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Executive Summary
This study investigates the role of emotionally intelligent and culturally intelligent leadership in shaping staff wellbeing and student outcomes in higher education. Using Bath Spa University London as a case exemplar, the research is grounded in a pragmatist paradigm informed by critical realism. The purpose was to test whether emotional intelligence (EI) predicts staff wellbeing and student outcomes, and whether cultural intelligence (CQ) moderates this relationship within a transformational leadership (TL) framework.
A fabricated but theoretically grounded dataset of 100 academic staff and students was created for methodological demonstration. Statistical analyses including correlations, regressions, and moderation tests were conducted using SPSS-style procedures.
The results revealed that while EI and CQ were strongly correlated with transformational leadership, they did not significantly predict staff wellbeing or student outcomes, nor did CQ moderate the relationship between EI and outcomes. These null results highlight that theoretically plausible hypotheses may not always yield empirical support, particularly when tested with simulated data.
The key contribution of this study is methodological and conceptual rather than empirical. It demonstrates how doctoral-level leadership research can be structured: from formulating research questions and hypotheses, through applying advanced statistical techniques, to critically interpreting non-significant results. The findings reinforce the importance of considering indirect pathways (e.g., through leadership behaviours or institutional climate) and systemic factors (e.g., workload, inclusivity policies) when evaluating the impact of leadership competencies.
Practical implications include the need for higher education institutions to embed emotional and cultural intelligence training in leadership programmes, while also recognising that systemic wellbeing policies and inclusive teaching practices are essential for staff and student success.
Limitations include reliance on a simulated dataset and a cross-sectional design, which prevent generalisability and causal inference. Future research should test these models with real-world, multi-institutional, longitudinal data and explore mediating and moderating mechanisms more fully.
Ultimately, while the hypotheses were not statistically supported, this study contributes to leadership scholarship by demonstrating how emotionally and culturally intelligent leadership may be explored and by underscoring the complexities of linking leader competencies to wellbeing and student success in higher education.



[bookmark: _Toc206525437]Abstract
This doctoral study examines the influence of emotionally intelligent and culturally intelligent leadership on staff wellbeing and student outcomes in a higher education context. Grounded in a pragmatist paradigm and critical realist ontology, the research integrates quantitative methods to assess the interplay between emotional intelligence (EI), cultural intelligence (CQ), transformational leadership (TL), wellbeing, and student outcomes.
A simulated dataset representing 100 academic staff and students from Bath Spa University London was generated for pedagogical purposes. Statistical analyses including descriptive, correlational, regression, and moderation tests were conducted.
The results indicated that while EI and CQ were significantly correlated with TL, they did not significantly predict staff wellbeing or student outcomes, nor did CQ moderate the relationship between EI and outcomes. These null findings highlight the complexity of leadership research and suggest that EI’s effects may be indirect, mediated through leadership behaviours and organisational conditions rather than direct predictors of wellbeing and success.
The study contributes conceptually by integrating EI, CQ, and TL into a unified framework and methodologically by demonstrating doctoral-level hypothesis testing, statistical analysis, and critical interpretation even when results are non-significant. Practical recommendations emphasise embedding EI and CQ in leadership development while strengthening systemic wellbeing and inclusivity policies.
Limitations include reliance on simulated data and cross-sectional design. Future research should employ real-world, longitudinal, and multi-level approaches to examine how emotionally and culturally intelligent leadership shapes wellbeing and student outcomes over time.


[bookmark: _Toc206525438]Chapter One: Introduction
[bookmark: _Toc206525439]1.1 Background to the Study
The contemporary higher education (HE) sector is characterised by intensifying global competition, increasing student diversity, mounting performance pressures, and heightened expectations regarding inclusivity, wellbeing, and graduate outcomes (Marginson, 2016; Hazelkorn, 2015). Universities are no longer solely judged by their research prestige but increasingly by their ability to provide high-quality teaching, ensure staff wellbeing, and secure positive student experiences that translate into employability and long-term success (Teixeira & Shin, 2017). Against this backdrop, leadership has become a critical determinant of institutional effectiveness. In particular, leadership styles and competencies that emphasise relational sensitivity, adaptability, and inclusivity are increasingly viewed as essential for navigating the complexity of modern HE environments (Middlehurst, 2010; Bolden et al., 2012).
Two competencies emotional intelligence (EI) and cultural intelligence (CQ) have emerged as central to effective leadership in diverse and demanding organisational contexts. Emotional intelligence, broadly defined as the capacity to perceive, understand, regulate, and utilise emotions effectively (Mayer et al., 2016), has been associated with improved interpersonal relationships, enhanced decision-making, and effective conflict management in leadership settings (Goleman, 1995; Boyatzis, 2018). Cultural intelligence, meanwhile, refers to the ability to adapt to culturally diverse contexts and to function effectively across cultural boundaries (Earley & Ang, 2003; Ang et al., 2007). In increasingly internationalised HE institutions such as those in the UK, where students and staff represent diverse cultural backgrounds, CQ is widely regarded as indispensable for fostering inclusive practices and promoting equity (Thomas, 2014; Leask, 2015).
Within the leadership literature, transformational leadership (TL) has long been regarded as one of the most influential approaches to organisational change and performance (Bass, 1999; Northouse, 2021). TL emphasises vision, inspiration, intellectual stimulation, and individualised consideration, making it particularly relevant for education where leaders must balance institutional demands with the developmental needs of both staff and students (Bush & Glover, 2014). Recent scholarship has begun to explore how EI and CQ underpin transformational leadership effectiveness (Harms & Credé, 2010; Rockstuhl et al., 2011), suggesting that leaders high in these competencies may be more capable of enacting TL behaviours. However, evidence remains mixed, with some studies finding direct positive links between EI and wellbeing outcomes (Miao et al., 2017), while others caution that these relationships are context-dependent and potentially mediated by systemic and institutional variables (Clarke, 2010; Newman et al., 2020).
This study takes these debates as its starting point, seeking to interrogate whether EI and CQ predict staff wellbeing and student outcomes in HE and whether CQ moderates the relationship between EI and outcomes within a transformational leadership framework.

[bookmark: _Toc206525440]1.2 Research Problem
Staff wellbeing in higher education has become a pressing concern. Rising workloads, precarious contracts, increased student expectations, and managerialist performance regimes have contributed to stress, burnout, and declining morale across the academic workforce (Kinman & Wray, 2020; UCU, 2021). At the same time, student outcomes including retention, satisfaction, and employability are subject to heightened scrutiny by regulators, rankings, and market pressures (Tomlinson, 2017). Leadership is increasingly recognised as a potential lever for addressing both staff and student challenges, yet empirical evidence on the mechanisms through which leadership competencies influence wellbeing and outcomes remains limited and contested (Bryman, 2007; Bolden et al., 2012).
While EI has been linked to leadership effectiveness, the assumption that it directly enhances staff wellbeing and student outcomes is theoretically plausible but empirically under-examined (Miao et al., 2016). Similarly, although CQ has been shown to predict cross-cultural adjustment and inclusive practices (Ng et al., 2012), its moderating role in the EI–outcomes relationship within HE leadership has not been sufficiently tested. This gap necessitates further exploration, especially given the internationalised, multicultural character of universities such as Bath Spa University London.

[bookmark: _Toc206525441]1.3 Research Aim, Objectives and Questions
The overarching aim of this study is to investigate how emotionally and culturally intelligent leadership influences staff wellbeing and student outcomes within a higher education context, using Bath Spa University London as an illustrative case.
The study pursues the following objectives:
To examine the relationship between emotional intelligence, cultural intelligence, and transformational leadership among academic staff.
To assess whether emotional intelligence predicts staff wellbeing and student outcomes.
To test whether cultural intelligence moderates the relationship between emotional intelligence and outcomes.
To critically interpret findings within the wider theoretical and institutional context of higher education leadership.
Correspondingly, the study is guided by the following research questions (RQs):
RQ1: What is the relationship between emotional intelligence, cultural intelligence, and transformational leadership among academic staff?
RQ2: Does emotional intelligence significantly predict staff wellbeing and student outcomes?
RQ3: Does cultural intelligence moderate the relationship between emotional intelligence and outcomes?

[bookmark: _Toc206525442]1.4 Theoretical and Philosophical Positioning
This study is grounded in a pragmatist paradigm, informed by critical realism. Pragmatism is appropriate for leadership research because it privileges practical consequences and problem-solving over strict adherence to ontological or epistemological purity (Biesta, 2010). It allows the researcher to adopt methodological pluralism and focus on what works in addressing complex real-world issues such as leadership and wellbeing in HE. Critical realism, on the other hand, acknowledges that while observable data may not always capture underlying mechanisms, social phenomena are structured by real but often invisible forces (Bhaskar, 1978; Archer, 1995). Applying critical realism allows for recognition that EI and CQ may not directly predict outcomes but may operate through mediating processes such as leadership behaviours, institutional climate, or systemic policies.
By integrating these philosophical commitments, the study not only employs quantitative methods but also critically reflects on the limitations of simulated data and non-significant findings, emphasising methodological transparency and conceptual rigour.

[bookmark: _Toc206525443]1.5 Contextual Case: Bath Spa University London
Bath Spa University (BSU) has historically positioned itself as a creative and inclusive university with a growing international presence (Bath Spa University, 2022). The establishment of BSU London reflects broader sectoral trends towards globalisation, transnational education, and the diversification of student populations. Within this context, leadership practices that are emotionally attuned and culturally responsive become crucial in shaping both staff wellbeing and student success. BSU London thus provides a pertinent case for illustrating how EI, CQ, and TL can be examined in a higher education setting characterised by cultural diversity and performance pressures.

[bookmark: _Toc206525444]1.6 Significance of the Study
This study contributes in three key ways:
· Conceptual Contribution: By integrating EI, CQ, and TL into a unified framework, it advances scholarly understanding of how leadership competencies interact in higher education.
· Methodological Contribution: The use of a simulated but theoretically grounded dataset illustrates how doctoral-level research can rigorously test hypotheses, apply advanced statistical techniques, and critically interpret null findings. This contributes to pedagogical knowledge about doctoral research design and execution.
· Practical Contribution: The study highlights the importance of embedding EI and CQ training within leadership development programmes in HE, while also emphasising the need for systemic policies (e.g., workload management, inclusivity initiatives) to support staff wellbeing and student success.

1.7 Structure of the Thesis
The thesis is organised as follows:
· Chapter One (Introduction): Establishes the research background, problem, objectives, philosophical positioning, and significance.
· Chapter Two (Literature Review): Provides a comprehensive review of EI, CQ, TL, wellbeing, and student outcomes, identifying theoretical debates and empirical gaps.
· Chapter Three (Methodology): Outlines the research philosophy, design, data simulation process, and statistical analyses employed.
· Chapter Four (Findings): Presents the results of the statistical analyses, including correlations, regressions, and moderation tests.
· Chapter Five (Discussion): Interprets the findings in light of existing literature, theoretical frameworks, and institutional context.
· Chapter Six (Conclusion and Implications): Summarises contributions, outlines practical recommendations, acknowledges limitations, and suggests avenues for future research.

1.8 Conclusion
In sum, this chapter has introduced the rationale, objectives, and theoretical positioning of the study, situating it within the wider challenges facing higher education leadership. By focusing on the role of emotionally and culturally intelligent leadership in shaping staff wellbeing and student outcomes, the study addresses a timely and significant research problem. While using simulated data imposes limitations, the study nonetheless provides a conceptual and methodological contribution to leadership scholarship and practical insights for higher education institutions.


[bookmark: _Toc206525445]Chapter Two: Literature Review
[bookmark: _Toc206525446]2.1 Introduction
Leadership in higher education has increasingly become a focal point of scholarly inquiry, reflecting the recognition that leadership practices profoundly shape institutional culture, staff wellbeing, and student outcomes. This chapter critically examines three interrelated constructs emotional intelligence (EI), cultural intelligence (CQ), and transformational leadership (TL) within the higher education context. The purpose is to provide a rigorous conceptual foundation for the present study by evaluating theoretical frameworks, synthesising empirical findings, and interrogating methodological debates.
The chapter proceeds in six sections. It begins with an overview of leadership in higher education (Section 2.2), before critically reviewing EI (2.3) and CQ (2.4) as underpinning competencies of effective leadership. Section 2.5 then analyses TL, considering how EI and CQ interact to enable transformational practices. Section 2.6 reviews scholarship on staff wellbeing and student outcomes, positioning them as dependent variables in leadership research. Finally, Section 2.7 develops the conceptual framework and hypotheses that guided this study, while Section 2.8 summarises the critical insights and identifies gaps.
By interrogating the relationships between EI, CQ, TL, wellbeing, and outcomes, this literature review demonstrates that while the constructs are theoretically robust, their empirical associations remain contested and context-dependent. This sets the stage for the present study’s methodological and conceptual contributions.

[bookmark: _Toc206525447]2.2 Leadership in Higher Education
[bookmark: _Toc206525448]2.2.1 Complexity of Higher Education Leadership
Leadership in higher education differs substantially from corporate or public-sector leadership. Universities are characterised by shared governance, professional autonomy, and competing institutional logics including academic freedom, managerial efficiency, market responsiveness, and civic responsibility (Deem, Hillyard & Reed, 2007; Kolsaker, 2008). These tensions render leadership inherently complex and often paradoxical. Unlike hierarchical corporate structures, HE institutions are described as “loosely coupled systems” (Weick, 1976), where influence is negotiated rather than imposed.
Bryman’s (2007) influential review highlights that effective higher education leaders must balance administrative responsibilities with relational and academic credibility, while simultaneously responding to pressures from policymakers, students, and global rankings. Leadership in this domain is not merely about managing operations but about navigating competing values and stakeholders (Bolden, Petrov & Gosling, 2009).
[bookmark: _Toc206525449]2.2.2 Globalisation and Diversity
The internationalisation of higher education has intensified the leadership challenge. Universities increasingly serve culturally diverse student populations, engage in cross-border partnerships, and recruit globally mobile staff (Altbach & Knight, 2007). Leaders must therefore operate in multicultural environments, necessitating not only technical competence but also emotional sensitivity and cultural adaptability (Lumby & Foskett, 2011).
The growing emphasis on inclusivity and decolonisation further complicates leadership roles, requiring leaders to critically reflect on how institutional practices either support or marginalise diverse groups (Arday, 2018). Hence, the leadership task in HE is simultaneously organisational, relational, and socio-political.
[bookmark: _Toc206525450]2.2.3 Leadership Outcomes in Higher Education
Empirical studies suggest that leadership in HE affects staff morale, organisational performance, and student learning environments (Ramsden, 1998; Bryman, 2007). However, evidence remains fragmented, with some studies showing strong leadership effects (Gosling, Bolden & Petrov, 2009) and others highlighting systemic constraints such as funding pressures, workload intensification, and policy frameworks that may limit the influence of individual leaders (Trowler, 2010).
Transformational leadership (discussed in Section 2.5) has been widely promoted as a model for educational contexts because of its focus on inspiration and empowerment (Bass & Riggio, 2006). Yet critics argue that romanticised accounts of leadership risk overstating individual agency while underestimating structural factors (Alvesson & Spicer, 2012). This tension underscores the importance of interrogating not only leadership styles but also the competencies such as EI and CQ that enable leaders to operate effectively within complex environments.

[bookmark: _Toc206525451]2.3 Emotional Intelligence (EI)
[bookmark: _Toc206525452]2.3.1 Conceptual Foundations
The construct of emotional intelligence (EI) originated with Salovey and Mayer (1990), who defined it as the ability to perceive, understand, regulate, and utilise emotions adaptively. Their ability model conceptualises EI as a set of measurable cognitive-emotional skills. In contrast, Goleman’s (1995) mixed model popularised EI as a broader set of emotional and social competencies, including empathy, motivation, and relationship management. While Goleman’s approach brought EI into mainstream discourse, it has been criticised for conceptual ambiguity and overlap with personality constructs (Landy, 2005).
Mayer, Caruso and Salovey (2016) argue for a return to the ability-based model, emphasising EI as a distinct form of intelligence measurable through performance tasks (e.g., MSCEIT). Yet the proliferation of competing definitions and measurement tools has led to conceptual fragmentation (Joseph & Newman, 2010). This has implications for leadership research, as different EI models produce varying effect sizes and theoretical claims.
[bookmark: _Toc206525453]2.3.2 EI and Leadership Effectiveness
Meta-analyses consistently report moderate positive relationships between EI and transformational leadership behaviours (Harms & Credé, 2010; Miao, Humphrey & Qian, 2016). Leaders with high EI are argued to inspire trust, manage conflict constructively, and create emotionally supportive environments qualities that align closely with TL dimensions of individualised consideration and inspirational motivation (Barling, Slater & Kelloway, 2000).
In higher education, EI has been linked to improved teacher-student relationships, classroom climate, and student motivation (Pekrun, 2014). For staff, EI is associated with job satisfaction, stress management, and resilience (Carmeli, 2003; Brackett et al., 2010). These findings suggest that EI contributes not only to leadership effectiveness but also to organisational wellbeing.
[bookmark: _Toc206525454]2.3.3 Critical Perspectives on EI
Despite promising associations, EI research has been criticised on methodological and conceptual grounds. First, causal mechanisms remain unclear: does EI directly enhance wellbeing and performance, or does it operate indirectly through leadership behaviours and institutional climate? (Walter, Cole & Humphrey, 2011). Second, measurement validity is contested, with self-report instruments prone to social desirability bias (Matthews, Zeidner & Roberts, 2012). Third, critics argue that EI risks becoming a “folk concept” applied uncritically across domains without adequate empirical grounding (Fineman, 2004).
These critiques are significant for the present study, which found no direct predictive effect of EI on wellbeing or student outcomes in the simulated dataset. The null results align with arguments that EI’s effects are mediated or contingent, rather than straightforwardly causal.

[bookmark: _Toc206525455]2.4 Cultural Intelligence (CQ)
[bookmark: _Toc206525456]2.4.1 Conceptual Development
Cultural intelligence (CQ) was introduced by Earley and Ang (2003) as an individual’s capacity to function effectively in culturally diverse settings. It comprises four dimensions: metacognitive CQ (awareness of cultural assumptions), cognitive CQ (knowledge of cultural norms), motivational CQ (interest and persistence in cross-cultural interactions), and behavioural CQ (adaptive verbal and non-verbal behaviours) (Ang et al., 2007).
Unlike earlier constructs such as cross-cultural competence, CQ is conceptualised as dynamic and malleable, rather than static. This makes it particularly relevant for leaders in globalised organisations, including universities, who must continuously adapt to shifting cultural contexts.
[bookmark: _Toc206525457]2.4.2 CQ in Higher Education Leadership
Higher education is increasingly internationalised, with cross-border campuses, international recruitment, and diverse student populations (Leask, 2015). CQ has been identified as a critical leadership competency in this environment, enabling leaders to foster inclusivity, mitigate intercultural misunderstandings, and build trust across difference (Thomas et al., 2015).
Empirical studies suggest that CQ predicts leadership effectiveness in multinational teams (Rockstuhl et al., 2011) and enhances organisational outcomes such as innovation and collaboration (Ang & Van Dyne, 2015). In education, CQ has been associated with inclusive teaching practices and intercultural sensitivity among academic staff (Anderson, Lorenz & White, 2016).
[bookmark: _Toc206525458]2.4.3 Critical Perspectives on CQ
Despite growing interest, CQ research faces several critiques. First, while the four-dimensional model is widely used, debates remain about dimensional independence and measurement validity (Ward, Wilson & Fischer, 2011). Second, some argue that CQ risks becoming another “managerial buzzword” unless grounded in critical perspectives that interrogate power dynamics in cross-cultural encounters (Fang, 2012). For instance, cultural intelligence may be framed as an individual skill, yet effective intercultural engagement also requires structural inclusivity and institutional change (Alon, Boulanger & Meyers, 2016).
In the context of this study, CQ was hypothesised to moderate the relationship between EI and outcomes, on the assumption that emotional attunement requires cultural adaptability to translate into effective leadership in diverse environments. However, the simulated analysis did not support this moderation effect, reflecting the empirical complexity of CQ research.

[bookmark: _Toc206525459]2.5 Transformational Leadership (TL)
[bookmark: _Toc206525460]2.5.1 Conceptualisation
Transformational leadership (TL) was first articulated by Burns (1978) and later expanded by Bass (1999). TL comprises four dimensions: idealised influence, inspirational motivation, intellectual stimulation, and individualised consideration. Unlike transactional leadership, which is based on exchange and compliance, TL seeks to inspire followers to exceed expectations through vision, values, and personal development (Bass & Riggio, 2006).
[bookmark: _Toc206525461]2.5.2 TL in Higher Education
TL has been widely applied in educational contexts, where leaders are expected to motivate staff, foster innovation, and improve teaching and learning outcomes (Leithwood & Jantzi, 2005). In higher education, TL is associated with enhanced staff commitment, innovation, and student engagement (Bryman, 2007). For example, leaders who demonstrate individualised consideration may support staff wellbeing, while those who provide inspirational motivation may improve student experiences.
[bookmark: _Toc206525462]2.5.3 EI, CQ, and TL
Research suggests that EI underpins TL behaviours by enabling leaders to recognise follower emotions and inspire trust (Harms & Credé, 2010). Similarly, CQ enhances the ability of leaders to enact TL in multicultural contexts, as it supports sensitivity to cultural differences (Rockstuhl et al., 2011). Together, EI and CQ may constitute the socio-emotional and intercultural foundation of transformational leadership.
However, critics argue that TL has been idealised and overgeneralised, with insufficient attention to contextual limitations (Tourish, 2013). In higher education, where distributed and collegial forms of leadership prevail, TL may be less applicable than in hierarchical organisations (Bolden et al., 2012).

[bookmark: _Toc206525463]2.6 Wellbeing and Student Outcomes
[bookmark: _Toc206525464]2.6.1 Staff Wellbeing
Staff wellbeing in higher education has become a pressing concern due to rising workloads, precarious contracts, and managerialist performance regimes (Kinman & Wray, 2013; UCU, 2021). Wellbeing encompasses not only absence of illness but also positive states of engagement, resilience, and fulfilment (Dodge et al., 2012). Leadership can influence wellbeing through supportive practices, recognition, and workload management (Kelloway et al., 2012).
Yet wellbeing is also shaped by systemic factors, such as funding models, performance metrics, and institutional culture (Watts & Robertson, 2011). This suggests that while emotionally and culturally intelligent leaders may mitigate stressors, structural interventions are essential for sustainable wellbeing.
[bookmark: _Toc206525465]2.6.2 Student Outcomes
Student outcomes typically measured in terms of satisfaction, engagement, retention, and employability are increasingly scrutinised through regulatory frameworks such as the UK’s Teaching Excellence Framework (TEF). Leadership may influence outcomes indirectly, by shaping institutional climate, pedagogical innovation, and support services (Day et al., 2011).
However, attributing outcomes to leadership alone risks oversimplification. Socio-economic background, funding, and national policies exert powerful influences on student trajectories (Thomas, 2012). This highlights the challenge of isolating leadership effects, and explains why the present study’s hypotheses, though theoretically plausible, did not yield significant results.

[bookmark: _Toc206525466]2.7 Conceptual Framework and Hypotheses
Drawing on the literature, this study developed a conceptual framework linking EI, CQ, and TL to staff wellbeing and student outcomes. The logic was as follows:
· Leaders high in EI are more likely to manage emotions constructively, support staff wellbeing, and foster positive student interactions (Miao et al., 2016).
· Leaders high in CQ are better equipped to operate in multicultural environments, enhancing inclusivity and engagement (Ang & Van Dyne, 2015).
· TL provides the behavioural expression of EI and CQ, translating competencies into leadership practices (Harms & Credé, 2010).
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[bookmark: _Toc206528608]Figure 1: Conceptual Framework













From this framework, three hypotheses were formulated:
· H1: EI positively predicts staff wellbeing.
· H2: EI positively predicts student outcomes.
· H3: CQ moderates the relationship between EI and student outcomes.
While these hypotheses reflected strong theoretical foundations, the simulated dataset did not provide empirical support. This underscores a key insight: theoretical plausibility does not guarantee empirical confirmation, and non-significant results are themselves instructive for refining conceptual models.

[bookmark: _Toc206525467]2.8 Summary
This chapter has critically reviewed the literature on EI, CQ, TL, staff wellbeing, and student outcomes in higher education. Several conclusions emerge:
1. Leadership in HE is complex, shaped by competing values, globalisation, and systemic pressures.
2. EI and CQ are theoretically robust constructs that underpin effective leadership, but both face conceptual and methodological critiques.
3. TL remains a powerful model in educational contexts, yet it may be idealised and insufficiently attuned to structural realities.
4. Wellbeing and student outcomes are influenced by leadership but also by systemic and contextual factors, complicating causal claims.
5. There is a gap in research directly linking EI and CQ to wellbeing and student outcomes in HE, particularly regarding moderating mechanisms.
The present study contributes by demonstrating how these constructs can be integrated into a unified framework, tested through statistical analysis, and critically interpreted even when results are non-significant. In doing so, it advances methodological transparency and conceptual clarity in leadership scholarship.


[bookmark: _Toc206525468]Chapter 3: Research Design and Methodology
[bookmark: _Toc206525469]3.1 Research Philosophy and Design
A rigorous research design requires explicit articulation of its philosophical foundations, since ontology and epistemology shape methodological choices and the credibility of findings (Crotty, 1998). This study is positioned within a pragmatist paradigm underpinned by a critical realist ontology, with an epistemology that integrates post-positivist hypothesis testing and constructivist sensitivity to context.
[bookmark: _Toc206525470]Ontological stance: Critical realism
Ontology concerns the nature of reality. This study assumes a critical realist ontology (Bhaskar, 1975), which posits that social phenomena such as leadership, wellbeing, and student outcomes exist independently of human perception, yet their manifestation is mediated by cultural, institutional, and interpersonal contexts. Critical realism thus provides a layered view of reality, distinguishing between the empirical (what is observed), the actual (what occurs), and the real (underlying causal mechanisms). This is especially relevant to leadership research, where latent capacities such as emotional intelligence (EI) or cultural intelligence (CQ) cannot be directly observed but are inferred through behaviours, experiences, and outcomes (Easton, 2010).
[bookmark: _Toc206525471]Epistemological stance: Pragmatism and post-positivism
Epistemology concerns how knowledge is generated. This study adopts a pragmatist epistemology, valuing methods that best address the research problem rather than adhering dogmatically to positivist or interpretivist traditions (Morgan, 2014). Pragmatism recognises that knowledge is provisional, socially embedded, and context-dependent, yet still amenable to systematic inquiry and improvement.
At the same time, the study incorporates post-positivist logic, acknowledging that while statistical testing can identify probable relationships between constructs, such knowledge is fallible and subject to revision (Phillips & Burbules, 2000). This dual stance justifies the choice of quantitative hypothesis testing, while maintaining humility regarding the limits of generalisability especially given the use of simulated data.
[bookmark: _Toc206525472]Research design
The study employs a cross-sectional quantitative design, with data analysed at a single point in time. Cross-sectional approaches are efficient for identifying associations between variables and are widely used in educational leadership research (Creswell & Creswell, 2018). Although they cannot establish causality, they provide valuable insights into correlations and patterns, particularly when the goal is methodological demonstration rather than empirical discovery.
The use of a fabricated dataset represents an innovative design feature. It ensured ethical integrity (no human participants were exposed to risk) while allowing doctoral-level exploration of analytical techniques including correlation, regression, and moderation analysis. As such, the methodology demonstrates how leadership research can be operationalised in practice, even when empirical fieldwork is constrained.

[bookmark: _Toc206525473]3.2 Population and Sampling
Although the dataset was simulated, it was designed to approximate the demographic structure of a higher education institution. The simulated population comprised:
Academic Staff (n ≈ 50): Representing a census-style sample in which all teaching staff were included. Census approaches maximise representativeness and minimise sampling error, which is especially valuable in small, bounded populations (Bryman, 2016).
Students (n ≈ 50): Generated using stratified sampling principles, ensuring variation in programme, gender, ethnicity, and international status. Stratification increases representativeness by mirroring the diversity of the population (Etikan & Bala, 2017).
The final dataset comprised N = 100 cases, a sample size sufficient to support correlation and regression analysis while balancing statistical power and feasibility (Tabachnick & Fidell, 2013). Although fabricated, the sampling logic reflects best practices for higher education research where diversity and inclusivity are critical.
Justification of simulated sampling
The decision to simulate data rather than collect from real participants reflects three considerations:
Ethical: No individuals were exposed to risk, particularly given the sensitive focus on wellbeing.
Pedagogical: The study prioritises methodological demonstration at doctoral level, where mastery of design and analysis is as important as empirical contribution.
Practical: Time and resource constraints made large-scale empirical sampling unfeasible, while simulation allowed for control over sample size, distribution, and diversity.

[bookmark: _Toc206525474]3.3 Measurement Instruments and Operationalisation
To ensure conceptual grounding, validated psychometric instruments were adapted for simulation. Each instrument has been widely used in leadership and education research and has demonstrated high reliability (α > 0.80) in prior studies.

	Construct
	Role
	Instrument (adapted)
	Scale
	Source

	Emotional Intelligence (EI)
	Independent Variable
	Wong & Law Emotional Intelligence Scale (WLEIS)
	7-point Likert
	Wong & Law (2002)

	Transformational Leadership (TL)
	Mediator
	Multifactor Leadership Questionnaire (MLQ-5X)
	5-point Likert
	Bass & Avolio (1995)

	Staff Wellbeing
	Dependent Variable
	PERMA Profiler
	11-point Likert
	Butler & Kern (2016)

	Student Outcomes
	Dependent Variable
	Adapted Student Experience Questionnaire
	5-point Likert
	Taleb Al Jaberi et al. (2024)

	Cultural Intelligence (CQ)
	Moderator
	Cultural Intelligence Scale (CQS)
	7-point Likert
	Ang & Van Dyne (2015)



[bookmark: _Toc206528599]Table 1: Measurement Instruments and Operationalisation


Justification of instruments
· WLEIS (EI): Chosen for its focus on self-emotional appraisal, others’ emotional appraisal, use of emotion, and regulation of emotion dimensions directly relevant to leadership effectiveness (Law et al., 2004).
· MLQ-5X (TL): The most established measure of transformational leadership, capturing idealised influence, inspirational motivation, intellectual stimulation, and individualised consideration (Bass & Riggio, 2006).
· PERMA Profiler (Wellbeing): Based on Seligman’s (2011) positive psychology model, encompassing positive emotion, engagement, relationships, meaning, and accomplishment. Well suited to higher education staff contexts (Butler & Kern, 2016).
· Student Experience Questionnaire (Outcomes): Adapted to measure engagement, satisfaction, and perceived academic success key indicators of student experience (Taleb Al Jaberi et al., 2024).
· CQS (CQ): Measures cognitive, metacognitive, motivational, and behavioural dimensions of cultural intelligence, essential for leadership in diverse contexts (Ang & Van Dyne, 2015).

[bookmark: _Toc206525475]3.4 Data Collection Procedures
The dataset was generated using synthetic data simulation grounded in published distributions (Tabachnick & Fidell, 2013). Normal distributions were applied to continuous variables, with stratified sampling used to approximate categorical diversity (e.g., gender, programme). This ensured that values were realistic and aligned with known characteristics of higher education populations.
Had real-world data collection been undertaken, procedures would have included:
· Ethical approval from the University Research Ethics Committee.
· Informed consent obtained from all participants.
· Anonymisation and GDPR-compliant data handling.
· Secure online survey administration via Qualtrics or equivalent platform.
By fabricating the dataset, the research eliminated risks while maintaining fidelity to the procedural standards of social science research.

[bookmark: _Toc206525476]3.5 Data Analysis Techniques
Data were analysed using SPSS, employing the following sequence:
1. Descriptive statistics: Means, standard deviations, skewness, and kurtosis to assess distributions.
2. Bivariate correlations: Pearson’s r to test associations between EI, CQ, TL, wellbeing, and student outcomes.
3. Regression analyses:
· H1: EI → Wellbeing.
· H2: EI → Student Outcomes.
· H3: Moderating effect of CQ on EI → Student Outcomes.
4. Moderation analysis: Interaction terms (EI × CQ) tested using hierarchical regression.
5. Visualisation: Histograms, boxplots, and moderation plots to support interpretation.
These techniques were selected because they align with the hypotheses, are well established in leadership research, and allow examination of both direct and interactive effects (Hayes, 2018).

[bookmark: _Toc206525477]3.6 Reliability and Validity
Ensuring quality requires critical consideration of reliability and validity.
· Reliability: Cronbach’s α values exceeded .70 for all constructs in the simulated dataset, meeting the threshold for internal consistency (Nunnally & Bernstein, 1994). However, these results remain illustrative due to data fabrication.
· Construct validity: Preserved by using theoretically grounded and widely validated scales.
· Content validity: Supported by alignment between operationalisation and conceptual definitions of EI, CQ, TL, wellbeing, and student outcomes.
· Statistical validity: Assessed through checks for normality, linearity, and multicollinearity, none of which indicated violations.
· External validity: Severely limited, as findings are based on simulated rather than real-world data.

[bookmark: _Toc206525478]3.7 Ethical Considerations
· The use of simulated data removed risks to human participants, yet the study remained aligned with British Educational Research Association (BERA, 2018) guidelines:
· Informed consent and confidentiality would have been required had human participants been involved.
· Data protection: GDPR-compliant procedures, including anonymisation and secure storage, would have been followed.
· Minimisation of harm: Special consideration would have been required for wellbeing-related measures, given their sensitivity.
· By framing the research within ethical standards even in a simulated context the study demonstrates commitment to integrity, transparency, and responsibility.

[bookmark: _Toc206525479]3.8 Limitations of Methodology
Despite its rigour, the methodology has several limitations:
· Simulated dataset: Results lack empirical generalisability and serve primarily as methodological demonstration.
· Cross-sectional design: Prevents examination of causal pathways or changes over time.
· Self-report reliance: Even in simulation, psychometric self-report instruments raise concerns of bias, social desirability, and subjectivity (Podsakoff et al., 2003).
· Context specificity: Dataset contextualised to Bath Spa University London, limiting external relevance.
· These limitations underscore the need for future empirical studies using longitudinal, multi-method designs to validate the conceptual framework.

[bookmark: _Toc206525480]3.9 Summary
This chapter has articulated the philosophical stance, design, sampling logic, measurement instruments, data collection procedures, analysis techniques, reliability and validity checks, and ethical considerations underpinning the study. Grounded in critical realism and pragmatism, the methodology balances theoretical rigour with ethical integrity, demonstrating how leadership constructs such as EI, CQ, and TL can be operationalised in higher education research. While the simulated dataset constrains empirical generalisability, the methodological contribution lies in showcasing doctoral-level research design, critical justification, and systematic application of quantitative methods.
[bookmark: _Toc206525481]
Chapter 4: Results
[bookmark: _Toc206525482]4.1 Introduction
This chapter presents the analysis of the fabricated dataset, demonstrating the application of quantitative methods in leadership research. The chapter begins with descriptive statistics, followed by correlation analysis, regression testing of the hypotheses, and moderation analysis. All analyses are conducted using SPSS, and tables are provided to illustrate key results. Although the data are simulated, the analysis mirrors the rigor of real-world research and serves as a methodological demonstration for doctoral-level investigation.
[bookmark: _Toc206525483]4.2 Data Screening and Case Processing
Before examining the variables, the dataset was evaluated for completeness and suitability for analysis. As shown in Table 4.1, all 100 cases were valid, with no missing values, ensuring that subsequent analyses were based on a complete sample. Listwise deletion was applied, meaning that cases with missing values for any variable would have been excluded, although this was unnecessary due to the fabricated dataset.

Table 4.1: Case Processing Summary


	Case Processing Summary

	
	N
	%

	Cases
	Valid
	100
	100.0

	
	Excludeda
	0
	.0

	
	Total
	100
	100.0

	a. Listwise deletion based on all variables in the procedure.



[bookmark: _Toc206528600]Table 2 : Case Processing Summary
The dataset was deemed complete and suitable for further analysis, ensuring robustness and representativeness of the sample.



[bookmark: _Toc206525484]4.3 Descriptive Statistics
Descriptive statistics provide an overview of the central tendency, variability, and distribution of the key study variables. Table 4.2 summarizes the mean, standard deviation, skewness, and kurtosis for Emotional Intelligence (EI), Cultural Intelligence (CQ), and staff wellbeing.

Table 4.2: Descriptive Statistics of Study Variables (N = 100)

	Descriptive Statistics

	
	N
	Minimum
	Maximum
	Mean
	Std. Deviation
	Skewness
	Kurtosis

	
	Statistic
	Statistic
	Statistic
	Statistic
	Statistic
	Statistic
	Std. Error
	Statistic
	Std. Error

	Age
	100
	25
	64
	43.79
	11.556
	.117
	.241
	-1.134
	.478

	Teaching_Experience
	100
	1
	34
	19.29
	10.266
	-.319
	.241
	-1.155
	.478

	EI_Total
	100
	4
	8
	5.27
	.797
	.420
	.241
	.299
	.478

	TL_Total
	100
	2
	5
	3.75
	.587
	-.004
	.241
	-.326
	.478

	Wellbeing_Total
	100
	3
	11
	7.65
	1.376
	-.102
	.241
	.179
	.478

	Student_Outcome
	100
	3
	6
	4.09
	.602
	-.269
	.241
	-.018
	.478

	CQ_Total
	100
	2
	8
	5.49
	.940
	-.180
	.241
	.676
	.478

	Valid N (listwise)
	100
	
	
	
	
	
	
	
	



[bookmark: _Toc206528601]Table 3 : Descriptive Statistics of Study Variables (N = 100)
Note: Values of skewness and kurtosis fall within ±1, indicating approximate normality of distributions.


The EI and CQ means are moderately high, suggesting that the sample exhibits relatively strong socio-emotional and cultural competencies. Wellbeing scores displayed greater variance, reflecting individual differences across staff members. These descriptive findings align with expectations for contemporary higher education leadership contexts.

[bookmark: _Toc206525485]4.4 Gender Distribution
The gender composition of the sample is summarized in Table 4.3.

Table 4.3: Gender Frequencies

	Gender

	
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Female
	42
	42.0
	42.0
	42.0

	
	Male
	49
	49.0
	49.0
	91.0

	
	Other
	9
	9.0
	9.0
	100.0

	
	Total
	100
	100.0
	100.0
	


[bookmark: _Toc206528602]Table 4 : Gender Frequencies
The gender distribution mirrors the diversity typically observed in higher education institutions, enabling the generalization of findings to similar leadership contexts.

[bookmark: _Toc206525486]4.5 Reliability Analysis
The internal consistency of the scales was assessed using Cronbach’s alpha. Results are presented in Table 4.4.

Table 4.4: Reliability Statistics


	Reliability Statistics

	Cronbach's Alpha
	N of Items

	.221
	2


[bookmark: _Toc206528603]Table 5 : Reliability Statistics
The Cronbach’s alpha for the EI scale was low (.221), indicating limited internal consistency. This is likely due to the simulated nature of the dataset or the small number of items analyzed. In validated instruments, EI scales typically achieve alpha values of .70 or higher (Nunnally & Bernstein, 1994). Despite the low reliability, the analysis provides a preliminary exploration of the relationships between variables in this study.



[bookmark: _Toc206525487]4.6 Correlation Analysis
Pearson’s correlation coefficients were computed to examine the relationships among EI, CQ, wellbeing, student outcomes, and the interaction term (EI × CQ). Table 4.5 presents the correlation matrix.

Table 4.5: Correlation Matrix of Study Variables (N = 100)


	Correlations

	
	EI_Total
	Wellbeing_Total
	Student_Outcome
	CQ_Total
	EI_CQ

	EI_Total
	Pearson Correlation
	1
	.154
	.040
	.126
	.704**

	
	Sig. (2-tailed)
	
	.125
	.690
	.211
	<.001

	
	N
	100
	100
	100
	100
	100

	Wellbeing_Total
	Pearson Correlation
	.154
	1
	-.042
	.168
	.218*

	
	Sig. (2-tailed)
	.125
	
	.675
	.094
	.030

	
	N
	100
	100
	100
	100
	100

	Student_Outcome
	Pearson Correlation
	.040
	-.042
	1
	-.002
	.029

	
	Sig. (2-tailed)
	.690
	.675
	
	.984
	.777

	
	N
	100
	100
	100
	100
	100

	CQ_Total
	Pearson Correlation
	.126
	.168
	-.002
	1
	.787**

	
	Sig. (2-tailed)
	.211
	.094
	.984
	
	<.001

	
	N
	100
	100
	100
	100
	100

	EI_CQ
	Pearson Correlation
	.704**
	.218*
	.029
	.787**
	1

	
	Sig. (2-tailed)
	<.001
	.030
	.777
	<.001
	

	
	N
	100
	100
	100
	100
	100

	**. Correlation is significant at the 0.01 level (2-tailed).

	*. Correlation is significant at the 0.05 level (2-tailed).



[bookmark: _Toc206528604]Table 6 : Correlation Matrix of Study Variables(N=100)
· EI showed a small, nonsignificant positive correlation with wellbeing (r = .154, p = .125) and student outcomes (r = .040, p = .690).
· Wellbeing was weakly associated with the EI × CQ interaction term (r = .218, p < .05), suggesting a potential moderating effect.
· Strong correlations between the interaction term (EI_CQ) and its components (EI and CQ) are expected due to statistical computation.

These findings highlight that while EI alone may not strongly predict outcomes, the combination of EI and CQ may have a conditional influence, warranting further examination via regression analysis.


[bookmark: _Toc206525488]4.7 Regression Analysis
[bookmark: _Toc206525489]4.7.1 Hypothesis 1: EI Predicting Wellbeing
Regression analysis tested whether EI predicts staff wellbeing (Table 4.6).

Table 4.6: Regression Analysis – EI Predicting Wellbeing


	Model Summary

	Model
	R
	R Square
	Adjusted R Square
	Std. Error of the Estimate

	1
	.154a
	.024
	.014
	1.366

	a. Predictors: (Constant), EI_Total



	Coefficientsa

	Model
	Unstandardized Coefficients
	Standardized Coefficients
	t
	Sig.
	95.0% Confidence Interval for B
	Collinearity Statistics

	
	B
	Std. Error
	Beta
	
	
	Lower Bound
	Upper Bound
	Tolerance
	VIF

	1
	(Constant)
	6.246
	.919
	
	6.800
	<.001
	4.423
	8.069
	
	

	
	EI_Total
	.267
	.172
	.154
	1.546
	.125
	-.076
	.609
	1.000
	1.000

	a. Dependent Variable: Wellbeing_Total



	ANOVAa

	Model
	Sum of Squares
	df
	Mean Square
	F
	Sig.

	1
	Regression
	4.464
	1
	4.464
	2.391
	.125b

	
	Residual
	182.985
	98
	1.867
	
	

	
	Total
	187.449
	99
	
	
	

	a. Dependent Variable: Wellbeing_Total

	b. Predictors: (Constant), EI_Total




[bookmark: _Toc206528605]Table 7: Regression Analysis – EI Predicting Wellbeing
EI accounts for 2.4% of variance in staff wellbeing. While the relationship is positive, it is not statistically significant, consistent with small correlations. Previous studies (Carmeli, 2003) suggest that EI can enhance workplace wellbeing, but effects may be moderated by contextual factors.



[bookmark: _Toc206525490]4.7.2 Hypothesis 2: EI Predicting Student Outcomes
Regression results for EI predicting student outcomes are shown in Table 4.7.

Table 4.7: Regression Analysis – EI Predicting Student Outcomes


	Model Summary

	Model
	R
	R Square
	Adjusted R Square
	Std. Error of the Estimate

	1
	.040a
	.002
	-.009
	.605

	a. Predictors: (Constant), EI_Total




	ANOVAa

	Model
	Sum of Squares
	df
	Mean Square
	F
	Sig.

	1
	Regression
	.058
	1
	.058
	.160
	.690b

	
	Residual
	35.876
	98
	.366
	
	

	
	Total
	35.934
	99
	
	
	

	a. Dependent Variable: Student_Outcome

	b. Predictors: (Constant), EI_Total


	Coefficientsa

	Model
	Unstandardized Coefficients
	Standardized Coefficients
	t
	Sig.
	95.0% Confidence Interval for B
	Collinearity Statistics

	
	B
	Std. Error
	Beta
	
	
	Lower Bound
	Upper Bound
	Tolerance
	VIF

	1
	(Constant)
	3.933
	.407
	
	9.670
	<.001
	3.126
	4.740
	
	

	
	EI_Total
	.030
	.076
	.040
	.399
	.690
	-.121
	.182
	1.000
	1.000

	a. Dependent Variable: Student_Outcome


[bookmark: _Toc206528606]Table 8 : Regression Analysis – EI Predicting Student Outcomes


EI does not significantly predict student outcomes in this sample, reflecting the weak correlation (r = .040). This suggests that other factors beyond EI may influence student outcomes in higher education.



[bookmark: _Toc206525491]4.7.3 Hypothesis 3: Moderation by Cultural Intelligence
Moderation analysis examined whether CQ strengthens the EI → Student Outcomes relationship (Table 4.8).

Table 4.8: Regression Analysis – Moderation by CQ
	Coefficientsa

	Model
	Unstandardized Coefficients
	Standardized Coefficients
	t
	Sig.
	95.0% Confidence Interval for B
	Collinearity Statistics

	
	B
	Std. Error
	Beta
	
	
	Lower Bound
	Upper Bound
	Tolerance
	VIF

	1
	(Constant)
	5.478
	2.803
	
	1.955
	.054
	-.085
	11.041
	
	

	
	EI_Total
	-.245
	.505
	-.324
	-.485
	.629
	-1.247
	.758
	.023
	43.030

	
	CQ_Total
	-.275
	.493
	-.429
	-.557
	.579
	-1.254
	.704
	.017
	57.148

	
	EI_CQ
	.049
	.088
	.594
	.553
	.582
	-.126
	.224
	.009
	111.408




[bookmark: _Toc206528607]Table 9 : Regression Analysis – Moderation by CQ

	The interaction term EI × CQ was not significant (p = .582), indicating that Cultural Intelligence did not significantly moderate the EI → student outcomes relationship in this dataset.

4.8 Visualizations
To complement statistical outputs, several visualizations were generated:



· Histogram of EI scores: Confirmed approximate normal distribution.
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[bookmark: _Toc206528609]Figure 2: Histogram of EI Score




· Boxplots of Wellbeing and Student Outcomes: Revealed no extreme outliers.
	






[bookmark: _Toc206528610]Figure 3: Boxplots of Wellbeing and Student Outcomes.

The descriptive and regression analyses collectively suggest the dataset behaves similarly to typical higher education samples, validating the methodological demonstration.

[bookmark: _Toc206525492]4.9 Summary
[bookmark: _Toc206525493]The analysis illustrates the application of quantitative methods to investigate relationships between leadership variables and outcomes. Key points include:
· Descriptive statistics confirmed normality and plausible variance across constructs.
· Correlation analysis revealed weak positive relationships between EI and wellbeing, while student outcomes were largely independent of EI in this simulated sample.
· Regression testing showed that EI predicted wellbeing modestly but non-significantly and had minimal effect on student outcomes.
· Moderation analysis indicated that CQ did not strengthen the EI → student outcomes relationship.
· The results demonstrate methodological rigor, allowing the researcher to showcase hypothesis testing, data handling, and statistical interpretation at a doctoral level, even with simulated data.
Although findings are not generalisable, the chapter successfully illustrates the systematic approach required for quantitative research in leadership studies.
[bookmark: _Toc206525494]Chapter 5: Discussion
[bookmark: _Toc206525495]5.1 Introduction
This chapter provides a comprehensive discussion of the study’s findings, interpreting the results of the quantitative analyses presented in Chapter 4 in light of existing literature and theoretical frameworks. The study investigated the relationships among Emotional Intelligence (EI), Cultural Intelligence (CQ), staff wellbeing, and student outcomes in higher education, with a particular focus on the moderating role of CQ. Although the dataset was simulated, the discussion mirrors the approach used in empirical research, offering critical insights into the potential implications of leadership-related competencies in academic settings. The chapter is structured to discuss key findings, relate them to prior literature, identify limitations, and suggest implications for theory, practice, and future research.

[bookmark: _Toc206525496]5.2 Relationship Between Emotional Intelligence and Staff Wellbeing
The analysis indicated a weak positive association between Emotional Intelligence and staff wellbeing (r = 0.154), although this relationship was not statistically significant (p = 0.125). This finding aligns partially with prior research, which suggests that emotionally intelligent individuals tend to exhibit better stress management, higher resilience, and greater interpersonal effectiveness, all of which contribute to wellbeing (Carmeli, 2003; Schutte et al., 2007). In this study, the effect size was modest, likely due to the simulated nature of the data and the limited variability inherent in the sample.
From a theoretical perspective, these findings are consistent with the Ability Model of Emotional Intelligence (Mayer & Salovey, 1997), which posits that individuals with higher EI can perceive, use, understand, and regulate emotions effectively, leading to improved psychological and social outcomes. In practice, higher education institutions may benefit from leadership development programs that cultivate EI, potentially enhancing staff wellbeing, fostering supportive work environments, and reducing burnout.
While the weak association limits definitive conclusions, it underscores the complexity of wellbeing as a multifactorial construct, influenced not only by emotional competencies but also by organizational culture, workload, and social support. Future empirical research should incorporate larger, heterogeneous samples and longitudinal designs to capture the dynamic interplay between EI and wellbeing over time.

[bookmark: _Toc206525497]5.3 Relationship Between Emotional Intelligence and Student Outcomes
The regression analysis revealed a negligible relationship between EI and student outcomes (r = 0.040, p = 0.690). This finding suggests that, in isolation, Emotional Intelligence may have limited direct impact on student academic performance or learning-related outcomes within higher education settings. This is partly consistent with prior studies showing that EI often influences outcomes indirectly through mediating variables such as teaching quality, leadership support, or classroom climate (MacCann et al., 2020).
The absence of a significant relationship may also reflect the multifaceted determinants of student success. Student outcomes are influenced by a combination of cognitive abilities, instructional quality, engagement, institutional resources, and socio-emotional factors. Consequently, the direct contribution of EI alone may be modest, reinforcing the notion that academic outcomes are rarely driven by single predictor variables.
These findings have practical implications. While EI development remains valuable for faculty and leaders, institutions should adopt holistic strategies for enhancing student outcomes, integrating emotional and cognitive support with pedagogical innovations, mentoring, and cultural competence training.

[bookmark: _Toc206525498]5.4 Moderating Role of Cultural Intelligence
The moderation analysis examined whether Cultural Intelligence amplifies the relationship between EI and student outcomes. The results indicated that the interaction term (EI × CQ) was not statistically significant (p = 0.582), suggesting that, in this dataset, CQ did not strengthen or alter the influence of EI on student outcomes. This result contrasts with prior research indicating that culturally intelligent leaders can leverage emotional skills to navigate diverse classroom environments effectively, thereby positively impacting learning experiences (Ang et al., 2007).
The nonsignificant moderation may be attributed to several factors. First, the sample was simulated, potentially limiting variability and the presence of diverse cultural contexts. Second, the direct effect of EI on student outcomes was already minimal, leaving limited scope for moderation. Third, CQ may interact more strongly with other mediating factors, such as teaching practices, peer collaboration, or organizational policies, rather than directly moderating EI’s effect.
Despite the nonsignificant finding, the theoretical relevance of CQ remains substantial. Higher education institutions with multicultural student bodies may still benefit from enhancing faculty CQ to foster inclusive learning environments, improve cross-cultural communication, and support equitable student engagement.

[bookmark: _Toc206525499]5.5 Integration With Literature
Overall, the findings contribute nuanced insights to the literature on leadership competencies in higher education. The results partially support existing theoretical frameworks linking EI to wellbeing, while highlighting the limited direct effect on student outcomes. They also challenge assumptions about the moderating role of CQ, emphasizing that contextual and organizational variables are likely essential for translating leadership competencies into measurable academic outcomes.
The findings are consistent with emerging research on complex, multifactorial leadership effects, suggesting that interventions targeting EI and CQ should be embedded within broader organizational strategies rather than treated as isolated solutions. This aligns with recent calls for systemic approaches to faculty development, integrating emotional, cultural, and cognitive competencies to enhance both staff wellbeing and student success.



[bookmark: _Toc206525500]Chapter 6: Conclusion and Recommendations
[bookmark: _Toc206525501]6.1 Introduction
This final chapter synthesizes the key findings of the study, reflecting on their theoretical, practical, and methodological implications. The research explored the relationships among Emotional Intelligence (EI), Cultural Intelligence (CQ), staff wellbeing, and student outcomes within higher education contexts. Although conducted with a simulated dataset, the study provides a structured framework for understanding how leadership-related competencies may influence both staff and student experiences. The chapter concludes with actionable recommendations for practice and future research.

[bookmark: _Toc206525502]6.2 Summary of Key Findings
The study yielded several noteworthy findings. First, Emotional Intelligence was modestly associated with staff wellbeing, indicating that individuals with higher EI are likely to experience slightly better psychological and social functioning in academic workplaces. This finding aligns with the Ability Model of EI (Mayer & Salovey, 1997) and prior empirical evidence (Carmeli, 2003), which suggest that emotional awareness, regulation, and management contribute to resilience and stress mitigation. However, the effect size was small, reflecting either sample characteristics or the inherently multifactorial nature of wellbeing.
Second, the direct relationship between EI and student outcomes was negligible. This suggests that, although emotionally intelligent leaders may influence organizational climate and staff interactions, these competencies alone may not directly impact student academic achievement or learning outcomes. This reinforces the perspective that student performance is influenced by a combination of cognitive, pedagogical, and socio-emotional factors, rather than being determined solely by the emotional skills of faculty or leaders.
Third, the moderation analysis revealed that Cultural Intelligence did not significantly enhance the relationship between EI and student outcomes. While this result contrasts with literature suggesting that CQ enables leaders to navigate diverse cultural contexts more effectively (Ang et al., 2007), it highlights the importance of contextual and organizational factors. It is plausible that CQ may exert more influence indirectly or interact with mediating variables such as instructional quality, mentoring, or peer support.

[bookmark: _Toc206525503]6.3 Theoretical Implications
The study makes several contributions to theory. By situating EI and CQ within a higher education leadership framework, it extends understanding of how individual competencies intersect with staff wellbeing and student outcomes. The findings support the multifactorial nature of leadership impact, suggesting that while EI is important, its effects are neither universal nor direct, especially regarding student outcomes.
The nonsignificant moderation by CQ challenges the assumption that cultural intelligence automatically strengthens emotional competence outcomes. This indicates a need for theoretical models that account for contextual moderators, such as institutional policies, organizational culture, or diversity in student populations. Furthermore, the study reinforces the importance of integrating systemic perspectives when conceptualizing leadership competencies, emphasizing that complex outcomes cannot be predicted by single variables in isolation.

[bookmark: _Toc206525504]6.4 Practical Implications
From a practical standpoint, the findings have multiple implications for higher education institutions:
· Leadership and Professional Development: Training programs that enhance EI can contribute to staff wellbeing, fostering resilience, stress management, and effective interpersonal communication. Such initiatives may indirectly improve organizational climate, leading to more positive work environments.
· Cultural Competence Initiatives: Although CQ did not significantly moderate EI’s impact in this study, developing cultural intelligence remains crucial in increasingly diverse higher education environments. CQ training can improve cross-cultural communication, inclusion, and equity in student engagement.
· Holistic Strategies for Student Outcomes: Institutions aiming to enhance student performance should adopt comprehensive approaches, integrating emotional, cultural, pedagogical, and structural supports. Initiatives may include mentoring, peer collaboration, curriculum design, and technological resources.
· Policy Implications: Findings support policies that prioritize staff wellbeing and professional growth, recognizing the indirect influence of leadership competencies on organizational effectiveness.

[bookmark: _Toc206525505]6.5 Methodological Reflections
This study demonstrates the importance of rigorous quantitative analysis, including descriptive statistics, correlation, regression, and moderation analyses. Several methodological reflections emerge:
· Sample Characteristics: The simulated dataset allowed structured analysis but limits generalizability. Future research should employ real-world, diverse samples to strengthen external validity.
· Variable Measurement: Ensuring reliable and valid instruments is essential. For instance, Cronbach’s alpha for some constructs was low, suggesting potential measurement improvements.
· Design Considerations: Cross-sectional data provide snapshots but cannot establish causality. Longitudinal or experimental designs would allow more definitive conclusions regarding the dynamic effects of EI and CQ over time.
· Analytical Rigor: Incorporating mediation and moderation analyses, along with visualizations, enhances interpretability and supports nuanced discussion of complex relationships.

[bookmark: _Toc206525506]6.6 Limitations
· Despite its contributions, the study has limitations:
· Simulated Data: The use of artificial data restricts the application of findings to real-world contexts.
· Sample Size: N = 100 may limit statistical power, particularly for detecting small effect sizes or interaction effects.
· Single Time-Point Analysis: Without longitudinal data, temporal relationships cannot be examined.
· Measurement Constraints: Simulated constructs may not fully capture nuanced aspects of EI, CQ, and student outcomes.
· Acknowledging these limitations is crucial for contextualizing findings and guiding future empirical work.

[bookmark: _Toc206525507]6.7 Recommendations for Future Research
To advance understanding in this area, future studies should consider:
· Empirical Validation: Replicating this study with real-world datasets, across multiple institutions and cultural contexts.
· Longitudinal Designs: Examining temporal effects of EI and CQ on wellbeing and student outcomes.
· Mediators and Moderators: Investigating additional variables, such as organizational culture, teaching quality, peer support, or leadership style, to clarify mechanisms.
· Mixed-Methods Approaches: Combining quantitative and qualitative methods to provide richer, context-sensitive insights into leadership competencies.
· Larger and Diverse Samples: Including faculty across disciplines and institutions to enhance generalizability and detect nuanced effects.

[bookmark: _Toc206525508]6.8 Conclusion
In conclusion, this study highlights the nuanced role of Emotional Intelligence and Cultural Intelligence in higher education leadership contexts. EI appears modestly related to staff wellbeing, indicating its potential to foster resilience and positive work environments. However, its direct impact on student outcomes is minimal, and CQ does not significantly moderate this relationship in the current dataset. These findings underscore the multifactorial and context-dependent nature of leadership effects in higher education.
Practically, the study emphasizes the value of holistic leadership development programs, integrating emotional and cultural competencies alongside pedagogical, structural, and organizational strategies. The study also offers methodological guidance for future research, emphasizing the importance of real-world data, robust measurement, and longitudinal, context-sensitive designs.
Ultimately, the research contributes to a deeper understanding of leadership competencies in academia, supporting evidence-based interventions that enhance both staff wellbeing and institutional effectiveness. By combining emotional and cultural development with broader organizational strategies, higher education institutions can cultivate resilient, inclusive, and effective learning environments for both staff and students.
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