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The study designed and validated a leadership
training program prototype for African American women
by examining role modeling and self-efficacy
constructs using the direct instruction model. This
study was the first to engage federal senior executive
service (SES) African American women members in
examining leadership skills and competencies. These
women also assessed the intrinsic and extrinsic value
of fourteen managerial behavior skills.

A modified educational research and development
methodology consisting of three phases outlined by
Borg and Gall (1989) was used. Phase One included two
major activities: (a) needs assessment and (b) design
of the prototype workshop. As part of the needs
assessment  process, a survey-guestionnaire was
developed which integrated competencies from two

studies in the literature. Those results were used



to: (a) determine the prototype workshop topic, and
(b) examine the fourteen managerial behavior skills.

Fifty-four African American women in the SES
Completed the needs assessment survey-questionnaire
and three of them served as project role models. The
Project role models were interviewed during a video-
taped focus-group session. The prototype workshop, a
day-long session on "planning and organizing" based on
the direct instruction model, was also designed under
this phase. A preliminary field-test of the prototype
WOorkshop was conducted under Phase Two.

The revised prototype workshop was subjected to
a main field-test under Phase Three. Twenty-four
African American women at the GS-7 through GS-13 grade
levels employed in a federal executive branch agency
participated in the main field-test. An independent
observer served throughout the study, but was not a
participant.

A variety of measurements were used to gather
data: needs assessment survey-guestionnaire; project

role model focus-group interview session; pretest-

posttest; prototype workshop evaluation form;
interview—questionnaire; an independent observer's

evaluation-questionnaire and clinical notes; and post-

workshop assignment. The one-group, pretest-posttest



experimental design was employed because no studies
existed which examined African American women's
leadership training using the direct instruction
model. It  was therefore hypothesized that
distribution of scores on the pretest and posttest
measuring "planning and organizing" would differ in
their mean at the p<.05 level. A Wilcoxon Matched-
Pairs test was conducted.

Findings show that the model of African American
women's leadership as defined by the cluster sampling
group embraced transformational leadership attributes.
Consistent with the literature was the perception by
the project role models that having fewer African
American women role models in the workplace affects
their leadership development. The needs assessment
participants rated the fourteen managerial behavior
skills in terms of their 1level of intrinsic and
extrinsic value. "Dealing with racism" held the
highest level of intrinsic value. But, unlike other
studies, the skill "dealing with sexism” held the
lowest level of intrinsic wvalue and was rated the
least important managerial behavior skill for
leadership development. The skill "problem-solving”
held high extrinsic value and "supporting” held low
extrinsic value. "Planning and organizing" was rated

the most important skill for leadership development



while '"dealing with sexism" was rated the least
important. Finally, scores on the posttest were
higher than scores on the pretest. The Wilcoxon
Matched-Pairs test results show that pretest-posttest
mean scores differed at the p<.056 level. The
hypothesis was retained, suggesting usefulness of the
direct instruction model for developing the prototype

workshop.
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CHAPTER T
Intrecduction

Sexual and racial separatism have directly
impacted upon the advancement of African American
women to leadership positions. When discussing the
dilemmas of black females in leadership, Dumas (1979)
(cited 1in Rodgers-Rose, 1980) stated '"the full
leadership potential of black females throughout their
history in this country has remained a relatively
untapped =-- or at best, underutilized -- resocurce, not
only in predominantly white instituticns and
organizations, but also in black communities as well.”
She maintains that African American women have been
denied opportunities to leadership roles because they
have been "obstructed by the dynamics of racism and
sexism in the groups in which they live and work" (p.
203) .

Hocks (1991) explained that "when the civil
rights movement began in the 1950s, black women and
men again joined together to struggle for racial
equality, yet black female activists did not receive
the public acclaim awarded to black male leaders.
Sexual role patterning was as much the norm in African
American communities as in any other American
community. It was an accepted fact among black people
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that the leaders who were most revered and respected
were men" (p. 4).

Cole (1993) believed that "like racism, sexism is
an irrational leap of faith from recognizing
differences to believing that difference makes a
qualitative difference. To caomplete the parallel, the
ideclogy of female inferiority has bred attitudes,
beliefs, and behavior that pramote the subordination
and oppression of women" (p. 83).

Dumas (197%) further emphasized that reconciling
sexual and raclal differences within the workplace
strained established relationships between white and
African American women. These relationships began
during the movement tao abeclish slavery and flourished
during the years between 1880 and World War I. With
the passage of the 1%20 Women's Suffrage Amendment to
the United States Constituticm, white women's rights
activists focused their attention on obtaining for
women the right to work in various occupations.
Unfortunately, this equality for employment did not
necessarily extend to the African American woman
(Hooks, 1991).

Cole (1993) posits that "clearly sexism, like
racism, is neither genetic nor irreversible" (p. 83).
She explained that "African American women, confronted

2



with racism on the one hand and sexism on the other,
find themselves, indeed, between a rock and a hard
place. Although we have been more preoccupied with
the weight of racism, we are keenly aware of the
oppression we experience as women" (p. 86).

The assumption has been that African American
women have been benefactors of both the equal pay and
egqual rights movement. Mason (1988) and others have
argued that realistically, the economic revolution in
the United States and not the crusade for equal rights
mandates, and egalitarian approaches has weakened the
bonds between women and men regardless of race.
According to Masen (1988), "equality between the sexes
quickly breaks down into each man/woman for
himself /herself, shattering the delicate symbiotic
ties that bind men and women together. Each racial
group and sex blames the other, not understanding that
they both are caught in a larger net of social change"
(p. 23).

The complexities and nuances of this imbalance
between sexes are far more evident in the contemporary
marketplace, where much attention has been directed
toward the 1lack of access women have to senior
executive level positions. According to a U.S.
Department of Labor, Bureau of Statistics (1989)
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report, gross inequities still exist for the selection
and advancement of African American women to positions
of leadership within the workplace. Although some
gains have been made in the job market, they are not
substantial; some of these women have, however,
manac 1 to move into high-level, top-salaried jobs.

The twenty-first century mi %etplace promises
many challenging and highly technical positions in
addition to more ©opportunities for 1leadership
positions. The Hudson Institute Report, Workforce
-~~~ (-~37), projected that management and executis
level positions will grow by more than 3 million jobs
by the year 2000. Growth in the number of managerial
and management-related jobs through the year 2000
should provide increased employment opportunities for
all women who are competently prepared.

Given these projections, the need to prepare and
develop African American women for such positions seem
to replace earlier concerns about shortages of
leadership opportunities. Leadership preparedness has
been addressed by a cadre of modern African American
women leaders and expert observers. In particular,
Cole proposed in a 1985 speech that education [and
training] is the most consistent and obtainable means
for the empowerment of African American women. She
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believed that the empowerment of these women requires
the kind of education where the goal is more than the
advancement of an individual; it is an education that
moves toward <changing the conditions of our
communities, people, nation and world. The curriculum
of such an education must fully address the
complexities of African American women's lives.
African American women must be educated for
leadership.

Further, Cole (1993) believes that augmenting
such leadership training should be teachings by
African American role models. She reasons that
"positive role models encourage high self-esteen,
which is a necessary ingredient for 1learning.
Positive role models boost a student's pride and sense

of self-worth" (p. 198).

Rationale for the Study

Wome~ in Leadershi- mosi** g
The largest proportion of African American women

in management is in government service, mainly in
management-related occupations rather than 1line
executives and administrators. But, according to the
U.S. Office of Personnel Management, there have been

small increases in the number of women executives in
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the senior executive service (SES) since fiscal year
1991. Table 1 shows the number of minority SES
employees for fiscal years 1991 and 1994. Of the 119
minority SES women employees: 77 were black; 25

Hispanic; 12 Asian/Pacific Islanders; and 5 American

Indians/Alaskans. Of the 507 minority SES men
employees: 307 were black; 84 Hispanic; 66
Asian/Pacific Islanders; and 50 American
Indians/Alaskans.

Also, Table 1 shows that the largest number of
minority women employees in the SES during fiscal year
1994 were African American women. Of the 193
minority SES women employees: 127 were black; 39

Hispanic; 19 Asian/Pacific Islanders; and 8 American

Indians/Alaskans. Of the 606 minority SES men
employees: 362 were black; 105 Hispanic; 86
Asian/Pacific Islanders; and 53 American

Indians/Alaskans.

The U. S. Office of Personnel Management's (1993)
report on SES employees by race and sex, shows that
8,451 were non-minorities and 799 were minorities (see
Table 2). There were 7,350 men and 1,294 women SES
non-minority employees. There were 606 men and 193

women minority SES employees.






As it relates to the private sector, the Women's
Bureau, U. S. Department of Labor (1989) reported that
in 1988, 240,000 African American women were employed
in positions at the executive and administrative
levels. cComparatively, there were about 221,000 women

of Hispanic origin who were employed at the executive

and administrative levels. In 1986, the Bureau

conducted a survey of corporate women officers

[response rate -~ 52.4%] employed in Fortune 1000

Oorganizations and of those surveyed: 96.7% were

white; .9% African American; 1.9% Asian; and 0.5%
Native American Indian.

Leadership Training

It has been said that the United States joined
the global economy in the 1980s by shifting from an
industrial to an information society. In a time of
change, women became leaders of small and mid-size
firms. Aburc¢ 1e & Naisbitt (1992) stated that with
limited backgrounds in military and business, and few
mentors to teach leadership skills, women, in general

were thrown back to their instincts. 1In fact, they

found that women were advised to imitate male
strategies when developing leadership  skills.
According to Dickens & Dickens (1982), leadership

training programs geared for African American women
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were absent in the private sector. These authors
explained, that reports generated following the
passage of the civil rights legislation, support that
most companies hired African American professionals
because they were minimally gqualified. Prospective
employers believed that once employed, African
Americans could be trained to perform at optimum
level. Dickens & Dickens (1982) concluded that
generally speaking, industry has not found a workable
means of training and developing African Americans for
higher managerial and leadership positions.

No systematic efforts have been undertaken by the
public sector to design a training program explicitly
for African American women. In general, people in
managerial positions face a variety of challenges.
Traditional courses 1in management, leadership, and
supervision seldom do an adequate job of teaching the
skills necessary to handle these challenges

effectively (Finney & Siehl, 1985-86; Porter &

McKibbin, 1988).

Modeling Ceonstructs

Formal and informal leadership training
opportunities increased during the late 1970s through
19808 for women. These programs were usually short-
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term, extra-institutional training programs that
served as an important wvehicle for providing
registrants contacts with role models (Apostolon,
1980; Harvard, 1988). Studies conducted in the 1980s
show that mentoring/coaching/role modeling
relationships are advantageous when developing leaders
(Johnson & Johnson, 1991).

overall, African American women who have ascended
to leadership positions commonly opined, that in some
cases, the lack of a mentor, role model or support
agent thwarted their progress (" vard, 1988).
African American women studied in the 1980s indicated
that their concept of role model held divergent
meanings; usually, the role model was limited to that
of a parent (mainly the mother), sibling or other
family member, and were more evenly seen as a support
agent rather than a role model (O'Neil, 1989). Role
modeling and its influences on developing leadership
skills, has emerged in the 1literature research and
studies, as it relates to white women more than

African American women.
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self-efficacy Constructs

closely aligned with the role modeling concept
above, is self-efficacy and its influence on
leadership development. As a concept, self-efficacy
is the belief that one is competent and capable of
attaining difficult task objectives (Bandura, 1986).
gelf-efficacy or self-confidence consistently ranked
among the 1listing of traits shown by leaders
(Stogdill, 1974; Yukl, 1989, 1991).

When the success of models who possess similar
attributes led others to try things they would
otherwise shun, spurious indicants can have beneficial
social effects (Bandura, 1986). For example, the
performance of others are often selected as standards
for self-improvement of abilitijes. Therefore,
performers choose to compare themselves with
proficient models possessing the competencies to which
they aspire. The observers identify this behavior
exhibited as having either intrinsic or extrinsic
value. According to Bandura (1986), intrinsic is a
factor perceived as having inherent reward or value
rather than behavior performed for external value; and
extrinsic is a factor perceived as having external
reward or value rather than behavior performed for

inherent value.
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Research conducted by Bandura (1986) on the
influence of self-efficacy and career selection, shows
that women judge themselves highly efficacious for the
types of occupations traditionally held by women, but
in-efficacious in mastering the educational
requirements and job functions of vocations dominated
by men. Bandura (1986) suggested that "regardless of
sex, the higher the level of perceived self-efficacy,
the wider the range of career options seriocusly
considered and the greater the degree of interest
shown in them" (p. 432).

Bandura's perspective was consistent with that of
Collins (1982), who found that perceived self-efficacy
predicted interest better than actual ability. He
believed that societal practices require of women a
robust sense of self-efficacy to pursue non-
traditional vocations. When preparing for and
entering careers dominated by men, they must believe
strongly in themselves.

Most studies on leadership traits find that self-
efficacy is related positively to effectiveness and
advancement (Bass, 1990). Kanter (1977) found that
people often take cn the characteristics necessary for
success 1in whatever occupation they are in. Baron &
Graziano (1991) posit that "if a woman becomes a

12



manager, she may adopt the assertive interpersonal
style required for success in that position" (p. 189).
But, Kanfer & Huflin's study (cited in Bandura, 1986)
found that "a high sense of personal efficacy 1s
required to enlist the perseverant effort needed for
a successful job search" (p. 433). Success on the job
further depends on self-efficacy in dealing with the

social realities of work situations.

™-rpose ¢ the Study

Cole (1985, 1991) asserted that leadership
training 1is one important way in which African
American women may be able to enhance their
advancement opportunities in both the workplace and
community. Yet, few attempts have been made to
understand how African American women become leaders.
Fewer efforts have been undertaken to describe the
skills, abilities, and competencies these women need
and how to train them. Evidence drawn from the
literature, recommendations from notable and expert
observers, and the current status of African American
women 1in the marketplace indicates a need for a
leadership training program.

The purpose of this study, therefore, was to
design and validate a leadership training program
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prototype for African American women. The prototype
program was based on the direct instruction model.
This model is a behaviorist approach to teaching and
learning, wherein the curriculum is organized so that
students experience success in mastering the subject
matter (Ornstein & Hunkins, 1993). The overall goal
of the training program prototype, was to provide
participants with useful information to apply and move
toward action-steps which could facilitate their
personal and professional leadership development.

The scope of the dissertation study wi limited
to the design of a training program prototype (an
intensive one-day workshop), and the corresponding
facilitator's manual and participants' workbook. In
addition, a preliminary and main field-test was
conducted to evaluate the training prototype, and is
discussed later in the body of the dissertation.

A major activity in the design and validation of
the training program prototype was the needs
assessment process. An intact group of African
American women leaders, who are members of the federal
senior executive service (SES) ranked fourteen
managerial behavior skills in terms of their

importance for leadership development. In addition,
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these women determined the level of intrinsic and
extrinsic value of each managerial behavior skill.
From among this group of SES employees, project role
models were selected. The project role models
participated in a focus-group interview session which
was video-taped and incorporated into the curriculum

of the training program prototype.

Significance of the Study

The literature strongly suggests that leadership
skills can be taught. But, studies relating to the
formal leadership development and training of African
American women have been omitted in the literature.
Equally absent are the efforts by educational
institutions and industry to develop leadership
training programs for African American women which
includes in 1its curriculum, skills that may be
intrinsic and extrinsic in nature, Future workplace
and community needs support efforts to provide
leadership development training for these women. This
study was, therefore, the first to address this need

by designing and validating a leadership training
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program prototype for African American women which:

examined role modeling and self efficacy
constructs as effective leadership
competencies using the direct instruction
model as defined above; and

engaged African American women who are
employed by the federal government at the
SES 1level in the development of the
curriculum solely for other African American
women.

Conclusions drawn from this study may suggest
strategies for appropriate leadership development
curricula in college and university settings.
Furthermore, the research methodology may be
replicated in other studies addressing needs that are

peculiar to the African American community.

Description of the Project
The study was an educational research and
development project, wherein a leadership training
program prototype for African American women Wwas
designed, implemented and evaluated. The training
program prototype was a one-day workshop titled

Planning and Organizing based on the direct

16






Therefore, the following project elements were

examined

during the design, implementation and

evaluation of the prototype workshop:

a.

to ascertain the cluster sampling group's
definition of leadership and their
understanding of how one obtains leadership
status;

to determine the 1level of intrinsic and
extrinsic value of each identified
managerial behavior skill and its
impor ance, in terms of developing African
American women for leadership positions by
surveying the cluster sampling group;

to determine how modeling and self-efficacy
constructs influence leadership development
and training of African American women by
using the direct instruction model;

to design a prototype workshop curriculum,
facilitator's manual and participant's
workbook for training African American
women; and

to implement the preliminary and main field-
testing of the prototype workshop and

evaluate both, making appropriate revisions.
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Definition of Terms

Operational definitions wused in terms of
observable, identifiable, and repeatable measures are
listed below:
Cluster Sampling Group

Cluster sampling is a sampling process in which
groups, not individuals, are randomly selected. Any
location within which is found an intact group of

similar characteristics 1is a cluster. (Educational

~~~2arch ~-mpetencies for analysis and application,

4th ed., L.R. Gay, 1992).

Direct Instruction Meodel

The term refers to a pattern of teaching which
consists of the teacher's explaining a new concept or
skill to a large group of students, having them test
their understanding by practicing under teacher

direction and controlled practice (Joyce & Showers,

1992).

Extrinsic Factor

A factor perceived as having external reward or
value rather than behavior performed for inherent

value (Bandura, 198¢6).
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Formative Evaluation

Testing a new instructional program with a
sampling of learners during the development phase, and

using the results to improve the program (Kemp, 1985).

Broad statement describing what should take place
in an instructional course or training program (Kemp,

1985} .

Intrins
A factor perceived as having inherent reward or
value rather than behavior performed for external

value (Bandura, 1986}.

Needs Assessment Survey

Procedure used to gather information before
deciding whether there 1i1s a substantive need for

instruction or training (Kemp, 1985},

Learning Objective

Statement describing what the learner is
specifically reguired to learn or accomplish relative

to a topic or task {(Kemp, 1985).
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Managerial Behavior Skills

One of 14 leadership behavior skills or
taxonomies based on an integrated 1listing and
recommended definitions from the vYukl (1987, 1989)

studies and Harvard's dissertation study in 1988.

Role Model

A support agent, limited to that of a parent
(mainly a mother), sibling or other family member
(Harvard, 1988; O'Neil, 1989), Also, defined as a
person whose behavior in a particular role is imitated

Webste '~ Ninth Ne-- Zollegiate Dictionary (1984).

Summative Evaluation

Measuring how well the major outcomes of a course
or program are attained at the conclusion of
instruction (posttest) or thereafter on the job (Kemp,

1985) .

Trait

Any distinctive physical or physiological
characteristic of the individual to which the
individual's behavior can be attributed (House &

Baetz, 1979).
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CHAPTER ITI
Literature Review

Several areas of literature have a bearing on the
study. The review begins with an overview on
leadership: trait theories, taxonomies, situational,
transactional and transformational. Secondly, a broad
discussion on the development of a new leadership
style for women 1is presented. Next, the use of
training programs designed to improve 1leadership
skills and abilities is described. Finally, research
on modeling {(use in 1 iching) and : 1f-efficacy is

reviewed.

overview

Leadership, as defined by Burns (1978), 1is a
universal human activity in which leaders influence
followers to attain goals that represent their
motives, needs, wants, hopes, and expectations. There
has been considerable controversy as to the nature of
leadership. Historians and researchers have struggled
not only with the definition of leadership, but have
also been curiocus about how one becomes a leader.
According to Johnson & Johnson {1991), hundreds of

research studies have been conducted to identify the
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personal attributes of leaders. This section explores
these leadership models: "trait" theories; taxonomies;

situational; transactional and transformational.

Trait Theories

Throughout history there has been a continuing
popular belief that leaders possess unique, inborn
traits, and that great leaders are discovered, not
developed. The "great man" or "great woman" theories
led to the trait theories of leadership. This theory
is based on the premise that 1leadership can be
understood by studying traits of great leaders
(Johnson & Johnson, 1991). A trait is defined as "any
distinctive physical or psychological characteristic
of the individual to which the individual's behavior
can be attributed" (House & Baetz, 1979, p. 348).

Today, the trait research is slowly rediscovering
how leader attributes relate to leadership behavior
and effectiveness (Yukl, 1989), Prior to the early
1970s, researchers tended to discount the results of
earlier trait studies. Trait research was facilitated
by the rapid development of psychological testing
during the period from 1920 to 1950. But, many
theorists concluded that trait research was fruitless,
in part, since it was difficult to identify or predict
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a particular set of traits in order to become a
successful leader (Bass, 1991; ILord, DeVader &
Alliger, 1986; S5togdill, 1948, 1974).

Stogdill (1948) reviewed 124 trait studies
conducted during the period of 1904 to 1948, and found
that "a person does not become a leader by virtue of
the possession of some combination of traits...the
pattern of perscnal characteristics of the leader must
bear some relevant relationship to the
characteristics, activities, and goals of the
followers" (p. 64). Later, Stogdill (1974) reviewed
163 trait studies which were conducted during the
period of 1949 tc 1970. His 1974 study differed from
the earlier one conducted in 12948 because the research
used a greater variety of measurements, including
projective, situational, and forced choice tests.
More of the  studies  involved managers  and
administrators as opposed to other kinds of leaders.

Comparatively, while most of the same traits 1in
his 1948 study were again found to be related to
leader effectiveness, some additional traits and

skills were found to be relevant in the later study.
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The trait profile proffered by Stogdill (1974)
suggests that the successful leader is characterized
by:

a strong drive for responsibility and task

completion; vigor and persistence in pursuit of

goals; venturesomeness and originality in
problem-solving; drive to exercise initiative in
social situations, self-confidence and sense of
personal identity; willingness to  accept
consequences of decision and action; readiness to
absorb interpersonal stress; willingness to
tolerate frustration and delay; ability to
influence other person's behavior; and capacity
to structure social interaction systems to

purpose at hand {(p. 81).

The results of several trait “udies conducted
during the period of 1983 to 1986, led Forsyth (1990)
to conclude that, "in retrospect this rejection of the
personality/leadership relationship was premature"
(p. 224). Both Forsyth's (1990) and Yukl's (1989)
study identified leadership traits similar to those
cited by Stogdill's studies of 1948 and 1970 such as:
adaptability; ascendancy; energy level; responsibility
taking; self-confidence; and sociability.

Research on managerial assessment centers has
yielded useful insights about traits related to
managerial advancement in an organization (Yukl, 1994,
p. 261). He cited the longitudinal study conducted at
American Telephone and Telegraph Company by Bray,

campbell, and Grant (19274) as one of the best examples
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of assessment center research (see Tabkle 3}. Bray et
al., (1974) found that, "the prediction of success
based on a candidate's assessed traits was more
accurate if the person had a job situation favorable
to 1individual development" (p. 262). In addition,
they found that the following skills were the best

predictors of a candidate's advancement into middle

management: (1) oral communication, (2) human
relations, (3) planning-organizing, and (4)
creativity. Personality traits predicting a

candidate’s advancement best were: (1) desire for
advancement, (2) resistance te stress, (3) tolerance
of uncertainty, (4) energy/activity level, (5} range
of 1interests, (6) 1nner work standards, and (7)

readiness to make decisions (p. 178).
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Finally, the trait theory model suggests that
successful leaders are characteristic of people who
are intelligent and dynamic, have a broad vision, and
are strongly motivated to become leaders (Chemers,
1983). This assumption has been supported by recent
systematic attempts to identify characteristics and
practices exhibited by successful leaders. For
instance, Pfeiffer's (1991) review found that although
researchers identify leadership characteristics
diff r-ently, they commonly emphasize: (a) belief in
their ability to develop the potential of followers;
(b) an ability to establish and communicate goals that
are challenging, realistic and attainable; (c) an
ability to see themselves as winners; (d) a commitment
to excellence, and a genuine, intense enthusiasm for
what they do; and (e) a focus on the human aspect as

well as the task  procedures, concepts and

technologies.

Leadership Behavior Taxonomies

The identification of skills and behaviors had a
significant impact on the trait studies. Early
research concerning the proliferation of leadership
skills needed for successful managerial behavior fell
under three categories: technical, interpersonal, and
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conceptual (Katz, 1955; Mann, 1965). "Technical
skills are primarily concerned with things,
interpersonal skills are primarily concerned with
people, and conceptual skills are primarily concerned
with ideas and concepts" (Yukl, 1989, p. 192).

Yukl (1989) proposed an "integrating taxonomy
based on a combination of approaches, including factor
analysis, Jjudgmental classification, and theoretical
deduction" (p. 128). Yukl's (1989) multiple-linkage
model has four broad and eleven '"middle-range"
behavior categories, each containing large numbers of
specific component behaviors. This model is based
upon the following three assumptions: (1) earlier
research on leader behavior did not encompass common
managerial behavior needed to comprehend leadership
effectiveness, (2) a new taxonomy was needed which
abandons the earlier tradition among behavior
taxonomies of using separate categories to describe
interna” and exterr-1 interactions, and (3) use of
behavior categories were so broadly defined that they
obscured the important distinctions among component
behaviors used to determine managerial effectiveness.
The behaviors 1in the taxonomy were measured by a
questionnaire called the Managerial Practices Survey
(Yukl, Wall, & Lepsinger, 1990).
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As shown in Table 4, the broad categories of
managerial behavior found within Yukl's (1989) model
are: building and maintaining relationships;
collecting and disseminating information; making
decisions; and influencing people. Within each of
Yukl's (1989) broad categories are behavior sub-
categories defined at a middle level of generality
(see Appendix A). Although Yukl (1989) believes that
his multiple linkage model is incomplete, "in that it
does not specify clearly how each individual behavior
affects each intervening variable" (p. 144), it is
more complex and comprehensive than those proffered by
Bowers & Seashore (1986) and House & Mitchell (1974).

Yukl's (1989) model encompasses forms of behavior
which are directly linked to the empirical research on
leadership behavior taxonomies. The multiple-linkage
model can be extended to include leader traits as well
as leader powers in terms of their importance. It
also includes skills development as an unambiguous
leadership construct. More importantly, Yukl's (1989)
model is the most recent one to "maintain continuity
with earlier taxonomies and with major 1lines of
research on leader behavior, such as research on

positive reward behavior, participative leadership,
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supportive leadership, transformational leadership"

(p- 128).

Situational Leadership

The research on leadership shifted from trait
studies to characterizing leader's behavior focusing
upon the importance of leader-member or leader-
follower relationships in various situations. This
section therefore, addresses three distinctive, yet
similar, situational leadership theories: Fiedler's
(1967), Hersey & Blanchard's (1969, 1977, 1984), and
Vroom & Yetton's (1973). Each model is based upon the
assumption that "the effectiveness of a leader depends
on considering both the leader's personality and the
group's situation" (Baron & Graziano, 1991, pp. 515-
516) .

Fiedler's (1967) contingency model describes how
the situation moderates the relationship between
leader traits and effectiveness. Fiedler assumed that
leaders could be characterized by their leadership
styles, in terms of their orientation to their
followers. Fiedler asked each leader in his study to:
(a) think about the people he or she worked with; (b)
identify the person that he or she liked working with
the most; (c) identify the person that he or she liked
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Table 4

Yukl's Multiple Linkage Model

Building and Maintaining Relationships:

Supporting Networking
Team Building Managing Conflict

Collecting and Disseminating Information:

Monitoring Clarifying
Informing

Making Decls.ons:

Planning Organizing
Problem Solving Consulting
Delegating

Influencing People:

Motivating Recognizing

Rewarding
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working with the least; and (d) indicate how favorably
he or she felt toward the person. He found that
leaders who evaluated their least-preferred-coworker
(LPC) very negatively were primarily oriented to task
success. Those who evaluate the LPCs positively, on
the other hand, were more concerned with relationships
among the group members (Rice, 1978).

Fiedler's (1967) model has been criticized on
both methodological and theoretical grounds.
According to Baron & Graziano (1991), one implication
of Fiedler's model is that leaders who have a certain
leadership style would be more effective if they are
trained to modify group situations to fit with their
styles. In training prodrams where managers were
trained in such fashion, they were found to be more
effective than nontrained leaders or leaders trained
in other ways (Fiedler & Mahar, 1979).

The principle significance of Hersey &
Blanchard's (1969, 1977, 1982) theory of situational
leadership is that most of the leader's activities

can be classified 1into two distinct behavioral

dimensions: (1) initiation of structure (task
actions), and (2) consideration of group members
(relationship of maintenance actions). Their model

portrays four combinations of leadership behavior:
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"telling," "selling," "participating," and
delegating."

A bell-shaped curve (see Appendix B) appears in
a four dquadrant box and represents the leader's

adjustments in behavior as his or her subordinates

develop higher readiness levels. "Telling - first
guadrant, refers to high-task/low relationship
leadership behavior. The leader is expected to

provide detailed instructions directing employees, but
the relationship behavior is 1low, because as the
follower's experience and understanding of the task
goes up, so does their task maturity.

"Selling - the second quadrant, indicates high-
task/high relationship leadership behavior. The
leader invites the subordinate to "buy into" or "own"
the task and rewards the employee for the increase in
ability and willingness to perform the task.

The third quadrant, low-task/high-relationship
leadership behavior is referred to as "participating."
This means that the leader is acting as a colleague,
an equal, in discussing the job with the subordinates.
There is more collaboration in the task aspect of the

job. Decisions are usually shared through two-way
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communications since all group members have the
ability and knowledge to complete the task.

Finally, "delegating" refers to low-task/low-
relationship leadership behavior. In "delegating,"
the leader lets the employee get on with their Jjobs,
stepping in only when direction or support is needed
(Johnson & Johnson, 1991; Pfeiffer, 1991).

However, Pfeiffer (1991) cautioned that in order
for this model to be effective, the leader must select
an appropriate leadership style for the situation. It
is thus important to first assess the readiness level
of the person who has been asked to undertake the task
or responsibility. Then the 1leader selects the
corresponding leader-bkehavior to the follower-
readiness continuum.

Vroom and Yetton's (1973) normative model 1is
based on an analysis of how a leader's decision
behavior affects two areas: (1) quality - the leader's
decisions that affect group performance,
notwithstanding any effect mediated by decision
acceptance; and (2) acceptance - the degree of
subordinate commitment to implement +the 1leader's

decision. Johnson & Johnson {1991) defined the five
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elements of the normative model as described below:

Autocratic TI: Making the decision using information

currently available to the leader.

Autocratic II: Making the decision using

information available to all group members without
informing them of the purpose of the information.

Consultative I: Sharing the problem with relevant
individuals, getting their ideas and suggestions
without getting them together as a group, and then
making the decision.

Consultative II: Sharing the problem ' '“:h the

group, obtaining their ideas and suggestions during a
group discussion, and then making the decision.

Group II: Sharing the problem with the group,
chairing a group discussion, and accepting and
implementing any decision by the entire group.

(pp- 173-174) .

Vroom and Yetton's (1973) normative model of
leadership also features seven problem attributes of
a given situation which must be considered when the
leader makes a decision. According to Vroom & Yetton
(1973), by answering "each guestion ‘yes' or ‘no'

leads to a decision tree that tells the leader how to
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proceed" (p. 174). But, this model is rather complex
and requires extensive training. The leader must
first understand how the decision process flows and
then determine which process application simplifies

the optimal decision-making process.

Transactional and Transformational Leadership

Burns (1978) pointed out that without followers,
there cannot be leaders; the roles of leaders and
followers are connected by the collective pursuit of
common goals. Burns labelled the relationships and
interactions that develop between leaders and
followers either transactional or transformational.

Transactional leadership is based on the
principle of exchange. Most 1leadership-follower
interactions are of the transactional type (Bass,
1981). Transactional leaders are often described as
bargainers, bureaucrats, legislative 1leaders, and
executive leaders (Pfeiffer, 1991). However, Johnson
& Johnson (1991) suggested the following three
weaknesses associated with the transactional model:

(1) not all of the appointed leader's actions are
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leadership behavior. There 1s no option for exchange
in roles. Leader-follower relations usually are short
term, largely because leaders and followers cannot
continue the same exchange indefinitely; (2)
transactions focus on the gratification of need and
can be highly manipulative, exploitative, and
impersonal; and (3) the rcle behavior of subordinates
is influenced by outsiders who have no direct
authority over them. Followers tend toward
conformity.

Transformational leadership (Burns, 1978) 1is
based on the principle of mutual stimulation and
elevation. Here, Burns' theory embraces the influence
theory which also implies a reciprocal role
relationship between leaders and followers in which an
exchange of transaction takes place. This reciprocal
relationship, however, does not infer domination.
Leadership is thus the art of ensuring that group
members work together with the least friction and the
most cooperation (Johnson & Johnson, 1991).

Pfeiffer (1991) concluded that at first glance,
Burns' perspective may be perceived as overly
conceptual; however, the macro analyses that he
introduced have significant implications for the real-
world emphasis of modern organization. Of the two,
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transformational relationships offer mutually
gratifying needs which are based on a shared vision of
both organizational and individual satisfaction.
Employees feel powerful and free to participate in
organizational leadership, thus creating an
environment characterized by interdependence,
innovation, and entrepreneurial spirit.

Transformational leaders are often described as
movers and shakers, visionaries, intellectual leaders,
leaders of reform, innovators, and heroes (Bass,
1991). These leaders recognize potential follower's
needs that transcend exchanges, and inspire their
followers to higher-order satisfaction of needs such
as those related to self-actualization, :eem, and
belonging (Maslow, 1965, 1970).

Bass (1990) provides a very interesting
discussion on the former 1leadership style -
transactional (legitimate authority and coercion)
which has been replaced by the transformational
leadership style. This critique, therefore, focuses
upon the assumptions described by Bass, and the
strengths and weaknesses of the transactional and
transformational leadership models.

__ansa_2ional [ ac ip is characterized mainly
by two important factors: (a) exchanges of pronmises
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and rewards for good performance; and (b) exchanges of
threats and disciplines for poor performance. These
kinds of transactions describe the relationship
between aggressive managers and employees. The
manager/leader gets things done by making and
fulfilling promises of recognition, paying increases,
and advancing employees who perform well. By
comparison, employees who do not do good work are
penalized.

This leadership model presupposes that the
"promise of rewards or the avoidance of penalties
motivates employees" (Bass, 1990, p. 20). This
leadership style is only effective when the leaders
can provide rewards valued by employees. However, in
many instances, transactional leadership "is a
prescription of mediocrity" (p.20). Using
disciplinary threats as a way of improving performance
is ineffective and counterproductive. Moreover, some
other factors such as the organization's seniority
system, personnel compensation policy, or inadequate
financial resources may affect the leader's ability to
exercise control over rewards or penalties.

Bass (1990) maintains that excellent performance
can be achieved through transactional leadership;
however, superior leadership performance is sustained
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through transformational leadership This style

encompasses the broadened and elevateq ipterests Of

the employees, generating awareness, and acceptance of
1

the mission by stirring employees to 1look beyond

“their own self-~interest for the good of the group"

(p.21) .

Transformational leaders are also described as

charismatic leaders by Bass (1990), and seem to
’

achieve results in several Ways. He delineated four

specific ways: (1) inspiring employees; (2) meeting

emotional needs of employees; (3) ¢*°mulating the

intellectual needs of employees; ang (4) exerting a

great degree of trust and confidence in their

employees. According to Bass (1990), “charisma in the

eyes of one's employees is central to succeeding as a

transformational leader" (p. 21). These leaders are

individually considerate, paying close attention to

differences among their employees.

Bass comp ed these leadership styles and found
that:
1. Transformational leadership can be learned.
2. Employees and colleagues regard
transformational leaders z satisfying and
effective leaders more than those who behave
like transactional leaders.
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3. Transformational leaders tend to contribute
more to the organization than do
transactional leaders. Similarly, employees
tend to exert extra effort on behalf of the
transformational leader.

4. Transformational leaders frequently raise
standards, take calculated risks, and get
others to share in their vision. They also
challenge and change the organization's
culture.

5. Employees within a transformational
leadership organization are more comfortable
or satisfied with the company's performance
and appraisal system.

Bass supports his selection of transformational
leadership as the most effective leadership style,
based on the results of his studies, using the
Multifactor Leadership Questionnaire (MLQ), completed
by the leader's colleagues, supervisors, and
subordinates. This gquestionnaire measured various
aspects of transformational and transactional
leadership (Bass, 1985). Scales measuring separate
aspects of each are based on factor analysis of the
questionnaire, Several studies have examined how
leadership behavior described by subordinates on the
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MLQ was related to various Criteria for leadership

effectiveness, such as

Performance ratings by

superiors, and the level of tagk commitment reported

by subordinates (Bass, Avolio, & Goodheim, 1987;

Waldman, Bass, & Yammarino, 1990) In addition, Bass
. 7

(1990) cites the accomplishments of several

transformational leaders he believes have contributed
to the turnarounds of struggling firms.

Unfortunately, Bass's (1990) study focuses on male

leaders and fails to cite any females or minorities as

exemplary transformational leaders.

Tichy and Devanna (1986) conducted a study of 12
CEOs in a variety of organizations, mostly through

interviews. They found that success at each stage of

the transformational process depends, in part, on the
leader's attitudes, values and skills. Effective

transformational leaders in that study saw themselves
as: change agents; prudent risk-takers; believed in
and were sensitive to the needs of people; articulated
core values guiding their behavior; had cognitive
skills, believed in disciplined thinking and problem
analysis; and were visionaries who trusted their

intuition (Yukl, 1990).
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Women and Leadership

Although the gender gap in leadership has
narrowed in recent years, it has not closed.
Increasing numbers of women now hold jobs in what were
once male-dominated fields, but their rise to upper-
level management and leadership positions in these
fields has been slow (Forsyth, 1990). Gender bias
occurs even when women are interpersonally dominant
(Fleischer & Chertkoff, 1986; Megargee, 1969; Nyquist
& 1ce, 1986).

Helgesen (1990) conducted case diar®=2s to study
the importance of gender and leadership effectiveness.
Her primary aim was to develop a "clear definition of
feminine principles, and draw a rounded picture of the
impact those principles are having in the changing
econonmy" (p.7). Helgesen's research methodology
closely matched that employed by Mintzberg's (1968)
study of four male executives. Helgesen (1990) chose
to study four women (three Caucasians and an African
American). Using Mintzberg's (1968) methodology
provided Helgesen a "method that was both specific and
concrete," thereby giving her a ‘"standard of

comparison with men" (p.7).
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It is important to note here the similarities and

dissimilarities between the two studies which were:

(1)

(2)

(3)

{4)

(5)

The men worked at an unrelenting pace, with
no breaks in activity during the day. The
women also worked at a steady pace, taking
small deliberate scheduled breaks.

The men disdained unscheduled tasks,
interruptions, discontinuity and
fragmentation in their work day while the
women did not view them as interruptions.
The men spared little time for activiti
not directly work-related, but not the
women. Famlly life was a priority for the
women, whereas the men rarely found time for
such matters.

Both exhibited a preference for live action
encounters, except men viewed the mall as a
burden and wemen felt it a more pleasant
task.

Each maintained a complex network of
relationships cutside their organization.
The men tended to become overly
absorbed in the day-to-day tasks of

management, therefore lacking time for
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Therefore, Helgesen's (1990) model of feminine
leadership was distinctive in the following six major
areas as it relates to voice and vision: (1) each
spoke with a distinctive voice - passionate and
provocative, given to extremes, confident, unafraid of
sounding foolish; (2) their voice was both a unique
expression of their own personality, and an instrument
conveying and guiding their vision; (3) the tone of
her words enabled each to not only model her values,
but to also find a way to instruct, influence, and
persuade others to share those values; (4) written
correspondence was viewed as an extension and natural
reflection of her voice; (5) their voices were means
of releasing a lot of energy, relaxing while swimming
with the flow; and (6) her vision was manifested by
leading with a voice. According to Helgesen (1990),
the female advantage in leadership is captured in the
rich dimension and resonance of the voices of women.
This was evidenced by "the women's big-picture
thinking which contradicts conventional wisdom about
the differences in how men and women manage" (p-.25).

According to Aburdene & Naisbitt (1992), the
great wave of female economic activity has generated
a compelling new approach to leadership. It rejects
the military-style authoritarian management in favor
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of an approach that supports and empowers people,
thereby increasing both productivity and profits. The
new female leadership style model developed by them
was termed "Women's Leadership." Their model (see
Table 5) consists of a cluster of six central traits
with relevant behaviors or primary attributes of
women's leadership. While Aburdene & Naisbitt's
(1992) model has not been tested, they have presented
an impressionistic rather than definitive view. The
model developed by Aburdene & Naisbitt complements the
model of feminine leadership proffered by Helgesen
since both descriptions tend to be metaphorical,
evocative and suggestive, Clearly, both models
advocate much of the principles and leader-follower
relationships found in the transformational leadership
model as described earlier.

The studies discussed below show that it 1is
difficult for women to: advance in higher education
administration; become leaders because intrinsic and
extrinsic barriers affect their advancement; and have

fewer networks to increase advancement opportunities

and leadership skills.
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O'Neil's (1988) dissertation study explored the

experiences of 15 women in top level positions in

higher education administration at private
institutions in Massachusetts. She ingquired about
their experiences within the context of: (1)

developmental issues relative to the behaviors,
attitudes and skills necessary to succeed in a male-
dominated profession; (2) structural barriers; (3)
perceptions about the effect of the women's movement
and affirmative action on women in higher education
administration; and (4) possibilities for ¢ reer and
economic advances for women in higher educational
administration. As a result of extensive interviews,
O'Neil found that the themes which emerged included
the following:

~-3ce Under Pressure: stressing the importance of

being in control even if there is a crisis at

hand;

The Who Me? Syndrome: having so few role models

to emulate, O'Neil's subjects had a feeling that
they were "just lucky" to have their positions
and were wary of doing anything to jeopardize
their standing;

Going it Alone: choosing to go it alone, rather
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than staying with a significant other who did not
support or understand their aspirations;

The Sunburst Phenomenon: having the correct
credentials, the right job opportunity, the right
research committee, and being at the right place
at the right time;

The Glass Ceiling: referring to the phenomenon of

women in the corporate world not being promoted
past the mid-management level;

~2-2 an Qut: describing common occurrences of not
being taken seriously during important meetings
or in the projects assigned;

Generativity: referring to the desire on the part

of women in top level administrative positions to
participate in the career development of young
professionals as well as their own development.

O'Neil <concluded that despite some modest

increases in the overall representation of women

administrators in higher education, women still do not

occupy positions of power or command the high-level

salaries earned by men in comparable positions.

According to Talley (1988), factors affecting the

advancement of women are classified in two ways in the

literature: (a) psychological and intrinsic in nature,

and (b) sociological and extrinsic. Talley's
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(1988) review of the literature shows that
psychological/intrinsic factors which have negatively
impacted female advancement include early
socialization, fear of success, role expectations,
role conflict, dual career strain, stress of
inadequate day care, risk-taking, and feminine coping
behavior. Additionally, Talley found that extrinsic,
sociological/corporate factors which negatively affect
female advancement include the "old boys network,"
power differences, male managerial model, salary
differentials, tokenism, reluctance to work for a
female boss, the "glass ceiling" phenomenon,
infrequent mentoring, corporate sensitivity to the
needs of working mothers, and the scarcity of female
executives as role models. Talley's (1988) study
(published as a dissertation study) compared these
perceptions of intrinsic and extrinsic barriers
affecting the advancement of female managers by
surveying 176 corporate and entrepreneur members of
the Wilmington Women in Business to determine whether
there was concurrence between what the literature
reported and what those business women actually
experienced. Talley found that the six most important
barriers as ranked by corporate women in descending
order were: "old boys network," power differences,
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lack/absence of mentoring, home/career conflict, low
risk taking and traditional childhood. The
entrepreneurs ranked the six most important barriers
in descending order as: "old boys network, "
home/career conflict, power difference, lack/absence
of mentoring, his/her career strain, with two barriers
tying for sixth place: success apprehension and salary
gap.

According to Harvard (1988), 1little has been
written about African American women administrators in
higher education. Her dissertation study examined
strategies and behaviors used by African American
women to successfully acquire and maintain their
positions. Ultimately, Harvard (1988) sought to
provide a better understanding of the issues
confronting Black women who aspire or already hold
higher education administrative positions, rather than
verifying any given theory or set of prior
assumptions. Nineteen Black women administrators
(from two and four-year institutions, non~church
related) were interviewed. The data gathered from
these interviews concerned the subjects' experiences
and perceptions of the following: (1) position
acquisition; (2) the role of politics; (3) career
enhancement strategies; (4) the effects of racism and
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sexism; (5) the importance of a competitive spirit;
(6) risk-taking behavior; (7) 1loyalty to the
organization; (8) power; (9) confidence; and (10) the
need to contribute to society., Harvard (1988) found
that the recommended career enhancement strategies and
behaviors utilized by aspiring Black females in higher
education administration are as follows:

(1) gaining interpersonal skills,

(2) finding a mentor who can assist in one's

career development,

(3) 1learning to deal with racism and sexism,

(4) gaining decision making skills, and

(5) obtaining a doctoral degree.

All of the women studied agreed that their
careers were enhanced by risk taking, loyalty to their
organizations and contributions made to society. Her
findings suggest that the political climate of a
society will exert an impact upon the hiring practices
of its public and private institutions. Harvard
(1988) concluded that this impact translates into who
gets what, when and how.

Each study reviewed in this section supports that
women, in general, lack adequate models of leadership

which explicitly incorporate the behaviors and
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strategies unique to them. The perceptions of women in
higher level-salaried positions as well as women who
own their own business as shown by the studies above,
also support that a lack of other factors, such as
mentors, role models, self-esteem, and others affect
their leadership development and professional

advancement.

Training and Development

Training is the most widely used approach for
improving leadership. Technical skil’ ‘e learned by
training methods such as technical books, procedural
manuals, videotaped demonstrations, etc. Creative
specialized training programs can enhance conceptual
skills. In training, more than just a lecture or
textbook description 1is needed to increase human
relations (interpersonal) skills. The most effective
training methods and models involve opportunities to
practice skills and obtain feedback about what is and
what is not done well (Yukl, 1989), This section
contains a general discussion on training and its
application to leadership development, and an
examination of two training models: behavior modeling
in training and the direct instruction model. Both of
these models closely match the social learning theory
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Liebman (1990) was an attempt to discover what occurs
when one introduces the concepts and skills associated
with visionary leadership in an experiential-based
classroom setting. Pre-and post-interviews, as well
as ten additional sources of data, were used to
analyze the leaders' experiences. As a result of the
course, Liebman found that participants were able to:
identify and clarify organizational visions,
experience developmental growth, and express positive
feelings about the future and their abilities to
influence it.

A number of training studies have demonstrated
the effectiveness of role modeling training for
managers (Burnaska, 1976; Goldstein & Sorcher, 1974;
Latham & Saari, 1979; Porras & Anderson, 1981). In
these studies, a trained group was compared to a
control group without training, and interpersonal
skills were measured before and after training. These
researchers also used a videotape or film
demonstrating effective leadership behavior, and
allowed training participants opportunities to
practice the behavior by role play. Feedback was
provided immediately by the trainers and other

participants.
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Feedback intervention has been used as a

developmental training tool for skill building
purposes. Subordinates or peers are asked to assess
and rate managers by completing a leadership behavior
questionnaire. The managers are provided the feedback
along with an assessment which identifies deficiencies
as well as suggested ways to improve upon those
deficient areas (Yukl & Lepsing, 1989).

Films and videctapes have been used during
leadership training programs to determine effective
and 1ineffective behavior involving interpersonal
skills. Cases and short incidents are used to
stimulate discussions about appropriate and
inappropriate behavior in sensitive situations, such
as, dealing with problem subordinates; conducting
performance appraisals; or resolving conflicts between
subordinates. Role-play exercises can be very useful
if they are properly designed, and feedback from
observers and others 1is provided (Yukl, 1989).

Coaching, mentoring and modeling as effective
training tools have been researched by Hunt & Michael
(1983) and Kram {(1985). These methods have alsc been
widely accepted in the management literature as tools
that develop subordinate skills which are important
for managerial effectiveness (Bradford & Cohen, 1984).
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Further, the training and development 1literature
supports that skill development contributes to the
satisfaction and performance of organization members
(Guzzo, Jette, & Katzell, 1985; Mccauley, 1986;

Wexley, 1984).

Training Models

There 1is a vast amount of conceptual and
empirical literature on training models. Unlike many
models of teaching, those drawn from behavioral models

of learning and instruction integrate the use of

feedback, practice (structured or unstructured),
reinforcement, role modeling, observation and
successive approximation. Behavior modeling and the

direct instruction model, are cited in this study
because their instruction design principles and
planning seguences focus not only on the design and

planning of i1 truction, but also the interaction

between the trainer and the learner.

Behavior Modeling in Training

Modeling is an indispensable aspect of learning,
particularly when desired forms of behavior can be
conveyed only by social cues. The process of
acquisition can be considerably shortened by providing
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appropriate models (Bandura & McDonald, 1963; .
Chesler, Bartlett & Victor, 1968).

Abella (1986) stated that behavior modelinc
be a technique used in training, prov:
participants "a step-by-step model for handli
given interaction. Then a demonstration of the :
is provided, usually on a video. The particij
practice using the steps. Afterward they rec
feedback about where they have used the 1
effectively and where they need to improve" (p.:
Confidence is built when the student can successi
demonstrate the new skill or behavior.

This model can be effectively used when
training objectives encompass the following:
developing skill proficiency more than intellec
understanding; (b) providing specific seguence
steps for participants to follow; and (c) get
participants to follow pattern, or limiting the m
of ways a situation is handled (Abella, 1986). Us
behavior modeling in training incorporates s
similar to the direct instruction model desc:
below; both utilize visual representation of the
in order to facilitate learning. The steps inc!
but are not limited to: (1) the instructor pres
the established model steps; (2) a demonstration
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is shown, usually on video, of the steps being used in
a typical situation; (3) participants analyze how the
model was used; (4) participants practice the model;
and (5) feedback is given to each participant about
the way he or she used the model (Abella, 1986,
p.128).

Direct Instruction Model

This model is a behaviorist approach to teaching
and learning, wherein the curriculum jis organized so
that students experience success in the mastery of tit
subject matter (Ornstein & Hunkins, 1993). The basic
steps in the direct instruction model encompasses the
following: (1) the teacher explains a new concept or
skill to a large group of students; (2) the learner
tests their understanding by Practicing under teacher
direction (i.e., controlled practice); ang (3) the
learner is encouraged to continue practice at their
seats under teacher guidance (guided practice).
Similar efforts have been associated with improved
student engagement during the learning activity and
with overall achievement (Block, 1980; Fisher, et al.,
1980; Medley, 1977; Medley, Coker, & Soar, 1984).
Anderson, et al. (1979) stated that the direct
instruction model has also been used by teachers when
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introducing activities which elicit relevant existing
knowledge by: (a) discussing the lesson objectives,
(b) describing materials and activities, and (c)
providing an overview of the lesson.

Early research in this area tended to focus on
teacher effectiveness and feedback. Researchers found
that effective teachers spent more time explaining and
demonstrating new material than less-effective
teachers. Rosenshine's (1985) study found that
presentation practices of effective teachers jincluded
the following: (a) presenting material in small steps
to promote mastery learning; (b) modeling, or giving
narrated demonstrations of the learning sk ; and (C)
reexplaining difficult points. "aA visual explanation
assists students in following the learning process.
At some later point, the visual representation serves

as a cue or prompt" (Joyce, Weil, & Showers, 1992, p.

311).

More recent research studied the use of direct
instruction as a practice strategy. According to
Joyce et al. (1992), "over the years considerable

research has been devoted to studying the role of
practice in the acquisition of new knowledge and the
conditions of practice which facilitate retention of
information" (p. 313). The goal of practice is
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mastery or the ability to perform a skill
independently error-free.

As shown in Table 6, the direct instruction model
is guided by the following principles: (a) shaping,

(b) length of time, (c¢) monitoring, (d} level of

accuracy, (e) distributed practice, and (£)
appropriate practice time. Tt consists of five
learning activity phases: (1) orientation, (2)

presentatlon, (3) structured practice, (4) guided
practice, and (5) independent practice. Joyce et al.
(1992) concluded that this model "approaches academic
content systematically. Its design is shaped to
generate and sustain motivation through pacing and
reinforcement. Through success and positive feedback,

it tries to enhance self-esteem" (p. 318).
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Table 6

Direct Instruction Model

Six Principles of Effective Practice

Principle Objective/Activity

Shaping The teacher moves the student through
practice with different levels of
assistance: lock-step or structure,
semi-independent or guided, and
independent or homework

Length Short, intense, highly motivated

of time practice periods produce more
learning than fewer but longer
practice periods

Moni- The teacher monitors the initial

toring stage of practice because incorrect

performance at this stage interferes
with learning

Level Paying attention to accuracy rates to

of ensure that students experience

accuracy success and do not practice errors

Distri- Sometimes referred to as multiple

buted practice wherein sessions are spread

practice out over a period of time (practice
reinforces learning)

Appro- Practice periods should be close

priate together at the beginning - guided

practice practice sessions are spaced farther

time and farther apart with mastery of
concept
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Modeling

Modeling is matching behavior, and 1is often
referred to as "imitation," "observational learning,"
or "social facilitation."” Whether deliberately or
inadvertently, human behavior is transmitted largely
through exposure to social models. The earliest
explanations of imitation (McDougall, 1908; Morgan,
1896; Tarde, 1903} regarded modeling as instinctual.
ABfter the instinct doctrine fell into dispute,
psychologists portrayed modeling in terms of
associative principles which "explained how previously
learned behavior might be elicited by the actions of
others" (Bandura, 1986, p. 8}.

The associative principles did not adequately
account for the fact that behavior is controlled by
some social stimuli, but not by others that have been
associated with equal frequency (Bandura, 1971). The
emphasi in modeling then shifted to affective
conditioning theory.

Modeling influences can serve as instructors,
inhikitors, disinhibitors, facilitators (prompters),
stimulus enhancers, and emotion arousers (Bandura,
1971, 1986). Modeling can teach component skills and
provide rules for organizing them into new structure
or behavior,

65



Illustrations of how behavior-guiding principles
can be transmitted through modeling are provided in
experiments designed to modify moral Jjudgmental
orientations (Bandura & McDonald, 1963; Cowan, Langer,
Heavenrich, & Nathanson, 1%69; Le Furgy & Woloshin,
1969); delay of gratification patterns (Bandura &
Mischel, 1965; Stumphauzer, 1969); and styles of
information-seeking (Rosenthal, gzimmerman & Durning,
1970) .

There are four distinct subprocesses in the
social learning view of observational learning ( :e
Appendix C). However, as it relates to research on
modeling and social learning behavior, and its
application to the present study, only three
(retention, production and motivation) are described.
Retention: Studies conducted by Bandura & Adams
(1977); Kazdin (1979) found that by having people
visualize themselves executing activities skillfully
raises their perceived efficacy and that they will
also be able to perform better.

Production: 1In maximizing enactment tests, observers

are explicitly encouraged to perform, with positive
incentives and minimal constraints, all they have
learned from models (Bandura, 1965b; Bandura, Grusec,
& Menlove, 1966).
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Motivational: Cbservers are motivated by external

incentives which serve to selectively influence the
observers' performance ¢f the modeled behavior
{Bandura & Barab, 1971).

There are certain characteristics which promote
modeling, such as, similarity between the model and
the observer as studied. For example, studies show
that similarity in gender promotes modeling. Studies
conducted by Huston (1983) and Bandura (1976) suggest
that children pay attention to and imitate the
behaviors of same-sex models, particularly if the
models engage 1in a pattern of behavior that is
appropriate for the child's gender. When studying how
children pay attention to opposite-sex models,
researchers found that children pay attention to
opposite~gsex models as well, and appear to be learning
what is appropriate for koth sexes through
observation, even though they are more 1likely to
imitate the behavior of same-sex models (Baron &
Graziano, 1991).

Research has shown that observational learning is
most likely to lead to cvert imitation when the
modeled behavior is reinforced (Bandura, 1976; Bandura
& Walters, 1963; Perry & Bussey, 1979). The behaviors
that others perform, as well as the conseguences of
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those behaviors, are then stored in the person's
memory . At some later point, those memories are
recalled, and the person imitates the behavior,
especially if he or she thinks that engaging in this
particular behavior will have positive conseguences

(Baron & Graziano, 1991).

Self-Efficacy

The power of modeling 1is enhanced by model
characteristics signifying personal efficacy, which
holds true in the transmission of high performance
standards as well. Exemplified standards hold greater
importance when models possess status (Akamatsu &
Farudi, 1978) and social power (Mischel & Liebert,
1967; Grusec, 1971).

Bandura (1986) examined the self-efficacy
mechanism in human agency. He found that research in
this area has centered on people's sense of personal
efficacy to exercise some control over events
affecting their lives. It is not entirely surprising
that self-insights are often accompanied by changes in
behavior.

When beset with difficulties, people who are
plagued by self-doubts about their capabilities
slacken their efforts or give up altogether, whereas
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those who have a strong sense of efficacy exert
greater effort to master the challenge (Bandura &
Cervone, 1983; Brown & Inouye, 1978; Schunk, 1984b;
Weinberg, Gould & Jackson, 1979). Perceived self-
efficacy alsc shapes causal thinking (Collins, 1982).

Self-efficacy appraisals are partly influenced by
vicarious experiences. Seeing or visualizing other
people perform successfully can raise self-percepts of
efficacy. The observer realizes that they too possess
the capabilities to master comparable activities
(Bandura, Adams, Hardy & Howells, 1980; Kazdin,
1979} .

According to Baron & Graziano (1991), studies
confirm that different modes of influence raise and
strengthen self-percepts of efficacy. Behavior
corresponds closely to the level of self-efficacy
change, regardless of the method by which self-
efficacy 1is enhanced. The higher the level of
perceived self-efficacy, the greater the 1level of
performance accomplishments (Bandura, 1986).

Self-efficacy has also been studied in relation
to the principle of attribution theory. Attribution
theory suggests that perceptions can influence what
happens to people. Baron & Graziano (1991), for
example, stated that "in contemporary models of
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attribution theory, it is assumed that there are three
dimensions along which attributions are made. The
first dimension, internal versus external, refers to
whether the causes of events are attributed to aspects
of the person as opposed to the situation. The second
dimension, stable versus unstable, refers to whether
the causes are expected to persist or fluctuate over
time. Finally, the third dimension, global versus
specific, refers to whether the attribution has
widespread or circumscribed implications" (p. 626).

The performance of others are often selected as
standards for self-improvement of abilities. For this
purpose, performers choose to compare themselves with
proficient models possessing the competencies to which
they aspire. The observers identify this behavior
exhibited as having either intrinsic or extrinsic
value. According to Bandura (1986), intrinsic is a
factor perceived as having inherent reward or value
rather than behavior performed for external value and
extrinsic is a factor perceived as having external
reward or value rather than behavior performed for
inherent value.

Boyatzis (1982) found that in studies conducted

to discover competencies related to managerial
effectiveness, the competencies included several
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personality traits which differentiated between
effective and ineffective managers. Effective
managers demonstrated a strong belief in self-efficacy
and locus of control, as evidenced by behaviors, such
as, initiating action (rather than waiting for things
to happen), taking steps to circumvent obstacles,
seeking information form a variety of sources, and
accepting responsibility for success or failure. In
addition, Yukl (1994) found that charismatic leaders
with "high self-efficacy are willing to expend more
effort and persist longer in overcoming obstacles to
attain task objectives." He also found that when
collective self-efficacy is high in organizations,
"followers are more willing to cooperate with members
of their group in a joint effort to carry out their
collective missions." Therefore, "charismatic leaders
increase the participation of the followers, so that
their individual and collective efforts are likely to
be successful" (p. 327).

Social psychological factors such as modeling,
vicarious reinforcement, self-efficacy, and causal
attribution can influence how well a person learns and
adopts traits and skills. Self-efficacy has been
consistently cited in the literature on leadership
effectiveness. The impact of these factors is greatly
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evidenced when the perception of behavior can be
rewarding. The social cues transmitted by models
influence the perception of one's control and
performance. The observational and social learning

theories discussed in this section tell us how we
perceive ourselves, how others perceive us, and how
these perceptions can be used in changing or improving

attitudinal behavior.

Summary

A review of the literature 1led to a Kkey
conceptualization of the ideal or successful modern
leader derived from the transformational leadership
model. Only two models in the literature were found
which attributes tend to encompass those similar to
the transformational leadership models. Those two
models were: Helgesen's (1990) principles of feminine
leadership and Auberdene & Naisbitt's  (1992)
characteristics of women leadership. The gaps and
omissions on studies developing African American women
leaders were consistently substantiated. Therefore,
the present study's examination of the effectiveness
and application of these models to describe a
successful African American female leader, is both
timely and appropriate.
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Generally, theorists have placed much emphasis on
curricular interventions, such as, coaching/mentoring;
feedback; attainment and practice of competencies;
behavior modeling; and reinforcement based on the
premise that people can be taught to become leaders,
or taught to become more effective leaders. The
review also supported that very little research has
been conducted to identify the perceptions of
intrinsic and extrinsic factors African American women
leaders believe were important to their development.
Moreover, by wusing the dimensions of leadership
previously discussed, some components of a model
describing the ideal African American woman leadership
may be suggested. This new leadership model may be
effectively facilitated and dramatized by using
teaching strategies found in both the behavior and
direct instruction models.

Based upon the literature review, this current
study has broad implications for scholars and
practitioners. Research shows that modeling and self-
efficacy are two related curricular interventions or
constructs. Particularly, the use of the direct
instruction model can be used in the design of
training programs or courses to transform, train, or
otherwise prepare African American women for such
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leadership roles. Likewise, the use of Dbehavior
modeling can be successfully used in training programs
to build self-efficacy through visual representation
of the task and learning objectives presented on

video.
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CHAPTER III

Methodology
This chapter provides a description of the
research procedure used to design and validate a
leadership training program prototype for African
American women under these major headings: (a) general

research methodology; (b) specific procedures; (c)

experimental design; (4d) project elements; (e)
prototype workshop; (f) research population; (9)
instrumentation; (h) data collection; (i) data

analysis procedures; (Jj) preliminary field-testing;

and (k) limitations of the study.

General Research Methodology

The purpose of this study was to design and
validate a leadership training program prototype for
African American women. The general research
methodology selected was educational research ana
development, because the researcher designed,
implemented and evaluated a prototype workshop. This
type of "investigation has been a valuable method when
linked to appropriate problems, such as, the design
and demonstration of personnel training curricula,
professional educational programs, or instructional
materials™ (Mauch & Birch, 1989, pp.78-79). The
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research methcdology was alsc selected because it is
conducive to qualitative and quantitative evaluations.

Educational research and development is a cyclic
process consisting of at least 10 steps. For this
study, the researcher used the modified plan as
suggested by Borg & Gall (1989). They recommended
that educational research and development dissertation
studies be undertaken on a small-scale project basis,
utilizing only the first six steps in that cycle. The
dissertation study underwent several stages of
development and was limited to these six steps:

(1) gathering research and information, (2) planning,
(3) development of preliminary form of product;

(4) preliminary field-testing; (5) product revision;
and (6) main field-testing.

Borg & Gall (1289) also recommended that
educaticnal research and development dissertation
studies involve a limited amount of original
instructional design. The product developed in this
study was an intensive one-day prototype workshop on

Planning _and _Organizing (refer to page 85).

Activities performed by the researcher to design the
prototype workshop curriculum included, but were not
limited to: (a) determining learning goals and
objectives; (b) selecting an instructional model;
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(c) synthesizing training exercises (e.g., exercised
produced by Yukl (1989, 1990); and (d) formulating a
pretest-posttest and post-workshop evaluation. The
researcher served as workshop facilitator. An
independent observer served throughout the study, but

was not a participant.

Specific Procedures
The study used a modified plan for educational
research and development as outlined by Borg and Gall
(1989) which grouped the ix project steps into three

major phases as shown in Figure 1.

PHASE I: Research and Informati-- and Planning

Step 1: Research and Information
Task A: Needs Assessment

The needs assessment is usually the first step in
the development of training programs and may sometimes
become the "basis for curricular decision" (C-.yne €
al, 1988, p.23). The needs assessment process Was
completed by: (a) reviewing the 1literature; (b)
administering the needs assessment survey-

questionnaire to the cluster sampling group; and
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Figure 1

Project Phases

Phase I: Research/Planning

Needs Assessment

Literature Survey Interview
Review Group PRMs
Planning
Workshoo
o e ]
Develop Prototype
Prelim Test of
Prototvype
Pretest Interview
Posttest Participants
' _angg_e_lll_;_Bs_‘L/Mlaj_n Field-test
e
Revise Workshop '
Main Test of
Prototvpe
Pretest Interview
Posttest Participants
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(c) interviewing the project role models. Two studies
cited in the literature used to develop the needs
assessment survey-questionnaire (see Appendix E) were
conducted by Yukl (1987, 1988) and Harvard's

dissertation study in 1988,

Task B: Project Role Models' Interview

The project role models were members of the
cluster sampling group who completed the needs
assessment survey-questionnaire. They participated in

a focus-group interview session which was video-taped.

Step 2: Planning

Tasks completed here included developing the
prototype workshop on Planning and Organizind, the
facilitator's manual, the participant's workbook (see
Appendix D), workshop materials, post-workshop

assignment, post-workshop evaluation, post-workshop

interview-questionnaire, independent observer's
evaluation-questionnaire, survey—questionnaire
transmittal letters and workshop brochure. Other
activities completed were: deternmining field-test

participants, selecting and scheduling training sites,
editing and transcribing the video-tape of the project
role models' interview.
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PHASE T1: Preliminary Field—-test of Prototype Workshop

Step 3: Development of the Prototype Werkshop
The facilitator's manual and participant's
workbook underwent editing and was packaged. The

participant's workbook 1is contained in Appendix D.

Step 4: Preliminary Field-test of Prototype Workshop

The prototype Wworkshop was subjected to a
preliminary field-testing. Borg & Gall (1989)
indicated that the "purpose of the preliminary field-
test is to obtain an initial qualitative evaluation of
the new educational product" (p. 790). Therefore, the
"emphasis of this evaluation is based upon qualitative
appraisal of course content rather than a quantitative
appraisal of course outcomes™® (p. 790). The
objectives here were to: (a) evaluate the
effectiveness of the prototype workshop; (b) ascertain
the appropriateness of the design; and (c) generate
information about the gquality of the procedures used
in the research design.

A pretest-posttest was administered to the
participants. Each participant completed the post-
workshop evaluation form at the conclusion of the
workshop. Selected participants were interviewed by
the researcher and independent observer. The
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independent observer was an African American woman who
is a training specialist and program evaluator
employed in a federal government executive branch
agency. She did not participate in the workshop; but,
completed an evaluation-questionnaire and provided
additional feedback about the prototype workshop on
clinical notes.

The same procedures outlined above in the
preliminary field-test were completed in the main
field-test. The cluster sampling group members Wwere
not participants in the prototype workshop field-

testings.

PHASE III: Main Field-test of Pr-* * "orkshop

Step 5: Product Revision

The prototype workshop was reviewed based upon
the evaluation of the preliminary field-test; only
minor changes were made to the facilitator's manual

and participant's workbook.

Step 6: Main Field-test of Prototype Workshop

Task A: Delivery of the Main Field-test Workshop
The prototype workshop was subjected to a main

field-testing. The conditions and setting were

similar to that of the preliminary field-testing.
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Task B: Evaluation of Main Field-test Workshop

The purpose of the main field-test 1is toO
"determine whether the educaticnal product under
development meets its performance objectives.
Generally, an experimental design is used to answer
this guestion" (Boryg & Gall, 1989, p.791) .
Correspondingly, the experimental design used in this
study was the one-group, pretest-posttest design.
Participants also completed a post~workshop evaluation
and ir' srview-questionnaire. Again, feedback Wwas
provided by the independent observer on the

evaluation~questiconnaire and clinical notes.

Experimental Design

The product developed in this study was a one-day
prototype workshop on "planning and organizing," based
on the direct instruction model. The skill, "planning
and organizing" was rated the most important
managerial behavior skill for leadership development
by the cluster sampling group during the needs
assessment process. The literature strongly suggests
that leadership skills can be taught. But, no studies
were found in the 1literature which specifically
related to the use of the direct instruction model
(see Chapter II, page 61) in leadership training
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programs to prepare African American women. There
were studies found which p¢ £t that basic skill
acquisition was promoted when students were subjected
to this teaching model.

Therefore, it was hypothesized that the
distribution of scores on the pretest and posttest
measuring "planning and organizing" skill developnent,
using the direct instruction model would differ in
their mean at the p<.05 level. The statistical
hypothes’ stated that the distribution of scores on
the pretest and posttest would be identical. The
experimental design applied to test the hypothesis in
this study was the one-group, pretest-posttest. The
steps in this design are as follows: (1) the pretest
is administered to a group measuring the dependent
variable; (2) the group is exposed to the treatment;
and (3) the posttest is administered measuring the
dependent variable again. The dependent variable in
this study was a test on "planning and organizing"
skill development 1in two areas: strategic and
operational (action) planning. The independent
variable was the prototype workshop.

The scores from the pretest and posttest were
subjected to several tests (refer to page 132)
including Wilcoxon Matched-Pairs test. The Wilcoxon
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Matched-Pairs test is a nonparametric test which helps
the researcher decide whether or not the distribution
of scores in two independent groups were drawn from
two identical population distributions. The problem
then, is to determine the probability of observing
differences between the distributions of scores in two
independent groups, assuming the null hypothesis is
true (Shavelson, 1988). The Wilcoxon Matched-Pairs
test compares two correlated columns examining the

direction and magnitude of differences between them

(Dynamic Microsystems, "=~ , 1990).

Project Elements
The purpose of this study was to design and
validate a leadership training program prototype for
African American women. Therefore, the following
project elements were examined during the design,

implementation and evaluation of the prototype

workshop:

a. to ascertain the cluster sampling group's
definition of leadership and their
understanding of how one obtains leadership
status;

b. to determine the 1level of intrinsic and

extrinsic value of each identified
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managerial behavior skill and its
importance, in terms of developing African
American women for leadership positions by
surveying the cluster sampling group;

to determine how modeling and self-efficacy
constructs influence leadership development
and training of African American women using
the direct instruction model;

to design a prototype workshop curriculum,
facilitator's manual and ©participant's
workbook for training African American
women; and

to implement the preliminary and main field-
testing of the prototype workshop and

evaluate both, making appropriate revisions.

Prototype Workshop

The prototype workshop - —° "ng_and Organizing

was a six and one-half hour intensive workshop. The

design of the prototype workshop addressed project

elements (d) and (e) above. The workshop was designed

specifically for African American women employed in

the federal government at the GS-7 through GS-13 grade

who are aspiring for leadership roles. The

levels,

participant's workbook is provided in Appendix D;
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however, the workshop goal statement, learning
objectives, instructional plan using the direct

instruction model, and materials are discussed below.

Goal Statement

The workshop was designed to provide participants
with an opportunity to learn, explore, and share
practical information on effective planning and
organizing in two areas: strategic and operational
(action) planning. The intensive workshop used the
direct instruction model as a teaching tool. The
instructional plan using this model is discussed
below. In addition to small group discussions,
participants were involved in role play and case study
exercises. The curriculum also included a Vvideo
presentation by the project role models who discussed
how they plan and organize; explained how they make
decisions; described their role models and the
importance of having role models in the workplace; and
discussed their leadership style, such as,
participative and consultative management, visioning,
and role modeling, to name a few.

As a result of the prototype workshop on Planning

and Organizing, the participants acquired an

understanding of: (a) how proper planning and
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organizing ensures efficient organization of the work
unit; (b) the different types of planning and their
application to the organization and adaptation to

their personal lives; (c) the techniques necessary to

formulate, monitor and evaluate action steps and

activities; and (d) the SkillS necessary to develop

and evaluate an operational (action) plan.

Learning QObjectives

Tr *2arning objectives  communicated  the
instructional intent and specific learning outcor

The objectives were as follows:

(1) The participants will be able to understand
the importance of effective planning and
organizing.

(2) The participants will be able to define and
explain two of the four types of planning:
strategic and operational (action).

(3) The participan?s will be able to distinguish
between effective and ineffective planning

and organizing Dbehavior and cite two
specific examples.

(4) The participants will be able to list and

explain the basic components of an
operational (action) plan.

(5) The participants will be able to acquire and
practice the skills needed to develop and

evaluate a plan of action by completing a
post-workshop assignment.

87



Instructional Plan Using the Direct Instruction Model
the

Based on the direct instruction model,
instructional plan for the prototype workshop on
"planning and organizing" encompassed these six major
phases: (1) orientation; (2) presentation; (3)
structured (whole group) practice; (4) group practice;
(5) independent practice; and (6) wrap Uup. The

facilitator and participants performed the following

activities under each phase of the direct instruction

model:
Phage One: Orientation
Facilitator introduction of facilitator,
) independent observer, and participants
Facilitator ec _ablishes content of workshop on
its

"planning and oOrganizing" and
relationship to prior knowledge and/or
experience.
Facilitator conducts a "Motivation Exercise."
Participants discuss reactions and learnings about
the exercise.

Facilitator discusses aspects and procedures Of
the workshop and participant's
responsibilities.

Phase Two: Pr ;

Facilitator expiains (I __ .1 ) new concept -
"planning and Organizing."

Facilitator shows video of Project Role Models

commenting on the importance of
planning and organizing, and how they

do it.

Facilitator video recap and summarization oOf
lecture.

Facilitator conducts exercise - "Hidden Square."

Participants discuss reactions and learning about
the exercise.
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Phase Two: Structured Group Practice (Whole Group)

Facilitator
Participants

Facilitator

Participants
Facilitator

Facilitator

Phase Four:

conducts exercise - "The IX Exercise."
discuss reactions and learnings about
the exercise.

leads group through practice examples
of both interpersonal and conceptual
skills essential for planning and
organizing - using the strategic
planning wheel for the "Goal
Setting/Action Planning Exercise."
respond to questions.

provides corrective feedback,
reinforcing practice of skills.
provides video commentary from Project
Role Models.

Group Practice

Facilitator
Participants
Participants

Participants

provides a group case study
"Planning Exercise."

practice "1 dyads using action
planning concepts.

practice in whole Ggroup on the
evaluation step of action planning.
explain their planning process and
results.

Phase Five: Independent Practice - Organizational and

Facilitator
Facilitator

Participants
Facilitator
Participants

Facilitator

Personal Planning
shows video
leads discussion on ways to
effectively plan for the organization
(extrinsic) and personal (intrinsic)
goals.

completes a case study: "Sterling
Products."

circulates, monitoring participant
practice.

discuss reactions and learning about
exercise.
provides feedback and reinforcement.

Phase Six: Wrap Up

Facilitator
Facilitator

Facilitator

shows final segment of video.

makes the post-workshop assignment -
"A Planning and Organizing Time
Management Exercise;" explains purpose
and provides respoi date.

checks for understanding.
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Research Population

The research population for this study was
African American women who hold leadership positions
or aspire to such positions within the federal
government. These women come from varied socio-
economic backgrounds, ages, educational levels,
regions, etc. The research population which completed
the needs assessment process was a cluster sampling of
African American women at the senior executive service
(SES) level who are employed in the executive branch
of the federal government. Cluster sampling is a
sampling process 1in which intact groups, not
individuals, are randomly selected (Gay, 1992)-

From among this group, three members served as
project role models who also participated in a focus-
group interview session which was video-taped and
incorporated into the prototype workshop curriculum.
The three project role models (two deputy assistant
secretaries, and a deputy administrator) were located
at their agency's headquarter office. Two of them
supervised more than one hundred employees, the other
supervised less than one hundred employees. One held
a political appointment while the others held federal

career status. Two of them were appointed or selected
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to the SES level during the term of 1990-94 and the
other was appointed or selected during the term of
1986-90. One project role model entered the federal
service at the SES level while the others entered at
the GS-1-6 and GS-7-12 dgrade levels. The master's
degree was the highest level of education attained by
each project role model. All of them were between the
ages of 46-55 years of age, married and have children.
The project role models and other members of the
clt ~ - sampling group were not participants in the
prototype workshop.

Participants in the main field-testing were 24
members of an intact group of African American women
who aspire to positions of leadership and were
employed at the GS-7 through GS-13 grade levels in an
executive branch agency in the Washington, D. C. area.
This agency was referred to the researcher by

officials of the U.S. Office of Personnel Management.

Instrumentation
Several instruments were used in the study. The
instruments were developed to assist the researcher in
designing, implementing and evaluating the prototype

workshop. A description of each follows.
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Needs Assessment Survev-Questionnaire: The needs

assessment survey-questionnaire was used as a
formative evaluation addressing project element (b)
which was to determine the 1level of intrinsic and
extrinsic value of each identified managerial behavior
skill and its importance, in terms of developing
African American women for leadership positions by
surveying the cluster sampling group. The studies
conducted by Yukl (1987, 1988) and Harvard's
dissertation study in 1988 were used to develop the
needs assessment survey-questionnaire. The researcher
first defined each leadership skill provided by
Harvard (1988). Next, Harvard's listing was compared
to Yukl's listing; the overlapping ones were
eliminated. The remaining skills were then integrated
into Yukl's four main categories. As a result 14
managerial behavior skills emerged (see Table 7).

A panel of experts was established consisting of
five African American women leaders who are employed
at the senior level in the legislative b:. ch of the
federal government. These women were referred to the
researcher by the independent observer. The panel of
experts reviewed both Harvard and Yukl's listing and

recommended approval of the researcher's newly
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Table 7

Integrated Listing of Managerial
Behavior Skills

Building and Maintaining Relationships

Networking

Supporting

Managing conflict and team building

Dealing with racism#*
Dealing with sexism#*
Influenci - oo
Motivating

Recognizing and rewarding

Making Decisions

Planning and organizing
Problem solving

Risk-taking#*

~sllecting and Disseminating Information

consulting and delegating

Monitoring operations and environment

Informing

Clarifying roles and objectives

Note: (%) Integrated from Harvard's 1listing into
Yukl's framework.
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however, using a smaller number did not diminish the
researct -'s ability to fully examine the project
elements. The size of the preliminary and main-field
testing participants was limited to 8 and 24,
respectively to keep the study manageable and within
the confine of federal government training
regulations which allow only one day of approved

absence for non-appropriated training.
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(39%) . O0f those remaining, 16 (30%) entered at the
GS-7-12 grade levels and 15 (28%) entered at the G5-1-
6 grade levels. Two (3%) respondents did not respond.

1if Education

The highest level of education is represented in
Tabkle 13. Approximately, 16 (30%) of the cluster
sampling group held a master's degree, 14 (26%) held
a bachelor's or J.D. degree, 7 (13%) held a doctorate

and 3 {5%) were high school graduates.

Table 14 shows that 28 (52%) range from age 46-
55, 19 (35%) range from age 36-45, 4 (8%) range from
age 56-65 and 3 (5%) range from age 25-35.
M "' ° “tatus
Table 15 illustrates that 30 (56%) respondent
are married, 14 (26%) are divorced, 9 (18) are single
and none are separated.
Children
As shown in Table 16, 45 (82%) have children and

9 (18%) have no ¢hildren,
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Marital Status of Respondent
s

tus
starts .
- %
Single 9
| 18
Married 30
. 56
pivorced 14
26
No Response 0
I
—_—
Total 54
100
Table 16
children Reported by Respondent
s
| I
children N
I
Yes 45 o2
o 9 18
NoO Response 0
rotal 54 100
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Level of Extrinsic Value

Table 18 shows the Data on the level of extrinsic
value. The percentage of response for each managerial
behavior skill structures shows that "informing" was
rated by all 55 (100%) respondents and 54 (98%)
respondents rated "supporting." The next most rated
by the respondents were "managing conflict and team
building," “recognizing and rewarding," "planning and
organizing,'" "problem-solving," and "consulting and
delegating" rated by 53 (9¢ ) respondents followed by
"clarifying roles and objectives" which was rated by
52 (95%) respondents. "Motivating," "“risk-taking,"
and "monitoring operations" were rated by 51 (923%} of
the respondents. "Supporting" was rated by 50 (921%)
respondents while "dealing with racism" and "dealing
with sexism" were rated by 49 (89%), the least number
of respondents. "Proklem-solving" (%X=9.40) held the
highest level of extrinsic value, wr'1 "supporting"

(X=8.04) held the lowest.
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Table 18

Number of Respondents and Mean Scores Fron Section Two
by Level of Extrinsgsic Value of Each Manacerial
Behavior gk*"1

Number of

Ski™’ Responde) Mean
Networking 53 8,66
Supporting 49 g.04
Managing Cconflict

& Team Buildir-~- 52 9.19
Dealing with Racism 48 8.41
Dealing with Sexism 48 g.29
Motivating 50 9,04
Recognizing & Rewarding 52 9,13
Planning & Organizing 52 9.34
Problem-sclving 52 9.40
Risk-taking 50 g.46
consulting & Delegating 52 g8.94
Monitoring Operations

& Environment 50 §.9¢
Informing 54 8.97
Clarifying Roles

& CObjectives 51 9,11
Note. Ranked on a scale of 6 to 10 (10 being the

high st).
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Section Three

All respondents completed Section three. Each
managerial behavior skill structure was ranked (1 is
high and 14 is low) which determined their overall
level of importance for leadership development. Table
12 shows the aggregate scores. "planning and
organizing" (.—=2.04) was rated as the most important
managerial behavior skill structure for leadership
development and "dealing with sexism" (x=12.07} was

the least important as shown '1 Table 20.
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Table 19

Agdregate_ Scores and Ranking in Terms of Importance
from Section Three

Rank Order Skill Scores

(1) Planning and Organizing 210
(2) Clarifying Roles and Objectives 272
(3) Managing Conflict and Team Building 250
(4) Consulting and Delegating 293
(5) Problem-solving 321
(6) Motivating 361
(7) Monitoring Operations and Environment 389
(8} Recognizing and Rewarding 395
(9} Informing 429
(10) Risk-taking 452
(11) Supporting 473
(12) Dealing with Racisn 575
(13) Networking 597
(14) Dealing with Sexism 651

121



Table 20

Number of Respondents and Mean Scores From Section
Three

Numbker of

Networking 573 8.66
Supporting a9 8.04
Managing Conflict

& Team Building 52 9,19
Dea” ‘ng with Racisn 48 8.41
Dealing with Sexism 48 8.39
Motivating 50 9.04
Recognizing & Rewarding 52 9.13
Planning & Organizing 52 9.34
Proklem-solving 52 9.40
Risk-taking 50 8.46
Consulting & Delegating 52 8.94
Monitoring Operations

& Environment 50 8.90
Informing 54 3.97
Clarifying Roles

& Objectives 51 9.11
Note. Ranked on a scale of 6 to 10 (10 being the

highest}.
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(13) Did you have a role model coming along? Tt
so, tell us about your role model(s)?

(l4) Do you believe that you are a role model?

(15) Is your sense of self-efficacy high or low?

(16) How has being an African American woman
leader, affected your leadership
developnent?

(17) can we train African American women to
become leaders? What would or would not be
beneficial?

(18) Complete the sentence, to African American
women aspiring to leadership positions, I
would Yoo

Content analys ; was conducted showing their comments
( e Appendix M) focused o©on these areas: (a)
definition of leadership; (b} planning and organizing;
(c) clarification of roles and responsibilities; (d)

problem-sclving; (e} role modeling; (f) self-efficacy;

and (g) leadership style and development.
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Supervisory or Managerial Experience

_se majority did not hold supervisory Or
managerial pesitions as shown in these results:
Yes No
Supervisory or Managerial 7 17

Prior Training

The majority of participants had prior training
on planning and organizing. Of those, 14 (58%)
reported prior planning and organizing training and 10

(42%) reported none as indicated in these results:

Yes No
Leadership Developnent 24 0
Planning & Organizing 1 10
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Table 21

Grade Level of Main Field-test Participants

Grac Level N %

GS-7 3 12
G5-9 4 17
GE L1 5 21
GS-12 10 42
GS~-13 2 8

_ I

Total 24 100
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Table 22

Scores and Galn Scores by Particivpant

Parti-

cipant Pretest Posttest Gain
1 80 75 -5
2 40 50 +10
3 80 95 +15
4 45 60 +15
5 25 55 +30
[ 60 75 +15
7 60 85 +25
8 £ 90 +45
9 50 65 +10
10 60 90 +30
11 80 60 -20
12 75 85 +10
13 70 85 +15
14 75 95 +20C
15 30 90 +60
16 60 80 +20
17 45 60 +15
18 6h 80 +25
19 50 85 +35
20 60 85 +25
21 45 BS +40
22 40 65 +25
23 75 85 +10
24 25 80 +65
Totals 1,245 1,8¢c0 +530C
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The materials were useful in achieving the
objectives was "strongly agreed" by 14
(58.4%), 8 (33.3%) "moderately agreed," and

3 (8.3%) "agreed.®

Seventeen (70.8%) indicated they "strongly
agreed" that the lectures were clearly
presented and understandable and 6 {(25.0%)
"moderately agreed," while one (4.2%)

Tagreed."

Thirteen (51.2%) "strongly agreed" that new
words and terms were clearly explained and
related to the objectives, while ¢ (37.5%)

"moderately agreed" and 2 (11.3%) "agreed."

Twelve (50.0%) "strongly agreed" that the
information was appropriate for leadership
development and training, while 9 (37.5%)

"moderately agreed" and 3 (12.5%) "agreed."
Tt training method or apprecach was
appropriat and usefi” was "strongly agreed"

by 16 (66.6%) of the participants,
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a good, clear and specific summary was
presented at the end of each phase; and
. the facilities (physical conditlions,
preparation of the room(s), logistics, etc.)
were conducive to a learning atmosphere.
Tt re was only one (5%) element rated Dby the
independent observer as "good." That element was:
facilitator's timing was adequate from the

beginning to ending, minimizing delays.

Content analy | was ~nducted on the clinical
notes supplied by the independent observer. The
comments were clustered around four areas:

instruction, course materials, participation, and

logistics.
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Post-workshop Assignment

After the main field-test, participants completed
this assignment. The highest possible number of
points was 100. Table 27 presents the score for each
participant. The results show that 4 (16%) scored 100
peints, 5 (21%) scored 95 points, 5 (21%) scored 80
points, 5 (21%) scored 75 points, and 5 (21%) scored
70 points. The minimum score was 70 and the maximum

score was 100.

[ RS S

Variances and Coefficient of Variations

workshop Assignment

As shown in Table 28, the mean score for the
post-workshop assignment was 83.33, .1e standard

deviation was 17.19.
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Takle 27

Scores on Post-Workshop Assignment by Participant

Parti- Total Parti- Total
cipant Peints cipant Points
1 100 13 80
2 70 14 75
3 70 15 95
4 75 16 95
5 70 . 75
6 8C 18 95
7 70 19 70
8 75 20 295
9 B0 21 100
10 95 22 80
11 75 3 100
12 100 24 g0
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Table 28

Means, Sample Standard Deviations, ~ample Variances,

and Coefficient of Variations of Post-Workshop
Assignment

Sample Sample coe_. of
Size Mean 5td Dev Varilance Varlation
24 83.33 17.19 11.58 .13894
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federal government completed the needs assessment
survey-guestionnaire. Demographic data collected
about these respondents show the following:
the majority of the respondents were located
in the headquarters of their respective
agency while the others were located in
their field agency.

. More than half of these women supervised
less than 100 employees. More than 100
employees were supervised by fewver
respondents.

The majority held federal career status
positions while the others held political
appoilntments.

More than half were appoilnted or seiected to
the federal SES level during the term of
1990-94. Only two were appointed ©OT
selected during term 1978-79. One
respondent did not provié the date of her
appointment or selection.

. Most of the respondents indicated that they
had entered the federal service at the GS—13
grade level or higher. This was closely
followed by respondents who entered at

it th  Gs » and 6S-1-6 grade levels.
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highest sceore was 95 followed by scores of 80 ang 75.
The lowest score 70 was earned by five participants,
The mean score was B83.33. The higher scores may be
attributable toc the participants' prior leadership

and/or planning and organizing training,



























model for a given interaction. Participants are
provided feedback after practicing those steps. This
feedback informs them of where they have used the
steps effectively and what needs to be improved. The

indings of this study remained consistent with Joyce,
et al., (19922) that use c¢_ visual representation
(modeling) aleng with constant reinforcement in the

direct instruction model enhances self-efficacy.
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Appendix B

Hersey & Blanchard's Situational Leadership Model
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Appendix ¢

Bandura's Model

Subprocesses: Learning View of Observational
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Appendix D

Participant’s Workbook
Using the Direct Instruction Model

"How To Plan and Organize™
Workshop

Martha W. Williams
Facilitator

175



DIMENSIONS OF LEADERSH!IP
"How To Effectively Plan and QOrganize”
Workshop

Agenda

ORIENTATION AND PRESENTATION

Agency
Facilitator
Participants
Facilitator
Facilitator
Facilitator
Facilitator
Participants

2:00 a.m. - 10:20 a.m.
introduction of facilitator, independent observer and participants.
welcome - "Motivation Exercise.”
discuss reactions and learnings about exercise.
reviews agenda and discusses the procedures of the workshop.
shows video segment on "Planning and Crganizing.”
explains (lectures) new concept - "Planning and QOrganizing.”
conducts exercise - "Hidden Square,"
discuss reactions and learnings about the exercise.

Morning Break - 10:20 a.m. - 10:30 a.m.

STRUCTURED PRACTICE (WHOLE GROUP) AND GROUP PRACTICE

Facilitator
Participants
Facilitator

Participants
Facilitator

acilitator
Facilitator
Participants

10:30 a.m. - 12:00 p.m.
conducts exercise - "The iX Exercige.™
discuss reactions and fearnings about the exercise.
leads group through practice examples of both interpersonal and
conceptual skills essential for "planning and organizing” - using the
strategic wheel for the "Goal Setting/Action Planning Exercise.”
responds to questions,
provides corrective feedback for errors and reinforces correct
practice of these skills.
provides video commentary.
provides a group case study - "Planning Exercise.”
discuss reactions and learnings about the exercise.

Lunch - 12:00 p.m. - 1:00 p.m,

GROUP PRACTICE AND INDEPENDENT PRACTICE

Facilitator
Participants
Facilitator

Facilitator
Facilitator
Participants
Facilitator

1:00 p.m. - 2:50 p.m.
shows video commentary,
responds 1o questions.
leads discussion on ways to effectively plan for organizational
{extrinsic} and personal goals {intrinsic).
presents the practice exercise - "A Case Study."
circulates, monitoring participant practice.
discuss reactions and learnings about the exercise.
provides feedback and reinforcement,

Afternocn Break - 2:50 p.m. - 3:00 p.m.
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WRAP UP
Facilitator

Facilitator
Participants

Facilitator

Participants
Facilitator

3:00 p.m. - 4:30 p.m.
shows the final segment of video presentation - operational
planning.
leads discussion about the day’s activities and learnings.
give feedback on activities/learnings and other comments about the
workshop.
makes the workshop assignment - "A Planning and Organizing Time
Management Exercise;" explains purpose (development of
operational planning skills).
completes the post workshop evaluation and posttest.

presentation to workshop personnel and confirms selected personal
interviews.
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"Planning is everything.
The Plan is nothing."”

-- General Dwight D. Eisenhower

"QOne does not plan and then try to
make the circumstances fit those
plans. One tries to make the plans fit
the circumstances.”

-- General Gecrge Patton
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Purpose
The purpose of planning and organizing is
to ensure efficient organization of work
unit, coordination of activities, effective
utilization of resources, and adaptation
to a changing environment,
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3

Strategic
Operational
Action
Contingency

Components or Aspectis of Planning

Organizing

Potential Problem Analysis
Resource Allocation

Time management
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Acticn ™

Heips to identify ways tc  « nplish objectives
Results in accurate estin  es of time

Helps 10 avoid delays or failures

Aids in estimating costs and benefits

Identifies potentia! problems

Facilitates delegation of subordinate responsibilitit

Facilitates coordination of activities



7 Guidel’™™ -~ “or Action Planning

ldentify necessary action steps

ldentify the optimal sequence of action steps

Estimate the time needed to carry out each action step
Determine starting times and deadlings for each action step
Estimate the cost of each action step

__atermine accountability for each action step

Develop procedures for monitoring progsess

irm

Precise

N surab

Feasible

Consistent

Sui
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ievel of action Planning. Insufficient plans are likely to result in failed or late
projects or in ¢Ost overruns. Overly complex plans are likely to waste the
manager’'s time, Create unrealistic expectations, reduce flexibility, and encourage
over-supervision- Although good data on managerial planning is not available, it
is likely that moSt managers do too little action planning rather than too much.
Descriptive resedfch shows that managers tend to avoid formal planning in favor
or spending time On solving immediate problems. In their daily activities, managers
are often guided by informal agendas that are similar to plans, but these agendas

usually lack the detail necessary to provide many of the benefits of proactive action
planning.

Action plans should be evaluated by criteria related to the components of
the planning proCess. To evaluate how feasible, comprehensive, and realistic an
action plan is, the following questions are helpful:

(1) Are the action steps likely to lead to attainment of the plan’s
objectives?

{2 Are all of the important action steps identified?

(3 Has the necessary sequencing of the action steps been
determined?

{4) Is each action step described clearly without necessary details?
(5) I$ each action step distinct from the gthers?
(6) Is each action step consistent with the law and with organizational

palicies and procedures?

{7 Are the estimated times realistic?
i(8) Is the fina! deadline realistic?
(9) Have the resource requirements been estimated reafistically?

(1o Do the benefits from the plan justify the costs?

{1n Has accountability for each action step been assigned to an
appropriate individual?

(12} Has the cooperation of involved parties been assured?
(13 Have appropriate checkpoints and monitoring procedures been

identitied? -
(14)  Have likely problems and feasible remedies been identified?
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Points To Remember

Amount of detail varies
Elaborate plans for complex, costly projects
Use crude time estimates for short-term projects
Insufficient plans result in failure
Complex plans result in:

Unrealistic expectations

Reduced fiexibility
Oversupervision

Ttocklistfe 7Y T 7 plementation

Divide the solution into seguential, easily manageable steps
Ensure that everyone knows what she must do

Develop a commitment strategy

Estabhsk a control (monitoring) system

Ensure that data will be collected

Define contingency plans
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On Long-range planning?

We're gonna stay on until the end of the

world. And when that day comes we'll

caver it, play "Nearer My God to Thee,”
and sign off.

-- Ted Tureter, founder of CNN

We know that without leaders who "walk
the talk,” all our plans, promises and
dreams
for the future are just that -- tal«!

-- General Electric
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Gaput’s Planning Wheel
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Problem

Solving
Process

Implementing Generating
Solution Patential
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Planning
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Goal Setting/Action Planning

Q’%

To establish a positive climate and spirit of cooperation among persons
Who will be working together on future projects; to introduce teamwork

into group activity,

P"OC\Edqu
Divide the group into teams of 5 each. (Grouping may be done along
departmental lines, or strictly on a random, convenience basis). Ask the

group to spend the first 10 minutes developing a collective mental image
(Verbalized} of what their work situation would preferably be like a year
from now {e.g., "What could it potentially become from a positive
Viewpoint?") Then ask each group to develop a skeletal action plan listing
the jtems directly or indirectly under their control that must be
accomplished in the next year to achieve the overall image. Now have

®ach team present a brief report to the total group.

%s_f";gg

New3print/Flip chart

AQ‘MF“‘ te Time Required

4U-60 minutes
Souree o
Reprinted from J.W. Newstrom and E.E. Scannell, Games Trainer; Iy

Experiential | sarning Exercises, 1980, Library of Congress, 1987
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Hidden Squares

Obijective
To encourage participants to dig deeper into problems, and visualize them
from a different perspective; to see not only the whole, but also various
combinations of parts.

Procedure
Participants are provided with a visual drawing of a large square, divided
as shown on the following page. They are then directed to quickly co t
the total number of squares seen, and report that number orally.

Key
The correct answer is 32, developed as follows: 1 whole square, 16
individual squares, 4 squares with 4 units in each, and 4 units inside 4
. with B squares in each,

1 ials Required

Flip chart, transparency, or handout with the 1fou 4 efo v
page.
Ar - " tem | i
b minutes
rce
Reprinted from J.W. Newstrom l, Tr-*ers Play:
Experiential Learning Exercises, 1980, Library of C 1¢ 7
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Hidden Square
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The "1X" Exercise

b T
ro illustrate that problem-solving may not be as difficult as it initially may
seem.

Procedure

Craw the symbol "I)("_on a board, flip chart or transparency (or you may
provide the attached figure tc each participant). Ask the participants to
make a 6 {(six} out of the symool with the ly one line.
Materials Required

Chalkboard, flip chart, transparency, or handout using the figu
following page.

t the

Approximaie ..me Required

5 minutes

Sourt
Reprinted from J.W. Newstrom and E.E. Scannell, T
__ perier - 1880, Library of C 1
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Activity List for Dinner Dance Plans

Site Arrangements

Guest List and Invitations

) tainn it

Event Calendar
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Yukl, G.A. {1990), Skills for managers_and leaders: texts, cases, and exercises.
Englewood CIliff, NJ: Prentice-Halt, Inc.

Yukl, G.A. {1994}. Leadership in organizations (3rd ed.). Englewoad Cliff, NJ:
Prentice-Hall, Inc.

Art: Ciip Art, Creative Media Services, Berkeley, CA
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5. Dealing with Sexism: Forming alliances within social groups of women to resist
stereotyping in non-traditional fieids and roles, promoting positive beliefs about
feminine traits and behaviors by facilitating the access and socialization of women in
the workptace.

-=-=--—-—-—---- Intrinsic - Extrinsic ----m-—---v—

influencing People

6. Motivating: Using influence technigues that appeal to emotions, values, or logi;
to generate enthusiasm for the work and commitment to task objectives, or to induce
someone t0 carry out a request for support, cooperation, assistance, resQurces, or
authorization; also setting example of proper behavior by one‘s own actions.

--------------- Intrinsic ExTrinsic ------=r-—--—
T 2o, S T G BB 78910
low high low high

7. Recognizing and Rewarding: Providing praise, recognition, and tangible rewards
for effective performance, significant accomplishments, and special contributions:
expressing respect and appreciation for someone’s accomplishments.

--m-me-m——=-—- Intrinsic Extrinsic - -——-
Toiaanins 2eieriens b TR L T LT (N < T SO, B9 10

Making Decisions

8. Planning and Organizing: Determining long-range objectives and strategies for
adapting to environmental change, identifying Necessary action steps to carry outa
project or activity, allocating resources among activities according to prietities, and
determining how to improve efficiency, productivity, and coordination with other parts
of the organization.

LNSIC ~=er-m-emm
M eeBeee T Bor B 10
low high

9. Probfem-soiving: ldentifying work-related problems, analyzing problems in a
systematic but timely manner to determine causes and find solutions, and acting
decisively to implement solutions and deal with erises.

--------------- intrinsic EXTrinSic ---esemmmee--
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10. Aisk-taking: Making decisions and initiating actions which minimizes routinization
of organizational functions: encouraging others and seif to step out of the ordinary
despite less predictable outcomes.

--------------- Intrinsic Extrinsic -—-r--meeree
T 2 . P . LT I TR JUUUUUTIN  SROORT- RORp 10

Collecting and Disseminating Information

11. Consulting and Dulegating: Checking with peopie before making changes that
affect them, enceuraging suggestions for improvement, inviting participation in
decision making, incorporating the ideas and suggestions of others in decisions, and
allowing others 10 have substantial discretion in carrying out work activities and
handling problems.

12.  Monitoring Operations and Enviromment: Gathering information about the
progress and quality of work activities, the success or failure of activities or projects,
and the performance of individual contributors, also, determining the needs of clients
or users, and scanning the environmeant to detect threats and opportunities.

13. /Informing: Disseminating relevant information about decisions, pians, and
activities 1o people who need it to do their work, providing written materials and
documents, answering  |uests for technijca! information, and 1eliing people about the
organizational unit 10 promoze its reputation.

~==-------———- ntrinsic -- Extringic =--=er----sn-=

14. Clarifying Roles and Objectives: Assigning tasks, providing directions in how to
do the work, and communicating a ciear understanding of job responsibilities, task
objectiveg, deadlines, and performance expectations.
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SECTION THREE asks you to rank in terms of importance to you the manageriai
behavior skill structures for leadership development. The managarial behavior skill
structure most important shoutd be listed first, Note: 7 /s high and 14 is low.

tay  Networking

{b) Supporting

ey  Managing Conflict and Team Buiiding
{d] .. 2aling with Racism

je) Dealing with Sexism

(f)  Motivating

{gi Recognizing and Rewarding

(h}  Planning and Organizing

(i) Problem-Solving

i Risk-taking

(k) Consulting and Delegating

i) Wonitoring Operations and Environment
(m) Informing

in)  Ciarifying Roles and Objectives
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Appendix T

Dimensions of Leadership: "Planning and Organizing"
Pretest-Posttest

Name: _ Date: __ Grade:

Instructions: Provided below are ten {10} incomplete sentences. Please circle the
best answer whep responding to the following. Only one answer is the best. You
may refer to the operational definition when formulating your answer.

Operational Definition
Planting and organizing: Determining iong-range objectives and strategies for adapting to
environmental change, identifying necessary action steps to carry out a project or activity, allocating

resources anteng activiies according to priorities, and determining how to improve efficiency,
productivity, and coordination with other parts of the organization.

1. Planning is z behavior.
da. reacuve
b preactive
ol reflective
d supportive
2. As a process, planning and organizing is at best
a. formal and explicit T
b informal and impiicit
c. formal and adaptive
d informal and adaptive
3. Flanning is largely a cognitive activity which does not involve
a. information
b analyzing
c. varding
d deciding
4, is a process for detailing action steps and hedules tor implementi
a change or policy.
a. Operational planning
b Basic planning
c. Fatential planning
d Strategic planning
5. ___is aprocess for determining specific objectives and broad policies for
Lhe organization.
a. Operationatl planning
b Basic pianning
c. Potential planning
d Strategic planning
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B. Planning includes which is a design of formal structure,

a. arganizing
b. strategizing
c. resourcing
d. allocating
7. _____is the determination of when each step in the action plan should start
and end.
a. ..ming
b. Scheduling
c. Planning
d. Sequencing
3. To determine the starting and ending date of a planned activity or step, it
1s best to start at the
a. firstitem in g sequence
b last item in the segquence
c. most time consuming task or step
d most important item in the sequence
g, A general rule for carrying out a specific task could be estimated by time
for planning and _ implementation (execution).
a. 60 percent and 40 percent
b. 50 percent and 50 percent
C. 80 percent and 20 percent
d, 30 percent and 70 percent
10. When an employee’s commitment to the action planned is questioned, yau
should
a. make adjustments as necessary
b give a deadline that is earlier than necessary
c. take appropriate action to make the replacement
d

help to complete the project step or task

Instructions: Provided below are examples of effective and ineffective leadership
behavior. The first three items are examples o° effective behavior, and the last
three are examples of ineffective behavior. Identify which depicts the best

example of effective planning and organizing and which depicts the best example
of ineffective planning and organizing behavior.

11. Effective Planning and Qrganizing Behavior
 Aa) Establishes performance goals for important aspects of the
work,
19} Determines in advance what resources are needed to carry
out a tasks or project,
{c) Asks others for their ideas and suggestions before making

an impartant decision.
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12. Ineffective Planning and Organizing Behavior

(a)
(b)

(c}

Asks for suggestions, then makes an arbitrary decision that
ignores the suggestions.

Fails to follow up to verify that a requested action step in
the plan was carried out.

Refuses to revise a plan that is not working well

Instructions: Please review the definitions and statements below. In 13, select the
best definition for the leadership planning and implementation role. In 14, select
the best statement for the leadership planning and implementation role.

13. _ fa)
(b)
(c)
14. {a)
(b)

(c)

Makes sure all employees understand what each other says
or wants to do.

Calls attention to tasks that need to be done and assigns
responsibilities.

Encourages employees to work hard to achieve goals.

"Before we go on, let me tell you how other employees
have solved this task.

"l think we'd find a good solution if we put a little more
work into it."

"We seem to be suggesting solutions before we're ready.
Let's define the problem first.

Instructions: Please review the following list and determinz the order of the
planning implementation process.

15. (a)
{b)
(c)
(d)
(e)
(f)

implementation solution
analyzing problem

selecting and planning solution
identifying and selecting problem
evaluating solution

generating potential solutions
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10.

11.

12.

13.

14,

15,

16.

17,

18.

N
ew words and terms were clearly explained and related to the

objectives.
a. Poor b. Fair c. Good d. Above Average €. EXC

ellent

The information was appropriate for |leadership development

and training.
a. Poor b. Fair c. Good d. Above AV

erage €. Excellent

The visual aids reinforced the lesson and were utilized
properly.
a. Poor b. Fair C.

Above Average e. Excellent

Good d.
els corresponded

Role Mod

learning tasks.
Excellent

The video segments of the Project
with the lesson’s objectives and/or
a. Poor b. Fair C. Good d. Above Average €:
The training method - Direct Instruction was appropriaté and

useful.
a. Poor

b. Fair C. Good d. Above Average € Excellent

The materials related 10 real life experiences:
d. Above Average € Ex

a. Poor b. Fair C. Good

cellent

respond 10

The facilitator provided sufficient time 10
participants’ reactions and questions:
a. Poor b. Fair c. GoO d. Above Average € Excellent

g was adequat

The facilitator’s timin e from the peginning to
ending, minimizing delays-

a. Poor b. Fair ¢ Good d. ADOVE Average € E
d specific summary was presented at the end

A good, clear an
Above Averag

of each phase.
a. Poor b. Fair C.

e €. gxcellent

Good d.

The facilities (physic@ conditions: P’
logistics, etc.) were conducive to a
a. Poor b. Fair C- Good d- Above
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The participants were also drawn into debate over
yvour term for the "15th dimension of leadership." You
used the term, "opportunistic" and they really found
that undesirable. Some suggested that it denoted

"manipulative™ or "distasteful." They nor I have any

suggestions to make, but "epportunistic®" is not the

best term.

The facilities were good and conducive to

learning. Some complained about the break-out room,

but I experienced no problems ' that area. The main

roomn could have been a little larger.
Overall, the workshop was excellent. Should you

make these minor corrections or additions to the model

workshop, the main field-testing should run even

smoother.

Good Luck!
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