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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-questionnaire 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 

a nd 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 11 based on 

the direct instruction model, was also designed under 

this phase. A preliminary field-test of the prototype 

workshop was conducted under Phase Two. 

The revised prototype workshop was subjected to 

a ma in 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-questionnaire; 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 ~<.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 level 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 value 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. 11 Planning and organizing" was rated 

the most important skill for leadership development 



while 11 dealing with sexism" was rated the least 

important. Finally, scores on the post test were 

higher than scores on the pretest. The Wilcoxon 

Matched-Pairs test results show that pretest-posttest 

mean scores differed at the Q<.05 level. The 

hypothesis was retained, suggesting usefulness of the 

direct instruction model for developing the prototype 

workshop. 
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CHAPTER I 

Introduction 

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 in Rodgers-Rose, 1980) stated 11 the full 

leadership potential of black females throughout their 

history in this country has remained a relatively 

untapped -- or at best, underutilized -- resource, not 

only in predominantly white institutions and 

organizations, but also in black communities as well. 11 

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. 

2 03) • 

Hooks (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 

1 



that the leaders who were most revered and respected 

were men 11 (p. 4). 

Cole (1993) believed that 11 like racism, sexism is 

an irrational leap of faith from recognizing 

differences to believing that difference makes a 

qualitative difference. To complete the parallel, the 

ideology of female inferiority has bred attitudes, 

beliefs, and behavior that promote the subordination 

and oppression of women" (p. 83). 

Dumas (1979) further emphasized that reconciling 

sexual and racial differ-ences within the workplace 

strained established relationships between white and 

African American women. These relationships began 

during the movement to abolish slavery and flourished 

during the years between 1880 and World War I. With 

the passage of the 1920 Women's Suffrage Amendment to 

the United States Constitution, 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 11 clearly sexisRI, like 

racism, is neither genetic nor irreve~sible 11 (p. 83). 

She explained that 11African American women, confronted 
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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 

equal rights movement. Mason (1988) and others have 

argued that realistically, the economic revolution in 

the United States and not the crusade for equal rights 

mandat~s, and egalitarian approaches has weakened the 

bonds between women and men regardless of race. 

According to Mason ( 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 lack 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. Al though some 

gains have been made in the job market, they are not 

substantial; some of these women have, however, 

managed to move into high-level, top-salaried jobs. 

The twenty-first century marketplace promises 

many challenging and highly technical positions in 

addition to more opportunities for leadership 

positions. The Hudson Institute Report, Workforce 

2000 (1987), projected that management and executive 

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-esteem, 

which is a necessary ingredient for learning. 

Positive role models boost a student's pride and sense 

of self-worth" (p. 198). 

Rationale for the Study 

Women in Leadership Positions 

The largest proportion of African American women 

in management is in government 

management-related occupations 

service, mainly in 

rather than line 

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. 
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Table 1 

Federal Senior Executive Service Minority Group and 
Sex Report for FY-1991 and FY-1994 

a 
FY-1991 

M Total w 

Black 77 

Hispanic 25 

Asian/Pa­
cific 
Islanders 12 

307 384 

84 109 

66 78 

American 
Indians/ 
Alaskans 5 50 55 

Total 119 507 626 

FY-1994 

w M Total 

127 362 489 

39 105 144 

19 86 105 

8 53 61 

193 606 769 

b 

a 
Note: Source, Women's Bureau, Department of Labor and 

b 
U.S. Office of Personnel Management 

Table 2 

Federal senior Executive Service Re port by Race and 
Gender for FY-1994 

Total Women Men 

Non-minority 8,451 1,101 7,350 

Minority 799 193 606 

Total 9,250 1,294 7,956 
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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. Comparatively, 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% J employed in Fortune 1000 

organizations and of those surveyed: 96. 7% were 

White; . 9% African American; 1. 9% Asian; and O. 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. Aburdene & 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. In 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 qualified. 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 in management, leadership, and 

supervision seldom do an adequate job of teaching the 

skills necessary to handle these challenges 

effectively (Finney & Siehl, 

McKibbin, 1988). 

Modeling Constructs 

Formal and informal 

1985-86; Porter & 

leadership training 

opportunities increased during the late 1970s through 

1980s for women. These programs were usually short-
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term, extra-institutional training programs that 

served as an important vehicle 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 (Harvard, 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 literature research and 

studies, as it relates to white women more than 

African American women. 

10 



Self efficacy Constructs 

Closely aligned with the role modeling concept 

above, is self-efficacy and its influence on 

leadership development. 

is the belief that one 

As a concept, self-efficacy 

is competent and capable of 

attaining difficult task objectives (Bandura, 1986). 

self-efficacy or self-confidence consistently ranked 

among the listing 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 abilities. 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 seriously 

considered and the greater the degree of interest 

shown in them 11 (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 on the characteristics necessary for 

success in whatever occupation they are in. Baron & 

Graziano (1991) posit that "if a woman becomes a 
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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 is 

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. 

Purpose of the Study 

Cole (1985, 1991) asserted that leadership 

training 

American 

is one important way in 

women may be able to 

which African 

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 in 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 was 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 its 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 level 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 was 

designed, implemented and evaluated. The training 

program prototype was a one-day workshop titled 

Planning and Organizing based on the direct 
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instruction model. The direct instruction model is a 

teaching strategy, wherein the curriculum is organized 

so that students experience success in mastering the 

subject matter (Ornstein & Hunkins, 1993). 

To complete the initial design phase of the 

prototype workshop, the researcher surveyed 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 in which intact groups, 

not individuals, are randomly selected (Gay, 1992). 

A needs assessment survey-questionnaire was developed 

and used to: (a) determine the prototype workshop 

topic, and (b) examine fourteen managerial behavior 

skills integrated from two studies in the literature. 

In addition, the cluster sampling group rated and 

assessed the level of intrinsic and extrinsic value of 

each managerial behavior skill in terms of its 

importance for developing African American women for 

leadership. 

A facilitator's manual and participant's workbook 

was developed. A preliminary and main field-testing 

of the prototype workshop which was based on the 

direct instruction mode l was conducted and evaluated. 
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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 level of intrinsic and 

extrinsic 

managerial 

value of 

behavior 

each 

skill 

identified 

and its 

importance, in terms of developing African 

American women for leadership positions by 

surveying the cluster sampling group; 

c. to determine how modeling and self-efficacy 

constructs influence leadership development 

and training of African American women by 

using the direct instruction model; 

d. to design a prototype workshop curriculum, 

facilitator I s manual and participant's 

workbook for training African American 

women; and 

e. 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 used 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 is a cluster. (Educational 

research competencies for analysis and application, 

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

Direct Instruction Model 

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, 1986). 
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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). 

Goal Statement 

Broad statement describing what should take place 

in an instructional course or training program (Kemp, 

1985). 

Intrinsic Factor 

A factor perceived as having inherent r eward or 

value rather than behavior performed for external 

value (Bandura, 1986). 

Needs Assessment Survey 

Procedure used to gather information before 

dee id ing whe the r there i s a substantive need for 

instruction or training (Kemp, 1985). 

~earning Objective 

statement describing what the learner is 

specifically required 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 listing and 

recommended definitions from the Yukl (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 

Webster's Ninth New Collegiate 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 

characteristic of the 

individual's behavior 

Baetz, 1979). 

physical or physiological 

individual to which the 

can be attributed (House & 
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CHAPTER II 

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 is presented. Next, the use of 

training programs designed to improve leadership 

skills and abilities is described. Finally, research 

on modeling (use in teaching) and self-efficacy is 

reviewed. 

Overview 

Leadership, as defined by Burns (1978), is 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 curious 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 leadership 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; Lord, DeVader & 

Alliger, 1986; Stogdill, 1948, 1974 ) . 

Stogdill (19 48) reviewed 124 trait studies 

c onducted 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 personal characteristic s of the leader must 

bear some relevant relationsh i p to the 

characteristics, activ ities, and goals of the 

followers" (p. 64). La~er, Stogdill (1 974) reviewed 

163 trait studies which were conducted during the 

period of 1949 to 1970. His 1974 study differed from 

the earlier one conducted in 1948 because the research 

used a grea ter variety of measurements, incl uding 

projective, situationa l, and forced choice tests. 

More of the studies involved managers and 

administrators as opposed t o other kinds of leaders. 

Comparatively, while most of the same t raits in 

his 1948 study were again found to be relat ed to 

leader effectiveness, some add i tional traits and 

skills were fou nd 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 studies 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 (1974) as one of the best examples 
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of assessment center research (see Table 3). Bray et 

al., (1974) found that, 11 the prediction of success 

based on a candidate's assessed traits was more 

accurate if the person had a job situation favorable 

to individual 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, (J) planning-organizing, and (4) 

creativity. Personality traits predicting a 

candidate i s advancement best were: ( 1) desire for 

advancement, (2) resistance to stress, (J) 

of uncertainty, (4) energy/activity level, 

of interests, (6) inner work standards, 

readiness to make decisions (p. 178). 
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Table 3 

Traits and Skills Found Most Frequently to be 
Characteristic of Successful Leaders 

Traits 

Adaptable to situations 

Alert to social environment 

Ambitious and achievement­
oriented 

Assertive 

Cooperative 

Decisive 

Dependable 

Dominant (desire to influence 
others) 

Energetic (high activity level) 

Persistent 

Self-confident 

Tolerant of stress 

Willing to assume responsibility 

Skills 

Clever 
(intelligent) 

Conceptually 
skilled 

Creative 

Diplomatic and 
tactful 

Fluent in 
speaking 

Knowledgeable 
about group task 

Organized 
(administrative 
ability) 

Persuasive 

Socially skilled 

Note. From Leadership in Organizations (p. 128) 
by G. A. Yukl, 1989, Englewood Cliffs, NJ: 
Prentice-Hall Copyright 1989 
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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 

differently, 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 

28 



conceptual 

skills are 

(Katz, 1955; 

primarily 

interpersonal skills are 

Mann, 19 6 5) . "Technical 

concerned with things, 

primarily concerned with 

people, and conceptual skills are primarily concerned 

with ideas and concepts" (Yukl, 1989, p. 192). 

Yuk! ( 1989) proposed an II integrating taxonomy 

based on a combination of approaches, including factor 

analysis, judgmental 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, 

abandons the 

( 2) a new taxonomy was needed which 

earlier tradition among behavior 

taxonomies of using separate categories to describe 

internal and external 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 in 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 Yuk! (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 lines 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 Decis:ons: 

Planning 

Problem Solving 

Delegating 

Influencing People; 

Motivating 

Rewarding 

J2 

Organizing 

Consulting 

Recognizing 



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 programs 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 into 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 quadrant box and represents the leader's 

adjustments in behavior as his or her subordinates 

develop higher readiness levels. "Telling - first 

quadrant, refers to high-task/low relationship 

leadership behavior. The leader is expected to 

provide detailed instructions directing employees, but 

the relationship behavior is low, because as the 

follower's experience and understanding of the task 

goes up, so does their task maturity. 

"Selling - the second quadrant, 

task/high relationship leadership 

indicates high-

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, 11 

the leader lets the employee get on with their jobs, 

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 leader selects the 

corresponding leader-behavior to the follower­

readiness continuum. 

Vroom and Yetton's (1973) normative model is 

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 leader 1 s 

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

Autocratic I: 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 with 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 Yet ton's ( 197 3) 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 question '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 leadership-follower 

interactions are of the transactional type (Bass, 

1981). Transactional leaders are often described as 

bargainers, bureaucrats, legislative leaders, 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 is 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 role behavior of subordinates 

is influenced by outsiders who have no direct 

authority over them. Followers tend toward 

conformity. 

Transformational leadership (Burns, 1978) is 

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 

conceptual; however, 

may 

the 

be perceived as overly 

macro analyses that he 

introduced have significant implications for the real­

world emphasis of modern organization. Of the two, 

38 



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, 

belonging (Maslow, 1965, 1970). 

Bass (1990) provides 

discussion on the former 

a very 

leadership 

esteem, and 

interesting 

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. 

Transactional leadership is characterized mainly 

by two important factors: (a) exchanges of promises 
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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 mediocr i ty 11 { p. 2 o) • 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 elevated interests of 

the employees, generating awareness, and acceptance of 

the mission by stirring employees to look 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) stimulating the 

intellectual needs of employees; and (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 compared these leadership styles and found 

that: 

1. 

2 . 

Transformational leadership can be learned. 

Employees and colleagues regard 

transformational leaders as satisfying a nd 

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 questionnaire 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 

42 



MLQ was related to various criteria for leadership 

eff ecti Veness, such as performance ratings by 

superiors, and the level of task commitment reported 

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

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

(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 
I 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 

& Spence, 1986). 

Helgesen (1990) conducted case diaries 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 

economy" (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, 11 thereby giving her a II 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) 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. 

(2) The men disdained unscheduled tasks, 

interruptions, 

fragmentation in 

discontinuity and 

their work day while the 

women did not view them as interruptions. 

(3) The men spare d little time for activities 

not directly work-related, but not the 

women. Family life was a priority for the 

women, whereas the men rarely found time for 

such matters. 

(4) Both exhibited a preference for live action 

encounters, except men viewed the mail as a 

burden and women felt it a more pleasant 

task. 

(5) Each maintained a complex network of 

relationships outside their organization. 

6) The men tended to become overly 

absorbed in the day-to-day tasks of 

management, therefore lacking time for 
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reflection, whereas the women kept the long 

term in constant focus. 

( 7) The males saw their own identity tied to 

their jobs while the females viewed their 

identities as complex and multifaceted. 

This was a significant difference. These 

women viewed their jobs as just one element 

of who they were, rather than being defined 

solely based upon title and position. 

(8) The men tended to hoard information and had 

difficulty sharing it. However, the women 

held structured information sharing 

sessions, viewing it as a deliberate 

process, a major goal of everyday. 

Helgesen (1990) found that women tended to ground 

their description of how knowledge is gained and 

opinions formed in terms of listening and speaking. 

The metaphor of vision was changed to that of voice. 

She concluded that "women's way of leading emphasizes 

the role of voice over that of vision" (p.222). The 

woman's leader's voice is a means both for presenting 

herself and what she knows about the world, and for 

eliciting a response. Her vision of her company might 

define its ends, but her voice is the means for 

getting that vision across. 
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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 & Na isbi tt ( 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. 11 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 is 

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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Table 5 

Characteristics of Women's Leadership 

Empower: 

Leadership 
Invites Speaking out 
Empowers 
How Can I Serve You? 

Change 
Network 

Restructure: 

Pay for Performance 

Wholistic 

Teaching: 

Facilitating 

Role Model: 

Acts as Role Model 

Openness: 

Nourishing Environment for 
Growth 

Reach out 

Information Availability 

Questioner: 
Asks the Right Questions 
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Reward 
Motivator 
Values Creativity 
Vision 

Connection 
Flexible 
Mutual Contract 
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O'Neil's (1988) dissertation study explored the 

experiences of 15 women in top level positions in 

at private higher education administration 

institutions in Massachusetts. She inquired about 

context of: (1) their experiences within the 

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 career 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: 

Grace 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; 

Odd Man out: 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 

power differences, male managerial 

differentials, tokenism, reluctance 

boys network," 

model, salary 

to work for a 

female boss, the 

infrequent mentoring, 

"glass ceiling" phenomenon, 

corporate sensitivity to the 

needs of working mothers, and the scarcity of female 

executives as role models. Talley I 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, 11 

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), little 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 adrninistrati ve 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) loyalty 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 I s 

career development, 

(3) learning 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 skills are 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 is 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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and mastery learning theory associated with modeling 

and self-efficacy. 

Training Applications in Leadership Development 

According to the dissertation study (1990) by 

Redmond, in 1985, U.S. corporations spent 450 billion 

dollars on learning and development programs for their 

employees (Thomas, 1988). It is estimated that a 

large proportion of those employees were managers or 

other white collar workers. Lusterman (1986) noted 

that a large portion of employers in all major job 

categories are now involved in some form of formal 

training, but the participation rates have been 

highest for managers. 

Formal leadership development training has taken 

on several forms over the past few years, such as, 

individual learning, traditional classroom, and 

residential-based programs. The most recent form of 

leadership training has been experiential- based 

learning. The use of experiential-based learning as 

an effective training method was studied by Liebman 

(1990). Liebman ' s ethnographic study explored the 

effects of a visionary leadership training program 

course on nine college student leaders of major campus 

organizations. The 3 credit-hour course, designed by 
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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 videotapes have been used during 

leadership training programs to determine effective 

and ineffective behavior involving interpersonal 

skills. 

stimulate 

Cases and short incidents are used to 

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 is provided (Yukl, 1989). 

Coaching, mentoring and modeling as effective 

training tools have been researched by Hunt & Michael 

(1983) and Kram (1985). These methods have also 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 literature 

supports that skill development contributes to the 

satisfaction and performance of organization members 

{Guzzo, Jette, & Katzell, 1985; McCauley, 1986; 

Wexley, 1984). 

Training Models 

There is 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 sequences focus not only on the design and 

planning of instruction, 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 modelin~ 

be a technique used in training, prov~ 

participants "a step-by-step model for handli 

given interaction. Then a demonstration of the f 

is provided, usually on a video. The particiI 

practice using the steps. Afterward they re< 

feedback about where they have used the r 

effectively and where they need to improve" (p.J 

Confidence is built when the student can success1 

demonstrate the new skill or behavior. 

This model can be effectively used when 

training objectives encompass the following: 

developing skill proficiency more than intelle< 

understanding; (b) providing specific sequence 

steps for participants to follow; and ( c) ge1 

participants to follow pattern, or limiting the nt 

of ways a situation is handled (Abella, 1986). U! 

behavior modeling in training incorporates ~ 

similar to the direct instruction model desc1 

below; both utilize visual representation of the 

in order to facilitate learning. The steps incJ 

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· 
I 

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 is organized so 

that students experience success in the mastery of the 

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) ; and ( 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 included 

the following: (a) presenting material in small steps 

to promote mastery learning; (b) modeling, or giving 

narrated demonstrations of the learning tasks ; and (c) 

reexplaining difficult points. 11 A 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 11 (p. 313). The goal of practice is 
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mastery or the ability 

independently error-free. 

to perform a skill 

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 

appropriate practice time. 

learning activity phases: 

pract ice, and 

It consists of 

(1) orientation, 

( f) 

five 

( 2) 

presentation, (3) structured practice, (4) guided 

practice, and (5) independent practice. Joyce et al. 

(1992) concluded that this model "approaches academic 

content systematical ly. Its design is shaped to 

generate and sustain motivation through pacing and 

reinforcement. Through success and positive feedback, 

it tries to enhance se l f-esteem" (p. 318). 
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Table 6 

Direct Instruction Model 
Six Principles of Effective Practice 

Principle 

Shaping 

Length 
of time 

Moni­
toring 

Level 
of 
accuracy 

Distri­
buted 
practice 

Appro­
priate 
practice 
time 

Objective/Activity 

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

Short, intense, highly motivated 
practice periods produce more 
learning than fewer but longer 
practice periods 

The teacher monitors the initial 
stage of practice because incorrect 
performance at this stage interferes 
with learning 

Paying attention to accuracy rates to 
ensure that students experience 
success and do not practice errors 

Sometimes referred to as multiple 
practice wherein sessions are spread 
out over a period of time (practice 
reinforces learning) 

Practice periods should be close 
together at the beginning - guided 
practice sessions are spaced farther 
and farther apart with mastery of 
concept 
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Modeling 

Modeling is matching behavior, and is often 

referred to as "imitation," "observational learning," 

or "social facilitation. 11 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. 

After 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 

emphasis in modeling then shifted to affective 

conditioning theory. 

Modeling influences can serve as instructors, 

inhibitors, disinhibitors, facilitators (prompters), 

st i mu 1 us enhancers, and ernot ion arousers (Bandura, 

1971, 1986). Modeling can teach component skills and 

provide rules for organizing them into new structure 

or behavior. 
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Illustrations of how behavior-guiding principles 

can be transmitted through modeling are provided in 

experiments designed to modify moral judgmental 

orientations (Bandura & McDonald, 1963; Cowan, Langer, 

Heavenrich, & Nathanson, 1969; Le Furgy & Woloshin, 

19 69) ; delay of gratification patterns (Bandura & 

Mischel, 1965; stumphauzer, 1969); and styles of 

information-seeking (Rosenthal, Zimmerman & Durning, 

1970). 

There are four distinct subprocesses in the 

social learning view of observational learning (see 

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: In maximizing enactment tests, observers 

are explicitly encouraged to perform, with positive 

incentives and minimal constraints, al 1 they have 

learned from models (Bandura, 1965b; Bandura, Grusec, 

& Menlove, 1966). 
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Motivational: Observers are motivated by external 

incentives which serve to selectively influence the 

observers' performance of 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 in 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-sex models as well, and appear to be learning 

what is appropriate for both sexes through 

observation, even though they are more likely to 

imitate the behavior of same-sex models (Baron & 

Graziano, 1991). 

Research has shown that observational learning is 

most likely to lead to overt imitation when the 

modeled behavior is reinforced (Bandura, 1976; Bandura 

& Walters, 1963; Perry & Bussey, 1979}. The behaviors 

that others perform, as well as the consequences 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 consequences 

(Baron & Graziano, 1991). 

Self-Efficacy 

The power of modeling is 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 also 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 is enhanced. The higher the level of 

perceived self-efficacy, the greater the level 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. 11 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. 

influence 

The 

the 

social cues transmitted by models 

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 led to a key 

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 using 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 behavior 

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 

research procedure used to 

leadership training program 

a description of the 

design and validate a 

prototype for African 

American women under these major headings: (a) general 

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

experimental design; ( d) project elements; ( e) 

prototype workshop; (f) research population; (g) 

instrumentation; (h) data collection; ( i) data 

analysis procedures; ( j) 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 and 

development, because the researcher designed, 

implemented and evaluated a prototype workshop. This 

type of II 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 methodology was also 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 ( 1989) also recommended that 

educational research 

studies involve a 

instructional design. 

and development dissertation 

limited amount of original 

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 six project steps into three 

major phases as shown in Figure 1. 

PHASE I: Research and Information, 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" (Gagne et 

al, 1988, p. 2 3) . The needs assessment process was 

completed by: (a} reviewing the literature; (b) 

administering the needs assessment survey­

questionnaire to the cluster sampling group; and 
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Figure 1 

Literature 
Review 

Pretest 
Posttest 

Pretest 
Posttest 

Project Phases 

Phase I: Research/Planning 

Needs Assessment 

Planning 
Workshoo 

Develop Prototype 

Prelim Test of 
Protot e 

Revise Workshop 

Main Test of 
Protot e 
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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 organizing, the 

facilitator's manual, the participant's workbook (see 

Appendix D), workshop materials, post-workshop 

assignment, post-workshop evaluation, post-workshop 

interview-questionnaire, 

evaluation-questionnaire, 

independent observer's 

survey-questionnaire 

transmittal letters and workshop brochure. Other 

activities completed were: determining 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 II; Preliminary Field-test of Prototype Workshop 

Step 3: Development of the Prototype Workshop 

The 

workbook 

facilitator's manual 

underwent editing and 

and participant I s 

was packaged. The 

participant's workbook is contained in Appendix D. 

Step 4: Preliminary Field-test of Prototype Workshop 

The prototype workshop 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 

11 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 quality of the proce dures 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 were 

not participants in the prototype workshop field­

testings. 

PHASE III: Main Field-test of Prototype Workshop 

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 1 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 is to 

"determine whether the educational product under 

development meets its performance objectives. 

Generally, an experimental design is used to answer 

this question" (Borg & 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 interview-questionnaire. Again, feedback was 

provided by the independent observer on the 

evaluation-questionnaire and clinical notes. 

Experimental Design 

The product developed in this study was a one-day 

prototype workshop on "planning and organizing, 11 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 literature 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 support 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 post test 

measuring "planning and organizing" skill development, 

using the direct instruction model would differ in 

their mean at the 2<. 05 level. The statistical 

hypothesis 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 in 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, Inc., 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 level 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; 

c. to determine how modeling and self-efficacy 

constructs influence leadership development 

and training of African American women using 

the direct instruction model; 

d. to design a prototype workshop curriculum, 

facilitator's manual and participant's 

workbook for training African American 

women; and 

e. to implement the preliminary and main field­

testing of the prototype workshop and 

evaluate both, making appropriate revisions. 

Prototype Workshop 

The prototype workshop - Planning 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 

levels, who are aspiring for leadership roles. The 

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 

below. In 

plan using 

addition to 

this 

small 

model 

group 

is discussed 

discussions, 

participants were involved in role play and case study 

exercises. The curriculum also included a video 

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 Objectives 

The learning objectives communicated the 

instructional intent and specific learning outcomes. 

The objectives were as follows: 

( 1) 

( 2) 

( 3) 

( 4) 

( 5) 

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

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

The participants will be able to distinguish 
between effective and ineffective planning 
and organizing behavior and cite two 
specific examples. 

The participants will be able to list and 
explain the basic components of an 
operational (action) plan. 

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. 
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Instructional Plan Using the Direct Instruction Model 

Based on the direct instruction model, the 

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 up. The 

facilitator and participants performed the following 

activities under each phase of the direct instruction 

model: 

Phase One: orientation 
Facilitator introduction of facilitator, 

Facilitator 

Facilitator 
Participants 

Facilitator 

independent observer, and participants 
establishes content of workshop on 
"Planning and Organizing" and its 
relationship to prior knowledge and/or 
experience. 
conducts a "Motivation Exercise." 
discuss reactions and learnings about 
the exercise. 
discusses aspects and procedures of 
the workshop and participant's 
responsibilities. 

Phase Two: Presentation 
Facilitator explains (lectures) new concept 

Facilitator 

Facilitator 

Facilitator 
Participants 

"Planning and Organizing." 
shows video of Project Role Models 
commenting on the importance of 
planning and organizing, and how they 
do it. 
video recap and summarization of 
lecture. 
conducts exercise - "Hidden square." 
discuss reactions and learning about 
the exercise. 
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Phase Two: Structured Group Practice (Whole Group) 
Facilitator conducts exercise - "The IX Exercise." 
Participants discuss reactions and learnings about 

Facilitator 

Participants 
Facilitator 

Facilitator 

Phase Four: 
Facilitator 

Participants 

Participants 

Participants 

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 
provides a group case study 
"Planning Exercise." 
practice in dyads using action 
planning concepts. 
practice in whole group 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 shows final segment of video. 
Facilitator makes the post-workshop assignment -

"A Planning and organizing Time 
Management Exercise;" explains purpose 
and provides response date. 

Facilitator checks for understanding. 
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Facilitator 

Participants 

Participants 

Facilitator 

Materials 

leads discussion on the day's 
activities and learnings. 
give feedback on activities/learnings 
and other comments about the workshop. 
complete the posttest and workshop 
evaluation form. 
makes presentation to participants and 
appointments confirmed for selected 
personal interviews. 

Each participant was provided a workbook ( see 

Appendix D) which included these items: learning goals 

and objectives; text description on planning and 

organizing; glossary; reference list; charts (time­

line/event calendar); sample activity network and 

planning wheel; role play and case study exercises; 

and a modified video-transcript from the project role 

models' interview session. 

The facilitator's manual contained a copy of the 

participant's workbook and all handouts. Instructor 

notes relating to a particular topic or emphasis were 

prominently highlighted, such as, key questions which 

stimulated discussion. The instructor notes also 

indicated when it was appropriate to refer to or show 

the transparencies and the video. Handouts were 

copied onto a transparency for easy reference. The 

manual also contained answers to the pretest-posttest, 

exercises, post-workshop assignment, and case studies. 
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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 in 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 off ice. Two of them 

supervised more than one hundred employees, the other 

supervised less than one hundred employees. one held 

a political appointment while the at.hers 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 grade 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 

cluster 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 Survey-Questionnaire: The needs 

assessment survey-questionnaire was used as a 

formative evaluation addressing project element (b) 

which was to determine the level 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 branch 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* 

Influencing People 

Motivating 

Recognizing and rewarding 

Making Decisions 

Planning and organizing 

Problem solving 

Risk-taking* 

Collecting and Disseminating Information 

Consulting and delegating 

Monitoring operations and environment 

Informing 

Clarifying roles and objectives 

Note: (*) Integrated from Harvard's listing into 
Yukl's framework. 
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developed integrated listing of managerial behavior 

skills for examination in this study. 

The needs assessment survey-questionnaire took 

approximately 20 minutes to complete and was divided 

into three sections ( see Appendix E) . 

section was devoted to demographic data. 

The first 

In section 

two, the definition for each of the 14 managerial 

behavior skills was provided. An interval scale 

measure was used to determine the level of intrinsic 

value of each skill. To determine the level of 

intrinsic value, the respondents rated each skill on 

a scale ranging from 1 ( low) to 5 (high), and to 

determine the level of extrinsic value, the 

respondents rated each skill on a scale ranging from 

6 ( low) to 10 (high) . Section Three dealt with 

priority ranking of each managerial behavior skill on 

an ordinal scale of 1 to 14 ( 1 having the highest 

rating) . The survey- questionnaire was also used to 

elicit information requisite to the development of the 

prototype workshop's goals and learning objectives. 

Pretest-Posttest: The same panel of experts, 

referenced above also reviewed and pretested the 

study's pretest-posttest which took approximately 15 

minutes to complete (see Appendix F). The highest 
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possible score was 100. The pretest-posttest 

addressed project element {e) which was to implement 

the preliminary and main-field testing of the 

prototype workshop and evaluate both, making 

appropriate revisions. The pretest-posttest was a 15 

multiple-choice test divided into three sections 

testing knowledge and abilities about strategic and 

operational (action) planning, effective and 

ineffective planning, and the planning implementation 

process. 

Post-workshop evaluation form: This form was also 

used to evaluate the workshop addressing project 

element (e). The form was divided into two parts (see 

Appendix G). Part I contained closed questions based 

on a Likert-type scale (numerical rating of 1 to 5) · 

Five is the highest rating (strongly agree) and one is 

the lowest rating (strongly disagree). Two open-ended 

questions were asked in Part II: (a) the aspect of the 

workshop that I liked most; and (b) the aspect of the 

workshop that I liked least. The final question in 

Part II sought an overall rating of the prototype 

workshop on a rating scale: excellent, good, fair, 

poor and no answer. 
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Post-workshop interview-guestionnaire: The post­

workshop interview questionnaire was also used to 

address project element 

participants who submitted 

researcher at the end of 

( e) . The last three 

their posttest to the 

each field-testing were 

interviewed by telephone. The interview was conducted 

by telephone by the researcher and was approximately 

30 minutes in length. A questionnaire was used to 

facilitate the interview process and consisted of 10 

closed and open-ended questions on participants' 

perceptions about the workshop (see Appendix H), A 

rating scale was devised to assist in assessing the 

responses. Al though the first question required a 

specific response, a numerical rating was used to 

record the number of objectives recalled. Responses 

to questions 2, 4-9 were assigned a rating of: (a) not 

at all, (b) little, (c) medium amount, (d) well 

represented, and (e) exactly . For question 3, the 

response was rated: (a) not at all, (b) little, (c) 

satisfactory only, (d) very well, and (e) exactly. 

Post-workshop assignment: Project element (e) was 

also examined through the post-works hop assignment 

which was completed by each participant i mmediately 

after each workshop. The post-workshop assignment 
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provided a synthesis of learned material appraising 

the participant's knowledge and skill development. 

The assignment (see Appendix I) was a planning and 

time management exercise constructed by Yukl (1989) 

and was reprinted from his textbook, Skills for 

Managers and Leaders: Text, cases and Exercises 

(1990). The participants were given only 30 minutes 

to plan and organize for the next work day's 

activities. The in-basket exercise contained twenty 

activities: scheduling of meetings, writing memoranda, 

delegating items, and making telephone contacts. 

Independent observer evaluation-questionnaire: The 

independent observer completed an evaluation­

questionnaire at the conclusion of each field-testing. 

The information drawn from this questionnaire provided 

another examination of project element ( e) . The 

evaluation-questionnaire was divided into two parts 

(see Appendix J). Part I had 18 questions and the 

response was based on a rating scale: (a) poor, (b) 

fair, (c) good, (d) above average, and (e) excellent, 

These questions sought additional information about 

the subject content, teaching, training method, video, 

handouts and facilitates. Part II consisted of two 

open-ended questions which were: (a) the aspect of the 
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workshop I 1 iked most; and ( b) the aspect of the 

workshop I liked least was. 

Data Collection 

Data were collected from a number of sources and 

the procedures used in gathering data were as follows: 

Initially, data were gathered through the needs 

assessment process. The researcher entered into an 

agreement (see Appendix K) with officials of the U.S. 

Office of Personnel Management to conduct the survey . 

They mailed the cover letter (see Appendix M), survey­

questionnaire and return envelope to the cluster 

sampling group members (SES African American women in 

the executive branch of the federal government) 

through their personnel headquarters office. 

The project role models who were selected from 

among the cluster sampling group participated in a 

focus-group interview examining project element (a) 

which was to ascertain the cluster sampling group's 

definition of leadership and their understanding of 

how one obtains leadership status; and provided 

additional information regarding project element (b) 

namely, to determine the level of intrinsic and 

extrinsic value of each identified managerial behavior 

skill and its importance, in terms of developing 
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African American women for leadership positions. 

Although the interview session was semi-structured, 18 

questions were asked of the project role models (see 

Chapter IV, page 123 for the list of questions). The 

project role models' responses which yielded 

additional data about the workshop topic, Planning and 

Organizing; decision-making skills; role modeling; 

self-efficacy; and leadership styles and behaviors 

(see Appendix L), to name a few. 

Data about the field-test participants were 

gathered from the prototype workshop registration 

forms on brochures which were posted throughout the 

facilities. Completed registration forms were 

returned to the researcher prior to each field­

testing. Confirmations were conducted by telephone. 

Data gathered during the field-testings of the 

prototype workshop were as follows: 

1. The pretest-posttest was administered to the 

field-test participants on the day of the 

workshop. 

2. The post-workshop evaluation form was 

collected at the conclusion of the prototype 

workshop. 
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3. The post-workshop assignment was completed 

and returned after the prototype workshop. 

4. Responses to the participant's post-workshop 

interview-questionnaire was annotated by the 

researcher. The telephone interview was 

conducted when the completed post-workshop 

assignments were returned. 

5. The independent observer's evaluation form 

and clinical notes (see Appendices N and 0) 

were collected after the workshops. 

Data Analysis Procedures 

in the The data analysis procedures utilized 

dissertation project are explained below. All data 

( 1990) by were processed using GB-Stat Version 2. o 

Dynamic Microsystems, Inc. 

As needs assessment survey-questionnaires were 

returned (see Appendix E), a code (cs-01, cs-02 ... cs-

54) was assigned to each and the respons es were 

recorded on a separate coding sheet. Secondly, data 

from Section One dealt with categorical data and those 

responses were converte d to numerical values, e.g., 

age-01 (25-35); age-02 (36-45). Next, the responses 
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from Section Two were recorded to determine the level 

of intrinsic and extrinsic value for each managerial 

behavior skills. The data were analyzed by frequency 

distributions and means. 
Fourth, aggregate and mean 

scores from the data in Section Three were computed to 

determine the level of importance for each managerial 

behavior skill and determine the prototype workshop 

topic. 

Finally, the coding sheets were reviewed to 

identify members of the cluster sampling group who 

were interested in participating as project role 

models. Content analysis was conducted on the project 

role models' responses (see Appendix M) to the 

questions posed during the focus - group interview 

session. The data was analyzed to address project 

elements (a) and (b), namely to ascertain the cluster 

sampling group's definition of leadership and their 

understanding of how one obtains leadership status; 

and to determine the level of intrinsic and extrinsic 

value of each identified managerial behavior skill a nd 

its importance, in terms of developing African 

American women for leadership positions. 

The pretest-posttest (see Appendix F) was firSt 

graded for correct responses; 5 points were awarded 

for each correct response for a maximum score of lOO 
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total points. The scores were then recorded on a 

coding sheet for each test and analyzed by computing 

gain scores, group mean, standard deviation and 

coefficience of variations, and a Wilcoxon Matched-

Pairs Test. This nonparametric test determines the 

difference in means and compares two independent means 

examining the direction and magnitude of differences 

between them (Shavelson, 1988). 

The post-workshop assignment (Appendix I) was 

graded for correct responses ( 100 highest possible 

points), and analyzed by group mean score and standard 

deviation. Data drawn from closed questions on post­

workshop evaluations (see Appendix G); interview­

questionnaires (see Appendix H); and independent 

observer's evaluation-questionnaire (see Appendix J) 

were analyzed by computing the frequency distribution, 

mean scores and standard deviation. cross tabulation 

and content analysis were conducted on open-ended 

questions from post-workshop evaluation form; post­

workshop interview-questionnaire; and independent 

observer's clinical notes (see Appendices N and 0). 

Preliminary Field-test 

The prototype workshop was initially presented in 

the preliminary field-test. Eight (8) African 
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Amer' ican women from an intact-group in the legislative 

branch participated, The prototype workshop was six 

and o ne-half hours in duration. Appropriate time was 

allowed for morning and afternoon breaks and a lunch 

Period. 

and the 

The evaluation of the preliminary field-test 

revisions to the prototype workshop are 

explained in this section. 

The participants found that the content and 

materials of the workbook were useful in meeting the 

statect goals and objectives. Overall, they rated the 

Workshop as "good." However, they suggested several 

recommendations to improve the quality of the workbook 

and the facilitator's manual was revised, accordingly. 

Specific recommendations were: ( a) the agenda and 

content page should be added to the workbook; (b) the 

discussion on action planning and other text should be 

Provided in the first section of the workbook; and (c) 

the p t . t should also be made os -workshop assignmen 

ava· 1 1 able as a hand-out. 

the l'nformal setting of 
The participants favored 

the Prototype workshop but, suggested that the break-

out room be located closer to the main meeting room. 

No recommendations were made about 
the teaching 

strategy - direct instruction model, using the video 

Pres of the teaching strategy was entation as part 

104 



favorably rated; however d 
' some would have preferre 

more examples about overcoming racism and sexism 
obstacles. 

The opening or motivational laced exercise was rep 

with a less formal ice-breaker. The other exercises 

were found suitable and consistent with the prototype 

workshop's goal and objectives. The participants 

suggested that both oral and written evaluations be 

conducted at the conclusion of the workshop. No 

revisions were made to the post-workshop assignment 

and the pretest-posttest. 

The independent observer noted that the agenda 

should be posted during the workshop. She suggested 

that unfamiliar terms used by the project role models 

should be explained or added to the list of useful 

terms, i . e. , "synergy. " She found the researcher's 

impromptu questions on leadership style following the 

video discussions more useful than the prepared recap 

questions. She too, determined the prototype workshop 

sufficient in meeting the stated goals and learning 

objectives. The independent observer agreed with the 

revisions to the prototype workshop suggested by the 

· ld t t t · · The t1'me for in-preliminary fie - es par 1c1pants. 

depth discussion after each exercise was lengthened by 

shortening the breaks. The morning and afternoon 
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breaks were reduced from 20 minutes to 10 minutes each 

but the lunch period remained an hour long. 

Based upon the preliminary field-test 

participants' and independent observer's evaluations, 

the researcher revised the prototype workshop format. 

The facilitator's manual and participant's workbook 

were repackaged and prepared for the main field­

testing. 

Limitations of the study 

The present research study does not attempt to 

identify and examine all of the skills African 

American women need to develop for leadership. 

Instead, it has focused on fourteen managerial 

behavior skills from which one was singled out as the 

most important skill for leadership development. In 

addition, the study was limited to the design, 

implementation and evaluation of a one-day workshop 

using the one group, pretest-posttest expe rimental 

design which controlled for a number of internal and 

external validity factors, but the external validity 

factor of pretest interaction as described by Gay 

(1992) was not controlled. 

Another limitation was the size of the project 

role models group which consisted of three members; 
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however, using a smaller number did not diminish the 

researche r'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 confines of federal governme nt training 

regulations which allow only one day of approved 

absence for non-appropriated training. 
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CHAPTER IV 

Analysis of the Data 

This chapter describes the analysis and findings 

of the data collected during the study. Analysis of 

the data begins with the outcomes of the needs 

assessment, including the project role models ' focus­

group interview session. Then data gathered during 

the main-field test are presented. The results of the 

analysis are reported in narrative form and tables. 

Needs Assessment 

Needs Assessment Survey- Questionnaire 

The survey- questionnaire consisting of three 

sections was completed by 55 members of the cluster 

sampling group (SES African American women in the 

executive branch of the federal government) . However, 

one was excluded from analysis because it arrived 

after the main field-testing. The cluster sampling 

group members were not participants in the field­

testings of the prototype workshop. 

Section One 

Section One reports the demographic profile of 

respondents providing descriptive information about 

the location of their position, number of employees 

supervised, federal service status, appointment or 
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selection to the SES by term, grade level upon 

entering federal service, highest level of education, 

age, marital status, and children. 

Location of Position 

As shown in Table 8, approximately, 46 (85%) are 

positioned in their agency's headquarters, the other 

8 (15%) are located in a field agency position. 

Number of Employees Supervised 

As illustrated in Table 9, of those respondents, 

3 5 ( 65%) supervise less than 10 o employees. Those 

supervising more than 100 employees were 19 (35%). 

Federal Service Status 

Table 10 shows that those holding career status 

were 41 (76%), while those having political status 

were 19 (24%). 

Appointment or Selection to SES by Term 

As shown in Table 11, 31 (57%) were appointed or 

selected during the term 1990-94; 11 (20%) during term 

the 1986-90; 8 (15%) during the term 1980-85; and 3 

(5%) during the term 1978-79. Three respondents did 

not respond. 

Grade Level Upon Entering Federal Service 

Table 12 illustrates the grade level of 

respondents upon entering federal service. Those 

entering at the GS-13 grade level or higher were 21 
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(39%). Of those remaining, 16 (30%) entered at the 

GS-7-12 grade levels and 15 (28%) entered at the GS-1-

6 grade levels. Two (3%) respondents did not respond. 

Highest Level of Education 

The highest level of education is represented in 

Table 13. Approximately, 16 (30%) of the cluster 

sampling group held a master's degree, 14 (26%) held 

a bachelor 1 s or J.D. degree, 7 (13%) held a doctorate 

and 3 (5%) were high school graduates. 

Age 

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 J (5%) range from age 25-35. 

Marita l Status 

Table 15 illustrates that JO ( 56 %) respondents 

are married, 14 (26%) are divorced, g (18) are single 

and none a re separated. 

Children 

As shown in Table 16, 45 (82 %) have children and 

9 (18%) have no children. 
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Table 8 

Location of Respondent Position 

Location 

Headquarters 

Field 

No Response 

Total 

Table 9 

N 

46 

8 

0 

54 

Number of Employees Supervised by Respondents 

Number 

Less than 100 

More than 100 

No Response 

Total 

N 

35 

19 

0 

54 

111 

85 

15 

100 

% 

65 

35 

100 



Table 10 

Federal Service Status of Respondents 

status N ~ 0 

Career 41 76 

Non-Career 0 

Political 13 24 

No Response 0 

Total 54 100 

Table 11 

Appointment or Selection to SES by Term Period for 
Each Respondent 

Term Stratified N ~ 0 

1978-89 3 5 

1980-85 8 15 

1986-90 11 20 

1991-94 31 57 

No Response 1 3 

Total 54 100 
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Table 12 

Grade Level of Respondents Upon Entering Federal 
Service 

Grade Level 
Stratified 

GS-1-6 

GS-7-12 

GS-13 and above 

No Response 

Total 

N 

15 

16 

21 

2 

54 

113 

28 

30 

39 

3 

100 



Table 13 

Highest Level of Education by Respondents 

Level 

High School 

Bachelor's 

Master's 

Doctorate 

J.D. 

No Response 

Total 

Table 14 

Age of Respondents 

Age Stratified 

25-35 

36-45 

46-55 

56-65 

No response 

Total 

N 

3 

14 

16 

7 

14 

0 

54 

N 

3 

19 

28 

4 

0 

54 

114 

5 

26 

30 

13 

26 

100 

5 

35 

52 

8 

100 



Table 15 

f.1._arital Status of Respondent2 

status 

single 

Married 

Divorced 

separated 

No Respons e 

Total 

Table 16 

N 

9 

30 

14 

0 

0 

54 

children Reported by Respondents 

children N 

Yes 45 

No 9 

No Response 0 

Tota l 54 

11 5 

% 

18 

56 

26 

100 

% 

82 

18 

100 



Section Two 

Data from this section dealt with the level of 

intrinsic and extrinsic value of each of the 14 

managerial behavior skills as determined by the 

respondents. 

Level of Intrinsic Value 

In Table 17, the percentage of response for each 

managerial behavior skill is shown. "Dealing with 

racism" and "dealing with sexism" were rated by all 

but one respondent (98%), followed by "supporting" 

(96%), 11 monitoring operations and environment" (95%) 

and "motivating" ( 93 %) • Fifty ( 91%) respondents rated 

"managing conflict and team building, 11 "recognizing 

and rewarding," "planning and organizing," "problem­

solving," risk-taking," and "consulting and 

delegating." "Networking" and "clarifying roles and 

objectives" were rated by 49 (89%) respondents. The 

managerial behavior skill, "informing" was rated by 

the least number of respondents (87%). "Dealing with 

racism" (x=:4.75) held the highest level of intrinsic 

value. "Dealing with sexism" (x=3. 75) held the lowest 

level of intrinsic value. 
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Table 17 

Number of Respondents and Mean Scores From Section Two 
by Level of Intrinsic Value of Each Managerial 
Behavior Skill 

Number of 
Skill Respondents Mean 

Networking 48 4,10 

Supporting 52 4.63 

Managing Conflict 
& Team Building 49 4.55 

Dealing with Racism 53 4.75 

Dealing with Sexism 53 3.75 

Motivating 50 4.42 

Recognizing & Rewarding 49 4.61 

Planning & Organizing 49 4.36 

Problem-solving 49 4.55 

Risk-taking 49 4,26 

Consulting & Delegating 49 3.97 

Monitoring Operations 
& Environment 51 3.94 

Informing 47 4.25 

Clarifying Roles 
& Objectives 48 3.92 

Note. Ranked on a scale of 1 to 5 ( 5 being the 
highest) . 
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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 

b e havior skill structures shows that "informing" was 

rated by a 11 55 ( 100%) respondents and 54 ( 98%) 

respondents rated "supporting." The next most rated 

by the respondents were "managing conflict and team 

building," 11 recognizing and rewarding,u "planning and 

organizing," "problem-solving, 11 and "consulting and 

d e l egating" rated by 5 3 (96 %) r espondents followed by 

"clarifying roles and objectives 11 which was rated by 

52 (95%) respondents. "Motivating, 11 "risk-taking," 

and "monitoring operations" were rated by 51 (93%) of 

the respondents. 11 Supporting11 was rated by 50 (91%) 

respondents while 11dealing with racism11 and "dealing 

with sexism" were rated by 49 (89%), the least number 

of respondents. "Problem-solving" ( x=9 . 40) held the 

highest level of extrinsic value, while "supporting" 

(x=8.04) held the lowest. 
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Table 18 

Number of Respondents and Mean Scores From section Two 
by Level of Extrinsic Value of Each Managerial 
Beh a vior Sk ill 

Number of 
Skill Respondents Mean 

Networking 53 8.66 

Supporting 49 8.04 

Managing conflict 
& Team Bu i lding 52 9.19 

Dealing with Racism 48 8. 4 1 

Dealing with Sexism 48 8.39 

Motivating 50 9,04 

Recognizing & Rewarding 52 9 .13 

Planning & Organizing 52 9.34 

Problem-solving 52 9.40 

Risk-taking 50 8.46 

consulting & Delegating 52 8.94 

Monitoring Operations 
& Environment 50 8.90 

Informing 54 8.97 

Clarifying Roles 
& Objec tive s 51 9.11 

Note. Ranked on a sca l e of 6 to 10 (10 be i ng the 
highest) . 
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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 

19 shows the aggregate scores. "Pl anning and 

organizing" (x =2.04) was rat ed as the most important 

manager ia 1 behavior ski 11 structure for leadership 

deve lopment and 11 dea ling with sexism" (x=12.07) was 

the least import ant as shown i n Table 20 . 

120 



Table 19 

Aqqregate Scores and Ranking in Terms of Importance 
from Section Three 

Rank 9Eder Skill Scores 

(1) Planning and Organizing 2ID 

(2) Clarifying Roles and Objectives 272 

(3) Managing conflict and Team Building 290 

(4) Cons ulti ng and Delegating 2~ 

( 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 Racism 575 

(13) Networking 597 

( 14) Dealing with Sexism 651 
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Table 20 

Number of Respondents and Mean scores From Section 
Three 

Skil l 

Networking 

Supporting 

Managing Conflict 
& Team Building 

Dealing with Racisn 

Dealing with Sexism 

Motivating 

Recognizing & Rewarding 

Planning & organizing 

Problem-solving 

Risk-taking 

Consulting & Delegating 

Monitoring Operations 
& Environment 

Informing 

Clarifying Roles 
& Objectives 

Number of 
Respondents 

53 

49 

52 

48 

48 

50 

52 

52 

52 

50 

52 

50 

54 

51 

Mean 

8.66 

8.04 

9.19 

8 . 41 

8.39 

9,04 

9.13 

9.34 

9,40 

8.46 

8.94 

8,90 

8.97 

9.11 

Note. Ranked on a scale of 6 to 10 ( 10 being the 
highest) . 
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Project Role Models 

Three cluster sampling group members served as 

project role models during the study. The project 

role models participated in a video- taped focus-group 

interview session ( see Appendix M) which was 

incorporated into the curriculum. The questions asked 

were: 

(1) How do you define leadership? 

(2) How does that definition distinguish or 
differentiates from what you believe the 
African American woman leader would be? 

(3) Are you a visionary leader and how has that 
helped you? 

(4) What is your perception about participative 
or consultative management? 

(5) Does setting goals organize your day? 

(6) During the day, do you plan much of it or is 
it spontaneous? 

(7) What is your viewpoint on clarifying roles 
and objectives? 

(8) Are your subordinates taking ownership for 
decisions, sharing in the vision, etc.? 

( 9) Why do you suppose the skill decision-making 
was the third most important ski l l? 

(10) Are most of your decisions made in a 
consultative manner, knowing that ultimately 
you are the leader? 

(11) Would you describe yourselves as risk­
takers? 

(12) We discuss the top three skills, what would 
you venture as the fourth? 
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(13) Did you have a role model coming along? If 
so, tell us about your role model(s)? 

( 14) 

(15) 

(16) 

(17) 

(18) 

Do you believe that you are a role model? 

Is your sense of self-efficacy high or low? 

How has being an African American woman 
leader, affected your leadership 
d e velopment? 

Can we train African American women to 
become leaders? What would or would not be 
beneficial? 

Complete the sentence, to African American 
women aspiring to leadership positions, I 
would say ... ? 

Conte nt analys i s was conduc t e d showing their comments 

(s e e Appendix M) focused on these areas: (a) 

definition of leadership; (b) planning and organizing; 

(c) clarification of roles and responsibilities; (d) 

problem-solving; (e) role modeling; (f) self-efficacy; 

and (g) leadership style and development. 
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Main Field-Test 

Twenty-four (24) African American women from an 

intact-group in an executive branch agency in the 

Washington metropolitan area participated in the main­

field testing of the prototype workshop. This section 

discusses the analysis of data gathered during the 

main-field test: (a) demographic profile of 

participants; (b) results from the pretest-posttest; 

(c) post-workshop evaluation; (d) post-workshop 

interview-questionnaire; (e) independent observer's 

evaluation-questionnaire; and post-workshop 

assignment. 

Participant's Demographic Profile 

The demographic profile was gathered from data 

provided by the participants at the time of 

registration. Participants supplied their grade 

level, supervisory or managerial experience and prior 

leadership development or planning and organizing 

training. 

Grade Level of Main Field-test Participants 

The grade levels of these participants presented 

in Table 21 shows that 3 (12%) were at the GS-7 grade 

level; 4 (17%) were at the GS-9 grade level; 5 (21%) 

were at the GS-11 grade level; 10 were (42%) at the 

GS-12 grade level; and 2 (8%) were GS-13 grade level. 
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Supervisory or Ma nagerial Experience 

T~e majority did not hold supervisory or 

managerial positions as shown in these results: 

Supervisory or Managerial 

Prior Training 

Yes 

7 

No 

17 

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 i ndicated in t hese results: 

Leadership Deve lopment 

P l anning & organizing 

126 

Yes 

24 

14 

No 

0 

10 



Table 21 

Grade Level of Main Field-test Participants 

Grad e Lev e l 

GS-7 

GS- 9 

GS - 11 

GS-12 

GS - 13 

Total 

N 

3 

4 

5 

10 

2 

24 

127 

9.:c 0 

12 

17 

21 

42 

8 

100 



Pretest-Post test 

The pretest-posttest contained 15 questions and 

the highest possible score was 100. The data were 

subjected to several analyses and are reported by: 

scores and gain scores; frequency distributions; group 

mean, sample standard deviation, sample variance and 

coefficient of variation; and Wilcoxon Matched-Pairs 

Test results. 

Scores and Gain Scores by Participant 

As shown in Table 22, the total combined points 

for the pretest was 1,345 and the posttest total was 

1,860, representing a "combined gain" of 530 points 

(pretest minus posttest). The "average gain" was 

22.08 points (or 530 points divided by 24 

participants). Posttest scores for two ( 2) 

participants (8.4%) were lower; one participant 

regressed by 5 points and the other regressed by 20 

points. The two participants who had regressed scores 

were among the three (3) who scored 80 points 

(highest) on the pretest. The data shows that 91.6% 

of the participants scored higher on the posttest than 

on the pretest. 

Frequency Distributions 

Tables 23 and 24 present the distributions of 

pretest and posttest scores. As presented, 25% of the 
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participants scored between 54-62 and 72-80 points on 

the pretest, while 4.17% scored between 27-35 points. 

As shown, 41.67% of the participants scored between 

80-89 points on the posttest, while 8.33 % scored 50-

59 or 70 - 79 points. 

Group Means, Standard Deviations, Sample 

Variances and Coefficient of Variations 

As shown in Table 2 5, the mean score for the 

posttest was (77. 50) and the mean score for the 

pretest was (56.04). 

Wilcoxon Matched-Pairs Test 

Table 2 6 presents the results of the Wilcoxon 

Matched-Pairs Test in a single table. The 

distribution of the scores on the pretest and posttest 

differed at the R<.05 level. The Wilcoxon Matched­

Pairs Test is a nonparametric test which determines 

the difference in means and compares two independent 

means examining the direction and magnitude of 

differences between them (Shavelson, 1988). As shown, 

22 was the negative difference and 2 was the positive 

difference. The sum of ranks were 286 for the 

negative difference and 14 for the positive 

difference, which was the test value. 
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Table 22 

Scores and Gain Scores by Participant 

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 
6 60 75 +15 
7 60 85 +25 
8 4 5 90 +45 
9 55 65 +10 
10 60 90 +30 
11 80 60 -20 
12 75 85 +10 
13 70 85 +15 
14 75 95 +20 
15 30 90 +60 
16 60 80 +20 
17 45 60 +15 
18 65 80 +25 
19 50 85 +35 
20 60 85 +25 
21 45 85 +40 
22 40 65 +25 
23 75 85 +10 
24 25 80 +65 

Totals 1,345 1,860 +530 
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Table 23 

Frequency Distribution of Pretest Scores 

Class Interval f 9.:-0 

0 - 8 0 0 
9 - 17 0 0 
18 - 26 2 8.33 
27 - 35 1 4.17 
36 - 44 2 8.33 
45 - 53 5 20.83 
54 - 62 6 25 
63 - 71 2 8.33 
72 - 80 6 25 
81 - 89 0 0 
> 90 0 0 

Table 24 

Frequency Distribution of Posttest Scores 

Class Interval f % 

0 - 9 0 0 
10 - 19 0 0 
20 - 29 0 0 
30 - 39 0 0 
40 - 49 0 0 
50 - 59 2 8.33 
60 - 69 5 20.83 
70 - 79 2 8.33 
80 - 89 10 41.67 
90 - 99 5 20.83 
> 100 0 0 
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Table 25 

Means, Sample Standard Deviations, Sample Variances, 
and Coefficient of Variations by Pretest-Posttest 

Test Size Mean 

Pre 24 

Post 24 

Table 26 

56.04 

77.50 

Sample 
Std Dev 

17.19 

13.19 

Sample 
variance 

295.60 

173.91 

Wilcoxon Matched-Pairs Test 

Differences 

Negative(-) 
Positive (+) 
None 

Sample Size (N) 

* Test Value 
14 

Number 

22 
2 
0 

24 

significance Test 

Corrected For Ties 
z-value 2-Tailed p 
-3.8857 .05 

Matched Pairs Biserial R = .9067 
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Coef. of 
Variation 

.30679 

.17016 

Sum of 
Ranks 

286 
* 14 



Post-Workshop Evaluation Form 

All participants completed the evaluation at the 

conclusion of the prototype workshop. Fourteen ( 14) 

closed questions were evaluated on a scale of 1 to 5 

( strongly disagree to strongly agree) . An overall 

rating (excellent, good, fair, poor, and no answer) of 

the prototype workshop was provided by main field-test 

participants . The analysis of data is reported by the 

frequency of ratings for closed questions and overall 

rating. Additionally, cross-tabulation and content 

analysis were conducted on the open questions. 

The results are as follows: 

Fifteen (62. 5%) indicated they "strongly 

agreed" that the subject and objectives of 

the workshop were clearly presented, while 

9 (37.5) "moderately agreed." 

The content of the workshop was useful in 

achieving the objectives was "strongly 

agreed" by 16 (66.7%) of the participants 

and "moderately agre e d" by 8 (33.3%). 
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The materials were useful in achieving the 

objectives was "strongly agreed 11 by 14 

(58.4%), 8 (33.3%) "moderately agreed," and 

3 (8.3%) "agreed. 11 

Seventeen (70. 8%) indicated they "strongly 

agreed" that the lectures were clearly 

presented and understandable and 6 (25.0%) 

"moderately 

"agreed. 11 

agree d," while one (4.2%) 

Thirteen (51. 2%) "strongly agreed" that new 

words and terms were clearly explained and 

related to the objectives , whi le 9 (37.5%) 

11 modera tely agreed II and 2 ( 11. 3%) 11 agreed. 11 

Twelve (50.0%) "strongly agreed" that the 

information was appropriate for leadership 

development and training, while 9 (37.5%) 

11moderately agreed" and 3 (12.5%) "agreed ," 

'l'he training method or approach was 

appropriate and usefu l was "strongly agreed" 

by 16 (66.6%} of the participants, 
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"moderately agreed 11 

"agreed II by 4 ( 16. 7 % ) • 

by 4 (16.7%) and 

Eleven (45.8%) "strongly agreed" that the 

video (visual representation of the task was 

appropriate while 4 (16.7%) "moderately 

agreed" or "agreed. 11 

Eleven (45.8%) "strongly agreed" that a 

good, clear and specific summary (strong 

conclusion) was provided, while 9 (37.5%) 

"moderately agreed" and 4 (16.7%) "agreed." 

The entire workshop was the appropriate 

length was "strongly agreed" by 12 

"moderately agreed" 

11 agreed 11 by 3 (12.5%). 

by 8 (33.3%) 

(50%), 

and 

Eleven (45.8%) "strongly agreed" that the 

materials related to real life experiences, 

while 10 (41.7%) "moderately agreed" and 3 

(12. 5%) "agreed." 

The workshop information will be valuable to 

my organization was rated as "strongly 
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agree" by 14 (58.4%), "moderately a gree" by 

8 (33.3%) and "agree" by 2 (11.3%). 

Nineteen (79.2%) "strongly agreed" that the 

facilitator was well prepared and 5 (20.8%) 

"moderately agreed." 

The facilities (or logistics) were conducive 

to learning was rated "strongly agree" by 20 

(83.3%) and "moderately agree" by 4 (16.7) · 

overall, the workshop was rated "excellent" 

by 16 ( 6 6. 7 % ) of the participants. Eight 

( 3 3 . 3 % ) rated the prototype workshop as 

above average. 

Cross-tabulation of comments provided by these 

participants showed what they liked or disliked in 

these three major areas: (a) the training method, (b) 

appropriateness for leadership development and 

training, and (c) the video presentation. Content 

analysis was also conducted on their written comments 

showing what they liked or disliked around these three 

themes: (a) class participation, (b) instructor, and 

(c) materials. 
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Post-workshop Interview-Questionnaire 

Three (12.5%) participants were interviewed by 

telephone using the post-workshop interview 

questionnaire. Nine (9) closed questions were 

evaluated using two scales. The analysis of data is 

reported by the frequency of ratings for the closed 

questions, and content analysis of the open questions 

was conducted. 

The results are as follows: 

The first question, "what were the 

objectives of the workshop" required the 

respondent to state the specific learning 

objectives. One participant recalled 3 

(60%) objectives correctly, the others 

recalled 2 (40%) objectives c orrectly, 

Did these objectives represent the true 

training need on your job for aspiring 

leader, 2 ( 67 % ) indicated the objectives 

fairly represented their true training need, 

and one (33%) indicated "well represented." 
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How well did the workshop achieve its goal 

was rated "very well" by all. Two ( 67%) 

stated "little" could be left out of the 

workshop and one (33%) stated "not at all." 

The respondents were equally tied on these 

ratings: what could be added (included) to 

the workshop and what could be given less 

time. Each respondent stated that more time 

was needed for the workshop (one-day was not 

enough) . 

All respondents indicated that the workshop 

content related to what they already know. 

Two (67%) respondents felt they were given 

sufficient opportunity to ask questions and 

one (33%) felt "almost always." 

Content analysis was conducted on the written 

comments made by these participants. The results were 

grouped around three areas: (a) class participation: 

group interaction was important, team development, and 

group activities; (b) instructor: well prepared, 

motivated and knowledgeable; and (c) materials: 

handouts, video, exercises were useful. 
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Independent Observer's Evaluation-Questionnaire 

The evaluation-questionnaire was completed by the 

independent observer and was divided into two parts 

with 18 closed questions rated as (a) poor; (b) fair; 

(c) good; (d) above average; and (e) excellent. The 

analysis of data is reported by the frequency of 

ratings for closed questions, and content analysis was 

conducted on the open questions. 

The results show that the following 11 {61%) 

by the independent elements 

observer: 

were rated "excellent" 

the subject and objectives of the workshop 

were clearly presented; 

there was an adequate discussion about the 

goals and objectives of the field-test 

workshop; 

all needed supplies were assembled, course 

materials prepared and explained, where 

necessary; 

there was an effective and stimulating 

motivation displayed by the facilitator; 

the materials were useful in achieving the 

objectives and relevant for the discussions; 
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the lectures were clearly presented and 

understandable; 

new words and terms were clearly explained 

and related to the objectives; 

the information was appropriate for 

leadership development and training; 

the video segments on the Project Role 

Models corresponded with the lesson's 

objectives and/or learning tasks; 

the training method -- direct instruction 

was appropriate and useful; 

the materials related to real life 

experiences; and 

the facilitator provided sufficient time to 

respond to participants' reactions and 

questions. 

The following six (34%) elements were rated 

"above average" by the independent observer: 

the content of the workshop was useful in 

achieving the objectives; 

the participants' involvement was sustained 

throughout the workshop; 

the visual aids reinforced the lesson and 

were utilized properly; 
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a good, clear and specific summary was 

presented at the end of each phase; and 

the facilities (physical conditions, 

preparation o f the room ( s) , log is tics, etc. ) 

were conducive to a learning atmosphere. 

The re was only one ( 5%) element rated by the 

independent observer as "good. 11 That element was: 

facilitator's timing was adequate from the 

beginning to ending , mi nimizing de l ays. 

Content analysis was c onducted on the clinical 

notes supplied by the independent observe r. The 

c omments were clustere d around four areas: 

ins t ruction, course materials, participation, a nd 

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 

points, 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. 

Group Means , Standard Deviations , Samp le 

Var ianc es and Coefficient of Var iations of Pos t­

worksh op Assignment 

As shown in Table 28, the mean score for the 

post-workshop assignment was 83. 33. 

deviation was 17.19. 
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Table 27 

Scores on Post-Workshop Assignment by Participant 

Parti­
cipant 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

1 1 

12 

Total 
Points 

100 

70 

70 

75 

70 

80 

70 

75 

80 

95 

7 5 

100 

143 

Parti­
cipant 

13 

14 

15 

16 

17 

18 

19 

20 

21 

22 

2 3 

24 

Total 
Points 

80 

75 

95 

95 

75 

95 

70 

95 

100 

80 

100 

8 0 



Table 28 

Means, Sample Standard Deviations, Sample var iances, 
a n d Coeff icient of Variations of Post-Workshop 
Assignment 

Size Mean 

24 83.33 

Sample 
Std Dev 

17.19 

144 

Sample 
Variance 

11. 58 

coef. of 
Variation 

.13894 



CHAPTER V 

Summary, Conclusions and Recommendations 

Introduction 

The study designed and validated a leadership 

training program prototype for African American women. 

The educational research and development methodology 

was used because the researcher designed, implemented 

and evaluated a prototype workshop. In addition, this 

methodology was conducive to qualitative and 

quantitative evaluations. 

The study was based on a modified plan for 

educational research and development as outlined by 

Borg and Gall (1989), and was grouped into three major 

phases incorporating six project steps, The first 

phase included gathering research and information, and 

planning. The second phase consisted of the 

preliminary field-test wherein the prototype workshop 

was delivered and evaluated. The final phase 

encompassed the revisions of the prototype workshop, 

delivery and evaluation of that workshop. 

The following project elements were examined 

during the design, implementation and evaluation of 

the prototype workshop: 

a. to ascertain the cluster sampling group 's 

def i n i tion of leaders h ip and their 
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understanding of how one obtains leadership 

status; 

b. to determine the level of intrinsic and 

extrinsic 

managerial 

value of 

behavior 

each 

skill 

identified 

and its 

importance, in terms of developing African 

American women for leadership positions by 

surveying the cluster sampling group; 

c. to determine how modeling and self-efficacy 

constructs influence leadership development 

and training of African American women using 

the direct instruction model; 

d. to design a prototype workshop curriculum, 

facilitator's manual and participant's 

workbook for training African American 

women; and 

e. to implement the preliminary and main field­

testing of the prototype workshop and 

evaluate both, making appropriate revisions· 

Since studies which specifically addressed use of 

the direct instruction model in leadership training 

programs, geared for the development of African 

American women were absent from the literature, an 

experimental design was used to test this model. The 

experimental design used in this study was the one 
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group, pretest-posttest. It was hypothesized that the 

distribution of scores in the pretest and posttest 

measuring "planning and organizing" skill development, 

using the direct instruction model would differ in 

their mean at the Q<,05 level. The null hypothesis 

stated that the distribution of scores in the pretest 

and posttest are identical. 

Data were collected from a number of sources and 

subjected to both descriptive and quantitative 

research analyses. The analysis of data first 

summarized the outcome of data collected from the 

needs assessment under phase one of the study. Then 

data were gathered during the final phase of the 

study, main field-test. The findings were r eported in 

narrative form and tables. 

This chapter summarizes first the findings based 

on the data analyses. Next, conclusions drawn from 

these findings are discussed. Finally, 

recomme ndations and implementations for future 

research are organized around the project elements of 

the study. 
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Summary 

The summary below discusses the findings from 

data collected during the study. Findings from the 

needs assessment process are first summarized. Then 

findings from the main-field test are summarized. 

Needs Assessment 

Completion of the needs assessment was the 

initial step in the educational research and 

development model employed in this study. A needs 

assessment survey-questionnaire was utilized to: 

determine the prototype workshop topic; and ascertain 

the level of intrinsic and extrinsic value of fourteen 

managerial behavior skills, integrated from studies 

conducted by Yukl ( 1987, 1989) and Harvard's 

dissertation study in 1988. The prototype workshop 

was based largely upon the activities completed during 

the needs assessment step. Additional information was 

collected through a focus-group interview session 

conducted with project role models, who were selected 

from among the needs assessment respondents. 

Needs Assessment Survey-Questionnaire 

The cluster sampling group which was comprised of 

fifty-four African American women at the senior 

executive service level in the executive branch of the 
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federal government completed the needs assessment 

survey-questionnaire. Demographic data collected 

about these respondents show the following: 

the majority of the respondents were located 

in the headquarters of their respective 

agenc y while the others were located in 

their field agency, 

More than half of these women supervised 

less than 100 employees. More than 100 

e mployees were supervised by fewer 

respondents. 

The majority h e ld federal career status 

positions while the others he ld political 

appointments. 

More than half were appointed or s elected to 

the federal SES 

1990-94. 

se lected 

Only 

during 

level during the term of 

two were appointed or 

term 1978-79. One 

r espondent did not provide 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 r espondents who entered at 

either the GS-7-12 a nd GS-1-6 grade levels. 
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Two respondents did not provide their grade 

level upon entering federal service. 

The master's degree was the highest level of 

education attained by the majority of 

respondents followed by the bachelor's and 

J. D. degree. 

diplomas. 

Only two have high school 

The majority of respondents were between the 

ages of 46 and 55 years of age. Three of 

them were between the ages of 2 5 and 3 5 

years of age. 

The majority of the respondents were married 

while the others were divorced or single. 

No respondents reported they were separated. 

The majority of these women have 

children. 

The respondents were asked to rank the 14 

managerial behavior skills i n terms of its importance 

f 0 r de 1 , · en for leadershi' p ve oping African American worn 

Positions. The respondents rated "planning and 

organizing" as the most important skill while "dealing 

With sexism" was rated the least important. Based 

Upon this data, "planning and organizing" emerged as 

the Prototype workshop topic. 
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Because the literature on modeling and self­

efficacy, and its influence on leadersh ip development, 

show that performers choose to compare themselves with 

proficient models possessing the compet e ncies to which 

they aspire. The observers identify the behavior 

exhibited as having intrinsic value and extrinsic 

value (Bandura, 1986). Therefore, the needs 

assessment survey-questionnaire data were subjected to 

an additional examination by the cluster sampling 

group members. These respondents rated and assessed 

the level of intrinsic and extrinsic value of the 14 

managerial behavior skills, in terms of their 

importance for developing African American women for 

leadership based on the skill ' s definition. 

The results are as follows: 

The respondents rated skill, "dealing with 

racism" as having the highest level of 

intrinsic value and the skill, "dealing with 

sexism" was rated as having the lowest level 

of intrinsic value. 

As it relates to the level of extrinsic 

value of each managerial behavior skill, 

"problem-solving" held the highest level of 

extrinsic value and "supporting" held the 

lowest level of extrinsic value. 

151 



Project Role Models 

Selected from among the cluster sampling group 

member s were three women, who participated in a video-

taped which was focus-group interview session 

incorporated into the prototype workshop curriculum. 

Eighteen questions were asked and are reprinted on 

Page 123. Content analysis of the comments (see 

Appendix D) provided during this session focused on 

these areas: (a) definition of leadership; (b) 

Planning and organizing; (c) clarification of roles 

a nd responsibilities; (d) problem-solving; (e) role 

modeling; (f) self-efficacy; and (g) leadership style 

a nd development. 

11ain Field-Test 

The main-field test of the prototype workshop was 

conducted under phase three of the educational 

resea and held at an rch and development process, 

executive branch agency in the Washington metropolitan 

area. The data d r th.l's phase were gathered un e 

SUbjected 

analyses. 

to a number of statistical and content 

Findings 
about the main field-test 

Participants are discussed below, including results of 

the pretest-posttest; post-workshop evaluation; post-

~orkshop t.1'onnaire· independent interview-ques ' 
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observer's evaluation-questionnaire and clinical 

notes; and post- workshop assignment. 

Main Field-test Participants 

The cluster sampling group members did not 

participate in the field-testings of the prototype 

workshop. However, an intact group of twenty-four 

(24) African American women employed in an executive 

branch agency of the federal government participated 

in the main field-test. Demographic data collected 

about these participants shows the following: 

Most were employed at the GS-12 grade level. 

The highest grade level represented was GS-

13. The next highest grade level 

represented was GS-11 followed by GS-9. The 

lowest grade level represented was GS-7. 

The majority of participants held 

s upervisory or managerial positions. 

All participants reported prior leadership 

training while the majority of them reported 

having prior 

training. 

Pretest- Posttest 

planning and organizing 

Most of the participants scored from 50 to 80 

points on the pretest and most of them scored between 

80 to 95 points on the posttest. The mean score on 
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the pretest was 56. 04 and the mean score on the 

posttest was 77.50. The majority of participants had 

higher scores on the posttest. In contrast, the 

scores of two participants regressed on the posttest. 

rt was noted that these participants were among the 

three who scored the highest on the pretest. 

A Wilcoxon Matched-Pairs test was conducted 

measuring "planning and organizing" skill development, 

using the direct instruction model would differ in 

their mean at the 12<. 05 level. This nonparametric 

test compares two independent means by examining the 

direction and the magnitude of differences between 

them ( Shavelson, 1988) . Based on the analysis and 

findings resulting from this test, the null hypothesis 

was rejected, indicating that the distribution of 

scores on the pretest and posttest differed in their 

means at 12<.05, suggesting usefulness of the direct 

instruction model. 

Post-workshop Evaluation Form 

The majority of responses indicated that the 

prototype workshop met or exceeded participants' 

expectations. Overall, the ratings suggest that the 

training method 

providing useful 

stimulated participation while 

and appropriate information for 

organizational and personal planning and organizing. 
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However, mixed ratings were 

areas: (a) training method, 

noted in three major 

(b) appropriateness for 

leadership development and training, and (c) the video 

presentation. The dominant impression gained is that 

the prototype workshop rated "excellent" overall. 

In addition, participants were asked to provide 

written comments about the prototype workshop. Most 

indicated that the prototype workshop was effective in 

meeting the learning goals and objectives. Some 

written comments were recurrent and similar in 

content. Based on content analysis of these comments, 

three major themes surfaced: (a) class participation, 

(b) instructor, and (c) materials. A separate 

discussion on each is provided below. 

Class participation: The majority of the comments 

provided were positive; most indicated the interaction 

with group members as an important facet of the 

workshop. 

Instructor: The majority rated the instructor as 

being well prepared and interesting. 

Materials: Most commented that the video 

representation using the project role models depicted 

real-life experience as it related to planning and 

organizing, However, some participants commented that 

the advice given by the project role models in other 
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--

areas, such as decision-making and participative 

management seemed predictable and contrived. 

Post-workshop Interview-Questionnaire 

Unanimous ratings were shown in these elements: 

dealing with the objectives, time, and content of the 

workshop. Split or mixed ratings were centered around 

adding or deleting materials, length of the workshop 

and participation. Their comments varied little from 

those provided earlier on the post-workshop evaluation 

form, despite probing by the researcher. The results 

suggest that this form of evaluation yielded limited 

information about the outcomes of the prototype 

workshop. 

Independent Observer's Evaluation Questionnaire 

This evaluation-questionnaire was completed by 

the independent observer who was not a participant in 

the field-testings. The majority of the elements were 

rated "excellent" by the independent observer. Only 

one element was rated by her as "good;" the remaining 

elements were rated as "above average." 

Based on content analysis of the independent 

observer's clinical notes, four areas of evaluation 

emerged. A separate discussion on each follows. 

Instruction: According to the independent observer, 

the direct instruction model was a useful teaching 

156 



--

tool which 
guided the learning effort, providing a 

good mix of 
"hands-on" and lecture. The video recaps 

field-test led to sustained, 
used in the main 

stimulating discussions. 

Cours . e materials: she noted that distributing hand-

outs when referenced averted problems participants 

m' ight have experienced during the lecture phase. 

The independent observer found that 
Participation: 

were 
appropriately 

made. 

time 

Partici· pants seemed to · 1 11 · d 
easi y reca answers misse on 

adjustments 

the p t . re est during class discussion. 

Lo · 
gistics: According to the independent observer, use 

of a wide screen to shoW the video as opposed to a 
in blurred images and 

television 
diSt orted audio, lessening visual quality. However, 

monitor resulted 

this screen greatlY enhanced the 

Presentation of transparencies. overall, the facility 

was convenient accessible and comfortable. 
I 

the use of 

Post-workshop Assignment 
The post-workshOP assignment (see Appendix I) was 

a planning and time management exercise constructed by 

Yukl (1989) reprinted from his textbook, §)<ills for 

Mana ers and Leaders: Text 

cases and Exercises 

four 

(1990). 

between 70 and 100. 

The scores were 

participants received the higheSt score. 
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highest s core was 95 followed by scores of 80 and 75. 

The lowest score 70 was earned by five participants. 

The mean score was 83.33. The higher scores may be 

attributable to the participants' prior leadership 

and /or planning and organizing t raining . 
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Conclusions 

The conclusions below were drawn from the 

findings in this educational research and development 

study as it relates to the design, implementation and 

evaluation of a leadership training prototype workshop 

in the following areas: (a) the cluster sampling 

group's definition of leadership, (b) role modeling 

constructs, (c) self-efficacy constructs, (d) planning 

and organizing skill development, and (e) use of the 

direct instruction model to design the prototype 

workshop. 

The Cluster Sampling Group's 
Definition of Leadership 

The model of African American women leadership 

defined by the cluster sampling group members were 

consistent with the literature. Their model includes 

attributes, such as, coping with change; taking risks; 

empowering herself and othe rs; leading by example; 

visioning; and supporting and rewarding subordinates. 

One project role model stated that she had in place a 

process whereby everybody "buys-into the vision," and 

"an environment where the re is definitely 

participation and e verybody shares in the reward." 
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These attributes were consistently cited in the 

literature review addressing principles of women 

leadership and those describing the transformational 

leader. As noted by Helgesen ( 1990), the model of 

feminine leadership was distinctive in areas which 

contradict conventional differences, and are 

compelling expressions of voice . Additionally, Tichy 

and Devanna (1986) defined an effective leader as one 

who embraces the attributes of the transformational 

leader. Bass (1978) concurred that transformational 

leadership stimulates change and is viewed as an 

appropriate approach to meeting the needs and demands 

of the organization. 

Role Modeling Constructs 

Another area of consistency was the cluster 

sampling group's perception that having fewer African 

American women role models in the workplace affects 

their l e adership development. These leaders commented 

that African American women role models were abundant 

within their families and communities; but, absent in 

the workplace early in their careers. However, all of 

the project role models stated that they were 

perceived by other African American women in their 

agenc y as a role model and had established 
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mentoring/coaching relationships with some of them. 

Stressing t h e nee d for other African American women 

leaders to establis h and foster such mentoring 

relationships, one panelist quipped that "my name and 

number must be on the bathroom wall at my agency, 

because I get far more requests to mentor than I can 

handle . " 

These findings were congruent with those reported 

i n stud i es in the literature on modeling and same 

gender modeling. O'Neil (1989) found that the concept 

of role model by African American women leaders was 

more evenly seen as a support agent rather than role 

model. African American women leaders concentrated in 

academic settings, as shown in the Harvard study of 

1988, opined that lack of a mentor/role model, whether 

consciously or unconsciously, thwarted their career 

advancement. Further, findings of this study proved 

consistent with the literature on same gender 

modeling. In studies on children and same-sex 

modeling, Huston (1986) and Bandura (1986) found that 

children are able to learn from models of both sex, 

but are more likely to imitate the behavior of same­

sex models. 
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Self-Efficacy Construct s 

It was believed by participants in the Harvard's 

(1988) dissertation study, that "dealing with sexism" 

was a barrier impeding the advancement of African 

American women to leadership positions and affected 

their leadership development. But, unlike Harvard' s 

(1988) findings, the current study found that "dealing 

with sexism" held the lowest level of intrinsic value, 

and was rated the least important managerial behavior 

skill. One panelist explained that II it has not 

affected the development so much as it has the day-to­

day management ... being African American and female may 

have held us back, but our own [self-efficacy] and 

ability made all the difference. 11 Another panelist 

averred that "there are always going to be situations 

where someone is skeptical or doubtful about your 

abilities, at least initially." Finally, one panelist 

surmised that "people expect something different from 

you as an African American woman, so I realize the 

test is going to be harder. But I often wonder what 

it would be like to wake up and not be reminded of 

that fact ... its makes me stronger, work harder. I am 

realistic about what's there, so I ' m prepared. Its 

made me a better person . " 
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By contrast, Bandura (1986) asserted that 

people's sense of self-efficacy centers on exercising 

some control over events that affect their lives, 

Baron & Graziano (1991) found in contemporary self­

efficacy studies that what happens to people are 

attributed to aspects of the person as opposed to the 

situation. Also, Bandura & Cervone (1983) noted that 

when beset with difficulties, people who have a strong 

sense of self-efficacy exert greater effort to master 

the challenge. 

Additionally, the respondents rated 11 problem­

sol ving" as having the highest level of extrinsic 

value and "supporting," the lowest, But, the project 

role models voiced strongly their use of supportive 

leadership and participative management in two major 

areas: 

visions. 

decision-making, and "buy-in" to goals and 

Studies by Yukl, Wall, & Lepsinger (1990) 

confirmed that supportive leadership includes a 

variety of behaviors which build and maintain 

effective interpersonal relationships. 

are 

A related area 

studies on the of consistency in the literature 

referent powers of leadership. According to Yukl 

(1994), the referent power of a leader is increased by 

acting friendly and considerate, showing concern for 
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the needs and feelings of others, demonstrating trust 

and respect, and treating people fairly. Further, 

studies reviewed by Yukl (1994) explained that people 

who have considerable influence in making a decision 

tend to identify with it and perceive it to be their 

decision, which increases their motivation to 

implement it successfully (e.g., Anthony, 1978; Maier, 

1963; Mitchell, 1973; Strauss, 1963). 

Planning and Organizing Skill Development 

"Planning and organizing" was determined the most 

important skill for leadership development by the 

cluster sampling group. Those interviewed believed 

planning and organizing were er i tical skills. One 

panelist explained that she conceptualizes what her 

organization needs to accomplish and then makes 

"certain that the things I am doing daily are leading 

towards that ultimate goal ... you must be able to 

organize the pieces necessary for that to happen." 

Perceptions about the importance of planning and 

organizing have long-standing recognition in the 

management literature (e.g., Carroll & Gillen, 1987; 

Fayal, 1949; Urwick, 1952). Descriptive studies 

support that the planning process is often informal 
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and adaptive. In particular, Quinn's (1980) study of 

top executives found that most important strategic 

decisions were made outside the formal planning 

process, and strategies were formulated in an 

incremental, flexible, and intuitive manner. 

Findings here support those shown in two related 

areas of the literature: managerial effectiveness and 

time management. Planning was related to managerial 

effectiveness in some questionnaire studies with an 

independent criterion on managerial effectiveness 

(Carroll & Gillen, 1987; Morse & Wagner, 1978; Shipper 

& Wilson, 1992). In time management studies, a 

related area of literature, there has been 

considerable agreement about the importance of 

planning daily and weekly activities in advance 

(Mackenzie, 1972; Webber, 1980; Yukl, 1994, 1989, 

1980). 

Use of the Direct Instruction 
Model to Design the Prototype workshop 

The prototype workshop on "planning and 

organizing" was designed based on the direct 

instruction model. The results of the pretest­

posttest were consistent with Joyce, Weil & Showers' 

(1992) findings that the direct instruction model 
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approach promotes mastery of skill and facilitates 

retention . It was hypothesized that distribution of 

scores on the pretest-posttest measuring "planning and 

organizing" skill development would differ. The 

scores on the posttest were higher than the scores on 

the pretest. The Wilcoxon Matched-Pairs test results 

showed that pretest-test scores differed at the Q<.05 

level. The hypothesis was therefore retained, 

suggesting usefulness of this model for developing the 

prototype workshop. Comments from the independent 

observer's clinical notes indicated that "participants 

seemed to easily recall answers missed on the pretest 

during class discussion." Additionally, the prototype 

workshop as rated by the participants shows that it 

met or exceeded its goals, and that having immediate 

feedback and group activities were important 

indicators which facilitated their learning. 

These findings corroborated Yukl's (1989) 

findings that the most effective training programs on 

leadership development provide opportunities to 

practice skills and obtain feedback. The participants 

also commented that the project role models shown on 

the video related real-life experiences on planning 

and organizing. Abella (1986) concurred that behavior 

modeling can provide participants with a step-by-step 
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model for a give n interaction . Participants are 

provided feedback after practicing those steps. This 

feedback informs them of where they have used the 

steps effe ctively and what needs to be improved. The 

findings of this study rema:ned consistent with Joyce, 

et al., (1992) that use of visual representation 

(mod e ling) along with constant reinforcement in the 

direct instruction model enhances self-efficacy. 
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Recommendations 

The results from the study hold some implications 

for future research. The following recommendations 

are posited in regard to the development and training 

of African American women for leadership positions. 

1. A replication of the present study to develop 

leadership training programs using the direct 

i nstruction model for African American women who 

asp i re to leadership pos i tions in the private 

sector and academia. 

2. An expansion of the present study to include the 

design, implementation and evaluation of the 

remaining thirteen managerial behavior skills. 

3. A follow-up study to determine whether the 

participants' planning and organizing skill 

d e velopment has facilitated growth in their job 

performance and personal lives. 

4. An expans ion of the present study which examines 

and compares performance on the post-workshop 

assignment with gain scores on the pretest­

posttest. 
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5. A replication of the present study using a true 

experimental design which controls for nearly all 

sources of internal and external validity. 

6. Designing an on-going support system for African 

American women leaders and studying its effect. 

7. Designing a study to determine whether there is 

concurrence between the skills Yukl identified 

for leadership development and the skills African 

American women leaders perceive to be important. 

8. A study which examines how the skills reported by 

African American women leaders as important for 

leadership development are used to acquiesce to 

or oppose an organization's leadership style. 

9 • A replication of the present study to develop 

leade rship training programs using the direct 

instruction model for other non-African American 

women who aspire to leadership in the public, 

private and educational sett i ngs. 
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10. A study to determine what effect dealing with 

racism and sexism has on the development of other 

minority women for leadership positions. 

11. A comparison study to determine the level of 

intrinsic and extrinsic value of the fourteen 

managerial behavior skills other minority women 

believe affect their leadership development. 

12. A comparison study to determine the level of 

intrinsic and extrinsic value of the fourteen 

managerial behavior skills African American men, 

in contrast to women, believe affect their 

leadership development. 

13. A comparison study to determine how modeling and 

self-efficacy constructs influence leadership 

development and training of other minority women. 

14. A comparison study to determine how modeling and 

self-efficacy constructs influence leadership 

development and training of African American men, 

in contrast to women. 
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Appendix A 

Definition of Managerial Behavior Categories 
in the Integrating Taxonomy 

Building and Maintaining Relationships 
Networking: Socializing informally, developing 
contacts with people who are a source of information 
and support and maintaining relationships through 
periodic interaction, including visits, telephone 
calls, and correspondence, and attendance at meetings 
and social events. 

Supporting: Acting friendly and considerate, showing 
sympathy and support when someone is upset, listening 
to complaints and problems, looking out for someone's 
interests, providing helpful career advice, doing 
things to aid someone's career advancement. 

Managing conflict and team building: Encouraging and 
facilitating constructive resolution of conflict, 
fostering teamwork and cooperation, and building 
identification with the organizational unit or team. 

Influencing People 
Motivating: Using influence techniques that appeal to 
emotions, values, or logic to generate enthusiasm for 
the work and commitment to task objectives, or to 
induce someone to carry out a request for support, 
cooperation, assistance, resources, or authorization; 
also setting an example of proper behavior by one's 
own actions. 

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. 

Making Decisions 
Planning and organizing: Determining long-range 
objectives and strategies for adapting to 
environmental change, identifying necessary action 
steps to carry out a project or activity, allocating 
resources among activities according to priorities, 
and determining how to improve efficiency, 
productivity, and coordination with other parts of the 
organization. 
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Problem solving: Identifying work-related problems, 
analyzing problems in a systematic but timely man~er 
to determine causes and find solutions, and acting 
decisively to implement solutions and deal with 
crises. 

Collecting and Disseminating Information 
Con~ulting and delegating: Checking with people bef~re 
making changes that affect them, encou~agi~g 
suggestions for improvement, inviting participation in 
decision making, incorporating the ideas ~nd 
suggestions of others in decisions and allowing 
others to have substantial discretion 1in carrying out 
work activities and handling problems. 

Monitoring operations and environment: Gathering 
information about the progress and quality of work 
activities, the success or failure of activities or 
projects, and the performance of indiv~dual 
contributors, also, determining the needs of clients 
or users, and scanning the environment to detect 
threats and opportunities. 

Informing: Disseminating relevant information abo1;1t 
decisions, plans, and activities to people wh~ need it 
to do their work, providing written materials . and 
documents, answering requests for technical 
information, and telling people about the 
organizational unit to promote its reputation. 

Clarifying roles and objectives: Assigning taskS, 
providing directions in how to do the work, ~nd 
communicating a clear understanding of JOb 
responsibilities, task objectives, deadlines, a nd 
performance expectations. 

Source: Yukl, Leadership in organizations, (2nd ed.), 
pp. 129-130, 1989 
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Appendix B 

Hersey & Blanchard's Situational Leadership Model 
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source: Johnson & Johnson, Joining together: Group 
theory and group skills, (4th ed .), p. 172, 1991 
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Appendix c 

Bandura's Model 
Subprocesses: Learning View of Observational 

Learning 
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Appendix D 

Participant's Workbook 
Using the Direct Instruction Model 

"How To Plan and Organize" 
Workshop 

Martha W. Williams 
Facilitator 
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DIMENSIONS OF LEADERSHIP 
"How To Effectively Plan and Organize" 

Workshop 

Agenda 

ORIENTATION AND PRESENTATION 

Agency 
Facilitator 
Participants 
Facilitator 
Facilitator 
Facilitator 
Facilitator 
Participants 

9:00 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 Organizing." 
explains (lectures) new concept - "Planning and Organizing." 
conducts exercise - "Hidden Square." 
discuss reactions and learnings about the exercise. 

M orning Break · 10:20 a.m. - 10:30 a.m. 

STRUCTURED PRACTICE (WHOLE GROUP) AND GROUP PRACTICE 
10:30 a.m. - 12:00 p.m. 

Facilitator conducts exercise - "The IX Exercise." 
Participants 
Facilitator 

Participants 
Facilitator 

Facilitator 
Facilitator 
Partic ipants 

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 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 to questions. 
leads discussion on ways to effectively plan for 
(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. 

Afternoon 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 

"One does not plan and then try to 
make ·the circumstances fit those 

plans. One tries to make the plans fit 
the circumstances." 

-- General George Patton 
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Purpose 
The purpose of planning and organizing is 

to ensure efficient organization of work 
unit, coordination of activities, effective 
utilizat ion of resources, and adaptation 

to a changing environment. 
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Types of Planning 

Strategic 
Operational 
Action 
Contingency 

Components or Aspects of Planning 

Organizing 
Potential Problem Analysis 
Resource Allocation 
Time management 
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Action Planning 

When planning how to accomplish an objective or attain a goal, it is 
necessary first to identify potential strategies and select one that appears feasible 
and cost effectiye . This process is usually referred to as strategic planning or 
strategy formation. Action planning is a process of determining how to implement 
a strategy or carry out a project in an effective manner. 

As defined here, systematic action planning includes the following four 
related phases: 

1 . 

2 . 

3 . 

4 . 

Programming: Identify the action steps necessary to carry out the 
general strategy or project, and determine the optimal sequence for 
these action steps. 

Scheduling : Estimate the amount of time needed to carry out each 
action step, and determine the optimal starting times and deadlines 
for each step. 

Budgeting: Estimate the cost of each action step, including the 
cost of necessary resources and support services. 

Controlling: Fix accountability for each action step and develop 
procedures for monitoring progress and detecting problems . 

There are many reasons why action planning is important for managers. 
The process of systematic action planning helps to identify better ways to 
accomplish an objective. Action plans result in better estimates of time needed to 
carry out a strategy, thereby resulting in more realistic deadlines for carrying out 
projects and accomplishing objectives. Action plans help to avert delays caused 
by failure to carry out a critical action step, or failure to start the action step early 
enough . Action plans aid in estimating the likely cost of a proposed strategy, 
thereby enabling a manager to evaluate it by comparing costs with benefits . 
Action plans help to identify critical action steps where potential problems are likely 
to be most serious when implementing a strategy . Action plans make it easier to 
monitor progress when implementing a strategy or carrying out a project. 
Schedules, checkpoints, budget estimates, and so forth, facil itate early detection 
of delays, problems, or cost overruns. Action plans facilitate the delegat ion of 
responsibility to subordinates. Finally, action planning facilitates coordination 
among managers at different levels, and latera!IY with peers. 
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Action Planning ... 

Helps to identify ways to accomplish objectives 

Results in accurate estimates of t ime 

Helps to avoid delays or failures 

* Aids in estimating costs and benefits 

... Identifies potential problems 

Facilitates delegation of subordinate responsibilities 

Facilitates coordination of activities 
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7 Guidelines for Action Planning 

Identify necessary action steps 

Identify the optimal sequence of action steps 

Estimate the time needed to carry out each action step 

Determine starting times and deadlines for each action step 

Estimate the cost of each action step 

Determine accountability for each action step 

Develop procedures for monitoring progress 

5 Qualities for Evaluation Plan 

Precise 

Measurable 

Feasible 

Consistent 

Suitable 
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Procedures For Action Planning 

The process of identifying necessary action steps to implement strategy or 
carry out a project can be described as a series of questions that must be 
answered. Such as, what activities must be carried out; what information must 
be obtained and from whom; what materials and supplies must be obtained and 
from whom; and what equipment and facilities must be arranged. 

After the necessary action steps are identified and described in a clear, 
concise way, the next step is to determine the optimal sequencing for them. This 
step requires a deeper analysis of the connections and causal relationships among 
the action steps. Some questions you may need to answer include, but are not 
limited to: what steps must be completed before another step can start; what 
steps can be carried out independently; and what steps are optional and can be 
skipped if there are delays. If the optimal sequence of action steps is linear, a 
simple list of the necessary action steps in proper order is sufficient to describe it. 
However, if the sequence is complex and involves parallel paths, a type of flow 
chart call an "activity network" (see below) is useful. 

Scheduling is the determination of when each action step should start and 
end. The first step in scheduling action steps is to estimate how much time is 
required to carry out each action step. If it is difficult to estimate time 
requirements for an action step, the activity should be broken up into component 
steps for which estimates are likely to be easier. The estimated time for each 
action step should be listed in terms of days or fractions of days next to that action 
step on the activity list or activity network. Time estimates in action plans are very 
subjective and somewhat arbitrary. It is common to begin with the average time 
needed in the past for a particular type of activity, then make an adjustment for 
unique conditions. If problems and delays are very likely for an action step, 
additional slack should be built into the time estimate. 

The next step is to determine when each action step should begin and end. 
A series of key questions can be asked to identify possible constraints on the 
scheduling of activities due to the availability of essential personnel, equipment, 
facilities, and supplies. These constraints affect the starting time for activities that 
involve them. It is common for projects to be delayed because a manager assumed 
an activity could occur at a time when the necessary equipment, support person, 
or facility was not available. 
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G.A. Yuki, Skills for Managers and Leaders: Text. Cases , and 
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An activity list for a sequence of linear action steps can be converted into 
a "timeline" or "event calendar" by adding start and end times for each action step 
shown below. 

Source: 

P.-ojec!: C u.stom design produ.c! Y for client. 
Dead.line: Oc~ooer 18. 1988 

.-\.c:ion Steo Time R<!au.ir~d 

1. )lleet wich clienc rn 2 days 
de~ermine apecificacions. 

" Develop ?relimmary pians. 5 days 
3. Gee approval ct' plans. 7 days 
4 . Develop prototype. :20 days 
5 . T ~sc protot::pe. .3 days 
6. Rev1ew :es;:;; with ciienc. i day 

Finalize design. 
., . ,. .., aays 

8. Scar: prociuc:ion. :]Q days 
9. Dei:ver ?reduct :o c!ienc. 2 d.ays 

7-:21 
'3.·?'1 

,3.:29 
5.:30 
9.,5 

10-l 7 

S-29 
9-_l 

10.,.:, 
10- ,5 

G.A. Yuki, Skills for Managers and Leaders: Text, Cases, and 
Exercises, 1 990 

When there are not many action steps in the plan and most of the sequence is 
linear, an alternative approach is to use a regular calendar to list start and end 
times for each action step. For a complex sequence of action steps described by 
an activity network, it is better to develop a milestone chart which is reprinted in 
this workbook. 

The recommended procedure for determining start and end dates is the 
following: begin with the last item in the sequence and use the estimated time 
necessary to perform that action step to determine the start date for it. Then use 
the start date to determine the deadline for the next-to-last activity. Repeat the 
process, working backward through the sequence of action steps until the starting 
time is determined for the first action step in the sequence. During the process, 
make any adjustments necessary for constraints, such as times when key 
personnel, equipment, or facilities are unavailable. This scheduling process is not 
as difficult as it may appear, and software is now available for personal computers 
to assist the planner in developing milestone charts. 

The next step is to determine resource requirements for each action step 
in the plan. Resources include personnel, materials, supplies, support services, and 
expenses for purchase or use of equipment and facilities. There are many different 
approaches to budgeting for an action plan, and a number of subjective and 
arbitrary judgments are necessary. One of the decisions involves the treatment of 
indirect and overhead costs. Resource estimates may or may not include the cost 
of your own time and that of other employees, depending on the budgeting 
approach used by the organization. Similarly, resource estimates may or may not 
include overhead costs for use of the organization's existing equipment and 
facilities . Personnel costs may be specified only in hours, or hours may be used 
to compute the dollar cost for work on the project by the organization's employees. 
Regardless of which approach is used, some type of action plan work sheet like the 
ones shown in your workbook are usually helpful. 
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The budgeting phase of action planning represents an important link with 
the regular budgeting process of the organization. It is important to consider the 
cost of each action step before making a final commitment to the action plan and 
deadline. After the total cost of the planned project or strategy has been 
estimated, a manager may discover that it exceeds the amount of resources 
previously allocated. Likewise, it may become evident that the costs of a project 
or strategy are not justified by the expected benefits. In either event, it will be 
necessary to consider ways to reduce costs. One possibility for reducing costs is 
to settle for a less ambitious deadline. Another way is to reduce the scope of the 
project or activity . If costs cannot be reduced significantly to justify the project or 
strategy, it will be necessary to reconsider alternative strategies, or to modify the 
objective. 

Sometimes commitment is in doubt for the person who would normally 
carry out the action step. In this event, there are a number of options, some of 
which can be used simultaneously, such as: (1) trying to find someone more 
reliab le and committed to carry out the action step; (2) building more slack into the 
schedule around action steps assigned to people who are unreliable; and (3) giving 
the person a deadline that is earlier than necessary. 

Effective management of an action plan requires appropriate monitoring of 
action steps. Even when the people who will carry out action steps are reliable, 
it is desirable to monitor their progress. Monitoring is facilitated by identifying 
appropriate dates for checking on the initiation, progress, and completion of 
scheduled action steps. You should not wait until the deadline for an activity to 
check if it has been started and is on schedule. Appropriate monitoring techniques 
may include written reports, meetings to review progress, visits to sites where 
activities are supposed to take place, and inspection of work samples. Costs 
should be monitored also in order to direct potential cost overruns, errors in 
payments, and possible misuse of funds . Expenses should be compared to 
budgeted amounts at appropriate points in the project. 

Careful monitoring is essential for detecting any problems or delays. When 
a problem is discovered, it is important to deal with it quickly. Sometimes it is 
necessary to modify the schedule for all or part of an action plan to reflect 
unavoidable delays. Changes in scheduling are easier to make if done early, since 
people are less likely to have other commitments and more flexibility is possible. 
If it becomes evident that the final deadline for the project is unlikely to be met, it 
is important to inform people who will be affected as soon as possible. 

The amount of detail necessary in an action plan varies with the nature of 
the strategy or project. More elaborate plans are appropriate for a strategy or 
project that is complex, important, and costly. Some strategies or projects are so 
simple and routine that they can be managed effectively with only a short activity 
list with some crude time estimates. It is important to identify the appropriate 
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level of action planning. Insufficient plans are likely to result in failed or late 
projects or in cost 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 research 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 ) Is each action step distinct from the others? 

(6) Is each action step consistent with the law and with organizational 
policies and procedures? 

(7) Are the estimated times realistic? 

(8) Is the final deadline realistic? 

(9) Have the resource requirements been estimated realistically? 

( 1 0) Do the benefits from the plan justify the costs? 

( 11) Has accountability for each action step been assigned to an 
appropriate individual? 

( 1 2) 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 flexibility 
Oversupervision 

Checklist f or Planning Implementation 

Divide the solution into sequential, easily manageable steps 

Ensure that everyone knows what she must do 

Develop a commitment strategy 

Establist-- 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 
cover it, play "Nearer My God to Thee," 

and sign off. 

-- Ted Turner, founder of CNN 

We know that without leaders who "walk 
the talk," all our plans, promises and 

dreams 
for the future are just that -- talk! 

-- Genera/ Electric 
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Gantt' s Planning Wheel 

Evaluating 
Solution 

6 

Implementing 
Solution 

5 

Identifying & 
Selecting 
Probiem 

1 

Selecting & 
Planning 
Solution 

4 
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Analyzing 
Problem 

2 

Generating 
Potential 
Solutions 
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Goal Setting/Action Planning 

~ 
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. 

~ 
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 items directly or indirectly under their control that must be 
accomplished in the next year to achieve the overall image. Now have 
each team present a brief report to the total group. 

Mat · 
~ 

Newsprint/Flip chart 

ro · ximate Time Re uired 
40-60 minutes 

Reprinted from J .W. Newstrom and E.E. Scannell, Games Trainers Play: 
I xperiential Learning Exer:;ise3, 1980, Library of Congress, 1987 
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Hidden Squares 

Objective 
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 count 
the total number of squares seen, and report that number orally. 

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 
squares, 2 units with 8 squares in each. 

Materials Required 
Flip chart, transparency, or handout with the figure found on the following 
page. 

Approximate Time Required 
5 minutes 

Source 
Reprinted from J.W. Newstrom and E.E. Scannell, Games Trainers Play: 
Experientia l Learning Exercises, 1980, Library of Congress, 1987 
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The "IX" Exercise 

Ob1ective 
To illustrate that problem-solving may not be as difficult as it initially may 
seem. 

Procedure 
Draw the symbol "IX" on a board, flip chart or transparency (or you may 
provide the attached figure to each participant). Ask the participants to 
make a 6 {six) out of the symbol with the use of only one line. 

Materials Required 
- Chalkboard, flip chart, transparency, or handout using the figure on the 

following page. 

Approximate Time Required 
5 minutes 

Source 
Reprinted from J .W. Newstrom and E.E. Scannell, Games Trainers Play: 
Experiential Learning Exercises, 1980, Library of Congress, 1987 
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The IX Exercise 
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Planning Exercise 

Objective 
The purpose of this exercise is to give participants an opportunity to carry 
out a relatively simple planning task using some of the methods learning 
during the workshop . The task demonstrates some of the types of 
judgments and analyses necessary to plan more complex projects and 
activities. 

Procedure 
Tell the participants "to assume that it is now March, and you have been 
asked by your boss to arrange a dinner dance for the approximately one 
hundred full-time employees of his department and their spouses. He has 
selected a site for the event, but there is still some flexibility on the date. 
If possible, your boss would like to have event some evening during the 
first two weeks in June, but this is a time when this site is popular for 
weddings and receptions. 

A separate caterer must be employed, since the site does not provide food 
service, only bar service for drinks. Your boss would like to have formal, 
printed announcements (with RSVP's) sent out three weeks before the 
event to get an accurate count of how many people will attend. Your boss 
wants a live band for entertainment. Assume that you have a limited 
budget and must check on prices for everything except the site." 

Don't forget to divide the assignment into major subtasks. Identify 
component action steps for each, and list them in proper sequence. 
Estimate how long it will take in hours or days . Assume two weeks 
turnaround time for a print shop to print invitations. A flow chart may or 
may not be helpful. But, do complete an event calendar indicating the 
week in which each step should occur. Assume the dinner will occur in the 
twelfth week after planning begins. 

Materials Required 
Flip chart, transparency, or handouts using the planning outline on the 
following page. 

Approximate Time Required 
40-60 minutes 

Source 
Reprinted from G.A. Yuki, Skills for Managers and Leaders: Text. Cases, 
and Exercises, 1 990 
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Activity List for Dinner Dance Plans 

Site Arrangements 

Dinner Arrangemen ts 

Guest List and Invitations 

Entertainment 

Event Calendar 
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Case: Sterling Products 

Objective 
The purpose of this exercise is to give part1c1pants an opportunity to 
understand why action planning is essential and an important leadership 
skill. The case study encourages the participant to practice planning, 
organizing and problem-solving skills. 

Procedure 
The part1c1pants will work independently on the case study. Study 
questions are provided for this exercise. Participants will discuss with a 
partner before the group discussion . The facilitator will circulate to monitor 
the progress and provide assistance . 

The vice president for sales in Sterling Products, a large manufacturing 
company, set an objective to increase profits for the next year by 20%. 
The primary strategy for achieving this objective was to promote the 
company' s premier brand, which yielded the highest profit margin. 
Marketing funds were shifted from the other products to the premier brand, 
and a major promotional campaign was initiated. The sales represent atives 
were encouraged to set higher individual goals for sales of the premier 
product. A memo was sent to inform the vice president for production 
about the sales forecasts for next year and to request that he or she go 
ahead with tentative plans to purchase new machines to increase 
production capacity for the premier brand. 

The production department was under increasing pressure from the CEO 
to reduce costs for the basic, economy brand. Competitors were making 
major inroads into the company' s market share for this product by offering 
a similar product at a lower price. The vice president for production set an 
objective for the coming year to reduce production costs for the economy 
brand by 10%. Production procedures were streamlined, and the economy 
brand was given priority scheduling to reduce overtime costs. Old 
equipment used for making the economy brand was replaced with new, 
more efficient equipment financed by funds that initially had been allocated 
to buy machines to make the premier brand. The vice president for 
production believed the sales department had made highly unrealistic 
forecasts , and he didn't expect sales of the premier brand to increase very 
much. Even if sales of the premier brand did increase, he figured that 
production could be increased by working more overtime. Once the cost­
cutting measures were implemented, the vice president for production sent 
a memo to the sales department telling them about the revised costs on the 
economy brand so that they would henceforth have more leeway to 
compete on price for sales for that brand. 
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Source 

When orders for the premier product suddenly increased, the production 
department could not meet the demand. As long delays developed in 
deliveries, sales were lost to competitors. Sales for the premier brand 
increased for the year, but they fell far short of the targeted levels. 
Furthermore, the cost per unit was higher than anticipated by the sales vice 
president, since the additional units involved considerable overtime. Thus, 
the profit objectives for the premier brand were not attained. Meanwhile, 
sales of the economy brand stayed about the same, since this product was 
de-emphasized by the sales force, even though it now could be priced more 
competitively. Although profits from both brands were up slightly, overall 
company profits would have been much higher if these self-inflicted 
problems had not occurred. 

Copyrighted 1988 by G.A. Yuki. Reprinted from G.A. Yuki, Skills for 
Managers and Leaders: Text. Cases and Exercises, 1990 
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Post Workshop Assignment: In-Basket Exercise 

Objective 

To provide part1c1pants with practice in thinking about priorities and 
planning activities for the next day. 

Procedure 

Source 

Assume you are a regional sales manager in a large corporation. You have 
been away on a business trip since Monday, and you have returned a day 
early. It is now 4 :30 p.m. on Thursday, and you are in your office to look 
at your mail and plan some activities for the next day. Since you had 
expected to be away until Friday night, no meetings or appointments are 
scheduled for you at your office tomorrow. You have only half an hour to 
make your plans, because you have to meet your spouse for dinner. 

The company has three major product lines, and each product line has 
several different models . Your regional sales office is housed in a company 
facility that includes other regional departments (e.g., personnel, 
accounting, distribution, maintenance), a large production facility, and a 
warehouse for company products. Your boss is the sales vice president for 
the company, and his office is at corporate headquarters in another state. 
You have 20 sales representatives who report to you, and an office staff 
of five employees who process orders sent in by the sales representatives. 
In addition, you have an assistant sales manager and a secretary. 

Read through the items in your in-basket, then use the form to indicate the 
things you would plan to do tomorrow (Friday). Remember, you have only 
30 minutes to make your plans. Please keep an accurate count of your 
time and record it on the form. 

Copyright © 1 987 By Gary Yuki. Reprinted from G.A. Yuki, Skills for 
Managers and Leaders: Text, Cases, and Exercises, 1990 
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Post Workshop Assignment: Plans For Tomorrow 

Instructions: Please respond to the following questions which relate to the in­
basket exercise by indicating the corresponding number of each item. 

A High Priority, both important and urgent, do tomorrow if possible. 

B Moderate Priority, important but not urgent, or urgent but only 
moderately important, do only if time available. 

C Low Priority, neither important nor urgent, or something that is the 
responsibility of someone in another unit. 

Things To Check into Yourself 

Responsibilities to Delegate (to Whom?) 

Meetings or Appointments for Tomorrow (with Whom?) 

Telephone Calls (to Whom about What?) 

Memos, Letters, or Notes to Write (to Whom, about What?) 

Note: Please complete the post workshop assignment and return to the Facilitator 
within five days of the workshop . You have been provided with a self-addressed, 
stamped envelope for your convenience. Thank you for your participation. 
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Post Workshop Assignment: In-Basket Exercise 

1. Memo from Barbara Sawyer, one of your sales representatives, asking for 
permission to attend a one-day course at corporate headquarters explaining 
the features of the new model of the copying machine. The course is next 
week, and she needs to have a decision by Monday. She notes that two 
other sales representatives from your office will be attending the course. 

2 . Letter from a major customer complaining about quality defects in the 
Model 1140 copier they purchased this year. 

3 . Note from your secretary reminding you that the monthly sales report is 
due at corporate headquarters this coming Wednesday. 

4 . Memo from Sharon Maroni, one of the sales representatives, asking for her 
company car to be replaced by a new one. Ever since it was rammed by 
a truck last month, the car keeps breaking down, leaving her stranded in 
remote areas. 

5. Memo from the vice president for human resources, asking you to 
recommend somebody as a candidate for the new regional office in 
Alabama and provide background information on the person's 
qualifications . He wants each regional manager to identify the most 
promising candidate in his or her region. this information is needed in two 
weeks. 

6. Note from your assistant manager requesting a meeting with you to discuss 
a new marketing proposal. 

7. Note from your secretary informing you that your boss called and 
scheduled a meeting on Tuesday of next week to decide what the sales 
goals will be for your region. 

8. Memo to all regional managers from the sales vice president requesting 
them to gather information about reasons for the recent decline in sales of 
Model 1140 copiers . The subject will be discussed at the meeting of 
regional managers in two weeks. 

9. Memo from Lloyd Denton, one of your office staff, complaining about the 
parking situation. Since the expansion of the production facility into the 
employee parking lot, there are no longer enough spaces. The production 
employees start work earlier in the morning, and all the spaces are gone by 
the time the sales staff arrive. Parking is the responsibility of the facilities 
and maintenance manager. 
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1 O. Telephone message from a sales representative -- Tom Jones -- saying that 
a major corporation will order a large quantity of printers if we make some 
modifications. Tom wants to know if the changes are feasible and if the 
company is willing to make them. Call him back for details. 

11 . Letter from bank requesting verification of employment for one of your 
office staff. Employment verifications are handled by personnel. 

12. Telephone message from George Palmer, one of your sales representatives, 
asking you to check into reasons for delay in delivery of printers to a 
customer who is threatening to cancel the order. Delivery is the 
responsibi lity of the distribution manager. 

1 3. Letter from local resident complaining about the noise from the plant. 

14. Memo from the training director at corporate headquarters, suggesting 
development of a training program for office staff in the new computer 
program being developed for processing orders. 

15. Letter from a customer expressing appreciation that one of the sales 
representatives -- Joe Owens -- was so helpful in solving a technical 
problem for them. 

16. Memo from the headquarters marketing department with a sample brochure 
attached for your review. No deadline given. it usually takes about half 
an hour to review a brochure and write comments. 

1 7 . Letter from an important customer inquiring about prices on the new FAX 
machines to be introduced next month. 

18. Telephone message from a sales representative -- Gwen Gordon·· asking 
you to look into a mistake involving her health care benefits. 

1 9. Expense authorization from a sales representative for your approval and 
signature. These forms are forwarded to accounting with your signature, 
and a copy remains in your sales office. 

20. Telephone note about a call from a business reporter at a local paper 
wanting to interview you about the company's new FAX machine. 
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Authority: 

Twenty-five Common Business Terms 
In Common Language 

A company's gift to its managers -- to be used or abused. What enables 
them to take action on behalf of their company and to compel others to take action 
too. With authority comes responsibility. The more widespread is authority 
throughout an organization, the more widespread its responsibility (Hindle, 1994) . 

Benchmarking: 
Improving competitive position through a deliberate attempt to emulate and 

surpass what is considered to be world-class performance in important competitive 
activities. Successful benchmarking includes identifying: (a) what to benchmark -
- choose activities that are crucial to competitive advantage; (bl who to 
benchmark; (cl a measurement for your performance; and (d) specific programs and 
practices to adopt and developing an implementation plan (Hindle, 1994). 

Brainstorming: 
A technique in use for over 50 years in which a number of people get 

together in an unstructured setting and attempting to come up with new ideas or 
new solutions to problems. The first aim is to generate as many ideas as possible; 
only later (or maybe even at a different session) are the ideas in any evaluated 
(Hindle, 1994). 

Clarifying Roles and Objectives: 
Assigning tasks, providing directions in how to do the work, and 

communicating a clear understanding of job responsibilities, task objectives, 
deadlines, and performance expectations (Yuki, 1989). 

Decision-making : 
Obtaining some agreement among group members as to which of several 

courses of action is most desirable for achieving the group's goals. The process 
through which groups identify problems in achieving the group's goals and attain 
solutions to them (Johnson & Johnson, 1991 ). 

Delegation: 
The process of transferring authority from one person to another. 

Delegation once had connotations of "passing the buck," but it is now seen as a 
key part of the process of empowerment (Hindle, 1994). 

Empowerment: 
The process of moving power, information, and rewards downward in the 

organizat ion . Empowering people literally gives them the power to do something, 
and as a result they become more responsible and cooperative (Hindle, 1994). 

Goal : 
A desired place toward which people are working, a state of affairs that 

people value (Johnson & Johnson, 1991 ). 
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Informing: 
Disseminating relevant information about decisions, plans, and activities to 

people who need it to do their work, providing written materials and documents, 
answering requests for technical information, and telling people about the 
organizational unit to promote its reputation (Hindle, 1994). 

Leadership: 
This is either corporate strategy in which a firm aims to be the leader in a 

particular market, or it is a human quality thai differentiates a chief executive from 
the most junior accountant. There is one essential difference between leaders and 
managers; for good managers, systems and structures are all important; good 
leaders are unconventional and work outside systems, relying on a lot of intuition 
and at least a little inspiration. Decentralization makes the task of developing 
leaders that much easier because it creates plenty of jobs within the organization 
that require qualities of leadership (Hindle, 1 994). 

Long-range Planning: 
Companies used to spend much effori devising complicated corporate plans 

that tried to look way into the future. Such detailed long-term planning is currently 
out of favor. This is not only because of a growing realization of the futility of 
such planning in a world where change is occurring ever more quickly. It has also 
been influenced by a change of attitude toward planning itself -- a switch to the 
identification of wide general trends a belief that line management should assume 
responsibility for its own planning (Hindle, 1 994) . 

Monitoring Operations and Environment: 
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 
environment to detect threats and opportunities (Yuki, 1989). 

Objectives: 
These are the medium-term goals toward which a company strives. At 

their best, objectives help employees attain levels of performance that they did not 
believe they were capable of. Objectives also provide yardsticks by which a firm 
can measure its success in fulfilling a strategy (Hindle, 1994). 

Operational Goals: 
Goals for which specific steps to achievement are clear and identifiable 

(Johnson & Johnson, 1991). 

Planning and Organizing: 
Determining long-range objectives and strategies for adapting to 

environmental change, identifying necessary action steps to carry out a project or 
activity, allocating resources among activities according to priorities, and 
determining how to improve efficiency, productivity, and coordination with other 
parts of the organization (Yuki, 1989). 
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Problem-solving: 
Identifying work-related problems, analyzing problems in a systematic but 

t imely manner to determine causes and find solutions, and acting decisively to 
implement solutions and deal with crises (Yuki, 1989). 

Resource A llocation: 
The process of deciding how to spread cooperate financial resources among 

various businesses. This was especially complicated in the heyday of the 
diversified corporation when models like the "growth share" was developed. In 
today's more integrated corporation these decisions still need to be made. The 
outright competition between businesses or f unctions, however, has been replaced 
by a more cooperative approach (Hindle, 1994). 

Scenario Planning: 
The business of drawing up the background "noise" against which an 

individual company's strategy is to be played out. Everything in the future is 
uncertain; but for the purposes of formulating strategy, certain macroeconomic, 
social, and scientific assumptions have to be made. Rather than rely on a single 
set of assumptions, scenario planning evaluates the impact of a number of different 
set of assumptions, often categorized as "best case" and "worst case." The 
process enables managers to think more realistically about their response to an 
uncertain future . Big companies have spent much effort in creating computer­
based systems that can generate different scenarios on the basis of different 
assumptions. Against these different backgrounds, different strategies can be 
painted. Scenario planning was developed by the oil company Royal Dutch/Shell 
at a time when the military strategic model was being discredited. Creating a 
single plan to be followed with military precision simply did not work in the real 
business world (Hindle, 1994) . 

Strategic Planning: 
A process for drawing up a company's strategic map, the route whereby 

it will provide products for customers, where, and at what price. The person who 
virtually invented strategic planning was Igor Ansoff, an engineer who worked for 
Lockheed as a long-term planner . At one point, strategic planning existed as a 
separate function in many large corporations. This led to the criticism that the 
strategic plan was imposed from on high and led to half-hearted implementation. 
Now divisions are usually responsible for their own strategic plan (Hindle, 1994) . 

Strategy: 
A general policy for achieving a number of specified objectives. As Michael 

Porter once put it, "The word global, like the word strategy, has become overused 
and perhaps misunderstood." The word came originally from a Greek word 
meaning generalship, and until recently, it had a very specific military meaning: the 
art of planning and conducting war (Hindle, 1994). 

Synergy: 
The action of two or more organisms working together to achieve an effect 

of which each is independently incapable of achieving. 
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Turnaround r· une: 

rnornentT~e. amount of time that it takes to get a particular job done from the 
unloadin rt rs begun and finished. It can apply to something as simple as the 
Qarrnent-~ of a tru~k, or as complicated as the manufacture of a high-fashion 
Pren,; from the time it is ordered to the time that it is delivered to the buyer's 

ses (Hindle, 1994). 

Vision· 

a corn A necessary part of any strategy--an irrational barrier-leaping ambition for 
1994tany. First find your vision, then devise a strategy to achieve it (Hindle, 

Window f 0 Opportunity: 
tin-. A strategy's effectiveness can depend entirely on riming--there are right 

.. ,es and d I 
cert . Wrong times to take certain steps. New products are launche on Y at 
Witha,n seasons and there are good and bad times for going to the stock market 

a new issue (Hindle, 1994). 
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Modified Transcript From Video Presentation 

Much has been written about participative management, consultative management 
--is it being t ransmitted to the federal government level? 

Panelist 1 : I am a very strong believer in participative management and 
consultative management . The process here involves getting everybody to get 
buy-in. Buy-in into the vision, the goals of the division or department of your 
organization. If you have everybody coming together participating, developing the 
goals and then understanding what the goals are, then you can create an 
environment where everybody understands what they have to do to achieve those 
goals. As a leader, you want to foster an environment where there is definitely 
participation and everybody shares in the reward for accomplishing those goals. 

How has setting goals helped to organize your day? 

Panelist 2 : Well, fortunately, in the kind of position I'm in the kind of goal I set is 
to get through the day!! I do try, however, to set goals for my organization. It is 
not possible for me to have any other goal than to have a successful day. But I do 
believe that goal setting is very important. It is critical to charting the direction in 
knowing where you want to go. 

Planning and organizing was rated the top leadership skill identified by a cadre of 
women such as yourselves that leaders need to develop. Give us an idea of how 
your day runs, do you plan much of it or is a lot of it spontaneous? 

Panelist 3 : I can understand why planning and organizing would come out on top 
of the list for those who are looking for leadership development. If you are not 
organized, and you don't know what you want to accomplish, then you'll never 
know when you have accomplished anything. That is a part of what I do on a day­
to-day basis. I do establish some kind of pattern of what I want to happen. But, 
at the same time, I realize that I can't always pre-plan everything. There has to be 
enough flexibility in my day where I can accommodate the unplanned things that 
come up. But, overall, I think there is an informal kind of planning that takes place 
just because you have the skills and you know where you want to go. You 
perform this rather intuitively and you really don't think of it as an organized plan 
of action. But, a good leader would have developed those skills along the way. 
The way you organize, helps to motivate others to get where you want or need to 
go. It certain ly helps you to realize what you need to change about what's 
happening . 

Panelist 2 : Planning and organizing are critical skills . And I think they are even 
more critical on a macro-level as opposed to a day-to-day micro-level. For 
instance, I have to plan and organize where I want my organization to go, then on 
a day-to-day basis, l work to make certain that the things I am doing [daily] are 
leading towards that ultimate goal. But, having those planning and organizing skills 
gives you the ability to conceptualize what it is you want your organization to 
accomplish . Following that, you must be able to organize the pieces that 
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necessar 
Yo Y for that to h 
i u may not be able appen. Th~se are critical skills that you need even though 

g Ven week . to see what is happening on an hourly or daily basis in any 

Panelist 1 · 
org . . · In the busines th / · an,2,ng, Th s at am in, we could not survive without planning and 
Work out· we at means revenue to us. If we didn't plan and organize to get the 
don ' Wouldn't be p 'd w 'd · . ot Plan th a, · e prov, e a service for our customers and if we 
if We Put it int~ Wor~ flow; and if we aren't organized, then we don't get paid! So, 
very importa e vein of dollars and cents, then [planning and organizing] becomes 

nt. 

Pan ,. 
i erstJ: /tsfu 
t must be a ndamenta/ and something that must be done and done well. And 

You set tot rt of What you consider as your responsibility to accomplish any goal 
Yourself as well as your agency. 

~~~~~ti~~:. a~ut the second most im ortant skill which is clarif in roles and 
~ h would ou believe that came in second or next to tannin and 

Panelist 1 · 
organized ·h Because ~nee you have your goals set and you have planned and 
Understand ow you _w,11 go about achieving those goals, everybody needs to 
c/ear/y a d What_ their roles are in achieving those goals. You want them to be 
rnanagem n precisely understood. When you are talking about participative 
ernp/oye ent ... everybody may not be able to see how their part fits. But the 
affects e must understand the importance of their part and how what they do 
down thso~eone else . What happens to someone else may affect something else 
· e line f rs and h O the work flow. So, everybody has to understand what their role 
rnust b w at happens before and after them. Therefore, its important that roles 

e very clearly defined. 

Panelist 2 · . 
are co . · 1 also thrnk that its important in helping people understand how they 

ntributin · · 'f I ' sure Wh 9 toward making something happen. For instance, , peop e aren t 
enthu . at_ role they play in bringing something to completion, they are less than 

srast,c b . . . t . . vacu a out doing it. /f they feel as if their piece rs 1us a piece, m a 
less 1~m; and it just doesn't matter what happens before or afterwards, they are 
doin I e/y to do that well. They are a/so less likely to take pride in what they are 
What But, if they can understand the contribution that their part makes to 
Prod ever it is you are trying to accomplish then it makes for a much more 

Uctive .' 
employee at whatever they are doing. 

So 
~saying ownership? Do you see that happening? 

Panelist 3 . 
is ern : Absolutely! One of the things we have focused upon m rec~nt years 
the th~owering people to do things--to take control--to give t~em authority to do 
rot lngs they can at the level where they are. / think with this whole co~cept of 
Whes clarification e . d empowering people tend to have buy-,n to the 
a Ole mission ~ ?e, ctabt'.ons an Mainly b~cause they have a sense of 

ccorn 1. rtt e rt more. d hat th 
P ishment. They know what they are striving tor an can see w ey are 
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doing fits into the overall vision for the agency. I think its essential to continue to 
inspire people to live to their fullest potential. When you clarify the roles, 
everybody can evaluate his or her performance. You certainly have a better picture 
of the overall goal or vision--where you want to go. 

The third most important skill was decision-making. Why do you believe decision­
making came in third? 

Panelist 1: All through the work process, you have to make decisions. As we 
have said, those decisions affect not only you but the overall goal of the 
organization. They affect what someone else is doing in the organization. I think 
they are so closely related because we have seen in the work environment now 
that its very difficult to separate things anymore. Decision-making goes along with 
planning and organizing; its a part of the process and work flow. 

Are most of your decisions made in a consultative manner: do you bring in your 
staff. but knowing ultimately that you are the leader? 

Panelist 3: It depends on what I am doing; where I am working. But, to address 
why it came in third--1 think its because we work for the government. Many of us 
do not see ourselves as decision-makers because we don't take into account those 
day-to-day decisions that we make as we move from point A to point B. We think 
about the ultimate decisions made at higher levels. But I do consult a lot. I 
depends on my employees to use their skills--to bring to me their expert 
knowledge. Because as a manager, I feel that my job is to direct, to oversee, to 
give guidance and focus and to then let them make decisions at their levels. But 
I also believe that it is my ultimate responsibility to make sure that the decisions 
made incorporates all of the needs of the organization and the goals. I will look at 
the whole while they may be only looking at the part they are involved in. So, I 
spend a lot of time working with my employees in consultation. I encourage them 
to challenge me--to discuss things with me. We play devil's advocate. We THINK! 
I believe that thinking skills are very critical when making decisions. A leader must 
think through the whole issue before coming to a final decision. So much though 
has to go into the impact the decision will have; not only on that issue, but others 
that may be possibly affected by it? So, I do a little consultation . But, ultimately, 
I do feel comfortable that when I have made a decision, that its the best decision 
that I can make given the information available. 
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Appendix E 

Needs Assessment Survey-Questionnaire 

DIMENSIONS OF LEADERSHIP: A Model Leadership 
Development Training Program Needs Assessment Survey 

PLEASE READ ALL COMMENTS BEFORE COMPLETING EACH PART OF THE SURVEY. 
This needs assessment survey has tour sections which seek to determine the 
managerial behavior skill structures associated with the development ot a model 
leadership training program for African American women. Please answer each of t~e 
following questions and complete the survey sequentially. 

SECTION ONE asks about your background. Please complete this section thoroughly. 
All individual responses are held in the strictest of confidence. Be sure to check the 
appropriate box below to indicate your desire to participate as a Project Role Model. 

( 1) Location of your Position: __ Headquarters Field 

(2) Number Employees You Supervise: Less than 100 More than 100 

(3) Service Status: Careerist __ Non-Careerist Political Appointee 

(4) Appointed/Selected SES: __ · 1980-85 1986-1990 1991-94 

(5) Government Entry Grade Level: _ GS-1-6 _ GS-7-12 _ GS-13 and above 

(6) Education: __ High School __ Bachelor's Master 's 

Doctorate J.D. 

(7) Age: 25-35 36-45 46-55 56-65 66 and older 

(8)' Marital Status: Single Married Divorced Separated 

(9) Children: Yes No 

Would you be willing to participate as a Project Role Model? [] Yes [] No 
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SECTION TWO asks you to review the following list of managerial behavior skill 
structures; and based upon the definition provided, distinguish the level of intrinsic 
and extrinsic value for each managerial behavior skill structure below. Indicate your 
response for Intrinsic value by circling a number from 1 (low) to 5 (high); and for 
Extrinsic value using the numbers 6 (low) to 10 (high). 

Note : Intrinsic: a factor perceived as having inherent reward or value rather than behavior performed 

for external value. Extrinsic: a factor perceived as having external reward or value rather than behavior 
performed far inherent value. 

Building and Maintaining Relationships 
1. Networking: Socializing informally, developing contacts with people· who are a 
source of information and support and maintaining relationships through periodic 
interaction, including visits, telephone calls, and correspondence, and attendance at 
meetings and social events. 

--------------- Intrinsic - ------------------------- ---------Extrinsic --------------
1 .......... 2 .......... 3 ....... ... 4 .......... 5 ... l J .... 6 .......... 7 .......... 8 .......... 9 .......... 10 
low high low high 

2. Supporting: Acting friendly and considerate, showing sympathy and support when 
someone is upset, listening to complaints and problems, looking out for someone's 
interests, providing helpful career advice, doing things to aid someone's career 
advancement. 

-------------- Intrinsic ----------------------------------Extrinsic --------------
1 .......... 2 .......... 3 ......... . 4 .......... 5 ... J J .... 6 .......... 7 .......... 8 .......... 9 .......... 10 
low high low high 

3. Managing Conflict and Team Building: Encouraging and facilitating constructive 
resolution of conflict, fostering teamwork and cooperation, and building identification 
with the organizational unit or team. 

--------------- In tr ins ic -----------------------------------------Extrinsic --------------
1 .......... 2 .......... 3 .......... 4 .......... 5 . .. J: .... 6 .......... 7 ..... ..... 8 .......... 9 .......... 10 
low high low high 

4. Dealing with Racism: Appreciating cultural diversity and the ethnic heritage of 
others, and helping other minority members to realize their potential and to contribute 
to the best of their ability. 

-------------- In tri n sic -----------------------------Extrinsic --------------
1 .......... 2 .......... 3 .......... 4 .......... 5 ... l: .... 6 .......... 7 .......... 8 .......... 9 ..... .... . 10 
low high low high 
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5. Dealing with Sexism: Forming alliances within social groups of women to resist 
stereotyping in non-traditional fields and roles, promoting positive beliefs about 
feminine traits and behaviors by facilitating the access and socialization of women in 
the workplace. 

-------------·· In tr ins i c ---------------------·--··--·--···-·····-·····--EX trin sic ··········--·-
1 .......... 2 .......... 3 . ......... 4 .......... 5 ... : : .... 6 ... ....... 7 .......... 8 .......... 9 .......... 10 
low high low high 

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

--------------- ! n trin sic ·-····--·-·-·---····--···---·····---··--····---··-EX trin sic ·--·-·--------
1 ....... .. . 2 .......... 3 .. .. ..... . 4 .......... 5 ... \ j •••• 6 .......... 7 ... ....... 8 .. ........ 9 ......... . 10 
low hlgh low high 

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

----··-··-··-·· ln trinsi c ·---····-····-·--··-···------·········----------Extrinsic ·-------·--··· 
1 .......... 2 .......... 3 .......... 4 . ......... 5 ... i: .... 6 .......... 7 .. ........ 8 .......... 9 .......... 10 
low high low high 

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

··-· · ·········· In trin sic --·--· ····------------·-·--·-·········------------Extrinsic -·------------
1 .......... 2 .......... 3 .. ........ 4 .......... 5 ... J j •••• 6 .......... 7 .......... 8 .......... 9 .......... 10 
low high low high 

9. Problem-solving: Identifying 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 crises. 

-----·-------·• Intrinsic ------------------------------···············-----Extrinsic ·--·-----····-
1 ........ .. 2 .......... 3 .......... 4 .......... 5 . .. : : .... 6 .......... 7 .......... 8 .......... 9 ........ .. 10 
low high low high 
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10. Risk-taking: Making decisions and initiating actions which minimizes routinization 
of organizational functions; encouraging others and self to step out of the ordinary 
despite less predictable outcomes. 

--------------- Intrinsic ······--·--·------------------------··-··-····---Extrinsic -············· 
1 .......... 2 .......... 3 .......... 4 .......... s ... 1: .... 6 .......... 7 ..•....... 8 .....•.... 9 .......... 10 
low high !ow high 

Collecting and Disseminating Information 
11. Consulling and Delegating: Checking with people before making changes that 
affect them, encouraging suggestions for improvement, inviting participation in 
decision making, incorporating the ideas and suggestions of others in decisions, and 
allowing others to have substantial discretion in carrying out work activities and 
handling problems. 

-----·-······-· In tri n sic -----------······--·-········--·····-····-··--·-Ex trin sic ·····••••····• 
1 ........ .. 2 ....... ... 3 .......... 4 ..... ..... 5 ... 1 : .... G .......... 7 .......... 8 .......... 9 .......... ,o 
low high low high 

12. Monitoring Operations and Environment: 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 environment to detect threats and opportunities. 

-·············· Intrinsic ········-··········--·-··················-····----Extrinsic •••·•···••··•· 
, ....... . .. 2 ......... . 3 .......... 4 .......... s ... 1: .... 6 .... ...... 7 .......... 8 .......... s .......... 10 
low high low high 

13. Informing: Disseminating relevant information about decisions, plans, and 
activities to people. who need it to do their work, providing written materials and 
documents, answering requests tor technical information, and telling people about the 
organizational unit to promote its reputation. 

-------········ lntrins i c ···············--····-····-········----·····------Extrinsic •···•••···•··· 
1 .......... 2 .......... 3 ......... . 4 .......... 5 . .. ii .... 6 .......... 7 .......... 8 ......... . 9 .......... 10 
low high low high 

14. Clarifying Roles and Objectives: Assigning tasks, providing directions in how to 
do the work, and communicating a clear understanding of job responsibilities, task 
objectives, deadlines, and performance expectations. 

···-·-·-······· In tr ins i c ···-····--···· ·····---·-····················· ----Extrinsic ····•·•··••··· 
1 .......... 2 .......... 3 .......... 4 .......... 5 ... : J .... 6 .......... 7 . ......... 8 ...... .... 9 .......... 10 
low high low high 
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SECTION THREE asks you to rank in terms of importance to you the managerial 
behavior skill st ructures for leadership development. The manager ial behavior skill 
strucwre most important should be listed first. Note: 7 is high and 14 is low. 

(a) Networking 

(bl Supporting 

{cl Managing Conflict and Team Building 

(dl Dealing with Racism 

(e) Dealing with Sexism 

(f) Motivating 

(gl Recognizing and Rewarding 

(h l Planning and Organizing 

(i l Problem-Solving 

(j) Risk-taking 

(kl Consulting and Delegating 

{IJ Monitoring Operations and Environment 

(ml Informing 

(nl Clarifying Roles and Objectives 
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CONSENT FORM FOR PROJECT PARTICIPATION 

Project Title: DIMENSIONS OF LEADERSHIP: The Design, 
Implementation and Evaluation of a Model Leadership 
Training Program for African American Women 

I am over 18 years of age, in good physical health, and wish to participate in the 
research project being conducted by Martha W. Williams at the Department of 
Education, Graduate School, University of Maryland, College Park, Maryland. 

I understand that: 
( 1) the PURPOSE of this research is to measure my knowledge of, and 

attitude toward Managerial Behavior Skill Structures associated with 
leadership development of African American women ; 

(2) the PROCEDURES consist of the administration of a needs assessment 
survey and the performance of a statistical analysis of the total 
responses of all respondents to the needs assessment survey instrument; 

(3) all information collected in the study is strictly CONFIDENTIAL as to 
individual responses to the survey questions, and that my name will not 
be identified at any time. However, if I so choose, I may participate as 
a Project Role Model and give the consent tor the use of my name and 
permission to be interviewed; 

(4) by participating in this study, I AM AT NO RISK, either physically, 
emotionally, psychologically, or economically; 

( 5) the research is not designed to help me personally, but by conducting 
this survey the investigator hopes to learn more about how to assess the 
skills, knowledge, and attitudes that pertain to leadership development 
of African American women: and 

(6) that I AM FREE AT ANY TIME TO ASK QUESTIONS AND/OR 
WITHDRAW FROM THE RESEARCH PROJECT WITHOUT ANY 
PENALTY. 

FACULTY ADVISOR: 
ADDRESS: 

Signature of Participant: 

Dr. Neil Davidson (301) 405-3147 
Curriculum and Instruction Department 
Benjamin Building, University of Maryland 
College Park, Maryland 20742 

---------------- Date: ___ _ 
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Appendix F 

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

Name:-----·-----·-- Date:··---·-- Grade: 

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

Operational Definition 
Pl«nn.rll.J and oryar1iziny: Deterrnrning long-range olliectives and strategies for adapting to 

environmental change, identifying necessary ,iction steps to carry out a proiect or activi ty, allocating 
resources an1ong activities according to priorities, and determining how to improve efficiency, 
productivity, nnd coordination with other parts of the org"nization, 

1 . Planning is a behavior. 
a. reactive 
b. proactive 
c, reflective 
d. supportive 

2. A s a process, planning and organizing is at best 
a. formal and explicit 
b. informal and implicit 
c. formal and adaptive 
d. informal and adaptive 

3. Planning is largely a cognitive activity which does not involve __ . 
a. information 
b. analyzing 
c. rew arding 
d. deciding 

4. -~ is a process for detailing action steps and schedules tor implementing 
a change or policy. 
a. Operational planning 
b. Basic planning 
c. Potential planning 
d. Strategic planning 

5. is a process for determining specific objectives and broad policies for 
L111:: organization. 
a. Operational planning 
b. Basic planriing 
c. Potential planning 
d. Strategic planning 
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6. Planning includes which is a design of formal structure. 
a. organizing 
b. strategizing 
c. resourcing 
d. allocating 

7. . is the determination of when each step in the action plan should start 
and end. 
a. Timing 
b. Scheduling 
c. Planning 
d. Sequencing 

8. To determine the starting and ending date of a planned activitv or step, it 
is best to start at the 
a. first item in the sequence 
b. last item in the sequence 
c . most time consuming task or step 
d. rnost important item in the sequence 

9. A general rule for carrying out a speci fi : 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 

1 0. When an employee's commitment to the action planned is questioned, you 
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" eHecti.ve 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 Organizing Behavior 
(a) Establishes performance goals for important aspects of the 

work. 
(bl 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 important decision. 

223 



12. Ineffective 
(a) 

(b) 

(c) 

Planning and Organizing Behavior 
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 . 

14. 

(a) 

(b) 

(c) 

(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. 
"I 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 determin.a 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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Appendix G 

Dimensions of Leadership: "Planning and Organizing" 
Workshop Evaluation Form 

Grade:_ 
Name: 

Date: ___ _ 

seal Ple_ase evaluate the workshop on "Planning and Organizing" using the rating 
re!I e provided below. Draw a circle around the numerical description that best 
A

9 
ects your perceptions. Note: 5 is the 11i9he~ rating and indicates Stron11rL 

ree, and 1 is the lowe.§! rating and indicates filrong!Y.. Disagre~. 

Part I: 

A. 

B. 

C. 

D. 

E. 

F. 

G. 

H. 

I. 

J . 

K. 

Strongly 
Agree 

The subject and objectives of the 
workshop were clearly presented . 

5 4 3 

!he content of the workshOP was useful 

in achieving the objectives. 

5 4 3 

The materials were useful in achieving 5 4 3 

the objectives. 

The lectures were clearly presented and 5 4 3 

understandable. 

New words and terms were clearly explained 

and related to the objectives. 
5 

4 3 

The information was appropriate for 
leadership development and training, 

The training method or approach was 

appropriate and useful. 

The video (visual representation of the 

task) was appropriate, 

A good, clear and specific summary 
(strong conclusion) was provided. 

The entire workshOP was the appropriate 

length. 

The materials related to real life 

experiences. 

5 

5 

5 

5 

5 

5 

4 3 

4 3 

4 3 

4 3 

4 3 

4 3 

Strongly 
Disagrees 

2 

2 1 

2 

2 1 

2 

2 

2 

2 1 

2 1 

2 1 

2 1 

I 
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L. The workshop information will be 
valuable to my organization . 5 4 3 2 

M. The facilitator was well prepared . 5 4 3 2 

N. The facilities (or logistics) were 
conducive to learning . 5 4 3 2 1 

Part II : 

0 . The aspect of the workshop that I liked most was 

P. The aspect of the w orkshop that I liked least was 

0 . Additional comments 

R. Overall, I rate this workshop: 
Excellent Good Fair Poor No answer __ 
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I 
I 

I 
I 

I 
I 
I 

I 

Name: 

1. 

Appendix H 

Dimensions of leadership: "Planning and Organizing" 
Interview-Questionnaire 

Date: 

What were the objectives of the workshop? 

Able to recall: 1 2 3 4 5 
2. 

Did these objectives represent the true training need on your job for 
aspiring leaders? 

3. 

4 . 

5. 

6. 

not at all little medium amount well represented exactly 

How well did the workshop achieve its goal? 

not at all little satisfactory only very well exactly 

What could be left out of the workshop? 

not at all little medium amount very much a/moSt all 

What could be added (include) to the workshop? 

not at all little medium amount very much almo5t all 

What could be given less time? 

not at all little medium amount very much a/moSf all 
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I 
I 

I 

I 

I 
I 
I 
I 
I 
I 

I 
I 
I 
I 
I 7. 

8. 

9 . 

10. 

What could be given more time? 

not at all little medium amount very much almost all 

Did you relate the workshop content to what you already know? 

not at all little medium amount very much almost all 

Were you given sufficient opportunity to ask questions? 

not at all little medium amount very much almost all 

Are there any additional comments you feel are appropriate? 
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Appendix I 

Post-workshop Assignment: In-Basket Exercise 

Objective 
To provide participants with practice in thinking about priorities and 
planning activities for the next day. 

Procedure 
"Assume you are a regional sales manager in a large corporation. You have 
been away on a business trip since Monday, and you have returned a day 
early. It is now 4:30 p.m. on Thursday, and you are in your office to look 
at your mail and plan some activities for the next day. Since you had 
expected to be away until Friday night, no meetings or appointments are 
scheduled for you at your office tomorrow. You have only half an hour to 
make your plans, because you have to meet your spouse for dinner. The 
company has three major product lines, and each product line has several 
different models. Your regional sales office is housed in a company facility 
that includes other regional departments {e.g. , personnel, accounting, 
distribution, maintenance), a large production facility, and a warehouse for 
company products . Your boss is the sales vice president for the company, 
and his office is at corporate headquarters in another state. You have 20 
sales representatives who report to you, and an office staff of five 
employees who process orders sent in by the sales representatives. In 
addition, you have an assistant sales manager and a secretary. Read 
through the items in your in-basket, then use the form to indicate the 
things you would plan to do tomorrow (Friday) . Remember, you have only 
30 minutes to make your plans. Please keep an accurate count of your 
time and record it on the form." 

Instructions: Please respond to the following questions which relate to the in­
basket exercise by indicating the corresponding number of each item. Note: A -
High Priority, both important and urgent, do tomorrow if possible; 8 - Moderate 
Priority, important, but not urgent, or urgent but only moderately important, do 
only if time available; and C - Low Priority, neither important nor urgent, or 
something that is the responsibility of someone in another unit. 

(1 l Things to Check Into Yourself 

(2) Responsibilities to Delegate (to whom?) 

(3) Meetings or Appointments for Tomorrow (with whom?) 

(4) Telephone Calls (to whom, about what?) 

(5) Memos, Letters, or Notes to Write (to whom, about what?) 
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1. Memo from Barbara Sawyer, one of your sales representatives, asking for 
permission to attend a one-day course at corporate headquarters explaining 
the features of the new model of the copying machine. The course is next 
week, and she needs to have a decision by Monday. She notes that two 
other sales representatives from your office will be attending the course. 

2. Letter from a major customer complaining about quality defects in the 
Model 1140 copier they purchased this year. 

3. Note from your secretary reminding you that the monthly sales report is 
due at corporate headquarters this coming Wednesday. 

4. Memo from Sharon Maroni, one of the sales representatives, asking for her 
company car to be replaced by a new one. Ever since it was rammed by 
a truck last month, the car keeps breaking down, leaving her stranded in 
remote areas. 

5, Memo from the vice president for human resources, asking you to 
recommend somebody as a candidate for the new regional office in 
A labama and provide background information on the person's 
qualifications. He wants each regional manager to identify the most 
promising candidate in his or her region. This information is needed in two 
weeks . 

6. Note from your assistant manager requesting a meeting with you to discuss 
a new marketing proposal. 

7. Note from your secretary informing you that your boss called and 
scheduled a meeting on Tuesday of next week to decide what the sales 
goals will be for your region . 

8. Memo to all regional managers from the sales vice president requesting 
them to gather information about reasons for the recent decline in sales of 
Model 1 140 copiers . The subject will be discussed at the meeting of 
regional managers in two weeks . 

9. Memo from Lloyd Denton, one of your office staff, complaining about the 
parking situation. Since the expansion of the production facility into the 
employee parking lot, there are no longer enough spaces. The production 
employees start work earlier in the morning, and all the spaces are gone by 
the time the sales staff arrive. Parking is the responsibility of the facilities 
and maintenance managers. 

9 . Telephone message from a sales representative -- Tom Jones -- saying that 
a major corporation will order a large quantity of printers if we make some 
modifications. Tom wants to know if the changes are feasible and if the 
company is willing to make them. Call him back for details. 
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11 . 

12. 

Lrter from bank requesting verification of employment for one of your 
0 fice staff. Employment verifications are handled by personnel. 

Tel~phone message from George Palmer, one of your sales representatives, 
asking you to check into reasons for delay in delivery of printers to a 
cust0mer who is threatening to cancel the order. Delivery is the 
responsibility of the distribution manager. 

13, 

14. 

letter from local resident complaining about the noise from the plant. 

Memo from the training director at corporate headquarters, suggesting 
development of a training program for office staff in the new computer 
Program being developed for processing orders. 

15. 

16. 

17. 

18. 

19, 

20. 

letter from a customer, expressing appreciation for one of the sales 
representatives -- Joe Owens -- was so helpful in solving a technical 
Problem for them. 

Memo from headquarters marketing department with a sample brochure 
attached for your review. No deadline given. It usually takes about half 
an hour to review a brochure and write comments. 

Letter from an important customer inquiring about prices on the new FAX 
machines to be introduced next month. 

Telephone message from a sales representative -- Gwen Gordon -- asking 
You to look into a message involving her health care benefits. 

Expense authorization from a sales representative for your approval and 
signature. These forms are forwarded to accounting with your signature, 
and a copy remains in your sales office. 

Telephone note about a call from a business reporter at a l~cal paper 
Wanting to interview you about the company's new FAX machine. 

Source. Copyright @ 1987 by Gary Yuki. Reprinted from G.A. Yuki, SkiJls for 

~s and leaders:texr. cases. and exercises, 1990 
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Appendix J 

Dimensions of Leadership: "Planning and Organizing" 
Independent Observer Summative Evaluation Questionnaire 

Please rate the preliminary workshop. Circle the most 
appropriate description as provided. 

Part I : 

1. The subject and objectives of the workshop were clearly 
presented . 
a. Poor b . Fair c. Good d . Above Average e. Excellent 

2 . There was an adequate discussion about the goals and 
objectives of the field-test workshop . 
a. Poor b . Fair c. Good d. Above Average e. Excellent 

3 . The content of the workshop was useful in achieving the 
objectives. 
a. Poor b. Fair c. Good d. Above Average e. Excellent 

4. All needed supplies assembled, course materials prepared and 
explained, where necessary. 
a. Poor b . Fair c. Good d. Above Average e. Excellent 

5. There was effective and stimulating motivation displayed by 
the facilitator? 
a. Poor b. Fair c . Good d. Above Average e. Excellent 

6. The participants' involvement was sustained throughout the 
workshop. 
a. Poor b. Fair c. Good d . Above Average e. Excellent 

7. The materials were useful in achieving the objectives and 
relevant for the discussions. 
a. Poor b . Fair c. Good d . Above Average e. Excellent 

8. The lectu res were clearly presented and understandable. 
a. Poor b. Fair c. Good d. Above Average e. Excel lent 
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9. 

10. 

11 . 

12. 

13. 

14. 

15. 

16. 

17. 

18. 

Nbe_w words and terms were clearly explained and related to the 

0 Ject1ves. a. Poor b. Fair c. Good d. Above Average e. Excellent 

The information was appropriate for leadership development 

and training. a. Poor b. Fair c. Good d. Above Average e. Excellent 

The visual aids reinforced the lesson and were utilized 

properly. a. Poor b. Fair c. Good d. Above Average e. Excellent 

The video segments of the Project Role Models corresponded 

with the lesson's objectives and/or learning tasks . 
a. Poor b. Fair c. Good d. Above Average e. Excellent 

The training method -· Direct Instruction was appropriate and 

useful. a. Poor b. Fair c. Good d. Above Average e. Excellent 

The materials related to real life experiences. 
a. Poor b. Fair c. Good d. Above Average e. Excellent 

The facilitator provided sufficient time to respond to 

participants' reactions and questions. 
a. Poor b. Fair c . Good d. Above Average e. Excellent 

The facilitator's timing was adequate from the beginning to 

ending, minimizing delays. a. Poor b. Fair c. Good d. Above Average e. Excellent 

A good, clear and specific summary was presented at the end 

of each phase . a. Poor b. Fair c. Good d. Above Average e. Excellent 

The facilities (physical conditions, preparation of 
th

e rooms(sl, 
logistics, etc.) were conducive to a 1earnrng atmosphere. 
a. Poor b. Fair c. Good d. Above Average e. Excellent 
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Part II: 

19. The aspect of the workshop that I liked most was 

20. The aspect of the workshop that I liked least was 

Q . Comments on how the workshop could be improved and in 
what areas: 
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Appendix K 

Agreement Between Researcher and U.S. Office of 
Personnel Management Officials 

L·r.:cec Srctes 

Offic:2 of 
Personnel Management 

Martha W. Williams 
P<:1st Office aox 91506 
Washington, DC 20090-1506 

Dear i\/ls. Williams: 

'I(]/ ! :ss:1 
?WSS:RH 

This ~esponds to your October 17th lener reouesting distribution of materials 
for your survey or Afric.:m American women who are members of :he Federal 
S.inior executive Service (SES). These employees will be identified using the 
June 1 994 Central f'!!rsonnel Data File (C?DFi. Materials to be ;,rovided are: 
one listing of employees by personnel office. address labels for these offices, 
and labels for surveyed employees. Since the C?DF does not contain 
employee addresses, surveys must be distributed through personnel offices. 
Employee labels will be affixed to the questionnaire envelopes which we will 
send co the personnel offices for distribution. No employee names or social 
security numbers will be provided dlrec'dy co you. You will need to provide us 
your survey materials in envelopes for each surveyed employee. We will also 
need an extra set of material for each personnel office. We will let you know 
the number of envelopes and extra materials needed, once the employment 
listing is made. 

The estimated cost for providing these materials is S922. This cost does not 
include postage and other distribution costs, which will be known after the 
exact quantity of envelopes needed is determined. Our regulations governing 
service charges for information state: "!f OPM estimates or determines that 
fees are likely to exceed S250, OPM may require the payment of applicable 
fees in advance." Thus. in order for work to proceed on this extract, plea,se 
send a signed lener of request (addressed to me, Room 7494) along with a 
check pavable to the U.S. Office of Personnel Management for $922. 

Sincerely, 

'-~.( ,¢/4: /~~ ,--
Joh·rl"e. Curnow 
Acting Assistant Director 

for Workforce Information 
Personnel Systems and Oversight Group 
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Appendix L 

Cover Letter Accompanying Needs Assessment 
Survey-Questionnaire From the Researcher 

November l, 1994 

De:ir Participant: 

Over the past several years, African American women have managed to move into 
the fede:-a.l senior executive service level, but the gains have been modest. L.!adership training 
is one important way in which African American women can enhance their advancement 
opporrunities. Yet, little attempt has been made to understand how African American women 
become leaders. Fewer efforts have been unde-rcaken to describe the skills, abilities and 
competencies which may be unique to the development of African American women leaders. 

I propose to develop, implement and evaluate a model leadership training program 
specifically geared for African American women. The development of this model program 
serves as my dissertation rese:irch project in partial fulfillment of the requirements of the doctor 
of philosophy degree from the University of Maryland at College Park. This dissertation study 
calls for a needs assessment to be completed by African American women, who, like you are 
members of the Federal Senior Executive Service. By completing the attached survey, you will 
play a pivotal role in determining what skills, knowledge and attirudes are essential for African 
American women to possess when aspiring to leadership positions. Your name as well as your 
responses will be used for this study only and are conjidentio.l. 

In addition, several African American women leaders participating in this study 
may be asked to serve as Project Role Models. These women will be interviewed and video­
taped. Here, the Project Role Models shall provide specific examples of real-life situations 
relative to the curriculum topic, leadership competencies and attributes that will drive the 
subsequent development and evaluation of this model training program. Later, a pilot srudy and 
a field testing of the model leadership development training program will be conducted for 
African American women currently employed at the GS-13 to GS-15 grade levels. 

If you decide to participate as a Project Role Model, kindly check the appropriate 
box on the enclosed survey. Please return your survey in the sramped envelope no later than 
No11ember 18, 1994. If you have questions, please do not hesitate to contact me at the address 
above or on 202-707-6024 during the hours of 8:00 a.m. to 4:30 p.m. Monday through Friday. 
Thank you in advance for your time and cooperation. 

Enclosures 
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Appendix M 

Modified Transcript of Project Role Models' Interview 
Washington, D. C. 
January 12, 1 995 

How do you define leadership? 
Panelist 1: I define leadership in the vein of providing direction, not so much in 
giving direction, but providing an atmosphere or environment that fosters a clear 
path for people to take with clear direction. 

How does that definition distinguish or differentiates from what you believe the 
African American woman leader would be? 
Panelist 3: I don't think that it differentiates or changes at all with the African 
American woman. Its very important that direction be set. But, in addition, I 
believe that a true leader would also visualize where they want to go. They would 
have a vision, which is shared with those they are trying to lead. A good leader 
would also be responsible for not only charting the direction, but setting the 
example. 

When you are talking about the African American woman leader, she has been 
described as transformational, visionary. How has being a visionary, or are you a 
vis ionary, and has that help you? 
Panelist 2 : Well, I do believe, I'm something of a visionary. If I could just build 
upon something about the definition. I also think the leader is responsible for 
providing a climate for building a team. This means that you have to take 
individuals from different backgrounds, different interests with their personal goals 
and to help mold them into a well-working team sharing common goals and visions. 
I believe that it is necessary to have something for people to aspire to. A goal for 
them to accomplish something. In that way, I think its important to be a visionary, 
if you are going to be a good leader. 

So much has been written about participative management, consultative 
management and it seems that we are seeing more and more of that in the 
government. You have a private industry background, panelist 1. How have you 
seen it as you have transited to the federal government? 
Panelist 1: I am a very strong believer in participative management and 
consultative management. The process here involves getting everybody to get 
buy-in. Buy-in into the vision, the goals of the division or department of your 
organization. If you have everybody coming together participating, developing the 
goals and then understanding what the goals are, then you can create an 
environment where everybody understands what has to be done to achieve those 
goals. As a leader, you want to foster an environment where there is definitely 
participation and everybody shares in the reward for accomplishing those goals. 
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How has setting goals helped to organize your day? 
Panelist 2: Well, unfortunately, in the kind of position I'm in the kind of goal I set 
is to get through the day! I do try, however, to set goals for my organization. it 
is not possible for me to have any other goal than to have a successful day. But 
l do believe that goal setting is very important. It is critical to charting the 
direction, in knowing where you want to go. 

Planning and organizing was rated the top leadership skill ident ified by a cadre of 
women such as yourselves as the most important skill that African American 
women who are aspiring to leadership should develop. Give us an idea of how 
your day runs, do you plan much of it or is a lot of it spontaneous? 
Panelist 3: I can understand why planning and organizing would come out on top 
of the list for those who are looking for leadership development. If you are not 
organized, and you don't know what you want to accomplish, then you'll never 
know when you have accomplished anything . That is a part of what I do on a day­
to-day basis . I do establ ish some kind of pattern of what I want to happen. But, 
at the same time, I realize that I can't always pre-plan everything. There has to be 
enough flexibility in my day where I can accommodate the unplanned th ings that 
come up. But, overall, I think there is an informal kind of planning that takes place 
just because you have the skills and you know where you want to go. You 
perform this rather intuitively and you really don't think of it as an organized plan 
of action. But, a good leader would have developed those skills along the way. 
The way you organize, helps to motivate others to get where you want or need to 
go. It certainly helps you to realize what you need to change about what's 
happening. 

Panelist 2 : Planning and organizing are critical skills. And I think they are even 
more critical on a macro-level as opposed to a day-to-day micro-level. For 
instance, I have to plan and organize where I want my organization to go, then on 
a day-to-day basis, J work to make certain that the things I am doing [daily) are 
leading towards that ultimate goal. But, having those planning and organizing skills 
give you the ability to conceptualize what it is you want your organization to 
accomplish . Following that, you must be able to organize the pieces that are 
necessary for that to happen. Those are critical skills that you need even though 
you may not be able to see that happening on an hourly or daily basis in any given 
week. 

Panelist 1 : In the business that I am in, we could not survive without planning and 
organizing. That means revenue to us. If we didn't plan and organize to get the 
work out; we wouldn't be paid . We provide a service for our customers and if we 
do not plan the work flow; and if we aren't organized, then we don't get paid! So, 
if we put it in the vein of dollars and cents then [planning and organizing] becomes 
very important. 

Panelist 3: Its fundamental and something that must be done and done well. And 
it must be part of what you consider as your responsibility to accomplish any goal 
you set for yourself as well as your agency. 
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~bo ·· Pane/ist 1 . ut clarifying roles and obiectives. 

organized ·ho Because ~nee you have your goals set and you have planned and 
understand ; You .will go about achieving those goals, everybody needs to 
clearly and w at_ their roles are in achieving those goals. You want them to be 
ll1anagen,e precisely understood. When you are talking about participative 
en,p/oyee nt .. . everybody may not be able to see how their part fits. But the 
affects so ll1USt understand the importance of their part and how what they do 
down the ~eone else. What happens to someone else may affect something else 
is and wh me of the work flow. So, everybody has to understand what their role 
must be ,at happens before and after them. Therefore, its important that roles 

c early defined. 

Panelist 2· . 
are contr'b 1. also think that its important in helping people understand how they 
sure Wh 1t utmg toward making something happen. For instance, if people aren't 
enthusia a . role they play in bringing anything to completion, they are less than 
and it iusst~ abo~t doing. If they feel as if their piece is just a piece in a vacuum; 
to do th t oesn t matter what happens before or afterwards, they are less likely 
it they a well. They are also less likely to take pride in what they are doing. But, 
are try· can understand the contribution that their part makes to whatever it is you 
Whate mg to accomplish then it makes for a much more productive employee at 

ver they are doing. 

~ -Panelist ~saying ownership? Do you see that happening? 
Years . 3 · Absolutely! One of the things that we have focused upon in recent 
to do :~ em~owering people to do things--to take control--to give them authority 
conce e th•ngs that they can at the level where they are. I think with this whole 
buY-inPt of roles clarification, expectations and empowering, people tend to have 
acco t~ the whole mission a little bit more. Mainly because they have a sense of 
doin m~lis~ment. They know what they are striving for and can see what they are 
con/ •s fitting into the overall vision for the agency. I think its essential to 
eve mbue to inspire people to live to their fullest potential. When you clarif y roles, 

ry Ody ' b ' ot th can evaluate his or her performance. You certainly have a etter picture 
e overall goal or vision --where you want to go. 

~ahn 1.WouJd decision-making come in third place? 
e 1st 1 d · · A have s . ; A// through the work process, you have to make ec1s1ons. s we 

0 . aid, those decisions affect not only you but the overall goal of the 
rgan,zat · · h · · I think ion as well. They affect what someone else is doing rn t e organization. 

n they are so closely related because we have seen in the work environment 
ow that · · D · . k' al rt is very difficult to separate things anymore. ec1s1on ma mg goes 
ong With planning and organizing; its a part of the process and work flow. 

Are n, b · · 
S~of your decisions made in a consultative manner: do you rrng ,n your 
taff b k 
~ nowing ultimately that you are the leader? 
Whne!ist 3 : It depends on what I am doing; where I am working . But, to address 
do Y it came in third--/ think its because we work for the government. Many of us 
da ~ot see ourselves as decision-makers because we do~'t take int~ account th~se 
ab Y to-day decisions that we make as we move from point A to point B. We think 

out the ultimate decisions made at higher levels. But I do consult a lot. I depend 
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on my 
8 employees t h · k' . ecause a o use t e,r s i//s--to bnng to me their expert knowledge 
and focus~ a ~anager, I feel that my job is to direct, to oversee, to give guidanc~ 
it is my ult ' 0 t en let them make decisions at their levels. But I also believe that 

1mate res 'bT all of needs of pon~, 1 ,_ty to make sure that the decisions made incorporates 
may be onl I 

th~ organ,zat,on and the goals. I will look at the whole while they 
Working w· ~ ook,ng at the part they are involved in. So, I spend a lot of time 
discuss th'.t my ~mployees in consultation. I encourage them to challenge me--to 
thinking sk'.~gs with me .. . We play devil's advocate. We THINK! I believe that 
the Whol .1 s are very critical when making decisions . A leader must think through 
the impae issue before coming to a final decision. So much thought has to go into 

Ct the d ' ' · Possibly ff ecisi~n will have; not only on that issue, but others that may be 
comtorta~I ected by 1t. So, I do a little consultation. But, ultimately, I do feel 
make 9. e tha~ when I have made a decision, that its the best decision I can 

•ven the information available. 

Panelist 2· M to und · Y staff says that I make decisions quickly. Its important for a leader 
is Qoin erstand that:. ( 1) its an inherent part of their responsibility, and (2) no leader 
decisio g to every situation perfect in order to make the perfect decision. Making 
believ n~ not only comes with the responsibility, but also taking risks. I am a great 
end er ,n getting advice and consult people who I work with and for. But, in the 
a ch/ou are the one who has to make the decision. You have to be willing to take 
to /iv nee. even though you may not have all of the data you want. And, you have 
anothe with the decision. If it turns out to be the wrong one, admit it and make 

er decision. 

Would · 
~u describe yourselves then as risk-takers? 
We 'st 1: Yes! We have to be risk-takers, particularly in the business that I am in. 
We ~re developing products and services that people want. We take risks because 
Prod ave to rely on other people to fulfill what we have said we are going to 
co uce. leaders direct the work but you must risk that others will fol/ow through 

rrectly. ' 

We hav . . ~e talked about three skills found important ,n the survey. what would you 
~w Id Pan 1. ou be fourth important skill? 
I e 1st 3 : Creating synergy among your staff, the people you are leading. A 
eader h' I When must develop rapport, inspiring your staff to do great t ings c.onstant y . 

. People are working together as a group, everybody should feel as 1f they are 
contnb · II h h d . ut,ng their part. So that when the project goes we , everyone as a a 
Parr ,n it · h' d II s outcome. Synergy is very important to getting t ,ngs one we · 

Pane/' . . y e 1st 2. Trust would be my fourth important skill. Trust works both ways. our 
mployees have to trust that you have their best interest at heart. When your staff 

sees th d · d' 'd I th bee a~ you are concerned about them both as employees an m .1v1 ua s, ey 
as .ome inspired. A good leader must create an atmospher~ wh~re,n people can 

Plre to go as far as they can go and that you will be working with them to help 

ha?complish that. So a leader m~st contribute to the kind of team working with 
im or h ' er. 
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Panelist 1 : What it boils down to is treating people with dignity and respect. We 
want to create a positive environment where people are treated with respect. 

Did you have a role model coming along? If so, tell us about your role modells). 
Panelist 1 : In our generation, we had several role models, but at that time we may 
not have recognized them as role models. They were your parents, neighbors, 
sunday school teachers, teachers, what have you. But they were always there 
being very supportive. At times they reprimanded you but you knew they cared. 
The reason we are successful is because we had excellent role models. However, 
they weren't classified as role models, they were our support groups. 

Panelist 2 : I think that once I embarked upon the workplace, there were individuals 
who didn't know that I was watching them and what they were doing. I did note 
the things that I thought they did which were good and bad . I certainly learned as 
much from the positive as I did from the negative. Some I recall most fondly 
because they inspired me. I didn't agree with everything, but that in and of itself 
was learning. 

Panelist 3 : I had an aunt who was an unmarried school teacher. She attended 
graduate school when I was young. On weekends, she would gather my family 
and community kids to her home. There we would work on projects and tasks 
according to our age group. She would reward us with small things, like candy, 
popcorn, movies and books . In fact, she subscribed to my favorite magazine. 
From her we learned that there are no limitations to what we wanted to become 
or achieve. Role models were abundant in my community. But, today we limit our 
concept of role models to those who have made financial gains. We need to seek 
people who can establish rapport , lead by examples, motivate you to achieve . . 1 

hope as a role model I have patterned myself according to the examples I saw tn 
my teachers and family members. 

Do you believe then that you are a role model? 
Panelist 1 : Definitely, because on a daily basis people are coming forward saying 
to us you are my role model. While it makes me feel good, it is also a tremendous 
challenge, When you are a leader, you are exposed. Someone else is looking at 
you . I try to tell those who have identified me as their role model to look for the 
good you see in me and take that good along with the good you've seen in others 
and use that to develop your own style. I tell them to take a good look at 
themselves and lets find, together their own style. 

Panelist 2 : Definitely ! There are so many young black women in my agency who 
look to me for guidance and leadership. I joked with my staff that my name muSt 

be on bathroom wall somewhere and if you want to have a role model, call Sharon! 
But, I do take that seriously. When I do take on a mentoring relationship I am 
acutely aware of the importance it has on the other person's development. I also 
tell them to watch my style and then incorporate what's positive into their own 
style . 
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Panelist 3· Ab I 
rnore requ.ests ~~ ~e/y! I know that people are constantly watching me. I get far 
rnentor becau entor than I can handle. It takes a lot of time and energy to 
I tel/ them tha::~ou have to h_e(p set direction, explore options and opportunities. 
take advanta en opportunities present themselves, you must be ready then to 
You can ach· ge of them. I also tell them to be on their best behavior think that 
rn ,eve and then s t / I h ' ore success Th e a goa · pus them to reach higher and strive for 
ernu/ated m · roughout my career, others have returned to say to me that they 
Schoof or la:d:~yle and .how much I had inspired them. Some have returned to 
trernendo . better Jobs because of something they patterned after me. /ts a 

us fee/mg. 

~olem d . is our sen ° el must have a high sense of self-confidence, self-efficacy. How 
Pane/' se of self-efficac ? 

ist 1 . Ith happen · as to be great on a day-to-day basis. There are so many things that 
being t~s:o you must believe in yourself and your abilities. You are constantly 
high bee ed and you have to give 100%. Your level of self-confidence has to be 
togethe ause you have to know what you are doing, do the job well and put 

r a staff that can do the job. 

,Panelist 2 : I am ver r · b ·1· · f h h' want t . Y rea 1st1c a our my capab, 1t1es. I am aware o t e t ,ngs that 
rnyse/f, ~ achieve and want I need to improve upon. I am constantly assessing 
irnport~ owever, I am not where I want to be. I stress to others that it is very 
about w~ to have a realistic self-assessment. You may be able to fool people 
better I cat ~ou can do, but please don't fool yourself. One must say, I can do 

' an improve and then work to become better. 

Panelist 3. . 
insta · Having self-confidence means you recognize your weaknesses. For 
I con nee, when putting together a staff, I look for their strengths and weaknesses. 
that ~tant/y let my staff know what/ get from the re lationship. I admonish people 
high I You are not happy where you are, not challenge, then move on. Setting 
becoer Q~als will diminish a feeling of complacency. When you stop learning, you 

rne ineffective . 

How ha . ~d ~being an African American woman leader, your race or sex, affected your 
~hin rla\lal.-.~~--· " 
Pan-I' ~ rn e 'st 1: It has not affected the development so much as it has the day-to-day 

anage · · t h th ment. We are successful because we saw the opportunities, wen a er 
th en, and were just as qualified as others. We didn't see ourselves. as different and 
rn ey may have contributed to our success. Being African Amencan and female 
d ' ay have held us back but our own self-confidence and ability made all the 

tfference. ' 

Paner d Th alw ist 2 : It at all, being African American made m_e work har er. ere are 
ab/Ys going to be situations where someone is skeptical or doubtful about your 
Ch' ities, at least initially. But you must let them know that you are u~ to . the 
kn~~nge, In fact, it has made me work harder than I might have otherwise, Just 

ing that extra hurdle was there to overcome. 
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Panelist 3. Pe 
woman b · opl.e expect something different from you as an African American 
be like ~ ut I realize the test is going to be harder. I often wonder what it would 
woman ~ wake ~P and not have to be reminded of the fact that I am a black 
But, 1 thin:s especially difficult when I attend meetings and I am the only one there. 
accom /' h of myself as a good leader, capable of producing and getting things 
some Pis ed. I am aware that I might always have to prove myself again to 

one else B t ·t k there so , · u I ma es me stronger, work harder. I am realistic about what's 
' 1 m prepared. Its made me a better person. 

£ao_we tr · At· Wou/d b ain ncan American women to become leaders, through courses, what 

~ anelist 1 . w · 
Skills 1 · e must teach them good interactive, interpersonal and presentation 
swe · , co~e from a sales background, and boy, you never want them to see ya 
idea at. Its important to teach these skills because we must interface and get our 
is g ~ over. I hold monthly communications meetings to let my staff know what 
be to,ng on. I coach and counsel them. But, certainly these skills and others can 

aught and developed . 

Panelist 2 · Th b · h At · A · th · e est thing that we can teac ncan mencan women or men, for 
be a:e m~t~er is that they must be realistic about what ski/ls. they ~ave so they can 
P a/ist,c about what skills they don't have. I become disappointed when I see 
d eop/e Who want things immediately. They are not ready and have not 
h emonstrated their capability to accomplish. Often they are not willing to work 
ward to achieve, to make themselves more competitive. I try to teach them to 

Ork hard and become a good employee. 

Panelist 3: We can train them by being good role models exhibiting behaviors they 
:ou/d want to emu/ate. we can also talk about some of the barriers·we faced or 
0 stacles we overcame. we can tell them that life isn't always fair and sometime 
;eou move laterally, not up. we can explai~ that its not always in the financial 

Wards, particularly in being a leader. I advise them to know where they would 
Want to go, show others your skills and then let people know it. Really, folks can't 
re_ad Your mind. You have to assert where you want to go and then opportunities 
Will become available. -In the alternative, folks may think you are satisfied where 
You are if you fail to speak up. Find out this, then sell your skills. 

~omplete this sentence. To African American women aspiring to leadership 

~ons, I would say... . . 
ane/1st 1: What are you really interested in? You must have som~thrng that 1s 

Personally rewarding to you as a good leader. Because you know m your heart 
and sou/, its more than just ~ job when you are a leader. If I was s:arting again, 
I Would have conducted a better self assessment. A good one let s you know 

What field or area you are best in. 

:an.elist 3: 1 would say go for it!. D~termin~ 
1
what you want to attain, goals to 

Chieve and just like the commercial, Just do ,t. 
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Panelist 2: My advice is that you may not always know from one day to the next 
where you want to go, but there is no substitute for hard work. I believe hard 
work has its rewards and that ultimately, people will recognize your abilities and 
provide opportunities. 
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Appendix N 

Independent Observer's Clinical Notes 
Preliminary Field-test Workshop 

January 20, 1995 

The subject and objectives were clearly presented 
in an 

excellent manner; however, there was not enough 
time given to inquire as to all participants' 

Understanding of what their role would be during the 

Workshop. 
Everyone responds better, becomes more 

invo1 
Ved When roles and expectations are delineated. 

A br · 
lef overview of the day's activities should be 

given. 

Time 
The agenda needs to be prominently displayed. 

adjustments must be made to allow for more 

discussion. 

breaks . 

I suggest a shorter lunch hour and 

The content of the workshop was useful in 

achiev· 1ng the objectives as stated. Try another 

meth0d When introducing the course and the purpose of 

the · · Workshop. I suggest that you combine this with 

the · 
introduction of participants. 

expect from the course , then 

Ob' 
Jectives, culling from each 

diss . . 
imilarities. 

Another strategy may be 

Ask what do they 

review the stated 

similarities or 

to start the 

introductions with "give your name and what example 

You can think of that is effective or ineffective 

245 



planning. 

"candy" or 

The participants suggested that you give 

other prizes to the participant who 

suggeSt s the most number of examples. 

Include in your discussion that contingency 

planning is a subset of other planning strategies. 

However, the lecture phase was clear and 

understandable. The video segments of the project 

role models corresponded with the lesson's objectives 

and/or learning tasks. I thought the video was on key 

with what actually happens in the workplace or what 

In particular, the information 
should be occurr i ng. 

Prov 1. ded b '' b '' should be broken 1· nto smaller y Ruy 
in a 10 

segments; its just too much to focus upon 

discussion and ideas on 
minute Ruby's 

leadership are superb. I suggest that you show 

the video in its entirety and then when necessary re­
eeded to reinforce 

show or cue it to only those areas n 

showing. 

your lecture. to help identify 

You need to supply t ent cards 
remain aware of 

the part i cipants. Also, you muSt 
. . nts. the talkers 

" . n - part1c1pa , 
silent" participants or no . . f who's talking and 

s wa l l owe d the m up. Be cognizant o 

who's not. . d were clearly 

You have supp11e 
Al though the t erms terms given bY the 

explained and r e levant, s uch 
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project role models need explaining. 

"R uby" talked about "synergy" which 

For instance, 

needs to be 

defined and discussed. 

The visual a1· ds 
were useful and reinforced the 

lesson. Perhaps, you 

As it 
relates to the exercises, the group reallY liked 

the "Hidden square" and "IX. " 

could redo the milestone chart. 

This group liked 

numbers 
' by virtue of profession ... others may not be 

as enthusiast ' 1c. 

The tra1· n1· ng t 1 d · · t · h 
oo , 1rect 1nstruc 10n was per aps 

the best 
approach. aut, it does not give much room 

for 
adequate discussion during a short workshOP· The 

model · 15 
an effective one. I felt that you timing was 

not 
adequate. There was not reallY sufficient time to 

deal 
with all of the questions- TrY to delete the 

case study ... its a good one, 

but time becomes your 

However, I was most impressed with your impromptu 

questio d"d d ns. They were on target and reallY 1 spurre 

a lot of reaction. 

to pull 

enemy! 

1
. n th ,, Remember them for the main 

e 11 s1eeper. 

field -test· 1 1ng. 
Posed about "whi ch one of these women would you like 

to Work for." The debate that followed was well worth 

the t· the afternoon break, 
ime spent in shortening 

I noted that theY were an attempt 

I especiallY liked the question you 



The participants were also drawn into debate over 

your term for the "15th dimension of leadership." You 

use d the t e rm, "opportunistic" and they really found 

that unde sirable. Some suggested that it denote d 

"manipu l ative" or "distasteful." They nor I have any 

suggestions to ma ke, but "opportunistic" is not the 

best t e rm. 

The faci l ities were good and conducive to 

learning. Some complained about the break-out room, 

but I exper ienced no problems i n that area . The ma in 

room could have been a little large r. 

Overall, the workshop was excellent . Should you 

make these minor corre ctions or additions to the model 

workshop , the main field-testing s~ould run e ven 

smoother. 

Good Luck ! 
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Appendix o 

Independent Observer's Clinical Notes 
Main Field-test Workshop 

February 27, 1995 

The model workshop was very enlightening and 

based upon participant reactions useful for both 

organizational and personal planning. The direct 

instruction model was a resourceful facilitation tool 

which guided the learning effort, providing a good mix 

of "hands-on" and lecture presentations. There was 

one interesting difference shown in the main field­

testing which bears noting. That difference was the 

de-emphasizing given the independent practice phase. 

Immediate practice of the skills and feedback provided 

each participant an opportunity to direct and control 

their learning. Participants grasped the context of 

the practice drills at a faster rate than those in the 

pilot session. The video recaps used in the main 

field-test led to sustained, stimulating discussions. 

Using the video as an additional tool, promoted social 

learning by seeing and observing. The new video recap 

questions were more pertinent than those asked in the 

preliminary field-test. These questions led to more 

stimulating discussions. 
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Distributing the hand-outs when referenced 

averted problems participants might have experienced 

during the lecture phase. Overall, the materials were 

relevant and could be used immediately upon returning 

to duty. Several participants seemed to have concerns 

about the video segments. Some felt the information 

was staid; most of the project role models ' advice 

seem contrived and typical. No new glaring 

"discoveri es" or approaches to overcoming problems 

with planni ng and organizing were given by the project 

role models. But, reinforcement of the their comments 

were shown through the practice exercises, 

part i cularly the case study. 

start, momentum built as the Despite a slow 

workshop progressed . Time adjustments were 

unavoidable since most participants were tardy, 

arriving during the pretest. This may have 

c ontributed to the slow beginning. However, the 

participant's were very enthusiastic and eager to 

respond to questions . In fact, the participants 

constantly brought to your attention how many 

questions he had inc orrectly ans wered on the pre t e st. 

Overall, the participants seemed well satisfied with 

the model workshop. 
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The facility was convenient, accessible and 

comfortable. No major concerns were expressed by the 

participants regarding this issue. Using the wide 

screen had its disadvantages and advantages. Use of 

a wide screen to show the video as opposed to a 

television monitor resulted in blurred images and 

distorted audio, lessening visual quality. However, 

the use of this screen greatly enhanced the 

presentation of transparencies. The seating arrange 

was appropriate. The large room was accommodated the 

participants. 

As my ratings will show, I believe the model 

workshop was well presented and enjoyed by each 

participant. You are to be greatly commended for your 

efforts. Good Luck! 
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