with employees.”
Managing conflict. Many interviewees viewed interpersonal conflicts
as inevitable aspects of managing that require attention. This skill
focused on “de-escalating difficult emotional situations,” with em-
pathy as an integral part of effectively managing conflict.

Several features distinguished our revised five MIPS dimensions (manag-
ing self, communicating, supporting, motivating others, managing conflict)
from our initial four dimensions (self-management, communication, social
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acumen, influence). First, each cluster seemed to logically precede the next in
asort of hierarchical manner. Layers of an onion provides a suitable metaphor
to describe the different layers of interpersonal skills, with self-management
at the core and other more complex skills following or developing out from
the center and serving as outer layers of the “onion.” For instance, consistent
with pedagogical literature and research on leadership (e.g., Whetten & Cam-
eron, 2011), managing self and accurate self-awareness are a starting point for
effective interpersonal interactions. Communicating effectively is a necessary
condition for building supportive relationships, which in turn is a foundation
for effectively motivating others. Competently managing interpersonal con-
flict requires proficiency in each of the other four interpersonal skill clusters.
Thus, our preliminary model of managerial interpersonal skills suggested a
sequence exists in terms of the ordering of skills conceptually, which also sug-
gests a sequence in how these skills might be trained most effectively.

Second, communication was the most pervasive dimension in that it
was mentioned most frequently, and it was somewhat intertwined with
supporting, motivating others, and managing conflict. For instance, a
number of interviewees viewed active listening as a critical element of
developing supportive relationships. Many also noted that communicating
clear expectations and goals was an important part of motivating others
effectively. Competence in conflict resolution also requires one to exercise
effective communication skills.

Third, consistent with theory on social skills (Riggio, 1986; Riggio &
Reichard, 2008), a common theme that emerged was the perceptual and
behavioral components seen as pertinent to the latter four skill clusters.
The perceptual component involved assessing and understanding sub-
ordinates’ different individual preferences and motivational profiles. The
behavioral component involved tailoring one’s interactions with a particu-
lar subordinate in a way that accounts for these differences. We called this
perceptual-behavioral repertoire “interpersonal assessment.” By interper-
sonal assessment we mean understanding how individuals differ from one
another and tailoring the way in which one interacts with different individ-
uals. This mirrors the social acumen construct. For instance, it is important
for managers to understand how different individuals are motivated, given
individual differences in sources of motivation (e.g., intrinsic versus extrin-
sic). The notion that effective managers understand the psychological
composition of their individual employees is not necessarily new, and is
consistent with research on leadership (e.g., individualized consideration;
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Judge, Piccolo, & Ilies, 2004) and idiosyncratic deals (Rousseau, 2005). We
contend, however, that this notion of interpersonal assessment has been
largely overlooked in the literature on managerial interpersonal skills,
despite being an integral part of these competencies.

What was clear from our first phase of research was our measure
should be multidimensional, which is a change from previous approaches
(e.g., Ferris et al., 2001). Survey data from MBA program admissions
officers in the United States and abroad, collected by the GMAC, fur-
ther informed our model development and were highly consistent with
data from our qualitative interviews. One hundred eighty-five MBA
admissions officers from 22 countries responded to a survey that asked
them to define “soft skills.” Though not all soft skills are interpersonal
(see Chapter 3 of this volume), those skills mentioned that were inter-
personal could be classified as motivating, supporting, political skills,
communicating, and managing self—in order of frequency (highest to
lowest). We view political skills (see Chapter 8 of this volume) under the
rubrics of managing self (e.g., controlling one’s emotions under stress),
motivating others (e.g., persuasion), and managing conflict (e.g., bring-
ing divergent factions together). The fact that these admissions officers
represented 22 countries provided at least some indication that the skill
clusters identified through our literature review and qualitative research
were somewhat generalizable across cultural contexts.

Phase II: Pilot Testing a Preliminary Managerial
Interpersonal Skills (MIPS) Scale

While our Phase I model had the benefit of being informed by a variety of
sources, it was nevertheless preliminary. In fact, the model changed once
again when we were able to develop and test some preliminary scale items
with pilot data. This was the second phase of our research: pilot testing our
items with two different types of samples—further refining both our items
and our overall measure.

First, we developed a large pool of just more than 100 items, based on
our structured interviews with practicing managers and executives. We
used specific behaviors mentioned most frequently by our interviewees as
the basis for many of the item stems we developed. We also developed items
based on common experience in organizations and the types of skills and
behaviors identified in leading scholarly sources, textbooks, book chapters,
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and popular articles. In other words, we wanted to select behaviors that
interviewees seemed to consistently mention that converged with other
sources that supported the face validity of our scale items.

Once we developed an initial pool of items that we felt fully represented
each of our five factors, we pilot tested these items extensively. The original
pool of items was pilot tested with both graduate and undergraduate busi-
ness students who were evaluating their current or most recent supervisor.
A variety of criteria were considered in order to evaluate the effectiveness
of each individual item, including both conceptual (e.g., clarity of mean-
ing) and statistical (e.g., inter-item correlations and item discrepancies)
criteria. Based on this process, an initial set of about 50 items seemed to do
the best job of potentially assessing our five dimensions.

Exploratory factor analysis, however, indicated a three-factor model
consistently emerged as best explaining the underlying structure of the
data. These three factors were clearly interpretable as three of our original
dimensions—supporting, motivating others, and managing conflict, with
a number of items not loading on a clear factor. This surprised us at first,
and led us to make a couple of observations. First, the managing self items
did not seem to work well with the rest of the item pool in general, though
a small number, primarily focused on emotional control, were part of a
managing conflict factor. We interpreted this to mean that aspects of man-
aging self, such as being aware of one’s own emotions, are inherently more
intrapersonal than interpersonal and are perhaps misrepresented when
conceptualized as an aspect of managerial interpersonal skills.

Second, our communication items did not create a clear, discrete factor.
Rather, items intended to assess communication loaded on each of these
three factors. That is, communication seemed to be more of a meta-skill
and key aspect of the three empirically derived dimensions: supporting,
motivating others, and managing conflict. Upon further consideration,
this made sense conceptually and was consistent with the pervasive nature
of communication skills that came out of our qualitative interviews. Con-
sequently, we were open to the possibility that communication items may
be best incorporated as components of these three dimensions. When we
reran this model with the best-performing items, a clear three-factor struc-
ture emerged, each factor with an eigenvalue above one, with 71% of the
variance in the data explained.

We then conducted a second pilot study with a larger organizational
sample of subordinates in an educational institution who evaluated their
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direct supervisors. This time, we did a confirmatory factor analysis based
on our revised a priori, three-factor model (supporting, motivating oth-
ers, managing conflict). The three-factor structure fit the data well and
seemed to offer the best representation of interpersonal skills using our
revised items. The same three factors were then supported from an addi-
tional graduate business student sample, with participants evaluating their
current or most recent direct supervisor.

To summarize, our initial literature review and qualitative research led us
to five clusters of managerial skills that we deemed distinctly interpersonal.
Pilot testing our MIPS scale, however, indicated a three-factor model—
supporting, motivating others, managing conflict—was a more robust
representation of MIPS, and this was supported by both exploratory and
confirmatory factor analysis with separate pilot samples. For an illustration
of our model, see Figure 2.1. Communication seemed to be an important
aspect of supporting, motivating, and managing conflict, with at least one
communication-oriented item loading on its respective topical factor. For
instance, an initial item “actively listens to my cares and concerns” loaded on
the “supporting” dimension of MIPS, while “communicates clear goals and
expectations” loaded on our “motivating others” dimension. Interpersonal

Managing
Conflict

Managerial
Interpersonal Motivating

Skills

FIGURE 2.1
MIPS three-factor model
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assessment also seemed to be an important aspect to each of these skills. Sim-
ilarly, interpersonal assessment items loaded on their relevant factor, not on
a single interpersonal assessment factor. For instance, the item “understands
how different personalities contribute to conflicts” loaded on the conflict
management factor.

Phase I1I: Further Research and Validation of
Our Three-Factor MIPS Scale

Our current and ongoing phase of research involves more robust valida-
tion and testing of our three-factor model using our revised and pilot
tested item pool. Our goal is to test the convergent, discriminant, and pre-
dictive validity of the three factors in our revised model using paired data
from managers and their employees from multiple organizations across
different industries. We also plan to measure contextual features of these
organizations, such as climate and perceptions of organizational support,
to understand how differences at the organizational and work unit levels
are related to managerial interpersonal skills and their correlates.

We expect that each of the three MIPS dimensions will be most strongly
related to other logically related constructs in ways that support both the
convergent and discriminant validity of each factor. That is, though we
would expect all three factors to be correlated with general supervisor
support, the individualized consideration dimension of transformational
leadership, and political skill, we also would expect each dimension to
have a stronger relationship with only one of each. For instance, we expect
that our supporting factor should correlate more strongly than the other
two factors with general supervisor support. Our motivating others factor
should have the strongest correlation with the individualized consider-
ation dimension of transformational leadership. Managing conflict, on the
other hand, should have the strongest correlation with political skills.

We also expect that each of the three factors will explain unique variance in
relevant criteria, with some factors having stronger associations than others.
For example, supporting should contribute to more effective relationships
between supervisors and subordinates, and lower work stress. Consequently,
supporting should be the best predictor of work-family conflict. Motivating
others should contribute to heightened subordinate work effort and engage-
ment. As a result, motivating others should be the best predictor of motivation
to perform, performance, and performance improvement. Managing conflict
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should contribute to effective resolution of difficult and challenging inter-
personal situations. We therefore expect managing conflict to be negatively
related to a conflict avoid style of conflict management at work.

MANAGERIAL INTERPERSONAL SKILLS AND OTHER
IMPORTANT LEADERSHIP COMPETENCIES AND ABILITIES

We have described a research program aimed at defining managerial inter-
personal skills in a way that balances their breadth and specificity. Our
understanding of prior research, along with extensive qualitative research,
resulted in three facets of managerial interpersonal skills we believe to be
most critical—developing supportive relationships with others (support-
ing), effectively motivating others to learn and perform their roles and
responsibilities (motivating), and constructively getting divergent parties to
pursue common goals (managing conflict). This volume addresses a number
of other competencies and abilities that are part and parcel with effective
leadership, including social skills, communication skills (Chapters 3, 5), emo-
tional intelligence (Chapters 4, 6), ethical character and virtue (Chapter 7),
and political skills (Chapter 8). It is important to understand several ways
in which our conception of managerial interpersonal skills both relates to
and is distinct from these other critically important competencies and abili-
ties. We do this in regards to our focus on skills versus abilities or traits, our
attempt to define a mid-level set of skills, and our interest in formulating an
elegant framework for training and developing these skills.

First, our focus is on behavioral skills or competencies that can be
trained. We are not trying to identify interpersonal abilities or charac-
teristics, though we acknowledge some traits may predict such skills. For
instance, emotional intelligence as a trait should contribute to effective
relationship development skills (i.e., supporting), as well as skillful han-
dling of challenging, emotionally charged situations that may require
an ability to self-regulate (i.e., managing conflict). We also concur ethi-
cal character is an important part of effective leadership. In fact, our own
qualitative research uncovered what we called “interpersonal ethics” as a
potential component of our model. In defining boundaries between skills
and character, however, we would argue that character is closer to a trait
than a skill, while at the same time acknowledging that ethical character
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can be developed. We further acknowledge that some facets of the skills we
have identified spill over from the behavioral to the conceptual or percep-
tual realms. For instance, the skills with which managers customize their
interactions with others so as to take into account individual differences
and preferences—what we called interpersonal assessment—implies the
exercise of perceptual qualities that may be contingent on one’s emotional
intelligence. Nonetheless, our goal is to assess the behavioral exchanges of
managers and subordinates that are indicative of the exercise of such skills.

Second, our goal was to define a mid-range cluster of interpersonal skills,
rather than a more granular, highly specific set of skills. For instance, Klein
and colleagues (2006) identified 12 interpersonal skills in their taxonomy.
One can take a deep dive into communication skills, social skills, or politi-
cal skills. For instance, a focus on communication and social skills might
include nonverbal communication, active listening, clearly communicating
expectations, understanding the social motivations of others, and so on. Our
intention was to identify a comprehensive set of skills that managers also can
get their arms around. It is our view that the higher-order skills that we have
identified should be correlated with these more granular skills.

Finally, our goal here was to provide a starting point versus a more advanced
or complex model to facilitate training and skill development. While train-
ing designed around highly specific micro skills is certainly needed, we also
believe managers would be more able to allocate effort and attention to a
focused set of three skill dimensions, than, say, 12, or worse yet, more than 400
(Klein et al., 2006). Our findings also at least imply a logical ordering of skill
development. Managers are more likely to be effective at motivating subordi-
nates if they have been successful at developing supportive relationships with
them. They also should be better at managing conflict and bridging faultiness
between individuals when they understand how to motivate those individu-
als. As competence is built in these three foundational areas, managers then
have an opportunity to deepen their competencies in each area.

DISCUSSION

Managerial interpersonal skills (MIPS) are important if not essential to
effective management and leadership. The interpersonal role is one of three
major roles that managers occupy, and research suggests that this is the role
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in which managers spend most of their time. To the extent that managers
are effective in this role, they are not only more likely to be perceived as
effective by those around them; they also enjoy more career success than
their less interpersonally effective peers. Perhaps it comes as no surprise
that business schools and managers themselves are increasingly interested
in training and education to improve managerial interpersonal skills.

We assert that managerial skills are increasingly important, in part
because organizations are rapidly becoming more diverse. More women
have entered the workforce and are continuing to do so, especially in
the professional-managerial classes, at rates greater than men. The labor
force in the United States and other industrialized societies is also increas-
ingly diverse with respect to racioethnicity, for instance. It is thus more
important than ever before for mangers to be sensitive to and support-
ive of these and other interpersonal differences, which is an important
aspect of interpersonal skillfulness generally, and supportive behavior
more specifically.

Likewise, increased interest in work-life balance among academics, practi-
tioners, and employees themselves is another important reason for managers
to be interpersonally savvy. Our research identified interpersonal assessment
as an important aspect of managerial interpersonal skills. Managers are
effective when they notice, understand, and behave in a way that is consistent
with the unique circumstances and motivations of individual employees.
We suggest that managers who are effective at interpersonal assessment will
more effectively support their employees in a variety of ways, including,
more specifically, their unique work-life challenges and needs.

We are attempting to understand managerial interpersonal skills and
their importance in work organizations. We are not aware of other research
programs or research teams attempting to understand managerial inter-
personal skills in a similarly multiphasic way. Previous conceptual attempts
at understanding the nature of managerial interpersonal skills, such as
that demonstrated by Klein and colleagues (2006), as well as other more
empirical attempts, such as that by Dierdorf and colleagues (2009), have
advanced our understanding considerably. Our aim is to build on their
contributions to formulate a parsimonious yet sufficiently comprehensive
model of managerial interpersonal skills.

Our model, as described earlier, is a three-factor model that includes
supporting, motivating, and managing conflict. Intuitively, we believe
that these skills follow a logical order or sequence. That is, effectiveness
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at supporting others may be an important predictor of effectiveness with
motivating others, which may be predictive of one’s effectiveness at man-
aging conflict. This should be tested empirically with longitudinal data.
We hope that other researchers will consider this possibility. We also urge
human resources professionals and other groups interested in training
related to managerial interpersonal skills, such as business schools and
professional development organizations, to think carefully about how dif-
ferent interpersonal skills might build upon one another.

We hope that one of the ways in which we have contributed to research on
managerial interpersonal skills is by revealing the importance of a multipha-
sic, mixed method approach to understanding a relatively understudied topic
or construct. Our model of managerial interpersonal skills went through
two major changes. The first change was informed by qualitative interviews
with practicing managers and executives. The second change was informed
by empirically testing potential scale items with employed students, work-
ing professionals, and managers through two different series of pilot testing.
These changes from our original model, which was based more exclusively on
our own assessment of the literature and experiences as related to manage-
rial interpersonal skills, document the importance of collecting multiple and
varied types of data from different sources—in our case, qualitative data, data
from program administrators, and working professionals and managers.

Through these changes, skills that we thought were important as a single
factor, namely communication skills, were found to be related in important
ways and actually indicative of other skills. This is a new and perhaps impor-
tant way for various interested groups to think about communication skills
in organizations. We were originally surprised that communication did not
seem to represent its own dimension or factor in a multidimensional model
of managerial interpersonal skills. In retrospect, however, it makes sense that
communication is such a pervasive skill that it is an essential ingredient in
other interpersonal skills, such as being supportive and motivating others.

We also discovered that self-management skills, which we originally
conceived of as an aspect of interpersonal effectiveness, are more intraper-
sonal in nature. Certainly, textbooks and research reports have suggested,
sometimes strongly, that self-management is key to interpersonal effec-
tiveness. This may be true. In other words, self-management skills may be
related to and perhaps even predictive of the three types or dimensions of
managerial interpersonal skills in our model. In other words, managers
who are more self-aware and able to manage their emotions, for instance,
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might be more effective at supporting others and managing conflict in
organizations. This is an important direction for future research, one that
we hope to pursue in our own research. What is important to note based
on our current research findings is that self-management does not seem to
be part of managerial interpersonal skills—at least, not empirically.

CONCLUSION

We have proposed interpersonal skills can be conceptualized as a higher-
order managerial skill set consisting of the capacity to develop productive
and supportive relationships, to motivate others, and to resolve interpersonal
conflicts, all while making effective use of communication (e.g., actively
listening to build supportive relationships, communicating clear expecta-
tions to motivate others). Our understanding is based on a review of prior
research, qualitative data collected from practicing managers, and empirical
pilot testing of a preliminary survey instrument. We believe that focusing
on these three dimensions provides an optimal mid-level understanding of
these skills that researchers, managers, trainers, and educators can use.
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A Social Skills Model for
Understanding the Foundations
of Leader Communication

Ronald E. Riggio

In his seminal work, Mintzberg (1973) observed managers and leaders and
concluded that much of the managerial job consisted of communication—
face to face, on the telephone, or in written memos and correspondence.
Effective and skilled communication is arguably the most basic founda-
tion of leadership. This chapter reports on a nearly 30-year-old model of
basic communication skills, and explores how this model can be used as a
framework for understanding the most basic components of leader com-
munication. These basic communication skills can be seen as the building
blocks for more sophisticated interpersonal and influence skills. In addi-
tion to presenting the model, this chapter discusses relevant research as
well as potential applications to leader development.

A MODEL FOR BASIC SOCIAL/COMMUNICATION SKILLS

Beginning in the late 1970s, I was working with Howard S. Friedman and
other colleagues on exploring measures of individual differences in non-
verbal communication skill. Specifically, we were attempting to identify
and assess people’s abilities to successfully communicate nonverbally.
An edited collection by Robert Rosenthal (1979) reviewed much of this
research at the time.

The greatest focus in nonverbal communication skill has historically
been on the ability to accurately decode nonverbal messages, such as facial
cues of emotion. The performance-based measure, the Profile of Non-
verbal Sensitivity (PONS; Rosenthal, Hall, DiMatteo, Rogers, & Archer,
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1979), is a noteworthy (albeit dated) example of this line of research. The
PONS is a film/video test of nonverbal decoding skill that presents an
actress displaying nonverbal cues in various channels (facial, body, vocal
cues). An individual’s decoding accuracy is assessed by the percentage of
correctly decoded video segments. Researchers also made early attempts
to measure ability to accurately encode or send nonverbal/emotional mes-
sages through both performance-based and self-report measures (e.g.,
Buck, 1978; Friedman, Prince, Riggio, & DiMatteo, 1980; Zuckerman &
Larrance, 1979).

For the most part, researchers were interested only in particular nonver-
bal communication skills, such as encoding and decoding ability, ability to
detect nonverbal cues of deception (De Paulo & Rosenthal, 1979a, 1979b),
and ability to monitor and control nonverbal displays (Snyder, 1974). A
comprehensive model was not available, so a program of research was
launched to attempt to define and assess, not only the broad domain of
nonverbal skills, but to also include skills in verbal/social communica-
tion. The latter was stimulated by the early, but long-abandoned, research
on social intelligence (Thorndike, 1920; Thorndike & Stein, 1937). The
result of this program of research is the Social Skills Model, which will be
described shortly.

It is interesting to note that much of the research on nonverbal skill was
used as a foundation for the now popular construct of emotional intel-
ligence (EI; Goleman, 1995; Salovey & Mayer, 1990), particularly what is
known as the “abilities model” of emotional intelligence (Mayer & Salovey,
1997; Mayer, Salovey, & Caruso, 2000). For example, one component of the
abilities model of EI is “accurately perceiving emotions in self and others.”
This is directly related to nonverbal/emotional decoding skill. Another EI
component is “managing emotions,” which is similar to the notion of con-
trolling the display and experience of one’s emotions, which is considered
a key nonverbal/emotional skill. More recent, and also discussed in this
volume, is the notion of emotional and social competences as a way of
understanding the foundation of interpersonal skills (see Cherniss, 2000;
Cherniss & Boyatzis, this volume).

The Social Skills Model is relatively straightforward and based on the
model for dyadic communication typically illustrated in basic communica-
tion courses. According to the model, there are three basic communication
skills: encoding or expressiveness, decoding or sensitivity, and regulation or
control. Each of these skills operates in both the nonverbal or emotional
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TABLE 3.1

The Basic Social/Communication Skill Dimensions

Emotional/Nonverbal Skills

Emotional Expressiveness: Skill in sending (encoding) nonverbal and
emotional messages. Persons high in EE are
spontaneously expressive, animated, and often
referred to as charismatic.

Emotional Sensitivity: Skill in receiving (decoding) emotional and
nonverbal messages. Persons high in ES
are emotionally empathic, observant, and
responsive to others’ feelings, but may be
susceptible to “emotional contagion.”

Emotional Control: Skill in regulating and controlling the expression
of emotional messages. Persons high in EC
seem emotionally distant, but are able to mask
felt emotional states with a different emotional
expression.

Social/Verbal Skills

Social Expressiveness: Verbal speaking skill and the ability to engage
others in conversation. SE is related to, but
distinct from, being outgoing and extraverted.

Social Sensitivity: Verbal decoding skill (listening ability), but also
involves one’s knowledge of social rules and
conventions. In extremes, SS can lead to social
anxiety and withdrawal.

Social Control: Sophisticated social role-playing skill. SC is
related to being tactful and socially competent.

and the verbal or social domains. The result is the six basic communication
skills presented in Table 3.1.

Although the model seems simplistic, the specific skill dimensions
are actually quite complex and most are multifaceted. These six basic
skills are assessed via the Social Skills Inventory (SSI) self-report, which
is a 90-item measure, with 15 items assessing each of the six skills. The
SSI was first introduced in a validity study (Riggio, 1986), and was pub-
lished in a revised version by Consulting Psychologists Press (Riggio,
1989), and more recently by Mind Garden (Riggio & Carney, 2003).
Since their initial validation, the Social Skills Model and the SSI have
been used for assessing and developing the basic communication skills
that are so essential for effective leadership. We review some of that
research later.
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What follows is a more detailed definition of each of the basic social skill
dimensions.

EMOTIONAL/NONVERBAL SKILLS

In the Social Skills Model, the terms emotional and nonverbal are used
more or less interchangeably because communication of emotion is pri-
marily nonverbal in nature. We can verbally label emotions, but to truly
communicate happiness, anger, or sadness, the nonverbal cues of these
emotions—facial expression, tone of voice, gestures, and posture—need to
be appropriate and clearly displayed. Therefore, one half of the Social Skills
Model is represented by skill in emotional/nonverbal communication.

Emotional Expressiveness

Emotional expressiveness is the ability to accurately convey nonverbal cues
of emotions to others. It is linked to temperament in that some individuals
are naturally more emotionally expressive. Emotionally expressive persons
are typically animated, with facial expressions and body movements that
convey emotions—both positive and negative. As the saying goes, emo-
tionally expressive persons “wear their hearts on their sleeves,” so it is easy
for others to know their emotions and feelings.

Research on emotional expressiveness has suggested that it is a key ele-
ment of “personal charisma” (Friedman et al., 1980; Riggio, 1986, 1987), and
that connection has important implications for charismatic leadership, as
we shall see. Persons possessing high levels of emotional expressiveness are
well liked in initial encounters, have wider and deeper social support net-
works, and seem to connect well and easily with others (Friedman, Riggio, &
Casella, 1988; Riggio, 1986).

Emotional Sensitivity

The construct of emotional sensitivity is the ability to accurately decode the
emotions and feelings of others. As scholars have noted, skill in emotional
decoding/sensitivity has received the most research attention (see Hall &
Bernieri, 2001). Persons possessing emotional sensitivity are attentive to
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others’ emotions and nonverbal cues, and because of their ability to read
emotions, they are often described as “empathic.” Indeed, research has
demonstrated a connection between the personality trait of empathy and
nonverbal decoding skill (Riggio, Tucker, & Coffaro, 1989).

In extremes, emotional sensitivity can become problematic. Extreme
emotional sensitivity can lead one to become prone to “emotional conta-
gion” effects—vicariously feeling the emotions of others. I later argue that
balance among the various emotional and social skill dimensions is needed
for effective communication/social skills.

Emotional Control

Ability to regulate and control nonverbal and emotional displays is labeled
“emotional control.” In recent years, the regulation of emotions has received
a great deal of research attention (Gross, 2007, 2008). Emotion regulation
has to do with both intrapersonal and interpersonal emotional regulation,
while emotional control from the Social Skills Model is primarily about
interpersonal regulation of the display of emotional messages and cues.

Persons possessing emotional control can stifle and control their dis-
play of emotions and present a different emotional display to cover up a
felt emotion (i.e., putting on a happy face to cover sadness or anger). In
extremes, emotional control, particularly if the individual lacks emotional
expressiveness, can lead to the impression that the individual is emotionally
cold and distant, but combined with emotional expressiveness, individuals
possessing emotional control are good emotional actors.

SOCIAL/VERBAL SKILLS

While the second half of the Social Skills Model consists of the more
social-cognitive communication skill counterparts of the emotional skills—
expressiveness, sensitivity, and control—they are more complex. These skills
include verbal communication in the sending, receiving, and regulation of
verbal messages, but they also include complex abilities to read social situ-
ations, understand subtle social norms, respond to social cues, adhere to
social scripts, and regulate one’s own social behavior. Collectively, these skills
are best represented by the terms social competence or social intelligence.



36 * Ronald E. Riggio

Social Expressiveness

The ability to speak spontaneously and to engage others in social inter-
action is termed social expressiveness. Although social expressiveness is
correlated with extraversion, it represents the skill that extraverted (and
emotionally expressive) individuals use to engage others. Socially expres-
sive persons are good public speakers and skilled in making small talk.
They are comfortable and confident in social encounters, and this leads to
greater participation in social interaction and more positive first impres-
sions (Riggio, 1986).

Social Sensitivity

Social sensitivity is the most complex of the basic social skill dimensions.
It includes verbal decoding skill and sensitivity to the nuances of verbal
communication, ability to read social situations, and knowledge of social
norms and scripts (i.e., understanding appropriate and inappropriate
behavior in typical social situations). Social sensitivity allows an individual
to monitor his or her actions in social situations and determine what is
appropriate and tactful.

In extremes, however, social sensitivity can be quite problematic. Too
much social sensitivity can lead to self-consciousness and a tendency to
overanalyze social situations and over critique one’s own social behavior.
As a result, there is a slight to moderate correlation with social anxiety.

Social Control

The final dimension is social control, which is a sophisticated social role-
playing skill. Persons scoring high on social control are poised, tactful, and
confident in all types of social situations and are able to regulate social
interactions (and their own social behavior). Social control is a core ele-
ment of what makes people appear socially competent. It is very consistent
with notions of social intelligence.

The SSI and the model look at both the amount of each skill dimen-
sion, but also the balance or equilibrium among the various social skills.
An equilibrium index operates as a warning indicator that some com-
bination of low and high social skill dimensions can be problematic.
For example, high levels of emotional expressiveness and low levels
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of emotional control suggests a person who is hyper-animated and emo-
tionally unrestrained. The opposite pattern—Ilow expressiveness and high
emotional control—suggests a person who appears emotionally withdrawn
and distant. Looking at the entire profile—the amount of each social skill
dimension and the balance or imbalance among the various dimensions—
provides insight into communication patterns that may be either beneficial
or detrimental to the establishment and maintenance of key social relation-
ships, and has obvious relevance to the leader-follower relationship.

The total score on the SSI provides a general indication of an individual’s
possession of emotional and social competences, and has been used in a num-
ber of research studies. In general, total score on the SSI has predicted several
social outcomes. For example, total SSI score is positively correlated with
effectiveness in initial interactions (Riggio, 1986), measures of psychosocial
adjustment, and the depth and quality of social support networks (Riggio &
Zimmerman, 1991), and is negatively correlated with loneliness, shyness, and
social maladjustment (Riggio, Watring, & Throckmorton, 1993; Segrin &
Flora, 2000). The equilibrium index of the SSI has also been associated with
psychopathology, with imbalance in the various social skill dimensions
associated with greater pathological symptoms in outpatients from mental
hospitals (Perez & Riggio, 2003; Perez, Riggio, & Kopelowicz, 2007). In sum-
mary, possession of basic communication skills and a well-balanced profile
of these skills are predictive of positive social outcomes and have important
implications for leader emergence and leadership effectiveness.

EMOTIONAL/NONVERBAL SKILLS AND LEADERSHIP

The surge in interest in emotional intelligence has led to the belief that a
great deal of leadership involves the intellectual processing and communi-
cation of emotions (e.g., Caruso & Salovey, 2004; Goleman, 1998). This is
in direct contrast to traditional and historical models of effective leader-
ship, which focused primarily on leader cognitive skills: decision making
(e.g., Vroom & Yetton, 1973), setting direction (e.g., Conger, Spreitzer, &
Lawler, 1999), goal setting (e.g., Locke & Latham, 1984), and strategy
(Adair, 2010; Cannella, Finkelstein, & Hambrick, 2009). Although effective
leadership does involve a focus on the leadership task and the decisions a
leader must make, research dating back to the Ohio State and University
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of Michigan studies (e.g., Bass & Bass, 2008; Riggio, 2006) noted that task
focus was only half of the successful leadership equation. A concern with
people—the “people skills” of a leader—was just as important. So bringing
emotions into leadership was a logical progression, because emotions, and
emotional communication in particular, should be critical to the develop-
ment of strong leader-follower relationships.

The past dozen or so years has seen great interest in leader emotions, so
it makes sense that skill in emotional communication would be implicated
in leader effectiveness. The Social Skills Model allows us to examine in
some detail how basic emotional skills may relate to leadership. Beginning
with emotional expressiveness, the most obvious connection is between
ability to express emotions and ability to arouse or inspire followers. Emo-
tional expressiveness has long been thought a key element of inspirational
and charismatic leadership (Bass, 1990; Riggio, 1987). A growing body
of research demonstrates that emotional expressiveness is an important
part of what causes people to label a leader as charismatic. For instance,
research by Awamleh and Gardner (1999) showed that speakers who exhib-
ited more emotionally expressive nonverbal behaviors were considered
charismatic, and studies that manipulate charisma in leaders require them
to exhibit the nonverbal cues associated with emotional expressiveness,
including animated facial expressions, tone of voice, and gestures (e.g.,
Cherulnik, Donley, Wiewel, & Miller, 2001; Shea & Howell, 1999; see also
Darioly and Schmid Mast, this volume). Groves’s (2006) research suggests
that emotionally expressive leaders are actually more effective than are
nonexpressive leaders, and the expression of positive emotions is believed
to be associated with effective leadership beyond charismatic/transforma-
tional leaders (Connelly & Ruark, 2010). It is, in fact, the ability to express
emotions, and create an emotional contagion process, whereby followers
become infected with the charismatic leader’s emotions, that is believed to
be at the heart of the charismatic leader’s ability to inspire and influence
followers (Bono & Ilies, 2006; Cherulnik et al., 2001; Riggio, 1987).

Emotional sensitivity is also implicated in successful leadership by vir-
tue of the need for leaders to establish strong relationships and emotional
bonds with followers. As a foundation, leaders need to be able to decode
followers’ emotions in order to address their concerns, understand what
followers are feeling, and to recognize and manage followers’ negative
emotions (Thiel, Connelly, & Griffith, 2012). Studies have found that emo-
tional decoding skill is related to leader emergence and transformational
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leadership behavior (Rubin, Munz, & Bommer, 2005; Walter, Cole, der Vegt,
Rubin, & Bommer, 2012). As mentioned, there is a connection between
emotional sensitivity and empathy, and research suggests that empathic
leaders are more successful (Kellett, Humphrey, & Sleeth, 2002, 2006).

Emotional control is also theoretically important for effective leadership.
In many circumstances, leaders must control their display of emotions—
particularly negative emotions associated with anger, stress, or fear. It is easy
to imagine that a leader must appear calm, cool, and collected in a crisis
to lead effectively. However, too much emotional control, on a day-to-day
basis, can lead followers to believe that the leader is cold and emotion-
ally unresponsive. Again, the notion of balance between emotional skills/
competencies is critical. Research on emotion management and the impli-
cations for leadership (and leader development) are discussed in great depth
by Shane Connelly and colleagues in chapter 6 of this book.

An obvious concern that relates to leader emotional control is the notion
of “emotional labor,” which is regulating and managing the display of emo-
tions in line with the normative requirements of the organization or the
position (Ashforth & Humphrey, 1993; Hochschild, 1983). The emotional
labor required by leaders may, over time, take a toll in terms of the well-
being of the leader, although this has been largely unexplored.

In summary, emotional skills contribute to effective leadership in many
ways, ranging from the expressive skills required to motivate and inspire
followers, to the emotional sensitivity necessary to develop close interper-
sonal relationships, to the ability to control and regulate emotions in order
to effectively play the role of leader. Gooty, Connelly, Griffith, and Gupta
(2010) provide an excellent and detailed review of research on leadership
and emotions, which includes sections on emotional competencies/skills.

SOCIAL/VERBAL SKILLS AND LEADERSHIP

While emotional skills and competencies are important for effective lead-
ership, our research has suggested that social skills/competencies may be
even more important. This makes sense because social skills involve sophis-
ticated understanding of social norms, roles, and scripts, and leadership
itself is a complex social role. While emotions clearly play a part in effective
leadership, the leadership relationship may be less of an emotional one
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than other interpersonal relationships (e.g., spouses/lovers, friends, family
members). Indeed, emotions are more restrained in the workplace than in
the home because of display rules that limit the expression of emotions at
work. For example, emotional outbursts—both positive and negative—are
likely more pronounced with friends and loved ones than with coworkers.

Particularly important in enacting the leadership role are the skills of
social expressiveness and social control. Social expressiveness is verbal
speaking skill and ability to engage others in social interactions. This skill is
important in formal and informal communication and relationship build-
ing, but also relates to the impression a leader makes. High-level leaders are
often called upon to represent the group through formal speeches and pre-
sentations. Social control is a sophisticated role-playing skill, and relates
to both leader impression management and sociability. The combination
of these two skills—social expressiveness and social control—has been
labeled “savoir-faire,” which translates to “knowing how to do” in social
situations (Riggio, Eaton, & Funder, 2010). In fact, a recent study found
that this combination of social skills completely mediated the relationship
between extraversion and leadership potential in a general population of
adults (Guerin et al., 2011). The social skills associated with savoir-faire
appear to account for the relationship often found between extraversion
and leadership (e.g., Bono & Judge, 2004). In other words, it is not extra-
version itself that relates to leadership effectiveness, but the extravert’s
ability to channel extraversion through skilled social performance.

The theoretical relationship between the skill of social sensitivity and lead-
ership is likely more complex. Social sensitivity involves attentiveness to social
cues and situations, and an awareness of how one’s own behavior affects others.
As a result, it is likely important in building good interpersonal relationships,
so there is an expected positive relationship with good leadership. However,
social sensitivity has not been shown to be related to leadership emergence or
effectiveness, likely because socially sensitive individuals tend to be cautious
and analytical in social relationships and emerging as a leader requires a sort
of bold, “devil-may-care” attitude that is incompatible with social sensitivity.
Theoretically, social sensitivity plays a part in the leader’s ability to be attentive
to others, to monitor and govern his or her own behavior, and may be related
somewhat to leader humility. More research is needed.

Our research is just beginning to explore the relationships among
the various social skill dimensions and aspects of leadership. Early
studies used the total score on the SSI as a general measure of social
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competence and found relationships between total SSI score and various
measures of social effectiveness, including effectiveness in social relation-
ships (Funder, Furr, & Colvin, 2000); the depth and breadth of social support
networks (Riggio & Zimmerman, 1991); appearing truthful and honest (Rig-
gio, Tucker, & Throckmorton, 1987); and psychological constructs such as
empathy, self-confidence/efficacy, and a reversed relationship with measures
of shyness and social anxiety (see Riggio & Carney, 2003 for an overview).

Related more to leader emergence and leadership potential/effectiveness,
the total score on the SSI was found to be predictive of success in mock
hiring interviews (Riggio & Throckmorton, 1988) and to performance in a
managerial/leadership assessment center (Riggio, Aguirre, Mayes, Belloli, &
Kubiak, 1997). In experimental studies, Riggio, Riggio, Salinas, and Cole
(2003) found that social skills (total SSI score) predicted who was selected as
a leader in student teams, and leaders high on social skills were more effec-
tive leaders, particularly on tasks that involved team interaction. Research
and informal observation has also suggested that social skills scores increase
with managerial level in organizations. For example, in a study of fire ser-
vice officers, higher-level officers (chiefs) tended to be more socially skilled
than captains (Riggio et al., 2003).

In summary, we have used the Social Skills Model to examine social
behavior in a variety of settings, but most recently in an effort to directly
study the role that possession of basic communication and social skills play
in leader emergence and effectiveness. The next section sets out an agenda
for future research on social communication skills and leadership, and also
discusses our efforts to develop these social skills and the implications for
leader development.

SOCIAL SKILLS AND LEADERSHIP: IMPLICATIONS FOR
RESEARCH, PRACTICE, AND LEADER DEVELOPMENT

One reason that it is difficult to study the interpersonal skills necessary
for effective leadership is the lack of frameworks for operationaliz-
ing interpersonal skills, and a lack of measurement tools. Pichler and
Beenen lay out in chapter 2 an empirically derived framework for leader/
managerial interpersonal skills, and other chapters talk about other
means and frameworks. The approach discussed here—the Social Skills
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Model—takes leader interpersonal skills to their barest essentials, the
core elements of interpersonal communication—sending, receiving, and
regulation of messages, verbal and nonverbal.

Although leader interpersonal skills are nearly always mentioned as
important to leadership success, scholars have conducted remarkably little
empirical research on the topic. Given this scarcity of research, research on
leader interpersonal skills can take innumerable directions. A major goal
of this chapter is to introduce the Social Skills Model as one avenue for
investigation of the individual characteristics that are the building blocks
of leaders and leadership. Here are some of the possible research directions
hinted at by the research discussed earlier:

First, there has been renewed interest in the role of individual differ-
ences as predictors of leadership, as suggested by a recent special issue of
The Leadership Quarterly on “Leadership and Individual Differences.” This
is partially driven by a revival of interest in leader personality traits, but
also by the introduction of new individual differences such as emotional
and social intelligence and leader character, as well as interest in the genetic
determinants of leadership. These individual differences are seen as the
precursors of leader behaviors (Antonakis, Day, & Schyns, 2012). Yet, long
ago, scholars argued that interpersonal skills, such as nonverbal expressive-
ness and sensitivity, are the “manifestations” of personality traits, and that
such skills are more proximal to behaviors than traits (Friedman, 1979).
Our research that suggested that trait extraversion was mediated by pos-
session of social skills argues that a skill-based approach may be a more
productive approach than a trait-based approach for research precision,
but also in terms of leader selection and (especially) development (i.e.,
researchers see traits as difficult to alter, but see skills as more malleable).

Second, analyzing leadership using an interpersonal skills framework
will allow us to shed light on the process of leadership. For example, the
very popular theory of Transformational Leadership states that it is made
up of four components: Inspirational Motivation, Idealized Influence,
Individualized Consideration, and Intellectual Stimulation (Bass & Riggio,
2006). Research using the basic social skills could shed light on how trans-
formational leaders enact these components. For example, we assume that
expressive skills, both nonverbal/emotional expression and verbal fluency,
are critical in the transformational leader’s ability to inspire and moti-
vate. Skills in expression and control would be important in the ability
of the transformational leader to enact Idealized Influence—in particular
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FIGURE 3.1
Social skills and transformational leadership

Idealized Influence would be related to the savoir-faire elements of social
expressiveness and social control. Figure 3.1 illustrates the hypothesized
relationships that should exist between the various skills in the Social Skill
Model and the four components of transformational leadership.

As noted in Figure 3.1, emotional sensitivity is theoretically linked to
a transformational leader’s Individualized Consideration (being empathic
and responsive to followers). Ability to decode emotional expressions in
others is a well-researched skill, and many means exist to measure posses-
sion of emotional decoding skill/sensitivity (Hall & Bernieri, 2001). This
skill approach may prove more precise in understanding the dynamics of
Individualized Consideration than research focusing on trait empathy.

Interesting, research on emotional sensitivity and interpersonal sensi-
tivity suggests that women may have an advantage over men in this skill
(Hall, 1990). This may explain why women have more transformational
leadership qualities than do men (Eagly, Johannesen-Schmidt, & Van
Engen, 2003). In other words, women have a social skill advantage that
enhances certain components of transformational leadership behavior
(i.e., Individualized Consideration).
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Again, this is only the tip of the research iceberg. Many other aspects of
leadership may be investigated through a social skills lens. For example, an
entire line of research could look at the dyadic nature of leader-follower
communication, focusing on the shared social communication skills between
leaders and followers, and noticing systematic disconnects or breakdowns in
the communication process. This approach might be consistent with, and
enhance our understanding of, other leadership theories, such as Leader-
Member Exchange (LMX) Theory (Graen & Uhl-Bien, 1995).

What are the implications of the Social Skill Model for leader devel-
opment? Over the past 25 years, we have focused on the development of
nonverbal and social skills. The SSI has been used as a diagnostic start-
ing point for many of these development efforts. Managers, leaders, and
others have completed the self-report SSI and received detailed feedback
to guide communication and social skill improvement. This is sometimes
accompanied by subordinate or peer ratings of the managers’ communica-
tion strengths and weaknesses. [We are currently working on validating
an other-rated, 360-degree feedback version of the SSI.] For example, in
many instances, managers have been surprised to find out that they have
relatively low scores on the sensitivity scales of the SSI, and coupled with
low ratings from followers on “effective listening,” this revelation is often
the trigger needed for the managers to participate in a listening skill devel-
opment program.

Over the years, we have embarked on experimental programs to enhance
basic communication and social skills, and have developed methodologies
and exercises for skill development. We recently published a manual for pro-
fessional trainers to guide the development of social skills, which is available
from Mind Garden (www.mindgarden.com), the publisher of the SSI. This
manual (Riggio & Merlin, 2011) contains a variety of exercises as well as
instructions on how to use the SSI and other assessment methods to provide
baseline measurements of trainees’ possession of social skills.

Evidence suggests that efforts to improve nonverbal and social skills are
successful; however, these are abstract and complex skills and require a great
deal of time and effort to develop. Two notable examples of experimen-
tal skill training programs are dissertations by Taylor (2002) and Nodarse
(2009), which both used social skill training, based on the Social Skills
Model, to guide the development of communication and leader charisma.
Both studies found increases in social skills (in particular, they found
enhancements in how “leader-like” participants looked after training), but
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such gains depend on the length of the development program and the par-
ticipants’ motivation to develop.

SUMMARY AND CONCLUSIONS

This chapter presented the Social Skills Model as a framework to guide
research and development on leader interpersonal (“soft”) skills. The Social
Skills Model was intended to focus on general communication skills, not
leader skills per se. However, it has obvious applications to leadership and
fits well with existing and popular leadership theories, particularly those
that focus on leader communication and interpersonal relationship devel-
opment as core components of effective leadership. Other frameworks can
be used to guide leader interpersonal skill development, but these reside
in the communication literature, particularly in the realm of clinical psy-
chology. For decades interpersonal and communication skills have been
targeted for development in married couples (e.g., Gottman, 1999, 2011),
in shy individuals (e.g., Carducci, 1999; Zimbardo, 1977), and in a variety of
clinical/psychopathological populations (e.g., Bellack, Mueser, Gingerich, &
Agresta, 2004). Some of these frameworks and methodologies might be
adapted for leadership development.

Research has demonstrated the validity and efficacy of the Social Skills
Model for communication and social skill assessment and development,
and we are continuing to conduct research on the social skills—leadership
relationship, as well as evaluating the effectiveness of social skills training
for leaders/managers. We believe that this is a promising area for research
and leadership development.
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Using a Multilevel Theory of
Performance Based on Emotional
Intelligence to Conceptualize and
Develop “Soft” Leader Skills

Cary Cherniss and Richard E. Boyatzis

Leadership research and theory has long emphasized the importance of
so-called soft skills for leader effectiveness. These include specific interper-
sonal and communication skills such as active listening, providing feedback
effectively, and dealing with conflict. Soft skills also could involve more
general abilities such as empathy, assertiveness, and resilience. One of the
earliest and most respected leadership development programs, the “Human
Relations Training Program,” which was developed at Pennsylvania State
University in the 1950s, taught many of these skills (Hand, Richards, & Slo-
cum, 1973). More recent leader development programs have continued to
emphasize training in skills such as “motivating, coaching, giving direction,
and providing positive and negative feedback” (Hunt & Baruch, 2003).

Much of the research on leadership effectiveness also points to the impor-
tance of emotional and interpersonal abilities. From the classic distinction
between task-oriented and relationship-oriented behaviors (Fleishman,
1955; Likert, 1961; Stogdill & Coons, 1957) to the more recent work on
leader-member exchange (Graen & Uhl-Bien, 1995) and transformational
leadership (Bass & Riggio, 2006), research has pointed to the importance of
social and emotional competencies for effective leadership.

Thus, for decades we have known that many personal and interpersonal
skills are important for effective leadership, but what has been missing is
a “theory of performance” for thinking about how these different abili-
ties are related to each other as well as to performance. Also, while both
researchers and practitioners have recognized the existence of a common
thread connecting these abilities, the labels they have developed for it, such
as soft skills, have not been very satisfying.
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In this chapter, we introduce a theory of performance based on eno-
tional intelligence (EI) and emotional and social competence (ESC) and
suggest how it provides a promising way of organizing many of the abili-
ties that are so important for effective leadership. In the first part of the
chapter we clarify what is meant by EI and briefly summarize a few studies
suggesting a link to leader effectiveness. Next we describe four major mod-
els of EI and note the assessment methods associated with each. Then we
present a theory of performance based on a broader multilevel theory of
personality, and we show how it can help clarify the relationship between
the various EI models. We also show how other ways of conceptualizing
interpersonal leader skills can be integrated using the theory. In the last
part of the chapter we suggest implications for leadership development
efforts and describe two programs that illustrate those implications. We
also note implications for future research and theory on leadership.

THE CONCEPT OF EMOTIONAL INTELLIGENCE
AND ITS ROLE IN EFFECTIVE LEADERSHIP

A rising young executive in a large steel company, who had just been assigned
to a new group the week before, joined his management team when it met
with one of the company’s biggest customers, a major car company. The
meeting did not go well. He found himself sitting in a room with more than
20 engineers from the car company who told him that his company was
near the bottom on their list of suppliers. “We were lousy in everything—
quality, on-time delivery, invoicing—everything,” he later said.

When asked about his personal reactions during that meeting, he said,
“T had a ‘holy shit’ moment! I had been in the job literally a week. So part
of it was, ‘Oh my God, what the hell am I going to do?’ Also I thought about
how my new team had been in the business for awhile, and I thought,
‘What the hell have you guys been doing here?”” As his anxiety rose and his
anger simmered, this leader’s initial response was to think to himself, “I'm
going to clean house!”

But then he realized that “you just can’t react viscerally every time
something comes up because it scares people away.” He also realized that it
would be counterproductive to express any of his negative emotions when
he was in the room with the customer. So he calmed down and, as he left
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the meeting with his battered group, he said, “We’re going to meet in my
office at 8 tomorrow morning. Until then, think about how we got here
and what we should do to fix it.”

The next day this leader started the meeting by calmly asking his man-
agement team, “What’s going on?” Rather than assigning blame or trying to
motivate the group with fiery exhortations, he wanted first to find out what
was contributing to the problems that the customer had identified. As the
team members responded with their own concerns, explanations, and jus-
tifications, the leader just listened and occasionally responded with a head
nod or a paraphrase to make sure he understood them correctly. He did not
react judgmentally or defensively. “I didn’t think about it at the time,” he
later said, “but that first couple of hours was very cathartic for them.”

After that meeting the whole team pulled together and worked hard to
fix the problems. The result was impressive. “That car company will tell
you they never saw any business turn around that quickly in one year. And
as a result they began giving us more business.”

This incident illustrates the importance of emotional intelligence (EI)
for leadership. By EI we mean “The ability to perceive and express emotion,
assimilate emotion in thought, understand and reason with emotion, and regu-
late emotion in the self and others” (Mayer, Salovey, & Caruso, 2000, p. 396).
In this example, the new team leader demonstrated EI in several ways. He
initially reacted to the client company’s harsh criticism with anxiety and
anger; however, he was aware of these reactions and the negative impact they
could have. Rather than become overwhelmed with those feelings, he man-
aged to calm himself down. So he demonstrated EI first by perceiving what
was happening to him on an emotional level, and he understood that react-
ing “viscerally” would be counterproductive because it “just scares people
away.” Then he used that awareness and insight to manage his emotions. This
resulted in his acting differently and, hopefully, in a more effective manner.

Although the leader calmed himself in a way that allowed his anger and
anxiety to subside, he did not completely suppress all emotion. He used that
emotional arousal to mobilize his team when it met the next day. But dur-
ing that meeting, he again displayed EI when he started off by listening to
his team members rather than blaming them or exhorting them to do better.
This was the first major behavioral change he showed. Then, he again showed
skill in managing their emotions when he inspired them to take on the chal-
lenge of fixing the problems that the client had identified. This was the second
major behavioral change (from his earlier patterns and initial feelings in the
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situation). Thus, in a number of ways, this leader perceived, understood, used,
and managed his emotions and those of others in dealing with this major crisis.

This example also illustrates how EI is related to other emotional and
social abilities that those interested in leadership have studied. For instance,
the leader’s ability to perceive and understand his own emotions and those
of others helped him to empathize with his team and to listen to them more
effectively. His ability to manage and express his own emotions enabled
him to maintain a positive outlook and to motivate and inspire his team. It is
not difficult to see how the basic emotional abilities that comprise EI pro-
vide a foundation for other emotional and social competencies, including
the kinds of soft skills often taught in leadership development programs.

A growing body of research supports a link between EI and leadership
success. For instance, one study found that EI was correlated with ratings
of achieved business outcomes (r = .26) and effective personal behavior
(r =.50) in a group of executives employed by a large public service com-
pany (Rosete & Ciarrochi, 2005). EI predicted leadership performance in
this study over and above what personality and cognitive intelligence pre-
dicted. Analogous findings with sales leaders showed that effectiveness was
a function of the behavior of EI and SI (social intelligence), and it was
greater than the impact of personality and cognitive intelligence (Boyatzis,
Good, & Massa, 2012). Coté, Lopes, Salovey, and Miners (2010), in two
studies of leadership emergence in groups, also found that EI predicted
outcomes over and above personality and cognitive intelligence.

Another study, using a multi-rater measure of EI (the Swinburne Uni-
versity Emotional Intelligence Test), found that EI scores correlated with
annual performance appraisals (r = .25) for a group of leaders working in
a division of a global manufacturing company (Semadar, Robins, & Ferris,
2006). Several other studies also have found evidence supporting the link
between EI and leadership effectiveness (Carmeli, 2003; Langhorn, 2004;
Sy, Tram, & O’Hara, 2006; Wong & Law, 2002).

DIFFERENT MODELS AND MEASURES OF El

Although most EI theorists seem to agree with this basic definition of EI
(Cherniss, 2010), controversy has arisen over which personal qualities
should be included. Theorists also disagree over the best way to measure
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these skills and abilities. As a result, several different models of EI have
emerged during the past two decades.

Mayer, Salovey, and Caruso’s (2008) four-branch ability model focuses
on a few basic mental abilities that involve the processing of emotional
information but are distinct from cognitive intelligence as well as most
personality traits. The abilities are perceiving, using, understanding, and
managing emotion. These abilities are usually measured with the Mayer-
Salovey-Caruso Emotional Intelligence Test (MSCEIT), which, like a
traditional intelligence test, consists of a series of puzzle-like tasks. An
example is an emotion-perception subtest that asks the test taker to iden-
tify what emotions are expressed in pictures of faces.

Other models reflect a more expansive view of EI that is not so closely
tied to the traditional notion of intelligence. These models are sometimes
referred to as “mixed models” because they include elements of personality,
motivation, and social skills as well as emotional abilities. Bar-On’s (2006)
model of emotional and social intelligence and Petrides’s “trait” model of
EI (Petrides, Pita, & Kokkinaki, 2007) include traits such as self-confidence,
assertiveness, and empathy. These approaches utilize self-report mea-
sures, such as Bar-On’s original version of the EQ-i and Petrides’s Trait
Emotional Intelligence Questionnaire (TEIQue), that closely resemble
traditional personality tests. One other model, now referred to as the
behavioral approach, also includes a wide range of personal traits, motives,
and abilities (Boyatzis, 2009). However, this approach uses a multi-rater
assessment, the Emotional and Social Competence Inventory (ESCI), to
measure how these personal qualities are manifested in the work setting.

USING A MULTILEVEL THEORY OF PERSONALITY
TO INTEGRATE THE DIFFERENT MODELS INTO
AN EI-BASED THEORY OF PERFORMANCE

Although some researchers see these different models as competitors
for the right to be considered the “true EI” model (Ashkanasy & Daus,
2005), others have proposed that we view them as complementary. In an
earlier paper, Cherniss (2010) suggested that the four core abilities com-
prising the Mayer-Salovey-Caruso model seem to represent a specific kind
of intelligence, which provides the foundation for the different emotional
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Performance

Emotional Social
Competencies ———» Competencies

EI and SI

FIGURE 4.1
The relationship between El, ESCs, and performance

and social competencies included in the other models. In other words, the
basic EI abilities determine one’s aptitude for learning and using the ESCs
that are most important for effective performance, as shown in Figure 4.1.
For instance, a basic EI ability such as emotion perception provides the
potential for developing an EI competency such as conflict management—
a person who scores high in the perception of emotion has the potential to
be adept at managing conflict. However, conflict management is a compe-
tency that still must be learned (Cherniss, 2010).

The concept of an emotional or social competency in this view has a spe-
cial meaning. Boyatzis (1982) defined a competency as: “Any characteristic
of the person that leads to or causes effective or superior performance.”
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Building on this definition, Goleman defined an “emotional competence”
as a “learned capability based on emotional intelligence which results in
outstanding performance at work” (2001, p. 27). A social competence is a
learned capability based on social intelligence (Goleman, 2006).

Building on this initial formulation, we believe that EI and ESC can
be viewed as different levels of EI within a holistic theory of personality
(Boyatzis, 2009). This theory also can provide a framework for thinking
about other soft skills necessary for effective leadership and for integrating
findings from various measures that may be assessing different levels of a
phenomenon rather than different characteristics.

In this view, five distinct levels of personality represent what goes on
within the person. The first is the physiological level consisting of neural
and endocrine systems. The second level includes unconscious disposi-
tions, such as motives, aptitudes, traits, and abilities. The third and fourth
levels are made up of self-schema, which include a person’s values and self-
image. The fifth level consists of behavioral patterns that are observable
in a particular context, such as the work setting. The five levels are inter-
related; each level affects and is affected by the adjoining level. People’s
unconscious motives, traits, and abilities affect what they value and how
they view themselves and others. Those values and beliefs, in turn, affect
people’s observable behavior patterns, as shown in Figure 4.2.

The ordering of the levels is based on three factors. The first is emergence:
the higher-level competencies emerge from the lower-level core EI abilities.
This aspect is consistent with our earlier notion that EI provides the founda-
tion or aptitude for ESCs. The second factor is degree of conscious awareness.
Levels 1 and 2 involve unconscious processes and traits. We normally are not
aware of the neural mechanisms underlying our self-perceptions and behav-
ior. Similarly, we are unaware of our EI (and sometimes are poor judges of it)
unless we take a test like the MSCEIT and see our scores. The level 3 traits are
somewhat more accessible to our awareness. Most of us can readily report
accurately on what we most value. However, we usually need some help in
identifying our underlying philosophical orientations. Level 4 competencies
are by definition those that we recognize in ourselves.

The ordering of the levels also is based to some extent on degrees of
stability. Lower-level aspects of the personality tend to be more stable and
difficult to change, particularly after childhood. Our values and philosoph-
ical orientations are somewhat more malleable, but change at this level still
is rare. The competencies at levels 4 and 5 are relatively easier to modify.
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Emotional intelligence (El), social intelligence (Sl), and emotional and social com-
petencies as multiple levels within the personality structure (adapted from Boyatzis,
2009; Boyatzis, Goleman, & Rhee, 2000)

These distinctions between the different levels may not hold up in every
case. Some aspects of the self-image (level 4), for instance, may prove as sta-
ble as some values (level 3). But in general the higher-level characteristics
are more accessible to consciousness and less stable than deeper-level traits
and abilities. Also, they seem to build on those deeper-level characteristics.

The idea of a multilevel theory of personality is not new. The Boyatzis
theory, which builds on an earlier formulation by McClelland (1951),
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also is similar to two more recent personality theories. McAdams (1996)
proposed that there are three “tiers”: traits and dispositions, goals and
motives, and sense of self. These tiers closely resemble levels 2, 3, and 4 in
the Boyatzis theory. Sheldon’s multilevel theory of personality also has a
level labeled “goals and motives,” with another level called “self/narratives”
right above it (Sheldon, Cheng, & Hilpert, 2011). Like Boyatzis, Sheldon
and McAdams believe that higher-level personality characteristics emerge
from lower levels.

However, all of these theorists recognize that while lower-level factors
influence higher-level ones, many other factors shape the personality pro-
file at higher levels. The theory predicts that a leader who scores high in
emotion perception, a level 2 characteristic, is more likely to be viewed as
empathic by those who work with him, but many other factors will influ-
ence how empathic the leader is perceived to be in a particular role and
setting.

Boyatzis’s theory is a general theory of personality. Figure 4.2 shows
how we have used it to develop a more specific theory of performance based
on EL It shows more clearly than our earlier formulation (Cherniss, 2010)
how the ESCs included in various models of EI are linked to the core EI
abilities that make up the Mayer-Salovey-Caruso model, and how both EI
and the EI (or SI) based competencies are related to performance. It is
meant to include only ESCs that emerge from EI or SI. This is why we often
refer to these ESCs as EI or SI competencies.

We have placed the core EI abilities at level 2 because, like other kinds of
intelligence, they are highly stable dispositions that are outside of conscious
awareness and based on specific neurological structures and processes
(Goleman, 2001). The theory also suggests that ESCs such as values and
philosophical orientations found at level 3 will be more strongly predic-
tive of performance than the core EI abilities, but not as predictive as the
self-perceptions found in EI models utilizing self-report measures, which
belong at level 4. The EI and SI competencies in the behavioral model belong
at level 5, closest to actual performance, because they are based on behav-
iors in context as observed by those who work closely with the individual.
Also, the EI and SI competencies in the behavioral model were developed
inductively, based on numerous studies comparing superior performers to
average ones (Boyatzis, 1982; Spencer & Spencer, 1993).

This multilevel theory of personality also suggests that different mea-
sures of EI and SI tend to be linked to different levels of the personality. For
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instance, Mayer and colleagues’ ability model, as measured by the MSCEIT,
seems to tap into the core emotional abilities that are not directly observable
or easily inferred to either the individual or others. Models that rely on self-
report measures of traits such as empathy or positive outlook (e.g., Bar-On’s
model as measured by the EQ-i) seem to focus on the self-perception level.
Boyatzis’s behavioral approach, utilizing the ESCI, a multi-rater instru-
ment, seems to be linked to the level of observed competencies, as is the
use of behavioral coding of audiotaped critical incidents from work (Ryan,
Emmerling, & Spencer, 2009; Spencer & Spencer, 1993) or videotapes of
simulations or group projects (Boyatzis, Stubbs, & Taylor, 2002).

For a better understanding of the multilevel theory of performance
based on EI, consider a characteristic such as empathy. Decety (2011) has
discovered a particular circuit in the brain that seems to be part of the neu-
rological foundation of empathy (level 1). When one perceives someone
else in distress, this circuit is activated, which leads to an aversive response.
This circuit also provides information that may inhibit aggression and
trigger motivation to help. If this finding is confirmed, differences in the
functioning of this circuit could be associated with differences in the abil-
ity to empathize with others.

We also can see aspects of empathy at the second level. The Faces sub-
test on the MSCEIT, as well as similar measures of a person’s ability to
perceive nonverbal behavior accurately (e.g., the DANVA or PONS), assess
underlying aptitudes and abilities that facilitate empathic behavior. At the
third level, that of operating philosophy, Boyatzis, Murphy, and Wheeler
(2000) showed a humanistic operating philosophy to be predictive of two
social competencies—understanding and relating to others—as observed
in work samples through critical incident interviews and videotaped group
simulations. At the fourth level, self-report EI measures such as the EQ-i
assess empathy with items such as, “I'm good at understanding the way
other people feel” (Bar-On, 2004). Finally, a multi-rater instrument such
as the ESCI assesses empathy at the behavioral level by asking a number of
people who know the target person to indicate through a set of descrip-
tors like “Understands others by listening attentively” how often the person
displays empathy.

This multilevel theory of performance suggests that EI and its vicissi-
tudes exist at many different levels within the human organism and that
some of the controversy and confusion about the different models may
reflect a difference in levels. The multilevel theory of personality also
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suggests why there is a relatively small correlation between the measures
based on the different models of EI (Mayer, Salovey, & Caruso, 2008). It is
not that they are measuring unrelated constructs. Rather, they are measur-
ing different levels of the same construct.

The El abilities and ESCs in the various models are not particularly new;
most have been studied for decades. But the theory suggests that the differ-
ent constructs and measures are interrelated in a particular way, and this
insight can be quite useful. It suggests, for instance, that if we are interested
in teaching leaders how to manage relationships better, we should focus
initially on the most relevant observed competencies and self-perceptions
(levels 5 and 4), for these are more malleable and more strongly linked
to performance than deeper-level values, traits, and aptitudes. But we
also might need to address these deeper-level characteristics because they
provide the foundation for the others. We explore this idea further in the
section on leadership development.

Empirical Evidence Relating to the Theory

If this multilevel theory of performance is valid, then ESCs should be
more strongly correlated with performance than the core abilities of EI as
measured by the MSCEIT and similar tests because they are closer to the
enactment of the behavior that produces job or life outcomes and perfor-
mance. Although scholars have performed no direct tests of this prediction,
two recent meta-analyses do provide relevant data. In the first, Joseph and
Newman (2010) found that the overall correlation between measures of EI
(e.g., the MSCEIT) and performance was .18, while the correlation between
performance and measures of ESC (e.g., the EQ-i, ESCI, or TEIQue) was
.47. This finding seems to support the theory. However, the results of the
other meta-analysis were not as supportive. O’'Boyle, Humphrey, Pollack,
Hawver, & Story (2011) found that the overall correlation between EI and
performance was .24, while the correlation for ESC was .28. Thus the first
study supported the theory while the second one did not. Which one is
more valid?

A closer examination of the two meta-analyses suggests that they used
different standards for selecting studies based on the criterion measure. In
the one supporting the theory, the researchers only used studies in which
performance was based on supervisory ratings. The other meta-analysis
included several studies based on self-report ratings. While this increased
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the overall N, it probably distorted the criterion score; a substantial body of
research shows that self-report ratings of performance tend to be inflated,
and they are only weakly correlated with supervisory, peer, or subordinate
ratings (Atkins & Wood, 2002). Including studies based on self-report
measures thus may have weakened the observed correlation between ESCs
and performance in the second meta-analysis.

Applying the Multilevel Theory of El
to Other Constructs and Models

This multilevel theory of EI also provides a way of conceptualizing the rela-
tionship between EI and other personal and interpersonal leadership skills
linked to leadership effectiveness. Skills such as active listening, decipher-
ing who is telling the truth, or delivering tough messages can be thought of
as built on the core EI abilities. More basic emotional abilities also can be
incorporated into the El-based theory of performance.

For instance, the Diagnostic Analysis of Nonverbal Accuracy (DANVA)
(Nowicki & Duke, 1994) and the Japanese and Caucasian Brief Affect Rec-
ognition Test (JACBART) (Matsumoto et al., 2000) measure accuracy of
emotion perception by presenting pictures of faces, gestures, and postures
or recordings of voice tone to participants whose task is to identify cor-
rectly the emotion expressed. Although based on communication theory,
these abilities closely resemble one of the core EI abilities, emotion percep-
tion, and thus could be thought of as another measure of that EI ability
(Mayer, Roberts, & Barsade, 2008). Similarly, a skill such as “social control”
in Riggio’s (1986) Social Skills Model involves a person’s ability to influ-
ence others and thus is similar to one of the social competencies measured
by the ESCI. And like influence, social control should be related to EI, but
it should be a stronger predictor of performance than any of the core EI
abilities.

Many of the other skills and abilities described in this volume similarly
could be integrated conceptually through this multilevel EI theory. For
instance, consider Beenen, Pichler, and Muse’s “Big Five Managerial Inter-
personal Skills” or Treadway and Douglas’s “political skill.” One could use
a self-report instrument to measure these skills or a multi-rater approach.
The self-report measure would tap self-perceptions that might well be
linked to measures of values and philosophical orientation. The multi-
rater measure should be more strongly linked to performance. However,
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the self-perception measures should be better predictors of performance
than a measure of EI abilities such as the MSCEIT. It is expected that a
self-assessment method would incorporate an internal review and syn-
thesis of feedback from others, as well as one’s memory and evaluation
of performance over recent history. Meanwhile, a direct ability or perfor-
mance ability measure would lack the integration of information from
these other sources of feedback. If a person recalls others’ feedback with
some degree of accuracy, then the composite self-view would incorporate
information from sources who have observed a person’s performance, and
therefore, should be a closer reflection of actual performance. Similarly,
these interpersonal leadership skills should be more strongly related to SI
competencies, such as influence, conflict management, or team work than
to the underlying EI abilities. Thus, the multilevel theory of EI seems to
provide a way of unifying and integrating much of the previous and cur-
rent work on soft leadership skills.

IMPLICATIONS OF THE MULTILEVEL THEORY
OF El FOR LEADERSHIP DEVELOPMENT

The multilevel theory of EI also can be used to address some of the most
important questions relating to leadership development. For instance,
it provides a strategic perspective on which skills and abilities should
be taught. Specifically, the theory suggests that we should focus initially
on those EI and SI competencies at levels 4 and 5 because they are most
strongly linked to leadership effectiveness. It also makes sense to target
level 5 competencies because that is where the most meaningful change
occurs; and when people are engaged in change efforts, they are work-
ing predominantly at the behavioral level, as Cherniss and Adler (2000)
showed in their review of published evidence of training impact on EIL
Their review highlighted “model programs” that showed rigorous results
in improvement of El-related competencies as a result of a training or
development effort and were published in a peer-reviewed journal. The
review scanned all published literature over the prior 50 years. Although
not the intent in the search, it was a curious observation that these pro-
grams tended to focus on the behavioral levels of EI or SI, and not changes
in traits, values, self-image, or physiological levels of EI.
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However, we also should assess the participants at more basic levels,
such as self-perceptions, values, and the more basic EI abilities, which pro-
vide the foundation for these EI and SI competencies, because it might not
be practical to try teaching the competencies to individuals who lack the
necessary foundation at more basic levels. For instance, trying to teach a
leader to act more empathically probably will be very difficult and time
consuming if it goes against the individual’s basic values. Greater empathy
also might prove elusive if the individual is weak in basic EI abilities such
as emotion perception and understanding. For those individuals, it might
be more effective to help them develop compensatory strategies that could
enable them to function better if they find themselves in leadership posi-
tions, rather than have them participate in frustrating and embarrassing
development efforts that focus on their weaknesses.

It makes good sense to focus development efforts initially on observable
ESCs because considerable evidence shows that many ESCs can be devel-
oped (Burke & Day, 1986; Cherniss & Adler, 2000); however it is not clear
whether the core EI abilities can be improved much after childhood. There
appears to be only one unpublished study suggesting that the core EI abili-
ties as measured by the MSCEIT can be developed in adults. It was a doctoral
dissertation involving 79 college students enrolled in a psychology of adjust-
ment course with a similar number of students in a comparison group.
Evaluation data suggested that a semester-long EI development program
associated with the course did bring about an improvement in MSCEIT
scores (Chang, 2006). One flaw with the study, however, is that the compari-
son group was not equivalent to the group receiving the intervention. While
the students in the intervention group were in psychology of adjustment
courses, the students in the comparison group were enrolled in a survey
of psychology course. Also, most of the students in the intervention group
were from the University of Hawaii, while the comparison group came from
community colleges. Furthermore, the intervention group scored signifi-
cantly higher in EI at pretest than did the comparison group. In addition to
the lack of comparability in the two groups, there was no long-term follow-
up; the students’ post intervention EI was only measured at the end of the
courses, so it is not clear whether the observed changes in EI were sustained
once the class ended. Thus, until there is stronger evidence suggesting that
the core abilities of EI can be improved, it probably makes more sense to
target ESCs that are easier to improve and also more directly tied to leader-
ship effectiveness.
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A well-known example of a leadership development approach that
targets the most critical competencies are the MBA programs at the Weath-
erhead School of Management (Boyatzis & Saatcioglu, 2008). A core part
of these programs has been a first-year course in which students undergo
in-depth assessment activities and then receive extensive feedback and
guidance in formulating personal development plans. Both the assessment
and development efforts focus on about two dozen competencies that have
been studied for more than 30 years and found to be linked to effective
organizational leadership (Boyatzis, 1982; Spencer & Spencer, 1993).

Students who have participated in the competency-based program have
been compared with groups of students who went through more tradi-
tional programs. Boyatzis and Saatcioglu (2008) reviewed 17 longitudinal
studies of the program’s impact on developing EI competencies such as ini-
tiative, flexibility, empathy, persuasiveness, and self-control. Results showed
improvements of 60% to 70% during the two years of the full-time MBA
program, and 55% to 65% improvement during the three to five years of the
part-time MBA program. And these improvements persisted up to seven
years. In contrast, students from two other highly ranked business schools
showed an improvement of only 2% in EI competencies (Boyatzis and
Saatcioglu, 2008). And students from four other high-ranking MBA pro-
grams showed a gain of only 4% in the self-awareness and self-management
competencies while declining 3% in the social awareness and relationship
management competencies (Boyatzis et al., 2002). Prior to 2000, only a few
MBA programs (e.g., the University of Michigan or Boston University)
addressed these soft skills. With the requirement of outcome assessment by
accrediting agencies and increased competitive pressure among programs,
most MBA programs now have some form of workshops or courses address-
ing these interpersonal or actionable skills or competencies. However, the
amount of attention devoted to the development of these competencies,
and the quality of that attention, still varies greatly.

Another example of leadership development designed to focus on the
competencies most important for performance was a study by Spencer
(2001). He began by comparing two groups of managers in a large indus-
trial controls firm. One group consisted of outstanding performers while
the other was made up of more typical leaders. This initial study yielded
four ESCs that were especially important for effective performance. Spencer
then developed a training program in which he: (1) showed the participants
what the competencies looked like; (2) assessed them on the competencies;
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(3) fed back the results of the assessment; and (4) helped the participants set
goals for developing one of the competencies. An evaluation study involv-
ing a matched comparison group found that the managers who participated
in the competency-based training program posted $3.1 million in revenue
during the following year on average, compared to $1.7 million posted by
the untrained group (Spencer, 2001).

A distinctive aspect of Spencer’s approach is that it took into account
the context when determining which emotional and interpersonal abili-
ties to target. As Jordan, Dasborough, Daus, & Ashkanasy (2010) pointed
out, the significance of any El-related ability for performance depends on
the context. In Spencer’s approach, the development effort began with a
study that identified the most important competencies in the trainees’ own
context. Information gathered during that study also enabled the program
developers to come up with clear and concrete descriptions of the compe-
tencies as they were used in context.

IMPLICATIONS FOR FUTURE RESEARCH

The multilevel theory of performance based on EI points to a number of
implications for future research. To start, we need to explore further how
valid the theory is. Two meta-analyses that indirectly tested part of the the-
ory came up with conflicting findings. Future research needs to go beyond
meta-analysis and test the theory more directly. Specifically, we need
research that compares the predictive validity of core EI abilities as mea-
sured by the MSCEIT and ESCs as measured by self-report measures and
multi-rater assessments. The theory predicts that certain ESCs will be stron-
ger predictors of effective leadership than the core EI abilities. However,
it also predicts a modest association between EI and ESC. Future research
testing the theory also should include measures of values and philosophical
orientations that seem important for leadership effectiveness as well as any
underlying neural or hormonal variables. Multivariate research using struc-
tural equation modeling and other techniques might be especially useful in
exploring the validity of the multilevel theory of EL

Another area for future research is to explore the interrelationships
of the different ESCs that have been identified and expand the scope to
include other models of personal and interpersonal skills or abilities. How,
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for instance, do the specific skills and abilities covered in Riggio’s (1986)
communications-oriented model relate to EI, other ESCs, and leadership
performance? The theory points to a nomological network for these differ-
ent concepts that can be further explored in future research.

Ultimately the most interesting and important area for future research
involves leadership development applications. One question requiring
further study relates to the relative malleability of the different levels of
EI (Riggio & Lee, 2007). Are ESCs measured at the behavioral and self-
perception levels easier to develop than the core EI abilities? Can changes
in core EI abilities be sustained? A related question involves which ESCs to
target for development. The answer probably will depend on the context:
One might want to focus on different ESCs depending on the kinds of chal-
lenges that leaders are facing and expect to face in the next few months. The
self-directed learning approach as used by Spencer and Boyatzis provides a
relatively efficient way of making leadership development context specific
(Boyatzis, 2001). Future research should compare development programs
based on self-directed learning with those utilizing other approaches.

The multilevel theory also suggests that we might use more compre-
hensive assessment methods, such as those used in assessment centers,
to determine how information from the multiple levels helps a person
develop in different ways. Also, organizations should offer a broad assort-
ment of development alternatives.

Ultimately, we need to conduct research on various populations, with
various methods, attempting to improve EI at various levels to help us
understand which developmental approach will lead to the most positive
and sustained change in leadership effectiveness.

CONCLUSION

For decades we have known that many personal and interpersonal skills
are important for effective leadership, and numerous leadership develop-
ment programs have tried to develop them. What has been missing is a
comprehensive framework for thinking about how these different abili-
ties are related to each other and to performance. Both researchers and
practitioners have recognized that a common thread connects these abili-
ties, but the labels they have developed for it, such as soft skills, have not
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been very satisfying. The recent work on emotional intelligence suggests a
way of unifying this disparate body of work. More specifically, a theory of
performance based on EI and derived from a broader multilevel theory
of personality provides a single nomological network for these skills and
abilities as well as a strategic blueprint for leadership development efforts.
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5

The Role of Nonverbal Behavior
in Leadership

An Integrative Review

Annick Darioly and Marianne Schmid Mast

One of the main activities of leaders is interacting with others (e.g.,
Yukl, 2010). Their interactions with followers, colleagues, or business part-
ners happen through verbal and nonverbal behavior. In this chapter, we
focus on leader nonverbal behavior (NVB). NVB plays an important role
in interpersonal communication in general and accounts for a majority
(about 65%-90%) of the meaning conveyed in social interactions (e.g.,
Crane & Crane, 2010).

NVB refers to any behavior other than speech content. However, the
distinction between verbal and nonverbal behavior is not always clear.
For example, “emblems,” such as nonverbal gestures like the “okay” made
with the thumb and forefinger or the “thumbs up” gesture, have a distinct
verbal meaning. But most nonverbal cues are subject to interpretation. A
distinction between speech-related NVB and speech-unrelated NVB can
be helpful (Knapp & Hall, 2010). Speech-related NVB encompasses, for
instance, tone of voice, speech modulation, and speech duration. Examples
of speech-unrelated NVB include eye gaze, facial expressions, body move-
ments, posture, touch, smell, mode of dress, and walking style (Knapp &
Hall, 2010). Whether verbal or nonverbal behavior matters more as a source
of information depends on the situation. In an equivocal situation, NVB is
often referred to as a source of information. The more a situation is equivo-
cal, the more important NVB is. People often turn to NVB for information
when the NVB contradicts the verbal communication or when individuals
doubt the honesty of a verbal communication (e.g., Mehrabian, 1972).

NVB is important for successful social interactions. Its functions include
revealing personality characteristics, signaling interpersonal orientations
(dominance, friendliness), or expressing emotions (Knapp & Hall, 2010).
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When strangers meet for the first time, the impression they form about each
other is mostly based on verbal and nonverbal cues (e.g., Ambady, Halla-
han, & Rosenthal, 1995; Costanzo & Archer, 1989; Hyde, 2005). Regardless
of whether the formed impressions are correct, they affect what one thinks
about social interaction partners and how one behaves toward them. In
sum, interaction partners express their states and traits—not only but
also—through NVB, consciously or unconsciously, and they use NVB to
form impressions about others (Mehrabian & Wiener, 1967). This pro-
cess can be illustrated with the Brunswikian lens model (Brunswik, 1956)
(Figure 5.1). Two perspectives are present in the model. On one hand, the
model depicts the perceiver who observes the target’s NVB and interprets
it. The perceiver forms an impression about the target, for example, regard-
ing the target’s personality, based on the target’s NVB. On the other hand,
the model depicts the target and how he or she expresses himself or her-
self in NVB. Scholars have extensively used the Brunswikian lens model
(Brunswik, 1956) to explain accuracy in social perception in different situ-
ations, including the leadership context. To illustrate, in a business meeting,
on one hand a new employee typically observes the NVB of the individuals
present in the meeting and infers who might be the leader through their
NVB. This refers to the relationship between the perception of leadership
and the observed NVB. On the other hand, the actual leader might speak
more and approach more closely than the followers. This describes the rela-
tion between an individual’s actual leadership and his or her NVB. If the
perception of leadership and the actual leadership correspond with each
other, this is accuracy. Accuracy as we describe it here is one aspect of a
person’s nonverbal communication abilities (Riggio, 2006). Nonverbal com-
munication abilities are understood as individual differences in people’s
skills to convey nonverbal messages to others, to read others’ NVB, and to
regulate and control their nonverbal displays (Riggio, 2006). They are part
of the domain of interpersonal skills, which are the skills a person uses to
properly interact with others (Riggio, Riggio, Salinas, & Cole, 2003).
Nonverbal communication abilities and NVB play an important role in
leadership (Stein, 1975). Leadership is the process of influencing or control-
ling the behavior of others in order to reach a shared goal (Northouse, 2007;
Stogdill, 1950). It has even been suggested that in the leadership context,
nonverbal communication is more important than verbal communica-
tion. When the leader’s verbal and nonverbal cues are in contradiction, the
followers are more likely to trust the leader’s nonverbal cues (Remland,
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Accuracy
Individual A NVB Individual B
TARGET PERCEIVER
Actual NVB
personality Perceived
or leadership personality
NV or leadership
of
Expressed A
personality NVB \
or leadership

FIGURE 5.1
Leadership and NVB based on the Brunswikian lens model (Brunswik, 1956)

1981). Individuals in leadership positions express their power and author-
ity not only verbally but also nonverbally to get followers’ attention and
exert influence over them, for example, by being nonverbally persuasive
(using greater facial expressiveness and greater fluency and pitch variety;
Burgoon, Birk, & Pfau, 1990). A number of studies have documented the
effects of leader NVB on leadership effectiveness (i.e., the evaluations of
leaders’ competence, supportiveness, or success and leaders’ effects on fol-
lowers’ satisfaction, motivation, and performance; Kaiser, Hogan, & Craig,
2008). For example, leaders establish a high level of mutual trust, cohesion,
and sensitivity to followers’ needs by demonstrating abilities to communi-
cate nonverbally (Yukl, 2010). According to Riggio and colleagues, leaders
who are able to correctly read and interpret nonverbal cues and act upon
this understanding are more likely to exhibit behaviors that meet the needs
of their followers (Reichard & Riggio, 2008; Riggio, 1986, 2006; Riggio &
Carney, 2003), ultimately resulting in more positive perceptions of the lead-
ers’ effectiveness (Riggio et al., 2003). Uhl-Bien (2004) suggests that leaders’
nonverbal interpersonal skills are part of the key features needed to build
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effective leader-follower relationships. Thus NVB is a crucial means through
which interpersonal skills lead to effective leadership.

In this chapter, we present an integrative review regarding the role of
NVB in leadership. We organize the chapter around the following central
questions: Based on which NVB do individuals perceive or infer leadership
in emergent hierarchies? Based on which leader NVB do followers perceive
effective leadership in actual hierarchies? Which NVB do leaders exhibit?
How does leader NVB impact leadership effectiveness? Consequently, the
goals of this chapter are (1) to provide an overview of the empirical find-
ings pertaining to NVB in a leadership context; (2) to show how individual
differences affect the relation between NVB and leadership; (3) to discuss
implications of the reported findings for leaders; and (4) to draw conclu-
sions and make suggestions on how to advance research in this field.

NONVERBAL BEHAVIOR AND THE
PERCEPTION OF LEADERSHIP

Nonverbal behavior plays an important part in the perception of lead-
ership. Research on NVB and perceived leadership has focused on two
distinct aspects: the role of NVB for emergent leadership, and the percep-
tion of leadership based on NVB. In this section, both aspects are presented
and discussed.

NVB and Emergent Leadership

An emergent leader is defined as the person who is not assigned a leader-
ship position but arises as a leader within a group (Guastello, 2002; Stein &
Heller, 1979). The emergent leader is typically the one who has the most
influence in the group (Stein & Heller, 1979). An individual emerges as
a leader based on other individuals’ perceptions of him or her (e.g.,
Gray & Densten, 2007; Schyns, Felfe, & Blank, 2007). This mechanism is
explained by the Expectation States Theory (EST; Berger, Conner, & Fisek,
1974; Berger, Fisek, Norman, & Zelditch, 1977; Ridgeway & Berger, 1986).
According to EST, group members form performance expectations about
each other. A performance expectation is a “generalized anticipation of
one’s own or another’s capacity to make useful contributions to the task”
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(Ridgeway & Berger, 1986, p. 604). To the extent that all group members
share these expectations, they become self-fulfilling prophecies. Expec-
tations are affected, especially in relatively homogenous peer groups, by
the NVB exhibited by the group members (Ridgeway & Berger, 1986).
To illustrate, an individual who talks a lot in a group discussion might be
perceived as an expert on the discussion topic, so the performance expec-
tations for this individual are high. As a consequence, this individual is
provided with more opportunities to contribute, thus gaining more influ-
ence in the group and emerging as the group’s leader.

The typical research design to assess emergent leadership is to video-
tape group interactions, to code the NVB of each group member, and then
to compare it with the group members’ ratings of each other in terms of
leadership (e.g., Baird, 1977; Riggio et al., 2003). Some studies have, how-
ever, used external (nongroup members) for assessing the leadership of
each group member. To illustrate, in some studies (Moore & Porter, 1988;
Schmid Mast, Hall, Murphy, & Colvin, 2003; Stang, 1973), external observ-
ers watched different targets and then rated their leadership or dominance
(i.e., any behavior aiming at gaining influence over others; Schmid Mast,
2010). The observations yield information about which of the targets’
NVB observers use to infer leadership, thus emergent leadership. People
use a number of NVBs to infer leadership. For example, gazing more, espe-
cially at the end of a statement (Kalma & Van Rooij, 1982) in order to invite
others to speak up, is a behavior that emergent leaders exhibit. Also, body
movements such as more or fewer arm and shoulder movements contrib-
ute to perceptions of emergent leadership (Baird, 1977). The choice of
seating can also affect the emergence of a leader (e.g., Heckel, 1973; Por-
ter & Geis, 1981; Ward, 1968). In developed countries at least, leaders are
often expected to sit at the head of the table. Speaking time has also been
shown to relate to emergent leadership as demonstrated in a meta-analysis
by Schmid Mast (2002). Visual dominance, defined as the ratio of the per-
centage of looking while speaking divided by the percentage of looking
while listening (Exline, Ellyson, & Long, 1975), also shows a positive link
to emergent leadership (Dovidio & Ellyson, 1982).

The most comprehensive meta-analysis on the link between NVB and
emergent leadership or perceived dominance stems from Hall, Coast,
and Smith LeBeau (2005)." Results suggest that many different cues can
mark emergent leadership. Individuals are perceived as emergent lead-
ers when they show more gazing, more nodding, and lowered eyebrows.
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They are perceived as emergent leaders when they demonstrate less self-
touching but more touching others. They are perceived as emergent
leaders when they have a more variable tone of voice, a faster speech rate,
and a lower voice pitch, as well as when they show more vocal relaxation.
Additionally, they are perceived as emergent leaders when they show
more erect or tense postures, have more hand and arm gestures, and
more body or leg shifts, as well as more body openness. Also, they are
perceived as emergent leaders when they interrupt others more often.

NVB and Perceptions of Leadership

The perception of leadership by group members is also important in estab-
lished hierarchies. The power leaders have depends on how followers perceive
them (Hollander & Julian, 1969; Maurer & Lord, 1991; Pfeffer, 1977).

The perception of leadership in an established hierarchy can be under-
stood by using implicit leadership theory (ILT; e.g., Lord, de Vader, &
Alliger, 1986; Lord, Foti, & Phillips, 1982). This theory holds that individuals
develop a set of beliefs about the characteristics and behaviors of effective
and ineffective leaders (e.g., strength, charisma, sensitivity, tyranny) based
on previous experiences (Schyns & Schilling, 2010). These beliefs are outside
of conscious awareness—they are implicit. Thus, followers use their beliefs
to explain and evaluate their leaders’ behaviors. Research suggests that the
degree of matching that occurs between followers’ beliefs and their leaders’
behavior partially determines whether followers categorize their leaders as
effective or ineffective leaders (Nye, 2002; Nye & Forsyth, 1991; Schyns &
Schilling, 2010).

NVB plays a role in leadership perception. For example, Savvas and
Schyns (2012) used ILT and pictures of facial expression to investigate
how leadership was perceived. Participants reported their beliefs about the
characteristics and behaviors of leaders. Then each participant examined
a photo of a man in which the facial expression differed (neutral versus
raising/lowering and pulling together the eyebrows). Raising and pulling
together the eyebrows typically expresses sadness or fear, whereas lower-
ing and pulling together the eyebrows typically expresses anger (Ekman,
Friesen, & Hager, 2002). The participants then were asked to evaluate the
man in the picture with respect to leadership perception using the same
questionnaire in which they reported their beliefs about the characteristics
and behaviors of leaders. Results showed that when the participants’ beliefs
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matched how they perceived the man based on his facial expression, the
depicted man was evaluated as more leader-like.

In sum, the implicit theories about leader characteristics that follow-
ers harbor influence how a leader is perceived. For all of these judgments,
perceptions and evaluations of leadership are based on the leader’s NVB.
In order to complete this overview, it is important not only to understand
how leadership is perceived but also how it is expressed through NVB.

NONVERBAL BEHAVIOR AND THE
EXPRESSION OF LEADERSHIP

A leader’s role is to provide information, to instruct, direct, coordinate,
and to give feedback (Mintzberg, 1973). Obviously, encoding or sending
nonverbal messages to followers, coworkers, or business partners is part of
the leader role. The leader’s NVB differs according to the leadership style
adopted by the leader (constructive versus destructive). In this section, we
review studies in which researchers examined NVB of actual leaders to iden-
tify the NVB relevant to constructive and destructive leadership theories.
One of the most effective or constructive leadership styles is the charis-
matic or transformational leadership style (Bass & Bass, 2008).% It results in
increased follower satisfaction and more organizational effectiveness (Lowe,
Kroeck, & Sivasubramaniam, 1996). This style typically includes NVB such
as animated facial expressions, faster rate of speech, and erect posture or
expansive body movements (Friedman, Prince, Riggio, & DiMatteo, 1980;
Friedman & Riggio, 1981). Charismatic leaders use these nonverbal cues “to
move, inspire, or captivate others” (Friedman et al., 1980, p. 133), to express
a strong and confident presence, and to stimulate desired responses from fol-
lowers (Gardner & Avolio, 1998). Even in an experimental setting, it has been
shown that the expression of certain NVB makes people judge somebody
as charismatic (e.g., Awamleh, 1997; Awamleh & Gardner, 1999; Howell &
Frost, 1989; Shea & Howell, 1999). For example, Awamleh and his colleague
(Awamleh, 1997; Awamleh & Gardner, 1999) presented videotaped charis-
matic speeches to participants. The actor was trained to use animated facial
expressions and dynamic hand and body gestures, to show vocal fluency, and
to maintain eye contact. Results demonstrated that leaders were perceived as
charismatic when they exhibited the aforementioned NVB more than when
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they did not. In a laboratory experiment, Shea and Howell (1999) trained
actors to be charismatic or noncharismatic leaders. Charismatic leaders were
trained to maintain direct eye contact, to have an animated facial expression,
to use a captivating voice tone, to lean forward toward the participants, and to
alternate between pacing and sitting on the edge of the desk. Contrastingly,
noncharismatic leaders were trained to maintain sporadic eye contact, a
neutral tone of voice, and a neutral facial expression. The study showed
that charismatic leaders interacting with the participants were perceived as
charismatic when they exhibited the corresponding NVB. Consistent with
the experimental studies, Groves (2006) examined actual organizational
leaders and found that leader nonverbal expressivity was positively related
to follower ratings of leader charisma.

In contrast, one of the less effective leadership styles is labeled “destruc-
tive leadership” (Schyns & Schilling, 2012). Destructive leaders intentionally
or unintentionally affect the activities and relationships within the team or
the organization (e.g., attempting to reach higher performance or to bully a
follower into leaving) (Schyns & Schilling, 2012). It results in undermining
the followers’ satisfaction and the organization’s effectiveness (Einarsen,
Aasland, & Skogstad, 2007). Researchers and scholars have used many
concepts to describe destructive leadership, such as “toxic leadership”
(Lipman-Blumen, 2005) or “abusive supervision” (Tepper, 2000). Contrary
to charismatic leadership research, NVB related to this style has almost
never been investigated. In his definition of abusive supervision, Tepper
(2000) included the display of NVB excluding physical contact; however,
he did not mention specific NVB related to destructive leadership.

Although to date no empirical research has identified the specific NVB
relevant to the expressions of destructive leadership, it is of great impor-
tance to expand this research area. For instance, researchers might want
to clarify which NVB refers to destructive leadership and how destructive
NVB impacts leadership effectiveness. At this point a table of the results
regarding the role of NVB in leadership is provided (Table 5.1).

NONVERBAL BEHAVIOR AND EFFECTIVE LEADERSHIP

Obviously, the expression of leadership through NVB can be beneficial
for leaders in order to be effective. In this section we review some of the
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research that demonstrates the role of NVB in leadership effectiveness,
integrating both aspects of leadership effectiveness: (1) the evaluations
of leaders’ competence, supportiveness, or success; and (2) followers’ out-
comes such as satisfaction, motivation, or follower/team performance
(Kaiser et al., 2008).

With respect to NVB and leader evaluation, research shows that leader
NVB can convey supportiveness (Remland, Jacobson, & Jones, 1983)
and professional success (DePaulo & Friedman, 1998; Shamir, House, &
Arthur, 1993). In an experimental study (Remland et al., 1983), Remland
and colleagues asked undergraduate students to read a scenario in which
different aspects of leader NVB were described and then to evaluate the
leaders’ supportiveness. Results showed that participants perceived lead-
ers as supportive when they touched their followers, were oriented toward
their followers, spoke with a soft voice, smiled with compassion, gazed, and
nodded. In contrast, leaders who kept their distance, were leaning back,
spoke in a firm voice, interrupted, did not look or smile, and turned away
from their followers were perceived as nonsupportive. Moreover, DePaulo
and Friedman’s review (1998) demonstrated that the display of more eye
contact, more gesturing, more smiling, animated facial expressions, and
more pitch variation were related to professional success. Research on
charismatic leadership shows that more expressive NVB is linked to more
leader success (Bass, 1990; Riggio, 1998).

Leader NVB not only impacts the evaluations of leaders, but also fol-
lower outcomes. In a work context, according to the Pygmalion theory
(Eden, 1990), leaders might adapt their behavior toward their followers in
accordance with the leaders’ expectations about followers” performance.
This behavior, in turn, influences the followers’ self-efficacy (Bandura,
1977) and performance (Sutton & Woodman, 1989). This influence can be
beneficial as well as detrimental. For instance, if the leader expects increased
performance from his or her followers, then the followers indeed show that
increase; and if the leader expects decreased performance from them, then
the followers show that decrease. Research demonstrated that leaders’ NVB
is different when interacting with followers of whom they have higher
performance expectations than those of whom they have lower perfor-
mance expectations. However, the difference is undetectable by followers
(King, 1971). King (1971) demonstrated the Pygmalion effect in a training
program for disadvantaged people using an experimental approach. He
randomly selected different individuals as high aptitude personnel (HAP),
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leading the leaders to expect higher performance from these followers.
Results showed that the HAP showed significantly higher performance
than the other followers (control group). Post experimental interviews
were conducted with the followers to better understand the effect. Two
pictures of their leader were shown to the followers: They were identical
except that one was modified to make the pupil size of the leader’s eyes
larger than in the other. Enlarged pupil size is indicative of favorable atti-
tudes toward others (Janisse, 1973). Both the HAP and the control group
were asked to choose the picture closest to the way their leader looked at
them. The HAP picked pictures with enlarged pupils significantly more
often than the control group. However, they did not notice the pupil size
difference between pictures. Thus, the way a leader looks at and to his or
her followers subconsciously influences the followers’ performance.

Also, leaders’ NVB can affect followers’ satisfaction, motivation, and
performance (Tjosvold, 1984). In a laboratory study (Tjosvold, 1984),
participants interacted with a leader to complete a task. The leader was
either directive or nondirective and behaved in a nonverbally cold or warm
manner. Cold NVB consisted of a tough voice, smiling avoidance, stiff
facial expression, greater interpersonal distance, and eye contact avoid-
ance, whereas warm NVB included soft and audible tone of voice, smiling,
friendly facial expression, closer interpersonal distance, and direct eye con-
tact. Results showed that participants who interacted with a warm leader
were satisfied with the leader, perceived the leader as helpful, wanted to
work again with the leader, and wanted to meet the leader socially. More-
over, leaders’ warm NVB coupled with directive instructions increased
followers’” productivity, whereas leaders’ warm NVB coupled with non-
directive instructions decreased followers” productivity. In the same vein,
Gaddis, Connelly, and Mumford (2004) demonstrated that after a failure
feedback situation in which leaders delivered the feedback in a positive and
supportive way (i.e., calm voice and smile), teams performed better on the
task than did teams whose leaders displayed negative affect (i.e., tense voice,
negative tone of voice). In a recent experimental study, Talley (2012) dem-
onstrated that attraction or repulsion toward a leader can be determined by
the leader’s hand gestures displayed during a speech. Participants watched
a video of a leader using different hand gestures: positive (humility, com-
munity, and steepling hands), defensive (hands behind back or in pocket,
or crossed arms), and no hand gestures. Results showed that participants
perceived positive and defensive hand gestures as more immediate than no
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hand gestures, which were perceived as distancing. Moreover, leaders with
positive hand gestures were perceived as more attractive than leaders with
defensive and no hand gestures.

The way leaders use NVB to influence and guide their followers can be
explained by the emotional contagion process (see Hatfield, Cacioppo, &
Rapson, 1994). This process refers to followers’ tendency to automati-
cally imitate and synchronize with the facial expression, postures, tone of
voice, or body movements of leaders, mostly unconsciously. This results
in emotional convergence between leaders and followers, whereby follow-
ers actually feel the mimicked expressions. Empirical evidence supports
this. Sullivan and Masters (1988) showed videotaped excerpts of political
candidates to participants. The candidates displayed either happy/reas-
suring (e.g., raised eyebrows, smiles) or neutral facial expressions. Results
indicated that changes in participants’ attitudes of political support (i.e.,
measure of warmth toward the candidate) were more likely to be influenced
by emotional responses to happy displays than by party identification or
assessment of leadership skills. More recently, Cherulnik and colleagues
(Cherulnik, Donley, Wiewel, & Miller, 2001) found that followers imitated
the nonverbal cues (e.g., smiles) emanated by charismatic leaders during
their talks, whereas followers did not imitate the cues of noncharismatic
leaders.

We can conclude that leader NVB affects leadership effectiveness most
likely through an interactive process between leader expressive NVB and
followers’ perception of and imitation thereof. Although there is no sim-
ple and easy recipe for leadership effectiveness (Eden et al., 2000; White &
Locke, 2000), we suggest in the next section that leaders study nonverbal
communication to maximize their impact on followers.

IMPORTANCE OF LEADER NVB FOR
LEADERSHIP OUTCOMES

As mentioned in the introduction, effective leaders need specific interper-
sonal skills, and NVB is an important part of the interpersonal skills that
lead to effective leadership. In this section, we provide tips on how leaders
can learn to improve their nonverbal encoding and decoding skills in order
to be effective.
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Evidence suggests that leaders can improve their nonverbal expression
of leadership through training (e.g., Frese, Beimel, & Schoenborn, 2003;
Taylor, 2002; Towler, 2003; Vrij & Mann, 2005). Training of charismatic
nonverbal communication (e.g., facial expressions, body gestures, eye con-
tact, and animated voice tone) and of visionary or inspirational verbal
content communication (e.g., articulating a vision, using metaphors) both
showed an increase in leadership effectiveness. For example, in a study by
Towler (2003), participants who received charismatic leadership training
exhibited more charismatic behaviors and influenced followers to perform
better on a task. In the same vein, such training successfully developed
a range of NVB—using gestures, variation of speech, increased speech
speed and loudness—that lead to charismatic leadership behavior (Frese
et al., 2003). Using a similar approach to the two aforementioned stud-
ies, Antonakis, Fenley, and Liechti (2011) also demonstrated in two studies
that charismatic leadership training positively influenced evaluations of
leader charisma. The results from these studies suggest that charismatic
NVB is an acquirable skill.

The skill to accurately decode subtle nonverbal cues is also important
for leaders to possess, not only to understand the messages sent by fol-
lowers, but also for building rapport and for responding to the needs of
followers. Evidence shows that leaders might be more skilled in correctly
assessing others’ states and traits based on observing others’ NVB than are
followers (Schmid Mast, Jonas, & Hall, 2009). Moreover, accurate assess-
ment of others by leaders is related to positive leadership outcomes, such as
increases in follower satisfaction (Byron, 2007; Schmid Mast, Jonas, Klock-
ner Cronauer, & Darioly, 2012). Although not much is known about the
possibility of training leaders’ nonverbal decoding skills, Costanzo’s (1992)
findings suggest that leaders’ NVB decoding skills can be improved. The
author conducted a study in which participants received either an infor-
mational lecture on verbal and nonverbal cues, or training in detecting
relevant cues in filmed interactions. In the latter condition, participants
watched videotaped excerpts of social interactions and were asked to judge,
for instance, the type of relationship among the social interaction partners.
Then, the correct answer and the specific nonverbal cues indicative of the
correct answer for each scene were pointed out to the participants. Results
indicated that only participants who received the detection training sig-
nificantly improved their skills to correctly interpret NVB.
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It seems that it is possible to train leaders and that NVB training for
leaders is beneficial for leadership effectiveness. Riggio and colleagues
(Riggio, 1989; Riggio & Carney, 2003; Riggio & Reichard, 2008; Riggio et
al., 2003) highlight that feedback is important to improve skills in nonver-
bal decoding and encoding. Leaders can become more aware of their own
NVB as well as that of their followers.

LEADERSHIP, NONVERBAL BEHAVIOR,
AND INDIVIDUAL DIFFERENCES

Considering leadership as an interactive dynamic between a leader and a
follower, it is relevant to take into account the individual characteristics
that might impact this dynamic. In this section, we discuss gender, cultural
background, and other individual differences that can affect the leader-
ship-NVB link.

Gender and Leadership

Research shows that the gender of the leader plays a significant role in the
leadership context. The perception of leadership through NVB might vary
according to the gender of the leader. On one hand, leadership is inferred
from different NVB for female and male leaders. Perceivers rely more on
downward head tilt and lowered eyebrows when assessing the leader-
ship position of women than when assessing leadership in men (Schmid
Mast & Hall, 2004b). On the other hand, the same behavior exhibited by a
female or male leader results in different perceptions. Women using more
eye contact, gesturing, smiling, animated facial expressions, and variations
in pitch are seen as more charismatic than men showing the same NVB
(Bass & Avolio, 1989).

On the other hand, women and men exhibit different NVB in leadership
positions. In a leadership position, men use more expansive body posi-
tions, speak more, use a louder voice, and interrupt others more frequently
than do women (Hall, 2006). However, female leaders have more expres-
sive faces and maintain closer interpersonal distance than do male leaders
(Hall, 2006).
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Finally, the same NVB exhibited by female leaders and by male lead-
ers affects followers differently. Assertive and directive behaviors (e.g.,
speaking first or responding quickly in conversation) are perceived more
favorably in male than in female leaders (Eagly & Karau, 2002). This sug-
gests that gender-congruent NVB affects leader perception positively and
gender-incongruent NVB hurts the leader.

Although we focus on leader gender, follower gender can also be a mod-
erator of how male or female leaders behave nonverbally and how they
are perceived based on their exhibited NVB. Research in leadership emer-
gence suggests that the interaction between the perceiver’s gender and
the target’s gender influences how people infer leadership. For example,
the cue of sitting at the end of the table held for leadership emergence
(e.g., Heckel, 1973; Porter & Geis, 1981; Ward, 1968), but when individu-
als had the choice between a man and woman seated at each end of the
table, they tended to choose a person of their own sex as leader (Jackson,
Engstrom, & Emmers-Sommer, 2007). In regard to leadership position,
when female leaders exhibit upright posture, high speech rate, moderate
eye contact while speaking, few vocal hesitations, and calm restrained hand
gestures, they influence male followers less than a male leader exhibiting
similar NVB (Carli, LaFleur, & Loeber, 1995). Female leaders who exhibit
the aforementioned NVB were also perceived as less likable by male follow-
ers in comparison to men exhibiting similar NVB. However, female leaders
who exhibited the aforementioned NVB did not have a differential effect
on female followers. For women followers, the woman leader’s nonverbal
cues did not affect how much followers were influenced or their liking for
the leader (Carli et al., 1995).

To conclude, the relationship between leadership, NVB, and gender is
complex and multifaceted. Depending on the interaction between gender
and leadership position, men or women express different kinds of NVB,
which affect the way others perceive the NVB they convey.

Cultural Background and Leadership

The relationship between NVB and the cultural background of the follow-
ers or leaders is also relevant to leadership. Cultural background affects
how leadership is perceived and expressed. NVB takes on shared meaning
in a specific cultural setting (Knapp & Hall, 2010). For example, a Japa-
nese leader may interact at a more pronounced interpersonal distance
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compared to an American leader, and so cultural differences in NVB
between leaders and followers might result in misunderstandings. Some
authors (Matsumoto, 1990, 1991) suggest that persons from individualis-
tic cultures (e.g., the United States) express feelings more openly and tend
to be more nonverbally demonstrative than individuals of collectivistic
cultures (e.g., China). Moreover, people of individualistic cultures tend to
be more accurate in decoding subtle nonverbal cues (e.g., Beck, Broske,
Koster, Menzel, & Mohr, 2003; Hofstede, 2001; Matsumoto et al., 2002),
and there is a cultural ingroup advantage at correctly assessing others’
emotions (Elfenbein, Beaupré, Lévesque, & Hess, 2007), despite emotion
recognition being universal (Ekman, 1994). The Global Leadership and
Organizational Behavior Effectiveness study (GLOBE; House, Hanges,
Javidan, Dorfman, & Gupta, 2004), a project that included 62 cultures,
demonstrated that there are both universal characteristics and significant
cultural differences concerning leadership. While charismatic leadership
is preferred in many cultures, the overall behaviors associated with lead-
ership and the expected behaviors from leaders may be dissimilar. For
example, in her study, Gaal (2007) examined the relationship between char-
ismatic/transformational leadership, NVB, and culture. Two cultures were
observed: the United States (low on power distance) and Hungary (high on
power distance). A male actor was asked to recite a charismatic speech in
three different ways: reserved, orchestrated, and aggressive. In the reserved
scenario, the actor had a monotone voice and did not look at the camera or
move his arms. In the orchestrated scenario, the actor was dynamic, with an
animated voice, a natural eye contact with the camera, and his palms open.
In the aggressive scenario, the actor yelled and showed intense emotions
during his speech, maintained direct eye contact with the camera, and used
his arms or hands to point or knock on the podium. Participants randomly
watched one of the three scenarios. The NVB displayed by the leader was
perceived differently by observers in the United States than by observers in
Hungary. For both countries, there was a positive relationship between the
orchestrated NVB and charismatic leadership characteristics (i.e., vision,
inspiration, and trustworthiness) and a negative relationship between the
reserved NVB and charismatic leadership characteristics. However, the
aggressive scenario was perceived as more detrimental for the perception of
charismatic leadership characteristics in the United States than in Hungary
compared to the two other scenarios. In the same vein, Matsumoto (1990)
studied displayed emotions in Americans and Japanese. Participants saw
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faces portraying emotions and assessed the suitability of each in differ-
ent social situations such as interactions between a leader and a follower.
Results showed that on one hand, the Japanese found it suitable to express
negative emotions (e.g., anger) toward followers because the expression of
such behavior serves to maintain the existing culturally grounded power
distance. On the other hand, the Americans discouraged leader displays of
negative emotions to followers because these emphasize status differences,
which is contradictory to the American culture of equality.

Although the impact of cultural difference in NVB expressed by leaders
has not been covered in great detail, the research demonstrates that lead-
ers may be perceived differently in one culture than another, and acceptable
leader NVB may be culturally dependent.

Other Characteristics and Leadership

There is an almost endless list of other characteristics that do or potentially
could affect the NVB-leadership relationship. For example, expressions and
perceptions of leadership may differ in important ways depending on the
individual’s social motives (e.g., goals, desires) or on his or her emotional
state (e.g., happiness, anger). A leader who argues with a follower about
respecting a deadline might behave differently than a leader who wants to
fire an ineffective follower. Moreover, smiling in a situation of crisis may
be regarded as sarcastic rather than supportive. This idea is supported by
Bucy (2000), who showed that leaders were assessed more favorably when
the NVB they demonstrated was considered compatible with the message
they conveyed.

The nature of the relationship the individual has with others (e.g., new
or well-known followers, colleagues, leaders, or clients) might also affect
the NVB-leadership relationship. Cashdan (1998) demonstrated that, in
discussions, female and male leaders showed differences in NVB depend-
ing on whether they were with acquaintances or strangers. Female and male
leaders spoke more in discussions with strangers than in discussions with
acquaintances. Female leaders had more open body postures; in particular,
their legs were more open in discussions with strangers than in discussions
with acquaintances. Male leaders smiled less in discussions with strangers
than in discussions with acquaintances.

Personality is certainly another important factor. For example, extra-
version and dominance affect emergent leadership. Extraversion refers to a
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predisposition to be outgoing, active, or assertive (Judge & Bono, 2000), and
the personality trait of dominance refers to a predisposition to try to influ-
ence others (Ellyson & Dovidio, 1985). Evidence indicates that personality
influences sitting positions. Extraverts tend to choose seating positions that
put them in the focus of the others (Cook, 1970), which then, as we dis-
cussed earlier, increases the chances for those people to emerge as leaders. In
the same vein, Hare and Bales (1963) noted that people at the head, foot, or
center of the table were likely to have dominant personalities. Kalma, Visser,
and Peeters (1993) demonstrated that in an emergent leadership situation,
individuals who scored higher on sociable dominance (i.e., high self-esteem,
positive attitudes toward others, a central position in groups, a strong need
to influence others, and an independent and active attitude) or aggressive
dominance (negative attitudes toward others and a strong motivation to
realize one’s goals, even at the detriment of personal relationships) emerge
as leaders, with sociably dominant individuals chosen more frequently as
group leaders than aggressively dominant individuals. Moreover, sociably
dominant individuals behaved differently from aggressive dominant indi-
viduals in that they looked at others more while speaking, made more eye
contact, and used more gestures. Aggressively dominant individuals looked
at others less while listening and interrupted more.

Some of the discussed characteristics can interact with each other and
affect the NVB-leadership relationship. Not much research has looked at
such complex patterns. One example is a study showing that leader gender
interacted with dominance and leadership position in predicting NVB. In
non leadership positions, women who were high in dominance smiled less
than women who were low in dominance, while no such effect emerged for
men (Schmid Mast & Hall, 2004a). There is clearly more research needed
to address such complex interplays.

CONCLUSION AND OUTLOOK

The aim of this chapter is to better understand the role of NVB in leader-
ship by showing that leader NVB is an important means for framing the
relationship between leaders and followers, and for effective leadership.
Differences in NVB among group members are part of the basis on which
leaders emerge in groups. Moreover, followers use different leader NVB to
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judge and evaluate their leaders. The NVB that leaders exhibit is linked to
their leadership styles, and leader NVB impacts (most of the time uncon-
sciously) leadership effectiveness. Knowing which leader NVB is related to
better or worse leadership outcomes is beneficial because it allows for the
training of leaders. Leader interpersonal skill training can make leaders
aware of their own NVB and provide them the tools to adapt to others’
NVB. This awareness and adaptability is necessary to be effective.

Organizations that want to improve should be interested in NVB train-
ing for their leaders because it potentially increases leadership effectiveness.
Moreover, knowing that NVB plays a primary role when dissonance occurs
between verbal and nonverbal behavior may help in understanding the
demands of leadership in organizations. Leaders are often required to show
different emotions than those they actually feel. For example, during times
of crisis, leaders might more easily find the right words rather than the right
NVB to support their followers. However, they need to display NVB indica-
tive of confidence and optimism even if they are as worried and anxious as
their followers. Thus it is important that leaders be trained in the context
of “emotional labor” (i.e., leaders are expected to display certain emotions
as part of their leadership position; Humphrey, Pollack, & Hawver, 2008).

Research in nonverbal communication and leadership remains scarce. It
might be relevant to know which NVB are more or less related to interper-
sonal skills in order to achieve a better focus in leader NVB training. For
example, is touching more related to emotional or social skills according to
Riggio’s Social Skills Inventory (Riggio, this volume, Chapter 3; Riggio &
Carney, 2003)? Moreover, much of the research focuses on the NVB of effec-
tive leaders, but we need to identify the NVB related to destructive and toxic
leaders to know their effects and avoid them.

Regarding the methods used, research has tested a range of diverse NVB
in relation to constructive leadership, but these typically remain on a cor-
relational and descriptive level. We need to better understand the effects
of the interactions and combinations of different NVB (e.g., touching and
smiling) in order to know their effects and see whether they are perceived
as effective (i.e., similar effects as incongruent verbal and nonverbal behav-
ior). Additionally, analyzing mediators of the expression or perception
of leadership (e.g., perceived competence or perceived self-confidence)
are needed to better understand why NVB is used to convey or to infer
leadership. Finally, methodological innovations in the study of NVB and
leadership are needed. For example, computer-mediated automatic coding
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of NVB related to emergent leadership is being developed and might
facilitate the work of researchers (Sanchez-Cortes, Aran, Schmid Mast, &
Gatica-Perez, 2011).

Another important area that deserves the attention of researchers is
how leaders and followers cope with the absence of some NVB in vir-
tual teams. These specific teams use computer-mediated communication
(CMC). CMC includes a variety of electronic message systems that can
be supplemented by audio and video links. Examples of CMC are email,
chat, or video conference. It is well established that there is little or no NVB
in most of CMC (e.g., Kiesler, Siegel, & McGuire, 1984; Walther, 1996),
except for video conferencing, but even in this situation NVB is limited to
some extent. Because one of the functions of NVB is to reduce the ambigu-
ity of a message, there is a high probability for misinterpretation in CMC
(Sanderson, 1993). Interesting, individuals create a number of strategies to
compensate for the lack of NVB in CMC. Most notable is the use of “emot-
icons”—smiley-faced characters used to express emotions (Walther &
D’Addario, 2001). Additionally, researchers have suggested that individuals
may become more precise in their use of words to more clearly commu-
nicate emotions in CMC (Newlands, Anderson, & Mullin, 2003). Research
on emergent leadership in virtual teams demonstrated that emergent lead-
ers sent more and longer email messages than their team members did
(Yoo & Alavi, 2004), suggesting that they act similarly to emergent leaders
in face-to-face teams who speak more (Schmid Mast, 2002).

In conclusion, additional research is needed and leader NVB training is
important to reach individual, leadership, and organizational effectiveness.
Thus, the future for NVB research in the leadership context and for leader
development seems encouraging. This integrative review on the role of
NVB in leadership provides organizations with evidence that NVB greatly
influences the attribution of leadership characteristics and may be trained
in order to improve interpersonal skills.
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NOTES

1. Hall and colleagues’ meta-analysis also includes studies with personality dominance
(single target). In this chapter, we only took the results on emergent leadership and
perceived dominance (group interaction).

2. Whereas originally, charisma referred to attributes of leaders (Weber, 1980, original
1921), modern research focuses on the behavioral side of charisma, which is represented
in the notion of transformational leadership (Bass, 1985). Charismatic and transforma-
tional leadership both refer to the same phenomenon (cf. Schyns, 2001) and can be used
interchangeably.
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A Conceptual Framework
of Emotion Management in
Leadership Contexts

Shane Connelly, Tamara Friedrich, William B. Vessey,
Amanda Klabzuba, Eric A. Day, and Gregory Ruark

The experience and display of emotions in organizations can be adaptive
or maladaptive, depending on how individuals interpret and manage such
experiences (Ashkanasy & Humphrey, 2011; Barsade & Gibson, 2007).
This is particularly true in leadership domains where research suggests the
use and appropriate management of emotions is a key part of effective
leadership (Ashkanasy & Daus, 2002; Erez, Misangyi, Johnson, & LePine,
2008; George, 2000; Gooty, Connelly, Griffith, & Gupta, 2010; Sy, Coté, &
Saavedra, 2005). The potential for a range of emotions to increase positive
organizational outcomes and minimize negative ones perpetuates interest
in understanding the relationship of emotion management capabilities to
leader performance and how these capabilities can be developed.

We offer a model of emotion management and leadership that integrates
constructs across a broad array of emotion literature and considers what
leadership performance domains are likely to be most influenced by emo-
tion capacities. Several types of emotion knowledge, skills, and abilities are
specified in this model that could potentially be enhanced through training
interventions. Individual differences and situational factors are considered
as potential moderators of the relationship of emotion capacities to leader
performance. These may influence the extent to which emotion manage-
ment is needed, the effectiveness of training and development interventions,
or both. Implications of this model for advancing research on emotion
management and for facilitating leader development efforts are discussed.

While the conceptual and empirical research on leadership and emotion
management is compelling, the current literature is open to a number of
criticisms. First, problems regarding the adequacy of emotional intelligence
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conceptualizations, measures, and unique contributions to leadership have
been the subject of recent debate (see Antonakis, Ashkanasy, & Dasbor-
ough, 2009; Harms & Credé, 2010a; Kaplan, Cortina, & Ruark, 2010). The
well-known ability model of emotional intelligence (EI) includes a rela-
tively coherent set of abilities related to the perception, use, and regulation
of emotions in self and others (Mayer, Salovey, & Caruso, 2000; Salovey &
Mayer, 1990). However, the main performance-based measure for these
abilities has failed to show unique contributions to leadership beyond gen-
eral intelligence and personality (Akerjordet & Severinsson, 2010; Harms &
Credé, 2010a, 2010b). Other definitions and models of EI (emotional and
social competencies—ESC) are more diffuse and lack conceptual clarity,
incorporating interpersonal skills, motives, values, and self-constructs
related to handling feelings, getting along with others (Boyatzis & Sala,
2004; Goleman, 1995), and facilitating intelligent behavior (Bar-On, 1997,
2006). Relationships of the self-report measures associated with these EI
mixed-models and leadership outcomes have either not controlled for
personality and intelligence or are a function of same source method bias
(Harms & Credé, 2010a). While the emotion-specific constructs from
these models may have utility, future work on emotion management and
leadership will benefit from the development of new models and measures.

A second criticism of this literature relates to the nature of the criteria used
in studies of leadership and emotion management. Overwhelmingly, these
studies have focused on transformational leadership behavior as the out-
come, or on global assessments of leader effectiveness and leader emergence.
While research on emotions in the workplace has examined relationships of
emotion-related constructs to specific types of outcomes, such as interper-
sonal effectiveness, negotiation, and risk assessment, this specificity has not
translated well to the leadership literature. Little attention has been given to
theorizing and measuring specific aspects of leader performance for which
emotion management capabilities are likely to result in desirable outcomes
(e.g., conflict resolution and providing feedback). The weak relationships of EI
with global leader effectiveness and overall transformational leadership are not
surprising given the wide range of leadership behavior reflected in these crite-
ria. A large portion of the variance in these types of criteria may be driven by
leadership behavior for which emotional skills and abilities are less necessary,
such as intellectual stimulation, resource acquisition and management, goal
setting, coordinating work activities, task-based problem solving, and organiz-
ing and planning efforts. Identifying leadership performance domains where
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emotion management capabilities are likely to exert significant influence is
important for future research (Antonakis et al., 2009; Kaplan et al., 2010).

Related to this criterion problem is a curious lack of construct specificity on
the predictor side, as well as little consideration of construct interrelationships
and moderators. This is due in part to availability of a limited set of measures
tapping emotion management (or EI) and to our acceptance of existing mod-
els of emotional intelligence. Research in the areas of emotion perception, the
structure of emotion, emotion regulation, emotional labor, and emotional
expression has the potential to improve theories, measures, and evaluation of
alternative models of emotion management and leadership. Even when emo-
tionally relevant leader performance criteria are used, emotion management
capacities may show different patterns or strength of relationships with dif-
ferent outcomes. Additionally, individual differences and situational variables
have been treated as nuisance variables or covariates rather than considered as
important moderators in and of themselves. A recent exchange of papers on
emotional intelligence in the Industrial and Organizational Psychology: Perspec-
tives on Science and Practice journal highlighted a similar concern with the lack
of consideration of context in the general literature on emotional intelligence
in organizations (e.g., Cherniss, 2010; Kaplan et al., 2010). Consideration of
specific emotion management knowledge, skills, and abilities (KSA), moder-
ating variables, and alternative criteria will encourage the emergence of new
models rather than relying on a one-size-fits-all approach.

Taken together, these issues have constrained considerations of whether
and how emotion knowledge, skills, and abilities can be developed or
trained. Emotion regulation capacities develop throughout the lifespan,
beginning at a very early age. As humans develop physically, neurologi-
cally, and socially, they learn how to regulate and control emotions through
various types of cues. These include external things such as parental con-
trol, discipline, and societal norms and values, and internal cues such as
physiological and emotional arousal and self-regulation processes (Eisen-
berg, 1998). However, while most adults have some level of experience
and competence in recognizing and regulating emotions, a variety of fac-
tors (e.g., individual differences, situational exposure, and developmental
experiences) influence the level of competence reached. Thus, adults still
display much variation in their knowledge, understanding, and skill in rec-
ognizing, regulating, and displaying emotions. Development of these skills
might be influenced by aptitudes and traits as well as the quality and vari-
ety of learning/training approaches to which learners are exposed.
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We present a conceptual framework of emotion management and lead-
ership as a starting point for developing alternative models. This framework
integrates literature from a number of different areas to identify emotion
KSAs likely to contribute to performance in emotion-relevant leader
performance domains. Individual differences and situational moderators
are considered with respect to how they might influence the development
and application of emotion management KSAs in leadership contexts.
Finally, we discuss issues regarding the trainability of emotion KSAs. This
framework may be useful for conceptualizing and testing relationships
among emotion management capabilities, training interventions, and
leader performance. We turn now to a consideration of leader performance
domains where emotion management capacities may be particularly
important.

EMOTION-RELEVANT DOMAINS OF
LEADER PERFORMANCE

Effective leaders must perform well across a multitude of domains. Lead-
ers regularly try to influence others toward accomplishing common goals
(Yukl, 2006). This manifests in a wide variety of day-to-day activities,
ranging from managing conflicts to making judgments and decisions.
Given the interpersonal nature, high stakes, and complexity of many leader
responsibilities, the management of emotions can play a critical part in
how leaders perform in these situations. Figure 6.1 includes seven leader
performance domains in which emotion management KSAs are likely to
be critical. These include providing inspirational motivation, resolving
conflict, negotiating, providing feedback, assessing risk, making ethical
decisions, and thinking creatively to solve problems.

Inspirational Motivation

This aspect of transformational leadership involves articulating a compelling
vision and inspiring followers to achieve that vision. A number of studies
have examined the effects of leader emotional displays on follower percep-
tions of a leader’s inspirational motivation and charisma (Bono & Ilies,
2006; Connelly & Ruark, 2010; Erez et al., 2008; Johnson, 2008; Waples &
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Connelly, 2008). Positive leader emotional displays are contagious, result-
ing in increased positive affect in followers. Followers experiencing positive
mood states are more likely to perceive a clearer connection between their
performance and outcomes and to appraise potential outcomes of their
behavior as more desirable (Erez & Isen, 2002). However, some studies have
shown that both positive and negative leader emotional displays influence
follower perceptions of the leader and willingness to engage in performance-
relevant behavior that supports the vision. Waples and Connelly (2008) note
that outwardly directed negative leader emotions have positive effects on fol-
lower behavior, but that these effects might not be realized when negative
affect is directed toward followers. It seems, therefore, that leaders, knowl-
edge of emotions, emotion processes, and the effects of various emotional
displays could increase follower motivation through eliciting positive or
negative emotions and connecting those to behavioral outcomes.

Conflict Resolution

Another area of leader performance in which emotion management KSAs
are likely to exert influence is conflict resolution. Conflict is certainly an
emotion-evoking experience (Bodtker & Jameson, 2001), and leaders must
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not only manage their own emotional experiences but also the experiences
of their subordinates and others involved in the conflict. Preventing and
de-escalating conflict relies in part on the organizational or group climate
as well as emotion management KSAs. Schroth, Bain-Chekal, and Caldwell
(2005) evaluated triggers that elicit emotion responses during a conflict,
showing that effective leaders steered conversations away from certain
triggers. Effective leaders can accomplish this through the use of humor,
distraction, or other emotion regulation strategies. Ayoko, Callan, and Hértel
(2008) showed that team emotional climate influenced how team mem-
bers reacted to conflict. Because leaders are instrumental in developing
and influencing team climate when affective events occur (Pirola-Merlo,
Hirtel, Mann, & Hirst, 2002), those with emotion management KSAs will
be able to establish norms, rules, and expectations for how members of the
group should deal with conflict. Leaders can emphasize the importance of
recognizing emotions, regulating them, and expressing them appropriately
to prevent or de-escalate conflicts.

Negotiation

Emotions are also important in negotiation processes (Barry, 2008;
Druckman & Olekalns, 2008) and can influence the effectiveness of dif-
ferent negotiation techniques (Van Kleef, de Dreu, & Manstead, 2006).
Leaders must often engage in joint decision making with parties that
have different interests (real or perceived). Because negotiation requires
both cooperation and competition, a natural tension occurs between the
kinds of emotional experiences and displays that might emerge during
negotiations. Van Kleef’s emotions as social information (EASI) model
suggests that displaying different emotions communicates different kinds
of strategic and social information, thereby influencing the behavior of
others involved in the negotiation. For example, the use of anger in nego-
tiations has been shown to result in greater concessions due to the other
side’s perception of the negotiator as tough and expecting a lot out of the
negotiation (Sinaceur & Tiedens, 2006; Van Kleef, de Dreu, & Manstead,
2004). Alternatively, Van Kleef (2008) points out a number of positive
effects of happiness displays during negotiations, such as increased likeli-
hood of closing a deal and desire of the other party to engage in future
negotiations. Leaders” knowledge about the effects of different emotions
on negotiation outcomes and their ability to display the appropriate
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emotions based on desired outcomes may result in greater negotiation
success for leaders.

Providing Feedback

When developing subordinates, effective leaders must convey both positive
and negative feedback in a way that will improve subsequent subordinate
performance and maintain a good working relationship. When followers
are not performing well, leaders may understandably experience nega-
tive emotions such as anger or frustration. When leaders convey negative
emotions while providing feedback, they risk increasing follower levels of
negative affectivity and sense of injustice, thereby reducing the effective-
ness of the feedback (Baron, 1990; Gaddis, Connelly, & Mumford, 2004;
Kluger & DeNisi, 1996). In essence, there appears to be some merit to
breaking bad news gently, at least in a performance feedback context.
However, there are some important caveats to this statement. First, while
positive emotions may make followers feel interpersonally safe, they also
communicate a sense that the status quo is acceptable. Thus, providing
negative feedback using positive emotions has the potential to send mixed
messages to followers. Additionally, there may also be a place for nega-
tive emotions in the feedback process. When leaders evoke emotions such
as guilt, they may see positive results. Guilt involves a negative evalua-
tion of some specific behavior rather than one’s self in general (as is the
case with shame) and triggers empathic responding (Tangney & Dearing,
2003). Studies have shown that guilt is associated with reparative behaviors
like apologizing, making amends, and correcting the behavior (Tangney,
Stuewig, Mashek, & Hastings, 2011; Westen, 1994). Thus, followers’ guilt
about instances of poor performance may be an impetus for positive future
behavior such as exerting greater effort, obtaining additional training or
knowledge, or seeking help from others (Tangney et al., 2011).

Risk Assessment

Leaders face many situations where they must weigh costs, benefits, and
risks associated with alternative courses of action. Research on the influ-
ences of emotion on risk assessment suggests this may be of particular
interest in leadership contexts. Perceptions of risk are influenced by emo-
tions as well as cognitive evaluations of the situation. The risk-as-feelings
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hypothesis proposed by Loewenstein and colleagues (Loewenstein, Weber,
Hsee, & Welch, 2001) suggests that because emotional reactions and cog-
nitive evaluations are determined by different things, people experience
conflict in emotional risk assessments and cognitive risk assessments. Cog-
nitive evaluations are driven by probability estimations of outcomes and
how negative or positive the outcomes are expected to be. This kind of ratio-
nal thought process can occur with emotion processing, but doesn’t have to.
Emotion-based assessments of risk are influenced by a variety of factors.
The vividness and immediacy of the situation may make risk more pro-
nounced. Wang (2006) found that emotion-based choices were more risk
seeking and more susceptible to the hedonic tone of the options presented
than cognitive-based choices. Additionally, evaluations of risk in interper-
sonal situations were more emotionally based, while those involving money
tended to be more cognitively based.

Other research on emotions and risk assessment has shown that differ-
ent affective states have different effects on risk assessment. For example,
positive moods result in more optimistic, risky judgments and choices,
while bad moods result in pessimistic, risk-averse judgments and choices
(Bower, 1981; Johnson & Tversky, 1983; Mayer & Hanson, 1995; Schwarz &
Clore, 1983; Wright & Bower, 1992). Discrete emotions also have differen-
tial effects on perceptions of risk. For example, Raghunathan and Pham
(1999) found that anxiety increased preference for low-risk, low-reward
options, whereas sadness increased preference for high-risk, high-reward
options. Lerner and Keltner (2000) found that fearful individuals make
relatively pessimistic risk assessments and relatively risk-averse choices,
but that angry individuals made more optimistic, risky choices.

Ethical Decision Making

Ethical leadership involves being principled, caring, setting standards, and
making fair and balanced decisions (Brown & Trevino, 2006). Making such
decisions involves sense-making processes that help individuals consider
key causes of an ethical problem, forecast possible outcomes of decisions
and actions, consider personal biases, and understand how their own and
others’ emotions may impact decisions (Mumford et al., 2008; Sonenshein,
2007). Emotions can serve as signals for leaders that they are facing an ethi-
cal dilemma and can influence sense-making processes such as considering
other perspectives and considering consequences of one’s actions (Kligyte,
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Connelly, Thiel, & Devenport, in press). While scholars have conducted
virtually no empirical research on emotion management and ethical deci-
sion making in leadership contexts, a number of studies have looked at the
effects of discrete emotions on ethical decision making. Some research has
postulated that general affect and discrete emotions such as guilt, anger,
and disgust influence ethical decisions in both conscious and subconscious
ways (Gaudine & Thorne, 2001; Haidt, 2001). Kligyte and colleagues (in
press) found that people induced to feel anger made fewer ethical decisions
on an unrelated decision-making task, while those experiencing fear made
more ethical decisions than both the anger and control groups. Regulat-
ing anger using cognitive reappraisal or relaxation strategies mitigated
its negative effects, resulting in ethical decisions comparable to the con-
trol group. Another study by Thiel, Connelly, and Griffith (2011) showed
that certainty appraisals associated with anger hindered ethical decisions
and resulted in the application of sense-making strategies associated with
retaliation and less helping of others. Finally, Connelly, Helton-Fauth, and
Mumford (2004) showed that certain positive and negative emotions facil-
itated ethical decisions in a management context, while other positive and
negative emotions hindered such decisions.

Creative Thinking

Leaders sometimes face novel challenges for which no established solu-
tions exist (Mumford & Connelly, 1991). Research has indicated that both
positive and negative affect can be beneficial to an individual’s creative
thought processes. On one hand, positive affect facilitates exploration of
procedures and possibilities in solving problems (Russ, 1993), insightful
solutions (Isen, Daubman, & Nowicki, 1987), ideational fluency (Abele,
1992; Isen, 2003), and managerial problem solving (Staw & Barsade, 1993).
Alternatively, negative affect facilitates certain aspects of creative problem
solving, such as information search (Martin, Achee, Ward, & Harlow, 1993)
and systematic information processing (Mackie & Worth, 1991).
Emotions are also relevant for creativity at the team level. When team
climate is supportive and psychologically safe, teams are more creative
and innovative (George & Zhou, 2002; Hunter, Bedell-Avers, & Mumford,
2007). Fostering creative problem solving at the team level requires leaders
to manage their own emotional displays in ways that support a climate for
creativity. They must also understand the influence of emotional states on
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creative thinking well enough to know when followers’ negative and posi-
tive emotional states will benefit their creative thinking. Certain processes
associated with creative thinking benefit from leaders being able to create
positive emotional states in themselves and in followers. However, given
that other creative processes can be enhanced by negative emotional states,
leaders may benefit from letting these states persist at certain points during
the creative process.

Research within and outside the leadership literature supports the influ-
ence of emotions and emotion management capabilities in these seven
domains of performance. As highlighted in a recent review by Gooty and
colleagues (2010), both positive and negative emotions have pros and cons
in leadership settings, implying that leaders must adapt emotion regula-
tion efforts accordingly. The set of leader performance domains is a good
starting place, but may not be exhaustive. Considering the set of emotion-
related predictor constructs is also central to furthering our understanding
of the role of emotions in leadership contexts. The next section reviews
emotion management KSAs drawn from theories and empirical studies in
the areas of emotional intelligence, emotion perception, structure of emo-
tion, emotion regulation, emotional labor, and emotional expression.

EMOTION MANAGEMENT KNOWLEDGE,
SKILLS, AND ABILITIES

Emotion Knowledge

Emotion knowledge is the first category of constructs included in our
framework. Several theories of emotion and EI have emphasized the
importance of emotion knowledge (e.g., Izard 1971; Izard et al., 2001;
Salovey & Mayer, 1990). The present framework identifies four aspects of
emotion knowledge critical to emotion management, including types of
emotions, emotion norms, regulation methods, and processes and out-
comes of emotions.

Knowledge of Types of Emotions

The first aspect of knowledge involves defining and characterizing different
types of affect, emotion traits, emotion states, and experiences. Salovey and
Mayer (1990) indicated that a key element of EI includes understanding
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and labeling one’s own emotions or those one perceives in others. While
the perception of facial expressions depicting specific emotions is included
in performance-based assessments of EI such as the Mayer Salovey Caruso
Emotional Intelligence Test (MSCEIT), the ability model of EI does not
articulate the possible ways of labeling and differentiating general affect,
discrete emotions, mood, appraisals, emotion episodes, and other types of
emotional experiences. For example, Frijda (1993) indicates that moods
are distinguished from emotions by generally being less intense, longer in
duration, and lacking a specific trigger. Emotions are characterized by sub-
jective experience (e.g., feeling good), cognitive appraisal or interpretation
of the event/circumstances triggering the emotion, physiological changes,
and action readiness.

Several models of emotion such as the circumplex model (Russell,
1980) and the taxonomy of emotion developed by Shaver, Schwartz, Kir-
son, and O’Connor (1987) would also help leaders to develop a more
complex vocabulary for emotion and to build emotion knowledge. The
circumplex model of emotion characterizes emotions in terms of degree
of negative or positive valence and degree of activation. Alternatively,
Shaver and colleagues’ (1987) taxonomy identifies six basic emotions:
love, joy, anger, sadness, fear, and surprise. Blends or co-occurrences of
these different emotions comprise lower levels of a hierarchy reflecting a
variety of common but complex feelings such as hurt, disappointment,
boredom, shame, and regret. Being able to better differentiate between
emotions and blends of emotions is important to emotional awareness
(Lane & Schwartz, 1987). Other research suggests that two emotions
can occur either at the same time or in close succession (Izard, 1972;
Tomkins, 1962). For example, an event can trigger an initial or pri-
mary emotion (e.g., anger regarding unreasonable demands from one’s
supervisor) and subsequently the experience of the primary emotion
triggers a secondary emotion (e.g., shame or guilt about feeling angry
at one’s supervisor). Riggio and Lee (2007) point out that building emo-
tion knowledge involves understanding the progression of emotions
over time. A variety of complementary theoretical approaches exist that
describe emotion concepts, each focusing on different ways emotions
can be understood (Niedenthal, 2008). Some focus on defining catego-
ries of emotions (Shaver et al., 1987), others define emotions in terms of
temporally structured scripts in people’s minds that describe probabi-
listic features of an emotion (causes, beliefs, feeling states, physiological
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changes, actions) (Russell, 1991), and others view emotions as a semantic
network of nodes (Bower, 1981). Each of these theories contributes a dif-
ferent perspective on emotion types.

Knowledge of Emotion Norms

Understanding emotion norms operating in organizational contexts is also
important for leaders. Norms for expressing emotions at work are known
as display rules (Grandey, 2000; Hochschild, 1983). Display rules indicate
which emotions are appropriate to express and how emotions should be
expressed (Dieffendorf & Richard, 2003). As Ashforth and Humphrey
(1993) noted, emotional display rules are typically conveyed informally
rather than through formal rule systems. Because of this, employee under-
standing of positive and negative display rules and the extent to which
these are job requirements depends on a number of factors. Dieffendorf,
Richard, and Croyle (2006) note that display rules can be communicated
through job characteristics and requirements, but that it is still unclear the
extent to which other factors such as training, leader communication, and
organizational culture influence the acquisition of display rule informa-
tion. Leaders have great potential to influence subordinates” perceptions
of and adherence to emotional display rules. It is also important to bear
in mind that while display rules in certain settings (e.g., customer service)
are straightforward, many leadership situations are diverse and complex,
requiring flexible display rules. Leaders must have knowledge of the likely
consequences of positive, negative, and neutral emotional displays across
different situational contexts and be able to communicate these expecta-
tions to subordinates (Seymour & Sandiford, 2005; Wilk & Moynihan,
2005).

Knowledge of Emotion Regulation

Understanding how people regulate emotions may also be central for lead-
ers who want to develop emotion management skills in themselves and
their employees. Gross’s (1998b) model of emotion regulation identifies
four categories of antecedent-focused regulation strategies, or those that
operate prior to a person fully experiencing an emotion, and response-
focused regulation strategies, or those employed after emotions have
been experienced. Several points about emotion regulation are impor-
tant to note. First, emotion regulation can occur both subconsciously and
consciously (Gross, 1998a, 1998b). Second, recent research has revealed
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that different regulation strategies have different costs and benefits. For
example, suppressing negative emotions is effective for decreasing emo-
tional expression, but does not change what a person feels. Suppression
also raises cortisol and stress levels and decreases oxygenation, resulting
in negative consequences on an individual’s physical health over time
(Levenson, 1994; Thiruchselvam, Blechert, Sheppes, Rydstrom, & Gross,
2011). Additionally, suppression impairs memory of the emotional expe-
rience (Gross, 2002). Alternatively, cognitive reappraisal or changing the
way a situation is construed decreases both the expression and experience
of the emotion and does not adversely affect memory (Gross, 2002). Dif-
ferent regulation strategies rely on different parts of the brain and occur
at different points in time during emotion regulation efforts (Ochsner &
Gross, 2008). We do not yet understand all of the functional consequences
of these differences. Still, developing an understanding of the different
regulation strategies, the situations that call for particular strategies, and
the known short-term and long-term trade-offs associated with the use
of specific strategies is an essential part of preparing leaders to regulate
emotions in themselves and others.

Knowledge of Emotion Processes and Outcomes

The fourth component of emotion knowledge is an understanding of
emotion processes and outcomes (Mayer, Roberts, & Barsade, 2008;
Salovey & Mayer, 1990). Lopes, Coté, and Salovey (2006) suggested
that to manage emotions effectively one must first have knowledge of
emotional processes. Knowledge of the emotion process includes under-
standing the causes, progression, experience, and potential outcomes
associated with emotional experiences. Emotion researchers character-
ize emotional experience as comprised of physiological, cognitive, and
behavioral elements (Ekman & Friesen, 1975; Gross, 1998b; Thompson,
1994). Understanding which physical sensations might be associated
with experiencing emotion (e.g., increased pulse, flushed skin, fatigue)
can provide valuable information for accurately identifying the emotions
one might be experiencing.

Cognitive appraisal theories of emotion have suggested that emotional
experiences are based on the appraisal, evaluation, and interpretation
of events (Frijda, 1986; Lazarus, 1991; Ortony, Clore, & Collins, 1988;
Roseman, Spindel, & Jose, 1990; Scherer, 1988; Smith & Ellsworth, 1985;
Smith & Pope, 1992). Initially, a primary assessment is made to determine
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whether the event is good or bad with respect to goals and values, result-
ing in a general positive or negative feeling about an event or emotional
trigger. Secondary appraisals incorporate the context surrounding the
event with regard to factors such as the degree of personal control, cop-
ing potential, consequences of the event, and future expectations about
the situation, resulting in the experience of more specific emotions such
as anger, happiness, or fear. While there is no one agreed-upon list of
appraisal dimensions, cognitive appraisal theories agree that different
patterns of appraisals are associated with different discrete emotion states
(Niedenthal, 2008).

Izard (1971; Izard et al., 2001) discusses the importance of identify-
ing the causes or activators of emotions in oneself and others. While this
component of Izard’s model tends to resemble a skill, this is relevant to
emotion knowledge. In order to effectively identify causes and activa-
tors of emotions, knowledge of events, situations, or issues that might
cause emotions should help individuals develop this skill. Izard’s model
also emphasizes relationships among emotion, motivation, and behavior.
More generally, this idea emphasizes the importance of understanding the
outcomes associated with emotions. For instance, understanding that dis-
playing anger could elicit a specific reaction in one’s audience such as fear,
guilt, or even reciprocated anger (Riggio & Lee, 2007) enables leaders to
motivate followers in different ways to achieve objectives in combat situ-
ations. Along these lines, Saarni (1990) proposed that understanding the
potential outcomes of emotions is important to emotional competence.
More specifically, it is suggested that to manage emotions effectively,
understanding how one’s emotional behavior influences others is key.
The construct of emotional contagion in a leadership context represents
how followers observe a leader’s emotional expression and subsequently,
experience or “catch” the same emotion (Hatfield, Cacioppo, & Rapson,
1994). Leaders must understand how emotional contagion can influence
their followers. The last part of this aspect of emotion knowledge involves
understanding how emotions unfold and change over time, sometimes
creating an emotion episode (Weiss & Cropanzano, 1996). Learning about
these and other emotion process will help leaders better understand how
emotions are experienced. However, knowledge alone does not guarantee
that leaders will manage emotions effectively. Accordingly, this frame-
work includes emotion recognition, regulation, and expression skills and
abilities.
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Emotion Recognition

Recognizing One’s Own Emotions

Developing the capacity to recognize emotions one is experiencing is a
common theme in many models related to emotion management. This
is a core part of the ability model of EI (Mayer et al., 2008; Salovey &
Mayer, 1990). Additionally, mixed models of EI have included a dimension
labeled “self-awareness” (Dulewicz & Higgs, 1999, 2000; Goleman, 1995)
or “emotional self-awareness” (Bar-On, 1997, 2006). Emotion theorists
have also incorporated constructs related to self-awareness in their models,
including Feldman (e.g., knowing one’s self; 1999), Izard (e.g., recognize
and label one’s own emotions in varying circumstances; 1971; Izard et al.,
2001), Lane and Schwartz (e.g., emotional awareness of self; 1987; Lane,
Quinlan, Schwartz, & Walker, 1990), and Saarni (e.g., awareness of one’s
own emotional state; 1990). All of these models recognize the importance
of accurately identifying what emotions one is experiencing.

Recognizing Emotions in Others

Recognizing others’ emotions is also important to emotion management.
Salovey and Mayer (1990) discussed the importance of perceiving emo-
tions in oneself as well as in others. Jones and Rittman (2002) suggested
that considering one’s own emotional responses along with situational
cues helps in interpreting others’ emotional displays. Izard (1971; Izard
etal., 2001) suggested in his model that it is essential to accurately perceive
emotion signals in expressions, behaviors, and various contexts. Addition-
ally, Feldman (1999) and Saarni (1990) indicated that reading others and
detecting their emotions is critical for leaders.

Emotion Appraisal

Emotion appraisal, or the evaluation and interpretation of emotional
responses, is also a key skill. Recognizing and decoding emotional infor-
mation helps one appraise threats and opportunities in situations (Lopes
etal., 2006), which in turn influences one’s own emotional reaction (Gross,
1998a; Ochsner, Bunge, Gross, & Gabrieli, 2002; Ochsner et al., 2004). By
appraising the situation, an individual can also become more accurate in
understanding how others perceive emotions. Feldman (1999) differenti-
ates between knowing oneself, reading others, and accurately appraising
emotions. The latter involves attaching meaning and interpretation to the
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recognized emotion. For example, recognizing that another individual is
angry is different from knowing how to respond. Only after understand-
ing why the person is angry can a leader develop an appropriate response.
Emotion recognition involves understanding and explaining emotions in
light of the situation.

Emotion recognition can be positively influenced by emotion knowl-
edge. In order to articulate emotions, one must first have a basic knowledge
of the nature of emotions as mentioned earlier. Taylor (1985) argued that
articulation of emotions can increase self-awareness and that emotional
experience can be determined or shaped by one’s understanding of emo-
tions. Similarly, knowledge of common emotion cues and triggers is helpful
in identifying what emotions others may be experiencing and attaching
meaning to those emotions (Sander, Grandjean, Kaiser, Wehrle, & Scherer,
2007). Contextual knowledge about emotion norms and display rules in the
organization is critical for accurate emotion recognition (Opengart, 2005).

Emotion Regulation

People use a variety of strategies to control or manage their experience of
emotions (Gross, 1998a, 1998b; Gross & Thompson, 2007). Gross’s (1998a)
model of emotion regulation includes four categories of antecedent regu-
lation strategies, or those occurring prior to a person fully experiencing an
emotion. These include (1) situation selection, (2) situation modification,
(3) attention deployment (distraction, concentration, rumination), and
(4) cognitive change (defense mechanisms—denial, isolation, intellectu-
alization, overly positive view of situation, downward social comparison,
reappraisal). Gross also identified a fifth category of response-focused
regulation strategies (e.g., suppression, enhanced expression, exercise,
relaxation, drugs, food) or those occurring after one has experienced an
emotion. Emotion regulation might occur consciously, subconsciously, or
somewhere along this continuum (Gross, 2007). Furthermore, multiple
strategies might be used at any given time. In this respect, the regulation
strategies are not sequential in nature as originally conceptualized; rather,
individuals might start regulating at any point in the process and switch
between strategies as appropriate. The effectiveness of any given strat-
egy depends on the context. Raising leaders’ awareness of these strategies
might enable more conscious application of a broader array of strategies
for regulating emotions in themselves and their subordinates.
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Some studies have evaluated the effectiveness of particular strategies as
mentioned earlier. Gross (1998) examined reappraisal (an antecedent strat-
egy) and suppression (a response strategy) as they influenced emotional
response tendencies (behavioral, experiential, and physiological). He found
that both strategies reduced behavioral expression of emotion, but only
reappraisal reduced the experience of disgust. Additionally, suppression
resulted in increased physiological activation (finger pulse, temperature, and
skin conductance). Similarly, Gross and John (2003) found that different
outcomes are associated with using suppression and reappraisal. Suppres-
sion has been associated with less desirable consequences than reappraisal
such as decreased interpersonal functioning. This could be because those
who use suppression do not like opening up and expressing their emotions
to others, thus limiting their close social relationships. In contrast, reap-
praisal has been associated positively with interpersonal functioning and
well-being but is more difficult to engage in, as it involves changing the way
one views an emotionally charged situation.

In the kinds of social contexts leaders and subordinates face in organi-
zational settings, one important behavioral aspect of emotion regulation
is emotional expression. A number of emotion theories focus exclusively
on this concept.

Emotional Expression

Emotional expression and emotional displays involve verbal and nonver-
bal responses to emotion stimuli and is one aspect of emotion regulation.
Grandey (2000) suggested that the two types of emotional labor, sur-
face acting and deep acting, have different implications for emotional
expression. Surface acting involves suppressing the emotion one feels and
faking the behavioral responses, resulting in an outcome-focused regula-
tion strategy similar to Gross’s (1998) response modulation. Deep acting
requires changing the emotion one feels in order to display emotions that
are likely to be more appropriate in the organizational context. Individu-
als want to express what is normatively acceptable, and thus will engage
in either deep acting or surface acting to express emotions appropriately
(Hochschild, 1983).

In a different model of emotional expression, Ekman and Friesen (1969,
1975) identified six aspects of expression management. These strategies
for managing emotional expression include: (1) expressing the emotion in
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its true form, (2) expressing the emotion less strongly than experienced,
(3) expressing the emotion at a heightened level, (4) expressing no emotion,
(5) expressing the feeling with a verbal or nonverbal qualifier to modify the
expression, and (6) displaying an opposite emotion.

Understanding how leaders express their emotions and how followers
perceive and respond to this is important. Recent research suggests that
leaders are required as part of their role to display or hide emotions (Clarke,
Hope-Hailey, & Kelliher, 2007; Humphrey, Pollack, & Hawver, 2008) and
that leader displays of emotion impact subordinate perceptions and per-
formance (Connelly & Ruark, 2010; Waples & Connelly, 2008). Emotions
can be expressed in a number of ways, such as authentic expression, adap-
tive expression, alternative expression, and modified intensity.

Authentic Expression

Authentic expression involves expressing the emotion as it is felt. Ekman
and Friesen (1969, 1975) included this type of emotional expression in
their model of expression management. This form of expression can be
beneficial given that emotions are often sources of information about
given situations. For instance, if a leader expresses negative emotions when
providing negative performance feedback, the consistency of both the
message and emotion provides clarity for followers, and potentially high-
lights the level of seriousness of the performance deficiency. Some research
has shown that inconsistency between feedback content and valence of a
leader’s emotional expression results in poorer evaluations of the leader
and less responsiveness to the feedback (Gaddis et al., 2004; Newcombe &
Ashkanasy, 2002). Authentic expression of emotion might also facilitate
the influence technique of authentic leadership such that the leader seeks
to present a transparent picture of himself or herself and true beliefs and
values (Avolio, Gardner, Walumbwa, Luthans, & May, 2004; Humphrey
et al., 2008).

Adaptive Expression

Adaptive expression is similar to authentic expression in that the emo-
tion displayed corresponds to the emotion that is felt, but it is displayed
in an adaptive or socially acceptable way. This form of emotion expres-
sion often involves modifying the intensity of the experienced emotion,
such as playing up one’s anger to make a point with a subordinate (Lopes
et al., 2006). Modifying the intensity of emotional displays was discussed
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decades ago as amplification and de-amplification by Ekman and Friesen
(1969, 1975).

Alternative Expression

Contrary to authentic expression is the expression of an emotion that is
different than the one that is felt. Much research on alternative emotional
expression has delineated between expressing positive and expressing neg-
ative emotions (e.g., Brotheridge & Grandey, 2002; Gross & John, 1997;
King & Emmons, 1990). Despite the fact that negative emotional displays
are sometimes beneficial (Sy et al., 2005), the literature places greater
emphasis on expressing positive emotions in work environments over
negative ones. Thus, when a negative emotion is experienced, the situation
or work environment might require the expression of a positive emotion.
This form of emotion expression is also known as surface acting. For exam-
ple, if a leader is frustrated or angered during negotiations with another
party, the leader may show positive emotions or even humor if it is impor-
tant to maintain or further develop the relationship with the other party.
It is important to note, however, that this type of expression can result in
emotional strain over time. It is fairly common for leaders to be put in
situations requiring emotional labor (Clarke et al., 2007; Humphrey et al.,
2008) as they might need to implement changes or take actions that they
personally disagree with or that will cause negative reactions.

INDIVIDUAL DIFFERENCES AND LEADER
EMOTION MANAGEMENT

Some leaders are more adept at managing emotions than others. A number
of stable individual differences are likely to shape the development and
expression of emotion KSAs. In addition to general traits such as cognitive
ability, conscientiousness, and achievement motivation, which positively
influence knowledge and skill acquisition in many areas (Campbell, 1988;
Colquitt, LePine, & Noe, 2000; Tannenbaum & Yukl, 1992), other individ-
ual differences may influence the development of emotion management
capabilities. Individual differences such as personality, trait affect, self-
monitoring, empathy, and gender provide some clues about what emotion
KSAs should be emphasized during training for different kinds of leaders.
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Personality and Trait Affect

A number of studies have shown significant relationships of emotion
management knowledge and skills to personality attributes. For example,
Barchard and Hakstian (2004) found that extraversion, openness, and
conscientiousness showed positive correlations with emotion recognition
and regulation, while neuroticism showed negative correlations with these
emotion capabilities. Agreeableness has also demonstrated positive rela-
tionships with emotion recognition, regulation, and expression (Davies,
Stankov, & Roberts, 1998). Gross and John (1998, 2003) provided a similar
pattern of evidence for how the Big 5 personality traits relate to emotion
expression and emotion regulation.

Another aspect of personality that could potentially influence the devel-
opment and expression of emotion management knowledge and skills is
trait affect, or the tendency to experience and express positive or negative
moods. John and Gross (2004) found that individuals with high positive
affectivity were more likely to engage in cognitive reappraisal and less likely
to engage in suppression, while individuals with high negative affectivity
were just the opposite. Thus, trait affect is not related to whether or to
what extent people regulate their emotion, but may influence their prefer-
ences in which strategies they apply. Future research could explore how
positive and negative affectivity will influence an individual’s capacity to
learn other specific emotion management knowledge and skills, such as
recognition. Trait affect also involves the intensity of one’s typical affec-
tive reaction. Researchers have found that individuals with greater affect
intensity tend to be better at interpreting emotional stimuli (Larsen,
Diener, & Cropanzano, 1987). The relationship between affect intensity
and emotion management is not as straightforward. Ben-Ze’ev (2002) sug-
gested that individuals with low affect intensity may be better suited to
regulating their emotions, but on the other hand less effective at recog-
nizing emotions. By the same token, those that have high affect intensity
may have more difficulty regulating emotions, yet will be more sensitive to
recognizing emotions.

Cognitive Ability

Multiple studies have examined the relationship of cognitive ability to
emotion management variables. For instance, in Barchard and Haks-
tian’s (2004) study, cognitive ability was found to be positively related to
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a dimension similar to the present model’s emotion knowledge. Further,
Ben-Ze’ev (2002) pointed to intellectual ability as important to emotion
knowledge in terms of calculating various implications or outcomes of
different alternatives. Additionally, findings by Mayer and colleagues have
indicated that verbal intelligence in particular is positively related to emo-
tion knowledge and emotion recognition and regulation skills (Mayer,
Caruso, & Salovey, 1999; Mayer et al., 2000). Further, emotion knowledge,
recognition, and regulation have been found to be positively related to ver-
bal SAT scores (Brackett & Mayer, 2003).

Self-Monitoring

Self-monitoring shares similarities to emotion regulation, but is more
externally focused, reactive, and response driven. It focuses on observing
and controlling how one appears to others (Lennox & Wolfe, 1984; Snyder,
1974). Schutte and colleagues (2001) showed positive correlations between
self-monitoring and several emotion capabilities, including perceiving,
understanding, regulating, and harnessing emotions adaptively. Gross and
John (1998, 2003) have also demonstrated ties between self-monitoring
and emotion management constructs. They found that self-monitoring was
related to expressive confidence, which involves effectively expressing both
positive and negative emotions. Additionally, their research showed that indi-
viduals higher in self-monitoring were more likely to engage in reappraisal as
an emotion regulation strategy and less likely to engage in suppression as an
emotion regulation strategy.

Empathy

Empathy is another stable individual difference potentially relevant to
emotion management. Empathy involves being able to “comprehend
another’s feelings and to re-experience them oneself” (Salovey & Mayer,
1990, pp. 194-195). Schutte and colleagues (2001) found that those who
demonstrated higher empathy also were better at understanding and regu-
lating emotions in themselves and others. Empathetic perspective taking
appears particularly helpful to skills related to emotion recognition and
regulation (Hodgson & Wertheim, 2007; Ramos, Fernandez-Berrocal, &
Extremera, 2007). Additionally, Kellett, Humphrey, and Sleeth (2006) sug-
gested that, for leadership emergence and performance, empathy is related
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to both the ability to identify others” emotions (e.g., emotion recognition)
as well as one’s emotional expression.

Gender

Gender may also influence emotion-related knowledge and skills in important
ways. Gender differences have been observed in a number of emotion-related
experiences and behaviors (see Brody & Hall, 2008 for a review). Some
research has indicated that women perceive emotions more accurately than
men (Hall & Matsumoto, 2004). Women’s ratings of facial displays of tar-
get emotions were higher and more accurate than men’s ratings, regardless
of whether the faces were presented for 10 seconds (indicating conscious
processing) or for one second (on edge of conscious awareness). It is unclear
whether this is due to differences in early socialization for men and women
or the extent to which this is trait based. Research has also shown that
women tend to self-report a wider range of emotions with greater intensity
than men. Women also express emotion in different ways than men. For
example, men’s responses to anger have been found to be more aggressive
than women’s responses (Linden et al., 2003). Emotional expression in either
gender does not always communicate what is actually felt. Kruml and Geddes
(2000) found that women are more likely to feel differently than what their
outward emotional expression would suggest, however, other research has
shown no differences in men and women on emotional suppression (Erik-
son & Ritter, 2001).

Both genders regulate emotions, but do so differently. Men tend to
rely on problem-solving, behavioral strategies (distraction, avoidance),
suppression, and blaming others (Brody & Hall, 2008). Women tend to
regulate their emotions through obtaining social support, internalizing
or blaming themselves, and ruminating on the emotion instead of taking
active steps. Both genders use cognitive reappraisal as a regulation strategy.
Studies examining activation of different brain areas during reappraisal
suggest that this process is less effortful for men than women, possibly
because reappraisal is more automatic for men or because women engage
positive emotions when reappraising, making the process more effortful
(McRae, Ochsner, Mauss, Gabrieli, & Gross, 2008). These differences are
important for male and female leaders to keep in mind when managing
their own emotions as well as those of subordinates of the opposite gender.
Additionally, training for emotion knowledge and skills can be targeted
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more effectively when strengths and weaknesses in emotion perception,
expression, and regulation are taken into account. Finally, training should
consider the fact that the same emotional expressions in male and female
leaders evoke different reactions in followers (Lewis, 2000).

SITUATIONAL MODERATORS

The relationships of emotion management knowledge and skills to leader
performance clearly do not exist in a vacuum. Rather, these relationships
might be changed by aspects of the situation related to emotions, leader
performance, or both. Several key situational characteristics are likely to
moderate the effects of leaders’ emotion management skills on perfor-
mance. Uncertainty, stress and conflict, and follower characteristics (e.g.,
competence and emotionality) are three factors that could increase the
need for emotion management and could change the nature of how emo-
tion management skills relate to performance.

Uncertainty

Faced with sociotechnical complexity, economic pressure, and fast-paced
organizational change, leaders must contend with a great deal of uncer-
tainty. Uncertainty can arise from social as well as economic conditions
that reduce employee feelings of personal control and increase disruption.
Negative emotions often accompany uncertainty, especially when employ-
ees experience major shifts in job functions or employment prospects. Thus,
during times of uncertainty, there may be a greater need for leaders’ emo-
tion management knowledge skills. Additionally, the relationship between
leader emotion management and leader performance may well be stronger
as uncertainty increases. During layoffs or shifts in markets and customers,
leaders may need to communicate new display rules to subordinates as well
as broaden their repertoire of emotion regulation strategies to align with
those display rules. Unpredictability in the situation can also lead to overly
pessimistic or optimistic assessments about what might happen in the future,
which could differentially affect the level of risk taking. If the consequences
of failing in high-risk situations are severe, leaders may want to suppress feel-
ings of optimism (Lerner & Keltner, 2000). Cultural differences are another
source of uncertainty requiring keen emotion management knowledge and
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skills. Butler, Lee, and Gross (2007) found that cultural values influenced
the relationship between the suppression of emotion and subsequent social
interactions such that individualistic cultures suffered degraded social inter-
actions following suppression while collectivist cultures did not.

Stress and Conflict

The relationship between emotion management KSAs and leader per-
formance might be stronger in the presence of greater stress and conflict.
Ayoko and Hirtel (2002) indicated that intragroup conflict can be both
task and interpersonally based, and they explicitly redefined social con-
flict as emotional conflict. These authors suggest that emotional conflict
elicits a clear set of emotional responses and can negatively affect subse-
quent social interactions and group performance. Leaders who can help
their group or team members to effectively manage emotions will facili-
tate conflict resolution, enabling the team to refocus on the tasks at hand.
When group social conflict is minimal, the relationships of leader emotion
management knowledge and skills with performance may be smaller than
when social conflict is present.

Stress is also an important aspect of organizational environments that may
require a greater need for emotion management from leaders. In a recent
meta-analysis on the relationship between intelligence and leadership, Judge,
Colbert, and Ilies (2004) found that the positive relationship between intel-
ligence and leadership is reduced under conditions of leader stress because
of higher cognitive load and reduced cognitive resources. Regulating emo-
tions during times of stress may free up cognitive resources. However, it is
important to bear in mind that regulating emotional displays can also be a
source of stress for employees, and that some regulation strategies are worse
offenders than others in this regard (e.g., suppression). Bono, Foldes, Vinson,
and Muros (2007) found that transformational leaders helped to minimize
the negative effects of emotion regulation on job satisfaction.

Follower Attributes

Characteristics of a leader’s followers might also influence the relation-
ship between a leader’s emotion management KSAs and performance. For
instance, the performance of a leader that must manage the emotions of
a team that is emotionally stable will be different than the performance of
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a leader that must lead a team in which the emotionality of followers is
more varied. A recent study showed that follower emotional intelligence
moderated the effects of leader emotional displays on followers (Waples &
Connelly, 2008) such that those low in EI responded more positively to
negative leader emotions than those high in EI.

The skills and general competence of the team can play a role in the
relative importance placed on managing emotions within the team. Spe-
cifically, if the team is relatively unskilled, it might be more important that
the leader focus on developing competence in other areas before focusing
on developing emotion management. However, a team characterized with
lower degree of skill might also be more likely to experience emotionally
evocative situations, such as failing at a task. Accordingly it may be useful to
examine follower emotional competence and task competence as modera-
tors of leader emotion management capabilities and leader performance.

IMPLICATIONS FOR TRAINING LEADER EMOTION
MANAGEMENT KSAs

The nature and variety of emotion-related knowledge, skills, and abilities
suggests that many components of emotion management might improve
through training and education interventions. In fact, emotional intelli-
gence research offers initial evidence that emotional competencies respond
favorably to training (Dulewicz & Higgs, 2004; Hopfl & Linstead, 1997).
However, it is clear that much work remains with regard to understand-
ing the relationships between emotion regulation and different aspects
of leader performance. There is a lack of research on how to effectively
develop emotion management, and conditions under which different emo-
tion management strategies are most effective. Given this, training should
provide practice with a variety of emotion-related skills, including increas-
ing the accurate perception of emotions in others, regulating one’s own
and others’ emotions, and tailoring emotional expression as part of goal-
directed behavior under different conditions and in different situations.

Building Emotion Knowledge

Like many types of organizational knowledge, emotion knowledge can
be acquired by leaders through a variety of formal and informal learning
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opportunities. An ever-expanding set of resources in psychological and
organizational behavior literature describes relevant emotion theories,
types of emotions, emotion norms (i.e., display rules), emotion processes,
regulation strategies, and alternative forms of emotional expression.
However, developing emotion knowledge requires more than simply
providing leaders with a basic set of readings. Building complex emo-
tion knowledge structures requires linking basic concepts, theories, and
processes to see how these discrete pieces of information fit together to
shape emotional experience. Emotion knowledge topics could easily be
integrated into management and leadership educational curricula and
could be developed through instructor-led training or self-study meth-
ods. Material could be learned in classroom settings, online, and through
videos, demonstrations, and case studies to reinforce and apply what is
learned from the readings.

A number of researchers have identified specific examples of train-
ing emotion knowledge. Lopes and colleagues (2006) discussed how
understanding of emotions can be trained in a number of ways includ-
ing discussing similarities and differences among emotions and triggers of
emotions. Additionally, these researchers suggest that explicit discussion
during training can facilitate understanding of emotion processes such as
cognitive appraisal tendencies and emotion episodes. Along similar lines,
other researchers have discussed how clarifying unspoken rules or norms
for social interaction in the workplace might facilitate learning (Stern-
berg et al., 2000; Sternberg & Hedlund, 2002; Wagner & Sternberg, 1985).
Others have proposed that individuals develop understanding of emotion
norms within an organization in a number of ways, including training
(Domagalski, 1999; Opengart, 2005).

Improving Emotion Perception and Regulation

Some empirical evidence indicates that people can improve their abili-
ties to accurately perceive emotions and regulate emotions. For example,
Elfenbein (2006) demonstrated that providing feedback on the accuracy
of emotion identification based on photographs of facial expressions
improved later emotion identification. Similarly, using a computerized
emotion training program, other research has shown that individuals who
have completed the training improve their scores on emotion identification
and emotion differentiation tests (Silver, Goodman, Knoll, & Isakov, 2004).
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With respect to emotion regulation, Schartau, Dalgleish, and Dunn (2009)
examined the role of perspective taking in regulating emotional reactions.
Training individuals on seeing the bigger picture reduced negative affec-
tive reactions to distressing stimuli and autobiographical memories. This
kind of perspective-taking training for leaders could have benefits in areas
beyond emotion regulation. The efficacy of other general approaches to
self-regulation, such as meditation and mindfulness training, has also been
shown. Tang and colleagues (2007) found that 20 minutes of meditation/
mindfulness practice over five days significantly reduced trainees’ anxiety,
depression, and anger, and decreased stress-related cortisol levels.

Other organizational research is in line with these findings. Lopes
and colleagues (2006) discussed emotion-related skill development with
respect to Gross’s (1998) model of emotion regulation, offering a num-
ber of practical ways leaders might apply different regulation strategies.
They note that emotion regulation training can help leaders to question
overly negative thoughts in order to prevent rumination, something that
can worsen or prolong negative emotional states. Additionally, training can
help leaders regulate their own and others” emotions through humor and
emphasizing a positive work atmosphere.

Our proposed framework of leader emotion management has a num-
ber of implications for emotion management training. First, managing
emotions does not simply imply suppressing or ignoring emotions. Orga-
nizational display rules and the goals of particular interactions will dictate
whether emotional suppression is appropriate or authentic emotional
expression is required. The number of different strategies applicable in
any situation implies that training developed for emotion management
needs to focus on increasing understanding of emotion norms, emotion
triggers, and situational factors such as uncertainty so leaders can identify
the most appropriate strategy for the situation at hand. Thus, increasing
knowledge about emotions and emotion processes is likely an important
starting point in training. Second, not all emotional processes are under an
individual’s conscious control. Training individuals on specific regulation
strategies may result in small improvements. One approach to training
emotion regulation is to first get leaders to recognize the strategies they rely
on the most and determine how effective these are for the situations lead-
ers face. The focus of training can be to work with one’s effective strategies
while developing alternative ones. Third, as with other types of training,
stable individual differences will likely play a role in the development of
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emotion-related knowledge and skills. Some individuals will learn more,
learn faster, and improve more overall compared to others. Personality
could influence behaviors and strategies used in an emotionally laden situ-
ation (John & Gross, 2007) through selective awareness of and preference
for some strategies over others. Finally, it is clear that much work remains
with regard to understanding the relationships between emotion regula-
tion and different aspects of job performance (Gross, 2007). There is a lack
of research on how to effectively develop emotion management, and con-
ditions under which different emotion management strategies are most
effective. Given this, training should focus first on increasing basic emo-
tion-related knowledge and vocabulary. Training should provide practice
with a variety of emotion-related skills, including increasing the accurate
perception of emotions in others, regulating one’s own and others” emo-
tions, and tailoring emotional expression as part of goal-directed behavior
in specific situations. Experiential learning is likely key to effectively devel-
oping emotion management knowledge and skills in leaders. This base will
allow individuals to adapt to a variety of performance contexts and use
emotion management effectively to achieve desired goals.

CONCLUSION

Leadership scholars have long recognized the salience and influence of
emotions and emotion management in leadership environments. How-
ever, many approaches assume that emotion management is needed in all
leadership situations. This chapter argues that leaders’ emotion-related
capacities are more important in certain leader performance domains
than others. The framework discussed here outlines various types of
emotion knowledge, skills, and abilities critical for leader performance in
seven areas of performance. This model advocates that leader knowledge
concerning types of emotions, emotion norms, regulation methods, and
emotion process and outcomes will facilitate the development and use of
emotion-related abilities and skills. These abilities and skills in turn are
expected to influence emotion-relevant leadership performance and their
development and effective application is likely to depend on a number
of individual traits and situational moderators. We hope this framework
stimulates thinking with regard to the differential influence of emotion
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management across leadership performance domains and with regard to
how organizations can foster the development of emotion management
capabilities.
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Leader Ethos

How Character Contributes to the Social
Influence of the Leader

Peter L. Jennings and Sean T. Hannah

The man who wishes to persuade people will not be negligent as to the mat-
ter of character [ethos]; no, on the contrary, he will apply himself above
all to establish a most honorable name among his fellow-citizens; for who
does not know that words carry greater conviction when spoken by men of
good repute than when spoken by men who live under a cloud, and that the
argument which is made by a man’s life is more weight than that which is
furnished by words?

—Isocrates, Antidosis (cited in Hyde, 2004, pp. xiv—xv)

Leadership is typically understood as a social process, the essence of which
is the influence a formal or informal leader has on others (Northouse,
2007). The majority of research on leader influence has focused on leader
power, political savvy, influence tactics, skills, and leadership styles (Bass &
Bass, 2008; Yukl, 2002). These approaches have thus focused primarily on
what a leader does or on the power inherent in leaders’ formal positions.
Much less attention has been paid in research to who the leader is or the
purposes and principles that define his or her character as a leader. While
leader character is considered an essential aspect of the leadership pro-
cess (Hannah & Avolio, 2011a, 2011b; Hannah & Jennings, 2013. Quick &
Wright, 2011), little is known about how character specifically contributes
to the social influence of a leader (Wright & Quick, 2011). This chapter
examines this question through the concept of ethos.

Ethos has its roots in Aristotelian rhetoric—the art and science of persua-
sion through speech (Hyde & Schrag, 2004). An important dimension of
ethos is the persuasive influence of a speaker’s character in gaining credibility
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with an audience and making it receptive to his or her arguments. Aristo-
tle theorized that ethos is the most important of three modes of persuasive
influence—the other two being pathos (emotion/passion) and logos (logic/
intellectual virtue) (Halloran, 1982). In this chapter, we adopt this Aristo-
telian concept of ethos to explain the theoretical significance of character to
the social influence of a leader. We present a model that describes how leader
ethos is socially constructed in and through the leadership process to estab-
lish the credibility and trust necessary for effective leadership (Hollander,
1993; Kouzes & Posner, 2002; Mayer, Davis, & Schoorman, 1995). We argue
that the construction of leader ethos is not only essential to a leader’s effec-
tiveness in a practical sense in that it counts heavily toward others’ willingness
to follow, but it also promotes strong normative commitment among fol-
lowers to support the leader’s purposes and goals. This explains the central
significance of character to leadership.

This chapter is organized as follows. We first frame leadership as a
relational process between leaders and followers in which the leader’s per-
suasive influence depends to a large extent on followers’ perceptions of the
leader’s credibility. We then introduce the concept of ethos and present a
theoretically derived model of the social construction of leader ethos in
and through the dynamic leadership process. We conclude with a summary
and discussion of key points and implications for research and practice.

THE RELATIONAL DYNAMICS OF LEADERSHIP
AND THE RELEVANCE OF ETHOS

As a social process, leadership is not a particular quality or characteristic
possessed by a leader so much as a particular quality or characteristic of the
relationship established between leader and follower(s) (Hollander, 1993).
A definitive characteristic of this relationship is the willingness of followers
to be influenced by the leader. That is, what defines the leadership rela-
tionship is the voluntary acceptance and support followers give to leaders
(Hollander, 1992, 1993). This perspective emphasizes the active role of fol-
lowers in the leadership process: Whereas a leader is a person who exercises
influence over others, a follower is a person who voluntarily accepts and
supports this influence (DeRue & Ashford, 2010). In short, leadership is a
relational process between those who aspire to lead and those who choose



Leader Ethos « 143

to follow (Kouzes & Posner, 2002). Over time some individuals form
identities as leaders and others as followers (DeRue & Ashford, 2010). As
Meindl noted in explaining his social constructionist approach to leader-
ship, leadership emerges “when followers interpret their relationship as
having a leadership-followership dimension” (1995, p. 332).

The implications of this relational perspective of leadership are four.
First, it underscores the importance of followership as a necessary, inter-
dependent, and reciprocal aspect of the leadership process. As Hollander
stated, “Without followers, there plainly are no leaders or leadership”
(1993, p. 29). Second, it recognizes that integral to followership is the
decision or acceptance to follow a leader. That is, followership is by this
definition an uncoerced, voluntary choice involving the act of providing
or withdrawing support for the leader and his or her influence (Hollander,
1993). Third, because followership is a voluntary choice, a leader’s suc-
cess in gaining support depends less on the leader’s formal authority to
exercise coercive power over followers and more on the leader’s personal
capacity to exercise persuasive influence with followers (Hollander, 1985).
Fourth, the effectiveness of a leader’s persuasive influence in turn depends
to a significant extent on followers’ perceptions of the leader’s credibility
(Kouzes & Posner, 2002). Thus, crucial to the relational dynamics of lead-
ership is the leader’s persuasive influence, which is grounded in followers’
perceptions of the leader’s credibility and subsequent granting of influence
to the leader (Bass & Bass, 2008).

Leader credibility refers to a leader’s trustworthiness (Kouzes & Posner,
2002; Mayer et al., 1995). Credibility derives from the interaction between
qualities demonstrated by a leader and followers™ implicit theories and
expectations about the qualities appropriate for a leader (Lord, Foti, & de
Vader, 1984). Followers will provide or withdraw support for the leader
based on their appraisal of the leader’s fit or consistency in conforming to
those qualities (Hollander, 1993; Lord & Maher, 1993). As a starting point,
if we understand leader character broadly as the composite of good quali-
ties possessed by the leader that are valued by his or her moral community,
then it follows that character is central to followers’ appraisal of the leader’s
fit and consistency in meeting their expectations, which in turn contrib-
utes to the leader’s credibility and ultimately to the persuasive influence of
the leader. We thus define leader character as a purposeful and principled
moral self that reflects the values, principles, and ideals of the collective to
which the leader belongs.
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This discussion provides the broad outline of the relational dynamics
involved in the leadership influence process that highlight the significance
of leader character. The term that best captures these dynamics is ethos.
Ethos has its roots in ancient Greek rhetoric—the science of persuasion
through speech (Hyde & Schrag, 2004). As indicated earlier, it refers to the
persuasive influence of a speaker’s character in gaining credibility with an
audience, making listeners receptive to his or her arguments. The concept
of ethos was given its first formal expression by Aristotle (Hyde, 2004). In
Aristotle’s Rhetoric, ethos along with pathos and logos are theorized to be
the three modes of persuasive influence: Ethos reflects the trustworthiness
of the speaker’s character; logos, the sheer logical force of the speaker’s
argument; and pathos, the emotion the speaker arouses in the audience
(Halloran, 1982). For Aristotle, ethos is a mode of proof, a way for a speaker
to offer evidence that the audience can believe what he or she says based
on his or her moral character—the quality of the speaker’s personhood—
which in turn makes him or her and what he or she says trustworthy. Ethos
therefore is a mode of proof that says, in effect: “Trust me because I am
the kind of person you can trust” (Halloran, 1982). For example, Halloran
notes that if at an academic conference, a presenter speaks with some per-
suasive effect, it is partly because he or she manages to look and sound
the way professors are supposed to look and sound; he or she enacts and
makes present in his or her presentation some important aspects of the
“professorial ethos” (1982, p. 62). Similarly, a leader may exercise persua-
sive influence over followers in part because he or she enacts important
aspects of what might be called the “leader ethos”—those qualities that
fit followers” implicit expectations of the qualities appropriate for a leader
(Lord, Foti, & de Vader, 1984).

Of the three modes of influence (ethos, pathos, and logos), Aristotle
argued that ethos is the most powerful and is thus the dominant and
controlling factor in persuasion (Smith, 2004). Since then, ethos has held
a central position in the study of rhetoric. Empirical research generally
supports Aristotle’s proposition that ethos is the most potent means of
persuasion, whether the goal of the communication effort be persuasion
or the generation of understanding (McCroskey & Young, 1981). This
connection between character, credibility, and persuasion makes ethos
particularly helpful to understanding how character contributes to the
social influence of the leader. To this end, we make a few brief points to
clarify the relevance of a rhetorical concept to the study of leadership.
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First, both rhetoric and leadership are understood as social influence
processes that involve a relational dynamic: In rhetoric the process involves
a speaker and the audience he or she seeks to influence; in leadership the
process involves formal or informal leaders and their followers or oth-
ers they seek to positively influence. Thus, the essential nature of the two
social processes is similar. In addition, by rhetoric we commonly think of
speech in terms of written or verbal communication. But rhetoric is not
limited to these. In a broader sense, rhetoric refers to all forms of meaning
giving, including physical presence and appearance; the tone, inflections,
and accents of speech, as well as gestures and behaviors (Smith, 2004).
This broader form of conveying meaning constitutes enactment whereby
the leader in and through his or her “performance” gives public expres-
sion to his or her character and the values, principles, ideals, and other
qualities that define it (Burke, 1962; Combs & Mansfield, 1976; Goffman,
1959). This public expression of meaning or sense giving is a critical aspect
of effective leadership (Foldy, Goldman, & Ospina, 2008; Weick, 1988).
Therefore, examining leadership through the rhetorical concept of ethos
promises to shed light on our understanding of how character contributes
to the social influence of the leader.

THE SOCIAL CONSTRUCTION OF LEADER ETHOS

At the most fundamental level, leader ethos is about the inherent moral
worth of the leader as a person and the persuasive influence this inherent
moral worth exerts on followers (Hyde, 2004; Smith, 2004). Every leader
has a form of ethos, whether it be moral or immoral, noble or ignoble.
For a leader’s ethos to have a positive persuasive influence on followers,
the leader must create among followers a strong and favorable impres-
sion of his or her character. Leader ethos refers to the public expression
of leader character in a way that creates this strong and favorable impres-
sion. It involves a showing forth of a purposeful and principled moral self
that evokes attributions of credibility and engenders trust among follow-
ers, which in turn make them receptive to the leader’s persuasive influence
(Hyde, 2004; Smith, 2004 ).

Leader ethos does not reside solely in the character of the leader nor
does it reside solely in the perceptions of followers. On the contrary, as
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FIGURE 7.1
The social construction of leader ethos

suggested previously, leader ethos is a relational phenomenon that results
from the interaction between a leader’s public expression of his or her
character and followers” perceptions of the leader’s credibility and trust-
worthiness (Smith, 2004). Leader ethos is thus socially constructed in
and through the leadership process. The key elements of this process are
depicted in Figure 7.1. We briefly summarize the key aspects of this process
before we elaborate each further in the remainder of the chapter.

The social construction of leader ethos begins at the collective level.
Both leader character and follower perceptions are grounded in the nor-
mative values, principles, and ideals of the collective to which they belong.
It is this collective ethos that shapes and forms a leader’s character and also
provides the point of reference from which followers judge the credibility
and trustworthiness of the leader (Halloran, 1982). With this normative
grounding, the process of constructing leader ethos proceeds to the charac-
ter of the leader. We defined leader character as a purposeful and principled
moral self that reflects the values, principles, and ideals of the collective to
which the leader belongs. Leader character, in short, is the internalization
of the collective ethos into the leader’s self-understanding and identity as
a leader. Leader character is in turn externalized and given public expres-
sion in and through the leader’s decisions and actions such that the leader
enacts the values, principles, and ideals of the collective in a way that cre-
ates a favorable impression of his or her character among followers (Burke,
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1962; Combs & Mansfield, 1976; Goffman, 1959). This leader enactment
is characterized by virtue (all around personal moral excellence), practical
wisdom (good sense and judgment), and goodwill (genuine concern for
others) (Smith, 2004; Solomon, 1992). This threefold Aristotelian concep-
tualization reflects three dimensions of character that people tend to value
and admire (Smith, 2004). By manifesting them in and through his or her
decisions and actions, a leader establishes personal credibility as one wor-
thy of trust and respect, which in turn makes followers receptive to the
leader’s persuasive influence.

Over time, leaders who consistently demonstrate character in and
through enactment of virtue, practical wisdom, and goodwill earn a repu-
tation for character among their followers. This reputation for character
has three recursive effects as depicted in Figure 7.1. The first strengthens
the linkages between a leader’s character and the enactment of character.
The possession of character tends to produce strong self-consistency
motives (Blasi, 1980, 2005; Verplanken & Holland, 2002)—the desire to
ensure that one’s behavior is consistent with the purposes and principles
central to one’s character—as well as the associated desire to maintain
respect and a favorable reputation. The second strengthens the relation-
ship between leader enactment and followers’ positive perceptions of the
leader’s character and credibility. A leader who consistently enacts char-
acter in and through his or her decisions and actions earns a reputation
for character among followers. This favorable reputation predisposes or
biases followers to interpret the leader’s future enactments favorably and
predisposes them to be more receptive to his or her persuasive influence.
The third strengthens the relationship between leader credibility in situ
and follower commitment. A leader’s strong reputation for character cre-
ates idealization among followers that strengthens followers’ commitment
when the leader acts with credibility in situ. Finally, when a leader enacts
exceptional character that engenders positive attributions of credibility in
situ, followers develop an especially strong commitment to the purposes
and principles embodied by the leader. Follower commitment is the key
outcome of leader ethos and represents the central significance of charac-
ter to leader persuasive influence.

In sum, Figure 7.1 depicts the essential elements of the social construc-
tion of leader ethos. As conceptualized in this process, leader ethos is both
a source of credibility for and a praiseworthy effect of the leader’s character
(Smith, 2004). With this conceptual framing of ethos, we now describe
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in greater detail the interpersonal dynamics associated with each of the
dimensions depicted in Figure 7.1.

Collective Ethos: The Normative Grounding
for Leader Ethos

The word ethos has both an individual and a collective meaning. It makes
sense to speak of the ethos of this or that person, but it makes equally good
sense to speak of the ethos of a group of people, an organization, culture, or
even an era in history (Halloran, 1982). The earliest primordial uses of the
term, in Homer and Hesiod, for example, emphasize its collective meaning.
Etymological studies suggest that ethos derives from the Greek word for cus-
tom, habit, and dwelling place, which shares a close relation in meaning and
usage to the Greek word for character (Hyde, 2004; Miller, 1974; Reynolds,
1993). These earliest usages derive from the notion of people regularly gath-
ering together in a public place—a “habitual gathering place”—sharing
experiences and in turn both experiencing and promulgating the values,
beliefs, and mores of the community (Halloran, 1982, p. 60). It is here in
this habitual gathering place of the community where the moral character
of a person is shaped, formed, given expression, and in turn judged and
evaluated by other members of the community (Hyde, 2004; Miller, 1974;
Sattler, 1947).

These etymological roots suggest that ethos has a close connection to the
social context surrounding the members of the community and entails the
guiding values and beliefs that characterize or pervade the group or com-
munity. Over the centuries, the collective meaning of ethos as “habitual
gathering place” became subsumed in the now conventional understanding
of the word as character (Chamberlain, 1984). Nonetheless, the primordial
social meaning of ethos remains an important if implicit and neglected
aspect of the phenomenon that is important to understanding the signifi-
cance of ethos to leadership.

Normative Grounding

The collective dimension of ethos emphasizes the characteristic spirit,
prevalent tone, or genius of a community that is approved and respected by
its members and motivates its ideas, customs, or practices (Geertz, 1973).
These characteristics have a close similarity to folkways—that is, accepted
and approved practices that define what it means to be a member of a
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community, including notions of warranted conduct that gain a person
merit, praise, or honor as well as notions of unwarranted conduct regarded
as wrong or intolerable (MaclIntyre, 2007; Sattler, 1947). A collective’s
ethos—those values, beliefs, and mores vital to the social welfare—tends
by definition to be highly normative in that it makes strong claims on
members of the collective: It carries moral significance; it is authoritative;
and it binds and obligates members of a community to certain kinds of
conduct that add stability to and support the social structure and welfare
of the collective (Korsgaard, 1996; Wren, 2010).

For example, military units tend to have strong norms around leaders’ sub-
ordinating personal self-interests to duties and obligations attached to their
role as a leader. This is because military leadership, especially in combat, is a
grave responsibility and those entrusted with this responsibility often literally
hold the lives of their fellow soldiers in their hands. Leaders who put their
self-interests ahead of their responsibilities are a risk and threat not only to the
mission, but to the lives of their soldiers. Therefore, the collective ethos of the
military puts a strong emphasis on subordination of self-interests to the obli-
gations of duty and the character of military leaders tends to reflect this strong
sense of obligation to duty. Soldiers in turn expect their leaders to exhibit this
strong commitment to duty in and through their leadership and will evaluate
the credibility and trustworthiness of the leader in large part based on his or
her consistency in upholding this and other collective norms.

Different moral communities thus establish unique systems of relation-
ships and accountabilities through which members develop expectations
and evaluations about the appropriateness of each other’s actions (Tetlock &
Mitchell, 2010). The collective dimension of ethos thus constitutes the norma-
tive grounding for the formation of leader character as well as the appraisal of
leader character by potential followers within the leader’s moral community.

Leader Character: Purposeful and
Principled Moral Self

This social meaning of ethos underscores the fact that the ancient con-
cept of character begins with the idea that people are first and foremost
members of organized collectives with a collective ethos. Within this con-
text, the ideal of character points toward public life, the life lived in that
“gathering place” that serves as the root metaphor in the ancient usage of
ethos (Halloran, 1982). From this perspective, character is understood as
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a complex set of characteristics acquired by an individual that reflect the
values, beliefs, and mores of the community (Hunter, 2003). For a person
to have character, therefore, is to have internalized the characteristics, qual-
ities, or virtues most valued and respected by the culture in which one is
embedded and belongs (Reynolds, 1993).

This conceptualization of character is thus socially constituted. It reflects
a purposeful and principled moral self embedded in and in service to the
collective. Such character is inculcated through social learning such as the
observation of moral exemplars and the internalization of the ideals they
model (Bandura, 1977, 1991; Walker & Henning, 2004). This differs from
modern approaches to character grounded in personality psychology,
which tend to foremost emphasize individualistic and autonomous traits
possessed by an individual largely independent of the sociocultural context
(Hunter, 2003). By contrast, the classical ideal of character is a socialized
kind of character: It emphasizes the conventional rather than the idiosyn-
cratic, the public rather than the private, the social rather than the personal
(Halloran, 1982; Reynolds, 1993).

Character therefore involves a high degree of conformity with the values,
beliefs, and mores of the collective. This conformity is not properly under-
stood as blind conformity or merely doing what is expected based on
socially imposed pressure or rewards. A leader who blindly conforms to role
expectations and externally imposed obligations, who does what is expected
of him or her out of fear of punishment or promise of reward, would not be
recognized as having character. Leader character in the sense intended here
is involved when a leader undertakes to become a full and productive mem-
ber of a social group and becomes concerned with conducting himself or
herself in accordance with the collective’s ethos—because he or she has come
to understand and accept the importance of this ethos and has taken on
personal responsibility to preserve and sustain it (Power, Higgins, & Kohl-
berg, 1989; Wallace, 1996). Such leaders have what has been called a strong
duty orientation, manifest in a drive toward fulfilling their duties to the col-
lective, its missions and goals, and its codes and norms (Hannah, Jennings,
Bluhm, Peng, & Schaubroeck, in press). Following up on the example of
military combat leaders, combat leaders are willing to subordinate their self-
interests to fulfill their obligations and duties as leaders because they have
come to understand the grave responsibility of leading in combat and have
in turn accepted and internalized into their self-understanding as leaders
the collective norms around duty. Ultimately, the values, beliefs, and mores
internalized as one’s own tend to engage one’s motivation more deeply and
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reveal character more thoroughly than do those that are externally imposed
(Blasi, 1980, 2005; Verplanken & Holland, 2002). This internalized norma-
tive commitment manifests in leader enactment that gives public expression
to the leader’s character.

Leader Enactment: The Public Expression of Character

Leader ethos refers to the public expression of a leader’s character in and
through the leadership process. This involves an interaction between the
leader’s enactment and followers’ perceptions of the leader’s credibility
based on that enactment. Leader enactment is therefore the pivotal point
in the construction of leader ethos. In contrast to behavioral approaches
to leadership, the enactment emphasized here does not refer to the surface
behaviors or influence techniques used by a leader per se. Rather, it refers
to how the surface behaviors express the substantive characteristics of
the leader’s character. Leader enactment involves a “showing forth” of the
leader’s underlying character—his or her purposeful and principled moral
self (Hyde, 2004, p. xv). In the Aristotelian theory of ethos, the substan-
tive characteristics necessary to show forth a purposeful and principled
moral self are three: virtue, practical wisdom, and goodwill (Smith, 2004).
These three characteristics are theorized to reveal the leader’s underlying
character, enhance followers’ perceptions of the leader’s credibility, and
ultimately make followers receptive to his or her persuasive influence.

Virtue

Leader ethos puts a primary emphasis on virtue, where virtue is defined as
“all-round personal excellence” in service to the collective (Solomon, 1992,
p. 103). Aristotle defined virtue as a stable state of character—an acquired
and therefore malleable disposition that manifests in certain characteristic
ways of thinking, feeling, and acting (Kupperman, 1991; Sherman, 1989).
This stable state of character is best understood not as a single unitary
excellence of a person, but more of a constellation of related excellences or
virtues that are important to a particular social practice (Solomon, 1992).
For example, we can think of the martial virtue of a military leader that
may include such virtues as duty, courage, and loyalty. Or we may think of
the virtues of an athlete that include physical prowess, competitive spirit,
and sportsmanship. In this way a leader’s character is comprised of a con-
stellation of related virtues relevant to his or her role and position in the
collective. The character of the leader is revealed by the way these virtues
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“hang together” to form what is recognized as “good” character—a pur-
poseful and principled moral self in service to the particular collective
(Solomon, 1992, p. 107).

The concept of virtue provides the conceptual linkage between the lead-
er’s character and the collective ethos of his or her community. Virtues are,
as Solomon (1992) describes, essential aspects of a leader’s character on
one hand; on the other hand, they constitute the excellences required of a
particular social practice in a certain society, community, or organization—
for example, the duty, courage, and loyalty the military requires of leaders
or the physical prowess, competitiveness, and sportsmanship that sports
require of athletes. Thus, virtues are “social traits”: They reflect the ethos of
a particular community and allow one to “fit in” and excel in a particular
social practice (Solomon, 1992, p. 107). Virtues are therefore a way of sum-
marizing the ideals of a community that define good character; they are the
guiding light of leader ethos (Solomon, 1992).

However, what distinguishes virtue from the related notion of character
traits is the close link they have to motivation and performance. Zagzebski,
for instance, defines a virtue as “a deep and enduring acquired excellence of
a person involving a characteristic motivation to produce a certain desired
end and reliable success in bringing about that end” (1996, p. 137; italics
added). By characteristic motivation she refers to a person’s basic tendency
to be moved or motivated to act for certain kinds of reasons. These reasons
have to do with achieving a certain end or goal. This suggests that virtues
are teleological or purpose driven: They are in some way in service to the
collective as described earlier (Solomon, 1992). Virtue also implies what
Zagzebski describes as reliable success in achieving the desired purpose or
goal. To ascribe a virtue to someone is to suggest (among other things)
that he or she tends to perform very well (excellently) in a particular social
practice; to ascribe a vice (the antithesis of a virtue) is to say that he or she
tends to perform badly (Zagzebski, 1996). Thus the notion of virtue has
a close link to motivation and goal-driven performance toward socially
valued outcomes that is typically not associated with the more global and
static notion of character traits.

Practical Wisdom

The second component involved in the public manifestation or enactment
of leader character involves what in Aristotelian terms is called phronesis or
practical wisdom—good sense, sagacity, expertise, intelligence (Schwartz,
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2011). Aristotle thought that the most routine social practices such as lead-
ership demanded choices—for example, when to be loyal to a boss, or how
to be fair to a subordinate, or how to confront an ethical violation, or when
and how to be angry. These kinds of choices demand virtue in general
and practical wisdom in particular (Schwartz, 2011). For example, with
regard to anger, the concern for Aristotle was not whether anger was good
or bad; it was the particular and concrete question of how to appropri-
ately (i.e., excellently) express anger in a particular circumstance: who to
be angry at, for how long, in what way, and for what purpose (Schwartz,
2011). Schwartz emphasizes that the wisdom to answer such questions and
to act rightly is “distinctly practical” (2011, p. 4). It depends on the abil-
ity to perceive a situation, to have the appropriate feelings or motivations
about it, to deliberate about what is appropriate in these circumstances,
and to act (Sherman, 1989).

From this perspective, practical wisdom is less about moral judgments
about what is right to do in a particular circumstance and more about per-
forming a particular social practice well, which involves not only knowing
what the right thing to do is, but also knowing how to go about doing
the right thing in a particular circumstance, with a particular person at a
particular time (Schwartz, 2011). The capability for individualized con-
sideration as evident in transformational leadership (Avolio & Bass, 1988;
Bass, 1985), self-awareness as evident in authentic leadership (Avolio,
Gardner, Walumbwa, Luthans, & May, 2004; Hannah, Walumbwa, & Fry,
2011), and social awareness as evident in emotional intelligence (Goleman,
Boyatis, & McKee, 2002) may thus be underpinned by practical wisdom.
This practical wisdom is an expansive combination of principled moral
judgment and practical moral skill or competence.

Practical wisdom is of great importance to the manifestation of char-
acter and specifically the practice of virtue (Solomon, 1992). None of the
virtues in particular or virtue in general can be exercised without prac-
tical wisdom (Sherman, 1989). The practice of virtue is concerned with
motivations and actions that lie on a continuum running from excess to
deficiency, either end being a vice, with the intermediate or mean position
being a virtue (Smith, 2004). Courage, for example, is a moral virtue that
manifests in performance reflecting something between cowardice (vice of
deficiency of courage) and recklessness (vice of excess of courage). That is,
courageous decisions and actions are neither rash nor cowardly but well
motivated and productive of praiseworthy performance (Schwartz, 2011;
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Smith, 2004). The vices thus fall short of or exceed what is right concerning
motivations and actions, while virtue reflects the mean, which is not the
average, but the right amount and requires practical wisdom (Schwartz,
2011).

Goodwill

Aristotle argues that when considering the three performance character-
istics of ethos, even though leaders may have virtue and wisdom, if they
lack goodwill they may not be trusted (Smith, 2004). Based on attribu-
tion theory, observers will not just judge the actions of others, but also
infer whether the intentions for their actions sought pro-social or benevo-
lent ends (Jones & Davis, 1965; Kelley, 1972). There are two dimensions
to the notion of goodwill: goodwill directed toward others, which is syn-
onymous with benevolence (Smith, 2004); and goodwill directed toward
the values, principles, and ideals of the collective (Sherman, 1989; Wallace,
1996). First, goodwill is wishing good for others for their sake without any
expectations of reciprocation (Smith, 2004). For example, a leader would
demonstrate goodwill if he directed his followers to do something that
would benefit them but not him or her. Second, goodwill is the disposition
to decide and act in the best interests of the collective and to uphold its
mission, values, and principles. This aspect of goodwill reflects an individ-
ual’s deep understanding and appreciation of the mores of the community
(Sherman, 1989; Wallace, 1996). It is grounded in the notion of respect. To
respect something is to understand and appreciate its value, to regard it as
important and worth taking seriously, and to give it appropriate weight in
influencing one’s behavior (Darwell, 1977). The manifestation of goodwill
is thus grounded in a deep dispositional commitment to respect the central
values, beliefs, and mores of the community to which one belongs.

Leader Choice
A crucial aspect of the substantive characteristics of leader enactment con-
cerns the choices a leader makes. Aristotle emphasized that one certain way
to convey character is through effective deliberate choice (Sattler, 1947). A
leader merits credit for voluntary choices that affirm the values, principles,
and ideals of the collective. These voluntary choices are perceived to reflect
the good character of the person (Smith, 2004).

Choice is inherent and explicit in the dynamics between virtue and
practical wisdom; specifically these dynamics involve deliberate choice in
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finding and choosing the mean between excess and deficiency that will lead
to or reinforce the values, principles, and norms of the community. But
leader choice involves more than rational deliberate choice. It also involves
the ability to control the irrational or emotional aspects of the self (Sher-
man, 1989). Choice here includes the capacity to have and to avoid certain
emotions—the ability to discriminate in what one feels. It involves the
ability to feel the right emotions at the right times, with reference to the
right objects or people (Sherman, 1989).

Additionally, character is conveyed through the choice of behavioral
style (Smith, 2004). Leaders project a sense of character when they
choose a style appropriate to the circumstances they face. For example,
there are times and places where bravery or humor are demanded and
others where each would be entirely inappropriate. Thus the leader’s
behavioral style is another way in which character is conveyed through
choice.

The Deep Structure of Leader Choice

But leader choice is not limited to the virtuous mean, emotional control,
and behavioral style enacted in particular situations a leader faces, but also
concerns choices of the leader in the larger context of his or her career
as a leader (Solomon, 1992). This suggests that an important aspect of
leader choice is his or her conception of success. From this broader per-
spective, leaders can be motivated to lead for noble or ignoble reasons;
for selfish and self-serving reasons; or for reasons that reflect a commit-
ment to projects, causes, and ideals greater than themselves. These kinds
of choices reflect the deep structure of leader choice (Wren, 1991). They
reveal the inner motivational core of the leader that governs his or her
day-in-and-day-out decisions and actions at the most fundamental level.
For a leader of character, choice from this deep structure level involves the
development of the kind of self—a purposeful and principled moral self—
who attaches his or her long-term self-interest to noble, just, worthy, and
right objects subsumed under the concept of the good (Murdoch, 2009). It
involves choosing and having reliable and praiseworthy motives, expressed
in chosen actions over time that produce and preserve the fundamental
values, principles, and ideals of the community and that have come to have
intrinsic value to the leader such that he or she is self-determined in his or
her enactment of those values, principles, and ideals (Deci & Ryan, 2000;
Solomon, 1992).
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Summary

The pivotal point in the construction of leader ethos is leader enactment,
which refers to the public expression of character in and through the
leader’s decisions and actions. Leader enactment that projects character
involves three substantive characteristics: virtuous action, which involves
the rejection of vice and affirming of virtue; practical wisdom, which
involves basing decisions on sound deliberation and practical knowl-
edge; and goodwill, which involves acting for the benefit of others for
their own sake and acting on the best interests of the collective to uphold
its core values and principles. In the manifestation of leader character,
choice emerges as a dominant factor: deliberate choice in finding the
virtuous mean, controlling emotions, and selecting the appropriate behav-
ioral style. The deep structure of leader choice involves choosing and
having reliable and praiseworthy motives, expressed in chosen actions
over time that have come to have intrinsic value to the leader. Character
from this deeper perspective reveals to others a purposeful and principled
moral self motivated by the desire to produce and preserve the good—
the fundamental values, principles, and ideals of the community. These
characteristics of leader enactment are theorized to reveal the leader’s
underlying character, enhance followers’ perceptions of the leader’s cred-
ibility, and ultimately make followers receptive to the leader’s persuasive
influence.

Follower Perceptions of Leader
Credibility and Trustworthiness

Leader ethos is about establishing, in the process and enactment of leading,
a character that merits credibility as a leader. Credibility is often asserted
to be the foundation of leadership: “People want leaders who are cred-
ible” (Kouzes & Posner, 2002, p. 32). In rhetorical theory, this aspect of
ethos is referred to as source credibility (Hovland, Janis, & Kelley, 1953).
Source credibility refers to the trustworthiness of a leader as perceived by
followers, which is derived from the interaction between qualities demon-
strated by a leader in a particular situation and their expectations about the
qualities appropriate for a leader in that situation. Followers will tend to
provide or withdraw support for the leader based on their appraisal of the
leader’s fit in conforming to those qualities (Hollander, 1993; Lord et al.,
1984; Lord & Mabher, 1993).
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In demonstrating the three substantive characteristics of leader enact-
ment, a leader constructs an ethos that gains credibility because virtue,
practical wisdom, and goodwill are “favorable dispositions” that people
tend to find trustworthy (Cooper, 1932, p. xxii) and consistent with their
expectations about the qualities appropriate for a leader (Hollander, 1993;
Lord et al., 1984; Lord & Maher, 1993). To underscore this point, it is
worthwhile to highlight the correspondence between the three substantive
characteristics of leader enactment and empirical research identifying the
primary characteristics associated with trustworthiness (Colquitt, Scott, &
LePine, 2007; Mayer et al., 1995). Although research on trustworthiness
has tended to focus on dyadic forms of trust and not the culturally embed-
ded normative context that underpins ethos, it nonetheless has relevance
to our understanding of leader ethos.

This research suggests that trustworthiness is based on three primary char-
acteristics of the trustee (leader): ability, integrity, and benevolence. Ability or
competence captures the knowledge and skills needed to do a specific job
along with the interpersonal skills and general wisdom needed to succeed in
an organization (Gabarro & Athos, 1978; cited in Colquitt et al., 2007). Abil-
ity corresponds in many ways to the leader enactment of practical wisdom.
Practical wisdom is a combination of principled moral judgment and practi-
cal moral skill or competence, the essence of which is the capacity to figure
out the right thing to do in a particular situation as well as the right way to
go about doing it. Integrity captures the extent to which a trustee is believed
to adhere to sound moral and ethical principles that the follower finds
acceptable (Mayer et al., 1995). Integrity corresponds in part to the leader
enactment characteristic of virtue. Virtue reflects the values, principles, and
ideals of a particular community and involves the characteristic motivation
to realize these values, principles, and ideals in performance. Finally, benevo-
lence captures the extent to which a trustee is believed to want to do good
to the trustor apart from any self-interested or egotistic motive. Benevolence
thus corresponds to the leader enactment characteristic of goodwill. Good-
will involves acting for the benefit of others for their own sake. Goodwill also
involves acting on the best interests of the collective to uphold its core values
and principles, which overlaps with integrity.

Thus the substantive characteristics of leader enactment that express char-
acter also have a close correspondence with the primary characteristics that
make a person worthy of trust. The act of trusting involves uncertainty and
risk to the degree that aleader’s credibility is uncertain. A leader, however, who
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successfully enacts virtue, practical wisdom, and goodwill in and through his
or her decisions and actions mitigates this uncertainty and will gain cred-
ibility because followers tend to find these characteristics trustworthy (Smith,
2004). The enactment of virtue, practical wisdom, and goodwill therefore
constitutes a mode of proof—a way for a leader to offer evidence of trustwor-
thiness (Smith, 2004). As a mode of proof, the public expression of character
in and through the enactment of virtue, practical wisdom, and goodwill com-
municates an implicit but substantive message to followers that says, in effect:
“Trust me because I am the kind of person you can trust” (Halloran, 1982).

This is the second pivotal point in the social construction of leader ethos.
Whether or not a leader is successful in establishing credibility hinges on
whether followers are persuaded by this character-based proof of his or her
trustworthiness. To the degree to which followers are positively persuaded,
the relationships between leader and followers will be characterized by
an emergent state of trust (Burke, Sims, Lazzara, & Salas, 2007). The con-
sequences of this state of trust include a number of follower attitudinal
and behavior outcomes essential to the leadership relationship including:
confidence in the character of the leader, willingness to rely on the leader,
receptivity to the leader’s influence, acceptance of the leader’s guidance
and direction, and willingness to work toward achieving the leader’s pur-
poses (Burke et al., 2007). These first-order outcomes are necessary and
definitive of leadership as a relationship between those who aspire to lead
and those who choose to follow: They reflect the willingness of followers
to voluntarily support and follow the leader.

Over time, leaders who consistently demonstrate character in and
through the enactment of virtue, practical wisdom, and goodwill earn a
reputation for character among their followers. This reputation for charac-
ter reinforces the construction and emergence of leader ethos and promotes
the emergence of certain second-order outcomes, the most significant of
which involves follower identification with the leader and commitment to
the purposes of the leader. In the next two sections, we address these final
aspects of the social construction of leader ethos.

Leader Reputation for Character

Leader reputation is defined as the identity of a leader as perceived by others
(Hall, Blass, Ferris, & Massengale, 2004). In our terms, the leader’s reputation
for character reflects followers’ perceptions of the leader as built through



Leader Ethos + 159

observation over time, as a purposeful and principled moral person.
Respect is at the heart of a leader’s reputation for character. Three dimen-
sions of respect are relevant to a leader’s reputation for character: appraisal
respect, recognition respect, and identification respect (Clarke, 2011). Each
has significant implications for the construction of leader ethos.

Appraisal Respect

A leader’s reputation grounded in appraisal respect reflects what follow-
ers admire about a leader. It is a measure of esteem for higher-than-usual
performance or achievement (Clarke, 2011; Darwall, 1977). It reflects what
followers as a community believe and value most in leaders—their col-
lective implicit theory of exemplary leaders—and involves evaluations of
a leader’s performance over time and his or her success in enacting what
followers value most in leaders.

In terms of the social construction of leader ethos, appraisal respect has
its most significant influence on the leader himself or herself. As members
of a moral community, leaders desire and seek a degree of moral approba-
tion from their followers (Jones & Ryan, 1997; Ryan & Riordan, 2000). A
junior leader in the fire services, for example, will want to prove himself to
and receive approbation from his firemen that he has what it takes to lead in
tough and dangerous situations. Appraisal respect provides a kind of affir-
mation and social reward for merit. It reflects the external aspect of a leader’s
ethos—excellence in performance; but that excellence is an expression of an
internal asset—namely the leader’s character. Because this kind of respect and
the good reputation that accompanies it is an intrinsic reward and consid-
ered a valuable asset to the leader, the leader is motivated to ensure that his or
her current and future performance does not risk or damage the respect and
reputation he or she has earned (Burke et al., 2007). Thus, appraisal respect
acts as a reinforcement that, as depicted in Figure 7.1, strengthens the linkage
between leader character and the leader’s enactment of that character.

Recognition Respect

Next, a leader’s reputation for character is bound up in followers’ recogni-
tion that the leader’s character is not just admirable but authoritative. That
is, a leader’s reputation for character becomes a source of legitimacy for a
leader over and above legitimacy based on his or her formal position or
authority as a leader. That is, character has moral authority that evokes a
sense of obligation among followers to accept and support the leader and
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his or her influence. This is what is meant by recognition respect. It con-
sists of recognizing and giving appropriate consideration to the qualities of
a leader that make him or her worthy of leadership and to act accordingly
(Clarke, 2011; Darwall, 1977). For example, followers will tend to feel a
sense of obligation to support the direction of a leader who has demon-
strated that he or she consistently subordinates his or her self-interest for
the good of the organization and its members. On the other hand, follow-
ers will tend to feel less obligated to support the direction of a leader who
has demonstrated that he or she acts out of self-interest.

Recognition respect is a function of the extent to which the leader is
perceived as acting in a manner consistent with the values, principles, and
ideals of the community (Clarke, 2011). If so, recognition respect for a
leader’s character creates an implicit obligation among followers to accept
and support his or her purposes, particularly concerning a leader in a for-
mal leadership position. Thus, as depicted in Figure 7.1, recognition respect
for a leader’s character acts as a reinforcement that strengthens the link-
age between leader enactment and follower perceptions of leader credibility
and the decision to trust and willingly allow the leader to exert influence.

Over time, as the leader gains a reputation for enacting character, follow-
ers would tend to form expectancies that the leader will act with character
in the future. This is in part because people normally have a confirmation
bias (see Nickerson, 1998), in that they seek out information that confirms
their existing beliefs and hypotheses while paying less attention to infor-
mation that counters those beliefs. Therefore, followers will readily seek
and be very sensitive to cues that confirm that a leader who has a reputa-
tion for character (or lack of) is indeed acting again with character (or lack
of) as opposed to looking for disconfirming cues.

Identification Respect

Last, a leader’s reputation for character manifests in a respect that is
based on followers’ identification with the purposes and principles of the
leader (Atwell, 1981; Clarke, 2011). This form of respect—identification
respect—reflects the personal attachment of followers to the values, prin-
ciples, and ideals embodied in the leader’s character and manifested in and
through the leader’s enactment. It reflects an alignment between the pur-
poses and principles of the leader and his or her followers. This kind of
respect involves followers in a far more active level of engagement with
the leader (Clarke, 2011). Thus, as depicted in Figure 7.1, identification
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respect for a leader strengthens the linkage between follower perceptions
of leader credibility and follower commitment, and influences a number
of second-order attitudinal and behavioral outcomes including increased
follower job satisfaction, increased performance, increased organizational
commitment, and decreased turnover (Dirks & Ferrin, 2002). However,
most significant among the various second-order outcomes is increased
follower commitment to the purposes and goals set by the leader.

Self-Consistency Motives

The three forms of respect provide extrinsic motivation for a leader to
ensure that his or her performance consistently enacts and gives public
expression to his or her character. Yet, we suggest that leaders also form a
personal narrative of their prior behaviors that drives them intrinsically to
enact their character. Leaders over time form a life story, a personal narra-
tive of who they are, authentically, as a leader (Shamir & Eilam, 2005). Such
a narrative creates self-consistency motives to act in alignment with core
aspects of their self—such as their character and moral identity (Hannah,
Avolio, & May, 2011; Stahlberg, Peterson, & Dauenheimer, 1999; Verplan-
ken & Holland, 2002). This is because people seek to maintain self-esteem
and a consistent self-view, and acting inconsistently with the moral self
creates cognitive disequilibrium and damages self-esteem and sense of self-
worth (Blasi, 1980; Hannah et al., 2011).

Follower Commitment

Rhetorical theory suggests that the construction of a leader ethos grounded
in the substantive characteristics of virtue, practical wisdom, and goodwill
can have social influence effects that go beyond the willingness of followers to
voluntarily support and follow the leader. On the contrary, leader ethos can
be a catalyzing influence that motivates a strong sense of commitment among
followers. This commitment is characterized by followers’ strong affective
attachment to the purposes, principles, and goals of the leader and to their
role as followers in relation to those purposes, principles, and goals, apart
from any instrumental or extrinsic motives or incentives—that is, formal
or informal rewards or punishments (Buchanan, 1974). This commitment
reflects a decisive moral choice to support the leader that results from follow-
ers’ strong identification with and internalization of the leader’s ethos, which
generates internalized normative pressures to act in a way that supports the



162 + Peter L. Jennings and Sean T. Hannah

leader (Wiener, 1982). This internalized normative pressure motivates sev-
eral second-order relational outcomes that share similarity with the outcomes
associated with a charismatic or transformational leadership relationship
(Bass, 1985; Howell & Shamir, 2005). As Shamir and Howell noted:

Followers who share a charismatic relationship with a leader are willing to
transcend self-interests for the sake of the collective (team or organization),
to engage in self-sacrifice in the interest of the mission, to identify with the
vision articulated by the leader, to show strong emotional attachment to the
leader, to internalize the leader’s values and goals, and to demonstrate strong
personal or moral (as opposed to calculative) commitment to those values
or goals. (2005, p. 99)

These follower outcomes associated with a charismatic leadership rela-
tionship, or idealized influence as included in transformational leadership
theory (Bass, 1985), parallel the outcomes we associate with the catalyzing
influence of leader ethos. The quality and strength of these charismatic
outcomes depend in large part on the strength of followers’ normative
commitment, which is grounded in their identification with and internal-
ization of the leader’s ethos—that is, the purposes, principles, and goals
that constitute the leader’s character. Leader ethos thus constitutes the nor-
mative foundation of leadership as a relational process.

DISCUSSION

In this chapter we have applied the Aristotelian concept of ethos to explain
the significance of character to the social influence of leadership. We pre-
sented a model describing how leader ethos is socially constructed and
establishes the credibility necessary for effective leadership. This frame-
work has important implications for research and practice.

Implications for Research

The predominance of research on leader influence has focused on concepts
such as leader power, political savvy, influence tactics, skills, and leadership
styles (Bass & Bass, 2008; Yukl, 2002). Largely neglected, particularly from
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an empirical perspective, is an understanding of how and through which
processes leader character creates and sustains leader influence. We believe
that a deeper understanding of what constitutes leader ethos will enrich
our theoretical models of leadership processes.

First, scholars have called in the literature for placing more emphasis
on leadership as a relational phenomenon and to recognize the active role
followers have in reacting to and interpreting leader qualities (Hollander,
1992; Uhl-Bien & Pillai, 2007). Further, there have been numerous calls in
the literature to make context more explicit in models of leadership (Avolio,
2007; Porter & McLaughlin, 2006). Our conceptualization of leader ethos
attempts to account for both of these emphases. The social construction
of leader ethos suggests that it resides neither solely in the character of the
leader (as typically assumed in moral psychology approaches to character)
nor solely in the perceptions of followers with regard to source credibility
(as frequently assumed in rhetorical theory). Rather, ethos is a relational
concept residing at the intersection of the character of the leader and the
perception of leader credibility in followers, both of which are grounded in
the normative values, principles, and ideals of the community—the collec-
tive ethos—in which they belong. This collective ethos provides the point
of reference by which people develop character and by which others judge
the credibility of character. Leader ethos thus reflects the character of the
relational dynamics between the leader, the followers, and the communal
context in which they are located. It reflects a coming together and hav-
ing or sharing the same values, principles, and ideals that are embodied
in the character and enactment of the leader and recognized, respected,
and supported by followers (Burke, 1962; Sullivan, 1993). In this respect,
leader ethos serves as a kind of organizing principle that bonds together
those who aspire to lead and those who choose to follow, and infuses this
relationship with a strong normative commitment to the purposes and
principles embodied by the leader (McEvily, Perrone, & Zaheer, 2003;
Selznick, 1957).

Second, scholars have called for researchers to explore how leaders and
followers interact to create meaning in the workplace (Shamir, 1991). We
suggest that the conceptualization of leader ethos as an organizing prin-
ciple offers insights into how followers make sense and interpret meaning
in the workplace, which is thought to be central to followers’ engagement
and performance (May, Gilson, & Harter, 2004). Organizing principles are
ways of solving problems of interdependence and uncertainty (McEvily
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et al., 2003). They involve certain logics and associated heuristics for how
leaders and followers process information and select appropriate behav-
iors for coordinating their actions (McEvily et al., 2003; Zander & Kogut,
1995). With leader ethos, we begin to better understand how collective
values, principles, and ideals embodied and enacted by a leader create a
framework of meaning or lens through which followers as well as lead-
ers perceive and interpret leaders’ behaviors and how those behaviors in
turn serve to enhance or deter attributions of credibility and resulting
commitments.

Third, leader ethos provides a framework to help distinguish what is
often taken for granted in leadership research: the distinction between
power and influence. Traditionally, power is associated with organizational
authority and refers to the ability of a formal leader to exert some degree
of coercive control over other persons, things, or events (Hollander, 1993).
By contrast, influence involves persuasion in which the subordinate retains
some degree of autonomy and control over his or her decisions and actions
(Hollander, 1993). Hollander notes that leaders’ reliance on power can be
“highly dysfunctional”—provoking negative attitudes and counterpro-
ductive behaviors among followers (1985, p. 485). Effective leaders thus
emphasize persuasion instead of the full power at their disposal by virtue of
their formal authority (Bass, 1985; Hollander, 1985). The persuasive influ-
ence of a leader in turn will depend in large part on informal legitimacy
based on followers’ appraisals of the leader’s credibility and their decision
to accept and support the leader’s influence (Hollander, 1993). Our frame-
work of leader ethos can help inform this persuasive influence process.

Fourth, leader ethos may enhance the understanding of both implicit
leadership theory (ILT; Lord & Maher, 1993) and leader-member exchange
theory (LMX; Graen & Uhl-Bien, 1995). Research on ILT has shown
that followers not only encode into memory a leader prototype but also
a leader anti-prototype, reflecting their prototype of what constitutes
negative leader qualities (e.g., unethical, self-serving, incompetent, etc.)
as a separate cognitive categorization (Epitropaki & Martin, 2004). We
suggest that collective ethos, through social learning and socialization
processes, informs followers’ formation of these dual prototypes and fol-
lowers’ determinations of what is exemplary and distasteful in leaders.
Further, our framework describes how the enactment of leader character
is viewed through these normative prototypes. Additionally, our frame-
work for leader ethos describes how leader enactment, when it is consistent
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(inconsistent) with followers’ prototypes, engenders (reduces) respect and
perceptions of credibility. As respect and trust are components of LMX
(Graen & Uhl-Bien, 1995), the social processes of leader ethos may inform
phenomenon operating at the lower range of LMX. Specifically, when a
leader matches followers’ anti-prototype related to expected character,
they may not just experience low levels of LMX, but negative LMX (Uhl-
Bien & Maslyn, 2003). Negative LMX would not reflect concepts such as
trust, liking, and respect; but distrust, disliking, and disrespect, and result
in negative forms of social exchange between leader and follower (Spar-
rowe & Liden, 1997).

Fifth, understanding the social phenomenon of leader ethos can help
to advance research on character as applied to leadership and the work-
place. Character has largely been studied from a descriptive approach, and
research has tended to conceptualize character as an intrapersonal phe-
nomenon (Wright & Goodstein, 2007). We have developed a framework
placing leader character as a social, not merely intrapersonal phenomenon,
and have provided logic for how character is situated within normative
constraints. This is important as models of leadership have more often
than not neglected relevant levels of theory and analysis (Yammarino,
Dionne, Uk Chun, & Dansereau, 2005). The leader ethos framework
operates across three levels. At the micro/individual level, the framework
describes how leader character manifests in enactment. At the dyad and
meso levels, the framework describes how leader enactment is interpreted
and attributed by others and groups. At the macro level, the framework
describes how both the micro and meso processes are situated in the nor-
mative context of collective ethos. The current framework for leader ethos
thus offers logic for numerous hypotheses that could be developed and
tested to advance multilevel leadership frameworks for the study of char-
acter in organizations.

Sixth, our conceptualization of what constitutesleader credibility extends
beyond current conceptualizations of trustworthiness and thus provides
new opportunities for trust research. First, we ground trustworthiness in
the leader’s character, based on the leader’s virtue, practical wisdom, and
goodwill. These broader constructs extend beyond the concepts of ability-
based, benevolence-based, and integrity-based trust, which have been the
focus of trust research to date (Colquitt et al., 2007; Mayer et al., 1995).
Our approach also situates trust not just at the dyad level, but operating
across levels situated in the normative context of collective ethos. Further,
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we build the concept of time into our process model (Figure 7.1) and
describe how leader trustworthiness feeds the leader’s reputation for char-
acter over time. This links trust to appraisal, recognition, and identification
forms of respect (Clarke, 2011) that constitute the leader’s reputation for
character and thus open new logics that can be formulated into hypotheses
and tested to advance both the trust and respect literatures.

Implications for Practice

An understanding of leader ethos has important implications for leader
development. Specifically, leader development programs that focus on skills
and competencies alone may have significant shortcomings in aiding orga-
nizational leaders to exercise persuasion and influence in the workplace. Our
framework suggests that followers will assess not just the message, but the
messenger when deciding whether they will allow the leader influence over
them. Without establishing character-based credibility, followers will not be
confident that the leader will use his or her skills for pro-social and ethical
aims and not for self-gain or manipulative purposes, and may thus tend to
not fully commit to the leader’s purpose. This places character development
at the center of leader development, yet research syntheses have shown that
the leadership field has not focused on character in development frame-
works (Avolio, Reichard, Hannah, Walumbwa, & Chan, 2009).

The framework for leader ethos also has significant implications for
socialization programs. To be effective, leaders must understand the col-
lective ethos and followers’ corresponding character-based ILT. They must
also have internalized the ethos to ensure they manifest it in practice in
order to gain credibility and follower commitment.

We have also brought attention to the importance of leaders developing
a reputation for character in the workplace and emphasized that reputa-
tion not only influences the external realm related to followers’ perceptions
and attributions, but also the internal realm—the intrapersonal processes
that drive the leader himself or herself to enact character. This framework
thus has implications for ethical leadership theory (Brown & Trevifo,
2006). Ethical leadership distinguishes a moral person (a leader with ethi-
cal traits) from a moral manager (a leader who takes purposive actions to
discipline and reward based on (un)ethical behaviors and communicates
ethics in the workplace). This theory proposes that a leader can be a highly
moral person, but be seen as ethically ambivalent by followers if he or she



Leader Ethos * 167

does not project that morality into the workplace as a moral manager. Our
framework for leader ethos can inform the processes through which this
projection occurs and is received and interpreted by followers.

Finally, leader ethos can inform the development of ethical climate and
ethical culture as well as multilevel models of ethical leadership (Trevifo,
1986; Trevino & Youngblood, 1990; Victor & Cullen, 1988). Specifically,
research has shown that ethical culture and ethical leadership operate
across organizational levels to influence ethical thoughts and behaviors of
followers at lower levels (Schaubroeck et al., 2012). The concept of col-
lective ethos may inform the mechanisms through which such cross-level
effects occur. Collective ethos informs what normative values, principles,
and standards are esteemed in a given culture and the lens through which
followers will assess the adequacy and credibility of leaders, and thus the
likelihood that their influence will cascade across levels. The concept of
leader reputation for character and the three forms of respect it engenders
(appraisal respect, recognition respect, and identification respect) may also
inform how leaders can positively influence not only their immediate fol-
lowers, but also followers at two or more organizational levels below them
as determined by Schaubroeck and colleagues (2012). This is because a
leader’s reputation has informational value and when followers at lower
levels receive the directives of higher leaders they respect, they would be
more likely to attribute those decisions to a source of character, increasing
perceptions of credibility and thus influence. Further, understanding the
formation of collective ethos can inform how shared values, principles,
and standards are formed across levels and are reinforced through the
exemplification of those shared beliefs by leaders. In summary, an under-
standing of what constitutes leader ethos can inform how formal and
informal leader behaviors and culture create leadership systems that build
and sustain character.

CONCLUSION

We adopted the Aristotelian concept of ethos to explain the theoretical
significance of character to the social influence of the leader. We pre-
sented a model that describes how leader ethos is socially constructed in
and through the leadership process to establish the credibility and trust
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necessary for effective leadership. We argued that the construction of
leader ethos is not only essential to a leader’s effectiveness in a practical
sense in that it counts heavily toward others’ willingness to follow, but it
also promotes strong normative commitment among followers to support
the leader’s purposes and goals. We conclude that the social construction
of leader ethos constitutes the essence of leader character as a social and
not just a psychological phenomenon and explains the central significance
of character to leadership.
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Team Effectiveness

The Positioning of Political Skill in the
Framework of Leader Competencies
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James K. Summers, and Gerald R. Ferris

The topic of leadership remains one of the most actively researched areas
in the organizational sciences, and has for many years. Some of the earliest
efforts to understand leadership were the “great man theories” focus-
ing on the traits possessed by individuals who generally were perceived
as effective leaders. Unfortunately, such early trait approaches tended to
relate leader traits to measures of leadership effectiveness virtually devoid
of any attempts to explain how or why these traits made a difference (e.g.,
Yukl, 2006). In recent years, we have witnessed renewed interest in the trait
view approach, but this new work has focused on multistage models that
more precisely articulate the intermediate linkages or mediating processes
that occur between leader traits/characteristics and leadership effective-
ness (e.g., DeRue, Nahrgang, Wellman, & Humpbhrey, 2011; Van Iddekinge,
Ferris, & Hefner, 2009; Zaccaro, 2007; Zaccaro, Kemp, & Bader, 2004).

A body of work related to the renewed interest in trait theories has been
the political perspective on leadership. In response to an appeal for theory
and research in this area by House and Aditya (1997), Ammeter, Douglas,
Gardner, Hochwarter, and Ferris (2002) proposed a political theory of lead-
ership, which articulated the leader traits/characteristics, behaviors, and
contextual factors contributing to leadership effectiveness. Political skill
was a focal leader characteristic proposed in this theory, which is reflective
of a synergistic set of social competencies argued to bring adaptability and
situationally appropriate influence behavior to interactions with followers,
inspiring trust and confidence, through which both leaders and followers
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can realize effectiveness (e.g., Ferris, Davidson, & Perrewé, 2005; Ferris,
Treadway, Brouer, & Munyon, 2012; Ferris et al., 2005; Ferris et al., 2007).

DeRue and colleagues recently proposed “an integrative trait-behavioral
model of leadership effectiveness,” which positioned political skill as one of
the “leader traits and characteristics” believed to impact leadership effec-
tiveness through the demonstration of specific leader behaviors (2011, p. 7).
Previous research on leader political skill has demonstrated direct relation-
ships with leadership effectiveness (Ahearn, Ferris, Hochwarter, Douglas, &
Ammeter, 2004; Douglas & Ammeter, 2004; Semadar, Robins, & Ferris,
2006), but no investigation of mediators of those relationships were exam-
ined, or even proposed, despite appeals to do so (i.e., Ahearn et al., 2004;
Ammeter et al., 2002; Treadway et al., 2004).

Therefore, clear deficiencies remain in our understanding of leader politi-
cal skill and how it exercises its effects on leadership effectiveness outcomes.
Specifically, we need to take a lesson from the scholars promoting the renewed
research interest in trait views of leadership, which have proposed multistage
models that more precisely articulate the mediating processes that occur
between leader traits/characteristics and leadership effectiveness (e.g., DeRue
etal., 2011; Van Iddekinge et al., 2009; Zaccaro, 2007; Zaccaro et al., 2004).

The present chapter expands theory in this area by developing a model
suggesting that leader political skill operates through the leader behaviors
demonstrated and team processes, which then impact team and leader-
ship effectiveness. In so doing, the proposed conceptualization expands
upon recent work on trait views, political perspectives on, and relational
approaches to leadership (e.g., Ammeter et al., 2002; Carmeli, Ben-Hador,
Waldman, & Rupp, 2009; DeRue et al., 2011; Uhl-Bien, 2006). Further-
more, this research responds to appeals in these areas collectively to provide
a more integrated model of leadership that develops a more informed
understanding of the mechanisms underlying the nature of the relation-
ships between leader characteristics and leadership and team effectiveness
(e.g., Avolio, 2007; DeRue et al., 2011).

Leadership effectiveness is a broad term that represents the various ways
we can construe leadership outcomes to reflect increased performance and
effectiveness of leaders, followers, and teams. Indeed, scholars have argued
that organizational environments are changing with regard to the structure
and design as well as the nature and definition of work, and that team-based
work structures are increasingly replacing work designed at the individual
job level (e.g., Bridges, 1994; Cascio, 1995; Daft & Lewin, 1993). Thus, the
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perspective taken in the proposed conceptualization is to articulate how
leader political skill works through intermediate linkages to influence the
effectiveness of teams.

Our framework follows the traditional I-P-O (i.e., Input-Process-Output)
model (e.g., Hackman, 1987), in that inputs (i.e., leader political skill and
leader behaviors) influence team processes and then effectiveness. Specifi-
cally, we propose that political skill directly affects the leader’s ability to enact
specific team leadership behaviors. The enactment of team-directed leader-
ship behaviors impacts team processes, and finally, team effectiveness criteria.
This framework follows the appeal of Ahearn and colleagues (2004), who
found that leader political skill was associated with team effectiveness, but did
not measure, and thus could only speculate about, the intermediate linkages
that explained this important relationship.

LEADERSHIP IN THE TEAM CONTEXT

More than a half century ago, Stogdill said, “leadership is always associated
with the attainment of group objectives. Leadership implies activity, move-
ment, getting work done. The leader is the person who occupies a position
of responsibility in coordinating the activities of the members of the group
in their task of attaining a common goal” (1948, p. 64). To say that the use
of groups and teams to accomplish organizational goals is prevalent today
would be an understatement. As Morgeson, DeRue, and Karam pointed
out, “Structuring work around teams has become a fact of organizational
life” (2010, p. 6).

Flatter organizations, more specialized skill sets, project-based approaches
to work, growth in the number of remote work arrangements, and increases
in turnover suggest that the increased use of team-based work is unlikely
to reverse (e.g., Mathieu, Maynard, Rapp, & Gilson, 2008; Tannenbaum,
Mathieu, Salas, & Cohen, 2012). As such, there is a growing interest in the
research area of teams that is accompanied by the need for a better under-
standing of the necessary skills, behaviors, and functions for leaders to be
effective in the team context. Furthermore, we suggest that some competen-
cies equip leaders to better demonstrate the requisite behaviors that address
the key functions that will contribute to teams being effective. Indeed, this
is the focus of the proposed framework.
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Nature of Work, Performance, and Effectiveness in the
Team Context

Organization and Conduct of Work

It is important to distinguish between the concept of groups and teams
when discussing the nature of collective work. Although both groups and
teams refer to a assemblage of individuals working toward a common goal,
the context is distinct. Group refers to a collective that shares a common
goal, but that performs work in an environment characterized by lower
task complexity and interaction. In these settings, group success largely is
a function of the aggregate performance of the individual group members.
Team refers to a more structured, complicated, and often intricate set of
performance interactions among members (Kozlowski, Gully, McHugh,
Salas, & Cannon-Bowers, 1996). Therefore, teamwork is the accomplish-
ment of goals through a group of people working together in a manner
that enables them to achieve more than they could with uncoordinated
individual actions. So, the nature of work through teams can be character-
ized by the mutually dependent interaction of its members.

Team Work Outcomes: Performance and Effectiveness
As Kozlowski and colleagues pointed out, “In team situations, effectiveness
hinges on the ability of team members to integrate their individual per-
formances to meet coordination demands,” and “Team performance is the
result of a complex network of linkages among individual tasks, roles, and
goals” (1996, p. 257). Team effectiveness, or success, is then not simply a
function of individual team member ability, but also involves the processes
employed to facilitate the interaction of team members necessary to per-
form the work. These interactions take place throughout recurring cycles
that can be described as episodes by specific action and transition periods
(Marks, Mathieu, & Zaccaro, 2001; Zaccaro, Rittman, & Marks, 2001).

The transition phase is the period of time when the team is focused on
group membership, structure, goal setting, work planning, and evaluation
of work performed during previous action phases. The action phase is the
period of time when the team is focused on the performance of task/work
that directly contributes to goal attainment. Team performance occurs
through the repetition of these transition and action phase cycles over time
(Morgeson et al., 2010).

As teams repeatedly work through the transition and actions phases,
they are likely to experience tensions that can thwart team member and
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collective team performance by hindering team member ability to regulate
goal-directed behavior. The challenge of working through these tensions
creates needs that must be satisfied for the team to achieve its goals. In
agreement with Morgeson and colleagues (2010), we argue that team per-
formance and effectiveness are achieved through leadership qualities and
characteristics that translate into effective leader behaviors, which in turn
contribute to teams becoming more effective.

THEORETICAL FOUNDATIONS AND MODEL

We propose that leader political skill represents a set of critical social
competencies that can contribute meaningfully to the performance and
effectiveness of teams. Furthermore, we introduce a multistage media-
tion model in the following sections that suggests how leader political skill
affects team outcomes. The model is presented in Figure 8.1, and essen-
tially it argues that leader political skill contributes to the demonstration
of particular leader behaviors that influence team processes which, in turn,
affect team performance and effectiveness. The following sections examine
each of the model’s components in greater detail.

Nature of Leader Political Skill and Leadership Effectiveness

Political Skill Construct Overview
Political skill was first introduced in the organizational sciences literature by
Pfeffer (1981). This notion of a political perspective on organizations was
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shared and put forth independently by Mintzberg (1983, 1985). The politi-
cal skill construct conceived by both scholars involves the ability to acquire
and effectively use power and influence to achieve goals, and Pfeffer (1981)
indicated that political skill was necessary to succeed in organizations. This
initial characterization of political skill largely dealt with notions of formal
power, but subsequent work demonstrated its effectiveness in the exercise
of influence in the absence of formal authority (Perrewé et al., 2004).

Early empirical work on political skill focused on the investigation of the
use of influence tactics in organizations, but in the late 1990s and 2000s,
the focus turned from the “what” of influence to the “how” of influence
(Ferris et al., 2012). This program of research led to the conceptualization
of political skill as a complex multidimensional construct consisting of
four dimensions (i.e., social astuteness, interpersonal influence, network-
ing ability, and apparent sincerity). Ferris and colleagues characterized the
construct as “a comprehensive pattern of social competencies, with cogni-
tive, affective, and behavioral manifestations, which have both direct effects
on outcomes, as well as moderating effects on predictor-outcome relation-
ships” (2007, p. 291). Furthermore, Ferris and colleagues initially defined
the political skill construct as “the ability to effectively understand others
at work, and to use such knowledge to influence others to act in ways that
enhance one’s personal and/or organizational objectives” (2005, p. 127).
They also provided more specificity concerning the four dimensions of
political skill.

Political Skill Dimensions

Social astuteness. Politically skilled individuals possess a heightened aware-
ness of their social surroundings. They understand the intricacies of their
environment, including the interrelated nature of their motivations and
the motivations of others. This level of social awareness enables them to
correctly interpret and identify with the behavior of others (Ferris et al.,
2012), which Pfeffer (1992) claimed was integral to the ability to influence
others effectively.

Interpersonal influence. The politically skilled are experts at the art of
subtly influencing others through a communication and interaction style
that puts those around them at ease (Ferris et al., 2012), and are char-
acterized by what Pfeffer (1992) referred to as “flexibility,” which enables
them to adapt to the needs of the environment in ways that elicit desired
responses from others.
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Networking ability. Politically skilled individuals are experts at building
and maintaining diverse social networks with valuable assets, which they can
then leverage for individual and organizational success. Further, the politi-
cally skilled are adept at resolving conflict and handling negotiations, which
reinforces the bonds they have formed with others (Ferris et al., 2012). Effec-
tive networking skills also enable these individuals to be properly positioned
(e.g., are always at the right place at the right time) to take advantage of
opportunities (Ferris et al., 2005; Pfeffer, 1992).

Apparent sincerity. Politically skilled individuals are perceived by oth-
ers as displaying high levels of integrity, and as being honest and open
(Ferris et al., 2005). Because they are considered authentic, politically
skilled individuals’ influence attempts are viewed as trustworthy and
genuine. This is an essential component to the ability to influence, as it
allows the politically skilled to mask any ulterior motives if they are pres-
ent. Because of this, the politically skilled are not seen as manipulative
or coercive, and their influence attempts are more likely to be successful
(Jones, 1990).

Leader Political Skill and Leader Effectiveness
Given the nature of the four political skill dimensions outlined earlier, a
politically skilled leader (i.e., charged with acquiring and employing the
resources needed to guide and direct others toward the attainment of
objectives) is equipped to realize effectiveness through an enhanced abil-
ity to understand people and situations, adapt and calibrate behavior to
elicit desired responses, and leverage social resources, all while conveying an
appropriate level of sincerity (Douglas, Ferris, & Perrewé, 2005). As Tread-
way, Bentley, and Williams (in press) pointed out, the four dimensions do
not imply that a person high in political skill is expected to engage in sub-
versive acts of manipulation, but that they are effective at meeting goals
through social means.

Admittedly, there is some commonality between the dimensions of polit-
ical skill and other concepts present in the field of leadership. Some of these
related constructs include:

+ Social Intelligence: “an ability to successfully engage in funda-
mentally four cognitive and behavioral processes—social aware-
ness, social acumen, response selection, and response enactment”
(Zacarro, 2002, p. 38)
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+ Political Intelligence: “accurately reads political currents, under-
stands patterns of relationships quickly . . . builds relationships
with peers and subordinates” (Ciampa, 2005, p. 51)

+ Sociopolitical Intelligence: “enables leadership because it is the key
to social skill and thus the ability to build a team” (Hogan & Hogan,
2002, p. 79)

+ Interpersonal Acumen: “refers to the ability to decipher underly-
ing intentions in other people’s behavior” (Aditya & House, 2002,
p. 218)

+ Successful Intelligence: “the ability to achieve success by one’s own
standards, given one’s sociocultural context” (Sternberg, 2002, p. 10)

+ Leader Self-Regulation: “how a leader uses his or her own abilities
in the domain of leadership” (Murphy, 2002, p. 164)

+ Leader Charisma: the ability to “inspire subordinates toward both
strong commitment to team tasks and high satisfaction with mem-
bership on the team” (Balkundi, Kilduff, & Harrison, 2011, p. 1210)

Although somewhat similar, and perhaps sharing modest construct
domain space, each of these leadership constructs is distinct from politi-
cal skill. For example, in a recent empirical assessment, Balkundi and
colleagues (2011) tested two models to examine the impact of charisma
on team effectiveness. The first model used network centrality to mediate
the relationship between leader charisma and team effectiveness. In this
conceptualization, leader charisma positioned them at the center of the
advice network, which facilitated team effectiveness. The second model
used charisma to mediate the relationship between network centrality
and team effectiveness. The authors found support for the charisma-
mediating model, suggesting that leader presence in the center of an
advice network was associated with attributions of charisma from the
followers.

We argue that the superior networking ability of politically skilled lead-
ers contributes to their position at the center of the team’s advice network,
which leads to attributions of charisma and affects team performance. This
is consistent with findings by Douglas and Ammeter (2004), where data on
leader effectiveness ratings and work group performance were predicted by
a two-factor political skill model that included the dimensions of network-
ing ability and interpersonal influence. Even after the inclusion of leader
education, gender, self-efficacy, and self-monitoring as control variables,
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networking ability explained significant variance in leader performance
ratings.

Further, Semadar and colleagues (2006) demonstrated the distinctive-
ness of political skill by examining its predictive power for managerial
effectiveness in direct competition with self-monitoring, emotional intelli-
gence, and leadership self-efficacy. Neither self-monitoring nor leadership
self-efficacy was found to be a significant predictor of managerial per-
formance, and while emotional intelligence was found to be a significant
predictor it accounted for very little variance beyond that explained by
political skill. In addition to being the strongest predictor of managerial
effectiveness, political skill was a key factor that distinguished top perform-
ers from their peers.

In a recent two-study investigation, Brouer, Douglas, Treadway, and
Ferris (2012) examined the impact of political skill on leadership effective-
ness through a social exchange perspective, showing that leaders realize
effectiveness through increasing followers’ perceptions of higher-quality
leader-follower relationships. They argued that politically skilled leaders
are considered more trustworthy (Treadway et al., 2004), and thus able to
encourage followers to develop mutual obligations by using their sincer-
ity to make followers feel that it is more likely that their behaviors will be
reciprocated (Ferris et al., 2007).

While Brouer and colleagues (2012) examined leader and follower con-
textual performance (individual level of analysis), Ahearn and colleagues
demonstrated the effects of leader political skill on objective performance mea-
sures at the team level (2004, p. 317). In this investigation, performance was
operationalized as “permanency rate” among teams of case workers at a
child welfare agency (i.e., “successful placement of children into final liv-
ing arrangements”). Even after controlling for leader and team variables,
leader political skill was shown to account for a significant increment in
team performance variance.

These results indicate that political skill is a differentiator among
leaders. Research has shown that leader political skill ultimately demon-
strates effects on performance, but has yet to show more precisely how
this occurs. Understandably, the desire to illuminate the “black box”
of leadership effectiveness has led to appeals calling for exploration of
intermediate linkages to explain better how political skill works (Ahearn
et al., 2004; Brouer et al., 2012; House & Aditya, 1997; Treadway et al.,
in press).
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Leader Behaviors and Team Reactions as Dual Mediators of
the Leader Political Skill—Team Effectiveness Relationship

Although prior studies have theoretically and empirically linked leader
political skill to team effectiveness, the conceptual argument cannot be
made that team performance stems directly from a leader’s possession
of political skill. As Burke and colleagues (2006) noted, it is leadership
behaviors in teams that matter when seeking to achieve team performance
outcomes. Thus, politically skilled leaders must demonstrate specific
behaviors that ultimately lead to enhanced performance.

For example, in their qualitative investigation of managers, Smith, Plow-
man, Duchon, and Quinn (2009) found that politically skilled managers
were able to influence subordinates in ways that positively influenced orga-
nizational outcomes by developing trust, leading by example, and creating
accountability in their subordinates. Additionally, these leaders focused on
processes such as goal setting, influencing and learning from below, and
empowering their subordinates (Ferris et al., 2012). Therefore, we argue
that team effectiveness emerges from the performance of specific behaviors
indicative of politically skilled leaders that positively influence team pro-
cesses, ultimately leading to enhanced team performance and effectiveness.

Leader Political Skill — Leader Behaviors

Ferris, Davidson, and Perrewé (2005) identified political skill as “the nec-
essary precondition for effective behavior” for leaders. Because of social
astuteness, networking ability, interpersonal influence, and apparent sincer-
ity, politically skilled leaders are able to effectively read people and situations,
build effective relationships, select appropriate behaviors, and execute in a
manner that is regarded as sincere, genuine, and authentic. The sections
that follow outline how leader political skill leads to the effective utilization
of specific behaviors. These behaviors overlap with many of the functions
Morgeson and colleagues (2010) presented in their taxonomy of leader func-
tions necessary for positive team performance.

Developing unified team goals. In order to meet or exceed performance
criteria, it is necessary for the team to have established goals that it can
work to accomplish. Goal-setting theory states that challenging and clearly
established goals are important determinants of individual motivation
toward achieving performance targets and, as Morgeson and colleagues
(2010) reported, multiple studies have shown the same to hold true in the
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team context. The goal-setting process involves leaders actively working
with their teams to articulate the specific measures by which they will be
evaluated. To do so, leaders must first successfully understand and interpret
the organizational context within which the team operates to determine,
craft, and communicate the team mission and vision. Team cohesion can
be built around the vision (Dionne, Yammarino, Atwater, & Spangler,
2004), and, with challenging goals, can serve as an overarching sense of
purpose for the team.

Politically skilled leaders, possessing social astuteness and the ability to
effectively leverage personal networks, are equipped to successfully inter-
pret broader organizational expectations for the team, which can aid in
setting appropriate goals. Additionally, because politically skilled leaders
possess an increased ability for interpersonal influence, they can effectively
persuade team members to adopt the vision and accept challenging and
unifying performance goals.

Leveraging leader influence, resources, and networks to support the team.
Regardless of individual team member capability or superior leader-
ship skill, no team can accomplish its tasks without necessary resources
(Hackman, 1987). One of the primary responsibilities for team leaders is
to secure the “informational, financial, material and personnel resources”
(Morgeson et al., 2010) that the team needs so that it can perform effec-
tively. Locating these resources requires broad access inside and outside the
organization. This access is achieved through extensive networks; however,
simple access to a vast and resource-rich network isn’t always enough.

Leaders often need to employ interpersonal influence to achieve commit-
ment of resources needed for teams to meet their performance expectations.
In addition to being essential to task accomplishment, the provision of key
resources also is instrumental in developing feelings of perceived leader
support. When leaders use their personal networks and influence to pro-
vide for the team, it signifies that the leader supports the team, reinforces
beliefs that the team goals, and therefore the team’s work, are important,
and motivates the team to perform (Morgeson et al., 2010).

As Ferris and colleagues noted, “politically skilled individuals are argued
to be able to more effectively utilize, present, and leverage resources at their
disposal” (2012, p. 507). First, politically skilled leaders, noted for supe-
rior networking ability, are likely to have access to extensive, diverse, and
resource-rich networks. Second, increased interpersonal influence equips
politically skilled leaders to convince members of the network to provide
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the resources necessary for team success. As pointed out in a study of polit-
ically skilled football recruiters (Treadway et al., in press), this can enable
politically skilled leaders to leverage organizational (e.g., head coach and
team) performance to secure commitment of key resources.

Coordinating and facilitating work of the team. Whereas establishing
goals and securing resources determines the “what” of team performance,
the task of coordinating and facilitating the work of teams addresses the
“how” (i.e., methods that will be employed to do the work), the “who”
(i.e., which team members), and the “when” (i.e., specific sequencing of
the work tasks) of team performance. Coordinating and facilitating behav-
iors mark the move from the transition phase to the action phase of the
team performance cycle, and are concerned with the actual execution of
the work. Burke and colleagues referred to these behaviors as task-focused
actions used to initiate structure. These can involve assigning specific tasks
to particular team members, specification of processes to be utilized, and
establishment of communication channels (Burke et al., 2006).

The effective assignment of tasks and definition of roles for team mem-
bers requires an awareness of their individual capabilities as related to the
specific goals established for the team. The social astuteness of politically
skilled leaders increases the awareness of team member ability and a high
degree of interpersonal influence, and enables politically skilled leaders to
successfully convince team members to accept roles and tasks that may
be new, unfamiliar, more difficult, or less glamorous than they desire, but
that are necessary to accomplish team objectives. Further, because politi-
cally skilled leaders are known to be high in apparent sincerity, it is more
likely that they will be able to perform these coordinating and facilitat-
ing behaviors in a manner that makes team members believe their specific
assignments are what is best for effective team performance.

Promoting team member accountability. To ensure that they perform up
to their potential, teams must be monitored as they carry out their work.
Monitoring is critical in that it provides information to leaders regarding
team performance that informs leaders and facilitates successful execution
of other leader behaviors (Morgeson et al., 2010). This includes evaluating
team member performance to gauge what, within the team, is working
effectively and what is not so that decisions and adjustments can be made
to ensure goal attainment. Once discovered, this information must be pre-
sented to the team in the form of feedback. Feedback enables the team
to assess its past and current performance against objectives and adapt as
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necessary (Morgeson et al., 2010). Because feedback often has a critical
component, it can be difficult for the team to hear.

Smith and colleagues (2009) found that politically skilled managers,
because of humility and affability, were able to create accountability in
their followers, and Ferris and colleagues (2007) noted that the politically
skilled were able to inspire trust and confidence in others. This enables lead-
ers to deliver feedback in a manner that team members will accept, and to
translate it into the changes necessary to ensure adequate progress toward
goals (Morgeson et al., 2010). By demonstrating that critical feedback can
be delivered in a sensitive manner, politically skilled leaders create an envi-
ronment of safety for the team. This sets the tone that accountability is
necessary for success, and that feedback can be delivered humanely. In this
environment, team members may be more likely to mimic leader behavior,
and this can foster a culture of mutual accountability within the team.

Relationship building with team members. Though definitions of leader-
ship vary, a consistent theme among them is the notion that leaders are
people of influence (Ferris, Davidson, & Perrewé, 2005). The leadership
behaviors discussed previously certainly are consistent with a concep-
tualization of interpersonal influence and, as evident in the descriptions,
the effective performance of those behaviors involves more than a formal
authoritative relationship between leaders and individual team members.
Effective leadership is built upon successful influence, and successful influ-
ence requires savvy and subtlety (Ferris, Davidson, & Perrewé, 2005), which
suggests that an interpersonal relationship must exist between leaders and
individual team members. Leaders can build relationships with team mem-
bers by showing respect, exhibiting warmth, and demonstrating concern for
them (Morgeson et al., 2010; Schminke, Wells, Peyrefitte, & Sebora, 2002).
In some of the earliest behavioral leadership research efforts, these behav-
iors were labeled “consideration” (Judge, Piccolo, & Ilies, 2004), and refer to
actions used to maintain close social relationships (Burke et al., 2006).

Politically skilled leaders are able to employ the behaviors outlined
earlier because they possess the social astuteness needed to identify and
understand the social needs of team members. Additionally, because of
apparent sincerity, politically skilled leaders can act in a manner that con-
vinces team members that the leader is genuinely respectful and concerned
about team member well-being and leader-member relations.

Building team cohesion. Throughout the life cycle of the team, the leader
needs to be aware of and tend to the team’s social environment. This can
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involve effectively addressing conflicts that emerge between team members
that threaten team cohesion and that could adversely affect the team’s abil-
ity to achieve its goals (Morgeson et al., 2010). Because conflicts may not
always be presented to leaders, or even be readily apparent, leaders must
possess the ability to effectively read team members and evaluate their
interactions. Politically skilled leaders are socially astute and equipped
to identify and understand underlying conflicts between team members.
Additionally, politically skilled leaders possess the interpersonal influence
and apparent sincerity necessary to resolve conflicts in a manner that pre-
serves team member relationships and maintains team cohesion.

Encouragement and coaching. Even if the team environment is free of
interpersonal conflict, it is unlikely that all of the task work will be com-
pleted and objectives accomplished without teams facing some sort of
obstacle, errors, or mistakes. Because challenges can discourage teams, it
is necessary for leaders to encourage and coach them through these rough
spots. These behaviors empower team members and build efficacy. In their
meta-analysis of effective team leader behaviors, Burke and colleagues
(2006) presented coaching as a person-focused leader behavior aligned
with empowerment. Politically skilled leaders, through social astuteness,
are able to identify when the team needs encouragement and, through
interpersonal influence, are effective in convincing team members to adjust
approaches and press forward through difficult stretches.

Leader Behaviors — Team Processes
As noted in the previous section, the specific behaviors indicative of politi-
cally skilled leaders overlap in many ways with the key team leadership
functions outlined by Morgeson and colleagues (2010). While they cited a
number of studies that show links between the team leadership behaviors
and team effectiveness, more attention is needed regarding the explana-
tion of why these behaviors lead to higher team effectiveness. The nature
of these team effectiveness criteria is dependent on the quality of execution
by leaders in the manifestation of teamwork. The more effective leaders
are at performing the relevant leader behaviors, the more positive and
productive teams will be working together effectively by managing both
interdependencies and personalities.

Marks and colleagues argued (2001, p. 357), and LePine and col-
leagues meta-analytically supported (LePine, Piccolo, Jackson, Mathieu, &
Saul, 2009), the notion that team processes (i.e., defined as members’



Leader Political Skill and Team Effectiveness « 187

interdependent acts that convert inputs to outcomes through cognitive,
verbal, and behavioral activities directed toward organizing task work to
achieve collective goals) can be clustered into three higher-order categories
differentiated by content domain. These broad processes occur through-
out periods of episodic performance (i.e., teams are actively engaged in
various forms of tasks at different phases of task accomplishment) referred
to as transition and action phases. These three higher-order processes are
(1) transition-phase processes, (2) action-phase processes, and (3) inter-
personal processes.

Transition-phase processes. Transition phases are periods of time when
teams concentrate mainly on evaluation and planning activities to guide
their accomplishment of team goals or objectives. Strategy formulation
and planning, key processes during this phase, represent the development
of alternative courses of action for mission accomplishment. These involve
decision making about how team members will go about achieving their
missions, discussion of expectations, relay of task-related information, pri-
oritization, role assignment, and the communication of plans to all team
members (Hackman & Oldham, 1980; Stout, Cannon-Bowers, Salas, &
Milanovich, 1999). Another important process that stems from the tran-
sition phase is goal specification, which refers to the recognition and
prioritization of goals and subgoals for mission completion. It accounts
for the development and assignment of comprehensive mission goals and
subgoals that specify what and how much must be completed by a speci-
fied time and within a particular quality measure (Marks et al., 2001).

Team leaders should demonstrate effective behaviors that enhance team
transition-phase processes. One particular leader behavior that should
improve team transition-phase processes is that of building team cohesion.
Specifically, as team cohesion increases, they tend to plan more efficiently
and develop more appropriate performance strategies (Hackman, 1987;
Hackman & Morris, 1975). Developing unified team goals also helps teams
during transition-phase processes, as Klein and colleagues concluded that
communicating the overall plan in a manner that elicited a unified response
from team members more clearly specified team goals as well as their abil-
ity to successfully formulate plans (Klein, Ziegert, Knight, & Xiao, 2006).
Coaching also contributes to transition-phase processes (Edmondson,
1999), as team leaders can clarify the direction the team needs to follow
as well as provide relevant information (Hackman, 2002). Further, leader
ability to leverage resources allows teams to formulate strategies with more
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certainty, as they have a much better understanding of the resources they
have at their discretion.

Action-phase processes. Next, action-phase processes are intervals of time
when teams perform behaviors leading directly to goal accomplishment.
Action-phase processes consist primarily of coordination activities and
monitoring behaviors (Marks et al., 2001). Coordination is the process of
managing interdependencies between activities and workflow (Malone &
Crowston, 1994), whereas monitoring behaviors include behaviors such as
monitoring progress toward goals, systems monitoring, and team monitor-
ing and backup behaviors (Cannon-Bowers, Tannenbaum, Salas, & Volpe,
1995; Fleishman & Zaccaro, 1992; Jentsch, Barnett, Bowers, & Salas, 1999).

Perhaps the most obvious leader behavior affecting action-phase pro-
cesses is when leaders facilitate work and assist the team in coordinating
its behavior. Leaders should encourage members to interact and bond in
order to increase coordination. Because team tasks can place a heavy bur-
den on member resources that exceed their current capabilities, leaders
must be prepared to coach and intervene as necessary by prompting coor-
dination among team members (Kozlowski, Watola, Nowakowski, Kim, &
Botero, 2009).

To positively impact team monitoring, team leaders can promote
team member accountability, which will allow team members not only to
keep track of their own behavior, but also to manage interdependencies,
as team members must rely on one another for workflow and resources
(Saavedra, Earley, & Van Dyne, 1993). This is accomplished by team mem-
bers monitoring one another to ensure they are adhering to their roles and
responsibilities (Barker, 1993).

Interpersonal processes. Last, interpersonal processes occur throughout
both transition and action phases, and are utilized to manage member rela-
tionships within teams. Marks and colleagues (2001) described processes that
govern interpersonal activities, including conflict management and affect
management. Working in teams imparts an interpersonal context in which
conflict occurs, and successfully managing conflicts is necessary for teams
to function properly (Jehn, 1995; Jehn, Greer, Levine, & Szulanski, 2008).
Specifically, we focus on conflict management and affect management as two
integral interpersonal processes (Marks et al., 2001).

Conflict management refers to both preemptive (i.e., establishing con-
ditions to prevent, control, or guide team conflict before it occurs) and
reactive (i.e., working through task and interpersonal disagreements among
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team members) mechanisms for handling conflict (Cannon-Bowers et al.,
1995; Jehn, 1995; Simons & Petersen, 2000). Affect management, then,
involves regulating member emotions during teamwork including, but not
limited to, social cohesion, frustration, and excitement (Cannon-Bowers
et al,, 1995). Interpersonal processes are present and necessary at all phases
of team operations (Arrow, McGrath, & Berdahl, 2000), and so they require
constant attention by team leaders.

Relationship building with team members creates close ties (Ferris et al.,
2009) and psychological safety (Edmondson, 1999), creating a more sup-
portive and open environment, which allows leaders to be more effective
when encouraging team members. By developing relationships with team
members, trusted leaders (Ferris et al., 2009) are in a better position to medi-
ate conflicts, as team members are more likely to compromise, more open
and flexible, and more willing to accept differences in opinion (Pace, 1990).
Team leaders also are more capable of positively shaping affect manage-
ment after developing relationships as they have a better understanding of
the team and individual team members. Thus, leaders have a better under-
standing of proper techniques to regulate emotions in both good times and
bad by being able to successfully encourage team members.

Team ability to manage conflict and affect also is influenced by leader
ability to build team cohesion (Harrison, 1983). By successfully building
cohesive teams, leaders develop environments where team members are
more comfortable dealing with conflict (Patten, 1981), managing team
affect (Harrison, 1983), and improving relations among team members
(Bechhard, 1983). Further, through building cohesion, team leaders can
demonstrate productive mechanisms (e.g., breaking tension, joking, relax-
ing, complaining), which facilitate team ability to manage conflict and
emotion (Marks et al., 2001).

Leader Behaviors and Team Processes — Team Effectiveness

The last linkage in the model describes the impact that leader behaviors
and team processes have on team effectiveness. Extant research has posited
and empirically examined the roles that leader behaviors (Burke et al., 2006;
Morgeson et al., 2010) and team processes (LePine et al., 2008; Marks et al.,
2001) play in team effectiveness, which is a multifaceted construct (Hackman
& Morris, 1975; McGrath & Altman, 1966). Morgeson and colleagues (2010)
outlined three broad categories of team effectiveness: (1) affective, (2) behav-
ioral, and (3) cognitive.
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Pertinent to our present conceptualization, the affective outcomes
we examine are perceived leader support, viability, and satisfaction. The
behavioral outcomes identified in the literature as critical to overall team
effectiveness are task and contextual performance, whereas the cognitive
outcome conjectured is adaptation (Morgeson et al., 2010). We are not
positing that leader behaviors and team processes affect team outcomes
equally. Instead, we argue that leader behaviors and team processes can
have an impact on team effectiveness. Thus, the next section outlines how
leader behaviors and team processes impact team effectiveness.

Affective Team Effectiveness Criteria

Perceived leader support. It is likely that perceived leader support will be
more influenced by leader behaviors than team processes, although team
processes should have a moderate impact. As for leader behaviors, those
behaviors that focus on the personnel side of the team should have a greater
positive effect on perceived leader support. Specifically, perceived leader
support can be a result of leaders assisting the team in task and goal accom-
plishment. This can be realized by composing the team (e.g., getting the
new members that existing members believe are necessary), training and
developing the team so that team efficacy is fostered, and providing nec-
essary resources (Burke et al., 2006). Leader support also is enhanced as
leaders engage in active problem solving as issues arise and by performing
team tasks to demonstrate commitment (Hackman, 2002).

Further, actively managing team boundaries creates an environment in
which team members are more likely to support leaders. Managing team
boundaries involves communicating both politically oriented communi-
cation that increases the resources available to the team and networking
communication that expands the amount and variety of information
available to the team (Brown & Eisenhardt, 1995). This type of leader
behavior also involves collaborating with others outside the team, scan-
ning the environment, and negotiating resources for the team (Hirst &
Mann, 2004). Thus, providing these behaviors to the team increases leader
support.

Team processes also can have a positive effect on perceived leader sup-
port. Each of the three categories of team processes can impact perceived
leader support. To the extent that teams function smoothly and in a well-
coordinated manner, are well prepared by effective planning, and have a
clear strategic direction, team members will have more support for their
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leader. Further, exchanges where leaders provide praise and rewards build
support for the leader (Burns, 1978).

Viability. Although team viability has been long considered an important
attitudinal outcome of team effectiveness, little research has addressed this
important criterion variable (Mathieu et al., 2008). Assuring that a team is
capable of future success is critical given the nature of most organizational
teams (Hackman, 1987). Specifically, teams in today’s organizations tend
to exist for long periods of time, manage bundles of activities rather than
one specific task (Marks et al., 2001), and are dynamic systems that expe-
rience change over time (e.g., in membership, roles, and tasks; Summers,
Humphrey, & Ferris, 2012), making team viability, or “the capacity for
the sustainability and growth required for success in future performance
episodes” (p. 276), a principal consideration when leading organizational
teams (Bell & Marentette, 2011).

Politically skilled leaders are in the unique position to ensure the
sustainability and growth of work teams. Such leaders have more capa-
bility to ensure the sustained performance and growth of team members
by anticipating and securing highly valued resources, which facilitates a
team’s ability to continue performing. Leaders also can positively influence
a team’s willingness or its members’ desire to work together in the future.
Politically skilled leaders effectively build cohesion and develop lasting
relationships among team members (Morgeson et al., 2010), which posi-
tively impacts team viability.

Team processes, specifically interpersonal and transition processes, also
should affect team viability. Team viability research focused on interpersonal
processes and the related affective reactions of team members suggests a
moderate to strong relationship between interpersonal processes and team
viability (e.g., Jehn, 2008; Tekleab, Quigley, & Tesluk, 2009). Transition pro-
cesses are where teams reflect on previous team accomplishments as well
as prepare for future actions. These processes also should have a strong
relationship with team viability because of their specific focus on attaining
success in future performance episodes (Bell & Marentette, 2011).

Satisfaction. Although team satisfaction most likely is correlated with
team viability, these are two distinct constructs; that is, satisfaction focuses
on the positive attitude the team presently holds about itself whereas
viability focuses on continued team existence (Bell & Marentette, 2011).
Team satisfaction likely is affected by both leader behaviors and team pro-
cesses. Because we are discussing general or global team satisfaction, team
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member relationships with leaders as well as team member interactions
with other team members should influence attitudes toward the team.
First, leaders can affect team satisfaction via several of the outlined leader
behaviors. Building team cohesion can have a powerful influence on team
satisfaction. As leaders build team cohesion, team members feel a higher
sense of commitment to the team, which relates to team satisfaction (Zac-
caro et al., 2001).

Second, team processes also impact team satisfaction. Perhaps one of
the most influential team processes impacting team satisfaction is conflict
management. Conflict is very detrimental to general team attitude about
the nature of the team. There has been some debate regarding the type of
conflict that impacts satisfaction (see De Dreu & Weingart, 2003). However,
both task and relationship conflict have been found to negatively relate to
team member satisfaction (e.g., Amason & Schweiger, 1997; Jehn, 1995).
Thus, the ability to manage team conflict is critical to team satisfaction.

Behavioral Team Effectiveness Criteria

Task performance. Researchers recognize that at least two distinguishable
dimensions contribute independently to overall performance, consist-
ing of task performance and contextual performance (e.g., Borman &
Motowidlo, 1993; Conway, 1996; Van Scotter & Motowidlo, 1996). Task
performance bears a direct relation to the organization’s technical core,
either by executing its technical processes or by maintaining and servic-
ing its technical requirements (Borman & Motowidlo, 1993). The most
researched outcome of teams is that of task performance (for a recent
meta-analysis, see LePine et al., 2008), which is a primary mechanism for
assessing team results (Arrow et al., 2000). Many factors contribute to team
task performance (for review, see Mathieu et al., 2008). However, we focus
on the role of leader behaviors (Morgeson et al., 2010) and team processes
(Marks et al., 2001) on task performance.

As for leader behaviors, one of the most relevant behaviors is that of
building team cohesion, as cohesion has been found to be positively cor-
related with team performance (Webber & Donahue, 2001). Specifically,
as leaders build cohesion, team members are likely to be more commit-
ted to tasks and devote more effort to their accomplishment. Additionally,
developing team cohesion sets and enforces more stringent performance
norms that compel effort (Zaccaro & McCoy, 1988), thus increasing task
performance.
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Promoting team member accountability also likely positively impacts
team task performance. Accountability pressures lead team members to
exert more effort and take more risks than when they are not under pres-
sure from leaders (cf. Carnevale, Pruitt, & Seilhemier, 1981). Further, team
members who are accountable to leaders for attaining a particular out-
come are less likely to give up, and more likely to expect more out of one
another, than are team members who are not accountable (Carnevale,
Pruitt, & Britton, 1979).

Team processes also impact team task performance (LePine et al., 2008).
Broadly speaking, higher-order processes (i.e., transition, action, and inter-
personal processes) as well as narrow team processes (i.e., strategy formulation
and planning, goal specification, coordination, monitoring, conflict manage-
ment, and affect management) impact team task performance (Marks et al.,
2001). Results from a recent meta-analysis demonstrate that both higher-
order and narrow team processes are positively and significantly related to
team task performance (LePine et al., 2008).

Contextual performance. In contrast to task performance, contextual
performance supports the broader, organizational, social, and psychologi-
cal environment in which the technical core must function (Mohammed,
Mathieu, & Bartlett, 2002). Very similar to Organ’s (1997) conceptual-
ization of organizational citizenship, contextual performance includes
volunteering to carry out task activities that are not formally part of the
job, helping and cooperating with others, and following rules and proce-
dures even when personally inconvenient (Borman & Motowidlo, 1993,
1997). Contextual performance is critical for team success because it cap-
tures many of the interpersonally oriented behaviors that support the
social and motivational context in which organizational work is accom-
plished (e.g., Borman & Motowidlo, 1993; LePine, Hanson, Borman, &
Motowidlo, 2000; Van Scotter & Motowidlo, 1996).

Leader behaviors should play a major role in contextual performance,
as extant research has emphasized the leader behaviors—contextual per-
formance relationship, with no prior research to our knowledge linking
team processes to contextual performance. As for leader behaviors having
an impact on contextual performance, building cohesion and relationships
and encouragement would appear to all positively affect contextual perfor-
mance. Leader behaviors that build a cohesive unit, focusing on developing
relationships and encouragement, motivate team members by getting
them to internalize and prioritize a larger collective cause over individual
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interests (Smith, Organ, & Near, 1983). Team members who are intrinsi-
cally motivated to fulfill a collective vision without expecting immediate
personal and tangible gains may be inclined to contribute toward achiev-
ing the shared workplace goal in ways that their roles do not prescribe
(Wang, Law, Hackett, Wang, & Chen, 2005).

Cognitive Team Effectiveness

Adaptation. Nearly half a century ago, Terreberry (1968) predicted increas-
ing turbulence in organizational environments and claimed that adaptability
would become increasingly critical for organizational effectiveness. Those
assertions are omnipresent in today’s organizations as they utilize teams to
adapt to a constantly changing economic landscape (Burke et al., 2006).
Moreover, because teams are supposed to increase an organization’s flexibil-
ity, responsiveness, and self-management, their ability to adapt to a diverse
set of dynamic and often ambiguous problems becomes of paramount
importance for organizations (Kozlowski, 1998). Thus, the next section
describes the role of leader behavior and team processes in adaptation.

Leaders can play a valuable role in team adaptation (Burke et al., 2006).
Coaching and encouragement has been found to increase team ability
to successfully adapt. If leaders encourage team members to adapt and
be forward looking, then team members are more likely to support one
another in such endeavors (Tyler & Lind, 1992). Further, leader ability
to acquire and leverage resources reduces insecurity and defensiveness,
which increases the team propensity to take risks and explore new options
(Edmondson, 1999).

Team processes also likely promote effective team adaptation. First, the
action-phase process of monitoring has long been researched within the teams’
domain as promoting adaptability (Swezey & Salas, 1992). Furthermore, mon-
itoring has been argued to allow teams to self-correct more efficiently when it
is combined with back-up behavior such as the provision of feedback (Salas,
Sims, & Burke, 2005).

Second, the transition-phase process of strategy formation and planning
also should affect team adaptability, as it is the development of alternative
courses of action that form mission accomplishment. As teams work to
complete tasks, they must move back and forth from action-phase processes
to transition-phase processes. In order to successfully adapt, teams must
readdress decision making about how team members will go about achiev-
ing their missions, discuss changing expectations, relay new task-related
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information, reprioritize tasks, reassign roles, and then communicate new
plans to all team members (Hackman & Oldham, 1980; Stout et al., 1999).

CONTRIBUTIONS AND IMPLICATIONS OF
THE CONCEPTUALIZATION

Nearly a decade ago, Ahearn and colleagues (2004) reported the results
of a study demonstrating that leader political skill explained significant
incremental team performance variance, even after controlling for several
team and leader variables. The authors suggested that these results would
make contributions to the literatures on leader political skill, and team-
based work structures in organizations, noting that leader characteristics
and behaviors apparently can facilitate team performance and effective-
ness beyond mere empowerment of team members.

Ahearn and colleagues (2004) suggested that it might be increased
trust in leader by team members, greater perceptions of leader credibil-
ity, and enhanced team cohesion that mediated the relationships between
leader political skill and team performance. Furthermore, they argued that
politically skilled leaders might inspire team members to greater team
performance, and that such leaders might orchestrate political dynamics
of team member interactions in productive ways by channeling resources
and effort toward effectiveness instead of dysfunctional outcomes. Unfor-
tunately, although Ahearn and colleagues (2004) suggested and discussed
potential mechanisms through which leader political skill affected team
effectiveness, such intermediate linkages were not actually measured.
Therefore, they appealed for future research to more clearly articulate and
assess the intervening variables through which leader political skill influ-
ences team performance and effectiveness.

The renewed interest in the trait view of leadership has focused on
multistage models that more precisely specify the intermediate linkages
or mediating processes that occur between leader traits/characteristics
and leadership effectiveness. DeRue and colleagues (2011) specifically
proposed an integrative model of leadership effectiveness that discussed
leader political skill as one of the “leader traits and characteristics” believed
to impact leadership and team effectiveness mediated by specific leader
behaviors. The present chapter expands theory in this area by presenting
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a model that suggests leader political skill operates through demonstrated
leader behaviors and team processes, which then impact team and leader-
ship effectiveness. Specifically, we propose that political skill directly affects
a leader’s ability to enact specific team leadership behaviors and that the
enactment of these team-directed leadership behaviors impact team pro-
cesses and, ultimately, team effectiveness criteria.

DIRECTIONS FOR FUTURE RESEARCH

The obvious immediate direction for future research in this area is to con-
duct partial or full tests of the multistage model of leader political skill and
team process and effectiveness. Additionally, it is noteworthy to suggest that
some of this future research investigates leader political skill at the dimen-
sion level of analysis, in order to expand theory in this area regarding the
differential predictability of the different political skill dimensions. Most of
the political skill research to date has examined the construct at the overall
composite level, so we know little about the relative impact of the individual
dimensions on leadership effectiveness criteria. Such research would con-
tribute greatly not only to theory and research on political skill, but also to
team leadership and effectiveness as well.

Tannenbaum and colleagues (2012) recently published a quite interesting
conceptual article that makes the argument that “teams are changing.” They
suggested that there are new and different research needs in the area of teams
because the very nature of teams and the environments within which they
operate have undergone substantial change. More specifically, they identified
three main areas of change that are affecting teams: dynamic composition,
technology and distance, and empowerment and delayering. With respect to
dynamic composition, they argued that traditional teams were more static in
nature, and conditions and members didn’t change very much or very often.
They argue that today there is much more dynamism and fluidity in team
membership, with members coming and going more frequently. Besides the
implications of this change for the validity of our proposed model, it also
seems to resonate well with Summers and colleagues’ (2012) notion of “flux”
in team process and its implications for team effectiveness.

The second change, technology and distance, raises the issue of virtual
teams and the ability to interact and function well at a physical distance.
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Certainly, this has important implications for how team leaders commu-
nicate, interact, and influence at a distance. Thus, it might have important
implications for the role of leader political skill in not only team processes
but also team effectiveness. Interestingly, there has been some, but quite
limited theory and research on the role of distance in organizational behav-
ior (e.g., Antonakis & Atwater, 2002; Napier & Ferris, 1993). Some of what
we know from this work is that rather than exclusively a linear relationship
between distance and effectiveness (i.e., either more is always better or less
is always better), it has been argued that distance can reflect a nonlinear
relationship with effectiveness outcomes (Napier & Ferris, 1993). There-
fore, the objective is to accurately identify the inflection in the curve and
the optimum level of distance.

The third change area Tannenbaum and colleagues (2012) identified is
empowerment and delayering, and this area strikes directly at the nature
of team leadership and who actually makes decisions and is responsi-
ble for how the team operates and performs. As teams move to greater
self-management and are empowered to a greater extent in work environ-
ments, it might suggest that team leaders are simply not needed anymore.
However, it seems that a key function of team leaders in these new environ-
ments, and working with teams who are empowered to a greater extent, is
to monitor and regulate the degree of responsibility that can be allocated
to particular team members so as to use such experiences as developmental
in nature, and not allow for increasing member responsibility inappro-
priately in ways that could overwhelm the individual member and hinder
team effectiveness. Again, the investigation of traits and characteristics,
like political skill, that facilitate these types of behavior required to address
the changing nature of teams seems increasingly important. Collectively,
it seems like overlaying the Tannenbaum and colleagues (2012) perspec-
tive on the testing of our proposed model might provide some useful and
enlightening findings.

THE ACQUISITION OF POLITICAL SKILL

As evidenced by the theme of the present volume, soft skills are critical
to the modern leadership landscape. Further, as discussed in this chapter,
political skill research is among the most critical of these leadership skills.



198 « Darren C. Treadway et al.

Thus, it is not surprising that political skill research is flourishing in the
organizational sciences. The most dominant themes of this research have
been outlined in this chapter, and include research that indicates political
skill impacts leader effectiveness, job performance, and job stress in ways
that enhance both employee and organizational functioning. Absent from
this growing research stream is an understanding of how, and perhaps even
if, training impacts employee political skill.

Generally, it is accepted that a lack of political skill or political awareness is
a key determinant in the derailing of executive’s careers (Van Velsor & Leslie,
1995). More pointedly, limited access to established networks and resource
channels has been posited as an explanation for the limited promotions of
female managers (Mainiero, 1994). Although, in our unpublished data, we
have not observed that demographic minorities possess significantly lower
levels of political skill than their white male counterparts, research indicates
that political skill is more effective when used with gender-stereotyped soft
influence tactics for women (Shaughnessy, Treadway, Breland, Williams, &
Brouer, 2011). Taken together, we feel it is important to consider the role of
formal mentoring programs in organizations in general, and for minorities
in particular, as it relates to the development of political skill. We feel that
when coupled with an effectively designed skills training program, these
mentoring relationships may provide the ongoing feedback and behavior
modeling necessary to solidify transfer of training.

But what does an effective political skill training program encompass?
The abundance of research on social skills training exists within the devel-
opmental literature. These studies focus primarily on assisting individuals
who have accentuated skill deficits and demonstrates how skills training
programs can improve the participant’s quality of life. For example, social
skills training has been shown to be effective in improving job performance
of schizophrenic patients (Tsang & Pearson, 2001); life skills training has
been shown to have a positive impact on adolescents’ future substance
abuse patterns (Botvin & Griffin, 2004); and social competence training
to reduce aggression in children (Darjan & Lustrea, 2010). Although this
research is promising in providing evidence that soft skills training is both
achievable and effective, the utility of applying training to individuals at
the upper range of social skill, which we would expect to see in managers
rather than to those that have pronounced social skill deficiencies, has not
yet been established. It is reasonable to assume that the benefits of such
training may not be as easily achieved or demonstrably seen.
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The most extensive discussion of political skill training was covered
in Ferris, Davidson, and Perrewé’s (2005) Political Skill at Work. In this
book, the authors suggested that whereas political skill is, to some degree,
an innate ability, it could, on the margin, be developed. Leaning on the
dramaturgical underpinnings of the impression management and politics
literature, they postulated that drama-based training might be helpful in
generating increases in political skill levels. Such training includes par-
ticipants engaging in role-playing exercises that take them out of their
traditional relationships and roles. An advantage of this type of training
is the opportunity for participant reflection during the role-playing activ-
ity. By asking participants to portray roles that are outside of their work
context, scripted behavior is replaced with raw interpersonal behavior.
Thus, the nature of the exercise reduces the scripted behavior that may be
implicit in responses undertaken if the participants were forced or allowed
to remain within the dynamics of their typical work-related role.

Whereas Ferris and colleagues’ (2005) framework serves as a useful
starting point for discussions of how best to train or develop political skill,
impediments still exist in developing and assessing these training programs.
One of the challenges of developing political skill training programs is
defining the behaviors through which political skill is demonstrated. Typi-
cal training programs seek to move behavioral indicators of performance
or demonstrations of the behavior. However, political skill theory argues
that whereas one can be educated about the influence behaviors that result
in enhanced performance for the actor, improved political skill functioning
creates a level of behavioral flexibility and contextual matching that makes
measurement of such behaviors difficult at best. Thus, the process of train-
ing political skill only can be measured through the enhanced outcomes
that are resultant of this training (performance, follower trust, etc.).

CONCLUSION

The renewed interest in trait view research today has focused on multistage
models that more precisely articulate the intermediate linkages between
leader characteristics and leadership effectiveness (e.g., DeRue et al., 2011;
Van Iddekinge et al., 2009; Zacarro, 2007). This chapter expanded theory
in this area by developing a model suggesting that leader political skill
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operates through the leader behaviors demonstrated and team processes,
which then impact team effectiveness, integrating work on trait views,
political perspectives on, and relational approaches to leadership, along
with team process dynamics.

Furthermore, this research responds to appeals in these areas collectively
to provide a more integrated model of leadership that develops a more
informed understanding of the mechanisms underlying, and multiple
intermediate linkages between, the relationships between leader character-
istics and leadership and team effectiveness (e.g., Avolio, 2007; DeRue et al.,
2011). Scholars have argued that organizational environments are chang-
ing, and that team-based work structures are increasingly replacing work
designed at the individual job, thus necessitating a greater understanding of
team processes, outcomes, and leadership of teams. The perspective taken
here is to articulate how leader political skill works through intermediate
linkages to influence the performance and effectiveness of teams. We hope
this conceptualization inspires further research in this important area.
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Social Identity Framing

A Strategy of Social Influence
for Social Change

Viviane Seyranian

History is replete with examples of leaders who, together with their groups,
have influenced and directed the course of social change in some signifi-
cant way. Mahatma Gandhi, Martin Luther King Jr., and Nelson Mandela
successfully led social movements to eradicate oppression in the form of
colonization, racial segregation, and apartheid. Noble Peace Prize laure-
ates Rigoberta Menchi and Aung San Suu Kyi have respectively called
world attention to discrimination in Guatemala and political repression
in Burma, and continue to champion social change in spite of exile and
house arrest. How do leaders and groups accomplish these enormous feats
of social change? In what ways do leaders garner follower support for their
visions? What strategies of social influence do they use? How do followers
react to leaders? Although leadership has received considerable research
attention, relatively little is known about how leaders and groups can effec-
tively institute social change (Fiol, Harris, & House, 1999; Meindl, 1992;
Seyranian & Bligh, 2008). The aim of this chapter is to fill this gap by out-
lining Social Identity Framing (Seyranian, 2011, 2012; Seyranian & Bligh,
2008). Social identity framing draws on social psychological insights from
intergroup relations, leadership, and persuasion in proposing a strategy
of social influence—an intergroup communication process—that impli-
cates social identity (Tajfel & Turner, 1986; Turner, 1985) to promote social
change.

To provide a contextual framework for social identity framing, the
chapter begins by briefly defining leadership and detailing the role of inter-
group communication in the leadership-followership relationship. Then,
it provides an overview of social identity theory (Tajfel & Turner, 1986)
and the theory’s formal extension into the realm of leadership (Hogg,
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2001; Van Knippenberg & Hogg, 2003) and communication (Hogg & Reid,
2006; Reicher & Hopkins, 2001). Building on this literature and research,
social identity framing is delineated through an exposition of the specific
communication tactics leaders employ to garner support for social change
(Seyranian & Bligh, 2008). Follower reactions and facilitating intergroup
conditions for social identity framing are then discussed. Finally, ethical
aspects of leadership and social influence are considered in relation to
social identity framing.

LEADERSHIP AND SOCIAL INFLUENCE

Social identity framing theory defines leadership as a formal or informal
role within a group that capacitates an individual’s ability to effectively
shape, influence, motivate, and represent the group (to outgroups) toward
the achievement of shared group vision and goals. While the leader’s role
exists at the apex of social influence capacity within a group, followers
are not impotent forces of influence. The social influence capacity of
a leader depends on followers and how much trust and credibility they
attribute to the leader. Therefore, there is a dynamic bidirectional social
influence relationship between leaders and followers whereby leaders and
followers reciprocally influence each other through a feedback loop. One
by-product of the leader-follower influence process is the creation and
perpetual negotiation of a dynamic and ever-evolving sense of who the
group is, that is, its identity. The ingroup negotiation process of the group’s
identity is a fundamental aspect of group life—it defines not only who the
group is and where it is going, but also how the group is represented in the
intergroup circle and its influence potential with other groups. Although
the roles of both the leaders and followers in this ingroup negotiation
process are important to consider to gain a complete understanding of
the influence process, the concern here consists solely of delineating the
social influence potential encapsulated by the leadership position and its
effect on followers.

How doleaders exert social influence in their groups? Social identity fram-
ing holds that a leader’s main vehicle of social influence is communication
(Fiol, 2002; Hogg & Tindale, 2005), particularly intergroup communica-
tion where the “transmission or reception of messages is influenced by
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the group memberships of the individuals involved” (Harwood, Giles, &
Palomares, 2005, p. 3). Intergroup communication does not imply com-
munication between groups, but communication involving or pertaining to
group membership. Leaders may strategically employ intergroup commu-
nication both within groups and between groups as a mechanism of social
influence; that is, to confer and alter the meaning of ingroup or outgroup
goals, norms, values, and behaviors and create a sense of positive distinc-
tiveness (see Brewer, 1991) from the outgroup. This idea leads to several
critical questions that get to the heart of social identity framing: What is
the essence of intergroup communication? Is there a pattern in message
content that leaders engage in to encourage group change?

The answers to these questions may be partially gleaned from the
leadership literature, which supports the idea that leaders, particularly
charismatic ones, employ intergroup communication tactics. Studies
show that charismatic leaders do in fact use particular communication
tactics (e.g., Conger, 1991; Conger & Kanungo, 1998; Emrich, Brower,
Feldman, & Garland, 2001; Fiol et al., 1999; Holladay & Coombs, 1993,
1994) involving leader-follower group memberships (e.g., Bligh, Kohles, &
Meindl, 2004; Reicher, Haslam, & Hopkins, 2005; Reicher & Hopkins,
1996a; Seyranian & Bligh, 2008; Seyranian, Rast, & Bligh, 2012; Shamir,
Arthur, & House, 1994; Shamir, House, & Arthur, 1993). This work implies
that what is being communicated is important to consider in the influence
process. Yet the leadership literature lacks a cohesive theory or prescrip-
tive model of how leaders may formulate transformational and influential
rhetoric. Social identity theory may provide substantive direction for the
development of such a prescriptive model, especially one addressing lead-
ers’ intergroup communication.

SOCIAL IDENTITY THEORY

Social identity framing extends social identity theory to explain leaders’
intergroup communication en route to social change. Social identity refers
to “that part of an individual’s self-concept which derives from his knowl-
edge of his group membership of a social group (or groups) together with
the emotional significance attached to that membership” (Tajfel, 1974,
p. 69). In other words, social identity is an individual’s self-definition (i.e.,
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who I am) related to a specific group membership (e.g., female). The con-
tent of a particular social identity consists of the norms (e.g., females wear
high heels), attitudes (e.g., females are pro-choice), attributes (e.g., females
are verbose), and behaviors (e.g., females gossip) that define the group and
distinguish it from another group (Hogg & Abrams, 2001; Turner, 1985).
Social identity content is also known as ingroup prototypes or “the posi-
tion that best represents the group as a whole” (Turner, 1991, p. 165). The
more individuals identify with a group, the more they conform to the
prototypes that typify that group (Abrams & Hogg, 2010). They are also
more likely to scrutinize the extent to which individual group members
represent these prototypes (Hogg & Van Knippenberg, 2003). Invariably,
some group members are more likely to embody the group’s prototypes
than others (Hogg & Abrams, 2001; Turner, 1985). Individuals who diverge
markedly from the group prototypes—that is, who are distinctive or
counternormative—are more likely to be seen as minorities and deviants
(Hogg & Reid, 2006; Seyranian, Atuel, & Crano, 2008). On the other hand,
individuals who closely represent the group prototype tend to be the most
influential group members and to assume the mantle of leadership (Hogg,
2001; Turner, 1991).

LEADERSHIP AND SOCIAL IDENTITY

The social identity theory of leadership (Hogg, 2001, 2010; Hogg & Van
Knippenberg, 2003; Turner, 1991; Van Knippenberg, Van Knippenberg,
De Cremer, & Hogg, 2004) develops the idea that leaders influence fol-
lowers’ self-concepts. The key idea is that leadership effectiveness and
influence is related to how closely the leader represents the group’s proto-
types, especially when group members strongly identify with the group.
In support of this proposition, research has shown that the individual
who most typically personifies the group’s prototype is more likely to
emerge as a leader (Hogg, Hains, & Mason, 1998), to be viewed as effec-
tive (Fielding & Hogg, 1997; Hains, Hogg, & Duck, 1997), to appear
powerful and influential (Haslam, Oakes, McGarty, Turner, & Onorato,
1995), and to possess influence over followers (Seyranian, 2011). Hogg
(2001) attributes the increased influence potential of prototypical lead-
ers to their social attraction, that is, the fact that they are popular and
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liked within the group. As a result of their appeal, they are endowed with
special qualities such as charisma (Hogg, 2001; Platow, Van Knippenberg,
Haslam, Van Knippenberg, & Spears, 2006). This distinguishes the proto-
typical leader from the rest of the group and fosters perceptions of status
and prestige.

Prototypical leaders are also ascribed with more legitimacy (Tyler, 1997),
trust (Giessner & Van Knippenberg, 2008), and fairness (De Cremer &
Tyler, 2005) than non prototypical leaders. They have a heightened ability to
gain follower compliance (Hogg, 2001, 2010) and to advance change within
the group (Platow et al., 2006; Van Knippenberg & Van Knippenberg, 2005).
In addition, leaders viewed as prototypical influence followers’ values, ste-
reotypes, and attitudes in the same direction as their own views (Seyranian,
2011). Their influence potential can be far reaching; they may be endorsed
(under some conditions) even if they act in autocratic and tyrannical ways
(Rast, Hogg, & Giessner, in press).

Because prototypicality is determined by social context, over time, a
leader’s prototypicality may wax and wane. To regain prototypicality and
assure their leadership position, Hogg (2001) suggests that leaders may use
rhetoric and polemics to recentralize themselves as representing the group
prototype. This may be accomplished through three tactics: (a) reaffirm-
ing the existing ingroup prototype; (b) ostracizing ingroup deviants; and
(c) demonizing an appropriate outgroup. Not only can leaders use rhetoric
to sustain their leadership position, but they may also employ rhetoric to
communicate about norms (Hogg & Giles, 2012; Hogg & Reid, 2006) and
mobilize their group members toward social change (Reicher, Hopkins,
Levine, & Rath, 2005; Seyranian, 2012).

SOCIAL IDENTITY CONSTRUCTIONS

Reicher and Hopkins’s (2001) analysis complements the social identity
theory of leadership by advancing the idea that leaders are “entrepre-
neurs of identity.” That is, they bring about transformation by mobilizing
people toward action by using rhetoric that shapes perceptions of norms,
goals, and values. This is accomplished by reinterpreting group defini-
tions (Tajfel, 1981). Leaders define who is included in the group category
(e.g., who is “American”) and they describe category content (e.g., the
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meaning of “American”). In doing so, they concomitantly represent
themselves as the prototype of the category, which helps secure their
leadership position and affords them the opportunity to direct the power
of the group (e.g., human capital, material resources) to actuate in reality
their understanding of the group’s identity (Reicher, Hopkins et al., 2005;
Seyranian, 2012). They also bring this identity to life by performing the
constructed identity and embedding it into materials artifacts (Haslam,
Reicher, & Platow, 2011).

Research supports the idea that leaders actively construct identity
through their communications. Reicher and Hopkins (1996a) used dis-
course analysis to provide evidence for social identity constructions in
Margaret Thatcher and Neil Kinnock’s speeches concerning the British
miners’ strike in 1984-1985. Their analysis revealed that each speaker
portrayed the miners’ strike as being about “Britishness” and attempted
to persuade the audience that their respective policy was congruent with
the definition of what it means to be British. This type of social identity
construction has also been evidenced in the rhetoric of American pres-
idents (Seyranian & Bligh, 2008; Seyranian et al., 2012), in the political
mobilization attempts of British Muslims concerning voting or abstain-
ing from British elections (Hopkins, Reicher, & Kahani-Hopkins, 2003),
in anti-abortion speeches (Hopkins & Reicher, 1997; Reicher & Hopkins,
1996b), in the preservation of hunting in the United Kingdom by focusing
on the connection of nation and place (Wallwork & Dixon, 2004), in Scot-
tish politicians’ speeches (Reicher & Hopkins, 2001), in Patrice Lumumba’s
speeches during the Congolese decolonization from Belgium (Klein &
Licata, 2003), and by a prisoner attempting to mobilize both prisoners
and guards against management during the BBC prison study experiment
(Reicher, Haslam et al., 2005). This work makes a contribution to the lead-
ership literature by underlining the idea that leaders may use rhetoric to
construct social identities en route to mobilizing the group toward col-
lection action. However, the idea of social identity construction does not
fully delineate how leaders redefine who the group is and what it stands
for. It leaves us wondering about the process of social identity construc-
tion and what specific rhetorical devices leaders may employ en route to
social change. It also only focuses on constructions of ingroup identity
without considering that leaders may also construct outgroup identities.
Social identity framing theory (Seyranian, 2011, 2012; Seyranian & Bligh,
2008) addresses all of these points.
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VISION AS THE BASIS OF SOCIAL IDENTITY FRAMING

The core idea underlying social identity framing is that social change
emanates from the leader’s vision of a better future for the group. Many
scholars acknowledge the important role that visions play in leadership
(e.g., Bass, 1985; Baum, Locke, & Kirkpatrick, 1998; Bennis & Nanus, 1985;
Conger & Kanungo, 1998; Hartog & Verburg, 1997; Holladay & Coombs,
1993, 1994; Shamir et al., 1993; Yukl, 2012). Visions allude to a “mental
image of some desired and possible future state” (Bennis & Nanus, 1985).
Holding this mental image in mind helps leaders delineate short-term and
long-term goals and strategies to achieve this desire future state, and pro-
vides group members with the necessary impetus to expend effort toward
actualizing group goals.

Conger and Kanungo (1998) affirm that visions are usually not the fig-
ment of the leader’s imagination alone, but depend on the communication
of future goals that are meaningful to followers in their current environ-
mental context. Building on this idea, it may be argued that for a vision
to be compelling to followers, it should aim to put to rights that which is
problematic for the group within its environmental context. That is, the
vision should aim to redress grievances, dissatisfactions, and uncertainties a
group faces in some way. For example, a vision may seek to overturn social
subjugation endured by the group; it could outline how a corporation may
regain its competitive edge; or delineate steps as to how a country can win
a war. Visions not only address the group’s perceived needs within its envi-
ronmental context, but they should also paint a better picture of the future.
That is, visions should aim to ameliorate the group’s state within its context
in some novel way, acting as a proverbial light at the end of the tunnel.

Because leaders’ visions are inherently embedded within an environ-
mental context and are concerned with how the group is functioning
within that context, visions evoke social identity concerns insofar as they
provide meaning and direction to group membership and identity. Visions
often directly relate to (re)definitions of who the group is, what it stands
for, and where it is headed as a group; that is, social identity concerns.
As fellow and possibly prototypical group members, leaders are in a posi-
tion to voice a vision that meets perceived group needs and the demands
of the group context. By tuning in to the group’s environmental context
and interpreting it, a leader’s vision both influences and is influenced by
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the group’s environmental context. For leaders to maximize their influence
potential within the group, visions need to address central collective con-
cerns in an innovative way and be combined with articulations of realistic
yet challenging goals and strategies.

To bring about the vision, a leader’s function includes: (a) articulating
a vision that addresses shared group membership issues within its group
context; (b) highlighting the compatibility of the vision with social iden-
tity and values (Shamir et al., 1993); (c) persuading followers about
the viability of the vision with optimism and confidence (Shamir et al.,
1993); (d) delineating practical means of vision attainment (Berson,
Shamir, Avolio, & Popper, 2001); and (e) helping to organize the group
to accomplish it (Conger & Kanungo, 1998). The successful articulation
of a vision allows the vision to become mutually shared and negoti-
ated among group members and internalized as a part of the group’s
social identity. In turn, implicating social identities and securing collec-
tive identification motivates collection action toward vision realization
(Shamir et al., 1993).

Some visions may be incompatible with the content of a group’s social
identity, that is, how the group views itself and its prototypes. When a
group’s preexisting social identity is incongruent with the leader’s vision,
it could hamper vision acceptance (Shamir et al., 1993) and curb collec-
tive action. In this case, it may be particularly important to reframe the
social identity of the group so that the proposed vision falls in line with
group’s view of itself. The leader’s vision needs to be innovative and novel
in addressing perceived group problems without appearing so radically
distinctive that the vision is disregarded and the leader is recast as an out-
group member (Turner, 1991) or a wishful thinker (Berson et al., 2001). In
other words, the vision needs to be located within the group’s latitude of
acceptance (Sherif & Hovland, 1961). Visions must also not signal the pos-
sibility of ingroup dissolution or pose a threat to ingroup functioning or
maintenance, as this may incite considerable backlash from highly identified
group members. Take, for example, promoting a vision of a “fossil-fuel free
America” to employees of ExxonMobil Oil. This vision may be met with
considerable resistance because it may result in major losses for ExxonMobil
(and consequently employees’ jobs), unless ExxonMobil revamps its raison
d’étre. While the status quo is serving group interests and no immediate
problems are perceived, there may be little incentive for ExxonMobil to
revamp its organizational objectives.
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This point is particularly pertinent for more established high-status
groups whose group members are less likely to embrace change, as the status
quo may be adequate in meeting the needs of the group members. In fact,
high-status majority groups may be the least amenable to change, seeking
more conventional leaders to sustain the status quo rather than to institute
change. High-status majority groups may only be open to a vision of change
under conditions of major crisis (Seyranian et al., 2012) or uncertainty
(Seyranian, 2012). Under these conditions, a leader may have considerably
more leeway to propose social change and reframe social identity.

Altering social identity may be also be vital for groups that possess pre-
existing social identities that are negative and represent low status—that is,
stigmatized minority groups. Unlike high-status groups, low-status minor-
ity groups may not need a precipitating crisis event to trigger uncertainty,
thereby creating a perceived need for social change. Minority group mem-
bers operate within psychological fields of uncertainty where grievances
abound as they are mistreated and downtrodden. Social identity theory
predicts that minority group members are looking to either exit the group
via upward mobility or to engage in collective action to ameliorate the
lot for their group (Tajfel, 1981). One obstacle to collective action may be
an internalization of negative perceptions of the ingroup (Mummendey,
Kessler, Klink, & Mielke, 1999). In these cases, minority leaders who can
alter a stigmatized social identity into a relatively more positive represen-
tation may be able to successfully mobilize followers to act for the group.

Majority and minority group status in the intergroup circle and the role
of social identity framing in these different groups will be considered in
greater detail later on. Prior to this, let us address the critical question of
how a leader can alter social identity to promote social change. I detail the
central features of the social identity framing communication process in
the following section.

SOCIAL IDENTITY FRAMING

The very act of communicating a vision entails framing (Hartog & Verburg,
1997). Framing refers to employing particular interpretative schemas to
organize and make sense of events into a meaningful picture that helps
to guide action (Goffman, 1974). Leaders gain support for their visions and
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ideas by communicating through frames at every opportunity (Fairhurst &
Sarr, 1996). Charismatic leaders, in particular, frame their visions of change
(Conger & Kanungo, 1998). They may also change, through framing, the
group’s shared values and identities into a different social identity that is
compatible with the leader’s vision. Specifically, social identity alteration is
proposed to occur through communication tactics that form frames that
unfreeze, move, and refreeze (Lewin, 1951) followers’ sense of group iden-
tity. This three-phase change process is termed social identity framing.

Social identity framing draws on Lewin’s (1951) field theory. Field the-
ory postulates that when a force for change concerning a group standard is
applied to a group member, the resulting change is determined by the coun-
terforce of resistance. The more a group member values a group standard,
the greater resistance will be evidenced toward change. Resistance to change
may be lessened with a process that either reduces the strength of the value
of the group standard (i.e., perceiving that the old standard no longer works)
or changes what is perceived as having social value (i.e., an alternate group
standard has social value). In the latter case, because the group is presum-
ably valued by group members, perceived change in the group standard
is accepted (i.e., “group carried change”; Lewin, 1951). Therefore, the first
step involved in group change entails reducing resistance by lessening the
social value of the group standard or changing what is valued (unfreezing).
The necessity of this step depends on the level of resistance group members
display. The next step involves detailing the change and moving the group
standard to a new level (moving). In the final step, it is necessary to secure
the new group standard to ensure permanency of the change (refreezing).
In sum, field theory postulates that a successful change entails three steps:
unfreezing the present level, changing to a new level, and refreezing group
life on that level. In social identity framing, these three steps are termed social
identity unfreezing (phase 1), social identity moving (phase 2), and social iden-
tity freezing (phase 3). (Note that the terminology associated with each phase
here differs from the terminology used by Seyranian and Bligh (2008). It is
updated here to emphasize the framing and evolution of social identity.) It
is assumed that these three phases occur in a variety of ways including in
a temporal sequence or in a direct sequence, depending on the extent and
degree of social identity alteration. However, this assumption may be quali-
fied by future research.

During each phase of this change process, social identity framing pro-
poses that leaders may employ a set of specific communication tactics to
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realign the group’s identity in line with a transformative vision. Not only
do leaders employ communication as a means of influencing the group
(Fiol, 2002; Hogg & Tindale, 2005), but language also reflects and provides
one gauge of leaders’ visions, agendas, and worldviews. As Krauss and Chiu
affirm, how people “define the social situation, their perceptions of what
others know, think, and believe, and the claims they make about their own
and others’ identities will affect the form and content of their acts of speak-
ing” (1998, p. 41). As such, social identity framing assumes that one way
that social identity alterations are evident is through leaders’ communica-
tion content.

Social identity reframing tactics proposed here are based, to a large
extent, on previous research on the rhetorical devices used by charismatic
leaders (Seyranian & Bligh, 2008). Because leaders viewed as charismatic
are visionary and transformative (Yukl, 2012), able to implicate follower’s
social identities (Shamir et al., 1993; Shamir et al., 1994), and theorized
to represent the group’s prototype (Hogg, 2001), the specific content of
social identity alteration may be gleaned from analyzing the rhetoric of
charismatic leaders. That is, charismatic leaders may be especially adept
at the skill of social identity framing. In fact, the ability to reframe the
group’s shared values and identities into an alternate representation that
more closely aligns with the leader’s vision may promote follower percep-
tions of charisma and instill perceptions that the leader is prototypical of
the newly framed social identity of the group.

A growing body of literature shows that charismatic leaders do indeed
use different language than noncharismatic leaders (e.g., Berson et al.,
2001; Bligh et al., 2004; Conger, 1991; Emrich et al., 2001; Fiol et al., 1999;
Mio, Riggio, Levin, & Reese, 2005; Seyranian & Bligh, 2008). Seyranian
and Bligh’s (2008) research found that charismatic communication tactics
not only differed from those of noncharismatic leaders, but some tactics
also differed across different framing phases. In a computerized content
analysis of 112 speeches by 17 American presidents in the 20th century,
Seyranian and Bligh (2008) compared rhetorical devices employed by
charismatic (n = 5) versus noncharismatic (n = 12) presidents during each
framing phase outlined previously. Following the methodology of Fiol and
colleagues (1999), at least six speeches were selected for each president: two
or more from the beginning of the presidency to represent the unfreezing
phase, two or more from the middle of the presidency to represent the
moving phase, and two or more from the end of the presidency to represent
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the refreezing phase. As such, these speeches represented Lewin’s (1951)
three phases of change over the course of each president’s first term in
office. Results showed that compared to noncharismatic leaders, charis-
matic leaders used language to emphasize their similarity to their followers
(familiarity, leveling) during the unfreezing phase. That is, they used
familiar everyday language (e.g., “this,” “that”). They also used leveling or
words that ignore individual differences and build a sense of complete-

» «

ness and assurance (e.g., “everyone,” “anybody”). Charismatic leaders were
also more likely to use negation (e.g., “not,” “nobody”) during the moving
phase than noncharismatic leaders. All leadership types used increasingly
active and tangible language as they moved from phase 1 to 2 to 3. Active
language represents words that denote aggression (e.g., “conquest,” “over-
come”), accomplishment (e.g., “succeed,” “agenda”), subtracted by words
that indicate passivity (e.g., “allow,” “submit”), and ambivalence (e.g., “per-
haps,” “might).” Tangible language is represented by concrete terms (e.g.,
“airplane,” “courthouse”) and insistence (e.g., a calculation of repetition of
key terms). Across phases, charismatic leaders used language that elicited

»

imagery (e.g., “road,” “wave”) and stressed inclusion (e.g., “we,” “us”), while
utilizing less concept-based language (e.g., “measure,” “thought”) referring
to abstract, logical, and reality-oriented terms (for sample quotations of
these rhetorical constructs, refer to Seyranian & Bligh, 2008). Overall, the
results of this study suggested that leaders employed charismatic com-
munication tactics in a three-phase sequence to encourage social change.
Building on previous research and theory (e.g., Bligh et al., 2004; Fiol et al.,
1999; Hogg, 2001; Lewin, 1951; Reicher, Hopkins et al., 2005; Shamir et
al., 1993), Seyranian and Bligh (2008) outlined social identity framing
by theorizing that these communication tactics create three frames that
ultimately alter the group’s social identity. In the next section, I further
develop social identity framing and revise some of the propositions put
forth in Seyranian and Bligh (2008).

SOCIAL IDENTITY FRAMING COMMUNICATION TACTICS

During each phase of the social identity alteration process, social identity
framing outlines various leadership framing goals and a set of correspond-
ing communication tactics that may help to accomplish these goals. The
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TABLE 9.1

Social Identity Framing Leader Goals

Phase 1: Social Identity Unfreezing
a) Render group membership salient
b) Increase identification with leader, thereby building trust and credibility
¢) Create perceptions of leader prototypicality
d) Underline uncertainty and dissatisfaction with status quo
e) Highlight main group problems that need to be addressed
Phase 2: Social Identity Moving
a) Present new vision of social change that addresses group problems
b) Negate components of previous framing of social identity
¢) Relay new social identity content including norms, values, attitudes, and behavior
d) Positively affirm new framing of social identity content
Phase 3: Social Identity Freezing
a) Positively affirm new framing of social identity content
b) Reaffirm vision and tie it to utopian outcomes

b) Encourage vision commitment and follower action

complete model may be found in Table 9.1 and Table 9.2. The communica-
tion tactics outlined in Table 9.2 are drawn either from previous research
and theory (Seyranian & Bligh, 2008) or from communication constructs
outlined in the Diction 5.0 text analysis program.

Social Identity Unfreezing

The purpose of social identity unfreezing is to loosen followers’ resistance
to social change by seeking to unfreeze the group’s current social identity.
This may be accomplished by highlighting problems and uncertainty con-
cerning the status quo, linking these problems with the group’s current
social identity, and cultivating a perceived need for change. For leaders’
framing of group problems to be persuasive, leaders must first secure
followers” identification and build a sense of legitimacy and credibility.
This may be accomplished by promoting the perception that the leader
is a prototypical group member (Hogg, 2001). This is important because
(as mentioned earlier) prototypical leaders possess substantial influence
potential in the group because they are seen as trustworthy group members



220 + Viviane Seyranian

TABLE 9.2

Ingroup Social Identity Framing Communication Strategies

Social Identity Unfreezing Social Identity Moving Social Identity Freezing
Inclusion Inclusion Inclusion

Vision Vision

Imagery Imagery

Past and Present
Tangibility (low)
Action (low)

Similarity to followers

Limited Self-Reference

Less Conceptual
Present and Future
Tangibility (moderate)
Action (moderate)

Negation
Positive Group Identity
(optimism)

Identity-Relevant Values

Less Conceptual
Present and Future
Tangibility (high)
Action (high)

Positive Group Identity
(optimism)

Follower Cooperation

Negative Emotions Positive Emotions
Crises Motion
Uncertainty Utopian outcomes

Liberation

Note: Communication tactics in italics denote strategies that were empirically supported by Seyranian
and Bligh (2008). The remaining tactics (in standard print) are propositions awaiting verification by
future research.

who represent the core prototypes of the group (Hogg & Van Knippenberg,
2003). To increase their perceived prototypicality in the group, leaders may
use communication that emphasizes inclusive language, similarity to fol-
lowers, and self-references.

Past research suggests that inclusive language (“we,” “us,” “collective,”
“our,” “group”) primes representations of the self that are more inclu-
sive (Brewer & Gardner, 1996; Seyranian & Bligh, 2008; Seyranian, 2011),
increases a sense of familiarity (Housley, Claypool, Garcia-Marques, &
Mackie, 2010), and produces positive reactions (Perdue, Dovidio, Gurt-
man, & Tyler, 1990; Seyranian, 2011). Building on this research, social
identity framing suggests that inclusive language serves as a core com-
munication strategy that evokes social identity and directly connects the
leader and follower through the common bond of group membership.
This type of language also helps to communicate normative social identity
content such as injunctive norms (Seyranian, 2011). As such, it would be
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worthwhile for leaders to employ inclusive language not only to increase
their prototypicality during social identity unfreezing, but also during all
phases of social identity alteration. Note that in line with Seyranian and
Bligh’s (2008) findings, leaders may employ inclusion during each phase
to continually raise the salience of group membership, thereby mustering
support and commitment.

Another way for leaders to increase their perceived prototypicality is
to stress their similarity to followers (Bligh et al., 2004) and to the group.
Similarity to followers consists of a combination of familiar language (i.e.,
most common words in English such as “that,”“this”) and leveling language
(i.e., ignores individual differences, “everyone,” “anybody”). Language
emphasizing similarity to followers highlights a sense of shared experience
and mutual understanding between the leader and follower. It also accen-
tuates joint adherence to group prototypes. Previous research suggests
that perceived similarity increases liking (Bersheid & Reis, 1998; Hogg,
Cooper-Shaw, & Holzworth, 1993), and augments influence (Oldmeadow,
Platow, Foddy, & Anderson, 2003) and agreement with the leader’s message
(Silvia, 2005).

Self-references may provide the leader with the opportunity to build
on leader-follower similarity by stressing how the leader embodies
group prototypes and serves as an exemplary group member and role
model. For example, the leader could point out personal stories of suc-
cess to advance the group’s agenda, highlight sacrifices made for the
group to achieve this success, or showcase anecdotes when the leader
clearly demonstrated prototypical attitudes, values, and behaviors. In
this way, leaders build an image of themselves as a prototypical leader
that followers can trust, like, and seek to emulate to become “good group
members.”

Being seen as prototypical and rendering group membership salient
will ultimately empower the leader with sufficient influence potential to
unfreeze followers’ attachment to the status quo and current social identity
in preparation for social change. To facilitate this process, it may be also
fruitful for the leader to use language alluding to liberation, which utilizes
terms that maximize individual choice and reject social conventions (e.g.,
“unencumbered,” “released”).

Lewin suggests that to unfreeze people’s attachment to the status quo, it
may sometimes be necessary to deliberately bring about an “emotional stir-
up” (1951, p. 229). Leaders may stir up followers” emotions by expressing
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negative emotion (e.g., “worry,” “anger”) about the status quo. Addition-
ally, they may use language that arouses subjective uncertainty (Hohman,
Hogg, & Bligh, 2010) concerning the past and the present while relaying a
sense of urgency (e.g., “urgent,” “immediate,” “now”) to resolve or change
the status quo. This may be accomplished by emphasizing a sense of crisis
(political, international, environmental, social, or economic), highlighting
problems that the group is facing, underlining the group’s minority sta-
tus in an intergroup circle, or stressing outgroup competitions, threats, or
wars. When leaders evoke a sense of subjective uncertainty, followers expe-
rience a highly aversive state of negative emotions such as anxiety and fear
(Hogg, 2007; Seyranian, 2012). To reduce their anxiety and fear, follow-
ers may become more open to the possibility of changing the status quo
to restore their emotional equilibrium. As such, uncertainty may promote
consideration of a new vision of change that may potentially redefine how
group members see themselves (Seyranian, 2012).

Social Identity Moving

During social identity moving, followers are encouraged to support the lead-
er’s vision of change for the group. Toward this end, leaders may engage in
high levels of negation to derogate parts of the social identity that conflict
with their vision of change (Fiol et al., 1999; Seyranian & Bligh, 2008; see also
Mayo, Schul, & Burnstein, 2004). In this way, they build on the uncertainty
aroused during unfreezing and seek to eradicate support for specific policies,
rules, norms, or conventions that are incompatible with their vision.

To move followers toward the vision of social change, leaders may
engage in rhetoric that highlights social identity (inclusive language) and
connects social identity to a vision of the future. The leader may reframe
social identity by using the following communication tactics: (a) describ-
ing a positive vision of the future with pictorial representations; that is
with imagery, less conceptual language, and increasing references to the
present and future; (b) raising the salience of specific group-level values
(e.g., freedom, equality) that support the vision (Shamir et al., 1993);
(c) relating group values to social identity (e.g., “we stand for freedom”);
(d) connecting specific attitudes, norms, policies, and behaviors that are
relevant to the values with the social identity (e.g., “because we support
freedom, we should do enact this policy”); (e) and stressing the posi-
tivity of this altered social identity with language that stresses optimism.
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Optimistic language endorses some person, group, concept or event (in
this case, the group and social change) and underlines its positive ele-
ments (e.g., “delightful,” “mighty,” “pride”).

Note that in line with Seyranian and Bligh’s (2008) findings, leaders may
make references to their vision with imagery and less conceptual language
during each phase. However, leaders likely articulate their vision most thor-
oughly during social identity moving to help move social identity. It is also
suggested that action and tangibility are increasingly used starting from
unfreezing to moving to freezing phases. During social identity moving in
particular, leaders may connect the vision to specific goals through action and
tangible terms to ensure that the vision seems tenable and to convince follow-
ers that there is an action plan to accomplish the vision. As the vision seems
more achievable, followers may feel an increased sense of collective efficacy,
inspiration, and optimism about the prospect of social change, which will
likely encourage followers to exert action on behalf of the collective.

Through social identity moving rhetorical tactics, followers will begin
to internalize the leader’s values and social identity related to the vision,
which will motivate them to act toward the vision for the collective interest.
Moreover, presenting social identity and followers’ behaviors as connected
to the leader’s positive vision of the future imbues followers with increased
collective self-esteem (Luhtanen & Crocker, 1992) and collective efficacy
to accomplish the vision. However, moving followers toward a reframed
social identity based on the leader’s vision is insufficient to secure long-
term change. In the next phase, leaders must ensure the permanency of the
changes set during the social identity moving phase.

Social Identity Freezing

Social identity freezing rhetoric entails solidifying the group’s altered social
identity and channeling motivations set up in social identity moving into
follower commitment and action. To solidify social identity, leaders may
once again employ inclusion to make social identity salient. They may
positively affirm the group’s newly framed social identity by stressing the
positivity of the social identity with optimistic language and expressing pos-
itive emotions related to fulfilling the leader’s vision. Leaders must continue
to emphasize the importance of vision attainment by stressing the pres-
ent and the future and linking vision attainment with utopian outcomes.
In speaking about utopian outcomes, leaders may use vivid imagery of a
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positive future and language that alludes to safety (e.g., “security,” “refuge”)
and tenacity (words connoting confidence and totality e.g., “must”).

To mobilize follower commitment and action, additional commu-
nication tactics may be necessary. Lewin posited that moving followers’
motivations in the desired direction is insufficient for freezing change
because motivation often fails to lead to action. Rather, “decision links
motivation to action and, at the same time, seems to have a ‘freezing’ effect
which is partly due to the individual’s tendency to ‘stick to his decision’ and
7 (1951, p. 233). To instill perceptions
of a group decision to act toward the vision, the leader may reframe pre-
existing personal and group accomplishments and actions in terms of how
they fulfill goals related to the vision. This proposition is in line with Sey-

partly to the ‘commitment to a group

ranian and Bligh’s (2008) study showing that all leaders used a high level of
action (aggression, accomplishment, less passivity, and less ambivalence)
and tangibility (concreteness, insistence) during refreezing. To harness per-
ceptions of group action toward the vision, leaders may use language that
emphasizes motion (e.g., “momentum,” “bustle,” “job”) and follower coop-
eration. Follower cooperation consists of words that accentuate behavioral
interactions among people for the purpose of creating a group product
(e.g., “network,” “teamwork,” “self-sacrifice”).

Communicating follower cooperation and accomplishments during
refreezing in particular may serve several important functions. First, refer-
ring to group accomplishments and actions in tangible terms that emphasize
motion and cooperation may create a sense of group commitment to the
vision as well as increase followers” sense of collective efficacy (Shamir et
al., 1993), even if crucial steps toward the vision have yet to be successfully
achieved. Perceptions of group commitment and collective efficacy may be
translated into follower motivation to expend time and effort toward the
vision. Failing to act on this group commitment may cause followers to
experience cognitive dissonance because of their need to be consistent and to
stick to decisions (Lewin, 1951; Shamir et al., 1993). Second, language refer-
ring to the leader’s personal accomplishments and actions in tangible terms
may demonstrate the leader’s personal efficacy and commitment to the
vision. In positioning themselves as committed and active group members
who are making strides for the collective, leaders continually emphasize that
they embody the prototype of the reframed social identity, thereby ensuring
their leadership position and influence (Hogg, 2001), even during change.
Pointing out personal accomplishments also presents a behavioral exemplar
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that followers can emulate; for instance, leaders may cite examples of their
personal sacrifices for the collective (Shamir et al., 1993) and their selfless-
ness. Third, highlighting personal and group achievements toward the vision
may also serve the purpose of burning bridges to the past to refreeze the
reframed social identity. When actions are perceived to successfully contrib-
ute toward the vision, a return to old conventions and social identity may no
longer be seen as viable. As such, the desire for social change may become the
convention and the reframed social identity that is in line with the leader’s
vision permanently replaces the former social identity and status quo.

MESSAGE CONTENT AND DELIVERY

Social identity framing may be facilitated by strong message delivery.
As we have seen, the communicative substance of a leader’s message is
clearly of importance in persuasive contexts (Awamleh & Gardner, 1999;
Bligh et al., 2004; Conger, 1991; Den Hartog & Verburg, 1997; Emrich
et al.,, 2001; Fiol et al., 1999; Holladay & Coombs, 1994; Seyranian &
Bligh, 2008; Shamir et al., 1994), but cumulative evidence suggests that it
can be obscured by delivery and presentation of speech (see Awamleh &
Gardner, 1999; Holladay & Coombs, 1993, 1994; Howell & Frost, 1989).
For example, body gestures, posture, vocal fluency, eye contact (Holladay
& Coombs, 1993), speed of speech (Miller, Maruyama, Beaber, & Valone,
1976), nonverbal communications such as expressiveness (Friedman,
Riggio, & Casella, 1988), and prosody of speech (Argyle, Salter, Nicholson,
Williams, & Burgess, 1970) comprise important aspects of delivery. Follow-
ers’ preconceived notions (prototypes) of an effective leader (Lord, Foti, &
de Vader, 1984) likely include expectations of strong communication and
delivery. Weak delivery may violate this prototype and distract followers
from the message, thereby impairing their ability to process its content
(Petty & Wegener, 1998). Strong delivery may act as a heuristic cue that fits
with leadership prototypes, thereby summoning inferences of source char-
acteristics such as credibility, trust, a sense of authority, and even expertise.
Perceptions of these source characteristics are known to enhance persuasive
effects of a message during low-effort message processing, and even during
close message scrutiny by biasing information processing in the direction
advocated by the source (Petty & Wegener, 1998).
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FOLLOWERS’ REACTIONS

Even the most eloquently phrased and inspirational communication is
futile without amenable recipients. Aside from leader communication,
how followers react to leader messages is an important consideration in
determining whether social identity change ensues and even whether com-
munication was effective. Despite a wealth of literature on attitude change
(Forgas, Cooper, & Crano, 2010) and coping with social change (Duncan,
2012), there is little social psychological theory and research that directly
delineates how followers react to leaders and how social identity change
occurs from recipients’ or followers’ perspective. As Reicher and colleagues
note, “social identity models of leadership need to be developed in order to
account for the active manner in which (a) leaders seek to shape identities;
and (b) followers respond to these attempts” (2005, p. 549). It is suggested
here that the process of social identity content change from a follower’s
perspective may be likened, at least in part, to that of stereotype change and
attitude change. As noted earlier, when a particular social identity is made
salient, people’s sense of self becomes depersonalized (Hogg, 2001). Indi-
viduals think, feel, behave, and define themselves through group attributes,
characteristics, and norms instead of individual characteristics (Terry &
Hogg, 1996). That is, people act in ingroup stereotypic ways (Hogg &
Turner, 1987). When social categories, group attributes, values, attitudes,
and norms are represented differently by a trusted, liked, and influential
member of the group (prototypical leader), internalization (Kelman, 1958)
of these social identity definitions will likely result in changed perceptions
of the collective self. What is the process of internalization of the leader’s
message that leads to social identity alteration? To address this question, let
us consider the cognitive and emotional aspects related to the internaliza-
tion of the leader’s message.

Cognitive Processing

A key question necessitating empirical clarification is whether followers
must engage in effortful processing of the leader’s message for social iden-
tity reframing to occur. According to the Elaboration Likelihood Model of
Persuasion (ELM, Petty & Cacioppo, 1986), an attitude object (in this case
position) is evaluated based on a continuum of how much an individual is
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motivated and able to assess information. When one is sufficiently moti-
vated and able to process a message (high elaboration likelihood), central
route processing is employed to carefully scrutinize all of the available
information concerning the attitude object. As such, individuals compare
the message content to their previous knowledge and evaluate its merit.
This type of intense and effortful message consideration not only induces
attitude change, but it could also potentially induce social identity change
in the context of intergroup communication. High elaboration may also
produce stronger and more coherent social identity content and strong
identity-related attitudes with extensive supportive information as a result
of message exposure, especially if these messages are repeated (Cacioppo &
Petty, 1979). A clear and consensual social identity may partly explain fol-
lowers’ staunch dedication and loyalty to charismatic leaders (Seyranian,
2012). Similar to attitudes, social identities formed as a result of high elab-
oration may not only be strong, but they are more resistant to change,
persistent over time, and predictive of behavior (Martin, Hewstone, &
Martin, 2003). As such, they may provide the necessary impetus to prompt
followers to bring the leader’s vision into fruition.

When one is insufficiently motivated or unable to process a message
(low elaboration likelihood), a less effortful cognitive processing strategy
called peripheral route processing is employed. Instead of closely scrutiniz-
ing message content, peripheral cues such as source credibility or leader
prototypicality are used to assess the validity of the overall gist of the mes-
sage. If attitudes change ensues at all, it is relatively weak. Applied to the
case of low elaboration of intergroup communication, if social identity
change were to occur, it is unlikely that these changes would be profound
or long lasting.

The motivation to engage in high or low elaboration is determined by
a confluence of factors, but researchers have reached substantial agree-
ment that the personal relevance or vested interest (Crano, 1995) of a
message increases elaboration likelihood (Petty & Wegener, 1998). For
individuals who are highly identified with a group, intergroup commu-
nication by leaders will be regarded as personally relevant as it concerns
their group membership, thereby bolstering the elaboration likelihood
of the leader’s message and subsequent attitude (and identity) change.
In this regard, inclusive such as “we” or “us” should be critical in cueing
the personal relevance and prompting close message scrutiny (Brewer &
Gardner, 1996).
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Evaluation of Leader Source Cues

In the attitude change literature, source cues such as attractiveness, exper-
tise, trustworthiness, and power are known to increase influence most
markedly during low elaboration likelihood (Crano & Prislin, 2006).
Follower observations of leader source cues may also facilitate influence
during high elaboration. Perceived leader source cues may operate as cues
in the minds of followers that add to the impact of high-effort process-
ing by providing additional information about the value of the message
(Petty & Wegener, 1998). That is, leader source cues may not actually
bolster the elaboration likelihood, but these factors may be viewed as rel-
evant information in judging the overall merit of the message. As such,
source cues may bias processing in the direction advocated by the leader
during high elaboration. Leader source cues include: (a) prototypicality
(hence, liked and attractive) and perceptions that the leader adequately
represents the group in its current context or within a particular frame of
reference (Hogg, 2001); (b) perceptions that the leader is procedurally just,
legitimate, competent, and trustworthy (Tyler & De Cremer, 2005; see also
Pillai, Scandura, & Williams, 1999); and (c) a strong oratory style. Distant
followers (Shamir, 1995) may be particularly influenced by leader source
cues because they do not have direct interactions with the leaders and rely
on exposure to leader speeches, other group members, and in some cases,
media portrayals to form evaluations of the leader.

Emotional Reactions and Identification

Cognitive processing of leader messages by followers only evidences a par-
tial picture of the influence process. Leaders and their communications
arouse emotional reactions in followers that can facilitate the influence
process. Charismatic leadership theories postulate that followers of char-
ismatic leaders exhibit profound emotional states: They are inspired by
the leader, feel affection toward him or her, are hopeful and optimistic,
and are emotionally invested and excited by the leader’s vision (Bass &
Avolio, 1993; Yukl, 2012). Several scholars hold that charismatic (transfor-
mational) leaders actually influence their followers toward change through
their ability to provoke intense emotions (Bass & Avolio, 1993), immense
passion (Reicher & Hopkins, 2003), strong emotional attachments (House,
Spangler, & Woyke, 1991), and personal and social identifications (Con-
ger, Kanungo, & Menon, 2000; Kark, Shamir, & Chen, 2003; Shamir et al.,
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1993). One way to achieve these emotional reactions in followers may be
by using emotion-based communication that directly appeals to followers’
emotions and boosts self-worth (Emrich et al., 2001; House et al., 1991).
Together, this suggests that rote processing of leader messages may not be
sufficient to impel followers toward social change. Emotional processes
must be implicated in the influence process, especially in relation to social
identities (Reicher & Hopkins, 2003).

Social identity includes an emotional component (Tajfel, 1974) and
follower identifications with the leader and group are essentially levels of
emotional attachment. Group members who are emotionally invested in the
group may experience strong emotional reactions if they perceive relative
ingroup disadvantage compared with the outgroup. Research shows that
identification is important in predicting emotional reactions of frater-
nal deprivation and group efficacy (Mummendey et al., 1999; Walker &
Pettigrew, 1984). Fraternal deprivation refers to a group member’s feelings
of resentment stemming from perceiving ingroup disadvantage compared
to an advantaged outgroup (Brewer, 2003; Runciman, 1966). Feelings of fra-
ternal deprivation could translate into perceptions of the illegitimacy of the
status quo (Tajfel, 1981) and contribute to the negative emotional reactions
necessary to pave the way for change.

Social identity unfreezing entails the stirring up of shared uncertainty
and negative emotions associated with the former social identity and
conventions such as fear, anxiety, urgency, resentment, dissatisfaction, dis-
appointment, anger, frustration, irritation, and annoyance. This emotional
upheaval shapes the motivational base or the “commonly felt depriva-
tion, frustrations and rising aspirations” (Sherif & Sherif, 1969; Simon &
Klandermans, 2001), which forms a momentum and shared climate for
change. These negative emotional reactions help destabilize followers from
accepting the status quo and create the need to alleviate this perceived
negativity. In turn, followers may be more susceptible to subsequent influ-
ence attempts, such as social identity moving communications. A growing
body of research suggests that negative affect spurs high elaboration and
analytic processing (Forgas, 2008), which, as mentioned earlier, may be
necessary for the internalization of the leader’s message and to prompt
followers toward action. The leader’s positive vision of the future pur-
ports improvement from this negative emotional state. The leader’s vision
(and reframing of social identity) may empower followers with a sense of
comfort, certainty, courage, hope, passion, optimism, and confidence to
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achieve an alternate reality. Therefore, social identity moving and refreez-
ing phases may be characterized by progressively more positive follower
emotions associated with the vision and the reframed social identity and
progressively lower levels of negative emotions and resistances concerning
change (but not necessarily the status quo).

MAJORITY AND MINORITY GROUPS

Leaders who seek change during unfavorable circumstances may meet con-
siderable group resistance that may threaten their leadership position in the
group. As a consequence, it is important to note group conditions that are
flag posts signaling ripe change contexts that may facilitate social identity
alteration. A central group condition that may affect social identity fram-
ing is the group’s majority or minority status within its wider intergroup
context (Moscovici, 1976, 1994; Tajfel, 1981). Recent research has identi-
fied four prominent majority and minority group types (Seyranian et al.,
2008): the Moral Majority, the Elites, the Powerless Populace, and the Subju-
gated. The Moral Majority is powerful and large in number. It is a dominant
group in the intergroup circle that is able to wield considerable power and
influence over other groups. Examples include European Americans (in
the United States), heterosexual people, men, and able-bodied individuals.
Elites also possess power, but they are relatively small in number. However,
because of their power, elites are perceived and treated by other groups
as if they were dominant and powerful majorities. Examples include the
apartheid rulers of South Africa, the British in 19th-century India, leader-
ship cliques of political regimes, and the highly educated. The Powerless
Populace is numerically large but holds little power in the intergroup circle.
It is an exploited group that is treated much like a minority. That is, it
bears the brunt of ill treatment by other groups because its group mem-
bers possess distinctive or counternormative attributes. Examples include
members of the untouchable caste in India or women in some parts of the
world. Finally, the Subjugated are small in size and hold little power in the
intergroup circle. As a result, they are often the target of negative treatment
(e.g., expulsion, subjugation, discrimination) by other groups. Examples
include homeless people, the lesbian, gay, bisexual, and transgender (LBGT)
community in many countries, and people with disabilities.
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Majority Groups

Different group conditions and processes may impel majority and minor-
ity groups toward social change. In the intergroup setting, majority groups
such as the moral majority and the elites set wider societal norms, possess
a positive social identity (high status), and aim to sustain the status quo
(Moscovici, 1976; Tajfel, 1981) to maintain their advantageous position.
Majority groups will likely resist any proposed change that challenges the
status quo and appears to compromise their high status (Tajfel, 1981). Not
only will other groups that challenge the majority’s positive status face avid
resistance, but ingroup leaders of majority groups who propose radical
changes that may appear to threaten the group’s status and power in the
intergroup setting will likely be derogated and outcast. As indicated earlier,
an outgroup threat to the viability of the ingroup that is perceived as a
real or potential crisis, however, may mitigate these reactions. This may be
particularly true of the elites group, who may be more prone to perceive
threat from other groups because of their relatively small numerical size.
When majority groups perceive such a threat, whether from an outgroup
or because of environmental circumstances, social change may be deemed
necessary as a crisis response to sustain the group and adapt to changing
conditions. During crises, leaders who propose a vision that legitimizes
and promotes the restoration, maintenance, or enhancement of the group’s
positive status and power (Tajfel, 1981) and reduces subjective uncertainty
(Hogg, 2007) may be met with enthusiasm, even if this vision requires
alternate redefinitions of what and who the group is in terms of norms
and self-stereotypes. Leaders of majority groups may be attributed with
charisma, but this type of leadership may be more akin to crisis-responsive
charisma (e.g., Winston Churchill) than visionary charisma (Hunt, Boal, &
Dodge, 1999). Visionary charisma may be more likely to occur in minority
groups (e.g., Martin Luther King Jr.) because a reversal of subjugation may
require a strong and compelling leader who espouses a powerful and radi-
cally different vision in such a way as to inspire follower courage to move
past the status quo and collectively confront the powerful majority group.

Minority Groups

Minorities are likely to possess negative social identity content (i.e., stig-
matized, inferior) both in terms of how the majority views them and how
they view themselves (Schmitt, Spears, & Branscombe, 2003). As a result,
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minority groups such as the powerless populace and the subjugated are not
necessarily open to engaging in collective action to ameliorate their subju-
gated status in the intergroup setting. Social identity theory predicts that
some minority group members will attempt to individually exit the group
if group boundaries are permeable (Tajfel, 1981). When group boundaries
are not permeable, minority group members may also resist social change
if they perceive that their relatively powerless and subjugated status is legit-
imate and stable. Minority groups must first switch from acceptance to
rejection of their intergroup status by viewing the current state of affairs
as illegitimate and/or unstable (Tajfel, 1981). Therefore, perceptions of the
illegitimacy of the intergroup relationship are “socially and psychologically
the accepted and acceptable level for social and social change in intergroup
behavior . . . it provides a basis for the shared and durable ideologizing of
arousal, discontent or frustration” (Tajfel, 1981, p. 267). This implies that
minority groups who view the status quo as illegitimate (and/or unstable)
are more likely to feel anger and resentment at the status quo and to process
and internalize the leader’s communications of social change. Extensive
social identity unfreezing may not be necessary in this condition, as fol-
lowers are already open to change and amenable to the impact of social
identity framing. Leaders may also provoke rejection of the status quo, per-
ceptions of the illegitimacy of current intergroup relations, and stimulate
emotional reactions from followers who are still in acceptance of the status
quo by encouraging effortful processing of unfreezing communications.
Whereas leaders of majority groups utilizing social identity framing
may reaffirm and increase the groups’ already valued positive status and
self-stereotypes, minority group leaders employing social identity mov-
ing communication may need to alter the negative content of the group’s
identity (e.g., self-stereotypes) to a positive comparative image (e.g., “Black
is beautiful”; see social creativity, Tajfel, 1981) to provide minority group
members with the collective esteem and sense of efficacy to achieve the
leaders’ vision of a better future. A positive redefinition of the group may
be especially critical for a numerically small subjugated minority group
that does not possess the strength of numbers and therefore requires addi-
tional impetus to impel followers toward collective action. This idea is
a departure from social identity theory, which posits that positive social
identities emerge as a consequence of social change and acknowledgment
from other groups. When Gandhi called for a nonviolent response to the
British, did he and his followers who gave up their lives in nonviolent ways
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believe that Indians were not worthy of independence? When Rosa Parks
refused to give up her seat, was her act of defiance consistent with believ-
ing that African Americans were inferior and should sit in the front of
the bus? When the French stormed the Bastille, did they believe that the
majority of the hungry population did not deserve to “eat cake”? When
minorities pick up a picket sign or go on strike, do they think that their
group is inferior and unworthy of what they are demanding? This appears
highly improbable. These groups not only progressed from acceptance of
the status quo to rejection, but they also experienced a redefinition of the
group that included a new and more positive social identity that may have
resulted from social identity framing-type rhetoric. That is, these minori-
ties ceased to see themselves through the eyes of the majority. As a result,
new social identity frames may have provided the springboard for social
action, which eventually altered intergroup relations and social reality.

INGROUP AND OUTGROUP SOCIAL IDENTITY FRAMING

The discussion to this point has focused primarily on how leaders may use
communication to promote social change within their groups via reframing
ingroup social identity. It is also important to note that under some circum-
stances, leader may also reframe outgroup social identities en route to social
change. Outgroup social identity framing involves redefining ingroup percep-
tions of social identity of the outgroup. Outgroup social identity framing
may be necessary under circumstances where intergroup relations (i.e., “us”
versus “them” frames) are salient. This may be particularly likely: (a) during
a crisis or times of uncertainty that involves hostile or threatening relations
with the outgroup such as in cases of terrorism, wars, threats, or territo-
rial disputes (Seyranian, 2012); or (b) when a low-status minority group is
attempting to gain equal footing with a majority group (Crano & Seyranian,
2009). In these situations, the ingroup leader is expected to interpret the
intentions and actions of the outgroup and outline an agenda for how the
ingroup should react. To gain support from the group for his or her agenda,
the leader may reframe the outgroup’s social identity for the ingroup as a
means of justifying the leader’s proposed actions and vision in handling
the crisis, perceived threat, or the outgroup’s subjugated status. For exam-
ple, the leader may outline who the outgroup is, what it stands for, what
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its intentions are toward the ingroup, and how it plans to interact with the
ingroup in the future. While a low-status minority group leader may need
to engage in both ingroup social identity framing (to redefine the ingroup
in more positive terms) and outgroup social identity framing (to redefine
the outgroup in terms of equal status), this may not be necessarily the case
in all instances. For example, during a major crisis involving an outgroup,
it may be critical for the leader to focus on the threat from the outgroup.
In this case, the leader may engage in less ingroup social identity framing
and more outgroup social identity framing as a part of crisis-response com-
munication. Support for this proposition is provided by a computerized
content analysis of 196 speeches by eight 20th-century American presidents
who faced international crises (Seyranian et al., 2012). Results indicated that
presidents used language that focused more on the outgroup and less on the
ingroup following a major international crisis. This study provides evidence
of outgroup social identity framing and supports the idea that intergroup
relations (i.e., crises provoked by the outgroup) may act as an environmental
contingency that affects the content of leadership rhetoric.

ETHICAL LEADERSHIP AND SOCIAL IDENTITY FRAMING

Leadership and social influence scholars face the moral dilemma of uncov-
ering the means to effective leadership and social influence and laying it in
front of those who may employ it for self-interested pursuits and gain (Price,
2002; Reicher et al., 2005; Yukl, 2012). Pursuing a strict code of ethical behav-
ior is particularly important for leaders who aim to bring about social change
through social identity framing as changing group-level self-definitions can
be profound for followers (for a discussion of extremist leadership and social
identity framing, see Seyranian, 2012). Leaders tread a fine line between ethi-
cal and unethical behavior. For this reason, it is imperative to consider the
ethical aspects of leadership and influence after laying out a prescriptive
model of leadership communication such as social identity framing.

It is held here that ethical leadership aims to serve the group and nurture
and empower followers in an altruistic capacity based on a solid founda-
tion of moral values. This type of leadership does not advocate change for
the group for self-interested gain. That is, ethical leaders would not attempt
to modify the group’s prototype to maintain leadership position and power
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(Hogg, 2001). Ethical leaders who engage in social identity framing are able
to tune into and articulate a vision that is grounded in altruistic values, that
is available to all group members, and that aims to ameliorate the group’s
situation and create a more positive future in some way. They raise the
consciousness of followers and guide them down an avenue toward some
collective good. What represents a collective good for one group does not
represent a zero-sum game in intergroup relations such that it is necessary to
downgrade the dignity, status, or well-being of other groups or organizations
to achieve a collective good. In other words, ingroup love does not imply
outgroup hate (Brewer, 1999). Ethical leaders are not involved in promoting
or imposing direct or indirect harm on other groups or organizations, creat-
ing enemies, perpetuating a perpetrator-victim ideology, or demonizing an
outgroup. They are not under the impression that they are above the law
and they do not employ repressive means to secure legitimate ends (Price,
2002). Price (2002) draws an important distinction between authentic and
pseudo-transformational leaders that should be highlighted here: Authentic
transformational leaders champion some type of social change that they per-
ceive would be of collective benefit based on a moral foundation of altruistic
values. More important, their behavior, actions, and policies are congruent
with these altruistic values. Hence, the behaviors, actions, and policies of a
leader should be consistent with the values they espouse. A disparity between
what is advocated and how the leader acts should set off a siren for the pres-
ence of a pseudo-transformational leader (Price, 2002). It is not likely that
social identity framing by pseudo-transformational leaders will last long
because time will expose the fruits of their labor. It is relatively easy to craft
transformational rhetoric such as social identity framing. The challenge is
in walking the talk. To persevere and navigate through challenging circum-
stances to make a vision attainable without compromising altruistic values is
truly the essence of extraordinary leadership.

CONCLUDING REMARKS

Without loyal followers who are willing to work toward achieving a leader’s
vision of social change for the ingroup, a leader is like a lock without a key, a
business without a customer, a captain without a vessel, or a seed without soil.
He or she has stagnant potential that cannot come to fruition. Consequently,
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the ability of a leader to influence followers and to gain support is crucial. In
fact, it can be argued that a key function of leaders is to persuade followers to
adopt a vision for the future and to encourage followers to work together as a
collective to bring that vision into fruition. Articulating a vision that attracts
followers and translates follower support for the vision into real-time efforts
can be tricky. This is where social identity framing has the potential to make
both a theoretical and practical contribution.

Drawing on social identity theory, social identity framing suggests that a
key variable in gaining follower support for a vision of social change is to use
a specific type of communication that implicates the group’s social identity.
Social identity framing outlines a series of leadership goals in a three-
phase sequence and corresponding communication tactics that may help
to achieve social change. Preliminary research suggests that social identity
framing communication tactics provide a promising line of inquiry (e.g.,
Seyranian, 2011; Seyranian & Bligh, 2008; Seyranian et al., 2012). Ideally,
these ideas will stimulate empirical verification in the field of leadership and
limitations will be exposed and revised. With continued empirical verifica-
tion and correction, social identity framing has the potential to contribute
to the sparse literature on how leaders can strategically harness their influ-
ence potential to bring about social change and how followers may respond
to these social influence attempts. It also has the potential to inform a wide
array of leaders (e.g., corporate, political, community) on how to commu-
nicate a vision of change that will succeed in garnering follower support
and collective action. Overall, it is my hope that the insights garnered from
social identity framing will enable us all to direct the course of social change
with increased awareness and a vision of a bright and hopeful future.
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Leveraging the Science of Memory
to Enhance the Efficacy of Leader
Communications

Jay A. Conger

The ability to communicate effectively has long been associated with lead-
ership. As Pondy (1978) noted some time ago, one of the most vital roles
of a leader is to make activity meaningful. Through their communications,
effective leaders provide an understanding to their followers of why they
are doing what they are doing. Through leaders’ choice of words, imagery,
and portrayals of future organizational outcomes, they can deploy language
to directly influence their followers’ motivations, decisions, and identities.
Their communications set standards as to what are appropriate follower
attitudes, behaviors, and values. For these reasons, the topic of leadership
communications is a critical one for practitioners and scholars alike. In
this chapter, I examine one of the least explored dimensions—the use of
communications techniques to ensure recall of the leader’s messages. These
techniques leverage certain dynamics of human memory that encourage
retention and recall of information. In an age of information overload, the
ability to communicate in memorable ways is an imperative for leaders.

THE RESEARCH ON LEADERSHIP
AND COMMUNICATIONS

To date, the scholarly literature has focused primarily on three dimen-
sions of leader communications: the use of language to motivate followers,
the actual content of communications related to organizational goals or
visions advocated by leaders, and the means that leaders use to articulate
their messages.
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Early theory on the use of communications to motivate followers focused
almost exclusively on the role of language to reduce uncertainty among
organizational members. It was assumed that if followers were uncertain
about how to accomplish goals, they would become demotivated in the
pursuit of those goals. The purpose of much of a leader’s communica-
tions was therefore to lessen uncertainties and strengthen the motivation to
achieve desirable but challenging outcomes. Communications was a vehicle
for leaders to help their followers construct mental models of a world that
provided clear goals, strong intrinsic meaning to their work, and convincing
justifications for actions. In particular, a process called frame amplification
is considered an essential step (Snow, Rochford, Worden, & Benford, 1986).
To motivate, leaders need to frame or highlight values and goals that are
deeply appealing to their followers. By framing their overarching organiza-
tional visions around such appeals, leaders provide a meaningful endeavor
and build identification with the mission. In other words, such frames trig-
ger a strong motivational response from followers.

The second research area focused on how leaders shape the content
of their messages—again largely around the topic of their organizational
visions (Conger & Kanungo, 1998). Using frames of sharp contrast, the
leader could heighten the attractiveness of the future state versus the cur-
rent state. This is accomplished primarily by constructing images of reality
that emphasize the positive features of the future vision while simultane-
ously highlighting the negative features of the current context. The aim
is to depict the status quo as so unattractive or threatening that it cre-
ates disenchantment. This negative portrayal of the status quo unfreezes
attachments to the current state and in turn lowers resistance to whatever
changes the leader is advocating. It also heightens the probability that fol-
lowers will abandon behaviors, values, and beliefs that are perceived as
ineffective to reach the new order (Beer, 1980).

The final topic of research—articulation techniques—explored the
means by which leaders can and do project their assertiveness, conviction,
expertise, and concern for followers’ needs (Conger & Kanungo, 1998). In
any communications act, an audience must ascertain whether the speaker is
trustworthy and his or her message credible. In the case of leadership, many
factors shape followers’ perceptions of leaders’ credibility—for example,
the leaders’ prior successes, their demonstrated expertise, and their history
of relationships with followers. Nonetheless, leaders can use language to
further reinforce the credibility not only of themselves but of the initiatives
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they are advocating. For example, we know from persuasion theory that
audiences place trust in a speaker’s message depending on their interpreta-
tions of the individual’s character (Hauser, 1986) that is discerned in part
by the habits the leader reveals through his or her communications. As
Miller (1956) has shown, habits are discerned by the causes an individual
advocates, the values he or she endorses, and the actions he or she advises.
We also know from persuasion theory that audiences evaluate a speaker’s
credibility by assessing three specific categories of habits that manifest
themselves in intellectual, moral, and emotional qualities. The more admi-
rable an audience finds these qualities in a presenter, the more credible that
individual will appear (Hauser, 1986). Specifically, intellectual or men-
tal habits are revealed through the appearance of the speaker being well
informed, skillful at reasoning, and able to overcome objections by provid-
ing compelling evidence. Speakers demonstrate moral habits through the
confidence they exhibit in understanding what is right, through their cour-
age of convictions, and through the virtues and values they extol. Finally,
an individual’s emotional habits are discerned through the speaker’s dis-
position of either goodwill or ill will toward their audience. Goodwill is
typically demonstrated through a speaker’s concern for the audience’s
interests. Hauser (1986) highlights the types of expressions that audiences
typically interpret as reflective of a speaker’s goodwill: For example, speak-
ers are angry at people who insult or harm an audience; they are fearful of
impending dangers an audience perceives; they are joyful at the successes
of the audience. An audience further tests the sincerity of speakers’ feelings
in terms of the personal stakes they have in the outcomes of what they
propose. An audience is well disposed to speakers when their advice is not
necessarily in their best interests, though it is in the audience’s.

While the explorations described earlier have extended our knowledge
of leadership communications, the field is still in its infancy. One particu-
larly overlooked topic is the leader’s deployment of techniques to ensure
that followers retain and recall communications long after information is
communicated. In ages past when the vast majority of the world’s popu-
lation was illiterate, leaders deployed parables, stories, and analogies to
ensure that their goals and values would be remembered and acted on.
In this age when we suffer from information overload, leaders face the
dilemma that their communications will be crowded out by the flood of
information that their followers digest in a day. It is highly probable that
followers may find themselves so overwhelmed with daily information that
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they easily forget important messages around the goals, actions, and val-
ues their leader communicates. In addition, we have come to rely on the
outsourcing of our memory to storage devices ranging from books and
notepads to digital devices like phones and laptops. We no longer feel a need
to literally store information in human memory. One recent study entitled
“Google Effects on Memory: Cognitive Consequences of Having Informa-
tion at Our Fingertips” demonstrates that when individuals have access to
search engines like Google they remember less information because they
know they can rely on a readily available shortcut (Sparrow, Liu, & Wenger
2011). Similarly, our laptops, desktops, and phones are where we today
store information. We have been cultivating lazy memories.

Finally, we live in an age when our leaders are no longer nearby physi-
cally. They may be thousands of miles away in global corporations. In large
organizations, senior leaders may communicate to organizational members
infrequently, say once a month or a quarter. The scenarios I have described
demand that leaders be capable of instilling their important communica-
tions in enduring or memorable ways so as to shape the behaviors and
decisions of their followers in their absence.

THE DYNAMICS OF MEMORY: THE INFORMATION
RETENTION HURDLE FACING LEADERS

While we think of memory as a single term or phenomenon, the construct
refers to multiple human capabilities. Scientific studies into memory reveal
no simple classification system for memory (Roediger, Marsh, & Lee 2002).
For example, there are important variations in where memories are stored
within the physical brain, how long the memory of certain information
is retained, why certain types of information and experiences are com-
pletely lost to consciousness, and why others can be recalled. Science has
yet to even trace an actual memory from start to storage to recall. Given
the emphasis of this chapter on information retention and recall, we focus
on the aspects of research into memory that appear to be most relevant to
leadership communications.

From the standpoint of followers being able to recall information
conveyed by leaders, two particular studies stand out in the history of
memory science. The first concerns working memory. This is a temporary
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memory system in which information is maintained and considered
consciously for a short period of time by our minds (Baddeley, 2000).
Harvard psychologist George Miller discovered in 1956 that our ability
to process information in working memory is limited by an important
constraint. We can retain only up to seven, eight, or nine items at a time.
He called this dynamic the “law of seven plus or minus two.” In addi-
tion, those seven things are not retained for long. Working memory is
interrupted every 10 or so minutes by fatigue or distraction. A portion
of what was retained in the previous working memory cycle is then lost.
In other words, incoming information replaces existing information in
our working memories. Using simple strings of letters or numbers, tests
consistently demonstrate the inability of our working memories to retain
more than seven or eight letters or numbers that are communicated to
us at one time. The implication for leaders communicating information
is both simple and profound. Most of the content that is communicated
to followers will not be retained longer than a few minutes. Given that
leaders are influencing their followers to embrace certain values, behav-
iors, and decision-making guidelines, this lack of retention in short term
memory becomes a critical problem.

From the standpoint of longer-term memory, the research of another
memory pioneer, Hermann Ebbinghaus (1885), shed light on how poorly
we retain information at all. With the goal to quantify the process of for-
getting, he consciously memorized three-letter nonsense syllables like
YAT or DAX. At set time intervals, he would test to see how many of these
syllables he had forgotten and how many he had retained. He discovered
that within the first hour of memorizing his nonsense syllables, more than
half were forgotten—even after consciously committing them to memory.
By the next day, an additional 10% were gone from memory. Another 14%
were lost after a month. He called this process the “curve of forgetting.”
Time erodes long-term memory.

These studies confirm that the vast majority of information we hear
and see is soon lost. But it appears that under very specific conditions cer-
tain types of information, however, receive preferential treatment from
our memory. We are not only more likely to retain that information but
also to recall it. Ebbinghaus documented something called the “serial posi-
tion effect”—where information is positioned when it is communicated
affects its retention and recall. The two main concepts in the serial posi-
tion effect are “recency” and “primacy.” The “recency” effect shows a higher
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probability of recall of the most recently or last communicated informa-
tion. It is retained in the short-term memory for a longer duration. The
“primacy” effect refers to the greater likelihood that the first set of infor-
mation that is shared will also be remembered. This information not only
comes first, but it may be repeated in the subsequent communications
so as to reinforce it as the opening point. In other words, there are more
opportunities for listeners to remember and in turn to commit the infor-
mation to long-term memory. Ebbinghaus also discovered a phenomena
he called “savings.” This refers to the amount of information retained in
the subconscious even after this information can no longer be consciously
accessed. Ebbinghaus would commit a list of items to his memory until
he had perfect recall of them. He would then allow time to pass so that
he forgot or could no longer recall any of its items. He then would relearn
the list and compare the new learning curve to the learning curve of his
previous memorization of the list. The second list was memorized more
rapidly. This difference between the two learning curves is what Ebbing-
haus called “savings.” Later studies on the repetition of information would
support these findings. The more we are exposed to the same information,
the probability increases that we will remember it.

These early studies in memory strongly suggest that leaders need to
take into very serious consideration how they communicate. They need to
possess a keen understanding of the relevant aspect of human memory as
they construct and convey their messages. A failure to consider this dimen-
sion will mean that the influence of their communications will be minimal
given how quickly information is lost in both short-term and long-term
memory.

LEVERAGING MEMORY SCIENCE TO ENSURE THAT LEADER
COMMUNICATIONS ARE MORE MEMORABLE

Research on memory suggests that how information is presented can sig-
nificantly impact the probability that individuals—in this case, a leader’s
followers—will recall it. For example, findings include the importance
of the repetition of information, the use of concrete descriptors, pic-
ture superiority, the active involvement of listeners with information,
and distinctiveness of materials presented. In this section, we explore the
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implications of these findings for how leaders can more memorably com-
municate their messages to followers.

Repetition

We know that repeated information is more effectively remembered than
items mentioned only once (Crowder, 1976). The spacing of repetitions
also matters. Tests of long-term retention show that “spaced repetition” is
most effective. In other words, when information is repeated between time
and other information intervals, it is retained with greater frequency than
when it is repeated in succession. It appears that the greater the lag or spac-
ing, the stronger the retention (Dempster, 1988; Melton, 1970).

While there are several theories as to why repetition and spacing increase
the retention of information, one of the more appealing possibilities is the
following. There is a value to forgetting, which is to prevent the nervous
system from running out of memory storage. The benefit to remembering,
however, comes from strengthening memories so that the most frequently
encountered tasks are always remembered. In real life, a twice-encountered
task is more likely to be encountered again than a once-encountered task.
We might call this a utility model of memory. The optimum action of our
memory is to increase the strength of retrieving the appropriate memory
each time a similar task is encountered. The habituation of memories that
follows a repetition seems to ensure that the brain maximizes the average
probability of reencountering the remembered tasks, that is, it maximizes
the usefulness of memories (Wozniak, 1995).

For this reason, repetition enhances retention and recall. So what are the
implications for leaders? Leaders can create memorable phrases that they
repeat that remind their followers of certain behaviors to follow or how
decisions should be made or mindsets that are essential. For example, Horst
Schulze, the former president of the Ritz-Carlton, deployed his famous Ritz-
Carlton motto, “Ladies and Gentlemen Serving Ladies and Gentlemen,”
repeatedly to remind Ritz-Carlton associates of their empowered status.

This simple motto would become the core of the Ritz-Carlton culture.

Similarly, simple strategic objectives can be repeated to ensure recall of
organizational targets. For example, Carlos Ghosn, CEO of Nissan Motor
Company, began his tenure in 1999 with a goal called the Plan 180. As
he traveled to Nissan’s global operations, he repeated the essentials of the
Plan 180 to ensure that every employee would focus on its attainment. In
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the plan, the “1” represented 1 million cars to be sold within three years.
The “8” stood for 8% operating margins, and the “0” was zero debt by
2003. These simple three numbers repeated over and over again formed a
highly memorable means to ensure that employees across the globe would
remember their most essential goals. In addition, Ghosn was using another
memory retention device—Miller’s law of seven plus or minus two pieces
of information. He has chosen three pieces of information—an extreme
minimum to be retained in memory.

Concrete Information

Concrete materials are more readily retained than abstractions. Studies
show that the mind grasps and retains concrete concepts far more success-
fully than abstract ones (Paivio, Yuille, & Rogers, 1969). By concrete, we
mean information that can be examined and understood through one’s
senses. Leaders who can explain abstractions by using a concrete analogy
and examples can make their communications not only easier to under-
stand but more memorable.

There is an added dilemma with abstractions. As Heath and Heath (2007)
have noted, abstractions make it more difficult to coordinate activities with
others, who may interpret the meaning of the abstraction in very different
ways. When a leader says that “the organization must operate as one team,”
he or she is expressing the desire to see greater coordination between spe-
cific functions around very specific activities. The mandate of “one team”
is far too abstract and therefore easily misinterpreted. Instead the leader
needs to offer very specific examples of where coordination has had a posi-
tive impact and needs to be undertaken. The leader can instead describe in
short but rich illustrations what concrete actions individuals have taken and
how their coordination paid off. Detailed examples would not only be more
memorable but offer far more precise guidance to followers.

One of the most easily retained pieces of concrete material is pictorial
illustration (Paivio & Csapo, 1973). In the 1970s, researchers carried out
experiments in which they asked their subjects to remember 10,000 visual
images. The test involved displaying one image briefly to each participant
only once. The test took place over an entire week because of the enormous
volume of images shown. The participants then had to choose between
two images—the original they had been shown and another image. The
researchers discovered that individuals could recall more than 80% of
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the images that they had seen (Standing, 1973). A more recent study was
performed with 2,500 images. Participants were asked to choose between
images that differed in a tiny detail. Individuals were still able to remember
90% of the images they had originally been shown (Brady, Konkle, Alvarez,
& Oliva, 2008). These studies strongly suggest that leaders need to incor-
porate far more visual material in their communications whether that be
actual images or rich pictorial descriptions of information. For example,
a leader could communicate strategic market dynamics through pictorial
descriptions of customer segments or competitors. They could also illus-
trate appropriate behaviors through images of those same behaviors.

Narratives

Information conveyed in story form has a significantly higher probability
of retention and recall (Heath & Heath, 2007). Stories contain numer-
ous features that ensure recall. They almost always are composed around
concrete information. Well-told stories include rich imagery to convey
characters and context. They are designed to stimulate listeners with their
twists and turns throughout a plot. Often listeners experience something
unexpected. Finally, there is an emotional dimension that has been shown
to enhance retention significantly (McGaugh, 2006).

Herb Kelleher, former CEO of Southwest Airways, shared this story with
Fortune to describe the “secret” to the company’s people-oriented culture:

[T1hey basically wanted to know how we hired, how we trained, and how we
motivated. And so we would tell them. And many of them, I think, were looking
for some formula, you know, that you could put on the blackboard. The concept
is simple, but the execution takes a lot of work and a lot of attention. If you’re
going to pay personal attention to each of your people, for instance, and every
grief and every joy that they suffer in their lives, you really have to have a tre-
mendous network for gathering information.

We want to show them they’re important to us as who they are, as people.
And by the way, one ramp agent—1I have not disclosed this—sent me a note one
day which I’ve never publicized, and I think youw’ll understand why. He said,
“Herb, I finally got it. You're making work fun, and home is work.” [Laughter.]
I think youw’ll understand why I did not publicize that widely.

It’s not formulaic. The way I describe it is this huge mosaic that you're al-
ways adding little pieces to make it work. And it’s not a job that you do for
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six months and then you just say, “Well, that’s behind us.” It’s something you
do every day. (Fortune, “Southwest’s Herb Kelleher: Still crazy after all these
years,” January 14, 2013)

Through this simple story of companies searching for a best practice
from Southwest, Kelleher illustrates the day-to-day striving required to
build a strong culture—that no one best practice is sufficient. Kelleher
could have simply stated that point. Instead he deployed this story. Enhanc-
ing the overall story’s paradox is the ramp agent’s comment that work had
become fun and home had become work.

CONCLUSION

In summary, leaders need to pay far greater attention to the retention
dimension of their communications. Given the information demands on
followers as well as their propensity to rely on the “outsourced memory”
offered by digital technologies, it is highly likely that a leader’s communica-
tions will be drowned out by competing information and by time. Memory
research demonstrates time and time again the fragility of memory when
it comes to information retention and recall. That said, research also high-
lights the fact that certain forms have a significantly higher probability
of retention. As we have discussed in this chapter, these include informa-
tion that is repeated, concrete, visual, distinctive, and in narrative forms.
Leaders today have an obligation to deploy these vehicles to make their
communications more memorable and in turn more influential. Other-
wise, their goals, values, and decision rules will be diluted or lost thanks to
the forgetfulness of their followers.
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Developing Capacity for
Responsible Leadership

The Interactive Role of Identity
and Competence Development

Craig R. Seal, Joanna Royce-Davis, Krystal Miguel,
and Adrianna Andrews-Brown

The focus of this chapter is to propose an integrative model of student
leadership, called responsible leadership development, which builds on the
interdisciplinary work of leadership identity development and social emo-
tional competence. The model is in response to increased pressure for
college accountability and the need for an understanding of leadership that
addresses limitations of current leadership models and programs in higher
education. In particular, existing concepts of leadership generally fail to
account for the unique developmental context of college students. In addi-
tion, programs of leadership often view leadership as a position for a select
few students, rather than as a process for all students. In this chapter, we
highlight the push for greater accountability in higher education and the
limitations of current approaches to leadership development, and present
our integrated model of responsible leadership development.

For institutions of higher education, the ability to justify the time and
money invested in higher education by demonstrating the value added
benefits of a college degree is particularly important, as colleges and uni-
versities are under political and economic pressure to validate the efficacy
of their programs. In a 2008 address to the Wharton Business School,
Chairman of the Joint Chiefs of Staff Navy Admiral Mike Mullen spoke
about the importance of accountability in a business school program.
Admiral Mullen reminded students that “leadership is about understand-
ing accountability and being held accountable.” Similarly, in the 2013 State
of the Union Address, President Obama discussed the need for higher edu-
cation to demonstrate “value,” becoming more accountable to parents and
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taxpayers in terms of cost and impact. President Obama announced that
his administration “will release a new ‘College Scorecard’ that parents and
students can use to compare schools based on a simple criteria: where you
can get the most bang for your educational buck.” This increased pressure
of accountability, for colleges in general and business schools in particular,
is growing. In response, schools have been positioning the accountabil-
ity discussion around the question of value-added learning outcomes that
are developed during the college experience and that contribute to student
success post-graduation, such as career opportunities, community engage-
ment, and quality of life (Bogue & Hall, 2012; Lattimore, D’Amico, &
Hancock, 2012). One learning outcome in particular that colleges and
universities are promoting is the goal of student leadership development
(Bing et al., 2012; Crossan, Mazutis, Seijts, & Gandz, 2011). Scan the mis-
sion statements and messages from schools of business across the country,
and a consistent theme will emerge: “We are educating the next generation
of leaders” (Dean Thomas Robertson, the Wharton School of the Univer-
sity of Pennsylvania).

Although introducing leadership development into curricular and
co curricular programs for college students is not new, the underlying
theories and methods of understanding and developing leadership are still
in question. It is one thing to claim your institution develops leaders, but
it is quite another to provide evidence of leadership development and to
have an integrative theory to explain the design and impact of leadership
development programs.

Despite the multitude of models and practices available, finding a reli-
able and valid theory and method of leadership development for college
students is a fundamental challenge (Dugan, 2006). Contemporary lead-
ership models such as charismatic (Conger & Kanungo, 1998), authentic
(Avolio & Gardner, 2005), and transformational (Bass & Riggio, 2006)
consider leadership from the perspective of management. Therefore,
incorporating recent approaches to leadership development that address
(or at least acknowledge) the unique dimensions of college-aged student
development need to be considered (Komives et al., 2009; Seal, Naumann,
Scott, & Royce-Davis, 2010).

In addition to the issues of a theory grounded in student develop-
ment, another challenge is in implementation of leadership programs. In
our experience, we often find leadership development in higher educa-
tion to be fragmented across campuses or spread out between academic
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and student affairs. In academic affairs, leadership is generally provided
through theoretical readings (i.e., Aristotle) and programs (i.e., honors)
that impact a limited number of students. In student affairs, leadership is
generally provided through an office or program that focuses on admin-
istrative support and reflective activities for positional student leaders on
campus. In both cases, there is little integration between theory and prac-
tice to provide intentional learning across settings. In addition, even when
attempting to broaden the settings of leadership development, the scope
of programs is generally restricted to those students who have already self-
selected to participate. Given this limited scope, the lack of integration,
and the increasing demand for leadership development, a more respon-
sive, flexible, and integrative model for student leadership development is
needed (Komives et al., 2009; Seal et al., 2010).

What is needed is an approach to leadership development that over-
comes the current theoretical and programmatic limitations by integrating
theory and practice, adjusting for the unique population and environ-
ment of college, supporting leadership development for a broader scope
of potential students. In short, the practice and conceptualization of lead-
ership development in higher education may need to be reframed as an
integrative construct that includes student development theory, consid-
ering student identity formation, as well as leadership skill development,
considering student competence capacity, to better serve students in their
leadership learning (Dugan, 2006; Pascarella & Terenzini, 2005).

RESPONSIBLE LEADERSHIP

In this chapter, we build on the interdisciplinary literature of student success
and emotional intelligence to propose a new framework called responsible
leadership development. Responsible leadership is defined as an ethical act
of inspiring others toward effecting positive change through the accom-
plishment of a common goal. The construct emerges from the intersection
of leadership identity development and social emotional competence
development. Leadership identity development (LID) involves engaging
with learning opportunities in one’s environment over time to build one’s
awareness and efficacy to engage in leadership (Komives, Owen, Longer-
beam, Mainella, & Osteen, 2005). Social emotional development (SED)
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is the desirable, sustainable enhancement of personal capacity to utilize
emotional information, behaviors, and traits to facilitate desired social
outcomes (Seal et al., 2010). Responsible leadership development is a func-
tion of leadership identity development and social emotional development
that results in the self-efficacy and personal-interpersonal capacity to be
responsive to issues and audiences within multiple contexts. Specifically,
responsible leadership development assumes that social emotional compe-
tencies moderate the relationship between leadership identity emergence
and leadership effectiveness. Scholars and practitioners may use this con-
struct to better understand and improve individual leadership efficacy and
capacity of students within a collegiate context.

The proposed model of responsible leadership development posits that
social emotional competencies moderate the relationship between leader-
ship identity emergence and leadership effectiveness. There are three aspects
that influence this model, drawn from contemporary considerations of lead-
ership, student success, and emotional intelligence. First, as argued by Kouzes
and Posner (2003), and supported by the literature on student involvement
(Astin, 1993), leadership is for everyone. Second, part of leadership develop-
ment is the process of self-discovery (Komives, Lucas, & McMahon, 2007)
and the influence of self-awareness and self-efficacy (Murphy, 2002). Third,
leadership effectiveness may be considered a set of competencies that can be
developed (Goleman, Boyatzis, & McKee, 2004).

A key assumption of responsible leadership development is that lead-
ership is for everyone. Kouzes and Posner (2003) and other leadership
researchers (Bass & Riggio, 2006; Boyatzis & McKee, 2005; Hunt & Baruch,
2003) have been working to debunk the myth that leadership is only reserved
for a few charismatic men and women. Rather, leadership is everyone’s
business—and opportunity. In a 1996 report exploring the need for inte-
grating social and emotional skills into undergraduate learning by the U.S.
Department of Education Office of Educational Research and Improvement,
the final recommendation calls for “creating collaborative learning environ-
ments and situations where all students have opportunities to contribute”
(Cove & Love, 1996). This call for the integration of intellectual, social, and
emotional skill training is referred to as “holistic” or “whole student” learn-
ing (Bernard, 2006; Cove & Love, 1996), and the need for its implementation
in university training has been championed by well-known student success
researchers (Astin, 1993; Pascarella & Terenizini, 2005; Tinto, 1993). One
aspect of student success is based on the concept of student involvement
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(Astin, 1993; Kuh, Kinzie, Buckley, Bridges, & Hayek, 2006). Leadership pro-
grams, as an explicit form of involvement, provide the opportunity to focus
student success on developmental outcomes that focus on the potential lead-
ership capabilities within each student. This view of leadership considers the
broader impact of cultivating skills and capacities of all students, not just to
influence potential leader effectiveness, but also to engage all students as part
of the college learning community.

In considering the challenge and opportunity of leadership development
in college, the student success literature provides an important lens for the
concept of responsible leadership. The research on student success considers
college as a time of significant self-discovery, including the development of
a more expansive and refined sense of self, through the process of student
involvement (Evans, Forney, Guido, Patton, & Renn, 2010; Pascarella & Teren-
zini, 2005). College is a time and context where students find and affirm their
purpose and consider how they will influence and impact the world. Part of
the self-discovery journey includes developing a more mature relationship
with the self, which results in both a defined sense of self and developed self-
awareness. Leaders must be aware of their own strengths and limitations, as
well as able to acknowledge the corresponding strengths and limitations in
others. Komives and colleagues (Komives, Longerbeam, Owen, Mainella, and
Osteen, 2006) describe leadership as the outcome of relationships between
people that are engaged together to achieve goals that benefit others. In other
words, leaders emerge when they see a need and believe they have the capac-
ity to bring people together to respond to the challenge at hand. Leaders must
be self-aware enough to recognize their ability to influence the outcome of
a situation. Leadership, therefore, is not just strong interpersonal skills, but
also about the relationship with self and others to find mutually beneficial
goals. Therefore, self-efficacy becomes a core element of leadership, as those
who see themselves as strong leaders are more likely to perform better as
leaders than those who do not feel as capable (Murphy, 2002).

Finally, after recognizing that leadership is for everyone and that student
success provides a starting point, there is the contribution of social and emo-
tional competence development to help frame the concept of responsible
leadership. Goleman, Boyatzis, and McKee (2004), as well as other emotional
intelligence scholars, have been working to identify core competencies asso-
ciated with commonly identified indicators of leadership success. Leadership
is seen as a set of interpersonal and intrapersonal skills that may be improved
through training and development (Boyatzis & Saatcioglu, 2008; Cherniss,
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2010; Riggio, Riggio, Salinas, & Cole, 2003). In other words, not only is lead-
ership for everyone that involves a journey of self-discovery, but in addition
the underlying skills may be trained through targeted intervention, which is
particularly ripe for development during the college experience. Based on the
belief that leadership involves a core set of skills that can be learned, respon-
sible leadership provides a common framework and systematic approach to
helping students develop their leadership identities and competencies.

Responsible leadership is an interpersonal act of relationship and shared
purpose between people that may be intentionally developed. Responsible
leadership is related to relational leadership, the leadership framework used in
the development of leadership identity development theory, through a shared
focus on process, group achievement, and goal orientation (Komives et al.,
2007). Responsible leaders emerge when they are self-aware enough to recog-
nize their ability to positively impact the outcome of a situation, their capacity
to activate the social and cultural capital in a group, and act to do so in an ethi-
cal manner. This process involves learning how to become responsible leaders
in both personal and professional contexts. Implicit in the model of respon-
sible leadership is the idea that leadership potential lives within each student,
albeit differently based on a unique combination of background, skills, and
experiences (Boyatzis & McKee, 2005). It is also believed that by developing
leadership identity as well as developing a set of core competencies, one can
begin to realize his or her leadership potential. To achieve leadership poten-
tial, responsible leadership development proposes that leadership identity
development and social emotional development results in the capacity to be
responsive to issues and audiences within cultural contexts. The definition
captures the essence of the prior definitions while also acknowledging the col-
lege environment as learning context. The model is grounded by the student
development theories that shape our understanding of how students change,
grow, and learn during their college years.

LEADERSHIP IDENTITY DEVELOPMENT

The first part of the model builds on leadership awareness. Leadership
identity development (LID) involves engaging with learning opportuni-
ties in one’s environment over time to build one’s awareness and efficacy
to engage in leadership (Komives et al., 2005). LID is based on Komives
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and colleagues’ (2005) grounded theory study that resulted in the iden-
tification of a six-stage developmental process of how students situate
themselves in the construct of leadership over time. This process is based
on an in-depth exploration of the life experiences, related to leadership
of a select but diverse group of student leaders that led to an understand-
ing of leadership identity development specific to college students. This
developmental approach entails moving from simple to more complex
dimensions of growth in self-understanding using both the curricular
and co curricular environments to serve the goals of integrated learn-
ing. LID provides the theoretical underpinning to responsible leadership
education.

This approach to leadership emergence begins with first recognizing
leadership in others, then seeing oneself as a leader, and finally develop-
ing leadership in others. Using a grounded theory approach, Komives and
colleagues (2006) detailed a six-stage model of leadership identity develop-
ment, based on the LID theory. The model includes six distinct stages of
development:

1. Awareness. In the Awareness stage, the student believes that leader-
ship is practiced by others, but that the student himself or herself
is not a leader.

2. Exploration/Engagement. In the Exploration/Engagement stage,
the student is beginning to move toward active participation in
leadership activities.

3. Leader Identified. In the Leader Identified stage, the student views
leadership as a position, such as club president.

4. Leader Differentiated. In the Leader Differentiated stage, the student
recognizes that leadership is a process.

5. Generativity. In the Generativity stage, the student accepts that
leadership is to develop others.

6. Integration/Synthesis. In the Integration/Synthesis stage, the student
focuses energy toward personal development.

Movement through each stage is impacted by five categories, including:
(1) a broadening view of leadership; (2) developing self; (3) group influ-
ences; (4) developmental influences; and (5) the changing view of self with
others. These categories both challenge and affirm students as they move
through the LID stages (Komives et al., 2006). For example, affirmation
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and encouragement by adults is a key developmental influence that impacts
movement from awareness (stage 1) to exploration/engagement (stage 2).

In order to move through each stage, it is helpful to consider each devel-
opmental stage as having two distinct phases (Komives et al., 2006). During
the first phase, the student is completely immersed in the stage, exhibiting the
ways of thinking and behaviors that define the stage. During the second
phase, the student is in transition and begins to display characteristics of
the subsequent phase. The transition phase is marked by letting go of old
ways of thinking and trying new ways of acting.

As students move through the stages of the LID model, experiences or
circumstances may cause students to revisit stages they have already pro-
gressed through, albeit at a higher or more complex level. In this way, LID is
a helix model of development, rather than a simple linear progression. For
example, a resident assistant who is currently in the Leader Identified stage
of development sees herself as a leader because of the position she holds.
However, a resident assistant who is currently in the Generativity stage of
development may still feel that his position provides him with an authority
to lead, or that others will expect him to be a leader because of his position,
while still understanding that all students may practice leadership.

The most complex transition in the model occurs between stage 3
Leader Identified and stage 4 Leader Differentiated. This transition marks
a movement toward interdependence and a major shift in thinking
from leadership as a position to leadership as a process. It is helpful to
remember that prior to college, most students trust external authorities
to decide what to believe, and follow the advice of others. In the early
stages, external voices drown out the development of a reliable internal
voice. This move from reliance on external authority to intrinsic voice is
echoed across the self-efficacy, cognitive development, and career devel-
opment research literature (Bandura, 1977; Baxter-Magolda, Creamer, &
Meszaros, 2010; Gecas & Schwalbe, 1983; Kitchener & King, 1990; Perry,
1981). So it comes as no surprise that the development of leadership
identity and leadership capacity follows a similar trajectory. Pre college
students generally view leadership from a positional perspective that
involves a formal dance between a leader and his or her followers. As
a result of external influences and a wide variety of high school expe-
riences, it is generally believed that most undergraduate students enter
college at a key transition point somewhere between stages three and
four (Komives et al., 2005).
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Most curricular and co curricular college experiences range through-
out the various LID stages (stages 1-5). Often students find themselves in
different roles that range from simple solo assignments and group partici-
pation experiences, to more sophisticated mentor and program facilitator
roles. In providing leadership coaching to students, it is helpful to keep
in mind the LID stage that the experience will provide to the individual
student and to provide the appropriate balance of challenge and support.
For example, a student elected as a student group president may develop
her or his leadership identity as a result of encouragement to view the suc-
cess of the group as collaborative, even though he or she holds a positional
leadership role. In this example, the experience may illicit stage 3 thinking
and behaviors, even if the student is already transitioning to stage 4 or is at
another stage of development.

Many colleges create programs or courses designed to develop student
leaders already in a position. The LID model can serve as a framework
for creating holistic leadership development programs designed to help
all students’ progress to more complex stages (Komives et al., 2009). The
opportunity embedded in the LID model is that it is not designated for
any particular group of students or delivery by individuals holding any
particular role at the university. It allows for powerful individualization
of learning that is simultaneously inclusive of all learners by virtue of the
learning taking place within the context of community and being made
accessible to all students. In addition to providing an outline for program
progression, the LID model can also serve as a basis for assessment. Forma-
tive assessment tools, such as reflective journaling or e-portfolios, may be
used to understand what stage students are currently engaged in, as well as
to provide evidence of growth through a stage or between stages. Although
no formal assessment tool is currently associated with the LID model, eval-
uating formative assessments through the lens of the LID model will likely
yield valuable insight (Komives et al., 2009).

Although LID provides a developmental sequencing of identity devel-
opment, the model on its own does not provide enough specificity for the
development of targeted curriculum designed to facilitate development
and build capacity. LID does not detail clear skill blocks that may be used
by students at each level or define related opportunities for development.
As with most human performance endeavors, recognition of a problem
is only part of the solution, and by itself is a necessary but not sufficient
condition without the requisite competencies to realize identity potential.
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—
SOCIAL EMOTIONAL DEVELOPMENT

The second part of the model builds on skill development. Social emo-
tional development (SED) is the desirable, sustainable enhancement of
personal capacity to utilize emotional information, behaviors, and traits
to facilitate desired social outcomes (Seal & Andrews-Brown, 2010). SED
is the integration of the theory of social intelligence (Gardner, 1983), emo-
tional intelligence (Salovey & Mayer, 1990), and competence development
(Boyatzis, 2009) applied toward educational practice. This developmental
approach entails moving from rudimentary skill levels to more complex
mastery of interaction, as students discover and develop greater capacity to
impact their environment. SED provides the practical underpinning to the
responsible leadership education. This approach to leadership effectiveness
includes managing different sets of competencies toward recognizing and
responding to emotional and social challenges. In subsequent data analysis,
Seal, Beauchamp, Miguel, and Scott (2011) detailed a four-factor model of
social emotional development, based on the SED model. The model includes
four interdependent clusters of competencies.

1. Self-Awareness is the knowledge and understanding of your emo-
tions and aptitudes, integrating the ability to identify and ascer-
tain the cause of emotions and knowledge of one’s own strengths,
weaknesses, and preferences.

2. Consideration of Others is the regard for the person and situation
before thinking and acting. Employing empathy through under-
standing and scaled valuation and the ability to recognize and
regulate one’s own behavior and response to stimuli.

3. Connection to Others is the ease and effort in developing rapport
and closeness with others. It is the ability to create and develop
interpersonal relationships.

4. Influence Orientation is the propensity to seek leadership opportu-
nities and move others toward change. A regard for position and
intention as well as motivation is necessary to inspire action.

The model is additive, with each factor contributing toward an individ-
ual’s capacity to respond to various social and emotional challenges. The
first two factors (awareness and consideration) comprise the knowledge
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component of the model, impacting understanding of both self and other.
The second two factors (connection and influence) comprise the behavior
component of the model, impacting actions to relate and motivate others.

The model provides two key pieces of valuable information from a
development perspective. First, this approach serves as a diagnostic tool
for understanding why a particular course of action (either currently,
in the past, or planned for the future) may or may not be effective. Second,
this model acts as an intervention for identifying the knowledge or skills
that are likely to be most amenable to sustainable change.

Each factor is both independent and interdependent; that is, they may
stand alone as a particular strength (or limitation) for the person, but at
the same time, each factor may influence the other in terms of providing
an increase in effective information and action. For example, being highly
considerate of others would help inform how best to improve a relation-
ship or motivate others toward a shared goal.

In addition, the model is designed as compensatory; that is, although the
ideal is for students to develop in each factor, the reality is students who are
strong in one area may be able to compensate for an area of vulnerability in
another factor. For example, someone who is highly self-aware may be able
to use the understanding of their own emotions and talents to better position
himself or herself into successful situations (playing to his or her strengths).

Although in practice you may be able to intervene at any point in the
model, the preferred focus is to start with the two knowledge dimensions
of self-awareness (to provide insights into current strengths and limita-
tions) and consideration of others (to better understand others) and then
move to the two behavioral dimensions of connection to others (to provide
a stronger relationship) and influence orientation (to inform what actions
to take to initiate and inspire action). In college, preliminary research indi-
cates students generally follow a predictable pattern of scoring higher on
self-awareness, moderately on consideration and connection, and rela-
tively lower on influence orientation (Seal et al., 2011). This highlights the
importance of moving beyond simple activities of self-discovery and into
more complex activities that help to establish consideration, connection,
and ultimately influence orientation.

In terms of skill development, two key mechanisms may be used. The
first is to use the elements of the model to reflect on social and emotional
events to better understand and improve future capabilities. The second
is to use the model as a framework for peer coaching whereby students
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help one another to consider and overcome potential challenges. Boyatzis
and McKee (2005) discuss the potential to develop through a process of
intentional change, through a process of realizing the ideal self, the real self,
creating a learning agenda, developing opportunities for experimentation
and practice, while leveraging interpersonal relationships for support. In
terms of effectiveness, recent research indicates a measurable positive cor-
relation between the development of social emotional competencies and
increased well-being (Boyatzis & Saatcioglu, 2008), increased capacity to
meet life challenges (Kuh, Kinzie, Schuh, Whit, & Associates, 2010), and
workplace performance (Seal, Boyatzis, & Bailey, 2006).

Although SED provides a potential roadmap for skill development, it
does not necessarily empower students to understand when and where to
use those skills. In particular, by itself, it lacks the ethical acumen for when
and how to use the skills of leadership effectiveness. However, when part-
nered with leadership identity development, the two constructs create a
more robust, integrative, and useful model for student leadership emer-
gence and effectiveness.

RESPONSIBLE LEADERSHIP DEVELOPMENT

Responsible leadership is defined as an ethical act of inspiring others
toward effecting positive change through the accomplishment of a com-
mon goal. The process for responsible leadership development is based on
three assumptions: (1) that leadership is for everyone, not just positional
leaders; (2) that it is a process of self-discovery, culminating in leadership
identity development; and (3) that the process includes the development
of a set of learned social and emotional competencies. Responsible leader-
ship, therefore, is both a common framework and systematic approach to
helping all students develop their leadership identity and competence.
The responsible leadership development process involves learning how
to become a responsible leader in both personal and professional contexts
by engaging students in a process of self-discovery and skill mastery to
maximize leadership potential. That is, responsible leadership develop-
ment is a function of leadership identity development and social emotional
development that results in an increased capacity to be responsive to
diverse issues and audiences. Specifically, social emotional development
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moderates the relationship between leadership identity development and
leadership effectiveness.

Leadership identity development involves engaging with learning opportu-
nities in one’s environment over time to build one’s awareness and efficacy to
engage in leadership, the cornerstone of leader emergence that indicates how
students situate themselves in the construct of leadership over time. Social
emotional development involves building the capacity to navigate social and
emotional challenges, the cornerstone of leader effectiveness that indicates
the capacity students have for motivating themselves and others to action.

The interaction effect of leadership identity and competency has three
hypothesized results. First, the interaction effect multiplies the impact on
current leadership emergence and effectiveness, than would normally be
explained by one factor (identity or competence) alone. Second, the inter-
action effect provides a scaffolding approach and framework to foster an
increase in leadership capacity development. Third, it is our belief that
the process of identity and competence development, together, facilitates
authenticity on the relationship between leaders and followers.

In terms of leadership emergence (being recognized by others as a leader)
and leader effectiveness (helping others to achieve mutually desired goals),
the model provides a more comprehensive lens for better understanding
both leadership outcomes. Specifically, “leadership competence” (under-
lying leadership skills) influences the strength of “leadership identity”
(current leadership responsibility) and subsequent emergence and effective
leadership performance.

In terms of leader development, the trajectory whereby students may
develop leadership effectiveness may be accelerated by intentionally account-
ing for both identity and competence in designing learning experiences and
contexts. Each occurs in tandem, as students move between dependence,
independence, and interdependence within the identity model; and develop-
ment, threshold, competence, and mastery within the competence model.

We believe that the development process also includes an underlying
assumption of authenticity on the part of the appropriately matched
leader and followers’ interactions that manifests in the responsible (positive
change through the accomplishment of a common goal) part of the defini-
tion. Rather than manifest as some random or egocentric goal attainment,
responsible leadership assumes intrapersonal and interpersonal harmony
that resonates with both leader and follower, resulting in an ethical act of
inspiring others toward goal attainment. Authenticity of self and others is



Developing Capacity for Responsible Leadership + 269

needed to maximize the potential of responsible leadership developmen-
tal. It is also assumed that this harmony may be measured as an increase in
understanding between leaders and followers as well as a reduction in poten-
tial relationship or dysfunctional conflict. The impetus to act with sincerity
is the root of authenticity and this authenticity, as it is repeated, establishes
an ethical habitus, an integrity schema, that becomes a new framework shap-
ing perceptions and actions, producing a personal ethic defined by integrity
of self and others. This integrative foundation of identity and competence,
which impacts leader emergence and effectiveness, influences the develop-
mental process, and manifests as a proclivity toward ethical behaviors, is the
central focus of the responsible leadership development construct.

PRACTICAL APPLICATIONS

As a learned construct, leadership must be practiced to develop efficacy
and mastery. As Baxter-Magolda, Creamer, and Meszaros (2010) suggested,
a key condition for making learning relevant and real for students is to
situate the learning within their real-world experiences. Fortunately, the
college environment provides a safe space and extensive opportunities for
experiential learning that could be proactively cultivated. Toward that end,
both the LID and SED models lend themselves to the design of curriculum
that is focused on active learning and engagement with the immediacy of
student’s lives. The authors will provide a few examples to help highlight
how the responsible leadership development model may be applied.

First, one of the most important factors in assisting individuals to find
their internal voices and embark on desired, sustained learning involves
the presence of a helping, honest, and supportive relationship (Boyatzis &
McKee, 2005). An intervention well suited to demonstrate the potential
of a helping relationship to develop responsible leadership is a collab-
orative peer-coaching training model structured to facilitate identity and
competence development. Through the practice of a collaborative helping
relationship, the training requires students to engage their emotions, con-
sider different perspectives, evaluate relationship dynamics, and develop
leadership skills. The training method is conducted with triads of students,
with each student alternating through the various roles of participant,
coach, and observer. The participant states a real problem or opportunity he
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or she would like the coach to help him or her explore. The coach, through
a series of structured dialogues helps the participant to assess the situation,
challenges underlying assumptions, and supports the participant in under-
standing and responding to the participant. The observer, through a series
of structured feedback sessions, helps the coach to develop greater self-
discovery and skill development in helping others. Although the premise
is on assisting the participant, in truth, the training is designed to develop
the capacity of the coach. As the process unfolds, each student becomes
invested in the positive development of each member of the triad. The peer
relationship helps to add synergy to the process that enhances the feelings
of resonance within the interactions, and expands the self-efficacy and skill
capacity of each member as they shift perspectives and roles. The coaching
intervention allows each participant to engage each problem from not only
the various positions in the coaching process but from each component of
the competency development model (i.e., awareness, consideration, con-
nection, and influence). The participants are provided the opportunity to
participate in joint problem solving as they assess, challenge, and support
their peers. As part of the development process, the peer-coaching method
allows coach, participant, and observer to foster their own development by
supporting the success of others through empathic consideration (Baxter-
Magolda, 2009).

In a second example, the authors associated with a medium-sized com-
prehensive private university designed a common syllabus service-learning
course (that integrated staff from student life and faculty from academic
affairs). The course was offered as both a section in the credit bearing first year
seminar core that was required of all students and as a non-credit-bearing
workshop series facilitated by peer advisors and staff for first year advising
students. This course, and its equivalent modules, intentionally focused on
challenging students to describe and examine aspects of their identity, includ-
ing leadership identity, and to begin to define purpose and then integrate
identity and purpose through feedback and coaching from peers and pro-
fessionals. Students practiced this integration while also receiving conceptual
instruction and operational coaching in SED and LID while together work-
ing on community-based projects. Students assessed their movement in the
development of leadership identity and competence through assessments,
reflection activities, and feedback from mentors and peers. This focus on
identity and competency development through the class had the potential to
influence other areas of student success by creating a safe space and shared



Developing Capacity for Responsible Leadership « 271

language for students to understand and impact their learning, campus com-
munity, and surrounding environment. The hope was to provide an avenue
for broader involvement, which is critical to student persistence and success
(Astin, 1993; Kuh et al., 2006).

In a third example, during orientation new students are introduced to
and asked to practice guidelines for intercultural interaction and relation-
ship thatincorporate the development of SED competencies. One guideline,
acknowledging both intent and impact, asks students to become conscious
of intention when engaging in an interaction (self-awareness) and also the
[often unintentional] impact that another person might experience based
on that person’s history and background (consideration of others). The act
of acknowledgment becomes both an act of self-management in avoiding
the excuse supplied by intent and an act of relationship in honoring the
perspective and experience of another. This simple guideline or agreement
brings all of the SED competencies together as named skills necessary for
effective and meaningful relationship and, by extension, responsible lead-
ership influence.

Finally, SED and LID may serve as a lens for responding to student
conduct issues in the first year. By asking students key questions about
what they hoped to achieve with particular behaviors, what impres-
sion they hoped to make, or what impact they hoped to have, students
are more often able to engage in educational conversations that set the
stage for increased self and social awareness and improved effectiveness
in relationships and positive influence with peers. This approach has
borne out with fewer students repeating the same infractions and more
students able to articulate the motivation behind and the community
impact of their decisions. As indicated by each example, having a more
integrative, student-centered model of leadership provides opportuni-
ties and avenues for fostering student success and subsequent learning
outcomes.

—
DISCUSSION

The theoretical framework presented here provides a systematic approach
to accelerate college students’ development of efficacy and capacities
necessary for responsible leadership. The responsible leadership model
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contributes to the existing theoretical literature by connecting evolving
thinking about leadership development with emerging understandings
of the role of social and emotional competence in leadership effective-
ness and student success. By fostering student self-awareness and social
emotional skills, responsible leadership provides an opportunity to bet-
ter equip students to understand and respond to problems and challenges
from real-world contexts in an authentic schema that features positive,
mutual goal attainment. The next step is to confirm the potential of the
model, translate theory into practice, and design best practice experiences
that integrate leadership identity development and social emotional devel-
opment for students.

Ultimately, leadership development is about creating safe spaces where
intentional focus on development of leadership identity and coaching for
social emotional development may take place. These spaces are already
found in many existing learning contexts that create opportunities for
exposure to leadership interaction and challenge by virtue of the activities
already in place. Group projects and other collective learning experiences,
such as residential learning communities, are ripe for adding the pur-
poseful overlay of reflection on leadership identity and the use of social
emotional competencies. Future research should study the relationship
between leadership identity and social emotional development, particu-
larly the kinds of leadership competencies essential to development of
responsible leadership.

As indicated at the beginning of the chapter, there is a push, through
accreditation, for institutions of higher learning to demonstrate value-
added benefits of a college education. For better or worse, universities will
need to consider what is the range of knowledge, skills, and abilities that
students develop while in school, in other words, what students, parents,
and society should expect from their investment. In addition, institutions
will need to consider what types of assessments are used to measure those
knowledge, skills, and abilities. And finally, institutions will need to con-
sider how best to leverage in-class and outside-class learning experiences
to maximize student growth and development. The area of leadership
development, a promised outcome of student investment, is already being
promoted by institutions of higher education. The key will be to reflect
on those promises and to design integrative models and measures to meet
those promises. We believe that the responsible leadership development
model provides an integrative, inclusive, and student-centric framework to
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help educators and administrators better conceptualize, plan, and poten-
tially measure leadership development.

As the world has become more interconnected and interdependent, mod-
ern understandings of leadership place leadership not in a position but in the
interactions in the networks between people. The leaders of organizations are
not always those at the top of the hierarchy and modern conceptualizations
help explain this phenomenon. This is a hopeful place in which to consider
a model of responsible leadership. Hope, because everyone can share in the
leadership process without waiting for someone else to take the lead. Hope,
because each person has the potential to improve leadership capacity with-
out assuming that his or her limits are preset. The bottom line is that there
is a generation’s worth of difficult problems waiting to be tackled by today’s
students. The concept of responsible leadership provides hope for the future.
Hope that everyone has potential to lead and may participate in the leader-
ship process.
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“I certainly have not the talent which some people possess,” said Darcy, “of
conversing easily with those I have never seen before. I cannot catch their tone
of conversation, or appear interested in their concerns, as I often see done.”

—Mr. Darcy, from the novel Pride and Prejudice
(Austen, 1813/1980, pp. 169-170)

In Jane Austen’s Pride and Prejudice, one of the main characters, Mr.
Fitzwilliam Darcy, is criticized by casual acquaintances in the early
19th-century English countryside because of his prejudiced and prideful
behaviors. His harsh judgment of those not of his social class and his arro-
gant remarks are off-putting to others to say the least. Later in the book as we
learn more about Mr. Darcy, we see that he explains this inability to behave
well in groups of people with which he is unacquainted is based on a lack of
talent, a fact that to a modern observer might suggest a missing ingrained
trait. Miss Elizabeth Bennet, the object of his affection, disagrees with his
assessment. She offers that her piano playing is similarly lacking, not because
she is untalented, but because she does not practice—suggesting that Darcy’s
social failings are due to a lack of practice of the important skills required for
effective social interaction.

Research and popular articles today suggest that particular industries
are replete with individuals who have Mr. Darcy’s difficulty in interact-
ing with others. The example of the uncaring physician, the out-of-touch
engineer, or the unethical financial manager may be overgeneralizations,
but unfortunately many fit these stereotyped characterizations. Some
of Mr. Darcy’s same intense, logical, Mr. Spock-like behaviors are the
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characteristics necessary for individuals today to succeed in many occupa-
tions that require a high level of technical skill and a single-minded drive.
Stories of Steve Jobs and other Internet moguls suggest that the technical
side plays an important role in their success, but when it comes to under-
standing others or practicing a more nuanced form of influence, these
individuals’ efforts fall flat.

Current employment contexts demand that many types of workers
develop the skills for connecting effectively with others. High levels of
interpersonal skills are necessary for the multitude of service workers,
team-based workforces, and the global community, where much work
is accomplished virtually. All of these situations require that individuals
understand the rules of interacting with coworkers. This high level of com-
plexity is also important for individuals working together in synchronous
or asynchronous teams (e.g., Thompson, 2007) and for those leading these
teams (e.g., Kahai, 2013). Many universities have recognized that it is not
enough to provide education in technical skills, but instead understand
that the purpose of education is to prepare the whole person for life after
college whether it is through liberal arts curriculum or through courses
that augment what is learned through application. Accordingly these skills
include written and verbal communication, the ability to solve complex
problems, to work well with others, and to adapt in a changing workplace.
However, again, not all students will be involved in a curriculum that
focuses on gaining these skills.

Moreover, some believe that the students enrolled in today’s colleges
and universities lack many of these more general skills because of the
current focus by primary and secondary schools on standardized tests.
Some educators in fact argue that much of classroom time is spent on a
narrow curriculum that maps to the standardized test, or what is more
commonly known as “teaching to the test” (Bushweller, 1997). A focus
on test performance may reduce the time spent learning the nuances of
social skills that in the past may have been emphasized both inside and
outside of the classroom. A recent study suggests that the focus on stan-
dardized tests is one contributor to declining levels of creativity over the
past 20 years (Kim, 2011). In addition, the author cites the structured
play environment of many students as another creativity killer. Some fear
that this overemphasis on structured play has left young children with-
out time to learn conflict resolution and other important interpersonal
skills (Murphy & Reichard, 2011). Therefore, an emphasis on soft skills
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training in college and later in the workplace becomes very important to
address the deficit.

“BUSINESS CASE” FOR SOFT SKILLS

Have jobs changed? The answer is yes. The increase in service jobs has
resulted in a commensurate need for training in soft skills. Gone are the days
when employees might work with a machine or along an assembly line with
little contact with others on the job. The ideas of “high touch, high tech”
characterize many of today’s jobs rather than the large percentage of manu-
facturing jobs that once characterized the labor force. Projections to the
year 2020 indicate that we will see increases in the service sector in health
care as well as other professions and a further decline in manufacturing
(Henderson, 2012). In addition to changing types of jobs, individuals are
asked to work in organizations that are more diverse with respect to gender,
race, and nationality than they once were. Navigating these heterogeneous
groups in which individuals may value different things, as well as use dif-
ferent communication and conflict resolution styles, requires increased soft
skills than working in groups where everyone is similar in these personal
aspects. And finally, many organizations operate in a global environment
in which individuals interact with people from many different countries.
We only need to look to the hiring process to observe the premium
afforded those with good “people skills.” One survey of CFOs showed
that people skills were more important than software/technology skills or
industry-specific experience (Deloitte CFO Journal, 2012). These skills
show up in hiring interviews when applicants are asked to give examples
of how they handled interpersonal issues in the past with coworkers, cus-
tomers, or bosses. A recent survey of hiring decision makers found that a
full 84% of their new hires do not have the skills necessary to succeed in
their organizations (ACICS, 2011). When drilling down as to what spe-
cific skills are lacking from the perspective of hiring companies, the most
important skills identified were interpersonal skills, which showed a large
gap between the importance of the skill and the actual performance of
recent hires. The other gap that was as large was the importance and per-
formance of problem-solving skills. The hiring managers responding to
the survey were split, though, as to whether these skill gaps could be closed
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with more technical training or more broad-based training. When asked
to think about important skills for the future, social intelligence (defined
by the survey as “the ability to connect to others in a deep and direct way,
to sense and stimulate reactions and desired interactions”) was near the
top of the list just after novel-thinking ability. The gap between the cur-
rent skill level for social intelligence and what was needed for the future
was viewed as quite large. Are hiring managers correct in the need for soft
skills for success in today’s jobs? Many studies suggest this is true when we
consider the long-term impact of soft skills. One study showed that 75%
of long-term job success depends on people skills, while only 25% depends
on technical knowledge (Klaus, 2010).

Have workers changed? There is some argument that today’s workforce
consisting of many millennial workers (those born between 1977 and 1992,
who range from the late teens to the early 30s in age), have communicated
electronically almost since they were born (think AOL instant messenger
circa 1997), or at least since college. Their experiences may be as different
from today’s older workers’ experiences as those of someone who did not
grow up communicating over a telephone with someone who did. How
has the use of electronic communication such as email, text messages, and
instant messages influenced millennials’ soft skills? Would one expect gen-
erational differences to occur in the way soft skills are acquired and utilized
at work? Perhaps. There is some evidence that communications practices
may differ. Anecdotes abound in which companies complain that they
must train the millennials in their workforce not to compose emails with
text message abbreviation/acronyms. Hartman and McCambridge (2011)
suggest that communication instruction that moves away from the sender’s
understanding to a focus on the audience’s understanding is one method
of increasing millennials’ interpersonal communication skills.

Why are soft skills especially important for leaders? Leaders must influ-
ence others toward organizational goals and most of that influence is
interpersonal. Although there is a strong case for the need for developing
soft skills, there is some lack of agreement on what should be included
in soft skills development and how to develop these skills in employees.
Pichler and Beenen (this volume) introduced a model of managerial
interpersonal skills that looks at the shortcomings of management edu-
cation for building interpersonal skills (Rubin & Dierdorff, 2009, 2011)
as well as analysis of data collected by the Graduate Management Admis-
sions Council (GMAC) of MBA program admissions officers. Their model
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includes: managing self, communicating, supporting, motivating others,
and managing conflict. Their model also underscores some of the underly-
ing constructs that enable managers to be effective in these interpersonal
dimensions such as emotional and social intelligences or self-management
for skill deployment and development.

One way of understanding how these intrapersonal skills/soft skills
developis focusing on to what extentindividuals engage in self-management
practices and possess emotional intelligence. For example, individuals who
manage their own emotional reactions and understand the emotions of
others in social interactions would be practicing self-management on an
intrapersonal level. We also make the point in this chapter that training
of soft skills is not enough to fully develop these skills unless individuals
are simultaneously encouraged to develop the underlying skills of self-
management to transfer that training and continue to develop it over
time. Self-management has been studied as a general concept of human
behavior and specifically to issues of workplace behavior such as leader-
ship, careers, and reducing ineffective behaviors (Latham & Frayne, 1989).
Indeed, self-management skills are essential for leader development and
encouraging leaders to self-develop can be an invaluable business strategy
(Reichard & Johnson, 2011).

For the purposes of this chapter we adopt the definition of interpersonal
skills from Klein, DeRouin, and Salas:

goal-directed behaviors, including communication and relationship-building
competencies, employed in interpersonal interaction episodes characterized
by complex perceptual and cognitive processes, dynamic verbal and nonver-
bal interactive exchanges, diverse roles, motivations, and expectancies. (2006,
p-81)

We tie interpersonal skills to leadership skills by focusing on inter-
personal skill development practices among the top external leadership
training companies (“2012 Top 20 Leadership Training Companies,” 2012)
and the best internal companies for leaders (“Ten Best Companies for
Leaders,” 2012). After this review, and some research on some of the more
effective techniques, we review what colleges and universities within the
specific areas of business education, engineering, and medicine are doing
with respect to interpersonal skill training. Finally, we end with additional
ways to improve interpersonal and soft skills training for both contexts.
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TRAINING LEADER SOFT SKILLS IN ORGANIZATIONS

Interpersonal skills are largely considered critical elements of workplace
success, with research demonstrating positive relationships between
leader social skills and performance and salary on the job (Ferris, Witt,
& Hochwarter, 2001). For example, an American Society for Training
and Development (ASTD; 2000) survey found that more than 33% of
individuals believe that excellent communication and interpersonal
skills are essential characteristics in a high-quality boss, and a 2004
survey by Munson, Phillips, Clark, and Mueller-Hanson demonstrated
that Society for Industrial and Organizational Psychology (SIOP) prac-
titioners deem interpersonal skills and teamwork important qualities
in successful interns. Together, along with estimates that approximately
50% of organizational training budgets are used for interpersonal skills
development (US Banker, 2000), there is considerable evidence that
organizations place high value on interpersonal skills training.

More recently, in 2008, Linkage Inc. surveyed practitioners to better
understand organizational best practices around leader development (Giber,
Lam, Goldsmith, & Bourke, 2009). Beyond revealing that leadership devel-
opment remains a key focus across companies in all industries, these survey
results suggest that organizations focus on the following core leadership
competencies: strategic thinking, communication, building relationships,
and developing talent. Although leadership practitioners gave strategic
thinking top priority, it is quite evident that interpersonal leadership skills
(e.g., communication, building relationships) are of high importance as
well. Further, these survey findings indicate that the most common leader
development methodologies were 360-degree feedback, leader development
programming, facilitated discussions, individual development plans, and
team building. Such findings demonstrate a clear trend toward hands-on
and customized learning solutions. In the following sections, we highlight
how these themes around leader interpersonal skills development are embed-
ded in today’s top internal and external leadership training organizations.

Best Practices in Interpersonal Skills Development

To identify best practices in organizational training of leader soft skills, we
targeted our research on the best internal and external leadership train-
ing organizations, according to trainingindustry.com and chiefexecutive
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.net (referring to 2012 rankings only). We conducted a small-scale study
of 30 top-ranked organizations (see Appendix A for a full list), gather-
ing information from company websites and through personal interviews
with organizational leaders. Interviews were conducted with company
representatives from the following companies: American Management
Association International, Impact International, InsideOut Development,
and Wilson Learning Corporation. To the extent possible, we explored the
“what” (the types of interpersonal skills trained), the “how” (the training
methodologies utilized), and the “why” (evidence of training effectiveness)
of interpersonal skills training at each of these companies. Although our
search was limited, the themes and best practices identified shed light on
current organizational practices around interpersonal skill development.

Interpersonal Skills Training Content

Using our earlier definition of interpersonal skills, we target leadership
training and development around communication and relationship build-
ing competencies for our present analysis. Based on our research, the top
leadership training organizations offer extensive learning and development
opportunities on these particular areas of skill development. Specifically,
we found that organizations tend to focus on developing the following
communication skills: communicating effectively and with authenticity;
overcoming common barriers to effective communication (e.g., differ-
ing communication styles, interacting with difficult people, running with
assumptions); understanding the psychology of influence and persuasion;
and becoming a better listener. As examples, AchieveGlobal offers a one-
day workshop entitled “Connecting with others: Listening and speaking,
which helps develop leaders’ active listening and communication skills and

>

influencing others, and Forum Corporation offers a four-hour program
called “Skillful Conversations,” which focuses on checking assumptions,
understanding intentions, and bringing out others’ ideas.

In terms of relationship building, we discovered that organizations com-
monly teach leadership skills that involve strengthening interpersonal
relationships (through building trust, handling conflict, and giving feedback),
working collaboratively with others, and building internal and external net-
works. For example, Wilson Learning Corporation offers a course entitled
“Building Relationship Versatility” that helps leaders learn how to manage
interpersonal conflict and foster productive relationships, and Hemsley Fra-
ser offers a workshop called “Interpersonal Effectiveness for Managers” that



Soft Skills Training « 283

helps participants understand how to improve working relationships. Taken
together, it is evident that today’s top companies place high value in providing
training and development opportunities on leader interpersonal skills.

Interpersonal Skills Training Approaches

In terms of the “how,” leader interpersonal skills can be developed through
a variety of training approaches. Our research has found that the top lead-
ership training organizations typically utilize at least one of the following:
face-to-face training, online/virtual training, blended learning approaches,
coaching/mentoring, on-the-job experiences, and action learning. Next,
we discuss each of these approaches in more detail.

Classroom learning. Classroom learning typically involves instructor-led
trainings, seminars, or workshops. This type of programming may utilize
facilitators who are either internal to an organization (who are certified
to teach the training content), or external and hired through a consult-
ing firm. Best practice organizations typically go beyond just lecture and
actively involve their participants in the learning process through engage-
ment in hands-on, experiential learning opportunities. On the other hand,
some organizations also utilize online or virtual training, which provides
added flexibility and learner control (this learning is commonly self-
guided) to the training process. Online or virtual training resources may
include e-learning libraries, electronic books and resources, or webinars
and webcasts with experts in the field. Best practice organizations com-
monly provide e-learning modalities as support after a more in-depth
learning experience, in order to help sustain learning and foster transfer
back on the job (e.g., Wilson Learning).

Important, research supports the efficacy of face-to-face (or classroom
based) approaches to teaching soft skills (Arthur, Bennett, Edens, & Bell,
2003) and management skills defined as self-awareness skills, human rela-
tions skills, and general management skills (Burke & Day, 1986). Further,
the use of more active learning techniques is supported by evidence that
the benefits of lecture can be further enhanced when combined with dis-
cussion (Arthur et al., 2003; Burke & Day, 1986) and additional interactive
learning strategies such as behavioral modeling and role plays (Beard,
Salas, & Prince, 1995; Salas, Burke, & Cannon-Bowers, 2001). Practice
seems to be key to learning new skills (Baldwin, 1992; Goldstein & Sorcher,
1974; May & Kahnweiler, 2000). It is also relevant to note that the use of
e-learning modalities is supported by research (Holsbrink-Engels, 1997;
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Salas, Burke, Bowers, & Wilson, 2001; Smith-Jentsch, Griffin, & Onye-
jiaka, 2006). For example, Smith-Jentsch and colleagues (2006) created
a 40-minute multimedia platform that demonstrated positive effects
on assertive communication skills. In sum, research supports the use of
classroom-based learning, particularly when combined with more active
learning techniques, and even when delivered virtually.

Coaching and mentoring. Further, coaching and mentoring are useful
approaches for developing leader interpersonal skills. It is common for
organizations to offer coaching both during and after a learning experience,
in either one-on-one or small group formats (e.g., Impact International).
Many best practice companies also match leaders with strong mentors who
will challenge, support, and stretch them to accelerate the learning process.
Both coaching and mentoring can help facilitate leader development and
personal growth. The use of coaching and mentoring to teach soft skills is
also supported by research (Klein, 2009). For example, Baron and Morin
(2010) found that executive coaching enhanced self-efficacy for leader soft
skills. To the extent that these methods utilize high levels of feedback, there
is evidence for their effectiveness at teaching soft skills (Tews & Tracey,
2008). Feedback provides the necessary information required for the indi-
vidual to change his or her soft skill behavior (Klein et al., 2006).

On-the-job experiences. A third category of training methodology targets
on-the-job experiences. Through providing early responsibility, challenging
learning opportunities, and rotating job assignments, best practice organi-
zations help strengthen leadership skills while leaders are on the job. Such
opportunities help expand the depth and breadth of leaders’ expertise, help-
ing accelerate the development and learning process. For example, Cardinal
Health provides leaders with early development experiences through the
EMERGE program. This program is “designed to offer leadership devel-
opment to participants in an environment where they can rotate through
different departments and locations. Participants are provided an ideal
opportunity to continue exploring careers within their discipline while gain-
ing valuable work experience needed to succeed in the future.” On-the-job
experiences are invaluable for strengthening leader interpersonal skills.

Further, organizations typically leverage action learning projects as
training opportunities for leader interpersonal skills. Action learning
opportunities allow learners to work together to tackle real organizational
problems. Thus, training is all about current leadership and business
challenges that leaders are facing. Impact International, for example, has
leaders engage in business action learning projects that involve real-time,
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interactive, scenario-based leadership simulations. Individuals tackle real
issues in order to develop and strengthen their leadership skills.

There is also evidence of the effectiveness of on-the-job experiences
as a method of developing leadership skills (McCall, Lombardo, &
Morrison, 1988; McCauley, Ruderman, Ohlott, & Morrow, 1994). DeRue
and Wellman (2009) found that the more challenging the on-the-job expe-
rience, the more beneficial it was for leader development. We can also
draw evidence from the effectiveness of process interventions, such as
team building and sensitivity training, as types of on-the-job training.
Meta-analysis suggests that sensitivity training (Burke & Day, 1986) and
team-building improve soft skills (Klein et al., 2009). On-the-job training
should be particularly effective because it eases the transfer process. It is
believed that the transfer of soft skills is lower than hard skills (Foxon,
1993; Georgenson, 1982; Kupritz, 2002), so maximizing the similarity
between the training environment and the job environment can encour-
age transfer (Laker & Powell, 2011).

Blended learning. Finally, another common way to train leader soft skills
is through the use of blended learning approaches. Best practice organi-
zations commonly blend various approaches together (e.g., face-to-face
training, online training, action learning, etc.), depending on the needs
and interests of the client (for external organizations) or their people (for
internal organizations). As an example, GE offers developmental opportu-
nities that combine real-world experiences with formal, classroom-based
learning. Overall, best practice organizations train leader interpersonal
skills using a variety of approaches. A commonality across these different
methodologies is a heavy reliance on adult learning principles that posit
that learning is most successful when individuals are actively engaged in
the learning process, self-directing or guiding their own development,
exposed to immediate practice opportunities, and learning relevant con-
tent (Knowles, 1990; Knowles, Holton, & Swanson, 2005). Thus, despite
the specific approach, it is critical that interpersonal skills training leverage
adult learning concepts, so that learning can be optimally effective.

Interpersonal Skills Training Evaluation

Evaluation is an important piece of any successful leader development
experience. It is critical for any organization (whether internal or external)
to evaluate the effectiveness of its programming in order to make informed
decisions about the quality of its services (i.e., decision making), provide
feedback to trainers, developers, and participants, and assist with marketing
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and business development (Kraiger, 2002). In general, evaluation criteria
for interpersonal skills training vary, depending on the interests of the
organization, as well as available metrics. Most of the time, companies can’t
enforce evaluation, but offer such services as an additional benefit.

A variety of evaluation models and taxonomies are being studied in
academia and utilized in practice (e.g., Kirkpatrick, 1994; Kraiger, Ford, &
Salas, 1993; Phillips & Phillips, 2007). Some commonly examined training
criteria include trainee reactions, trainee self-efficacy, learning, behavior/
performance change, and organizational results. Best practice organiza-
tions commonly utilize multiple evaluation criteria, collected at multiple
points in time (such as pre- and postassessments) to examine training and
development effectiveness. For example, American Management Associa-
tion International evaluates its leader development program effectiveness by
assessing trainee reactions (e.g., Did participants enjoy the learning experi-
ence?); knowledge transfer and learning (e.g., Did participants increase their
knowledge in the desired content area?); behavior and performance changes
(e.g., What were the behavioral or performance impacts of training?); and
company metrics (e.g., What is the return on expectations (ROE)?).

Additionally, best practice organizations also have training participants
complete ongoing assessments in order to (1) evaluate the effectiveness
of their development experience, and (2) help sustain learning over time.
For example, InsideOut Development has individuals fill out a technology-
based tool, post training, on a regular basis to demonstrate what they are
doing and whether it has an impact on business critical issues. This process
provides an ongoing opportunity for individuals to reflect on professional
growth and maintain engagement in the learning process. Further, Impact
International uses online technology to facilitate an ongoing dialogue
between individuals and their managers regarding personal development
and growth after going through training. Generally speaking, ongoing
evaluation and assessment is essential for maintaining training quality,
sustaining learning over time, and demonstrating the return on invest-
ment (ROI) of leader development efforts.

Summary

Opverall, we have examined trends among 30 of the top external and internal
leadership training companies. Our research suggests a variety of themes
among the best external leadership consulting firms, including a view that
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leader development is a lifelong process rather than a one-time event, the
use of blended approaches for training and development, and the custom-
ization of services for individuals and clients being trained. Among the best
internal companies for leaders, common themes include viewing leader
development as a business strategy, constantly striving to foster a learning
and development culture, and the integration of both formal (classroom)
and informal (on-the-job, real-world) training on an ongoing basis.

EFFORTS BY COLLEGES AND UNIVERSITIES TO
INCREASE SOFT SKILLS IN TECHNICAL FIELDS

Faculty and administrators in engineering and other technical undergrad-
uate majors have long understood the need for expanding student skills to
include the soft skills related to success in a profession. Moreover, for-profit
and nonprofit organizations are the recipients of the college and univer-
sity training of their employees. To the extent that colleges and universities
do their job, these recipients are satisfied with today’s graduates. However,
as mentioned previously, many employers feel that students are not well
prepared in the soft skills areas, begging the question: What are some uni-
versity and college programs doing well that will lead to better prepared
graduates? After reviewing some of the efforts by top colleges in the United
States, specifically in the areas of engineering, medicine, and business, we
discuss some of the commonalities in these programs and best practices,
suggesting ways they could increase the efficacy of these programs.

Schools of Engineering

Although many schools of engineering offer a curriculum with engineer-
ing subspecialties that may include chemical, civil, mechanical, biological,
ceramic, computer, architectural, construction, and others, these engineering
subspecialties possess a common focus on putting ideas to work to develop
or design products or process used by others. In addition, many large projects
of any type require the input and coordination of many people. Engineering
schools realize that today’s graduates need a broad skill set to be effective.
ABET, the Accreditation Board for Engineering and Technology, Inc., as part
of its accreditation criteria, outlines two criteria related to interpersonal skills:
(1) interpersonal skills apply as students work effectively on multidisciplinary
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teams, and (2) an ability to communicate effectively (ABET, 2012). At a mini-
mum, accredited schools must provide experiences to meet these criteria for
accreditation. Moreover, like many jobs today, young engineers do not plan to
remain in one organization for the life of their career and therefore to remain
competitive, a full portfolio of technical and leadership skills is necessary.
Research on the effects of efforts for increasing these skill sets for engineers,
however, is limited. Most articles describe specific programs at specific col-
leges, with limited information as to the program’s effectiveness.

To examine the efforts of colleges and universities to develop interpersonal
skills in engineering students, we searched for interpersonal or leadership skill
development descriptions for the top 10 engineering schools in the United
States as ranked by US News & World Report (2013a). These included:

Massachusetts Institute of Technology;

Stanford;

(tied) California Institute of Technology;

(tied) University of California—Berkeley;

(tied) Georgia Institute of Technology;

(tied) University of Illinois—Urbana-Champaign;
University of Michigan—Ann Arbor;

(tied) Carnegie Mellon University;

(tied) Cornell University;

Princeton.

0PN

_.
e

We visited their websites and searched for leadership, interpersonal skills, or
soft skills. Also, to catch any other stories about their schools’ efforts, we added
their name with the three search terms and searched the Web. This approach
is then limited by what each school chooses to publish about their programs.

We found that a number of these schools focus skill development in the
area of leadership. All of the schools reported student experiences on teams
either in the classroom or within clinic and practicum teams. Often after
being hired, many young engineers are asked to lead project teams of oth-
ers or to move into other supervisory roles. There is also a big push across
many colleges and universities for entrepreneurial leadership in engineer-
ing. Entrepreneurial ventures require one to motivate, direct, and lead
others, making soft skills important (Cunningham & Lischeron, 1991). As
such, schools of engineering have recognized the importance of leader soft
skills in engineering entrepreneurship including effective communication,
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teamwork, multicultural skill, flexibility, professional ethics, creative think-
ing, respect and courtesy, leadership skills, compassion for others, and
patience (Nichols & Armstrong, 2003).

Many of the top engineering schools recognize the importance of
interpersonal/soft skills for the engineer leaders they are developing. For
example, at MIT’s Bernard M. Gordon Engineering Leadership Program,
“engineering leadership is defined as the technical leadership of change:
the innovative conception, design and implementation of new products,
processes, projects, materials, molecules, software, systems, supported
by the invention of enabling technologies, to meet the needs of custom-
ers and society” (Bernard M. Gordon, 2011). According to the program,
engineering leaders need to have developed the skills of leadership, which
are four main categories of “relating to others, making sense of context,
creating visions and realizing the vision.” Specifically relating to others is
defined as “developing key relationships and networks within and across
organizations, including listening to others to understand their views,
and advocating for your position.” For effective engineering leaders, the
specific skills of relating to others include: Inquiring and Dialoging; Nego-
tiation, Compromise and Conflict Resolution; Advocacy; Diverse Connections
and Grouping; Structured Communications (formal communication and
communicating strategy); and Interpersonal Relations, which the program
defines as “Understanding and respecting the needs and characteristics of
individuals and the group, and the resources that individuals with different
backgrounds can bring to an organization. Coaching and teaching, provid-
ing and receiving evaluation and feedback, and the essential elements of
gracious professionalism necessary to be an effective engineering leader.”
(Bernard M. Gordon, 2011, p. 4).

Stanford University’s approach makes it clear that within Stanford’s lib-
eral arts focus engineers work with other people:

We think of engineers as people who take discoveries from the sciences and
use them to solve problems that change the world. Stanford Engineering
aims to educate engineers who are also leaders, who understand the science
of their solutions, of course, but who also understand the people, issues and
systems they hope to affect. (Stanford University Engineering, 2013, para. 2)

In an effort to encourage its students to become engineering leaders,
Carnegie Mellon offers a 3/2 combination engineering and MBA degree
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from its Tepper School of Management for specific engineering majors. To
be eligible to apply, students in their junior year must have had at least one
internship at a company.

Cornell University utilizes the program LeaderShape to help develop
leadership skills for undergraduate engineering students. The Leader
Shape Program is a nonprofit organization utilized by many colleges
and universities; in fact, more than 18,000 students have participated in
the program since 1988. For Cornell, LeaderShape encourages students
to become involved in self-reflection and an emphasis on visioning, in
addition to exploring personal characteristics, understanding leadership,
working with peers, and an opportunity to work with leaders in the col-
lege, university, and community. The students in the engineering school
also have an array of multidisciplinary project courses from which to
choose to enhance their team leadership and technical skills to become
technology leaders. Their emphasis on entrepreneurship and other elec-
tives focuses on entrepreneurial competitions as well.

At the University of Michigan Engineering school website, one immedi-
ately notices the emphasis on preparing graduates for careers with notices
about upcoming career fairs and special hour-long events available to
students so that they might know what to expect when meeting represen-
tatives from hiring firms. There were tips for preparing an elevator pitch
(the 30-second to 60-second description of why someone should hire you
or invest in your idea or company). Otherwise the program emphasizes
co curricular leadership experiences to benefit students by allowing them
to develop skills different from those in the classroom. The college also
seems to support additional skills through its undergraduate and graduate
program in engineering and entrepreneurship.

A very recently developed program at Purdue University School of Engi-
neering allows undergraduate engineering students to enroll in a 16-credit
engineering leadership minor. According to the program website, the pro-
gram combines leadership theory with practice and expects students to
engage in experiential leadership opportunities, faculty coaching, and tech-
nical leadership across a variety of contexts. The focus is on developing the
skills required of effective engineering leaders. Specific coursework includes
concentrations in “Ethics (which aligns closely with regulatory, legal, and
policy-related aspects of engineering); Global and Societal Impact (the impact of
leadership across diverse stakeholders and national and global communities);
Creativity and Innovation concentration courses; and an Entrepreneurial and a
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Communication concentration.” The experiential requirements look similar
to many other schools that require students to either work as a consulting
team or in an internship with another organization.

According to the University of Southern California Viterbi School of Engi-
neering website, “The curriculum has been developed to provide students
with the opportunities to develop problem-solving strategies. Students learn
to apply science, mathematics, and creativity to solve problems. Increasingly,
engineers and computer scientists must develop the interpersonal skills to
work effectively in dealing with modern enterprises. They must also under-
stand the economic, environmental, and ethical implications of their work.”
As one way to fulfill these goals, the school has established the Klein Institute
for Undergraduate Engineering Life (KIUEL). The mission of the institute is
to provide “undergraduates a variety of personal and professional activities
that will enhance undergraduate engineering student life experiences outside
the classroom.” To accomplish this goal, the focus is on leadership, cross-
disciplinary activities, and service learning, as well as globalization. According
to its website, the program both supports and enhances already existing
student development programs at the School of Engineering.

At Georgia Tech, the Technology and Management Program enables
undergraduate engineering students to earn a minor in engineering and
management. As the website notes: “This select group of students learn
one another’s language through coursework in their respective fields
and teamwork to solve real-world problems with the help and support
of Corporate Affiliates.” It also appears that students are encouraged
to take co curricular courses or experiences through the LEAD program
described as: “The LEAD Program at Georgia Tech complements the
institution’s outstanding academic programs by providing instruction to
undergraduates in the kinds of knowledge and skills essential to becoming
visionary and skilled leaders. The LEAD Program assumes that leader-
ship is an observable and learnable set of practices and that provided
the opportunity for proper instruction and practice, every student with
persistence can substantially improve his or her leadership abilities. The
students work in teams to plan, design, and research the economic and
social impacts of a selected engineering problem, as well as participate in
corporate visits, laboratory tours, and collegiate/skill workshops.”

In summary, engineering schools realize the need to educate students
in more than the technical aspects of their fields. There appears to be an
understanding of the entire range of behaviors to develop the engineering
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professional. Our review highlights the fact that some schools appear more
intentional in their focus on interpersonal and leadership skills that will make
their engineering students competitive in the job market with the focus on team-
work and entrepreneurship. Other schools attempt to distinguish themselves by
a strong focus on this skill set by setting up co-curricular classes or programs
that combine other courses or minors (and even degrees such as MBAs or
entrepreneurship) that focus on management, communication, and interper-
sonal skills. Some schools also partner with other offices on campus that have
a focus on leadership. Other schools seem to have a more limited focus (at least
given what they include on their websites), but all know the importance of stu-
dent teamwork to gain skills in the areas of interpersonal communication and
conflict management. Contextualizing the leadership learning through theory
and application is a good way for students to explore issues of leader identity
and to create leadership development plans.

Medical Schools

Medical schools have been under enormous pressure to train doctors who
can simultaneously meet the health care needs of the U.S. population and
work to reduce costs. The United States spends more on health care than
any other developed nation and in 2011 spending reached an all-time high
of 18.2% of GDP (National Coalition on Healthcare, 2011); by 2013 an
estimated $800 billion will be counted as waste (National Coalition on
Healthcare, 2013). To address these concerns in the medical field, many
have called for scrutiny of medical school training. Reviews of this process
suggest that better training could “help physicians provide better patient
care, reduce medical errors, improve compliance, lessen burnout, reduce
health care disparities and improve quality and outcomes” (AMA, 2012b).
In addition, giving doctors an “engaged, holistic worldview” that takes into
account the complexity of responses and interactions and incorporates
knowledge from behavioral and social sciences to improve health behav-
iors (AAMGC, 2011).

In looking at how to improve patient care, some have pointed to physi-
cians’ lack of interpersonal skills. A recent poll published in the Wall Street
Journal reported that patients rate doctors’ interpersonal skills as more
important than their medical judgment or experience (Bright, 2004). The
poll also revealed that inadequate interpersonal skills led patients to switch
doctors. A large percentage of the respondents said that treating a patient
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with dignity and respect was an extremely important quality in a doctor,
and just as many mentioned listening carefully and being easy to talk to
as important qualities. These problems are not new. In 2005, the Accredi-
tation Council for Graduate Medical Education (ACGME) published a
report targeting soft skills entitled Advancing Education in Interpersonal
and Communication Skills: An Education Resource of ACGME Outcome
Project (ACGME, 2005) to address the need for these competencies. The
revised American Medical Association guidelines for medical school
curriculum now show a broad range of competencies and include inter-
personal skills and communication. Other guidelines under development
include decision making, supporting emotions, and helping patients with
behavior change (AMA, 2012). These changing requirements were a response
to research that showed soft skills, such as doctor empathy, improve patient
satisfaction (Roter, 1997) and can improve patient health (Adler, 2002).
Later research also showed that skills such as negotiation and influence
were important for the success of leaders in the medical field (Mountford
& Webb, 2009). Not only do doctors who communicate and connect with
patients have more satisfied patients, they also have healthier patients and
experience fewer lawsuits. The problems of physician-patient communica-
tion and interpersonal skills have been highlighted in research showing
the relationship between clear communication and patient outcomes
(Levinson & Pizzo, 2011). One study found doctors with low patient sat-
isfaction ratings were more likely to experience a claim of malpractice
(Hickson et al., 2002). Therefore, many schools of medicine are focusing
on ways to specifically increase the interpersonal skills of effective physi-
cians (Morahan et al., 1998).

Although those in the profession acknowledge that interpersonal and soft
skills must be taught and practiced, the skills are undervalued compared
to either scientific knowledge or medical technology. In fact, the authors
go as far as to say, “Although time to listen to patients and teach commu-
nication skills may be scarce, technology is plentiful. Academic medical
centers almost worship technology” (Levinson & Pizzo, 2011, p. 1803). The
authors of this research suggest that academic medical centers that value
patient-doctor communication should use metrics and perhaps tie them to
financial incentives. Their thinking is that physicians then would be recog-
nized for spending more time with patients instead of less, as opposed to
the current system that rewards physicians based on the number of patients
seen in a given amount of time.
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In addition to introducing interpersonal skills development into the
curriculum, medical schools are also focusing on ways to select future phy-
sicians who already possess these skills or may be ready to further develop
these skills. The Multiple Mini Interview is a series of brief situational
interviews—which as one source noted are similar to speed dating—to
allow medical students to show that they possess the social skills necessary
for the field of medicine (Harris, 2011). Eight medical schools including
Virginia Tech, Stanford, University of California, Los Angeles, and the Uni-
versity of Cincinnati, as well as schools in Canada use this technique. The
interviews also provide ethical dilemmas as well as ask the applicants to
work in teams and think on their feet. “Candidates who jump to improper
conclusions, fail to listen or are overly opinionated fare poorly because
such behavior undermines teams,” according to the article. The article cites
a follow-up study that showed that medical school students’ scores on this
assessment were positively related to scores on a medical licensing exam
three to five years later on dimensions of decision making, patient interac-
tions, and cultural competency. Other research has backed this approach
by showing that students selected through an interpersonal skills train-
ing assessment did better later in clinical work with patients than those
selected with a previous process (Lievens, 2013).

Given the research evidence tying soft skills to patient satisfaction and
outcomes, we chose to look at how the top 10 schools of medicine for pri-
mary care physicians incorporate soft skills training. They are:

University of Washington;

University of North Carolina—Chapel Hill;
(tied). Oregon Health and Science University;
(tie). University of California—San Francisco;
University of Colorado—Denver;

University of Nebraska Medical Center;
University of Massachusetts—Worcester;
University of Michigan—Ann Arbor;

(tied). University of Minnesota;

University of California—Los Angeles (Geffen) (US News and
World Report, 2012).

W N AW

._
e

We used the same search techniques as we used in researching informa-
tion on the schools of engineering by reviewing the school’s web page and
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following up with web searches using the medical school’s name and the
terms interpersonal skills or soft skills for other articles.

The top-rated University of Washington School of Medicine is currently
undertaking an extensive curriculum renewal project to identify ways to
improve doctor training. Fourteen renewal committees consist of students,
faculty, and staft from the surrounding region to focus on ways to renew the
medical school curriculum in areas identified in a self-study. According to
the website, one committee, the Interpersonal and Communications Com-
mittee is charged to “Develop recommendations for curricular approaches
to developing communication skills with patients, families, other members
of the health care team, and the community; Develop recommendations
for curriculum approaches to fostering teamwork; Consider the composi-
tion and timing of interprofessional experiences.”

Other medical schools make salient to students the need for interper-
sonal skill development in working with patients. For example, at the
University of North Carolina—Chapel Hill, students are directed to a website
with a checklist of interpersonal behaviors to be exhibited when working
with patients that include behaviors such as whether the student shook the
patient’s hand, introduced himself or herself, or greeted the patient warmly.
Other behaviors included whether they were not condescending to their
patients, listened carefully to their needs, and avoided interrupting. The
University of California—San Francisco also uses interpersonal and com-
munication skills checklists as part of its assessment of student-patient
relationships.

Oregon Health Sciences demonstrates its focus on communication and
interpersonal skills by including these skills in student performance evalu-
ations. The University of Minnesota’s focus on interpersonal skills appears
in its overall curriculum, and also appears in the description of essential
and desired characteristics in potential applicants. These include: “Oral and
written communication skills must be excellent, both to share knowledge
and to convey empathy (essential); Teamwork skills require acknowledging
other team members’ expertise, accurate self-assessment, assuming leader-
ship when appropriate, and subsuming individual interests to the work of
the team (essential); Tolerance (essential); Leadership & diversity experi-
ences (desired).” In addition to the explicit selection criteria, Minnesota
allows students once they arrive at school to participate in a seven-week to
ten-week simulation in patient interviewing. The process includes initial
focus on the interviewing and facilitation skills that encourage a patient
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to tell his or her story. As the student moves through the program, he or
she then begins to learn how to address the emotional aspects of patients’
complaints. During the entire process, students receive feedback from the
patient, the physician tutor, and their peers.

The University of California—Los Angeles Geffen School focuses on a
comprehensive set of interpersonal and communication skills for the
purpose of “effective information exchange and teaming with patients,
their families, and other health professionals.” Within this program they
are looking for ways for students to learn to build rapport and engage in
“empathic communication with patients of different backgrounds.” The
school also recognizes the need for increased teamwork among physicians
and other medical staff, so its education also focuses on teamwork and ways
to be more compassionate and nonjudgmental with patients. This empha-
sis too recognizes that doctors work with many types of patients and their
guidelines ask that doctors engage in communication with patients that is
“culturally-sensitive, jargon-free and appropriate to their needs.”

The remaining medical schools on the top ten list also include inter-
personal and communication skills within their learning objectives. Most
schools, however, did not provide additional information as to the delivery
method for skills development. However, taken as a whole it is apparent
that medical schools recognize the importance of soft skill development,
as this focus appears to be ubiquitous in the curricular learning objectives.
In addition, many of the schools use interpersonal skills as admissions
criteria. With the research suggesting the many outcomes tied to physi-
cian satisfaction, of course it is imperative to develop this skill set. More
research on effective delivery of training and resulting patient satisfaction
can focus the future of these efforts.

Business Schools

Many of the same soft skills essential for engineering and medical school
students are necessary for students of business to complement the techni-
cal skills taught in finance, accounting, and management of technology.
As mentioned previously, jobs today demand interpersonal understand-
ing of diverse coworkers and customers. Business schools are looking at
ways of increasing the soft skills for their undergraduate students before
they graduate and are hired by organizations. Many feel that this “com-
petitive edge” helps their students in the interview process and beyond.
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There is also an increased interest in soft skills training within gradu-
ate programs of business. A recent study of 5,000 MBA recruiters showed
four important soft skills they look at when hiring: Interpersonal Skills,
Communication Skills, Strategic Thinking, and Leadership (Quacquarelli,
2011). Research suggests that as individuals move up within organizations,
the requirements for soft skills become even more complex (Hooijberg &
Schneider, 2001). To rise to higher levels of management, employees must
have the soft skills to resolve conflict, negotiate, and influence others, while
the technical skills for which they were hired become less important. A
problem occurs, however, when only a small percentage of the curriculum
in MBA programs focuses on skills such as managing decision making and
human capital (Rubin & Dierdorff, 2009).

To address these curricular needs many undergraduate and graduate
business schools have increased their focus on soft skills necessary to
manage others. A Wall Street Journal article summarized some of the
recent efforts by many business schools such as Columbia, Stanford, and
University of California—Berkeley Haas School to teach the softer skills,
or what some refer to as the “touchy feely” courses (Korn & Light, 2011).
For example, Columbia University has a program on social intelligence
that provides training to MBAs, and many graduates of Stanford report
appreciating the skills they acquired while in the program that help them
in the businesses they currently manage. Most of these more program-
matic efforts though seem to be aimed at MBAs. It may be that because
MBAs have a richer context for understanding the necessity for these skills
they are better able to participate in the types of activities necessary to
develop the skills further such as assessments, coaching, role play, or
action learning. In looking at many of these business schools, it appears
that there is less of an emphasis on undergraduate soft skills or leader-
ship development than there is for the MBA programs. It appears that the
undergraduate emphasis of soft skills mainly occurs when students are
asked to work in teams, participate in experiential learning activities inside
the classroom, or take on substantial internships outside of class (Murphy &
Johnson, 2011).

One of the problems noted in the article was not that these soft skills
courses are new to business school curricula, but that they are not taken
as seriously as the more technical courses offered in the curriculum. In
fact, a few years ago one of the most often-quoted studies by organiza-
tional behavior faculty, perhaps based on a 20-year-old Wall Street Journal
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article, was that the courses in human capital and decision making that
were rated as the least important to business undergraduates were rated
later as the most important courses when students were surveyed after
having worked for a number of years. Today many business schools pack-
age soft skills as part of effective leadership, which may be an easier sell
to students, and goes hand in hand with a reframing of the notion of
leadership (Murphy & Johnson, 2011). Montgomery (2008) argued
that business schools treat strategic management as making economic
decisions, rather than what it really entails: leadership. Leading an organi-
zation does require economic decision making, but in addition, strategic
management requires a whole host of soft skills to capture and retain tal-
ent within an organization, to motivate individuals and groups to reach
organizational goals, and to innovate. To achieve management concepts
such as “employee buy in,” “alignment,” “corporate reframing,” “employee
engagement,” and so forth requires much more than technical skills.

In reviewing what some schools are doing with respect to interpersonal
skills training, we reviewed the activities of the top ten undergraduate col-
leges or schools of business. These included:

University of Pennsylvania;

Massachusetts Institute of Technology;

University of California—Berkeley,

University of Michigan—Ann Arbor;

New York University;

University of Virginia;

Carnegie Mellon;

University of North Carolina—Chapel Hill;

University of Texas—Austin;

Cornell University (US News & World Report, 2013b).
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We also reviewed other schools mentioned in articles on the topic.

It was apparent that some schools placed much effort in integrating
soft skills and leadership development across the curriculum as well
as within co curricular activities such as internships, assessments, and
coaching opportunities. For example, the Leadership Center at MIT’s
Sloan School of Management is an important contributor to the overall
undergraduate and MBA programs. Its philosophy of leadership devel-
opment uses a hands-on, action-based model that challenges students.
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One of the four competencies in its overall leadership model shows that
soft skills are front and center: Relating: Developing key relationships
within and across organizations. The Leadership Center has a comprehen-
sive focus on research and education and is staffed with affiliated faculty
from the business school and personnel who specialize in professional
development.

New York University’s Stern School of Business has unique under-
graduate programs that incorporate a broad range of interpersonal skills.
For example, in the Social Impact Program sophomores take a course
entitled Organizational Communications and Its Social Context. According
to the website, this course “reiterates themes introduced in Business and
its Publics, as you study social processes of influence and persuasion and
learn how to most effectively communicate your own verbal and written
messages to different audiences.” At the University of Virginia McIntire
School of Commerce, students are able to complete a leadership minor in
addition to a more typical concentration in finance, accounting, or mar-
keting. This program combines some background in leadership studies
across disciplines as well as experiential learning through field projects
and work with a faculty advisor and a mentor outside of the university.
Cornell provides a unique opportunity for MBAs through the Johnson
School and the Roy H. Park Leadership Fellows program, which is a
two-year, full-tuition fellowship award for up to 25 students who have
demonstrated outstanding leadership potential. According to the web-
site, the program provides “A dynamic leadership development program
that is among the richest leadership development experiences in any top
school in scope and impact.”

Cultural intelligence as a way of working well in other cultures is an
important skill set for today’s managers and leaders (Alon & Higgens,
2005). As noted in their article, one study found that only one third of lead-
ers who are working abroad are considered successful leaders (Manning,
2003). There are many difficulties for managers and leaders working
abroad, so many schools are focusing on ways to improve what some call
cultural competence (Johnson, Lenartowicz, & Apud, 2006). For master’s-
level programs, AACSB standards mention that students need a capacity
for operating in a global environment.

Wharton MBAs, who are multilingual, can take part in a newly launched
program where, in addition to earning an MBA, they will earn an MA in
a program focusing on international economics, comparative politics,
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diplomacy, international law, and cross-cultural negotiations and com-
munications through the Joseph H. Lauder Institute of Management and
International Studies at the University of Pennsylvania. The focus is for stu-
dents to learn cross-cultural competence and analytical skills. The first class
began the program in May 2013. According to the website, “The demand
for MBAs with specific training in these areas is increasing and we recognize
that international organizations, multinational corporations and govern-
ments want to attract MBAs who possess the requisite skills to operate in
this global environment.”

For undergraduates, courses on soft skills are often found under commu-
nication or business communication course offerings. At the University
of Southern California, both business undergraduates and MBA students
have access to cutting-edge courses in management communication
such as: Developing Your Personal Brand, Communicating in Teams
and with Clients, and Understanding Gender, Work, and Communica-
tion. In the course Advanced Managerial Communication, MBA students
work with their professors in an “executive coaching” model that helps
with interpersonal communication as well as cultural and emotional
intelligence. Another course works on the communication and interper-
sonal skills used in being a team player and leader. For undergraduates,
the courses cover many communication areas and also cross-cultural
communication.

Although one would expect that business schools would have a stronger
focus on soft skills than engineering and medical schools because a large
part of management involves interacting with others, the technical majors
in business, such as finance, economics, or information systems, dismiss
the interpersonal side of their respective majors. This is evident in the lack
of curricular emphasis (Rubin & Dierdorff, 2009). However, many busi-
ness schools have close relationships with recruiters who provide pressure
to incorporate soft skills in the curriculum. Integration may be the key to
ensuring the success of soft skills and leadership offerings. For example,
Yale revised its course offerings to integrate technical and human capital
foci across the curriculum (Porter, 2007). In addition, a more integrated
approach is helpful when developing ways to assess learning (or Assurance of
Learning) as required by the accrediting body for business schools, AACSB.
Following Mintzberg’s (2004) advice, soft skills should be taught through
experiential and applied work. He believes that practicing managers should
be taught only when they have enough experience and are encouraged to
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learn from their own experiences, therefore, involving undergraduates and
MBAs in hands-on activities is important. As he noted, no one can create a
manager in a classroom.

Summary

Colleges and universities are looking for ways to increase the interpersonal
acumen of their technically trained students. Many of the top schools address
deficits through co curricular offerings that range from short courses to more
comprehensive multi-element programs. There is wide variation in the cen-
trality of these efforts within these schools. Although our analysis was limited
to the schools’ websites and other articles written about their program content,
we could glean a sense of their efforts and how they used this for competitive
advantage in the education marketplace. Many schools were quite clear on the
importance of interpersonal skills in this regard such as Trinity’s Undergrad-
uate Department of Engineering Science description: “Our focus on teaching
and design, in addition to our special attention to developing students’ com-
munication, interpersonal, and leadership skills, differentiates us from the
hundreds of other engineering programs across the country.”

Although the websites searched contained a description of course
content, less information was given regarding methods of training. One
method that appears to come up repeatedly is the use of teams. Most
students have been individual contributors throughout their academic
careers, and teams are an important method for learning to work with
others. Whether these are classroom-based teams or those used in
response to client experiences such as consulting projects in engineering,
students can gain important soft skills around conflict resolution, influ-
ence, persuasion, listening, and leadership. However, not all students will
have equal team experiences to draw those learning experiences. Service
learning was another useful method for allowing students to learn about
a topic and then apply the individual and team soft skills to serve their
communities.

In what ways can these programs improve? Curricular integration of
skills training may be important and ways to enhance the ways students
learn from their experiences. The assessment, challenge, support model
suggested by the Center for Creative Leadership may be a way to increase
the effectiveness of soft skills training for these populations (Van Velsor,
McCauley, & Ruderman, 2010). This process begins with the use of tools
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to determine an individual’s strengths and weaknesses as a basis for skill
development. Challenge comes from situations that demand the practice
of these soft skills and can include job transitions or “stretch” assignments
where a person’s skills are challenged (Day, Harrison, & Halpin, 2009).
Finally, support can take the form of bosses, coaches, peers, or mentors
who help the person improve his or her skills. Other methods unique to
particular majors could be borrowed as new ways to develop skills. For
example, in medicine, the use of simulations either with computers or with
robotic-typed patients allows students to experience the range of interac-
tions they might face. Even good old-fashioned role play, job shadowing
with effective role models, or other methods of training mentioned for
corporate groups can work in colleges and universities.

For many of these schools one issue with teaching soft skills is the
assessment of learning. In many ways, technical skills are easier to assess
than soft skills. Determining whether a training course has improved social
intelligences, or the ability to connect with a client or a patient, becomes
more difficult; but it is not impossible. Schools can learn from the models
of assessment often used in industry. Assessment centers, 360-degree sur-
veys of soft skills, and even attitude change measures can be used to assess
the impact of soft skill training programs in education.

CONCLUSION

In this chapter we have reviewed the best practices in teaching leader
soft skills from industry, higher education, and the training literature.
We began this chapter by noting that the nature of business has changed
with the increase in service-related jobs, highlighting the importance of
soft skills in today’s business environment. Hiring professionals indicated
that soft skills were the biggest deficit needed for organizational success
(ACICS, 2011). We found that both higher education and industry train-
ing experts have seen this need and have tried to meet it with increased
educational programs aimed at enhancing leader soft skills. Engineer-
ing schools, medical schools, and business schools have ramped up their
focus on teaching soft skills with programs like LeaderShape in Cornell’s
Engineering Program, the IERC and AHC Simulation Center at University
of Minnesota’s Medical School, Social Intelligence Training at Colum-
bia’s Business school, or the emotional, social, and cognitive competences
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developed for MBAs at Case Western Reserve University (Boyatzis, Pas-
sarelli, & Wei, this volume). Most of the top 10 engineering, medical, and
business schools offer some type of training in leadership and soft skills.
Similarly, it is estimated that half of organizational training budgets are
used for interpersonal skills development (US Banker, 2000), and the num-
ber of internal and external consulting programs focused on leader soft
skills continues to grow. All of the top leadership training companies that
we reviewed offered some type of training in leader soft skills.

Despite recognition of the need for leader soft skills training, the efficacy
of such programs often goes untested. In “The Myth of Soft-Skills Train-
ing,” Georges (1996) suggests that there is often a lack of demonstrable
results from soft skills training because programs focus on “education,” or
the imparting of knowledge, rather than “training,” or practicing to increase
skill proficiency. In our review of the best practices of top leadership train-
ing companies, there was a strong focus on practice, coaching, and feedback
as methods to develop leader soft skills. Of course, we only reviewed the
top programs. We would suggest that other programs heed this advice and
ensure that the training of leader soft skills goes beyond typical classroom
instruction and allows leaders to observe, practice, and receive feedback
on their soft skills. This advice is particularly relevant for educational pro-
grams, where classroom learning is most often the norm.

Leader soft skills are highly relevant and highly teachable. By utilizing
the best practices reviewed here, schools and companies can develop these
often-deficient skills and maximize leader effectiveness. Of course, like the
industry experts, we agree that leader development (and leader soft skill
development) is a lifelong process rather than a one-time event, and unlike
other types of training, requires self-management on the part of the leader to
continue developing and demonstrating effective interpersonal skills in daily
interactions. A lack of leader soft skills relates to leader derailment among
upper management positions (Lombardo, Ruderman, & McCauley, 1988),
suggesting that leaders must continue to work to maintain their soft skills or
risk their careers. Executive coaching and continuous feedback should aid in
the continued development and demonstration of leader soft skills.
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TrainingIndustry.com’s 2012 Top 20 Leadership Training Companies List
(not ranked, in alphabetical order)
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Developing Emotional, Social,
and Cognitive Competencies
in MBA Programs

A Twenty-Five Year Perspective

Richard E. Boyatzis, Angela Passarelli,
and Hongguo Wei

The bottom line of management education is retained learning. Our
mission is to develop our students so that they can enter, reenter, or con-
tinue in the workforce and be more effective as managers, leaders, or
professionals. In the process, we hope they become productive citizens
of the world, family, and community members. Developing as managers,
leaders, and professionals includes: (1) acquiring knowledge; (2) learning
to effectively use that knowledge; and (3) discovering why one is driven to
use one’s knowledge and competencies.

Acquiring knowledge is development of functional, declarative, proce-
dural, and meta-cognitive knowledge needed to manage and lead. Market
segmentation for a new products or international exchange rates or cal-
culating the present value of a capital acquisition or ethical principles in
international business transactions are these types of knowledge, respec-
tively. Knowledge is necessary but not sufficient for the leader, manager, or
professional to be effective (Boyatzis, 1982, 2008; Goleman, 1998; Spencer
& Spencer). Although we believe knowledge can be acquired with relative
ease in days, weeks, or months, it can be lost just as quickly. Specht and
Sandlin (1991) showed that the half-life of accounting knowledge from
the introductory accounting course in a top-ranked MBA program was six
and a half weeks.

To be an effective leader, manager, or professional, a person needs to
use knowledge and to make things happen. These capabilities can be
called competencies, which Boyatzis (1982) defined as “the underlying
characteristics of a person that lead to or cause effective and outstanding
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performance.” Competencies are the behavioral level of emotional intel-
ligence (Boyatzis, 2009; Cherniss & Boyatzis, this volume) and have been
shown empirically to cause or predict outstanding leader, manager, or
professional performance in the literature (Boyatzis, 1982, 2008; Boyatzis,
Massa, & Good, 2012; Bray, Campbell, & Grant, 1974; Druskat, Mount, &
Sala, 2005; Howard & Bray, 1988; Kotter, 1982; Luthans, Hodgetts, & Rosen-
krantz, 1988; Thornton & Byham, 1982; also see special issue of the Journal
of Management Development in February 2008 on “Competencies in the
21st Century” (Boyatzis, editor); special issue of the Journal of Manage-
ment Development in April, 2009 on “Competencies in the EU” (Boyatzis,
editor); special issue of the Journal of Cross-Cultural Management, 2012,
“Emotional and Social Intelligence Competencies: Cross Cultural Implica-
tions” (Emmerling and Boyatzis, editors)). Conceptual syntheses have also
shown this relationship to effectiveness (Campbell, Dunnette, Lawler, &
Weick, 1970; Goleman, 1998; Spencer & Spencer, 1993).

Synthesizing this prior work, these competencies appear in three clus-
ters: (1) cognitive intelligence (CI) competencies, such as systems thinking
and pattern recognition; (2) emotional intelligence (EI) competencies,
such as adaptability, emotional self-control, emotional self-awareness, pos-
itive outlook, and achievement orientation; and (3) social intelligence (SI)
competencies, such as empathy, organizational awareness, inspirational
leadership, influence, coaching and mentoring, conflict management, and
teamwork. Several other cognitive capabilities appear to be threshold com-
petencies from the research cited earlier. They are needed to be adequate,
but more use of them does not lead to effectiveness. Given research to date,
these would include knowledge (technical and functional), deductive rea-
soning, and quantitative reasoning.

Beyond knowledge and competencies, the desire to use one’s talent
seems driven by a person’s values, philosophy, sense of calling or mis-
sion, unconscious motives, and traits (Boyatzis & Sala, 2004; Cherniss &
Boyatzis, this volume). These motives and traits affect the way a person
sees the world, especially the perception of opportunities and challenges
they perceive in the environment (McClelland, 1985). But they also are
persistent and generalized drivers. They arouse dispositional ways a person
responds to his or her environment and create a focus for a person’s behav-
ior (McClelland, 1985).

Knowledge, competencies, and motivational drivers help us to under-
stand what a person can do (i.e., knowledge), how a person can do it (i.e.,
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competencies), and why a person feels the need to do it (i.e., values, motives,
and unconscious dispositions). Our role in management education is to
help people develop the what, how, and why in order to move toward greater
effectiveness in their future jobs and careers.

In order to add value, educators must motivate and engage students in
learning, beginning with exploring new possibilities. But the history of sus-
tained change from graduate programs is dismal, and often appears to have less
impact than corporate training (Boyatzis, 2008). One key to increase impact
is the observation that most sustained behavioral change is intentional. Inten-
tional change is a desired change in an aspect of who you are (i.e., the Real) or
who you want to be (i.e., the Ideal), or both. The process of intentional change
is shown in Figure 13.1 (Boyatzis, 2008; Boyatzis & McKee, 2005).

Intentional Change Theory (ICT) describes the essential components
and processes that encourage sustained, desired change to occur in a per-
son’s behaviors, thoughts, feelings, and/or perceptions (Boyatzis, 2008).
Drawing on the properties of complex, nonlinear processes (O’Boyle &
Aguinis, 2012), the theory includes five phases or discontinuities called

#1:
My Ideal Self
Who do I want to be?

#2:
My Real Self-
Who am I?

Practicing

the new behavior,
building new neural
pathways through to
mastery

<

~ #5: Developing Resonant
Relationships that help,
support, and encourage — — — )

e each stepI in the process

My Strengths
Where my

ideal and Real
Self overlap

#4:
Experimenting :
with new behaviors, v
thoughts, & feelings My Weaknesses
where my Ideal
and Real Self

differ

My Learning Agenda
Building on my Strengths
while reducing gaps

FIGURE 13.1
Boyatzis’s Intentional Change Theory (Boyatzis, 2001, 2008)
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“discoveries” (Boyatzis, 2008; Goleman, Boyatzis, & McKee, 2002). The
five phases include: (1) the ideal self or personal vision; (2) the real self
or personal balance sheet; (3) creation of a learning agenda and plan;
(4) experimentation and practice with new behaviors, thoughts, or feel-
ings outlined in the learning plan; and (5) trusting, resonant relationships
that support a person’s development experience.

The discovery of a person’s deepest aspirations for life is his or her
ideal self. There are three major components of the ideal self or personal
vision: (1) an image of a desired future; (2) hope that one can attain it;
and (3) inclusion of one’s core identity, which serves as a foundation upon
which to build the desired image (Boyatzis & Akrivou, 2006). The ideal
self is quite different from the “ought self” in which others impose their
image of what the ideal should be (Boyatzis, 2008; Higgins, 1987). Positive
imaging or visioning in sports psychology, meditation, and biofeedback
research and other psycho physiological research has shown that focusing
one’s thoughts on the desired state or condition is driven by the emotional
components of the brain (Boyatzis & McKee, 2005).

The real self is the person that others see and with whom they interact.
It includes a person’s own perceptions, or self-assessment. This discovery
involves a personal assessment of one’s strengths and weaknesses that serves
as a basis for creating a personal balance sheet. Ego-defense mechanisms serve
to protect us and conspire to delude us into an image of whom we are that
may become self-perpetuating, and even dysfunctional (Goleman, 1985).

The third discovery is development of a learning agenda, which encom-
passes the individual’s personal vision, learning goals, and actions. It guides
a person to his or her desired future. To maximize the benefits of a posi-
tive psychophysiological state and the desire to seek possibilities, a learning
agenda should place greater emphasis on the development process itself
and less on discrete outcomes such as improved performance or greater
fulfillment at work (Boyatzis & Howard, in press). It differs from a tradi-
tional development plan by focusing on a learning orientation rather than
a performance orientation. A learning orientation arouses a positive belief
in one’s capability and the hope of improvement. Contrary to a learning
orientation, a performance orientation often evokes anxiety and doubts
about whether or not change is possible or even desired (Chen, Gully,
Whiteman, & Kilcullen, 2000). An agenda that is learning focused can be
achieved by connecting elements of one’s ideal self to broad learning goals
and specific intended actions.
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The fourth discovery is experimentation and practice with new thoughts,
feelings, perceptions, and behavior. This stage involves taking risks to
develop new behavioral “habits.” Experimentation and practice is most
effective when it occurs in conditions in which the person feels safe (Kolb &
Boyatzis, 1970). This sense of psychological safety creates an atmosphere
in which the person can try new behaviors, perceptions, and thoughts with
relatively low risk of shame, embarrassment, or serious consequences of
failure. One source of safety is the resonant relationships that form a secure
foundation in attachment theory terms (Bowlby, 1988).

Learning from ongoing experiences at school or elsewhere is the key—
not taking more courses. The process of translating practice into effective
learning occurs by trying something new in the context of everyday school,
work, and life, extracting the best of what worked from the experience
through reflection and intentional planning with a commitment to further
experimentation. During this part of the process, intentional change looks
and feels like a “continuous improvement” process.

Our relationships are an essential part of our environment. These rela-
tionships and groups give us a sense of identity (i.e., social identity groups),
guide us as to what is appropriate and good behavior, and provide feedback
on our behavior. These relationships create a context within which we inter-
pret our progress on desired changes, the utility of new learning, and even
contribute significant input to formulation of the ideal self (Kram, 1996).

Social identity groups and our most salient relationships both mediate
and moderate our sense of who we are and who we want to be. We develop
or elaborate our ideal self in these conversations. We label and interpret our
real self from others’ reactions. Our relationships are sources of feedback,
support, and permission for the learning we seek. They may also be the
most important source of protection from relapses. Wheeler (2008) ana-
lyzed the extent to which MBA graduates worked on their goals in multiple
“life spheres” (i.e., work, family, recreational groups, etc.). In a two-year
follow-up study of two graduating classes of part-time MBA students, she
found those who worked on their goals and plans in multiple sets of rela-
tionships improved the most and to a greater degree than those working on
goals in only one setting, such as work or within one relationship.

The process of experiencing sustained desired change is an iterative, cycli-
cal process. Using complexity theory, the process of development engages
the cycle through two self-organizing properties of the human organism.
Two attractors are the Positive Emotional Attractor (PEA) and the Negative
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Emotional Attractor (NEA) (Boyatzis, in press). According to ICT, the dis-
equilibrium occurs through tipping points between the PEA and NEA. The
PEA pulls a person toward his or her Ideal Self. It includes arousal of the Para-
sympathetic Nervous System (PNS) (Boyatzis, Smith, & Blaize, 2006). Once
the PNS is aroused, the person is cognitively, perceptually, and emotionally
open and working at his or her best. In this state, a person experiences neuro-
genesis (i.e., the conversion of hippocampal stem cells into new neurons). It
is even suggested that formation of learning goals or learning-oriented goals
works from this attractor and results in more successful change (Boyatzis &
Howard, in press).

The other attractor is the NEA. It includes arousal of the Sympathetic
Nervous System (SNS), which helps the human deal with threat and protect
itself. The NEA pulls a person toward defensive positions. In this state, the
body shunts blood to the large muscle groups, closes down nonessential
neural circuits, suspends the immune system, and produces cortisol—
important for protection under threat (Boyatzis et al., 2006). But cortisol
inhibits neurogenesis and overexcites older neurons, rendering them useless
(Boyatzis et al., 2006).

ACTIVATING THE POSITIVE EMOTIONAL ATTRACTOR

Throughout the course and supportive work afterward, the focus for the
coaches, faculty, and staff is to arouse, activate, or pull students into the PEA.
Although we need the NEA to survive, we need the PEA to thrive. The PEA
allows us to be more cognitively, perceptually, and emotionally open to new
ideas and people. It allows us to consider new possibilities. In the already
heavily stress-laden coursework and job worries inherent in any MBA pro-
gram, the students need a heavy dose of PEA to keep learning. Otherwise,
they go into defensive mode, shorten their time horizon, and think about
passing tests and courses instead of learning and developing new talents.

Those of us helping students, including other students, can increase our
effectiveness by being mindful of the differences between arousing the PEA
and NEA. Differences are shown in Table 13.1.

There are themes or topics in each of the stages of ICT that encourage the
PEA. Drawing on positive emotions research, it is believed that we must over-
sample the PEA in a ratio from 3:1 to 6:1 to maintain a balance of openness
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Two Attractors
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Positive Emotional Attractor

Negative Emotional Attractor

Neuroendocrine PNS Arousal SNS Arousal

Affect Positive Negative

Ideal Self Possibilities, dreams, optimism, Problems, expectations,

hope pessimism, fear

Real Self Strengths Weaknesses

Learning Agenda Excited about trying Should do, performance
improvement plan

Experiment Novelty, experiments Actions expected, things
you are supposed to do

Practice Practice to mastery Practice to comfort

Relationships Resonant Dissonant or annoying

Source: Adapted from Boyatzis (in press).

and the useful stresses of adapting and growing (Fredrickson & Losada, 2005;
Gottman, Murray, Swanson, Tyson, & Swanson, 2002; Losada & Heaphy,
2004). Because there will be so many NEA-inducing experiences in students’
lives, it is part of the responsibility of the faculty and staff to create opportuni-
ties and encounters where students will have a chance to remind themselves
that they are in school to pursue and achieve their dream (not merely get a
diploma or a job). We can remind them that they have strengths, not just
weaknesses. We can encourage students to experiment with new behavior,
attitudes, feelings, and thoughts. We can provide a secure foundation of rela-
tionships to insure that they feel we care.

USING ICT TO DEVELOP COMPETENCIES

Drawing on ICT as a theoretical framework and with careful attention to
an optimal balance of PEA and NEA experiences, educators can create the
conditions to support the sustained development of emotional and social
competencies. At the Weatherhead School of Management, a leadership
course was created and implemented in 1990 using this approach. It was
based on developing the “whole person” with the underlying philosophy
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that adult sustainable behavioral change has to be intentional. One of the
core courses in the MBA curriculum, Leadership Assessment and Devel-
opment (LEAD), is designed with five benchmarks: (1) a personal vision,
emerging from Discovery #1; (2) a personal balance sheet, emerging from
Discovery #2; (3) coaching sessions with a specially trained professional
coach, emerging from Discovery #5; (4) a learning agenda, emerging
from Discovery #3; and (5) development of new social identity groups,
including peer groups and a personal board of directors, emerging from
Discovery #5, as shown in Figure 13.1. Short-term opportunities for prac-
tice and experimentation, Discovery #4, are embedded in course activities
such as group work and discussions. However, the majority of practice and
experimentation occurs within the individual’s own life context.

The first component is devoted to helping the MBA develop his or her
personal vision, including the search for the most meaningful and appro-
priate job and career for him or her situated in his or her desired life
context. The specific assignment from a typical syllabus for the course
is shown in Figure 13.2. As you can see, the development of personal
vision requires extensive reflection, writing and rewriting, a comprehen-
sive examination of one’s dreams, and talking about the emerging vision
with a specially trained coach on our staff and peers. Recent fMRI stud-
ies are revealing that the PEA conversation with a coach is an essential
part of the process (Boyatzis, Jack, Cesaro, Passarelli, & Khawaja, 2010;
Boyatzis et al., 2012). The discussion of a future-looking dream with
someone trained to bring students into the PEA and try to keep them
there activates neural circuits needed for openness to new ideas and con-
templating possibilities.

Once a personal vision is created and discussed, the student is ready for
the more stressful assessment and feedback. Originally, we used a wide array
of assessments, including audiotaped critical incident interviews of work
samples (encoded by trained coders), videotapes of group simulations,
and self-assessment and informant assessment of competencies question-
naires. Since 2000, we have been using a multisource feedback instrument
called the Emotional and Social Competency Inventory—University ver-
sion (ESCI-U) or one of its earlier versions (Wolff, 2007). Observed data is
collected to provide feedback on how others see the person’s EI, SI, and CI
competencies in action. Following receipt of the results, the student works
alone, with other students, and then with his or her coach to develop a
personal balance sheet, as described in detail in Figure 13.2.
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Discovery #1: Graded Assignment: My Personal Vision

The objective of this paper is for you to present an image of your
desired future. In developing the paper, you should use your responses
to the exercises from chapter 4 of the Becoming a Resonant Leader
workbook. The paper should have the following three sections plus
a one-page vision statement summary. The approximate number of
pages expected for a double-spaced discussion of each section are
indicated in brackets following the item.

(1) My values, and philosophy [3—4 pages];

(2) My dreams and calling [3—4 pages];

(3) My career and life aspirations [3—4 pages]; and
(4) My Personal Vision Statement. [1 page]

In the “My values and philosophy” section, describe your values and
your philosophy from the My Values exercise and the Philosophical
Orientation Questionnaire. Articulate what is most important to you
in life and explore the origins of your values. Examine the links and
consistency or inconsistency between these elements.

In the “My dreams and calling” section, explore your dreams and
fantasies. Look for themes or patterns among them as to what is
really important to you. Also explore your purpose in life, legacy, or
“calling.”

In the “My career and life aspirations” section, you will be integrat-
ing the thoughts from the previous two sections into a specific image
and direction for your life and career. In describing your career aspira-
tions, please describe long-term possibilities beyond 5 to 10 years. If your
desired and/or predicted image of your career over the next 7 to 10 years
involves a sequence of jobs and moves, please describe them and your
rationale for this being the desired or likely sequence. If you are not sure,
but have identified two or more desired paths, please feel free to elabo-
rate each one. Regarding the life aspirations, please describe your desired
lifestyle, including a description of the type of person you want to be.

The “My Personal Vision Statement” page should be a concisely
stated, one-page summary of your vision that brings together the
most important elements from the above sections. It should be some-
thing that could conceivably be laminated and used as a motivational
tool and consistent reminder of your vision for the future.
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Discovery #2: Assignment due Prior to the Second Coaching Ses-
sion: Developing a Personal Balance Sheet
Through diagnosis of your current competency strengths and gaps
related to leadership, this assignment is part of the preparation for
the one-on-one coaching session with your assigned master coach.

This analysis will follow receiving the results from the 360-degree
assessment or by analyzing your other information. A crucial aspect
of development is to collect observations about our behavior from
others—what they see us doing and how it affects them. This need
has given rise to a popular use of questionnaires in organizations
these days, called a 360-degree assessment. In this process, you ask
people with whom you work to complete a questionnaire about a
variety of behaviors and the frequency with which you use them. In
our programs at WSOM, we have extended this to include asking for
information, if appropriate, from your spouse or partner, siblings,
friends, classmates, and clients or customers.

To create your Personal Balance Sheet, this analysis should identify:

(1) A list of your distinctive strengths—competencies others
consistently see you as using. You can include behaviors
and habits that are not on our list of competencies but im-
portant to you or your life/work (Strengths or Assets);

(2) A list of the competencies that appear to be needed for ef-
fective leadership or are important for your life/work, but
there are consistent views from others that you are not
using sufficiently (Gaps or Liabilities);

(3) You should look for themes or patterns that explain the
observed data across competencies—for Strengths as well
as Gaps.

Discovery #3: Assignment due: Outline of Learning Goals

The assignment for the last residency is to draft a few (ideally three to five)
major learning goals for discussion in class and in your final coaching
practice activity.

Identifying and constructing learning goals should not be a simple
one-to-one correspondence to developmental needs or strengths. To be
effective in our lives and work, a learning goal should reflect some “con-
textual” integration of strengths, developmental needs, and work/life
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benchmarks. The learning goals should be desired end states that build
on your strengths and would result in achieving your desired scenario
for the next era of your life.

Discovery #3: Graded Assignment due: My Learning Plan

This final assignment is the creation of your individual learning plan.
The paper should have three parts: (1) Ideal Future Work/Life Scenario,
(2) Major Learning Goals, which should include subgoals and action
steps, and (3) An Integrated Timeline.

Identifying and constructing learning goals and subgoals should
not be a simple one-to-one correspondence to developmental needs
or strengths. To be effective in our lives and work, a learning goal and/
or subgoal should reflect some “contextual” integration of strengths,
developmental needs, and work/life benchmarks.

The learning goals should be three, four, or five (more than five will
not be feasible) desired end states that build on your strengths and
would result in achieving your desired scenario for the next era of your
life. For this final learning plan, each learning goal will probably have
two to four subgoals, sometimes called milestones or benchmarks.

Each subgoal should have two to four action steps identified that
will result in reaching or achieving the subgoal. Review the action
steps and address the following issues:

1. Do the goals and actions build on your strengths?
2. Will they lead you closer to your Ideal Self, life, and work?
3. Are they consistent with your learning and planning style?
4. Do they fit into the structure of your life and work?
— What will you say “no” to or stop doing to make time for it?
—What are the potential obstacles to doing or fulfilling each
action?

The Ideal Future Work/Life Scenario section should be written in
narrative form. The Learning Goals section can be in outline form
(i.e., major goals, subgoals for each major goal, and action items for
each subgoal).

Last should be an integrated Timeline. You should have a time
chart on which you have placed all of the action steps to which you
have committed. This Timeline is an important reality check on the
feasibility of your action plans.
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Discovery #4: No courses offered. Students are expected to enact
their learning plan, which includes using in course activities as well
as activities outside of courses for competency development. But no
special competency courses or workshops are offered.

Discovery #5: Development of social identity groups within class
and your cohort. Also, as part of the learning plan activities, you are
asked to develop your personal board of directors, the people with
whom you will discuss your learning plan and progress during the
coming months and years. Several sessions with the coach assigned to
you in class will be supplemented with several peer coaching exercises.

FIGURE 13.2
Course assignment details from a typical Masters syllabus

Each component is accompanied by a coaching session with a specially
trained, professional coach as well as peer coaching. These help to create
and strengthen the relationships needed for Discovery #5. In developing
the Personal Balance Sheet, the coaching sessions focus on identifying and
preserving their strengths while looking at a few of their gaps close to the
tipping point to make progress toward their personal vision. Close to the
tipping point means that to be efficacious, a person should select targets
for change that are close to the frequency of behavior or level of action that
would enable the person to be effective. Working on extreme weaknesses is
an exercise in futility and deflates the motivation to change.

On the basis of the personal vision and personal balance sheet, students
create a learning agenda. This document highlights competencies they use
frequently and wish to maintain and a few on which they would like to
improve during their MBA program. A key component of this assignment is
the articulation of the connection between selected growth areas and one’s
personal vision. The details of the assignment are shown in Figure 13.2.

An observation is that this approach to competency development
emphasizes the students using their day-to-day experiences to practice and
develop their competencies. We do not offer special courses or workshops
on the various competencies. We believe and have shown in the longitudi-
nal data explained in the next section that a powerful, personal vision with
interpersonal supports is far more important as a motivator of learning
and change than courses.
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To assess the development of competencies and value added of the MBA
program, an Exit Assessment is required in which students take the ESCI-U
360-degree feedback in their last semester prior to graduation. In the Exit
Assessment seminar, students evaluate their development of competencies,
review their learning agenda, and engage in discussions of their internship
or work experiences. They use this to update what work environment they
would prefer and make adjustments to their personal vision and learning
agenda moving forward.

ASSESSING COMPETENCY DEVELOPMENT
OUTCOMES AT A PROGRAM LEVEL

Although ICT encourages individuals to regularly assess progress toward
one’s personal vision, few management programs systematically measure
student outcomes beyond factors necessary for rankings (e.g., graduation
and job placement rates). In order to test the efficacy of ICT as a theoretical
framework for development of EI and SI competencies and to document
the value added to graduates of ICT-based programs, an ongoing longi-
tudinal outcome assessment is conducted at the Weatherhead School of
Management. Results from this effort are shared later in this chapter, fol-
lowing a short history of competency assessment.

Before the humbling Porter and McKibbin (1988) report showed that
MBA graduates were not fulfilling the needs of employers, the Association
to Advance Collegiate Schools of Business (AACSB) started a series of out-
come assessment studies in 1978. Boyatzis and Sokol (1982) showed that
students’ scores had significantly increased on up to 50% of the compe-
tencies assessed in two MBA programs, while Development Dimensions
International (DDI) (1985) reported that students in the two MBA pro-
grams in their sample had significantly increased on 44% of the variables
assessed. They also decreased significantly on 10% of the variables in the
Boyatzis and Sokol study. When the overall degree of improvement in these
abilities was calculated (Goleman, Boyatzis, & McKee, 2002), these studies
showed about a 2% increase in emotional and social intelligence competen-
cies in the one to two years students were in the MBA programs.

In the early 1990s, only a few management schools had conducted student-
change outcome studies, comparing their graduates to their students at
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entry into the program (Albanese et al., 1990). Today, many schools have
conducted other types of outcome studies, namely studies of their alumni
or studies with employers and prospective employers. Some schools have
examined the student-change from specific courses (Bigelow, 1991; Specht &
Sandlin, 1991). Student-change outcome studies have been a focus in under-
graduate programs (Astin, 1993; Mentkowski & Associates, 2000; Pascarella
& Terenzini, 1991; Winter, McClelland, & Stewart, 1981), but still relatively
little has been documented about the effects of graduate programs.

The “honeymoon effect” starts with positive change, but atrophies within
months (Campbell et al., 1970). The Consortium on Research on Emotional
Intelligence in Organizations found 15 programs that had improved emo-
tional intelligence (Cherniss & Adler, 2000). Five of them are still offered. They
reported impact on job outcomes or life outcomes (Cherniss & Adler, 2000).
Published studies reporting improvement on more than one of the EI com-
petencies showed an overall improvement of about 10% in the 3—18 months
after training (Hand, Richards, & Slocum, 1973; Latham & Saari, 1979; Noe &
Schmidt, 1986; Wexley & Memeroff, 1975; Young & Dixon, 1996).

A series of longitudinal studies underway at the Weatherhead School of
Management of Case Western Reserve University have shown that people
can change on this complex set of competencies that distinguish outstand-
ing leaders, managers, and professions. The pattern of improvement lasted
for years (Boyatzis, Baker, Leonard, Rhee, & Thompson, 1996; Boyatzis,
Cowen, & Kolb, 1995; Boyatsis, Lingham, & Passarelli, 2010; Boyatzis &
Saatcioglu, 2008; Boyatzis, Stubbs, & Taylor, 2002).

Four cadres of full-time MBA students graduating in 1992, 1993, 1994,
and 1995 showed 47% improvement on self-awareness competencies like
self-confidence and on self-management competencies such as the drive to
achieve and adaptability in the one to two years prior to graduation compared
to when they first entered. When it came to social awareness and relationship
management skills, improvements were even greater: 75% on competen-
cies such as empathy and team leadership. Along with two additional recent
cohorts, those graduating in 2011 and 2012, findings reported in Boyatzis,
Stubbs and Taylor (2002), Boyatzis and Saatcioglu (2008), and Boyatzis, Pas-
sarelli, and Lingham (2010) are summarized in Tables 13.2 and 13.3.

Studying two cohorts of part-time MBAs, Wheeler (2008) determined
that competency improvement lasted two years after they graduated. This
group of students showed similar sustained improvements: 63% on EI
competencies and 45% on SI competencies. In contrast, both full-time
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and part-time MBA students who graduated from the WSOM in 1988 and
1989 before the LEAD course was introduced showed improvement in
substantially fewer of the competencies.

WHAT IF LEARNING WERE THE PURPOSE
OF EDUCATION OR TRAINING?

Borrowing from the title of chapter 10 of Boyatzis, Cowen, and Kolb’s (1995)
book for the title of this section of this chapter, we can offer a promising answer.
An MBA education or management training can help people develop cogni-
tive, emotional, and social intelligence competencies needed to be outstanding
managers, leaders, and professionals. We cannot use the typical pedagogy with
its focus on knowledge, theory, and analysis. We must offer a balance with a
more holistic pedagogy whereby students are inspired to become the best ver-
sion of themselves—and encourage others to do the same.

For practitioners or educators, the major implications of this chapter
are the design of effective programs. Conducting outcome research may be
humbling, but it keeps you honest. Using ICT will improve the impact of
an MBA or other development program in teaching people the competen-
cies needed to be effective.
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destructive leadership 79

Diagnostic Analysis of Nonverbal Accuracy
(DANVA) 64

discoveries 314

distance: in teams 196

distant followers 228

dynamic composition 196

Ebbinghaus, Herman 249-50

Eckman and Friesen’s model of expression
management 118; six aspects 117

effective leadership 86

effective managers 20
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Elaboration Likelihood Model of
Persuassion (ELM) 226-7

electronic communication 279

elites 230

emergent leader 76

emotion: appraisal 115; display rules 112;
labor, surface acting vs deep acting 117

emotion knowledge 110, 114; building of
126; of types of emotions 110

emotion management 101-2, 104, 106;
model 102; skill development 112

emotion recognition 115; recognizing
emotions in others 115; recognizing
one’s own emotions 114

emotion regulation 35, 116; capacities 103;
case for future research 125; impact
on stress 124—5; reactions role of
perspective-taking 126-7; relation to
personality traits 119-20

emotion training for knowledge and
skills 123

emotional and social competence (ESC)
53, 61; inter-relationships 69

Emotional and Social Competence
Inventory (ESCI) 57, 62; university
version (ESCI-U) 318

emotional competence: defined 57-8;
response to training 125

emotional conflict 124

emotional contagion 35, 114; process 85

emotional control 32, 35, 38

emotional experience 113; physical
sensations 113

emotional expression 117-18; authentic
118; adaptive 118; alternative 118—19;
relation to personality traits 119-20

emotional expressiveness 32, 34, 38;
nonverbal behaviors 38

emotional habits 247

emotional intelligence 5, 16, 25, 53, 70,
102-3; ability 64; abilities model 32,
115; Bar-on’s model 57; behavioral
approach model 57; defined 55; four-
branch ability model 56; Industrial
and Organizational Psychology
Perspectives on Science and Practice
103; link to leadership effectiveness
56; managing emotions 32; mixed
models 57, 115; model programs 65;
multi-level theory 65; perceiving emo-
tions in self and others 32; Petrides’s
trait model 57; Swinburne University
Emotional Intelligence Test 56

emotional labor 39

emotional leadership 37

emotional sensitivity 32, 34-5, 38; link to
individualized consideration 43

emotional/nonverbal skills 33-5

emotion-based assessments 108

emotions: categories of 111; versus moods
110

Emotions as Social Information (EAST)
model 106

empathy 62; defined 121; relation to
emotion recognition 121

enactment 145

ethical decision-making: discrete emotions
108-9; regulating anger 108-9;
positive and negative emotions
108-9

ethical leaders 234-5

ethical leadership 108-9, 234-5

ethos 141-2, 144, 163; etymological roots
148; in terms of a group 148

evaluation 286

Expectation States Theory (EST) 76

experimentation and practice 315

extraversion 91; and leadership 40

feedback 284

field theory 215

folkways 148-9

follower: attributes 125; commitment 161;
motivation 106; reaction to leader
messages 225

followership 143

frame amplification 246

framework of leader emotion
management: implications for
emotion management training 127

fraternal deprivation 229

gender differences: emotion regulation
123; emotion-related experiences and
behaviors 122

Georgia Tech LEAD program 291

Ghosn, Carlos 251

Global Leadership and Organizational
Behavior Effectiveness (GLOBE)
study 89

goals 104

goal setting theory 182

goal specification 187

goodwill 154, 157, 247

Gross’s model of emotion regulation 112,
116; emotion-related skill development



127; reappraisal vs suppression 116;
response modulation 117
group 176

hard side of leadership 1

high aptitude personnel (HAPs) 84

high status groups 214

holistic theory of personality: five levels 59
holistic/whole student learning 259
Human Relations Training Program 53

ideal self 314

identification respect 160

implicit leadership theory (ILT) 78, 164

inbound communication 14

individual differences and leader emotion
management 119

influence 164; interpersonal skills 15; skills 17

ingroup: prototypes 210; social identity
framing 234

inspirational motivation 104

integrative trait-behavioral model of
leadership effectiveness 173—4

integrity 157

intentional change 312

Intentional Change Theory (ICT) 313, 316,
323,327

intergroup communication 208

internalized normative commitment 150

interpersonal acumen 180

interpersonal and influence skills:
development of 6; domain of 7. see
also soft skills

interpersonal assessment 20, 27

interpersonal ethics 25

interpersonal influence 6

interpersonal processes 188, 191

interpersonal skills 11, 42, 70. 74, 86;
emotions 5; classification and
measurement 12; communicating
17; communication and relationship
development 13; communication
and social skills 26; managerial
implementation/success 11; managing
conflict 4, 18; managing self 17;
motivating others 4, 18; supporting 4,
18. see also soft skills

IPO (Input-Process-Output) model 174

Izard’s model 113-14

Japanese and Caucasian Brief Affect
Recognition Test (JACBART) 64
John and Gross (2004): trait affect 120

Subject Index + 347

Kelleher, Herb 253

King, Marting Luther Jr. 231

Klein Institute for Undergraduate
Engineering Life 291

knowledge: of common emotion cues and
triggers 115-16; of emotion norms 112;
of emotion processes and outcomes
113; of emotion regulation 112

knowledge, skills, and abilities (KSAs) 104

leader 175, 185; anti-prototype 164;
behaviors 189, 192, 195; character 5,
143, 147, 150; choice 154-5; cognitive
skills 37; communication 245;
communication purpose 246; credibility
143, 246; enactment of “virtue, practical
wisdom, and goodwill” 147; habits 247;
influence 5; political skill 195; reputation
158; self-regulation 180

leader development: applications 69;
programs 53

leader ethos 145-146, 147, 151, 161;
defined 144; framework 165

leader-member exchange theory (LMX)
44-4,164-5

LeaderShape 290

leadership 141, 175, 208, 260; emergence
268; industry 4

“Leadership and Individual Differences,”
special issue of The Leadership
Quarterly 42

leadership behavior: coaching 186;
consideration 185; in teams 181

leadership development 3, 257, 272;
programs 260

leadership effectiveness 173, 195, 268;
defined 174; social and emotional
competencies 53

leadership identity development (LID)
258, 2614, 268, 271; model 262

leadership relationship 142, 143

learning agenda 314

Level 1 emergence 59

Level 2 conscious awareness 59

Level 3 values 59

Level 4 self image 59

logo 142

low status groups 214

majority groups 231
management education 311
managerial effectiveness 180-1
managerial functions 13



348 « Subject Index

Managerial Interpersonal Skills (MIPS)
25-6, 27; defined 13—4; dimensions
19; effectiveness 26; micro skills
approach to training 15; model
279-80; multidimensional measure
of 11; ScaleGoal 12; scalepilot testing/
development 21-7; situation specific 15

managerial/leadership interpersonal skills:
classifying and measuring 4

managerial roles 13

managing emotions: impact of follower
competence 125

Mayer-Salovey-Caruso Emotional
Intelligence Test (MSCEIT) 56, 61,
62, 66,110

Mayer-Salovey-Caruso model 57

memory 6, 251; evolution of 247-8; utility
model 251

mentoring 284

military leadership 149

Miller, George (1956) 249

minority groups 231

MIT 289; Leadership Center at the Sloan
School of Management 298-9

moral habits 247

moral majority 230

moral manager 166

moral person 166

motivation 223—4, 246

motives 312

Mullen, Mike (Admiral) 257

multi-level theories of personality 60, 63

multi-level theory of performance 63, 68

Multiple Mini Interview 294

Negative Emotional Attractor (NEA) 315,
316

negative leader emotions 105

negotiation 106

network centrality 180-1

networking ability and interpersonal
influence 180-1

New York University Stern School of
Business Social Impact Program 299

Nissan 251

nonverbal behavior (NVB) 73; cultural
background and leadership 88; effects
on leadership effectiveness 74, 83;
gender and leadership 87; nonverbal
interpersonal skills 75; personality 91;
training 86

nonverbal communication 5, 32, 335;
abilities 74

Obama, Barack 257

Oregon Health Sciences 295

ought self 314

outbound communication 14
outgroup social identity framing 233

parasympathetic nervous system
(PNS) 316

pathos 142

people skills. see soft skills

perceptions of leadership 77, 225

perceptual qualities 25

performance expectation 76

peripheral route processing 227

personal charisma 34

personal vision 318

persuasion theory 247

Petrides’s Trait Emotional Intelligence
Questionnaire (TEIQue) 57

pictorial illustration 2523

political intelligence 180

political skill 5, 6, 20, 64, 177, 198;
apparent sincerity 179; defined
182; interpersonal influence 178;
leaders 184; leadership effectiveness
181; multidimensional construct
178; networking ability 179; social
astuteness 178

political theory of leadership 173—4

positive and negative emotional displays
105

positive distinctiveness 209

Positive Emotional Attractor (PEA) 315,
316,318

positive leader: emotional displays 104

positive vs. negative emotion 118-19

power 164

powerless populace 230

practical wisdom 157; defined 152;
importance of 153

Pride and Prejudice 276

primacy 250

problem-based interpersonal skills 15

Profile of Nonverbal Sensitivity
(PONS) 32

prototypical leaders 211, 219

prototypicality 211, 228

providing feedback 107; guilt 107; negative
feedback 107; positive emotions 107

pseudo transformational leaders 235

Purdue University School of Engineering 290

Pygmalion leadership training 4

Pygmalion theory 83



ratings 3

real self 314

recency 249-50

recognition respect 159

relationship building 188-9

relationships 315

repetition 251

responsible leadership 271-2; defined 258,
261, 267; development 6, 256-7, 258,
259; proposed model 259

retained learning 311

retention and recall 251

rhetoric 145

Riggio’s Social Skills Model 64, 92

risk assessment 108; discrete emotions 108;
good mood vs bad mood 108

risk-as-feeling hypothesis 107

Ritz Carlton 251

savings 250

savoir-faire 40

Schulze, Horst 251

self-consistency motives 161

self-management skills 28, 280;
interpersonal skills 15

self-monitoring: defined 121; ties to
emotion management 121

serial position effect 249-50

skill clusters 14

social acumen 17; interpersonal skills 15

social change 207

social competence 36; defined 58

social conflict 124

social construction of leader ethos 158

social control 33, 36, 40, 64

social dominance 91

social emotional development (SED)
258, 265, 267, 271; four-factor
model 265

social expressiveness 33, 36, 40

social identity 6, 207, 219, 229;
construction 212; defined 210

social identity framing 207, 217, 229, 232,
234,235, 236; defined 215; freezing
216, 218, 223—4; language 222;
moving 216, 218, 222; outgroup 234;
unfreezing 216, 218, 219, 229

social identity theory 6, 208, 211-12,
231, 232, 236; communication 208;
leadership 208

social influence: capacity 208; rhetoric and
leadership 145

social intelligence 179

Subject Index + 349

social sensitivity 33, 36, 41

Social Skill Model 4, 32

Social Skills Inventory (SSI) 33, 37, 41,
44; equilibrium index 36; leader
development 44; measures of social
effectiveness 41

social skills training 198

social skills/competencies 39

social/verbal skills 33

sociopolitical intelligence 180

soft side of leadership 1

soft skills 53, 198, 301-2; business
schools 297; defined 280;
developing 3; in the workforce
278; leaders 279; organizational
training 282-3; research and
programs 7

source credibility 156

Southwest Airways 253

spaced repetition 251

Spencer’s study and training program 67

standardized testing 277

Stanford University 289, 297

status quo 246

stress: impact on relationship between
intelligence and leadership 124-5

subjugation 230

successful intelligence 180

sympathetic nervous system (SNS) 316

tangible language 218

task performance 192

taxonomy of emotion 111

team 301; climate 109; cohesion 183, 186,
187, 189, 192; creativity 109; defined
176; effectiveness 176, 180-1, 189;
empowerment 197

team performance 176; feedback 184;
monitoring 184

team processes 186, 189, 193, 195

team satisfaction 191

team viability 190-1

teams 301

teamwork 176

technology in teams 196

theory of performance based on EI 61

toxic leadership 79

trait affect: defined 119; intensity and
interpreting emotional stimuli 120;
future research 120

trait-based approach to interpersonal skills
social intelligence and emotional
intelligence 13
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trait leadership 195; theories of 173

traits 312

transformational leadership 43, 79; in
women 43

transition phase 176; defined 187;
processes 187

transition processes 191, 194-5

trustworthiness 157

uncertainty 123; affect on the level of risk-
taking 123; cultural differences 123
University of California San Francisco 295
University of Michigan Engineering 290
University of Minnesota 295
University of North Carolina Chapel
Hill 295
University of Pennsylvania Wharton
School of Business 299—-300
University of Southern California 291, 300
University of Virginia McIntire School of
Commerce 299

University of Washington School
of Medicine 295

verbal behavior 73

verbal intelligence and emotion knowledge
and recognition 121

virtue 157; aspect of leader’s character
152; connection to motivation 152;
defined 151

vision 183, 212-14, 223, 229; framing 215

visionary charisma 231

visionary/inspirational verbal content
communication 86

visual dominance 77

Wall Street Journal 297

Weatherhead School of Management 7, 66,
317,324

working memory 249

Yale University 300
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