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Esther McDonald Lloyd-Jones (1901—-1991)—Dedicated
to the memory and vision of a pioneer in student personnel
work. She was an artist, scholar, advocate, mentor, wife,
and mother. She tirelessly sought to push the boundaries of
knowledge in student affairs practice until her last days.



Foreword

Dennis Roberts’s new book is such a welcome addition to the
burgeoning literature on leadership. His definition of leadership as
conwiction in action, simple and elegant, manages to embody several
basic principles of effective leadership. Conviction, for example, not
only requires a certain level of self-awareness of our personal values,
but also touches base with the passions that ultimately lead us to
action on behalf of others, a better society, and a better world. Con-
viction, in other words, speaks to connecting with who we are, what
we value and care about, and how we exercise leadership toward
goals that serve others, as well as our institutions.

One of the unique features of Roberts’s approach is his attempt
to synthesize diverse views of theorists in a variety of fields. Thus,
in advocating what he calls “deeper learning in leadership” and
an emphasis on “wholeness,” Roberts argues that one needs to
consider three paths: presence, flow, and oscillation. In exploring
the implications of presence he proposes a novel approach that
integrates four diverse theoretical perspectives: the six-stage pro-
gression of Senge, Scharmer, Jaworski, and Flowers; Perry’s nine
developmental stages; Wilber’s evolutionary model; and the “7 C’s”
of the Social Change Model of Leadership Development. The sec-
ond path, flow, derives from the work of Csikszentmihalyi; oscilla-
tion is based on the writings of Palmer and Schwartz and Loehr.
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ForREwWORD

Whenever we think about, observe, teach, or practice leadership,
the critical question for us is, Leadership to what end? Seeking answers
to such a question inevitably forces us to deal with issues of values,
ethics, and the use or misuse of power. What are the values that guide
leadership? Are leadership actions directed toward ends that are ethi-
cal? Does the leader use or misuse the power vested in her?

According to Roberts, ethical or deeper leadership also helps us
make meaning of our work and strengthens our sense of interconnec-
tedness. But in addressing questions of ends or goals, we also have to
deal with the leadership process, because our means necessarily become
part of our ends. And focusing on the ends or goals of leadership neces-
sarily raises a number of fundamental questions: How do we go inward
to examine the values that we hold most dear? How do we achieve
greater wholeness and integration in our personal and professional
lives? How do we become more caring toward each other and our
environment? How, in short, do we touch base with our spirituality,
the domain of our life that pertains to ultimate meaning and purpose?

As paradigms have shifted from hierarchical to more collabora-
tive or “servant” models of leadership, we have also witnessed the
emergence of new studies and books connecting leadership with
spirituality. It seems to us that this trend has been fueled by the
recognition that we need to foster a greater sense of community in
organizations, to promote the notion of leadership as service, and
to see leadership as a form of meaning making.

In a recent interview (Shambhala Sun, Jan. 2001), Peter Senge
and Margaret Wheatley, two of our most thoughtful contemporary
scholars of organizations and of change in organizations, reflected on
the interconnections between leadership and spirituality. Senge sees
“leadership as being deeply personal and inherently collective.” This
personal dimension of leadership, according to Wheatley, calls for
being aware, listening attentively, and then letting go. Both of these
scholars believe that facilitating change in organizations requires the
leader to understand her own habitual patterns and, if necessary, to

be willing to move into a different way of being. To do so demands
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reflection, a careful look into who we are and our habitual patterns
of behavior, and, in turn, a willingness to make a shift in thought
and behavior, a shift both in our beliefs and in our actions.

To begin to connect leadership with spirituality and thus under-
stand how spirituality and its cultivation can enable us to practice
leadership that represents conviction, it is important to attend to
our values and ideals and to cultivate a clear sense of meaning and
purpose in our lives. Although many have argued that leadership
is doing, and spirituality is being, it is in connecting what we do
with what we are that helps us see how leadership interfaces with
spirituality.

More than a decade ago, we had the pleasure of working with
Dennis Roberts and several other wonderful colleagues on a two-year
project that led to the development of the Social Change Model of
Leadership Development. This model, as elaborated here by Rob-
erts, promotes such spiritual qualities as respect, human goodness,
connection, integrity, equity, humility, service, and personal growth.
Thus, to be able to shape a common purpose (one of the 7 C’s in the
Social Change model) requires that group members respect each
other and believe in the basic goodness of others. For the group
to work collaboratively, members need to work on personal growth
(consciousness of self), to have integrity, to be authentic (congruent),
and to feel connected—all essential qualities needed to sustain the
collective group effort. And, of course, it is humility that enables
group members to express differing points of view (controversy with
civility). These leadership qualities can be cultivated by doing the
inner work, by recognizing and nurturing one’s spirituality.

We salute our friend and colleague Dennis Roberts for helping
to move the leadership conversation to a new level and for provid-
ing the educational community with some theoretical perspectives
and practical tools for fostering leadership development as convic-
tion in action.

Helen S. Astin and Alexander W. Astin
Los Angeles
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Preface

This book began in my head over a decade ago. The first seeds
were planted by colleagues who urged me to update and publish a
second edition of Student Leadership Programs in Higher Education
(Roberts, 1981). I resisted the notion for years, knowing that the
things I continued to learn about leadership made it impossible to
stop long enough to provide a new summary piece about how lead-
ership could be fostered.

A second theme in my professional life has been the study of
student personnel work in the twentieth century. I first became
interested in the origins of student affairs when I became acquainted
with Dr. Esther Lloyd-Jones in 1986. I had read of Esther’s legacy
and had the chance to meet her while making arrangements for the
past-presidents’ breakfast for the 1987 American College Personnel
Association convention. That year marked the fiftieth anniversary
of the publication of the Student Personnel Point of View, of which
Esther was one of the primary authors. Finding her beyond fas-
cinating, [ began studying Esther by reviewing her publications,
interviewing her, and corresponding with her. This growing rela-
tionship resulted in a fundamentally new understanding of student
affairs work and a desire to bring attention to one of Esther’s most

interesting publications, Student Personnel Work as Deeper Teaching
(Lloyd-Jones & Smith, 1954).
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Deeper Learning in Leadership explores the two themes of
fostering leadership learning and advocating for student affairs
practice in ways consistent with the founding philosophers’ views.

In addition to these themes, Deeper Learning in Leadership is
focused on helping students. Students struggle to understand how
to make the most of the collegiate experience. They search for
meaning and they strive to learn how to be effective contributors
and leaders. They see flawed leadership in many places around
them, and they wonder if that’s the way it has to be. They examine
their own experience for clues about what they need to learn in
order to be different from, and better than, those who preceded
them. Students look for good company on the often difficult path
of leadership. Current students and our graduates tell us of the
search to find commitments that will allow them to make their
greatest contributions to the world. They also express their desire
to be more effective in striving to fulfill their life’s purpose.

Many books are written about theory and its development,
and others focus on practice. However, some of the most fulfilling
experiences in education occur as we work to bridge the two. This
book attempts to begin closing the gap between theory and practice.
Every time I started to tackle writing Deeper Learning in Leadership,
the fear of not including all the latest theory and examples stopped
me in my tracks. The fact was that the pace never slowed, and today
[ know a great deal more than I did a decade ago, but I also have
even more unanswered questions that will linger indefinitely.

[ have chosen to write in narrative form, using my observations
and experiences liberally throughout the chapters that follow. This is
not to imply that everyone’s experience is the same—clearly it is not.
By being transparent about my own experience, struggles, and insight,
[ hope to demonstrate that leadership learning is not only a jour-
ney for our students but, indeed, a constant journey for those of
us who study, teach, and develop leadership with students. I write
from the perspective of a student affairs administrator as well as a
faculty member who has taught both undergraduate and graduate
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students throughout my career. It is this dual role that calls me to
advocate that leadership learning be addressed as a mutual goal
among faculty, staff, and students.

Leadership captivated me over thirty years ago. I remain fasci-
nated by the work of others and by students’ wonderful journeys of
understanding leadership. However, I am concerned—concerned
that our work is not reaching deeply enough into the minds and
hearts of our students. It is this concern that drew me to write
Deeper Learning in Leadership.

In the chapters that follow, I will propose models of learning
and leadership to use in deepening our work. [ will provide sum-
maries, not exhaustive but introductory, of widely used leader-
ship theories, and I will propose other models with which you are
likely unfamiliar. After providing a landscape view, I will propose
a perspective of leadership and a process of discovering it that
educators can use to deepen students’ experiences. This model,
deeper leadership, is a stimulus for reflection. If you find it help-
ful as you frame the work you pursue with students, so much the
better. However, the purpose is more to encourage you to find a
framework that makes sense to you, the institution you serve, and
the students who are the beneficiaries of leadership learning. At its
core, the deeper leadership perspective is one that, if utilized as a
consistent backdrop for your thinking, can create self-monitoring
and self-correcting systems that encourage ethical practices in
leadership. The work of discovering the potential within each
individual requires all members of a campus community—students,
faculty, and staff alike—to engage in the critical examination of
leadership on a daily basis. Through broad-based and widespread
examination, we all gain the opportunity and responsibility to
question the conduct of others, engage in substantive conversa-
tions, and reflect on the impact and ethical implications of our
actions. Such an environment would have a chance of fostering
the broader and deeper leadership capacity that we need in our
institutions, communities, nation, and around the globe.

xi
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Chapter Sequence and Summaries

Deeper Learning in Leadership is written with a purposeful progression
of chapters, but you need not read each chapter successively.
Chapter Five, “Accessing Purpose and Voice for Deeper Leadership,”
is the culmination of Deeper Learning in Leadership’s argument, and
all the other chapters either build to or are derived from it.

The Potential of Deeper Learning

Chapter One charts the historical evolution of higher education
in North America, including how it is organized and staffed. This
historical summary eventually turns to the emergence of student
personnel work in the early twentieth century, how this grew out
of institutional need, and how this influenced the organization of
contemporary colleges and universities. The philosophies and mod-
els that emerged made sense in their time. By contrast to prevailing
trends in the middle and late twentieth century, Esther Lloyd-Jones,
to whom this book is dedicated, posed a model of engaged learning
and mutual work among faculty and staff. She had a vision of higher
education that met students’ needs while exploiting the opportuni-
ties for learning throughout our institutions. The chapter concludes
by citing research and models that substantiate the need for faculty
and staff to work together to enhance both learning and leadership.

The Context of Leadership Learning

Chapter Two summarizes the emergence of leadership development
as a field. One of the challenges facing an evolving field is that there
are disparate views of what leadership is and how it might be taught
or cultivated. This chapter prepares you for conversations about what
leadership is and why it should have a place as an area of focus in the
academy, and concludes with an appeal for faculty and staff to join
together in studying and developing leadership. This chapter also pro-
poses that leadership learning could become an initiative that would
create new models for collegiate communities, models where students’

learning inside and outside of class would be in constant dialogue.
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Leadership Theory in Use

Not all faculty and staff can stay abreast of the current leadership
research and theories. This problem is exacerbated by the fact
that the popularity of leadership has contributed to a profusion of
“airplane reading” that may or may not have a basis in research or
grounding in an intentional philosophy.

Chapter Three summarizes the evolution of leadership thought
in the twentieth century. Several current and most frequently used
theories in campus programs and courses are summarized and impli-
cations of their use outlined. Understanding the research and theory
of leadership informs the deeper conversation about which models
to use and allows those planning courses and experiences to identify
those theories that are likely to be most credible and useful. The
theory summaries in Chapter Three are useful as an aid in analyz-
ing the assumptions and values we have about leadership, allowing
us to select those theories that align with them.

Preparing Leadership for the Future

Choosing leadership theories that fit your campus context and your
program needs is a challenge when the world is changing so rapidly.
One way of selecting a model is to consider approaches that address
the mismatch between students’ learning and the challenges of the
workplace and communities of the future.

Chapter Four introduces the Making the Match research and
the concerns employers have with the skills and capacities of col-
lege graduates. Leadership and organization theories that can be
used to close this gap are explained. I propose several strategies for
helping students move through a progressive leadership identity
and, ultimately, for closing the gap and helping students determine
how they can contribute positively to a changing world.

Accessing Purpose and Voice for Deeper Leadership

Learning to be more observant, suspend judgment, find purpose,
and maintain it over time is a challenge for young adult students

xiii
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and mature educators and professionals alike. The primary obsta-
cles are habits of busy-ness that perpetuate quick and mindless
behavior.

Chapter Five proposes a way of looking at leadership that is not
dissimilar from many other definitions except that it is simpler. This
interpretation portrays leadership that ultimately is focused on the
common good, although it recognizes that bad leadership is a reality
all around us. A cyclical and life model of learning about leadership
is proposed that combines the ideas of presence, flow, and oscillation.
I describe these three broad areas in detail and provide examples of
how they might be manifest in students’ and our experiences, if stu-
dents could be encouraged to slow down, learn about themselves, and

acquire insights to enhance their self-knowledge and effectiveness.

Leadership Program Design and Continuous Improvement

Presence, flow, and oscillation are concepts that could help educa-
tors formulate a comprehensive curricular and cocurricular model of
leadership. However, most campuses will want to create their own
models. Engaging campus constituencies in this work is not easy.
Chapter Six refers to a number of resources useful for formu-
lating ideas about a comprehensive campus leadership initiative.
Insightful planners will recognize the uniqueness of their campus
environment and the faculty, staff, and students who inhabit it and
thus will seek to implement theories and models that reflect the
specific values of the campus and the nature of the students. This
chapter describes the dynamics of planning or refreshing a compre-

hensive leadership program.

Innovations to Deepen Leadership

Where do you look for ideas that are tried and true or that are the lat-
est and greatest, ready for experimentation? The first place we usually
look is to our colleagues on campus or elsewhere. New and mature
programs alike need stimuli and ideas to keep them new, fresh, and
relevant.
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Chapter Seven provides a variety of ideas that can be used in
the design of comprehensive leadership learning or in the renewal
or redesign of an existing program. These are positioned within the
presence, flow, and oscillation models, but many of the ideas can be

adapted within other comprehensive models as well.

Challenges and Opportunities in Deepening Leadership

Chapter Eight seeks to integrate the previous chapters while
maintaining a commitment to realism. Leadership learning is
not easy for students. It is not easy for faculty and staff either.
The environments in which we work have more than a little
dysfunction to them. Learning to understand our campus set-
tings, acquiring a thirst for knowledge, and remaining flexible
and open to change are lessons that students, faculty, and staff
could all benefit from learning. This chapter reflects an honest
perspective that I hope you will read again and again when you
are celebrating or when you are licking your wounds. Both are

worthy of your time.

On with the Story

Deeper Learning in Leadership is a resource to formulate ways to
deepen the influence of leadership learning in our institutions.
Given the expansion of leadership programs throughout higher
education in the last thirty years and the hope that these will con-
tinue to thrive, I propose that it is time to dig deeper for new ways
to enhance our impact. This book was written to promote new
perspectives and possibilities about leadership. Deeper learning
and deeper leadership are essential to the future welfare of higher
education and the businesses, organizations, and communities in
which college graduates will serve.

This is a story of creation. It is based on the belief that our
models of learning and leadership are intertwined and that to be suc-
cessful in both, we have to consider new ways of working together.

XV
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New and mutual work can renew our learning communities, and this
work can create the lifelong learning commitment ultimately sought
by any of us who have dedicated even a portion of our personal or
professional lives to the study of leadership.

Deeper Learning in Leadership is intended as a stimulus to encour-
age you to think carefully about the awesome responsibility we face
in developing young people’s leadership capacity so that they may
meet and engage in a complex and challenging world. Read on
with curious and critical lenses and embrace the question, “Are we
doing enough to foster the deeper leadership that our communities

and globe so desperately need?”
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Introduction and Potential
of Deeper Learning

earning and the assumed enhancement of leadership capability

have been linked as one of the primary purposes of higher educa-
tion all the way back to the origins of colonial colleges in the United
States. These origins can be traced even further back to European
traditions of education. For most of higher education’s history, how-
ever, the link between learning and leadership has been implicit
rather than explicit.

Our experiences and more recent research that documents and
critiques the outcomes of higher education now demonstrate that the
leadership learning that was assumed to be taking place may not have
been happening to the degree we hoped. In addition, the complexity
of higher education today and the breadth of the student populations
we serve call us to consider more carefully, and take more seriously,
the mission of fostering leadership potential in all students.

In the chapters that follow, I will address how our views of
learning and leadership have changed, and show how these ideas
need to continue to change. Most important, I hope that our com-
mitments as students, scholars, and leadership advocates will bring
us to a shared perspective that higher education is a vital and fertile
holding environment for leadership learning among young adults.

This chapter and Chapters Two through Eight will explore the
evolution of higher education and how its growing complexity
resulted in organizational and mental models that may now com-
promise our effectiveness in the future. Although it may seem odd to

begin with the history of our institutions’ purposes and approaches,
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I make the case that if we continue to accept our campuses as they
are, we may miss essential insights that will allow us to leap forward
in the twenty-first century. The expansion of higher education in
the late nineteenth century and its explosion in the mid-twentieth
century resulted in models that worked in their day. However, main-
taining these same models without reexamining them in the context
of today’s changing needs may prove disastrous. As the content of
learning has expanded to unforeseen proportions, and our search for
knowledge becomes ever more complex, it is evident that we need to
establish new approaches to learning. We need to find ways to foster
a level of learning that pushes us so deeply into our own questions
that the conclusions are unforgettable.

Striving for deeper learning may have inadvertently stimulated
much of our quest to understand leadership, a quest I describe in
Chapter Two. As colleges and universities began to pay greater and
more explicit attention to leadership in the later twentieth century,
leadership learning evolved into one of the hottest topics on our
campuses. These early days of more intentional and comprehensive
understanding in leadership learning emerged within the organiza-
tional and learning assumptions of the industrial and post—World
War II eras. As more leadership scholars became involved and new
theories emerged, campus leadership programs and models have
attempted to incorporate the latest theoretical understandings.
However, some of these programs have become strangely discon-
nected and sometimes inconsistent with the emerging theories. The
leadership theories in widest use, summarized in Chapter Three,
and the newer models described in Chapter Four have established
a foundation that will allow us to move to what I believe is of ulti-
mate importance—what I refer to as deeper leadership.

There is considerable debate about what defines leaders and
leadership. Although this debate is important for scholars and will
ultimately help us arrive at a fuller and more effective means of
understanding leadership, it sometimes results in obscuring the prac-
tical and transcendent truths of our own experience in leadership.
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This book proposes a definition that is as simple as any I've seen. It is
so simple that you may initially find that you are skeptical about its
relevance. However, I will build a case that this definition will bring
us to an understanding of leadership that will explore some of the
most important issues we face in leadership learning. The definition
[ propose and will explain in much greater detail in Chapter Five is
that leadership is no more nor less than conviction in action.
Leadership as conviction in action requires that we take a careful
look at ourselves. This introspection draws those interested in lead-
ership into finding a way to access purpose and voice for this deeper
leadership. Conviction comes from small steps that take us out of our
routine ways of seeing the world, exposing us to new possibilities and
bringing us to a depth of perspective that is more authentic, believ-
able, and trustworthy. Chapter Five explains the personal journey
involved in discovering conviction, following its call to action, and
working with and through others to bring about positive change.
To bring us full circle in leadership learning, Chapters Six and
Seven describe tools that can help deepen this learning. I also
provide examples that have been found to help students develop
greater leadership insight and capacity. Chapter Eight concludes an
exploration of deeper learning and deeper leadership that will help
you respond to the following four questions, which are proposed
as a framework to guide our continuing journey in this book as
well as your journey in fostering deeper leadership learning among
students. First, what is leadership? Second, where is our leadership
most needed? Third, how do we discover, pursue, and renew pur-
pose in our own and others’ lives? Finally, how do we help students
embrace the importance of understanding leadership and searching

for its origins in themselves?

The Purposes of Higher Education

Graduation from an institution of higher education is one of
the hallmarks of success across many cultures around the globe.
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Students and families alike believe that being granted a degree from
a college or university is a ticket to success and a more fulfilling
life. Many perceive that higher education is a natural and necessary
next step beyond secondary education and that three of its primary
purposes should be to foster an appreciation of the knowledge of
the ages, to create a thirst for deeper understanding, and to culti-
vate character in graduates (Thelin, 2003). Ideally, after students
complete their degrees, they will go into the world to serve others,
to be successful in business and the professions, and to live fuller
and more complete lives.

Although many idealize higher learning as a place that culti-
vates intellect, forges character, and leads to gainful employment
for all citizens, others criticize institutions of higher learning as
ivory towers that privilege the elite and isolate students from the
real world. Even when learning is perceived to be disconnected
from the realities of daily life, most of us cannot bear to abandon
the belief that higher education should transform both individuals
and communities. For many, even though higher education pro-
vides a path toward fulfillment of the American dream, this path
may also lead young adults away from the roots that formed the
dream.

Americans both revere and challenge the purposes of our insti-
tutions. Ehrlich (1997, p. 232) notes the compelling questions of
“What should be learned? What should be the learning process?”
The answers to these questions could help resolve the confusion
and dissent among consumers and public policymakers alike. There
are many other reasons for the confusion over the purposes of
higher education. Perhaps the diversity of types of colleges and uni-
versities makes it difficult to perceive an overriding purpose; liberal
arts colleges, land-grant universities, research universities, commu-
nity colleges, technological institutes, and others are all different
forms of what we generally see as constituting the higher education
community. Perhaps the outcomes of higher education are simply
not quantifiable in ways that allow proponents to document its
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impact. More germane to this chapter, perhaps higher education
has emerged with organizational, governance, and human com-
plexities that are unexplainable or do not make sense.

This chapter provides brief insights into the historical context
of higher education in the United States, especially its expanding
appeal to more diverse and greater numbers of students. We will
look at the challenges faced by larger and more complex institu-
tions to provide high-quality and deeper educational experiences,
and explore how the student personnel movement in the early
twentieth century responded to this challenge. Finally, I propose
that the goal of fostering leadership in students cannot be fulfilled
without attention to the variables that deepen learning throughout

the academy.

Expanding the Role and Reach of Higher Education

The collegiate style of learning in the United States during the eigh-
teenth and nineteenth centuries was substantially derived from the
English models of Oxford and Cambridge (Rudolph, 1962). Colleges
were established in protected pastoral settings where intellectual
and social learning could be incorporated and where faculty were
deeply involved in the lives of their students. This style of educa-
tion was available primarily to an elite class of men who could afford
or who needed this type of education to advance in the gentrified or
professional circles in which they operated.

In the late nineteenth century, other types of educational
institutions burst on the scene that broadened higher learning
opportunities for women, for men not from privileged backgrounds,
and for more culturally diverse groups (Thelin, 2003). The con-
clusion of the Civil War and the economic challenges associated
with recovery stimulated the creation of additional colleges and
universities, and a sense of social responsibility supported the estab-
lishment of institutions to serve women and cultural groups. As the
types of colleges and universities expanded, so did enrollments and
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the complexity of the institutions required to serve these greater
numbers. Students became very active in creating experiences that
took place outside of class and outside the confines and supervi-
sion of colleges—including sports, literary societies, newspapers,
fraternities, sororities, and others. Once these activities became
more influential in students’ lives, they fell under closer institu-
tional scrutiny, and, in some cases, there were attempts to banish
or control them.

One very significant exception to the trend of monitoring and
supporting activities outside of class was the research university
model. Based on the great German universities of the nineteenth
century, such well-known and elite institutions as Johns Hopkins,
Clark, and Chicago focused primarily on the creation and acquisi-
tion of knowledge; undergraduate life and personal matters were
viewed as inconsequential to the much more important goal of
cultivating the intellect. This philosophy stood in stark contrast to
the more holistic focus of liberal arts colleges and populist universi-
ties, which subscribed to a pedagogy that was constructed around
lecture as the primary interaction between students and faculty and
was based on acquisition of factual knowledge and the assumption
that objective truth was learning’s ultimate purpose. However, the
Germanic model and its focus on scientific method and discovery of
knowledge had a profound impact on all colleges and universities.

The combination of reactions to the Germanic model and the
establishment of other, more complex institutions set the stage for
a new phenomenon. Deans were placed in a number of prominent
institutions (Dean LeBaron Briggs at Harvard was one of the first in
1891) as a way to relieve presidents of disciplinary responsibilities
and begin to guide students in academic and extracurricular matters
(Nuss, 2003). The role of college dean expanded to other institu-
tions and began to serve as the institutional conscience and as a
guide, supporter, and disciplinarian for students in and out of the
classroom. The deans of the late nineteenth and early twentieth
centuries took on the responsibility to control and enrich students’
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experiences outside of class, provide living accommodations and
other services, and free the faculty from responsibilities that com-
peted for the time they would otherwise dedicate to their scholarly
work. The emergence of this role caused the American Council on
Education to call for a conference in April 1937 to discuss what
should be done to more purposefully acknowledge and incorporate

this trend into higher education systems.

Defining the Purpose and Role of the Dean

The emerging ideas of how students should be treated became
the grist for conversation among the nineteen individuals who
attended the meeting of the American Council on Education in
1937. After initial discussions, Esther Lloyd-Jones, H. E. Hawks,
and L. B. Hopkins drafted a statement, which would eventually
be titled the “Student Personnel Point of View” (Roberts, 1998).
These individuals came from diverse intellectual and institutional
traditions, lending further credence to the importance of the joint
statement, which was published in a pamphlet endorsed by the
American Council on Education.

The core propositions of the “Student Personnel Point of View”
were that students should be viewed holistically, that all students
should be encouraged to develop to the full limits of their potential,
and that learning should be recognized as the result of a variety of
rich experiences that take place both in and outside the classroom.
In essence, the document portrayed learning as a process that
involves both cognitive and affective abilities and that is stimulated
through a variety of experiences. Most important, the document
asserted that holistic learning was, and should be, the responsibility
of all those in the campus community—faculty, staff, and students.
Although the dean was important as a focal point, he or she was not
perceived to be either the sole or primary person responsible for this
type of engaged learning. The 1937 pamphlet indicated that atten-
tion to holism and to engaged learning had been part of collegiate
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learning from the beginning of colonial education. Student person-
nel services coordinated by a dean and other staff would help revive
this holistic emphasis, but ultimately, faculty, staff, and students
still shared the responsibility to fulfill this continuing institutional
commitment (American Council on Education, 1937/1984).

The dean and student personnel staff came from a variety of
academic preparations and disciplines, among them anthropol-
ogy, sociology, philosophy, and psychology. Each of these disci-
plines was tapped for its potential contributions to understanding
and enhancing learning. For example, anthropology cultivated a
deeper understanding of the meaning and power of culture, and
sociology enhanced the understanding of students in their group
associations. One of the most influential perspectives was that
of educational philosopher John Dewey (1923), whose advocacy
for democratic and engaged learning established the core of what
the student personnel point of view advocated: active and expe-
riential learning within a learning community of scholars and
students.

Student personnel work continued to emerge as an emphasis
and had become more important by the end of World War II.
However, institutional environments were being shaped by the
conditions that dominated the United States after 1945. The
United States resisted entering World War II, but when it did,
it not only provided the human resources of armies, but also
ratcheted up the power of industrialization that had allowed it to
grow into an international force. Because of the successful exam-
ple of the use of industrialization for war, other organizations
believed that they could become more efficient and effective if
they used similar techniques. The value of expertise and spe-
cialization were lauded throughout the military, government,
business, and education. Higher education followed suit through
increasing bureaucratization. Student personnel began to shift
from a shared institutional responsibility to the narrow purview
of a defined staff of student personnel workers. This shift was
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reflected in the revision of the “Student Personnel Point of
View” in 1949 (American Council on Education, 1949/1984).

[t was only natural that the 1949 statement would reflect the
societal conditions present in a postwar environment of indus-
trialism. War veterans returned from service to begin new lives
of work, family and the pursuit of prosperity. The resulting baby
boom created the demand for more jobs, and expansion of housing,
schools, and many other services. Mass production, organization,
and bureaucratization were embraced as the only way that these
demands could be fulfilled. Higher education adopted similar strate-
gies based on the assumption that specialized functions, addressed
by trained individuals with special expertise, would be most
effective. In fact, the 1949 statement outlined specific organiza-
tional entities that needed to be established, including such areas as
admissions, orientation, advising, study skills development, housing,
activities, sports and recreation, counseling, religious life, financial
management, discipline, and work placement. The statement did
not dictate organizational structures to address these functions, but
it did propose that there should be specialized individuals or distinct
bureaus available to address all these areas and that responsibility in
providing the service or function should be clearly defined.

The influence of the 1949 statement was complemented
by changes in the broader academic community. All of higher
education was becoming more bureaucratic as a result of the sheer
numbers of students coming to college. The period from 1945
through the 1970s has been characterized as the Golden Age
by those who reflect on the growing prominence and stature of
higher education during this time (Thelin, 2003). Faculty size grew
exponentially to meet student demand and the academic arena
became more and more segmented as a result. New disciplines were
established, areas of applied practice became ever more prevalent,
and faculty started to focus almost exclusively on students’ intellec-
tual needs. Deans and student personnel staffs were all too willing
to take on more responsibility for the affairs of students outside of
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class, and the number of preparation programs for student personnel
workers exploded, resulting in the professionalization of a function
that was intended to be a shared responsibility.

Professionalization of student personnel work tapped multiple
disciplines that could inform the functional responsibilities that
each staff member might have. Counselors would be trained in psy-
chology. Housing staff would be trained in management. Program
staff would be trained in organizational behavior and leadership.
The contributions of these disciplines enhanced the capability and
expertise of staff, but the wide range of disciplinary perspectives
made it more difficult to keep the core commitments of student
personnel work central in everyone’s minds.

Specialization, bureaucratization, and professionalization of stu-
dent personnel work stimulated one additional and very powerful
dynamic. The Golden Age of higher education created massive
growth in physical facilities, faculty, staff, and programs. This growth
required resources. The deans, along with those who now held such
titles as director and vice president, controlled administrative areas
that were being drawn into institutional competition for larger
budgets, staffs, and facilities. These resources, and the power they
represented, served only to exaggerate the growing chasm between
faculty, with their waning holistic attention to students’ experiences,
and the student personnel staffs, who were willing to address and
work within the emerging gap between student life in class and stu-
dent life outside the classroom. Ironically, the growing resources that
could have been used to enhance institutional effectiveness began
to widen the separation between faculty and staff. The emerging
bureaucratic and political systems were in place and protected these

organizational divisions.

Student Personnel Work as Deeper Teaching

This shift toward specialization and bureaucratization was coun-
tered by Esther Lloyd-Jones and Margaret Ruth Smith in Student
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Personnel Work as Deeper Teaching (1954), a book espousing
student personnel work as a catalyst for a return to the holistic
treatment of students among all educators.

Esther Lloyd-Jones and Margaret Ruth Smith edited Student
Personnel Work as Deeper Teaching during a historic period when the
focus of student personnel work was shifting to what in retrospect
has been recognized as the “student services” era. Interestingly
enough, Lloyd-Jones served on both of the American Council
on Education committees that drafted the 1937 statement and
the 1949 revision. Even though she had been part of the shift
advocated in 1949, she quickly saw the dangers inherent in the
proposed recommendations.

Lloyd-Jones and Smith’s essential proposition was that student
personnel work should return to a focus on disseminating and
sharing the responsibility for student welfare. They stated, “Student
personnel workers should not so much be expert technicians as
they should be educators in a somewhat unconventional and new
sense. Student personnel workers have many opportunities through
their work to contribute to the development of students, to help
them learn many lessons and skills of vital importance for their
fulfillment as whole persons within a democratic society. Perhaps
their most important opportunities are more indirect than direct
and exist in their collaborative work with faculty members toward
these ends” (p. 12).

Their purpose was not to say that student personnel staffs should
be dismantled. The complexity of higher education had become
so great that a return to the colonial college of the eighteenth
and nineteenth centuries was impossible. However, Lloyd-Jones and
Smith offered a warning as well as an alternative way for student
personnel work to remain an institutional priority.

Student Personnel Work as Deeper Teaching included chapters by
other authors who addressed the various functional areas that had
emerged by 1954. Each chapter positioned the service or adminis-
trative function in the context of deepening learning. The chapter

11
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“Financial Realities and Resources,” by Paul Bulger, effectively
illustrates this point. “In order to derive the deeper learning with
which this book is concerned, financial aid becomes a counseling
process rather than merely a service of appropriating money to stu-
dents. Its philosophy, policies, and operation must be considered in
terms of the individual student, his abilities, needs and hopes, his
life in college, his vocational future following graduation, and how
such assistance may contribute to his development” (Lloyd-Jones &
Smith, 1954, p. 225).

The fact that these authors asserted in 1954 that financial aid
should be informed by counseling and development perspectives
is ironic when contemporary circumstances are adding greater
debt burden to students’ lives, without providing much assis-
tance in determining if and how students might begin to manage
their debt.

Lloyd-Jones, Smith, and their colleagues urged campuses to
approach student personnel work as a catalyst in the college or
university, a broker of experience, and an integrator of students’
various educational endeavors. They proposed five conditions
that would indicate that a campus demonstrated a commitment

to deepening learning:

e Student personnel workers and teachers would work

together as educators to accomplish common objectives.

e Cooperative programs by faculty, student personnel
workers, and students would be designed to improve
the campus communities in which they shared mem-
bership; programs would be centered in the small, natu-
ral communities of the campus.

e “Deeper learning” would be emphasized by both stu-
dents and staff; group life and conditions for growth for
all students would be improved through consultation
among all those affected.
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e Participation and cooperation would be expected.

e There would be a concern for the quality of human
relations in the community.

These conditions were straightforward and challenging. They
were relevant in 1954, and they may be even more relevant today.
The reality is that the student services focus continued to domi-
nate during most of the 1950s and 1960s. Even when the student
services era (which emphasized the creation of a functional area for
each aspect of the college experience) yielded to the student devel-
opment movement of the 1970s and beyond (which emphasized
the exploration of ways to help students achieve personal, intellec-
tual, and social growth), the distinct and organizationally cloistered
emphasis of student personnel work never returned to the idea of
student personnel work as a shared responsibility as advocated by
Lloyd-Jones and Smith.

The compelling relevance of deeper teaching has been more
recently advocated in the ideas and principles of several national
studies and think-tank papers. Although these statements have
not explicitly acknowledged derivation from the core ideas of
Student Personnel Work as Deeper Teaching, it doesn’t take much
to see their symmetry. Nancy Evans and Robert Reason (2001)
analyzed thirteen different statements from 1937 through 1999
for consistency of themes and focus. Nine of the twelve themes
in their model are broadly endorsed in all. These themes include
commitment to a holistic perspective, attention to individual dif-
ferences, student agency, interactionist perspective, consideration
of context, intentionality, empirically grounded initiatives, a role
in instruction and learning, and collaboration (p. 371). Kari Taylor
(2005) conducted an analysis of historical and more recent state-
ments about enhancing learning. She proposed the three themes of
“creating learning environments that facilitate the positive growth

of natural communities, constructing curricula from experiential
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education opportunities, and basing pedagogy on challenge-and-
support principles” (p. 18) as the consistent core of the statements
she reviewed.

These models are more than best guesses for exemplary practice.
They are based on, and reinforced by, a long succession of empiri-
cal studies that substantiate the importance and potential for
deepening students’ learning experiences. Alexander Astin’s
ongoing research (1993, 1999) through the Cooperative Institu-
tional Research Program has repeatedly documented that student
learning is the result of students’ being engaged more intensely
through experiences both in and outside the classroom. George
Kuh and his colleagues (2005) studied twenty colleges and univer-
sities that were successful in creating environments that contribute
to student success. This analysis identified a number of conditions
that are part of common understanding or represent promising new
practices, all of which document the importance of creating cam-
pus cultures of high expectation, intense engagement, and shared
responsibility for deep learning. Marcia Baxter Magolda (2004)
created the Learning Partnerships Model from the qualitative study
of students’ progressive experience during and after college. This
model includes elements of support (validating learners’ capacity
to know, situating learning in students’ experiences, and defining
learning as mutually constructing meaning) and challenge (por-
traying knowledge as complex and socially constructed, reinforcing
that self is central to knowledge construction, and sharing author-
ity and expertise) that enhance learning. The evidence that deeper
learning is possible when institutions set their collective minds to
the task is significant and unequivocal.

We now know that a large body of research related to the
importance of deepening student learning confirms Lloyd-Jones
and Smith’s assertions in 1954, which leads to the inevitable ques-
tion of why Student Personnel Work as Deeper Teaching was not
embraced more actively. On a personal note, I struggled with this
question for some time. I was stunned and relieved of much of my
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discomfort when I read Thomas Ehrlich’s “Dewey Versus Hutchins:
The Next Round” (1997). Ehrlich describes the great and historic
debate that began in 1936 between John Dewey, the advocate of
engaged and democratic learning, and Robert Maynard Hutchins,
young president of the University of Chicago and an advocate for
the “great books” approach to learning. Dewey believed that learn-
ing was most useful and influential when students were immersed
in their studies and in their communities of learning and prac-
tice. “Learning starts with problems rooted in experiences, Dewey
urged, and continues with the application of increasingly complex
ideas and increasingly sophisticated skills to increasingly compli-
cated problems” (p. 226). By contrast, Hutchins believed that lib-
eral education should be based on reading the works of the great
thinkers in order to understand them on their own merit, rather
than attempting to see them applied in students’ experiences.
Ehrlich concluded that Hutchins’s view of learning had a profound,
if not victorious, impact on higher education through much of the
twentieth century. However, Ehrlich went on to propose that the
balance between detached and intellectualized learning versus
learning that is informed by the needs of students and connected
to their experience may actually be shifting. He provided examples
indicating that the type of learning advocated by Dewey is gaining
momentum; community-service learning, problem-based learning,
collaborative learning, and interactive technologies are all exam-
ples of the kind of pedagogical approaches that are increasingly
prominent among best practices that enhance students’ learning.
Ehrlich’s description of the struggle between Dewey and Hutchins
provided a plausible explanation for why Lloyd-Jones and Smith’s
advocacy for deeper learning was not embraced in 1954. The original
propositions of the “Student Personnel Point of View” (1937/1984)
and Lloyd-Jones and Smith’s reiteration and further explanation in
Student Personnel Work as Deeper Teaching were substantially based on
Dewey’s views of democratic education. As such, the 1937 and 1954
proposals were increasingly marginalized as the twentieth century
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continued to embrace the educational models of Hutchins and oth-
ers who saw education as “the single-minded pursuit of intellectual
virtues” (p. 228). The political conditions that existed among key
leaders in the emerging field of student personnel work may also have
diminished the impact of Lloyd-Jones and Smith’s work. Women’s
voices were frequently, if not consistently, marginalized in the educa-
tional environment of the 1950s and 1960s. The focus and inertia of
complex organizations and systems may have been a third cause for
Lloyd-Jones and Smith’s ideas falling on deaf ears, especially when
so much was at stake among those who benefited from keeping the
systems as they were. If Ehrlich is correct in his analysis, which is also
the thesis of this chapter, then a return to a focus on deeper learn-
ing and the exploration of new and innovative ways to foster it will
become more prevalent across the landscape of higher education in
the years to come.

Ehrlich’s analysis helps explain what might have contributed
to the shift in views on learning and how student personnel work
(now more frequently known as student affairs) should be pursued.
In addition, considerable research on the impact of higher educa-
tion, new models for collegiate institutions, and our experience all
point to the importance of reconnecting notions that have become
dichotomous in contemporary education: cognitive and emotional
intelligence, theory and practice, reflecting and acting. Numerous
models for enhancing learning have been proposed that may help

higher education begin to seal these fissures.

Deeper Learning and Its Relationship to Leadership

As you will see in Chapter Two, the explicit focus on leadership
through curricular or cocurricular means is a relatively new phe-
nomenon. The expanded interest that we presently see has given
rise to many programs, most conceived in very idiosyncratic ways.
The rise in the number of such organizations as the International
Leadership Association, and the enhanced focus on leadership
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in many others are clear indicators that the topic is of interest
throughout higher education. Yet it is difficult to document and
substantiate the importance of these programs, and it is even more
challenging to demonstrate that there is a deep and lasting impact
in students’ and graduates’ lives. If evidence of the deep impact of
leadership learning were available, we would probably all know it
and would be seeking to replicate it.

I propose that deeper learning and deeper leadership are
closely aligned, if not one and the same. Leadership capability is
an important outcome of the higher education experience, but it
is not the only or necessarily the most desirable outcome. As we
look ever more closely at what we are achieving, there is emerg-
ing evidence that deeper learning is a necessary condition to foster
deeper leadership. This relationship was proposed in Leadership
Reconsidered: Engaging Higher Education in Social Change (Astin &
Astin, 2000). How might learning be defined in order to make the
important connection between learning and leadership clear and
explicit? In relatively simple language, relying on both historical
and contemporary views, and informed by our most compelling
learning experiences, deeper learning might then be defined as a
commitment to foster a level of learning that pushes us so deeply
into our own questions that the conclusions are unforgettable.

If deeper learning in leadership is a goal, colleges and univer-
sities will need to explore the mental models that dominate the
organizational structures, processes, and pedagogies that they use to
foster learning. Such models as the “Student Learning Imperative”
(ACPA, 1994), “Powerful Partnerships” (American Association
of Higher Education, American College Personnel Association, &
National Association of Student Personnel Administrators, 1998),
and “Learning Reconsidered” (National Association of Student
Personnel Administrators & American College Personnel Associa-
tion, 2004) all call for fundamental renovation of our approaches.
These reports consistently indicate that deeper learning will require
a return to a holistic focus on students and their experiences.

17
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One more model that has emerged on the contemporary
landscape is the one proposed in the Greater Expectations report
(Association of American Colleges and Universities, 2002). Along
with reinforcing many of the themes noted in other reports, this
one additionally proposes that many voices must be heard in order
to construct the institutions and learning processes that will help
higher education fulfill its mission in the modern day. Responsible
scholarship should include among these voices the influential edu-
cators and organizations that have provided important research,
models, and theory over the years. In addition, a commitment to
including many voices should embrace all those in the academy
who can contribute positively to learning. Faculty are central to our
institutions of higher learning, but research evidence underscores
the importance of broadening the conversation about learning and
leadership to include student affairs staff, other college or university
staff, and most important, students themselves.

The models on which higher education has organized itself
emerged over time and have been influenced by historical con-
texts that may no longer be relevant. Therefore, we will have to
undertake a careful examination of the roles played by faculty,
staff, and students, and of how these might be more purposefully
aligned with the goals of enhancing learning and leadership. Mov-
ing beyond conventional models is at the heart of innovating for a
more successful future, and this innovation can be best achieved by
including recommendations from students, faculty, staff, community
members, and other stakeholders. By sharing responsibility among
all concerned, we have the potential to create the kind of campus
cultures that enhance learning and leadership for everyone.
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Context of Leadership Learning

M ost of us involved in developing leadership are all too familiar
with the dynamics of the following exchange. After the first
blush of excitement about hearing new ideas—“Hmm, sounds inter-
esting” and “Great idea!”—there is almost always someone else who
says, “Wait a minute. Leadership comes naturally. You either have it
or you don’t. Those who do have it hone their skills as a natural part
of going to college. Why would we want to devote precious resources
to nurturing leadership if students will become leaders regardless of
our efforts?” Such a statement might compel another to respond,
“Plus, don’t leadership programs merely perpetuate the privilege of
those who have had the most opportunity? What about the students
who are on the margin and can never gain access to these kinds of
things?” Such a mix of perspectives will stimulate a lively discussion
of what defines leadership, whether and how it can be developed,
and what role higher education might play in fostering it.

This chapter explores the context of leadership development
and provides ideas for responding to comments similar to those
I’ve just described. We need to be prepared for discussions about
leadership learning, and we need to be open to points of view that
are as diverse as the participants. Just as our favorite foods are the
result of diverse and interesting ingredients, the resources and ideas
we contribute and the new ones we encounter as we engage with
our colleagues are, likewise, ingredients. Some cooking ingredi-
ents disappear into the amalgam of flavors, whereas others remain
distinguishable once the dish is prepared. Similarly, certain ideas
disappear into the complex flavors and textures, and others remain
distinct and become the defining essence of what we accomplish
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together. If we don’t prepare for conversations about leadership, we
run the risk of failing to advocate for ideas we hold dear. A complex
and interesting mix of ideas will receive a welcome response in
most higher education environments. When the focus is on how
to enhance student learning, the key is finding issues that elicit
contributions from a variety of stakeholders. These face-to-face
encounters help everyone see that we value the same things and
seek to shape our learning communities in ways that will respond
more effectively to modern challenges.

This chapter is a resource to prepare you to explore leadership
issues with your colleagues. I will begin with a brief background
on how leadership has been viewed and addressed over time and
then discuss how this relative newcomer to the academy has grown
in the last fifty years, both as an area of academic inquiry and as
part of students’ experience. Finally, I will suggest ways in which

leadership learning can enhance the overall collegiate experience.

The Study of Leadership

Throughout history, numerous authors have explicitly or implicitly
explored leadership in their writing, and some in their own life
experiences. We have been given a rich literature—historical
accounts, biographies, proposals for social change—through which
to ponder leading and leadership.

Barbara Kellerman (2001) has suggested a reading list of ten
classic texts for all those who seek to understand leadership. These
include pieces that analyze the essence of leadership (Machiavelli’s
The Prince; Carlyle’s On Heroes, Hero-Worship, and the Heroic in
History; Freud’s three books, Group Psychology and the Analysis of
the Ego, Civilization and Its Discontents, and Moses and Monotheism;
Arendt’s The Origins of Totalitarianism; Barnard’s The Functions of
the Executive) and others that illustrate leadership through the
authors’ personal experiences (Hamilton, Madison, and Jay’s The
Federalist Papers; King’s “Letter from Birmingham Jail”; Freidan’s
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The Feminine Mystique). Together, these ten works reflect the
breadth of inquiry about leadership throughout history and demon-
strate the critical importance of context when analyzing leadership.
Surely we each have our own favorite texts, but Kellerman’s recom-
mendations would likely make most of our short lists. Following are
a few examples from these ten classic works.

Although readers can take away many lessons from Niccolo
Machiavelli’s The Prince (1513/1954), Kellerman observes that
one of Machiavelli’s most important assertions is that leadership
can be taught or cultivated. Machiavelli’s ideas were radical in
a time when monarchies dominated the political and economic
landscapes and when only those with specific backgrounds and
experiences were deemed worthy of governing. What about
notions of leader privilege in more contemporary circumstances?
When asked why they believe they are good candidates for leader-
ship opportunities, many interested college students offer a very
simple answer: “I was born this way.” Machiavelli’s analyses of
the human condition and proposals for how one might respond
to the call to leadership provide clear evidence that leadership can
and should be cultivated.

In The Origins of Totalitarianism (1949), Hannah Arendt opens
another critical issue: Can leadership actually be bad? Of course, if
we are completely honest, we know that it can be, but many of us
attempt to deny bad leadership by saying that destructive leaders
exhibit something other than leadership. Arendt’s powerful asser-
tion forces us to be careful about what we do, and demands that we
think seriously about how to ensure that the leaders we nurture will
serve others and enhance the human condition. Arendt also states
that leaders and followers are interdependent; leaders depend on
acquiescence, and followers seek hope and purpose. When follow-
ers lack the fortitude to think carefully, to confront abuse, and to
be diligent in their advocacy for others, they set the stage (some-
times unintentionally) for destructive individuals to take control
and thus create potentially dangerous conditions.

21



22

DEEPER LEARNING IN LEADERSHIP

Almost as if in response to Arendt, Martin Luther King Jr.’s
“Letter from Birmingham Jail” (1964) is an act of leadership
that confronts injustice. In the swirling center of the civil rights
movement, King knew that making a difference meant going to
one of the hotbeds of abuse: Birmingham, Alabama. There, he
advocated a different way of speaking truth to authority: nonvio-
lent resistance. Responding to white clergymen’s admonitions to
blacks to end their protests, King couched his letter in the cul-
tural language they could most easily understand—the language
of the Bible, of philosophy and justice. King penned “Letter from
Birmingham Jail” in a squalid, dark, and dehumanizing place,
which brings to mind stories of other great leaders of social change,
such as Mahatma Gandhi and Nelson Mandela. The lesson to be
learned from these accounts is that, at minimum, voluntary or
imposed retreat spurs breakthrough thinking and facilitates dis-
covery of purpose and that, in extraordinary cases, isolation and
deprivation can produce profoundly influential leadership.

Machiavelli, Arendt, and King teach us that leadership can be
learned, that leaders can be bad, that following makes us complicitous
with our leaders, and that leadership is frequently a result of convic-
tion borne of deep reflection. Kellerman’s top ten required reading list
holds many other valuable insights as well, and her analyses highlight
the eloquent and insightful sources that are readily available to us and
relatively well known among broad segments of society. In addition
to the historic and classic analyses of leadership, contemporary edu-
cators continue to debate the meaning and nuance of leadership.

A recent exchange of messages over the listserv of the Interna-
tional Leadership Association revealed 62 books that qualified for
the “top 50 list of most influential books in leadership” (Harter,
2005). The original message that resulted in this compilation
simply asked the approximately one thousand members to offer
their recommendations on the best books on leadership. The list
of favorites (which appears at the end of this chapter) is eclectic
and covers a broad array of leadership environments, dilemmas, and
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possibilities. The sheer number of books nominated attests to the
range of literature available to the serious student.

The available number of essays, articles, and books about leadership
challenges the reader to be both discerning as well as integrative. Dis-
cernment requires reading with a critical eye, engaging in analysis, and
constantly applying models and theory to practice. Some books are
very detailed and rigorous in intellectual content but break down in
their applicability to experience. Other books are based on no research
at all but propose perspectives that are very useful and apply in numer-
ous environments. Still others are “airplane reading” that may have
come from a writer who was deeply informed through research and
practice but who simply wanted to write something with popular
appeal. My experience is that the length, the density, the reference
list, and other indicators can help in discerning useful books from the
trite and trivial, but it is important to remember that thorough and
expertly researched books can come in very pedestrian trappings.

Having determined which literature is valuable, the reader
must then integrate the relationships, connections, or contradic-
tions among the various models of leading and leadership. Various
authors posed their ways of making sense of the emerging research
in psychology in a special edition of the American Psychologist
(American Psychological Association, 2007). One well-respected
and often replicated model (Komives, Lucas, & McMahon, 1998,
2007) suggests that the prevailing understanding of leadership has
evolved dramatically over time. The Great Man perspective (mid-
1800s to early 1900s) proposed that leaders were born or emerged as
a result of Darwinist dynamics that allowed only those with natural
abilities to survive in such a role. The trait period that followed
(1907-1947) contended that there were certain traits that differ-
entiated leaders from those who were not. The behavioral period
(1950s to early 1980s) advocated that there was one best way to
lead and that to be effective required combining relational and task
dimensions in leadership. The situational and contingency per-
spectives (1950s to 1960s) proposed that leadership style should
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differ based on specific environmental factors. Influence models
(mid-1920s to 1977) evolved to analyze more deeply the influence
and exchange that took place among leaders and followers. The
reciprocal models (1978 to the present) have asserted that leader-
ship is a shared relationship between leaders and followers. Finally,
chaos and systems models (1990 to the present) seek to describe
the dynamics of leadership in a rapidly changing world where con-
trol is unrealistic and interacting systems regularly impact on each
other. Chapter Three will provide summaries of the most widely
used theories at present, and Chapter Four offers newer models that
are just beginning to gain acceptance and use.

The frameworks of understanding leadership expressed by
Kellerman (2001) and Komives et al. (1998, 2007) call attention
to the variety of assumptions about leadership present in our
consciousness. In some cases, numerous ideas converge into one
context, pointing leaders in many different directions. Roberts
(2003) recounted a particularly illustrative example of the real-
ity and difficulty of multiple leadership models thriving in one
collegiate environment. A team of consultants was enlisted to
visit a select, liberal arts institution in North America with the
intent of determining the best strategy for designing a leadership
program. Through interviews, document analyses, and observa-
tion, the consultants collected much useful information. The most
stunning realization, which came after two days of intense inter-
action, was that the students, faculty, and staff had widely diver-
gent opinions about what constituted leadership and how it could
be nurtured as part of the collegiate experience. In particular, the
team of consultants identified four models at work: (1) leaders are
born, not made, (2) leadership capability is a natural and assumed
outcome of the learning experience, (3) leadership understanding
and capability result from deliberate and focused education and
critical examination, and (4) leadership understanding and capa-
bility emerge from acts of service and involvement and can best
be understood through these experiences. These four models were
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not recognized prior to the consultation, yet the individuals who
held these different views had great potential influence over the
success of the new leadership program. The biggest challenge fac-
ing the students, faculty, and staff was to identify and acknowledge
their differences as they worked toward a consensus that ultimately
resulted in a stronger, more effective model.

The most comprehensive collection of leadership articles and
perspectives can be found in Encyclopedia of Leadership (Goethals,
Sorenson, & Burns, 2004). Its four volumes, almost two thousand
pages, and 309 contributors attest to the interest in leadership over
time and across the various disciplines that define the academy.
Although these authors propose that leadership studies may have
merit as a discipline in itself, they also extol the virtue of leadership
studies in enhancing other disciplines. The question of disciplinarity
itself is an important point in the evolution of leadership thought.

The intellectual components of higher education are divided
into disciplines, each of which has stood the tests of credibility and
longevity—the criteria—that serve as the gatekeepers of legitimacy.
Recognized disciplines with track records of rigor, scientific analysis,
and general applicability reign supreme in the academy, and anyone
who would attempt to deny this in most institutions in the early
twenty-first century is naive. Although some authors in leadership
studies would assert disciplinary status, many would not. Beyond the
leadership studies ranks, few faculty would agree that leadership is
even close to a discipline at this time. The struggle over this ques-

tion has been under way for many years and is likely to continue.

Perhaps William Howe (2005) says it best:

[ see “leadership studies” or “organizational leader-
ship” or similar phrases for the endeavor (perhaps those
in themselves can be differentiated?) as marking off a
“field” but by no means marking off a distinct “disci-
pline.” There are people, I realize, who want to make it
a discipline, though I think that is a mistake that would
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delimit and constrain what is a growing and multi-
disciplinary concern that includes research, education,
and practice, and that should draw from the social sci-
ences, the humanities, the arts, and the professions.
The desire to make the area into a discipline is, as I see
it, a desire to garner increased legitimacy, but I fear such
a desire will do more harm than good to an area that is
still in its adolescence and that needs to remain open
and permeable, at least at this point in its evolution.
Furthermore, I suspect that the academy will always be
reluctant to grant any kind of full-fledged disciplinary
status to “leadership,” primarily because the very word
embeds—despite many efforts, mine included, to democ-
ratize it today—an ineradicable elitism that is anathema

to most scholars and educators.

Persuasive as Howe’s perspective may be, many readers of this
book and others who invest much intellectual and personal energy
in understanding and practicing leadership are likely to hold a dif-
ferent perspective. They would assert that the increasing number
of models and theories of leadership add to the potential legiti-
macy of leadership studies. The dilemma of this evolution might be
explained by using Thomas Kuhn'’s analysis of paradigm shifts and
the rise of professions. “In the absence of a paradigm or some candi-
date for paradigm, all of the facts that could possibly pertain to the
development of a given science are likely to seem equally relevant.
As a result, early fact-gathering is a far more nearly random activity
than the one that subsequent scientific development makes famil-
iar” (1970, p. 15). The shifts in leadership understanding over time
contribute to the impression that all are equally relevant, creat-
ing confusion regarding which theories might be more helpful and
appropriate than others.

The credibility of leadership studies as a discipline or interdis-
ciplinary field took a major stride forward when James MacGregor
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Burns called for a conference of leadership scholars. Although the
conference did not conclude with a general theory, the result of
the thought-provoking meetings is a rich collection of perspectives
on leadership. The Quest for a General Theory of Leadership (GTOL)
(Goethals & Sorenson, 2006) documents these scholars’ processes of
discovery and includes summaries and integrations of many of the
key and sometimes opposing perspectives on leadership. Summariz-
ing the group’s process, ]. Thomas Wren wrote that the efforts of the
GTOL group are “merely intended as the prologue for a continuing
discourse concerning the integration of the varied understandings of
leadership” (p. 34). Burns concluded that “we now see leadership as
an influence process, both visible and invisible, in a society inherited,
constructed, and perceived as the interaction of persons in human
(and inhuman) conditions of inequality—an interaction measured by
ethical and moral values and by the degree of realization of intended,
comprehensive, and durable change” (p. 239).

Whether it is a concentration, field, discipline, or interdis-
ciplinary discourse, leadership studies has a long and interesting
history. The introduction provided here reflects only a context,
a partial one at that, for the many resources that the true student
of leadership will want to explore. From this context of the inquiry
about leadership, we turn to the question of how leadership capac-
ity might be enhanced as both an individual and collective phe-

nomenon.

Developing Leadership

Chapter One offered background on how student personnel work, or
as it is more often called today, student affairs or development, was
established at the turn of the twentieth century. The central objec-
tives of the student personnel movement were to advocate that
students should be viewed holistically, that they should be encour-
aged to develop to their fullest potential, and that learning should
be recognized as the result of a variety of rich experiences that
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take place both inside and outside of the classroom environment.
Residential and other groups that students joined for athletic,
creative, social, and other purposes were seen as natural commu-
nities in which students would apply knowledge beyond the class-
room and, perhaps more important, were recognized as the testing
grounds for group and leadership behavior. These are the core
premises on which much of student affairs work is based. The com-
mitment to fostering leadership was explicitly named as one of the
values of this work (Roberts, 1988), but an intentional focus on
leadership did not emerge until much later in the evolution of the
field. Even the goal of preserving democracy for future generations,
which drew great attention following World War I, did not spawn
programs designed to develop leadership potential in students.

However, the 1960s and 1970s were a different matter. This
Golden Age of higher education witnessed mushrooming enroll-
ments and expanding institutions as the result of the baby boom
following the end of World War II. As the early “boomers” came
of age, colleges and universities threw open their doors to welcome
the largest and most diverse student population that higher
education had ever witnessed. This expansion brought with it a
number of interesting challenges.

There are many interpretations of why the 1960s marked a turn-
ing point for U.S. higher education. Some say that the shadow of
World Wars I and II created the silent 1950s, characterized by fami-
lies withdrawing into privacy and enjoying greater job opportunity,
secure in the knowledge that democracy had been saved. Patriotism
ran high as memories of the war faded and the scars they created
healed. Even a brief study of the emerging mass media of the 1950s
reveals many idealized and conformist perspectives of the way things
should be. Father Knows Best, Leave It to Beaver, The Adventures of
Ozze and Harriet, and other television and radio programs portrayed
American families and American life in very prescriptive ways. The
irony is that the seeds of the 1960s may have been sown during this
idealized time, seeds germinating into challenging questions about



Context of Leadership Learning

sweeping social and civil rights issues. Questions about whether
conformity and uniformity were best. Questions about the equality
of opportunity for all people, especially when many were beginning
to see the evidence of inequity for women and people of color.

The social awakening that unfolded in the 1960s and 1970s
might have occurred on its own, but this awakening had a greater
impact because of the sheer number of young people coming of
age at the time. The number and diversity of voices were so large
that they could not be contained. Students who had previously
behaved in conventional ways became agents of change on their
campuses and elsewhere. Examples of the dramatic impact of activ-
ism in students’ lives include the Mississippi Freedom Summer of
1964, when college students went into the south to register black
voters as part of the civil rights movement; the antiwar movement
against the Vietnam War; the women’s movement; and the rise
in environmentalism. This period of awakening may have given
birth to questions about how best to foster and shape leadership
potential in students. Student affairs staff at a number of colleges
and universities began to provide conferences and other experi-
ences to bring students together around issues of leadership. Some
of those who were students in the early 1970s knew that they had
only survived their experiences as undergraduate student leaders
rather than learned much from them. Informed by their own expe-
rience, many of those who would serve as young staff in student
affairs divisions in the middle to late 1970s would bring a perspec-
tive that students should have the opportunity to learn more about
leadership than they had themselves.

Another influence during this period was the cry for relevance
in learning. The teaching-centered pedagogies that dominated
most colleges and universities seemed abstract and aloof to many
students. With the introduction of applied methods, current topics
courses, and even new forms of out-of-class engagement such as
“teach-ins” came a push to transform learning. Students were chal-

lenging higher education to reexamine its role in preparing young
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people for service to society and the American industrial giant,
and to incorporate social, environmental, and political concerns
into general education. The “agenda” for learning was up for
grabs, and many institutions withdrew from prescriptive education
and increasingly left it to students to decide which educational
programs were most beneficial.

Within the context of the 1960s and 1970s, it comes as no
great wonder that educators began to take greater interest in how
to foster more informed leaders who could be part of governmen-
tal, business, education, and societal change. Kuhn’s analysis of
changes in theoretical paradigms may apply equally well to changes
in educational programs: “The novel theory seems a direct response

to crisis” (1970, p. 75).

The First Programs
Although the Center for Creative Leadership (Glover & Wilson,

2006) did not emerge on a college or university campus, it influ-
enced the inception of leadership as an academic area as well as
the cocurricular emphasis that will be described later. Established
in 1970 to address the needs of business leaders, the Center even-
tually broadened its mission to include not-for-profit, educational,
and other organizations. The name of the Center conveyed its core
belief that creativity was essential to leadership during times of
change. The Center for Creative Leadership was one of the first
organizations to challenge conventional assumptions about lead-
ing and leadership (such as “leaders are born, not made”), and it
focused heavily on personal development as a key ingredient in
augmenting leadership potential.

Although it is difficult to pinpoint the origin of collegiate
leadership programs, the President’s Leadership Class at the Uni-
versity of Colorado was likely one, if not the first, of the major
systematic efforts to foster leadership in students. This 1972 ini-
tiative arose out of concern for the difficult dynamics of the day
and a belief that young people should be encouraged to engage
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positively in their communities, becoming leaders in school and
eventually in their work environments. Initiated and funded by
private business, this university-community partnership attracted
the most talented high school graduates from across Colorado.
Students were offered scholarships and an invitation to par-
ticipate in a special academic program focused on leadership.
A second program, which began in 1976 at the University of
Maryland, combined curricular and cocurricular programs guided
by a peer team called the Leadership Development Program
Team. Internships, courses, conferences, a resource center, and
one of the first cocurricular transcripts came out of this program.

As these new programs sprang up, campuses began to compare
what they were doing. In the spring of 1976, the American Col-
lege Personnel Association’s Commission IV established a Lead-
ership Development Task Force to survey campuses on the ways
in which they were fostering leadership. The task force compiled
resources from all campuses that were known to have programs
related to leadership, resulting in the source of information for
the comprehensive model that the task force later detailed in
Student Leadership Programs in Higher Education (Roberts, 1981).
This model implored campuses to approach leadership work by
creating comprehensive opportunities for students that addressed
diverse populations through multiple strategies and strove
to achieve the combined purposes of training, education, and
development. The task force sponsored regional workshops in
order to continue the dialogue about best practices in leadership
programs. The work of the original task force eventually turned
into an interassociation effort and contributed to the creation of
standards for student leadership programs adopted by the Council
for the Advancement of Standards (CAS) in 1996.

Many other initiatives occurred during this time and contrib-
uted to the virtual explosion of interest in leadership during the
1980s and 1990s. Burns’s Leadership, published in 1978, stimu-

lated the exploration of leadership as a transformational process
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in organizations. Conferences, among them the Campus Oppor-
tunity Outreach League in 1984 and Campus Compact in 1985,
were established to serve specific college populations such as
women student leaders and black student leaders as well as to
encourage community service. A number of philanthropic founda-
tions also became interested in leadership. Among the first was the
Luce Foundation, which sponsored the Association of American
College’s (AAC) conferences in the late 1980s on the study and
practice of leadership. The Kellogg Foundation joined later with
grants to thirty-one campuses and organizations to establish leader-
ship programs in the 1990s. Of course, throughout this time some of
the most influential books were published on leadership, including
Kouzes and Posner’s The Leadership Challenge (1987); Gardner’s
On Leadership (1990); Rost’s Leadership for the Twenty-First Cen-
tury (1991); Heifetz’s Leadership Without Easy Answers (1994);
Wren’s The Leader’s Companion (1995); and Komives, Lucas, and
McMahon’s Exploring Leadership: For College Students Who Want to
Make a Difference (1998).

[t is significant that throughout the 1980s and 1990s there
were both conferences targeted primarily for student affairs staff
working in cocurricular programs as well as academic conferences
targeted to faculty who were writing and theorizing about leader-
ship. Some of these conferences involved overlapping populations,
and these were, in many instances, the ones of greatest interest.
Such conferences allowed staff and faculty the opportunity to hear
each other’s viewpoints, frequently resulting in the subtle or not-
so-subtle tension between students’ classroom and extracurricu-
lar activities that I described in Chapter One. There were even
isolated examples where committees were established to draft
statements that articulated the importance of joint work between
faculty and staff. Unfortunately, the research to substantiate the
critical importance of academic and student affairs collaboration
had not yet emerged; had this research been available, there may
have been more of a commitment to sustain these efforts. One of
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the efforts to draft a joint statement came as early as the AAC
conferences in the late 1980s; however, the participants could not
agree on how collaboration would proceed or on a shared vision of
what they sought to achieve.

Leadership development has been an implicit commitment of
higher education in the United States since the inception of colonial
colleges. Beginning in the 1970s, colleges paid more explicit attention
to the issue, particularly by establishing special programs to address
questions of leadership. However, leadership programs available out-
side of class and the emergence of the research and study of leadership
in class developed in distinct and separate ways. How to respond to
that reality is the topic to which we now turn.

The Joint Work of Leadership Learning

Thus far, we've explored how those who research and theorize
about leadership and those who seek to engage students and
develop leadership potential have pursued their work independent
of one other. But there is a fine line between theory and practice,
and there have always been those who crossed the boundaries.
Warren Bennis (O’ Toole, 2005) is one person considered to have
walked the path of theory and practice throughout his career in
education. John Gardner (1990) is another who sought to relate
theories of leadership to the reality of private sector work. Nev-
ertheless, the evidence is all too persuasive that the study and
practice of leadership are frequently approached separately. This
is especially prevalent on campuses where there are hard and fast
distinctions between the preparation, roles, and perspectives of
faculty and student affairs staff. The real challenge for those who
value leadership is to bring these necessary and complementary
processes together.

Laura Osteen (2005) has proposed that, as leadership educators
inside and outside of class, faculty and staff need to find a new lan-
guage that describes these potentially joint efforts. She advocates that
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we call this “leadership learning,” a term that reflects both the con-
tent of leadership studies as well as the process of helping students
explore and develop the capacity to lead. Leadership learning reflects
the potential for continuous discovery through the interplay of theory

and practice.

The Opportunity of Collaboration

In order to establish the respectful and mutually beneficial
conditions under which leadership learning can be pursued, it’s
important to consider what models of working together might be
effective. One term that seems to be gaining great popularity on
some campuses is the word collaboration. This is a term that may
have lost much of its transformative potential because some use it
without a clear understanding of its true meaning. The word col-
laboration is mistakenly used as if it encompassed various degrees
of partnerships such as noncompetition, accommodation, sponsor-
ship, and cooperation. Although these other terms have value in
themselves, they do not carry the implications of collaboration.
Collaboration means to labor together, to join in mutual endeavor
and common purpose. In order to achieve what is possible in lead-
ership learning, it seems that an understanding and a willingness to
truly collaborate is critical. Peter Magolda (2005) raised important
questions to explore when determining if collaboration might be
useful, and observed that success in doing so depended on estab-
lishing meaningful, reciprocal and responsive relationships.
Larraine Matusak (2005) proposed seven principles of collabo-
ration that were derived from earlier work by Kellogg Leadership
Studies Project participants. These seven principles included: to
promote a collective leadership process, to structure a learning envi-
ronment, to support relationships and interconnectedness, to foster
shared power, practice stewardship and service, to value diversity
and inclusiveness, and to commit to self-development. If these prin-
ciples were adopted, imagine how different the conversations would
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be when people with diverse perspectives and voices discussed how
to advance the study and practice of leadership.

Although I do not presume to characterize all college and
university environments, I speak to all too many faculty
and staff alike who experience life on campus as a struggle for
power, resources, and prestige. The irony of this is that, when drawn
together in an off-campus setting, faculty and student affairs staff
frequently find much to affirm about each other and are able to
engage in respectful discourse around important leadership topics.
One example of this phenomenon is the International Leadership
Association, a relatively young association that seeks to improve the
quality of leadership worldwide by inviting participants who study
and practice leadership in business, education, politics, and other
areas of service to work together. This ambitious, perhaps even
audacious, vision requires an adaptive and responsive commitment
on the part of all its members. When individuals and groups rec-
ognize that they cannot independently achieve an important goal,
amazing things happen, including the destruction of barriers that
might have become insurmountable under other circumstances.

If a serious commitment to collaboration and mutual work
were adopted, a number of new and provocative questions could
enter the conversation. Leadership educators could begin to
explore how this special field could foster the depth of engage-
ment that is necessary for higher education to be most effec-
tive. Leadership educators could also create ways to connect
leadership learning with students’ interests and commitments
to social change and the improvement of the human condition.
Because the study of leadership is so dependent on many disci-
plines and perspectives, exciting possibilities arise—for example,
could leadership educators actually help refine or create new
models for the generation and integration of knowledge in the
academy? Ultimately, could leadership educators begin to work

together to ensure the institutionalization of leadership studies
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and development and thereby avoid its being dismissed as just
another fad, as so many other great ideas have been?

These questions, challenges, and opportunities reflect at least
a starting point for the mutual work of those who are passionate
in their commitment to advance leadership. Leadership studies
faculty on campus often feel marginalized by their academic col-
leagues because of questions about disciplinary credibility and
position in the institution. Student affairs staff are also subject to
marginalization because they represent such a small proportion of
faculty and staff and are frequently characterized as involved only
in service or administrative matters. These two groups, and prob-
ably others, could benefit from joining together to demonstrate
new ways to advance learning. Leadership learning could become
a catalyst and role model for changes in other academic areas of
the college or university where true collaborative work would be
helpful. Such joint efforts between faculty and staff could demon-
strate the power of curricular and cocurricular engagement that is
likely to transform the quality of learning in collegiate education
in the future.
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Leadership Theory in Use

Leadership learning experiences will have the greatest substance
and impact only when they take into account the exist-
ing research and the many available theories on leadership and
its dynamics. Conference programs, listservs, benchmarking ini-
tiatives, and consultations provide ample evidence of the wide
range of usable theories; for some of us, the availability of so many
theories and models may seem overwhelming. An ongoing com-
mitment to reading, sharing insights with colleagues, and applying
theories to practice will help. This chapter offers a starting place
by providing a brief summary of the historic evolution of leadership
thought and by referring you to other sources that address the topic
in greater detail. I will also provide introductions to a select few
theories in current use and provide examples of how each might be
adapted in programs to foster leadership learning.

Notions of Leadership

Numerous authors have summarized the changing notions of lead-
ership over the years. Realizing that research, theory, and writing
about leadership have changed over time is crucial to examining
what might be relevant in any leadership learning initiative. The
following summaries demonstrate that multiple theories are per-
petually in use, with some stimulating more helpful and appropriate
insight than others. Analyzing your own views and recognizing that
your colleagues’ perspectives may or may not differ from your own
is also helpful as you engage with them.
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A Simple Taxonomy

One of the most widely accepted taxonomies of leadership includes a
progression from Great Man to trait to behavioral to situational and
contingency to influence to reciprocal and finally to chaos and sys-
tems implications in leadership (Komives et al., 1998, 2007). A brief
description of each follows.

Great Man

The Great Man notion of leading assumes that only certain individuals
have the capacity to lead. These rare individuals are recognized for
their superior ability and are noted as heroes and heroines for having
an impact in their time that far outweighs the contributions of others.
The adage “leaders are born, not made” is a product of this era. Leaders
were thought to emerge from the circumstances of the day, and they
rose to the top as a function of Darwinian survival-of-the-fittest dynam-
ics. The Great Man notion is prevalent in art and literature through
most of history up until the second half of the twentieth century. Today,
models of heroic leading are still prevalent in popular media, such as
film, television, and even computer-animated games. The dominance
of the Great Man perspective is rooted in the presumptions of royalty
and the privileged class traditions. When the industrial era of the early
twentieth century spawned rags-to-riches anomalies such as Andrew
Carnegie, these giants became the new heroes who were believed to
have that special something that defined a leader.

Trait

Early twentieth century industrialization inspired fabled stories
of men and women who rose to great power and privilege from
immigrant and poor backgrounds. As they rose, these individuals
competed with or substituted for former European aristocracy in the
imagination of the public. They were still singled out as unique and
special because of their ascent from obscurity to phenomenal wealth
and power. The Great Man notion was still alive, but the focus
shifted to identifying the particular traits found in leaders, instead
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of relying on family pedigree or opportunity to predict leadership
ability. These new industrial-era leaders were distinguished by their
imposing or attractive appearance, ingenuity, perseverance, and
intelligence, and the sheer force of their interpersonal influence.
Such traits were assumed to be natural characteristics rather than

qualities developed through exposure, experience, or learning.

Behavioral

Eventually the Great Man and trait prediction perspectives
expanded to include the burgeoning middle class that followed
industrialization and the World Wars. The rise to leadership of
men and women who previously had no preparation, privilege, or
unique attributes needed to be explained somehow. Research and
theorizing shifted to the behaviors of those who appeared successful
at leading. The assumption that there was a best way to lead still
dominated these behavioral studies. Some of the characteristics that
seemed to be consistent among effective leaders included good com-
munication skills, an ability to motivate others, service as a symbol
or representative of followers, and the skill to balance the task and
relational (maintenance) demands required to get the job done.

Situational and Contingency

Two observations challenged the behavioral analysis of leading. The
first was that leaders did not display the same behaviors in all circum-
stances. The second was that different characteristics appeared to be
more effective in some situations than others. These situational and
contingency models attempted to determine which specific behaviors
or characteristics would enhance a leader’s effectiveness in a given
environment. Sometimes the approach in situational models was to
advise leaders to adapt their styles to fit the situation at hand. In
other examples, situational and contingency models advocated that
different kinds of leaders would be effective in different circumstances
and that individuals should therefore be selected for leadership in the
conditions that best matched their personal styles and strengths.
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Influence

The situational and contingency models of leadership had con-
siderable intuitive appeal. Because circumstances and who was
most effective in responding to them varied, the situational and
contingency models helped explain the dynamics that might occur
as leaders attempted to lead. However, some situational variables
seemed more constant than others. The ability to influence or
create social change was consistently associated with qualities such
as vision, charisma, credibility, and trust. These variables became
part of the study of influence in relationships. And the study of
relationships—rather than individuals who led—resulted in a shift
to looking at leadership as a social exchange process. Power was
recognized as an important part of analyzing influence and included
different forms of power, such as directive and coercive as well as
expert and referent. These different kinds of power were also found

to affect the dynamics and sustainability of influence in leadership.

Reciprocal

The reciprocal view proposes that sustaining constructive rela-
tionships that result in the exchange of benefit should be one of
the central features of effective leadership. If the core purpose or
goal of leadership is to positively influence followers to participate,
contribute, or give their best effort to a collective purpose, then it
becomes much more important to focus on the mutually shaping
experience of shared leadership. In the reciprocal view, leadership is
a transaction that achieves something for all parties involved. Reci-
procity does not necessarily suggest that everyone benefits equally;
it simply recognizes that there is some form of exchange either in
the moment or the future that minimally satisfies all participants.

Chaos or Systems

The addition of chaos theory and systems dynamics in the 2007
edition of Exploring Leadership demonstrates a recognition of the
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increasing complexity of life in the twenty-first century. Chaos theory
recognizes that control and prediction of organizational functions are
often impossible. However, even when chaos is assumed, recogni-
tion of broader systems interaction can provide new possibilities for
understanding the world and leadership’s role within it.

Bensimon, Neumann, and Birnbaum (1989) advocated a
framework similar to that of Komives et al. (1998, 2007). The
Bensimon et al. analysis replaced reciprocal models with two addi-

tional categories, cognitive and cultural.
Cognitive

Cognitive analysis of leadership examines how the way we think
influences our perceptions of leaders and leadership behaviors. This
recognizes that our notions of leadership are subjective and socially
constructed. Regardless of what is intended through leadership, others
may attribute purposes that were not at all anticipated by the leader.
Cognitive analysis potentially exposes the embedded assumptions
that are part of the perspectives summarized earlier. For example, if
followers believe that leading is the purview of special individuals
who have unusual capabilities, they are more likely to acquiesce to
the authority of their perceived leaders. This would contribute to pas-
sivity in participants or group members and could undermine others’
ability to contribute their full talent and capacity.

Cultural

Similar to cognitive analyses, the interpretation of leadership as a
cultural phenomenon emphasizes that it is socially constructed and var-
ies according to the particular culture. This view of leadership explores
symbolic and representational roles in greater depth, and examines how
leadership interactions foster shared meaning and expectations. Power-
ful methods such as stories and rituals create a shared sense of meaning,
values, and beliefs in an organization or group, and can contribute to a

stronger bond among leaders and participants.
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The Komives et al. (1989, 2007) and Bensimon et al. (1989)
taxonomies have great utility when we attempt to understand
and explain the different views of leading and leadership that
are endorsed by our colleagues, many of whom hold beliefs
reflected in one or more of these perspectives. Only by explicitly
acknowledging and discussing our differences and similarities do
we have the opportunity to explore both the merits and limita-
tions of each theory. An easy way to stimulate such a conversa-
tion is to ask a reflective question about the selection criteria
for any given leadership learning opportunity. For example, one
may ask, “Is there an application process, or are all students
welcome and encouraged to participate? If credentials and appli-
cations are used, what lies underneath the questions? Is a list of
previous accomplishments and titles requested? Are questions
about motivation to learn and potential to benefit included?”
Our processes implicitly, if not explicitly, communicate our
views related to Great Man, trait, behavioral, situational and
contingency, influence, reciprocal, cognitive, and cultural views
of leadership.

Other Analyses of Leadership

Most leadership educators are finding it increasingly difficult to
select from the many interesting and provocative theories and mod-
els of leadership. For more detailed information, Peter Northouse
(2004) provides summary information about a broad number of lead-
ership theories, and he also addresses how these theories can be used
in practice. Likewise, Stephen Covey (2004) provides an analysis of
leadership theories as an appendix to The 8th Habit: From Effective-
ness to Greatness. Covey’s analysis provides examples of authors and
the dates their theories were published as well as focused summary
statements that capture the essence of each theory.

In addition to Northouse and Covey’s summaries, Kezar,
Carducci, and Contreras-McGavin (2006) provide an analysis of
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various leadership theories categorized by philosophical context. This
analysis is helpful because it challenges the reader to think critically
about the purposes and mindsets on which leadership theories are
based. Without understanding the philosophy beneath a theory, one
might select a theory that does not align well with the particular
campus environment or institutional mission. Kezar et al. identify
four broad philosophical frames including positivist, social construc-
tivist, critical, and postmodern. Even though it is difficult to catego-
rize the many theories available to us using these frames, the analysis
itself helps to bring attention to the inherent assumptions that might
otherwise go unnoticed. This analysis also helps the reader relate
historical and contemporary leadership ideas to how we view learn-
ing. For example, the philosophical assumptions of the cognitive
and cultural leadership models complement shared learning perspec-
tives more than Great Man or behavioral views. As we explored in
Chapters One and Two, critical reflection about our assumptions of
learning and leadership is essential if we are to create learning envi-

ronments that foster, rather then thwart, leadership learning.

Select Leadership Models and Their Uses

The unfortunate reality in leadership learning is that identifi-
cation of a leadership theory or theories is not always part of
the explicit program design. This may be the result of the broad
range of relevant theories now available. Or it may be the result
of the fact that planning teams may have tried to agree to a com-
mon theory and abandoned the effort because it created so much
conflict among the participants. Whatever the reason, examin-
ing what is espoused about leadership, even if it likely includes
multiple perspectives, is important if we wish to create coher-
ence in leadership learning.

Selecting a few leadership models to highlight is dangerous, as |
am aware of many colleagues whose work has been substantial and
has contributed much to the emerging understanding of leadership
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in today’s world. But because it is not the purpose of this chapter or
the broader book to be exhaustive in its summary of leadership stud-
ies and learning, I have chosen six models that are either relatively
widely used or which I have found particularly useful in working
with students. The models include Robert Greenleaf’s servant lead-
ership (1977; Greenleaf & Spears, 2002 ); James MacGregor Burns’s
transforming/transformational leadership (1978); James Kouzes and
Barry Posner’s Leadership Challenge (1987/2002); Joseph Rost’s
postindustrial leadership (1991); the Eisenhower grant ensemble’s
Social Change Model of Leadership Development (Higher Educa-
tion Research Institute, 1994); and Susan Komives, Nance Lucas,

and Tim McMahon’s Relational Leadership (1998/2007).

Greenleaf’s Servant Leadership
Owerview

Having served most of his life in large, complex organizations—
corporations, foundations, churches, and colleges and universi-
ties—Greenleaf developed his notion of leadership out of a concern
that these organizations were not serving the world’s needs. To
a large extent, his concerns emerged from the turbulence of the
1960s and 1970s and the general sense of hopelessness and frustra-
tion expressed in student demonstrations and unrest. Because much
of this discontent came in higher education settings, Greenleaf
believed that colleges and universities had a special responsibility to
address the underlying leadership issues that could begin to resolve
the complex issues of the day. He asserted that whereas colleges
directed considerable energy to preparing doctors, lawyers, minis-
ters, teachers, engineers, and scholars, they devoted little attention
to preparing graduates for leadership. He also pointed out that there
was evidence that higher education actually discouraged rather than
encouraged leadership involvement. Because Greenleaf’s language
references individuals rather than the process of shared leadership, it
may appear that he advocated more of a positional view of leading.
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However, he clearly communicated that educators needed to nur-
ture the leadership potential that was latent in all young people.

Core Beliefs

Greenleaf asserted that leaders should be servants first because, as a
result, those they serve would become “healthier, wiser, freer, more
autonomous, more likely themselves to become servants” (1977,
p-13). In Greenleaf’s thinking, servant leadership requires individ-

uals to possess several characteristics. Servant leaders

Must feel a sense of agency—that is, a willingness to act.

Must know what they want to accomplish, to have a dream in
which to engage others.

Listen and seek to understand others, thus gaining strength and

improving their ability to serve.
Communicate effectively and with imagination.

Establish priorities and pay the closest attention to the things
that matter most.

Offer unconditional acceptance and empathy, although in
some cases they expect more or better contributions from
their followers.

Foresee the unforeseeable and have honed their intuition to rec-
ognize patterns that others do not see. Greenleaf asserts that this
foresight is the central ethic of leadership. Ultimately, intuition
and foresight allow servant leaders to be more aware and percep-
tive and grant them the confidence to face the unknown.

Implications and Use

Greenleaf’s servant leadership ideas are older than most of the
other leadership learning models in contemporary use. Those who
espouse and use this model remain devoted to it and recommend
a lifestyle informed by and reflective of its principles. Although
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servant leadership has many attributes reminiscent of heroic lead-
ing, Greenleaf clearly advocated that broader numbers of students
were capable of and should be cultivated for leadership. Servant
leadership is potentially a good fit for faith-based or other private
institutions where there is a strong humanitarian emphasis. The
characteristics of servant leadership could function as a framework
for leadership development experiences, or they could be used to
communicate the expectations of the community as it nurtures
leadership in its members. The servant leadership perspective is
broadly enough conceived that it could complement other more

research-based and assessable models.

Burns’s Transforming Leadership
Owerview

Transforming leadership occurs when “one or more persons engage
with others in such a way that leaders and followers raise one
another to higher levels of motivation and morality” (1978, p. 20).
This concept, revolutionary when it was first mentioned by John
Downton (1973) and then gaining broader attention from Burns’s
advocacy, has stimulated more than four hundred doctoral disser-
tations in leadership studies since that time (Burns, 2003). Burns
proposed that transforming leadership could be found in intel-
lectual, revolutionary, opinion, group, legislative, and executive
arenas. He distinguished transactional from transforming leadership
and believed each had different attributes. Transactional leadership
involved an exchange in which leaders set certain conditions for
the performance of a function and then provided accompanying
rewards to colleagues and followers who fulfilled the conditions.
In transforming leadership, however, the focus was on recogniz-
ing and exploiting the needs or demands of potential followers.
The transforming leader thereby looked for the motives of follow-
ers, sought to satisfy their higher needs, and engaged them fully in
the process of achieving their goals and by doing so, linked lead-

ership to collective purposes and actual social change. As Burns
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explained, through transforming leadership, “power bases are linked
not as counterweights but as mutual support for common purpose”
(1978, p. 20). When conceived in this way, transforming leader-
ship has the potential to satisfy human needs and expectations as
it transcends multiple demands and wants that would otherwise
undermine effective leadership. Transforming leadership responds
to higher levels of moral development through a commitment to
reasoned and conscious values.

Bernard Bass (1985) extended Burns’s transforming leadership
and coined the popular term that has become synonymous with
it: transformational leadership. Bass established the formal theory
of transformational leadership as well as methods to measure the
factors of leadership behavior attributed to it in the MultiFactor
Leadership Questionnaire (Bass & Avolio, 1995).

Core Beliefs

Bass identified four components that are essential to putting
transformational leadership into action. The first of these was inspi-
rational motivation, which involved leaders’ abilities to stimulate
extraordinary performance in their followers, thus stirring them to
see their potential in leadership. Idealized influence, the second
component, was the ability to serve as a model for others by dem-
onstrating trustworthiness and justifying the respect others had in
their leaders. The third component, intellectual stimulation, was
perceived as essential to innovation and change, and necessary to
help leaders gain new insights and perspectives for understanding
problems and questions. The final element of transformational lead-
ership was individualized consideration, which reflected an invest-
ment on the part of transformational leadership, and drew out the
best in followers by helping them develop to their fullest potential.

Implications and Use

Most students and scholars of leadership know of Burns’s transforming
leadership idea. The term transformational leader is used frequently; it
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sometimes explicitly refers to Burn’s ideas, and other times it does not.
The concept that leadership can transform followers and groups to a
higher state of performance is inherently attractive. The distinction
between transactional and transformational leadership is also a useful
contrast because it is easy for leaders to want to think of themselves as
transformational when, in fact, they are engineering transactions that
are no more than trade-offs that meet individual or organizational
needs. Both transactional and transformational approaches can play
a role as we seek to encourage more effective leadership, but as Burns
points out, each approach has unique merits. On a practical basis,
the four components of transformational leadership could be used
as a template for feedback from group members to help leaders gain
greater insight into how participants perceive them. Because trust is
so essential to many leadership interactions, the focus on trust that
is central to idealized influence could be especially helpful. One of
the greatest advantages of the transformational leadership model is
that an instrument is available to measure it: the MultiFactor Lead-
ership Questionnaire (MLQ)). The MLQ is based on the Full Range
Leadership Model (Bass & Avolio, 1994), which includes measures
of transformational leadership, transactional leadership, nontransac-
tional leadership, and outcomes of leadership. The MLQ and MLQT
(MultiFactor Leadership Questionnaire for Teams) allow the indi-
vidual and group to compile feedback that includes perspectives from
all levels of the organization. This 360-degree feedback can serve as a

powerful stimulus for understanding among all those involved.

Kouzes and Posner’s Leadership Challenge
Overview

Kouzes and Posner wrote The Leadership Challenge (1987/2002)
to push management to consider new possibilities of leadership.
It was based on qualitative research with private and public
sector middle and senior managers. The subjects in the initial
study were asked to tell their “personal best” stories of leading;
these data were compiled to establish a model and instrument
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to measure participants’ responses. Kouzes and Posner sought to
revitalize organizations of all types so that they could be more
effective in the marketplace and in service to others. Although
they based the model on managers who held positions of
authority, they asserted that leadership was not the purview of a
privileged few but rather needed to be cultivated more broadly at
multiple levels. The Leadership Practices Inventory (Kouzes &
Posner, 1988) evolved for use in assessing managers’ and leaders’
behavior related to the model. In addition, companion instru-
ments to assess members’ perspectives and a Student Leadership
Practices Inventory-self for college students (Kouzes & Posner,

2005) are now available.

Core Beliefs

Kouzes and Posner found that leaders and members alike wanted
leadership that exemplifies honesty, credibility, and vision as
well as inspires trust and willingness in others. The Student
Leadership Planner (2006) proposed that if leaders wanted to
learn to be more effective, they needed to work with reflection,
intention, and action. Moreover, they needed to incorporate
five practices and ten commitments into their leadership behav-
ior as a way to achieve greater success. The five practices and

the accompanying commitments include:

1. Model the way
e Finding your voice
e Setting the example
2. Inspire a shared vision
e Envisioning the future
e Enlisting others
3. Challenge the process
e Searching for opportunities

e Experimenting and taking risks
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4. Enable others to act
e Fostering collaboration
e Strengthening others
5. Encourage the heart
e Recognizing contributions

e (Celebrating the values and victories

A helpful assortment of support materials has emerged to
complement the Leadership Challenge model, but the five practices
and ten commitments themselves are most useful because they are
intuitively appealing and relatively easy to translate to leadership

practice in a broad array of organizational contexts.

Implications and Use

Because the Leadership Challenge model is based on research
conducted in a variety of settings, its use is widely applicable. The
book is straightforward and can serve as a text for undergraduate
students. The assessment instruments provide hands-on opportu-
nities for leadership educators and students alike to compare their
leadership inclinations to those of others. The Student Leadership
Planner could be given to students as an ongoing guide or journal as
they explore leadership questions independently. This text breaks
down the leadership practices in greater detail and offers guidelines
for how to enact the practice, and “stop and think” activities that
drive the practice deeper. The guidelines could be used in either a
curricular or cocurricular setting. Students involved in leadership
roles on campus could be drawn together in a personal enrichment
workshop or seminar with the Planner serving as an ongoing stimu-
lus and organizer for discussion. The Leadership Challenge model
may work best in more formal organizational settings, including
student government, fraternal organizations, or academic clubs
and honorary societies. Such organizations frequently rely on stu-

dent leaders who can increase their effectiveness in leadership by
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learning methods of challenging, inspiring, enabling, and model-
ing that can improve organizational performance. For organiza-
tions that have more predictable structures, the idea of finding and
encouraging the heart in members’ engagement can significantly

enhance motivation and participation of all.

Rost’s Postindustrial Leadership
Owerview

In most academic circles, Rost (1991/1993) has been recognized
as the most influential voice to advocate that the leadership field
turn from studying leading to developing leadership. His postindus-
trial definition portrayed leadership as “an influence relationship
among leadership and their collaborators who intend real changes
that reflect their mutual purposes” (1993, p. 99). He asserted that
the concept of “leader” was irrelevant, primarily because so many
of those in typically recognized leadership positions achieve little
in terms of his definition for the new millennium. Although Rost
acknowledged that there were still multiple forms of leadership, he
proposed that the twenty-first century called for a new paradigm
that would take into account the flattening of organizations as well
as increased access to information enabled by advances in science,

technology, and media.

Core Beliefs

Rost’s “Leadership Development in the New Millennium” (1993)
has been one of the most frequently cited justifications for what is
increasingly becoming the norm for college and university leader-
ship programs: a focus on leadership as a relational capacity that
can be developed in anyone and that is dependent on mutual work.
This is the first theory that moved so significantly away from seeing
leadership capability as a singular trait of unique individuals and
embraced the possibility that all people have leadership potential.
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Implications and Use

Rost’s views can be used to challenge those students and faculty
who have become comfortable with conventional and positional
ideas about leading. For students, reading the article or book can
help them begin to deconstruct assumptions about what may not
be appropriate or useful in many of the experiences they will face
in college and afterward. Short and to the point, “Leadership
Development in the New Millennium” offers a number of meaty
ideas to stimulate long and interesting discussions. Rost offers
five points that could function as the framework for a discus-
sion about new millennium leadership and thus involve students
in shaping their own leadership experience. These five points
include to stop concentrating on the leader, to conceive of lead-
ership as an episodic affair, to train people to use influence, to
develop people’s ability to work within noncoercive relation-
ships, and to help people understand the nature of real—that is,
transformative—change (pp. 102-107). Because both Rost and
Burns focus on transformation, their texts can easily be used to

illustrate complementary perspectives.

The “Ensemble’s” Social Change Model of
Leadership Development

Quwerview

[t may seem odd to see the term “ensemble” in relation to a leader-
ship model. The word was chosen collectively by the individuals
who created the Social Change Model of Leadership Develop-
ment in order to convey the nature of the creation process as well
as the core of the model. The ensemble sought to focus attention
on the process of leadership while promoting the values of equity,
social justice, self-knowledge, personal empowerment, collaboration,
citizenship, and service. This model provided a framework for use in
preparing college students for leadership that was not dependent on

position and authority to stimulate change.



Leadership Theory in Use

Core Beliefs
The Social Change Model of Leadership Development focused

on student learning and development to increase self-knowledge,
enhance leadership competence, and result in positive social
change on campus or in the community beyond. The model
is based on seven core values popularly referred to as the 7 C’s
(Higher Education Research Institute, 1996). These seven values
are sorted into three levels that are deemed important to social
change leadership:

1. Individual

e Consciousness of self

e Congruence

e Commitment
2. Group

e Collaboration

e Common purpose

e Controversy with civility
3. Society and community

¢ Citizenship

The creators of the Social Change model believed that the indi-
vidual, group, and societal and community spheres interacted with
each other in a dynamic and creative way to achieve the ultimate
goal of social change.

The Social Change model proposed an experientially based
leadership development process that included attention to the
physical setting, task definition, recruitment of participants,
research and redefinition, division of responsibility, group process
and feedback, and creation of sustainable outcomes. Through this
group life cycle, groups can build leadership capacity as a natu-
ral part of their experiences. Another important dimension to the
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Social Change model was that leadership educators would begin
to see themselves as part of the process of leadership development,
empowering students to be more invested in and responsible for
their own experiences. Students and leadership educators would

then join together in the shared journey of leadership learning.

Implications and Use

The Social Change Model of Leadership Development emphasizes
the importance of students exploring their personal development
journey as part of leadership learning. The individual variables of
consciousness of self, congruence, and commitment serve as an
excellent stimulus to questions such as, “Who am I and what do
[ stand for?” Addressing the problems of bad leadership that I will
discuss in greater detail in Chapter Five cannot be undertaken
without nudging students into the journey of personal understand-
ing. The group variables of collaboration, common purpose, and
controversy with civility introduce dynamics that frequently go
unnoticed when leadership is exerted in a group. This emphasis on
collaborating toward a common purpose and recognizing disagree-
ment and constructive criticism as assets rather than impediments
can revolutionize group process.

Another important aspect of the Social Change model is that
it poses citizenship as the outcome of leadership. Citizenship can
be enacted in a variety of contexts—a living group, community,
business, politics, or service. By conceiving citizenship broadly,
students will more readily recognize different forms of democratic
engagement that incorporate the preservation of individual rights
as well as responsibilities. The Social Change Model of Leadership
Development may be particularly effective in working with stu-
dents who are committed to philanthropy, community service, and
service-learning. At the heart of much of student volunteerism is a
desire to improve the lives of those served, to protect the environ-
ment, or to help those in need of educational or social enrichment.
The Social Change model could demonstrate to students that their
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commitment to serving others might also need to include working
with their peers and those being served to rectify the conditions that
create the need for service. Might that actually be a more deeply
informed and potentially more influential form of citizenship?
Dewveloping Non-Hierarchical Leadership on Campus (Outcalt,
Faris, & McMahon, 2001) provides a variety of examples of how
the Social Change model can be applied to practice. Some of the
examples demonstrate the important shift to shared leadership that
[ noted earlier. Other examples illustrate the importance of estab-
lishing a culture of leadership that builds capacity among a broad
number of faculty, staff, and students in a campus community.
Further implications and uses of the Social Change Model of
Leadership Development are noted in Chapter Five. In addition,
work is under way to create assessment instruments for use with the
Social Change model. Initial work by Tracy Tyree (1998) was used
as the basis for a number of items on the Multi-Institution Study
of Leadership (Komives & Dugan, 2006). This study involved
fifty-two campuses in a cross-institutional study to measure vari-
ous aspects of their leadership initiatives. More specifically, it was
designed to measure the degree to which the seven factors of the
Social Change model were part of the campus culture. Interpreta-
tion of this data is under way and will have great influence on how

educators approach comprehensive leadership in the future.

Komives, Lucas, and McMahon’s Relational Leadership
Quwerview

The title Exploring Leadership: For College Students Who Want
to Make a Difference (Komives et al., 1998, 2007) describes pre-
cisely how the Relational Leadership model differs from the oth-
ers summarized in this chapter. The authors aimed to affirm that
all members of a group or organization, regardless of their title or
role, can be a part of the leadership process. This text set forth
the definition of leadership as a “relational and ethical process of

59



60

DEEPER LEARNING IN LEADERSHIP

people together attempting to accomplish positive change” (2007,
p. ix), an interpretation that combined aspects of Rost’s definition
(1991/1993) as well as the change and common good elements of
the Social Change model (Higher Education Research Institute,
1994). The relational model of leadership addressed college stu-
dents through their experiences and in language that they could

easily understand.

Core Beliefs

The authors portray Relational Leadership as a model, rather than
a theory. The model comprises five primary components: inclu-
sive, empowering, purposeful, ethical, and process-oriented. The
inclusive component states that in order to tap the talent of all
potential contributors, leadership needs to focus on creating an
organizational culture that communicates the worth of all people.
The empowering component is based on establishing a climate of
trust and respect. The authors recognize power as a natural part
of most settings but assert that all members should be encour-
aged to recognize their full right and opportunity to participate.
The purposeful component refers to the importance of drawing all
members together with a commitment to work toward a common
vision. The ethical and moral component introduces the central
importance of values and standards in good leadership. The final
component, process-oriented, draws attention to the formation,
decision-making, and action of groups as they seek to achieve
their goals.

The Relational Leadership model requires a depth of self-
knowledge that is achieved through personal reflection and
introspection as well as a growing awareness of group processes.
Exploring Leadership includes summary concepts and additional
readings at the end of every chapter for those students who want
to learn more. More important, the text provides activities that
can be used to put the components of the Relationship Leader-
ship model into practice.



Leadership Theory in Use

Implications and Use

Relational Leadership could be used in either a curricular or
cocurricular setting. It is straightforward enough that noncredit
seminars or reading groups could work progressively through the
book with ease. An instructor’s guide is available as a download-
able file, which helps a great deal in planning courses or seminars.
In addition to providing guidance for relationally oriented lead-
ership through the five components of the model, the authors
define in simple ways what a healthy organization would look
like. Relational Leadership moves the focus away from positional
leaders and onto creating healthy organizations, thus emphasizing
the shared responsibility of all members to create better organiza-
tions, a major benefit of this model. Part four of Exploring Leader-
ship summarizes theories and models of change that are extremely
helpful for students as they seek to make a difference; the Social
Change model is incorporated into this section. Part five also
includes new material about leadership identity and helpful ideas
about renewing self, groups, and organizations. Considering the
highly pressured lives of many undergraduates in today’s colleges
and universities, the advice offered in the last section could be
used to help students achieve greater balance, purpose, and effec-
tiveness in their lives.

What Does All This Mean?

Exploring the ways we have viewed leadership over time and
getting up to speed on contemporary models are important steps
on the journey toward understanding leadership. Using these mod-
els literally and as if they were infallible destines us only to frus-
tration. As Bensimon, Neumann, and Birnbaum (1989) indicate,
“as long as leaders look to researchers to identify specific activities
that will enable them to be more effective, they are doomed to
disappointment. Research can provide only trivial and superficial
responses to those who seek specific answers” (p. 69).

61



62

DEEPER LEARNING IN LEADERSHIP

New students of leadership are often seduced into simplistic
notions of leadership because, as Kezar et al. (2006) note, “In our expe-
rience teaching leadership, the traditional, functionalist behavior or
power and influence strategies, for example, are easier for practitioners
to understand initially as they are part of our popular culture and take
less analytic work to tackle” (p. 157). If we naively accept leader-
ship theory and models, we risk misusing otherwise helpful ideas in
inappropriate circumstances or, perhaps more dangerously, using ill-
informed or poorly conceptualized models in situations where effective
models are desperately needed.

We are in this together—leadership educators, those who aspire
to and accept the call to leadership, and all those who hope to reap
the benefit of improved leadership in our communities, nation, and
around the globe. The National Leadership Index 2005: A National
Study of Confidence in Leadership (Quinley, 2005) underscored both
the challenges and the opportunities that citizens of the United
States believe they face. The bad news of this study was that there
is broad and generalized concern about the condition of leadership
in the United States, a level of concern that calls for something dif-
ferent from what we typically conceive of or observe in leadership.
The good news was that average citizens, workers, and community
members see themselves as part of the leadership problem because
they lack critical information about issues that are important to the
public welfare. Citizens of the United States also expressed opti-
mism about the future leadership of the country, especially if more
women became involved in leadership.



4

Preparing Leadership for the Future

hapter Three framed how we have come to know and
understand leadership. It also summarized six theories of
leadership that are used widely in college and university leadership
programs. As background and preparation for Chapter Five, this
chapter introduces research related to the workplace of the future
and offers models and theories that educators can use to prepare stu-
dents for the leadership skills they need in the twenty-first century.
Similar to the disclaimer offered in Chapter Three, this chapter
does not attempt to cover all the ideas and models that could be
helpful; there are simply too many good ideas that are emerging to
attempt such a lofty goal. I include the models and theories that
have the best basis in research and that address leadership learn-
ing in the very practical context of work. I begin the chapter by
introducing the analysis by Frederick T. Evers, James C. Rush,
and Iris Berdrow (1998) of the workplace of the future and higher
education’s efforts to prepare students; in particular, I focus on
their findings that the leadership skills on which students need to
improve the most include managing people and tasks and mobiliz-
ing innovation and change. I then discuss ways to enhance training
and development in these two skill areas. I present the concepts
of emotional intelligence (Goleman, Boyatzis, & McKee, 2002)
and connective leadership (Lipman-Blumen, 1996) as ways to
enhance students’ abilities to manage people and tasks. To address
skills related to mobilizing innovation and change, I draw on
Moss-Kanter’s discussion of the life cycles of organizations (2004)
and Hagberg’s (description of the inner journey of leadership
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(2003). Finally, I conclude the chapter by raising two questions
that will prepare the way for the model I will introduce in Chap-
ter Five. [ will address the first question of how college students
come to see their own potential in leadership through the leader-
ship identity development research by Susan Komives et al. (2006).
Addressing the second question of how students discover the leader-
ship questions most needing their attention, I will use the adaptive
leadership concept of Ronald Heifetz (1994) and Heifetz and Marty
Linsky (2002).

The Bases of Competence

One of the classic questions for educators is how students’ experi-
ences during the collegiate years prepare them for the workplace.
Whether educators like it or not, the increased commoditization
of a college degree has created greater public expectation that a
college education should result in career success.

The issue of employability and effectiveness at work has become
all the more complex as a result of the changes taking place in the
workplace. The drumbeat of globalization, the relentless pace of
technology, the flattening of organizational structures, and greater
reliance on teams are just some of the changes that new gradu-
ates face. If they are not ready for the workplace of the future,
graduates may not find the advancement opportunities or career
satisfaction they seek.

Through the Making the Match project, Evers and his colleagues
sought to determine the degree of fit between the skills possessed
by college graduates and the qualities that employers sought in
their employees. Although Evers et al. conducted their study with
a sample of Canadian students and employers, at least one study
with U.S. students and employers found similar results. A study
of employers of Miami University graduates (Business Develop-
ment Directives and Garrett Consulting, 2005) confirmed many of
the trends that were identified in the Making the Match project. In
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the following sections, I urge readers to pay particular attention to
the extent to which the findings of Evers et al. may apply to their
own unique contexts.

The Making the Match research found that there were four
broad skill areas that employers valued most. These included
managing self, communicating, managing people and tasks, and
mobilizing innovation and change. Each of these four areas was
composed of more detailed items. For example, the items under the
managing self skill area were learning, personal organization and
time management, personal strengths, and problem solving skills.
The communicating cluster included working well with others,
listening, and oral and written communication skills. Coordinat-
ing, decision making, leadership and influence, managing conflict,
and planning and organizing composed the managing people and
tasks cluster. Finally, ability to conceptualize, creativity, risk taking,
and visioning constituted the mobilizing innovation and change
cluster. For the Making the Match study, graduates rated them-
selves and their employers also rated them on each of the skill
areas.

Graduates rated themselves highest in managing self and com-
municating and lowest in managing people and tasks and mobilizing
innovation and change. Employers of recent graduates perceived
the same pattern. The main problem, however, was that the areas
in which employers wanted the greatest skill were just the opposite;
employers wanted workers who scored higher in managing people
and tasks and mobilizing innovation and change. The project
further determined that this mismatch could not be corrected by
teaching interventions alone. Instead, more complex experiences
such as encouraging students to determine a vision for their future
or taking risks in creative problem solving were more likely to help
students learn how to mobilize innovation and change. The bot-
tom line was that in order to help students learn the skills that
match the needs of their employers, collegiate institutions need to
broaden their definition of learning and tackle the more complex,
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and more lasting, skill areas of managing people and tasks and
mobilizing innovation and change.

The Making the Match project serves as a useful conversa-
tion starter for leadership learning because it identifies the four
broad skill areas employers value and indicates the degree to which
students succeed in each skill area. Experiences inside and outside
the classroom help college graduates enter the workplace with
better self-management and communication skills. However, in the
areas of managing people and tasks and mobilizing innovation and
change, a gap exists; students enter the workplace at a lower ability
level than employers expect them to be and the future will require.
These two gap areas just happen to be areas in which focused and
purposeful leadership learning might be able to offer the greatest
potential for improvement and thus add the greatest value for our
institutions and graduates.

A follow-up study (Evers, Power, & Mitchell, 2003) using
roundtables, interviews, and meetings determined that commu-
nication, project management, creativity, and leadership form a
pyramid of advanced level skills that are essential for the future
success of Canadian organizations and businesses. Creativity and
leadership appear at the top of the advanced skills list, confirming
the validity of the original Making the Match study.

The Making the Match study and the Bases of Competence
model provide evidence of the strengths and challenges that
Canada, and likely other countries, face in preparing college
graduates for the workplace of the future. Leadership educators
can use such a mandate to build the case for the importance of
leadership learning and to cultivate relationships throughout
the campus community and beyond that would provide oppor-
tunity for students to develop greater creativity and leadership.
Ultimately, the Bases of Competence model could help students
understand the importance of what they are learning about lead-
ership. Students’ competencies would need to be developed over
time through multiple and progressive experiences. Sticking with
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a commitment and a purposeful plan would help students acquire
the insights, skills, and competencies necessary to become valu-
able, contributing members of work teams and communities that
need their full talents.

The following sections describe additional models that provide
greater detail and substance for the competency development areas of

managing people and tasks and mobilizing innovation and change.

Managing People and Tasks

The Making the Match study identified five essential subelements
in the managing people and tasks area. Of these five, three had
developing and managing relationships as the core, and the
other two had a partial relational focus. Before turning to the other
research and theory that relates to the Making the Match findings,
I will describe the five managing people and tasks elements to fur-
ther detail the competencies that should be addressed in leadership
learning.

The first subelement, coordinating, included working with peers
and subordinates and encouraging positive and productive group
relationships. The second, decision making, involved making
informed decisions based on a variety of evidence and weighing
the political and ethical dimensions of the decision. Although
some decision making could be done in isolation, identifying and
considering the points of view of those being affected had impor-
tant relational implications. The third, leadership and influence,
focused on motivating, providing direction, and guiding the con-
tributions of peers and subordinates. The fourth, managing conflict,
involved seeing the sources of conflict at all levels of the organiza-
tion and taking steps to overcome the disharmony that caused the
discord. The fifth, planning and organizing, included being able to
determine the actions needed to complete a project or initiative
as well as delegating, monitoring, and revising the plan as teams
worked together to accomplish their tasks.
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The majority of the descriptors for the managing people and
tasks elements are in the interpersonal relations domain. With such
a strong relational focus, it is clear that one of the primary leadership
challenges is reading and appropriately responding to interpersonal

clues. This is essentially the area of emotional intelligence.

Emotional Intelligence

Analysis by Goleman, Boyatzis, and McKee (2002) of the relevance
of emotional intelligence to leadership yielded startling results.
Whereas many previous studies of leadership had proposed that
intellectual capacity was most central to leadership, the research
by Goleman et al. asserted that emotional intelligence was primal,
meaning that it was both the first and most important aspect of
leadership. In fact, they found that 50 to 70 percent of employees’
perceptions of their environment were related to the climate estab-
lished by leadership, and every 1 percent improvement in the
service climate correlated with a 2 percent improvement in revenue
in for-profit settings.

Goleman et al. also found that the influence of emotional
conditions in an organization were related to the way in which the
limbic system—the center that controls emotions and feelings—
operates in humans. The limbic system is an open loop system,
meaning that it incorporates and interprets stimuli outside itself.
As it interprets the behaviors of others or of the broader organiza-
tion, an individual’s limbic system changes. Thus the moods of a
colleague or of someone in leadership affect not only individuals’
sense of what is happening but actually change their physiology
and therefore their emotions. This emotional contagion influences
offices, organizations, and teams for good or ill.

That leadership climate influences profitability as well as
individuals’ attitudes and behaviors provides compelling evidence
that emotional intelligence should receive greater focus in leader-
ship learning.
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Core Findings

Based on the powerful influence or contagion of emotions in
an organization, Goleman et al. identified several leadership
competencies that deserve special attention. These include four
broad areas with subparts in each. The first area, self-awareness,
includes emotional self-awareness, accurate self-assessment,
and self-confidence. The second, self-management, includes
self-control, transparency, adaptability, achievement, initia-
tive, and optimism. The third area, social awareness, consists
of empathy, organizational awareness, and service. The fourth
area, relationship management, comprises inspiration, influence,
development of others, change catalyst, conflict management,
and teamwork and collaboration. Collectively, these four broad
areas—self-awareness, self-management, social awareness, and
relationship management—provide an umbrella under which
the subparts fall and provide support. Leadership learning that
addresses and focuses on these four areas is more purposeful and
effective in creating an emotional climate that results in group
goal attainment.

Focusing on the four areas can be very difficult for some of those
who need to enhance them most. The analysis by Goleman et al. on
emotional intelligence in leadership found that those who achieve
leadership in hierarchical settings are vulnerable to a particularly
negative dynamic they described as the CEQO disease. This disease
resulted from a lack of feedback given to those in managerial lead-
ership as they climbed in the organizational hierarchy. Those at
the top had the least access to honest and helpful feedback, and
were the most likely to misread the climate that they fostered in
their organizations. Further, those who were the poorest perform-
ers had the most unrealistic estimate of their own capabilities. This
combination of little feedback at high levels and the unrealistic
self-assessments of poor performers is a recipe for disaster in organi-
zations that need to tap the talent of all their members.
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Implications and Use

Goleman et al. indicate that a significant portion of leadership learn-
ing occurs from adolescence through the early twenties. During this
period of youth, the brain’s capacity is still developing. If educators
pay attention to developing emotional intelligence, they can set
up patterns of functioning that will pay off handsomely in attributes
such as drive to achieve, collaboration, and persuasion—capacities
that can be important in tackling many leadership challenges.

Learning to be more emotionally aware and skilled is not
a matter of learning how to manipulate others into seeing one-
self in a certain way. Rather, becoming emotionally intelligent
is the result of being more reflective, seeking and incorporating
input from a variety of individuals and sources, and being flexible
enough to adjust to the needs of participants. Realism, optimism,
and authenticity are the characteristics that distinguish true emo-
tional intelligence from the game face that some put on to feign
emotional intelligence and responsiveness.

Goleman et al. recommend five key questions that individuals
seeking to enhance their emotional intelligence should consider.
The key questions are (1) Who do I want to be? (2) Who am I now?
(3) How do I get from here to there? (4) How do [ make change
stick? and (5) Who can help me? These straightforward questions
could be used in a workshop or teaching environment to help stu-
dents progress through the process of self-discovery that will lead
to greater emotional intelligence. Another strategy could be to
incorporate these questions into the ongoing discipline of a living
group or student organization. By periodically taking the time to
reflect on these questions, exchanging perspectives candidly with
each other, and challenging each other to work for improvement,
a group of students can exponentially improve the climate and
connection within their community.

One of the most interesting and perhaps most important points
made by Goleman et al. is that learning to cultivate emotional
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intelligence results in the ability to access and trust our intuition, a
point that Malcolm Gladwell (2005) reinforces in his popular book
Blink. Robert Nash defines intuition as the “nonconscious rational
mind” that gives us “an immediate sense of the ‘right’ thing to do
when we let the solution to a dilemma just come to our minds”
(2002, p. 68). Intuition is a guide to leadership actions when it
provides a glimpse of the best strategy or the right way to work with
others. Intuition is helpful as a guide for our own actions and it is
equally important when we face the decision of whether to accord
trust to others who seek to exercise leadership over us.

How many times has history proved that individuals, sometimes
in the tens of thousands, denied their intuition about demonic
or abusive leaders and did nothing to resist them? In some ways,
dictatorial and autocratic leaders fulfill a human need to be cared
for and directed. Because of this need, we can sometimes toler-
ate abusive behaviors when we observe mistreatment of others.
Books by Jean Lipman-Blumen (2004) and Barbara Kellerman
(2004) on bad leaders provide much more detail and concrete
examples on how this occurs. What can be drawn from Goleman
et al., Gladwell, Lipman-Blumen, and Kellerman is that one of the
important shared responsibilities among leaders and members is
to understand and protect against the potential of bad leadership.
Greater emotional intelligence would likely help members and
citizens more keenly discern the trustworthiness of their leaders.

To acquire greater emotional intelligence, we must trust our
intuition. Especially in academic communities where rational,
scientific, and presumably objective fact dominates, honoring the
importance of intuition is particularly challenging. In such settings,
many of us discount emotionally informed insights because the
prevailing culture validates cognition rather than intuition—that
is, knowing versus feeling. Research on women’s ways of leading
(Helgeson, 1990, 1995) indicated that one of the greatest strengths
that women potentially bring to leadership is more intuitional
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insight, which seems to validate the importance of intuition and
emotional intelligence.

Developing deeper emotional intelligence is critical to learn-
ing how to be more effective in leadership and becoming more
discerning followers. The bad leaders about whom Kellerman and
Lipman-Blumen warn us can be discerned if we trust our intuition
and emotional intelligence more fully. Only through developing
this capacity can we begin to trust the communities and organiza-
tions in which we live and work.

Emotional intelligence is a capacity that helps leaders develop
more authentic relations with others and thus informs the philoso-

phy known as connective leadership.

Connective Leadership

Lipman-Blumen (1996) addressed the importance of the relational
aspects of leadership when she proposed the concept of connective
leadership, which combines a number of styles and does not rely
on any specific, prescriptive role. Lipman-Blumen found that con-
nective leadership arose when those exercising leadership moved
from stage two to stage three in her model. This shift occurred
when the leadership paradigm changed “from independence to
interdependence, from control to connection, from competition
to collaboration, from individual to group, and from tightly linked
geopolitical alliances to loosely coupled global networks” (p. 226).
Stage three was also more focused on the group than on the indi-
vidual. Connective leaders became catalysts by using any one of
the nine styles available to them rather than using one or two styles
in a more parochial way. The nine styles were grouped into three
broader categories: direct, instrumental, and relational. The direct
style focused on mastering tasks through intrinsic, competitive, and
power strategies. The instrumental style relied on personal, social,
and entrusting strategies to maximize interactions. The relational
style included collaborative, contributory, and vicarious means to
contribute to others’ task accomplishments. Rather than focusing
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on control or independent decision making that drew attention to
themselves, connective leaders used a variety of ethical and instru-
mental actions to tackle complex situations. Connective leaders
were effective because they brokered and matched the needs and
interests of diverse individuals and groups and sparked confidence
and creativity in followers. Finally, because they were committed to
group rather than individual accomplishment, connective leaders
served as mentors to others and celebrated the accomplishments of

everyone from colleagues to strangers.

Core Findings

Connective leadership is clearly not a genetic attribute nor is it
an archetype. In fact, Lipman-Blumen suggested that the connec-
tive leaders in her study learned to use a variety of styles because
they were forced to explore alternatives when other more narrow
styles of leading failed them. By necessity, then, connective leaders
test and modify their approaches to respond to the different condi-
tions they confront on a daily basis. By sharing credit with others,
connective leaders draw together disparate individuals and groups
to focus on common objectives. Influence under these circum-
stances becomes a two-way and perhaps even a multi-directional
proposition as constituencies align to strive for broader goals while
achieving their individual but interdependent objectives.

Lipman-Blumen proposed that the assumptions of interde-
pendence and reciprocity drew others to the connective leader.
Long-term cooperation that creates a sense of obligation to repay
or return good faith and good will is the connective leader’s goal.
When individuals feel that their futures are mutually linked, they
are eager to reach out and assure one another’s success. This estab-
lishes a set of conditions on which many ongoing relationships can
build: trust, sponsorship, encouragement, and visible and invisible
collaboration.

A growing sense of authentic and accountable leadership is
one of the most powerful outcomes of connective leadership. Even
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though authenticity is difficult to define and consequently difficult to
cultivate, it plays a key role when colleagues and followers are con-
sidering whether to invest themselves in a relationship with a leader.
Individuals choose to fully participate in relationships with connec-
tive leaders because such leaders are committed beyond their own
egoistic needs and benefits. As Lipman-Blumen explains in The Con-
nective Edge, “It appears that when leaders fully commit themselves
to the cause and demand the same from supporters, their authenticity
magnetizes supporters and ignites their dedication” (1996, p. 245).

Implications and Use

Connecting and collaborating do not come naturally in collegiate
settings. The scientific positivism of the academic environment
focuses largely on individual and competitive action. However,
Lipman-Blumen makes the point that the world of the future
requires more collective and consonant action. Her connec-
tive leadership model could serve as an alternative paradigm to
the traditional model of academic achievement in which scholars
isolate themselves in their studies and struggle with ideas on their
own. Indeed, many academic programs are beginning to use team
projects and group work more frequently at all levels of collegiate
learning. First-year student seminars can introduce new students to
engaged learning opportunities through service-learning or through
preparation and delivery of team projects. Facilitators can encour-
age students to deconstruct these early experiences of working with
groups by asking them to critically examine how effective groups
work and why. Only by teasing out such lessons can students learn
the importance and power of group learning for subsequent team
projects. As students rise to advanced-level courses, projects and
teams become even more important. When they encounter groups
in senior capstone projects, students should be able to conceptual-
ize effective teamwork and engage with each other to enhance the
quality of their work—in contrast to what sometimes is more of a
divide-and-conquer mentality.
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One of the difficult challenges Lipman-Blumen raised is the way
the public media continues to reinforce, and thereby perpetuate,
stage two leadership—the kind that relies on static approaches and
does not embrace the connective and collaborative approaches that
are more likely to be effective in some of today’s and most assuredly
tomorrow’s organizations. It is easy to find this same kind of resis-
tance to stage three connective leadership in campus media. If cam-
pus leadership learning advocates connective leadership while the
student newspaper calls for decisive, dramatic, and solo leadership,
the tension between the two is likely to become frustrating for all
involved. Student government advisers could help the campus com-
munity reconcile such competing notions of leadership by holding
at least an annual meeting among newspaper reporters and student
leaders to discuss their differences. This kind of meeting would
help expand the conceptual frames of both leaders and reporters so
that the true and necessary complexity of leading in student gov-
ernment would be recognized. Ultimately, a broader group of stu-
dents would learn the challenges of political leadership and would
begin to see how to help shape, respond to, and engage in grassroots
participation.

In essence, emotional intelligence and connective leadership
can enhance the detail and depth of leadership learning among
students. These concepts help by providing specific insights on
how students and graduates can become more effective in man-
aging people and tasks, an area where employers seek improved
performance and where colleges and universities are perceived to

be less effective than employers would like.

Mobilizing Innovation and Change

The other broad area where the Making the Match research found
a gap was in preparing college graduates to mobilize innovation
and change. This could very well be the most important area in
which higher education and leadership learning can have an impact
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in the twenty-first century. Creating environments that can adjust
to changing global economic markets will be essential for those
countries where manufacturing and production are moving to less
expensive production environments—Ileaving innovation, product
development, and research to countries with high levels of education
and high expectations, standards, and costs of living. The challenge
is to create new employment opportunities above and instead of the
workplaces and products to which we have become accustomed.
Leadership that fosters a willingness to change is central to
the evolving dynamics of all types of organizations: for-profit,
not-for-profit, governmental, education, the arts, and others.
Willingness to change stems from participants’ trust in leadership
and confidence in the organization’s ability to make the changes
that are deemed necessary. To understand this change-oriented

climate, we turn to the work of Rosabeth Moss-Kanter.

Confidence

The title of Moss-Kanter’s book, Confidence: How Winning Streaks
and Losing Streaks Begin and End (2004), says it all. By presenting the
results of studies in for-profit and social entrepreneurship settings,
political groups, and sports teams, she explains how organizations
can restore confidence that high goals are achievable. Any organi-
zation can be swept into success by good economic conditions or
accidents of time and place. However, most organizations find them-
selves in environments where their future is determined more by
the spirit of the organization than anything else. Thus Moss-Kanter
addressed the question of what allows an organization to main-
tain a winning streak or get back on track to turn around a losing
streak. She proposed that it can be summed up in the central idea of
restoring confidence.

“Confidence is the bridge connecting expectations and perfor-
mance, investment and results” (Moss-Kanter, 2004, p. 3). When an
organization is improving, it has confidence in new possibilities and
keeps moving forward. When an organization is declining, it must
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restore confidence in order to turn the tide of downward momen-
tum. What Moss-Kanter discovered was that there were fairly
predictable indicators of decline, and, more important, there were
concrete and actionable strategies that could be used to reverse
an organization’s losing streak. Striving to create winning streaks
and learning how leadership restores confidence could significantly

improve the contribution of any worker, new or experienced.

Core Findings

In Moss-Kanter’s analyses, deteriorating organizational health
involved a combination of variables. Some of these caused
the decline; others were a response to it. First, communication
decreased. Participants disconnected from each other by avoid-
ing meetings, turning inward, and refusing to talk to one another.
They dodged unpleasant conversations about issues that most,
if not all, members recognized as problematic. Once this losing
streak began, criticism and blame increased; colleagues and mem-
bers scapegoated and attacked each other. Once former colleagues
began targeting each other, self-doubt overcame still more people,
and widespread anxiety took hold. This cloud of criticism caused a
reduced level of respect for one another, further reinforcing a sense
of mediocrity. Isolation and reclusive behaviors became the norm,
resulting in low social interaction outside only the essential orga-
nizational context. Reclusive behavior engendered self-absorption,
low trust, and a focus on individual welfare, regardless of the cost
to others. One of the greatest penalties of this individualistic self-
preservation was that rifts widened and inequities grew. The trust
level was so fractured that others were shut out of decision making,
creating cliques and unhealthy competition for favors and advan-
tage. Negativity hung over the organization and pervaded most of
the interactions between members. Energy declined, burnout
became epidemic, ambition diminished, and a loser mind-set char-
acterized nearly every action and interaction. Learned helplessness

locked participants in a crippling tailspin in which they accepted
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losing as inevitable. Ironically, trying to minimize loss often
became the aspiration in these settings. Finally, the negativity was
so overwhelming that striving for anything better seemed nearly
impossible. Indeed, the climate of a losing organization became one
of hopelessness, and those who experienced such a climate struggled
to find ways to restore hope. Moss-Kanter notes, “When account-
ability, collaboration, and initiative are replaced by a culture of
anger and blame, fragmentation and conflict, vicious cycles are set
into motion” (2004, p. 140).

Winning streaks, though, were dramatically different. Moss-
Kanter’s research determined that effective organizations exhibited
four types of confidence: in oneself, one another, the system,
and external support. Self-confidence was characterized by high
expectations shared by all organization members. Positive, sup-
portive, and team-oriented behaviors established confidence in
one another. Organizational structures and routines reinforced
that confidence in the system was justified. When these three types
of confidence were present, the fourth type followed: confidence
that external networks would support them and would provide
the necessary resources for the organization to be successful. The
challenge for organizations on a losing streak was how to instill
confidence in these four areas.

Establishing an atmosphere that conveyed belief in people
and their power to make a difference was essential to turning an
organization’s losing streak around, because it helped organization
members begin to realize that their time and effort mattered. Dur-
ing the turnaround process, entrenched hopelessness and negativity
lingered, but leadership was able to redirect this negative energy by
challenging members to pursue nobler and bigger causes to which
they could contribute. The causes might include anything from
designing and producing a new product to improving the quality of
performance or surviving intense competition with a rival. When
positivity began to emerge, leaders worked diligently to reawaken
initiative and enterprise. During this initial phase, nurturing,
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funding, and providing support were essential. The best way to help
members feel the momentum of change was through sponsorship
of small wins that would immediately demonstrate that conditions
could change and that renewed success was achievable.
Rebuilding an organization and setting it on a winning path
depended on establishing systems of accountability, collaboration,
and initiative. Individual and system accountability required a will-
ingness to foster the straight talk through which members could
address real concerns, communicate clear expectations, and make
information readily accessible and transparent. Mutual respect, com-
munication, and collaboration required initiating and structuring
conversations in ways that reinforced respect and inclusion of all par-
ticipants, identified shared goals and mutually agreed-on definitions
of success. Initiative, imagination, and innovation required opening
opportunities to pursue new ideas, treating members as competent
in contributing their expertise in their work, and encouraging the

initial small wins and innovations from the ground up.

Implications and Use

The variables that define losing and winning streaks have great
intuitive appeal. [ have used this model in numerous presenta-
tions to student groups and organizations. The result each time
has been immediate recognition of the work that needed to be
tackled. Student government and fraternal organizations are two
specific types of groups that tend to see the dynamics of losing and
winning streaks most readily, but other organizations may see the
merit as well. Educators can easily adapt the confidence model to a
workshop session where they lay out the framework, give students
a chance to individually reflect and assess their own perceptions,
and then invite students to share and compare their thoughts in a
larger group. Such a strategy can begin to open the communication
and give permission to students to deal with the real issues that
their organizations face. Because student governments and frater-

nal organizations turn over their formal leadership on at least an
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annual basis, the confidence model can be particularly effective as
a stimulus for reflecting on the organization’s past and future.

Student organization advisers of all sorts look for ways to
understand the dynamics of their organizations and how to craft
a useful role for themselves. Knowing how to assess the health
of an organization by using the confidence model, advisers could
begin to help student organization members better analyze the
ebb and flow of organization life and stay aware of the trends they
observe. If there is a downturn in communication and organiza-
tion participation, it is best to address the change, rather than
make excuses of pressing calendars and competing demands. The
downturn should be considered an indication of declining com-
mitment that may foretell a losing streak. The organization adviser
would then be able to intervene, talk about the real issues, and
then help the organization members restore the winning streak.
The role of the student organization adviser could be transformed
into one of teaching what healthy organizations look like and how
winning ways can consistently become part of more campus and
community organizations.

The confidence model is also a useful lens to assess an organiza-
tion’s or group’s readiness for change. Learning this tool and others
will help teach that leadership is a powerful way to sustain positive
organizations that meet human needs. The next area we explore is
how to help students discover core purposes for the leadership they

hope to learn and demonstrate.

Soul Leadership

One of my fascinations with leadership has been its origins in the
guts, hearts, or souls of those who choose to lead. This fascina-
tion has led me to ask many individuals and panels to describe
what they believe to be the most important variables in leader-
ship. I often raise this question during the guest leader panel of
the LeaderShape Institute when we host it on our campus. The
panel takes place on the evening of the third day of this six-day
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intensive, personal journey toward discovering vision and learn-
ing to lead with integrity. It never fails that at least one of the
panelists, and usually more, will say that the essential and most
important element of leadership is the individual’s passion or
conviction. Although I have already raised this point and will
explore it in much greater depth in Chapter Five, I will draw on
Janet Hagberg’s work (2003) in this chapter to discuss the discov-
ery of passion and conviction and to address the question of how
educators can help students learn how to mobilize innovation and
change.

Hagberg proposed that leadership was not just about our
positions or the power we wield but, instead, centered on the
“continual change and deepening we experience that makes a dif-
ference in our lives, our work, our world” (p. 273). Her metaphor
of leadership as a journey emphasized that the real opportunities
begin when we become frustrated with our own leadership. This
path involves delving into our fears, abandoning control, and free-
ing ourselves to find new inner strength informed by moral passion.
Through these freeing experiences, we can express leadership with
fresh perspectives and provide the unencumbered innovation that

is so deeply needed to achieve change.

Core Findings

Hagberg advocated soul leadership and described it as involving
the discovery of “meaning, passion, calling, courage, wholeness,
vulnerability, spirituality, and community” (p. 274). The follow-
ing characteristics of soul leaders were deemed most important to
unleashing creative potential: knowing what it meant to be part
of or to create community; acknowledging vision as coming from
others as well as from themselves; giving power away; maintain-
ing a sense of peace even in chaos; practicing integrity, reflection,
and collaboration; exhibiting humor and creativity; and show-
ing courage. These attributes freed the soul leader as well as fos-
tered a climate that invited others to contribute. In essence, all
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participants were allowed to be themselves, to express their views
freely and openly, and to offer novel perspectives and talents.

Hagberg suggested several ways to develop soul leadership
potential. Among them were three that seem most directly related
to drawing out the potential for greater innovation: experienc-
ing regular solitude in order to quiet one’s external life, trying
a new artistic endeavor, and escaping the safe and familiar. She
also proposed six recommendations to pursue inner healing and
transformation to open the way for the soul leadership journey.
These included taking spirituality seriously, finding a mentor dif-
ferent from oneself, finding peace and intimacy in relationships
without avoiding the natural conflicts within them, embracing the
shadows and wounds that hold one back, discovering one’s passion,
and accepting one’s calling. Regarding the last item, she noted that
in leadership we are called to be faithful to ourselves and our pur-
poses, not to be successful. This may seem odd in a discussion of
leadership, but Hagberg’s point was that if our purposes are authen-
tic, success will find its way or another path will emerge.

Soul leadership may seem an unusual pathway to innova-
tion. However, we only have to reflect for a moment to realize
that hurried, routine, controlling, and predictable circumstances
squelch our creativity and willingness to explore new possibilities.
The soul leader is centered, freed, and capable of freeing others for

the challenging work of innovation.

Implications and Use

Soul leadership is perhaps one of the most important foundations for
the new leaps and advancements that will create the marketplaces,
communities, and organizations of the future. Leadership based on
this perspective must let go of conventional views of leading that are
based on structured, bureaucratic organizations. Familiar and pre-
dictable environments tend to reinforce comfortable notions of how
organizations function and thus encourage routine over moderniza-

tion. One way to spark creativity is to explore an entirely different
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experience or idea and then try to make connections that are novel
and out of the ordinary. An example might be to visit a modern art
museum on campus or in the region. Modern art is by definition
new, different, and outside the historical conventions of art. A trip
to such a gallery would expose students to new conceptions of art.
Well-designed modern art buildings are usually art in themselves.
As students browse galleries, they should be encouraged not only
to look at specific pieces of art but also to consider how the various
pieces interact, how their display influences viewers’ perceptions of
the art, and how the building housing the art raises new awareness
in itself. Turning a corner and viewing an open window on a garden
can be as artistic as the Monet mounted on the far wall.

Going to new artistic, historic, or scientific environments can
stimulate rethinking various issues of leadership. How are guests to
a gallery welcomed and introduced to the experience that awaits
them? How and why are we drawn into some spaces and not others?
What is it about spatial arrangements that allow us to breathe and
take in our surroundings as opposed to others that stifle, confuse, or
overwhelm us?

Such metaphorical or experiential learning requires preparation
and debriefing. Students would need to be asked what they antici-
pate from such an experience and, more important, be challenged
to reflect after such an encounter. Reflecting could be accomplished
through writing, discussion, a visual representation, or other activi-
ties. The important point is that these experiences should be used
as a stimulus for students to translate the experience (whatever it
may be) to their leadership and community involvement.

Another more direct way to explore soul leadership is to draw
students’ spiritual journeys into the study and development of lead-
ership. Some institutions, most notably those that are public, avoid
relating any curricular or cocurricular programs to spiritual questions.
Unfortunately, this disregards the great importance of spiritual explo-
ration in students’ lives. Especially when focused on the discovery of
conviction and passion in our lives, leadership learning will inevitably
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flow into broadly defined notions of spirituality. Leadership educators
need to be prepared to embrace and use these opportunities.

The Making the Match research and the gaps it identified in
college and university education framed two broad areas that I pro-
posed for consideration in leadership learning: managing people
and tasks and mobilizing innovation and change. Even when we
are aware of the gaps and have models to help higher education
improve its effectiveness in these areas, two important questions
remain: How do college students come to see their own potential
in leadership? How do students discover the leadership questions

most needing their attention?

Leadership Identity Development

Leadership educators know that it is a given that in any group of stu-
dents there are those who see themselves as leaders and others who
do not. Some students strongly assert that they either are or are not
leaders, whereas others appear more uncertain about their leadership
abilities. The difference between those who identify themselves as
leaders and those who do not was the question explored by Komives,
Owen, Longerbeam, Mainella, and Osteen (2005).

The Leadership Identity Development model resulted from using
a grounded theory method to explore thirteen diverse students’ views
of leading and leadership. The method of study included three succes-
sive interviews exploring the subjects’ life histories, their experience
with groups and leadership, and how their views of leadership had
changed over time. The objective of the study was to determine a
progression in students’ leadership identity or capacity around which
leadership programs and learning could be designed.

Komives et al. (2005) found that subjects in the study shifted
from hierarchical and leader-centric views to more collaborative
and relational views. Leader-centric views focused on individuals
in positional and authoritative roles. Gradually subjects perceived
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a more interdependent world, which resulted in a leadership-dif-
ferentiated view that recognized leadership more as a process than
one personified in an individual. Those subjects who eventually
recognized the systemic nature of leadership were categorized as in
the generativity or integration or synthesis stages of the Leadership
Identity Development model.

Adult and peer influences, meaningful involvement, and reflec-
tive learning formed the core of influences, or a type of holding
environment, that shaped students’ views of leadership. The degree
and type of impact that these variables had on leadership learn-
ing changed depending on where subjects were in their leadership
identity development. Two areas were found to interact with one
another and eventually impact subjects’ changing views of them-
selves and others: developing self and group influences. Developing
self had subparts of deepening self-awareness, building self-
confidence, establishing interpersonal efficacy, applying new skills,
and expanding motivations. Group influences included the subparts
of engaging in groups, learning from membership continuity, and
changing perceptions of groups. As developing self and group influ-
ences interacted, subjects’ views of themselves moved from depen-
dent to independent and eventually to interdependent. These
changing views contributed to a progressive and broadening view of
leadership beginning with external other (others are leaders but not
me) to positional (those who have titles and authority are leaders),
then from positional to include positional and nonpositional, and
finally from positional and nonpositional to leadership as a process.
This broadening view became more inclusive as it progressed. There-
fore, at the last level, a variety of types of leadership, reaching all
the way from authority and power to shared and mutual influence,
were recognized as possible and were observed in self and others.

Komives and her colleagues determined that the interaction of
these several experiences and subjects’ unfolding understanding
of themselves constituted a leadership identity. This identity pro-
gressed through six stages: awareness, exploration and engagement,
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leader identified, leadership differentiated, generativity, and
integration and synthesis. Awareness involved observing or rec-
ognizing leadership. During this stage, subjects perceived signifi-
cant role models as leaders, but these leaders were external to the
subjects’ own identities. In the exploration and engagement stage,
subjects took initiative and responsibility as followers or members.
The leader-identified stage resulted in the subjects seeing specific
individuals, either themselves or others, as playing roles of leader
and follower. During the fourth stage, leadership differentiated,
subjects moved away from viewing specific persons as leaders and
began to recognize leadership as a process exhibited by numerous
people. In the generativity stage, subjects made active commitments
to initiatives and causes and then sought to develop individuals and
teams to work toward a common purpose. The last stage, integration
and synthesis, represented a channel or conduit to lifelong learn-
ing in leadership. At this stage, the subjects expressed a constant
striving toward greater confidence, congruence, and eventual integ-
rity in leadership. Dissonance in one stage in the Leadership Iden-
tity Development model caused subjects to adapt to another stage,
thus moving to a different view of leading or leadership. Alterna-
tively, new views of themselves and the groups within which they
worked stimulated a different concept of leadership. The transition
from stage three, leader identified, to stage four, leadership differen-
tiated, was one of the most important as it marked the movement
from seeing individuals as leaders (leader-centric) to the view that
leadership could be shared, episodic, and collaborative.

The Leadership Identity Development model represents a
break-through toward understanding students’ progressive expe-
riences with leadership. As additional research and exploration
of these ideas appears in print (Komives et al., 2006), it will
become easier to address students’ perceptions of their leadership
capability as it changes over time and experience. In practice,
the model helps educators realize that students who arrive at

a program or class believing that certain individuals are more
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capable of leading than others probably have not been exposed
to the evolution of leadership thought and are just beginning to
develop their identity in terms of leadership. An awareness of
the interaction between group influences and the development
of self, and of how these contribute to progressively broaden-
ing leadership views, become powerful tools for guiding students
along the pathway of understanding more complex and inclusive
leadership models.

The emerging understanding of how students’ leadership iden-
tities may differ and evolve raises the question of what kinds of
experiences, encounters, and processes could support and challenge
them as they move through this progression. One of the theories
that has been most influential in leadership learning and has
specific pedagogical methods to demonstrate and teach it is adap-

tive leadership.

Adaptive Leadership
Ronald Heifetz’s Leadership Without Easy Answers (1994) asks us

to address leadership as it is informed by the nuance and dynam-
ics of the group. He referred to two broad categories of leadership:
technical and adaptive. Heifetz defined technical leadership as doing
what was required to address an issue or problem when there was
a known or knowable resolution. Adaptive leadership worked best
when the solution was unknown and participants had to be drawn
together to discern a new pathway. Technical leadership was more
direct than adaptive leadership and was clearly more comfortable
for organization members. In fact, it was so comfortable that mem-
bers frequently sought a technical solution even when an adaptive
response was more appropriate. For example, in a student organi-
zation context, technical questions related to participation would
include what could be done to achieve more visibility on campus and
which marketing and promotion methods would get the organization

name out more effectively. An adaptive leadership question would
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refer to the organization’s perceived or real values and how they
can be promoted in a way that is of compelling interest to students.
Essentially related to public relations, the technical question and
response might achieve some gain. However, the issue of how to best
promote the organization could be resolved within the organization’s
resources. Exploring the core values and purposes of the organization
requires a deeper level of leadership and adaptive challenges, and it
is on these challenges that Heifetz focused his attention.

Heifetz warned that there were a number of perils involved
in adaptive leadership, because such challenges require
experimentation, the discovery of new knowledge, and various
adjustments throughout the organization. Only by adjusting atti-
tudes, values, and behaviors could participants adapt to a new envi-
ronment and sustain such change over time; this shift in values or
perspective was the most difficult. For change to occur, participants
had to be disloyal to their past and some of the constructs and
relationships that shaped it. For example, if a student government
were to consider abandoning formal organization processes such as
resolutions, formal reports, and Robert’s Rules of Order, they would
have to be disloyal to the processes utilized in previous student
governments, city councils, and even state and federal legislative
bodies. Exploring new possibilities meant entertaining the pros-
pect that current organization processes were ineffective. However,
staying with the old way may have obscured the deeper and more
important concern related to core organization purposes. Returning
to the example of the student organization’s participation, better
public relations might help, but using a technical approach may
also mask the more substantial change that could enhance the
organization’s effectiveness.

Heifetz noted that adaptive leadership was threatening to
organizations and could elicit different forms of resistance.
Marginalizing, diverting, and attacking were three strategies that
organizations used to shut down adaptive change. These varied in
the degree to which they represented overt or covert strategies, but
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they were relatively easy to spot as resistance. Another attempt
that was less easy to identify was seduction or co-opting. In the co-
opting strategy, members resisted adaptive leadership by incorpo-
rating it into the regular functions of the organization. An example
could be when a grassroots change effort, such as a drive to pur-
chase only clothing produced in work environments that pay a fair
wage, was incorporated into the institutional purchasing process.
Such a strategy would not necessarily undermine the effort but
could slow or reduce the impact of a more active student boycott of
sweatshop-manufactured clothing.

Another important lesson that Heifetz offered was that leaders
frequently avoided or did not listen to those who disagreed with
them. Heifetz recommended doing just the opposite. In order to
refine one’s own strategy and respond to the questions of adver-
saries, one needed to listen carefully to the reservations others
expressed. Listening does not mean abandoning one’s goal but does
push one to become better informed of others’ reservations and
thus work more effectively for change.

One of the most frequently cited metaphors from Heifetz’s work
is the concept of going to the balcony. Adaptive leadership would
be most effective when leaders gained objectivity and perspective
by going to the balcony to observe the dance floor below. Many
leaders failed because they could not see the patterns, nuances, and
intricacies of what was going on around them. A skilled and adap-
tive leader would use one or more strategies to help regulate the
tension presented in an organization facing adaptive challenges.
The adaptive leadership response included (Heifetz & Laurie,
2001): direction (identifying the challenge and framing the issues);
protection (letting the organization feel tolerable external pres-
sures); orientation (challenging current or quickly emerging roles);
managing conflict (exposing or letting conflict emerge); and shap-
ing norms (challenging unproductive norms). These adaptive
leadership responses gave the work back to the group and sought
to engage members more fully so that the best responses could be
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identified. Only by managing the tension of adaptive leadership
could leaders hope to secure the fullest and most helpful contribu-
tions from participants.

Another caution Heifetz and Linsky (2002) offered was that
those who wished to lead needed to learn to manage their hungers.
Hungers need not be avoided but simply managed. The primary
hungers they identified were power, importance, and intimacy.
Power could undermine adaptive leadership because the need to
control and to direct would prohibit others from taking on adaptive
work. The hungers for importance and affirmation bred heroic
desires and behaviors that robbed contributors of the opportunity
to develop their own strengths and resolve their own issues. Heifetz
and Linsky proposed that the third primary hunger, intimacy, could
result in seeking intimate company and relationships that would
compromise effective leadership when left unchecked. There have
been numerous public cases of leaders who have not managed their
emotions, but the hunger for intimacy also routinely affects regular
workplaces and communities where stress or loneliness cause lead-
ers to turn to others for support and solace. Spreading office gossip
and using confidants to vent about work frustrations are examples
of sharing individuals’ personal concerns that may reflect lingering
hungers for intimacy.

The insights offered by Heifetz and his collaborators provide
powerful lessons intended to help leaders maintain adaptive lead-
ership commitments when appropriate. Falling into the resistance
traps laid by others, not listening to those who disagree, losing
objectivity, and falling prey to our hungers are all dynamics that
can draw adaptive leadership away from its primary purpose:
giving the work back to the groups and organizations we seek
to lead.

Heifetz has perfected adaptive processes in his teaching. By
creating course experiences that demonstrate the adaptive leader-
ship variables he identified, Heifetz extended the relevance of the
model while also providing guidance for those who wished to use
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the model in their own work. This Case-in-Point method has been
described by Sharon Parks (2005) in great detail. This method of
teaching provides the opportunity to use explicit and underlying
issues in the group to demonstrate course content; thus the classroom
becomes a studio for demonstration, performance, and experimenta-
tion. Although Parks described the teaching methods Heifetz used in
a classroom setting, she offered insights that also hold relevance for
cocurricular experiences. Most important, the Case-in-Point method
enables the shift from positivist and heroic teaching to improvisational
and artistic learning. Five elements—conscious conflict; pause; image
or insight; repatterning; interpretation, testimony, and testing—form
the core of both the artistic learning and leadership processes (Parks,
2005). Conscious conflict involves creating something new from what
isn’t working. Pause stimulates deeper thinking when the active mind
is forced to step back. Image or insight occur when “aha” moments
emerge, facilitating the resolution of conflict and students’ abilities to
interpret their own experiences. Repatterning results when previous
assumptions are reconfigured in the light of new evidence. Bringing
the new way of seeing and thinking to another party or group for con-
firmation or contradiction gives rise to the interpretation, testimony
and testing phase.

Heifetz’s adaptive leadership model and the Case-in-Point peda-
gogy that he has perfected provide bridges between the worlds of
studying, critiquing, and practicing leadership. With skillful and
deep preparation, educators can adapt the pearls of wisdom in
Case-in-Point learning to a variety of settings. The adaptive leader-
ship model also provided a link between the two broad areas that
framed the theories we have explored in this chapter. The Making
the Match research determined that the two broad gaps in what
employers seek and what higher education prepares graduates to
do are managing people and tasks and mobilizing innovation and
change. Technical leadership, focused on how specific and knowable
strategies guide a leader-centric group, results in a type of leadership
that is more related to managing people and tasks. Adaptive
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leadership, focused on eliciting full participation from community
members to devise previously unknowable responses to complex
and difficult questions, is essential to mobilizing innovation and
change.

Conclusions

I chose the models summarized in this chapter as a way to frame
the questions of why deeper leadership should be cultivated and
how this might be done. The twenty-first century presents massive
change and uncertainty. Preparing college graduates to be effective
in this changing world is one of the most compelling challenges
we face in leadership learning. The Making the Match research
by Evers et al. (1998) documented the need for college graduates
who are more skilled in managing people and tasks and mobilizing
innovation and change. The concepts of emotional intelligence
introduced by Goleman et al. (2002) and soul leadership by Hag-
berg (2003) help us see how educators can encourage students to
explore their inner purposes, reorient their compasses, and accept
their calling in leadership and in life. Lipman-Blumen’s connective
leadership (1996) and Moss-Kanter’s confidence (2004) offered
deeper insight into how groups function and how educators can
enhance students’ capacity for good and productive mutual work.
To help students discover their calling, educators can draw on the
Leadership Identity Development model (Komives et al., 2005),
which presents students’ progression as they move from seeing
leadership as embodied in external others to seeing themselves
as capable of and involved in leadership. The Leadership Identity
Development model highlights the shift in students’ sense of effi-
cacy and purpose when they began to discover their passions. The
work of Goleman and Hagberg reinforced a similar belief about the
importance of discovering passion and purpose. Lipman-Blumen
and Moss-Kanter provided strategies for how those with conviction
and purpose can respectfully engage others and invite them into
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connective and productive membership and leadership. Students’
shift from leader-centric notions to shared and integrative forms
of leadership are directly aligned with connective and confidence-
building forms of organization leadership. Heifetz (1994) commu-
nicated the complexity of issues that require adaptive leadership
responses as well as the methods that could help align partners’
and participants’ real work together with individual leader’s
convictions.

We have models to help us deepen leadership, but our dilemma
is to understand the many available models and determine in
which settings and conditions they could be most useful. I have
not presumed to provide an exhaustive summary of new leadership
theories in this chapter. My hope is that these interpretations and
applications will stimulate new connections that you can explore

with your colleagues and students.
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Accessing Purpose and Voice

for Deeper Leadership

challenging question facing educators and students of
leadership is, “What theory or model will best serve my
needs?” Regardless of whether your goal is to understand your
own leadership potential or to design a leadership program
that will impact others, your decision to select one model over
another is subjective. Your own life experiences, your view of
the world, and your interactions with those people who have
been most influential in your life no doubt affect your choice.
Likewise, this chapter is subjective in that I present models that
resonate with my personal experiences. It reflects my understand-
ing of what deeper leadership could be—at this moment in time.
My views have changed and have been refined throughout my life’s
encounters. As I have attempted to remain an active student of
leadership, I have pooled the thoughts of numerous authors and
added my own to develop a model that proposes the potential for
a kind of leadership that digs down into the soul. I call this kind of
leadership deeper leadership. I invite you to explore this model and
its applicability to your own experience and I further request that
you add your own experience to enhance the model’s meaning.

Defining Leadership

[ have heard hundreds of speakers, read thousands of articles and
books, and engaged in countless conversations about the meaning
of leadership. The variety of these perspectives frequently leaves
me more confused than resolved. One moment in time presented
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the opportunity for me to focus, simplify, and discern what is for
me a core and transcending idea. During that one moment in time,
[ sat among 400 college students eager to learn how to be better
leaders. The students’ casual chatter during the opening session of
the leadership conference filled the auditorium with energy. The
conference keynote speaker strode to the microphone and started
his remarks with the question, “How many of you out there know
what leadership is?” I was startled by the simplicity of the question,
and I was unnerved by the fact that [ was an experienced adminis-
trator in an audience of primarily undergraduate students. In this
kind of setting, it was apparent that my life’s work, study, and expe-
rience with leadership should have provided a clear definition. I
hesitated for a moment, noticed that very few people in the room
were raising their hands, and then took the risk to lift mine. By gift
of providence, the keynoter did not call on me but, instead, asked
for several students’ opinions. In those moments of hesitation, and
as | heard others speak of what they thought leadership was, I found
an answer within myself that [ had never explored before.

This wonderfully pregnant moment spurred me to discern one
of the simplest definitions of leadership I've ever seen. This defini-

tion is the one I propose for your consideration:
1 Leadership = Conwiction in Action

Conviction in action is at once simple and complex, and it

encompasses seven assumptions:

1. It is inclusive. Conviction in action embraces the belief that
individuals with positions of authority and influence are capa-
ble of leadership as well as a belief that many others make
a difference in their communities, workplaces, and broader
world without ever having been given any title whatsoever.

2. It involves inner and outer work. Conviction in action incor-

porates inner work in which leaders engage in self-reflection
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as well as outer work in which leaders seek to serve others.
If I have not looked carefully at the things I value most,
then I have no source of power within that sustains my

commitments and shapes my interactions with others.

3. It results in action. Leadership is not only about thinking but
includes taking steps to act on our convictions. If I intend no
particular action now or in the future, how can I claim to be
involved in leadership?

4. Itis based on honesty and openness. Conviction in action pro-
vides an opportunity for me to share my views, without the
need to manipulate or spin an idea to secure the acquiescence

of others.

5. It fosters courage. Conviction is essentially the ability to
overcome doubt, to be convinced that what I believe is

achievable.

6. It sows seeds. Conviction in action serves as a catalyst for
others’ aspirations. When I express my convictions, I plant
seeds of possibility or understanding in others’ minds.

7. It creates connections. Conviction in action fosters mutuality. As
a person who has deep convictions, [ am so passionate about my
beliefs that I will listen more deeply to others and will seek to
help others achieve their purposes while at the same time enroll-
ing them in mine. The process of exchanging and incorporating
conviction then allows the synergies of purpose to unfold and
thus enables me to achieve my goals while others achieve theirs.

This disarmingly simple definition, leadership = conviction in
action, is related to and is derived from many other theories, all
of which were noted in Chapters Three and Four. However, its
simplicity makes it different from the many definitions that leader-
ship educators and scholars debate and advocate. The reason I pro-
pose so simple a notion is to provide a way to start with agreement
rather than hair-splitting critique over many words. My proposal
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is that by starting simply with a broad definition, to which you
add your own meaning and rich perspective, we will be better
able to recognize our commonalities rather than our differences in
perspective.

The remainder of this chapter will address some of the con-
cerns that are no doubt already beginning to flow through your
mind. How can I find a source of conviction that lasts? How do
[ know that my conviction is worth pursuing? What if the con-
victions of someone else are contrary to my own beliefs? What
if the expressed conviction has an intentionally negative impact
on others or on the world? How can [ always be “on” and con-
sistent with my convictions? These questions and others will be
addressed in the unfolding deeper leadership model to follow. First,
I explore the origins of conviction and then draw on several exist-
ing theories and models to identify three paths—presence, flow,
and oscillation—that lead toward deeper leadership.

Exploring the Conditions That Arouse Conviction

Leadership based in conviction is derived from personal aware-
ness and reflection on the possibilities of the work worthy of our
time and commitment. The kind of conviction that lasts, or pro-
vides the foundation for future discovery, is a journey toward an
ultimate purpose or perhaps a vocation. Some trace the discovery
of conviction to spiritual or other revelations in their lives. The
difficulty is knowing where to start—especially for those who are
younger or lack the kind of exposure to the world that stimu-
lates questions of deeper purpose. We need not feel as if we must
wait for divine inspiration or a life-changing experience to dis-
cover conviction. Sometimes, conviction stems from an ordinary
observation coupled with the recognition of a compelling need.
For example, one student whose leadership journey I’ve followed
carefully noticed as a high school senior that promotional phar-
maceutical pen supplies were being thrown away by his family
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physician at the same time he knew that there were people in
Africa who desperately needed writing utensils to meet their
basic educational needs. He started by asking that a box be pro-
vided in which nurses could place the supplies that they would
typically discard. Within a short time, the first box was full, other
boxes filled, and a shipment of 760 pounds of supplies was off to
Africa. When this student entered college, he established a stu-
dent organization to raise awareness of educational problems in
Africa, and he delivered over $2,000 and a thousand pounds of
educational supplies during his summer break. His next realiza-
tion was that the organization he had founded needed to foster
shared leadership among its members so that others could lead in
his place, guaranteeing that the organization would eventually
become sustainable after his graduation. In this small example,
we see the seeds of discontent that led to modest possibilities at
first and eventually grew into a major commitment, transform-
ing awareness of the need into action to provide educational
and medical supplies for people who desperately need this help.
The origin of conviction is most likely a small step but one that
has the potential to lead us toward finding and living out our
authentic purpose.

Discovery of conviction among women who engaged in profound
social change leadership mirrored the previous example. After study-
ing the motivations and behaviors of seventy-seven women across
three generations who had emerged into visible leadership roles,
Astin and Leland (1991) concluded, “What becomes clear here is
that leaders emerge from the critical interplay of personal values
and commitments, special circumstances or historical influences,
and personal events that motivate and mobilize people’s actions” (p.
66). They discovered that the emergence of purpose varied among
their subjects, just as it would be likely to unfold in students’ lives.
“Sometimes the development was intense and sudden, at other
times it was gradual, and often it came with nagging reluctance” (p.
76). Understanding that conviction comes at different times and
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through different processes may unnerve some who would prefer a
more predictable pattern. However, the uniqueness of the individual
journey toward purpose reminds us that although there may be
similarities among stories of conviction, we need always to acknowl-
edge and affirm the personal work we each must undertake.

A troubling aspect of conviction is that it can be manifest in both
good and bad leadership. This is one of the most difficult philosophical
questions faced by those who seek to understand leadership: that lead-
ers can be bad and can profoundly and negatively affect millions of
people, environmental systems, and the very stability of life.

[ used to dismiss bad leaders by rationalizing that they weren’t
really leaders. The way I constructed this in my own thinking
was that leadership had to be only a positive act, one that influ-
enced living conditions and circumstances of others in ways that
enhanced rather than detracted from their quality of life. Discus-
sions of Adolf Hitler’s Nazi ideology and abuse are almost always
part of any conversation on leadership. You can do as I did, which
was to claim that he really was only a manipulator, a demagogue, a
coercive agent of evil. Or you can recognize that there might have
been in Hitler those moments when he actually displayed leader-
ship capacities that many of us would embrace. The difference is in
the ultimate outcome of what he did. Regardless of moments when
Hitler may have displayed leadership, he caused immeasurable
pain, agony, and devastation. He destroyed people and systems that
stood in the way of his aspiration to dominate others absolutely.

Books by Jean Lipman-Blumen (2004) and Barbara Kellerman
(2004) on toxic and bad leadership convinced me to recognize that
leading can have very negative qualities. Furthermore, recognizing
bad leadership and toxic leaders allowed me to get on with the
important work of understanding how leadership is exhibited for
both positive and negative purposes. Kellerman in particular iden-
tifies leaders who ranged from ineffective to unethical. To some
extent, it doesn’t matter whether the leadership style falls under
the category of ineffective or unethical; each style has negative
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repercussions. The continuum that Kellerman suggests includes
incompetent, rigid, intemperate, callous, corrupt, insular, and evil.
[t is relatively easy to see how each of these forms of leadership can
result in negative, or in some cases, tragic consequences.

Ineffective leadership, or a lack of developed leadership capacity,
may be easier to address than unethical leadership. By drawing in oth-
ers who could be more effective, leadership educators can help those
who have a good purpose but are just bungling the opportunity. Or we
can attempt to address the incompetence or rigidity, such as in train-
ing individuals in communication skills or helping them understand
important skills of time or meeting management. Intemperance and
callousness are deeper and more difficult to address; such leadership
would more likely originate from a lack of exposure to and understand-
ing of others. This kind of leadership may also be the result of repeated
struggles in dealing with a problem or dynamic of groups. However,
there is still opportunity to intervene in such a situation to help indi-
viduals and organizations become more patient or responsive.

By contrast, ill intent is a much more difficult problem. Corrupt,
insular, and evil leadership is malignant in its purpose. Corruption
and insularity are frequently based on arrogance, disconnection, and
a mentality of “my way is the right way.” There is little room for
learning when these forms of leadership are present. Those who have
ill intent may be misinformed, unaware, or biased. Or ill intent may
come from deeply rooted purposes—those that seek to demean, dis-
credit, diminish, or eliminate others.

If we assume that ineffectiveness can be resolved through a num-
ber of strategies, then what could we do about the truly evil intent,
especially when that evil purpose is not immediately recognized by
others? Here we can attempt to intervene with the person or people
exhibiting destructive leadership, hoping that we can influence
them to see how their leadership is negatively impacting others. Or
we can urge those who are intentionally or inadvertently supporting
destructive leadership to recognize it and formulate resistance to its
toxic influences. Regardless of which intervention is available to
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us, the point is that others must recognize the negative leadership,
confront it, and cease to tolerate its use.

The sad truth of my own experience is that [ know that there are
examples of when | have aided and abetted bad leadership. By not
confronting others, I have contributed to their success. Even worse,
as a leadership educator, I have to admit that I have helped a few
bad leaders to acquire the skills to be successful in their leading. I
had hoped to improve the core of these individuals and to help them
realize the ethical and service aspects of their lives, but in reality I
have only helped them improve their communication skills or their
ability to “spin” their message to obscure the destructive reality of
their purposes. That I have ignored bad leadership or inadvertently
assisted in making it more effective is a sobering realization.

To determine whether and how to challenge bad leadership, I
have found that the best test is to challenge myself and others to
explore the purposes and convictions of leadership. Why is it that you
or [ want to acquire a specific role or position? What do we intend
to accomplish by gaining agreement to our proposed action? Who is
best served by the project on which we want others’ support? These
are the kinds of questions that can begin to open the door to under-
standing that allows us to recognize and confront bad leadership.

Ultimately, one of the most valuable means of cultivating
effective and constructive leadership is to look at core purposes.
Examining core purposes can reveal the transformative potential
that can be found in serving others. Authentic purpose or convic-
tion will result only when those of us seeking to provide leadership
recognize the wholeness of the interconnected world in which we
live. There are many worldwide notions of this relationship, but
one that conveys this most effectively is the idea of ubuntu.

15 Ubuntu = Commitment to Wholeness
The African concept of ubuntu affirms the organic wholeness of

humanity. The notion is enshrined in the Xhosa proverb umuntu

ngumuntu ngabantu, meaning “a person is a person through persons”
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(Villa-Vicencio, 1996, p. 298). This belief recognizes the presence
of the divine in others and asserts that we are shaped for good and
bad by all those with whom we share our lives. A rough translation
in English of the concept of ubuntu is “humanity towards others,” or
the “belief in a universal bond of sharing that connects all human-
ity.” In the words of Archbishop Desmond Tutu (2005), “A person
with ubuntu is open and available to others, affirming of others, does
not feel threatened that others are able and good, for he or she has a
proper self-assurance that comes from knowing that he or she belongs
in a greater whole and is diminished when others are humiliated or
diminished, when others are tortured or oppressed.” Ideas similar to
ubuntu can be found in such diverse world traditions as Buddhism,
Judaism, Christianity, Islam, Tao, and in nonreligious perspectives
such as secular humanism and generosity or abundance beliefs.

If leaders hold core convictions like those described above—
believing in the interconnectedness among humans, nature, and the
systems that sustain us—then they are much more likely to be wor-
thy of trust. Indeed, when we trust in the belief that we are all con-
nected and that our welfares are intertwined, our behaviors toward one
another change. We become more aware of one another, more respon-
sive, flexible, centered, and committed to contribute to the common
good—qualities that are just the opposite of what Lipman-Blumen and
Kellerman helped us to see as the characteristics of bad leadership.

If leadership is conviction in action, and core purposes are for-
mulated in relation to the benefit and welfare of the whole, we
have a significant start in understanding the kind of leadership
that is worthy of trust and is worth our effort to cultivate. What
is the process that could result in the kind of depth and personal
reflection that would make this possible?

Discovering the Paths Toward Deeper Leadership

In this section, I propose that if we are to discover and live a life in
which leadership becomes a process of acting on our convictions

and positively contributing to the advancement of the human

103



104  DgEPER LEARNING IN LEADERSHIP

condition, we need to include the exploration of presence, the
maintenance of flow, and the oscillation of experience. These three
concepts allow for renewal of creativity and energy in making a
difference. The three “paths” are necessary to move toward deeper
leadership, leadership shaped by purpose that allows for renewal

throughout life’s experience.

Integrating Personal Reflection and Social Action

The first path, presence (Senge, Scharmer, Jaworski, & Flowers,
2004), involves moving through six broad stages that include
seeing, sensing, presencing, envisioning, enacting, and embody-
ing. Senge et al. describe an unfolding process that they shared as
authors and that led them to recognize this six-stage progression.
Exhibit 5.1 illustrates the Presence model.

Exhibit 5.1: Presence Model
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In the next several pages | will explain what seeing, sensing,
presencing, envisioning, enacting, and embodying are and how
these steps unfold in relation to deeper leadership. Some of these
words, particularly “presencing,” may not hold much initial mean-
ing for you. Once you are more familiar with the words, you are
likely to see their intuitive relevance and meaning, and that their
most important use is in reflecting on others’ and your own experi-
ences in discovering and acting on conviction.

A very important underlying belief of the Presence model is that
those who move through it experience a gradual opening of mind,
heart, and will. Open mind, open heart, and open will are in the center
of Exhibit 5.1 to portray the deepening journey of discovering purpose
in life. Cultivating an open mind allows us to consider other informa-
tion, perspectives, and evidence of which we were unaware or that we
previously ignored. The preparatory step of downloading preconceived
notions opens the way for us to see the world around us in a more
descriptive, accurate, and complete way. This opens our minds so that
new information can be absorbed. An open heart follows from an open
mind when we begin to sense new ways of viewing and relating to the
world around us. Sensing is enhanced not only by information but by
an emotional intuition about things that might be. As our hearts are
opened, the reality of others’ life experiences and circumstances begins
to pry on our conscience and, indeed, pushes us to consider changing the
way we view and act toward them. At the deepest point of Exhibit 5.1
we see presence, which comes from an open will to do something about
what we have begun to see and sense. As our will opens, we see the
possibilities presented by changing our views, our commitments, and
our actions. Open will is the foundation for presence, or being present
in, the work of deeper leadership. Keep open mind, heart, and will in
mind as [ describe these phases in greater detail.

Downloading

The six stages of the Presence model characterize a deeper level of
reflection and analysis than is typical of many of our life experiences.
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Much of what we do in life is out of habit—it’s familiar and routine.
The process involved in presence requires first that we erase the slate
of our previous awareness. The beginning of the path to presence
requires discarding previous notions that could restrict a deeper and
more informed understanding of the world and the conditions in
which we live. The initial process, which Senge et al. term intel-
lectual or emotional downloading, functions much like a computer
where data or documents are placed on the “desktop,” or temporary
memory, of our awareness. | think of this as ridding myself of conven-
tional or prescriptive notions that could inhibit deeper understand-
ing. By doing so, previous notions remain on the desktop, kept out
of the way so that I can acquire new understandings by looking care-
fully at the current environment and conditions that surround me.
Downloading doesn’t mean denying our previous notions; rather, we

choose to suspend the conclusions while we explore other insights.

Seeing

Downloading clears the way for the first stage of the Presence
model: seeing. In the seeing process, we begin to focus on cir-
cumstances and conditions that we may previously have not seen.
The blur of daily existence is removed. The cataract that made it
difficult to focus no longer inhibits our clear vision of the circum-
stances before us. During the seeing process, we are also able to
get outside of our own frames of reference. If our life experiences
constrict seeing the world anew, downloading and seeing provide
the opportunity to gain perspective or distance. The combination
of seeing both more detail and seeing more broadly sharpens our
vision and provides the foundation for the next stage: sensing.

Our minds are open to new possibilities.

Sensing

Sensing is the beginning of the call to leadership. Seeing detail and
context at the same time allows us to see from the whole, rather

than just from our own previously narrow view. An open heart is
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critical at this point. Responding to the call of leadership requires
us to let go—of other things we could have done, of freedom, of
leisure. When I become convinced of the need to take leadership,
[ feel as if a magnet is drawing me toward a project (or purpose). |
feel the angst of concern or dissatisfaction that compels me to act.
It’s as if [ have no choice but to do something.

After we feel compelled to act, we need to find ways to break
down false illusions so that we can see the true challenges that
we need to address. Life experiences result in many illusions about
the circumstances around us. For instance, we may see homeless
people in the street asking for help; yet, the illusion we have is that
this is their choice. “If they wanted help, it’s available through gov-
ernmental or private programs” would be one way we may dismiss
the plight of a real person whom we encounter. We discover that
such a belief is an illusion only when we are willing to experience
the phenomenon we observe. In order to explore whether programs
are or are not available to help the homeless, one might actually go
into the streets to spend time with the homeless, talk to them, ask
them for their view of life and how they came to be homeless. Tak-
ing the risk to actually engage with others more deeply provides the
opportunity for disillusionment, an important step to being able to
sense new possibilities.

Presencing

When seeing and sensing give way to presencing, we are subject to
very powerful forces. The open mind and heart give way to an open
will that calls us to act. Presence is what many of us see as authen-
ticity in others or the “just being real” that is so attractive. People
who are present have an unusual power in their interactions.
Consider the actor or public figure whose “presence” was so nota-
ble. After a great theater performance, we frequently comment
that an actress had such amazing stage presence. This is exactly
the kind of real and compelling feeling we get when we are around
someone who is present in their leadership. We know that we will
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not have to guess where they stand. Their commitments are obvi-
ous and they will work tirelessly to communicate their purposes
while respecting those of others.

The beauty and attractiveness of leadership based on presence
is that we know it can be trusted, because of its honesty and forth-
rightness. We know that this form of leadership is not arrogant
and will not risk the imposition of will on others because pres-
ence involves the expression of will in another very powerful
way—through listening to others and engaging with others in the
discovery of common ground and mutual benefit. In describing
Ron Heifetz's Case-in-Point teaching method, Sharon Parks (2005,
p. 100) addressed presence when she said, “The elusive quality of
presence affects one’s ability to attract and hold attention, to con-
vey trustworthiness and credibility, to inspire and call forth the best
in others, to intervene effectively in complex systems, and to be a
conduit of creative change.” “This is my work” is the ultimate con-
clusion for individuals who reach this level of awareness and depth.
[t doesn’t mean that there won’t be other work to do at other times
or that things will never change. What it does mean is that there
is intensity in leadership that allows us to proclaim what we stand
for. Even individuals who more often may be quiet observers will be
comfortable in proclaiming their purpose and engaging with others
to accomplish it. Discovering conviction empowers us all to take
leadership in creating a better world.

Because presence is difficult to discern, an example may be
useful. There are few public figures of whom I can be assured
we are all aware, but former President Jimmy Carter is proba-
bly someone whom we mutually know on the basis of his rep-
utation. Carter was not necessarily seen as among the greatest
presidents the United States has ever had; yet I've heard it said
that Jimmy Carter was the only president in modern times who
used the presidency as a stepping-stone to greater accomplish-
ments. What an amazing statement this is, as many citizens of
the United States and elsewhere would perceive being president
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of the United States as a pinnacle accomplishment. Jimmy Carter
left a position of authority to use his personal influence, his con-
viction, and his presence to cultivate awareness of the possibility
of peace in the Middle East. Jimmy Carter has also served as an
advocate to rectify the problem of substandard housing around
the world through his work on behalf of Habitat for Humanity. In
addition to speaking, he has contributed his time, resources, and
sweat toward building houses for those in need. When you see
Jimmy Carter in person or in the media, you see the same person.
If you have a chance to listen to him carefully, you hear only
very authentic and worldcentric concerns coming from his com-
munication and actions. Regardless of political persuasion, most
individuals recognize that during his term in office and afterward,
former President Carter has reflected that he puts his conviction
into action. This deeply felt, authentic action is exactly what we
see as the presence of deeper leadership.

Envisioning

When we engage with others around purposes we care about, these
new ideas stimulate us to envision a changing world. Senge and
his colleagues propose a process of envisioning as the means to
define a shared vision. Envisioning involves gathering ideas and
resources to achieve what we seek: the vision. As these new ideas
begin to crystallize, leadership is very tenacious, but not in a way
that pushes its vision on others. The energy of individuals who
know what they want is contagious and part of its contagion is that
they are interested in others and in connecting with the aspira-
tions of anyone they can find. Returning to the example of Habitat
for Humanity, the idea of eliminating substandard housing sounds
like an insurmountable goal, especially when we reflect on areas of
urban blight or rural degradation we might have seen. However, if
we have seen what it’s really like to live in a dilapidated structure,
perhaps lacking electricity, water, and other modern conveniences,

an urgency or angst about the fact that so many people live in
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these conditions may compel us to act. The problem is, even if we
have deep conviction about wanting to do something, many prob-
lems like this are so big that we avoid allowing this consciousness
to emerge in our minds and hearts. One of the ways of overcom-
ing the inertia of inaction is to accept that we don’t have all the
answers that will resolve substandard housing. Instead, we believe
so deeply that it must be resolved that we will do anything to begin
to make progress.

To envision is to have a picture of how something might be.
It is having a different idea in our head about how a particu-
lar circumstance might be if it could be improved. Envisioning
includes a process of discerning the future that wants to emerge,
thus breathing new life into the possibilities that can be. As an
example of the difference between observing and envisioning,
consider what we know about hunger. Fifty years ago, many of us
assumed that the population explosion around the globe would
eventually result in mass starvation. Through various activist edu-
cation efforts, we now know that the problem is not the quantity
of food but its distribution. In fact, there is enough food on Earth
to feed all people, if only we could conserve and use reasonably,
and if we could find ways to distribute food resources around the
globe to those in need. What keeps us from addressing global hun-
ger is an assumption that it cannot be resolved and the lack of
will to provide the human and economic resources to address the
problem. If food distribution could be tackled, the next issue that
would emerge is disproportionate population growth in those areas
of the world where food is most scarce. More important, in many
areas with scarce food resources, education is also poor. Envision-
ing a world without hunger would then have to include seeing
food as abundant, finding ways to share it equitably, educating
people in regions of high population growth about the importance
of birth control, and seeking to lift the standard of living for all.
Envisioning is the process of discerning a future seeking to emerge.
With world hunger and many other problems, a holistic, complex,
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multifaceted, and shared vision must be created. This is the group
process of envisioning an ideal future that can benefit all.

Enacting

Enacting, the next stage in the process, comes out of the envision-
ing experience. Enacting is most often demonstrated in small, initial
and provisional steps. Returning to the dynamics of the envisioning
experience, if we think of the changes we seek in too broad, sweep-
ing, and pervasive a way, we may not even take the first step. The
Presence model proposes that enacting is taking the initial steps to
test the effectiveness of our strategies. Enacting may include taking
microscopic steps to get us started. The microscopic advances serve as
prototype attempts that allow us to refine our strategy as we work for
bigger and broader change over time. The opportunity of working with
college students through enacting steps are enormous. Most eighteen-
to thirty-year-olds (or older) will not have the experience, resources,
or wherewithal to address the conditions of the world about which
they are concerned. However, collegians have always been character-
ized as inquisitive, seeking, restless, and willing risk takers. Helping
college students enact provisional and pilot actions achieves several
goals. First of all, enacting establishes a sense of “I can do something,”
or empowerment. As the first steps are taken, we either gain greater
momentum from accomplishing something or we learn from our mis-
takes. When we are successful, even in small ways, we attract others
to our cause. If we begin a fund-raising drive to address issues associ-
ated with substandard housing, we increase awareness among others,
which leads to more funds and volunteers who come forward as they
see the possibility of change. When enacting results in empowerment,
ideas are refined, momentum builds, more partners are attracted, and a
cycle of change is created. This is what enacting is all about.

Embodying

Embodying is incorporating the lessons learned through envision-
ing and provisionally enacting into the ongoing systems that will
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sustain the changes. Embodying could refer to personal, group,
or organizational changes that represent true paradigm shifts in
the way the broader dynamics operate. Embodying might be eas-
iest to imagine when we think of individuals who have worked
diligently for a transformative change over a long period of time.
Often these individuals personify the change they seek. They are
“the movement” or the vision because almost everything they say
or do reflects back on the ultimate purpose. Mother Theresa is a
good example of embodying, because it is so obvious that her focus
was simply on service to others, not on bringing attention to her-
self. The result was that she represented a movement that brought
critical medical, nutritional, and shelter assistance to the people
of Calcutta. This is different from the individual whose leadership
is driven by the desire for ego-gratification; it is usually easy to see
through a motivation to be recognized for one’s contribution versus
recognition being the consequence of hard work and earnest effort.
Recognition in the latter case may even be shunned because the
person does not want to be singled out as responsible. By contrast,
shared contribution and ownership is what is desired.

Before providing an example of how the progressive steps of
the Presence model might unfold, let’s look at another model that
I summarized in Chapter Three. The Social Change model bears
some striking similarities to the Senge et al. Presence model. It
also helps to differentiate the work required of individuals from the
work to be achieved collectively in the process of leadership.

As Exhibit 5.2 demonstrates, the process of leadership for
social change proceeds from individual to group variables and is
ultimately focused on an outcome of citizenship or engagement.
The individual variables are not seen as sequential steps as much
as they are variables that are critical considerations for leaders who
work for social change as they reflect on the purposes in their work:
consciousness of self and others, congruence, and commitment
or conviction. Likewise, the group variables are not hierarchical
but rather capture conditions that are optimal for effective work
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Exhibit 5.2: Social Change and Presence

Sociar CHANGE PRESENCE
MobEL
InDIVIDUAL Consciousness of self | Seeing: Precise
VARIABLES and others observation
Congruence Sensing: Tuning into
Commitment and emergent patterns
conviction
GROUP VARIABLES Collaboration Presencing (discover-

ing authentic pres-
ence): Accessing

creativity and will

Common purpose Envisioning: Identi-
fying new and differ-
ent possibilities

Controversy with Enacting: Testing
civility and prototyping
change
OUTCOME Citizenship Embodying: Living
the change

Note: Adapted from Guidebook for a Social Change Model of Leadership Devel-
opment, by Higher Education Research Institute, 1996, Los Angeles: Gradu-
ate School of Education and Information Studies, University of California; and
Presence: Human Purpose and the Field of the Future, by P. Senge, C. O. Scharmer,
J. Jaworski, and B. S. Flowers, 2004, Cambridge, MA: Society for Organizational

Learning.

in concert with others: collaboration, common purpose, and con-
troversy with civility. The individual variables provide a base on
which group conditions build. The result is trustable leadership
based on authentic purposes and beliefs, transformed into group
attributes that draw individuals and groups together. The result is
collective action, or citizenship.

This exhibit reflects that the process involved in the discovery
of purpose as described in the Presence model is parallel to the
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variables we see in the Social Change model. The beginning of the
journey, seeing the world anew after discarding previous proscrip-
tive notions of how it functions, is likely to involve a process of
growing consciousness of self that contributes to greater congru-
ence. Seeing requires that we introspect, take a critical look at our-
selves and others, and pursue the internal work that allows us to be
more congruent in who we are. Once we pursue this internal work,
we can sense the possibility of things we would like to see changed
in our world. In the Social Change model this is characterized as
commitment or conviction.

Moving to the group variables of the Social Change model,
we see collaboration and common purpose. The Presence model
indicates that once we see the world more clearly and sense the
possibilities of change, we begin to find our voice and to express
our beliefs and aspirations. We are “present” with others when we
collaborate and engage in true mutual work. Collaboration requires
that there be a shared and common purpose among those work-
ing together. This is not coordination, sponsorship, cooperation,
or other terms that sometimes pass for collaboration. The kind of
collaboration referenced here is based on respectful and deep shar-
ing of purpose.

One of the more interesting variables in the Social Change
model is the last of the group variables: controversy with civility. A
critical part of authentic and engaged group process is recognizing
and welcoming the strife and struggle of different opinions. If groups
are not able to sustain disagreements in healthy and constructive
ways, they are very likely to miss essential elements necessary to
success. Constructive disagreement is the critical thinking process
personified in a group context.

In the Presence model, being present in the moment, accept-
ing that others have different perspectives, listening carefully,
and working toward an amenable shared perspective are essential
in order to envision a shared strategy or solution. Envisioning and
then acting in the moment through trial and error will take place
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most effectively when all participants feel valued and are willing to
contribute diverse and important perspectives to the plan. Finally,
enacting and embodying in the Presence model are precisely what
happens when individual and group variables in the Social Change
model take form through acts of citizenship. Citizenship does not
only refer to acts of political engagement; this form of citizenship
includes taking responsibility for our actions and being willing to
invest ourselves in the collective good of our organization, com-
munity, or broader system.

An example may be useful to demonstrate how the Presence
model and Social Change model might unfold in an act of deeper
leadership in a student organization. The Kettering Foundation
funded a project from 2002 to 2007 titled “Fraternal Futures.”
The project was conceived by educators as a way to draw students
into taking responsibility for the conditions, environment, and
future of fraternal organizations on college campuses. One of the
primary reasons that this project was undertaken was that frater-
nal organizations had experienced considerable difficulty over at
least the past five decades, resulting in many campuses and inter-
national headquarters imposing rules, practices, and programs on
them. The imposed strategies were relatively easy to circumvent
among creative undergraduates who were not involved in devising
the solutions and did not support them. In essence, the changes
initiated to reform fraternal organizations have been top-down
edicts at worst and persuasion and incentivized manipulation at
best (Roberts & Rogers, 2003). Considering the problems many
campuses had with fraternal organizations, there seemed to be few
alternatives.

At the heart of many of the difficulties facing fraternal organi-
zations is that they have become something other than what their
founders envisioned, but contemporary undergraduates in many
cases simply don’t see the problem. They joined these organiza-
tions for friendship, camaraderie, and social networks, and, in their
thinking, who’s to argue with that? Maybe there wasn’t anything
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wrong with organizations that had such a purpose, as long as they
abided by the law and did no harm to others. There is, however,
one point of potential disconnect—fraternal organizations were not
created only as places to meet friends and develop social networks.
At their founding, fraternal organizations espoused a commitment
to personal growth and development, scholarship, service, char-
acter, leadership, and brotherhood or sisterhood. Herein lies the
problem: contemporary fraternal organizations had become some-
thing other than what they were intended to be.

In the fraternal organization problem, we see that there is a
clear difference in perspective—what is seen as being appropriate
or inappropriate in terms of the groups’ purposes. The question
was how to bring about change by helping undergraduates see a
different potential purpose for these organizations, rather than
imposing rules on them or cajoling them to make changes. The
Fraternal Futures project (Roberts & Huffman, 2005) involved
students in the creation of a deliberation model based on the
National Issue Forum (NIF) process. The NIF model provided
a way for citizens (in this case, students) to talk to each other
and explore different perspectives on their organizations’ pur-
poses, and how these perspectives might be refined to serve their
founders’ purposes while still communicating a relevant message
to contemporary college students. The Fraternal Futures delibera-
tion involved peer-to-peer interactions that led to a clearer under-
standing of what was going on in these organizations. Once the
group identified the complexities involved, the students began to
deliberate in ways that helped them discern (that is, sense) the
possibilities for a different and more productive future. Sensing
new possibilities resulted in active, deeper discussions that fos-
tered the will to change in individuals who then engaged with
others to create a common purpose and collaborative strategies for
change. The Fraternal Futures model accepts that there will be dif-
ferences in opinion among the participants and that controversy
in talking and planning for a new future is a positive outcome,
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not a problem to be feared. As individual students learned how
powerful the founding ideals of their fraternal organization were,
they developed a deep conviction about what must be done to
protect their future, and they began to engage broader numbers of
brothers and sisters in determining viable actions to bring about
broad, systemic, and transformative change.

The Fraternal Futures initiative was also informed by the
research and model building of Alan Berkowitz (1998), Richard
Keeling (1998), and others who have conceived prevention work
as a process of “social marketing.” The strategy of social marketing
addressed alcohol and other drug abuse, sexual assault, homophobia,
and other campus problems, assuming that these problems resulted
from misperceived norms of behavior. The Fraternal Futures delib-
erations involved students in deeper conversation about the his-
tory and purpose of fraternal organizations, corrected misperceived
notions of such organizations as primarily social in their purpose,
brought real problems to light, and encouraged students to see
themselves as having influence and the ability to do something
about their concerns. This work had demonstrable impact on stu-
dents’ views and confirmed that, when students are engaged in
honest and real discussion and are given responsibility to make
necessary changes, they step up to leadership responsibility. It also
reflected the progression of seeing, sensing, presencing, envision-
ing, enacting, and embodying proposed in the Presence model and
the individual and group development phases of the Social Change
Model of Leadership Development.

The example provided here was very complex; it involved
potentially thousands of voices and represented a formidable
long-term change. The idea of presence is not one for the faint-
hearted, as it requires significant participation and commitment. A
student leader seeking to make a difference in the fraternal world
would need to perform long-term and deep work shared with many
others—resulting in a living example of participation, engagement,
and citizenship of the type needed in so many areas.
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The concepts included in the Presence and Social Change
models are confirmed by other theories. One of these models,
described in William Perry’s Forms of Intellectual and Ethical Devel-
opment (1970), described nine stages of individual cognitive and
ethical development through which young adults move as they
mature. The other model, described in Ken Wilber’s A Theory of
Everything (2000), proposed “integral theory” as a way of under-
standing both individual and societal evolutionary phases. The fol-
lowing summaries of these two models will demonstrate how all
four models relate to or confirm one other.

The Perry model was one of the most prominent developmental
models used during the emergence of the student development
movement in higher education in the late 1970s. It is a nine-
stage model that can be collapsed into four broader phases: dualism,
multiplicity, relativism, and commitment within relativism. The
Perry model was originally based on research with undergraduate
men at Harvard University in the 1960s, but subsequent research
and applications of the model have demonstrated its relevance
to women and to members of other culturally and intellectually
diverse groups.

The first phase of the Perry model, dualism, is a phase typical
of many undergraduates as they enter higher education. Students’
thinking at this point is dogmatic, either-or, right-wrong, and
dependent on authoritative perspectives. The person who has a
dualistic perspective is intent on discerning the good authority who
will shed light on the truth. There are good and bad authorities,
and the good ones, with whom individuals in dualism identify, are
those who can substantiate their perspectives with clear and con-
clusive rationale.

The second phase, multiplicity, is characterized by the realiza-
tion that there may be other, perhaps many, relevant perspectives
on any given issue. Students who exhibit this perspective are likely
to see multiple views, but they still believe that there is one right
way and that authority figures use multiplistic perspectives to either
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confuse or obscure the truth. Finding the truth may be conceived
as an intellectual game for students who approach questions from a
multiplistic perspective.

The third phase, relativism, discards the hope of a “right” or
authoritative answer. In fact, students fully embracing relativism
may become indignant to others’ assertions of rightness. A kind
of “anyone has a right to their own opinion” perspective pervades
relativistic students’ interactions and way of being.

The final broad phase, commitment within relativism, rep-
resents the point at which there is a realization that there are,
indeed, multiple interpretations of a variety of life phenomena.
Questions students might face as they begin to experience com-
mitment within relativism range from determining the relevance
of an academic theory to selecting a career to exploring matters of
personal integrity. Within this relativistic stance, experience,
evidence, and general patterns indicate that some perspectives are
more defensible than others, some portrayals of phenomena more
adequate than others, and some ways of thinking about certain
areas of inquiry more useful and predictable than others. The Perry
model conveys a movement from individualistic, noncontextual-
ized understanding to views that recognize the relevance of others’
views and finally to an acknowledgment of the need to develop
diverse, interconnected, and mutually informing ways of seeing the
world (Roberts, 1981).

Integral theory (Wilber, 2000) proposes that there is a natural
evolution for us individually and collectively that can be observed
and documented. This natural evolution or “Spiral of Develop-
ment” serves as a map of interior and exterior consciousnesses. The
three broad phases of this evolution are from egocentric to ethno-
centric to worldcentric perspectives. In Wilber’s proposal, evidence
of movement through these phases is all around us and is expressed
by different people and systems depending on the circumstances.
The Spiral of Development can be broken into nine stages or
memes: survival, kin spirits, power gods, truth force, strive drive,
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human bond, flex flow, whole view, and integral-holonic. At the
early levels (survival, kin spirits, and power gods) we behave in very
egocentric ways, demanding that our needs and desires be fulfilled,
relying on instinctual and narcissistic behaviors to achieve our own
individual or group goals. At the middle levels (truth force, strive
drive, and human bond) these perspectives emerge: finding purpose,
ensuring a future, and strategizing to prosper. There is a very strong
ethnocentric bond among those seeking a shared future at the
middle levels of the integral model; this results in the competitive,
warring behaviors of groups that otherwise might be able to find
common ground in their purposes. Wilber particularly notes the
“green meme” thinkers, whom he critiques as progressive thinkers
who hold back individual and societal evolution because they per-
sist in judging others’ perspectives as inadequate and ineffective for
the world’s present state. Wilber indicates that the final stages of the
spiral (flex flow, whole view, and integral-holonic) are rarely seen in
either history or the present. Fleeting moments of possibility think-
ing would include such activities as the drafting of the Constitution
of the United States of America or Eleanor Roosevelt’s advocacy
for a statement on human rights. In the truly worldcentric view,
there is a desire to integrate and align systems, to synergize, and to
envelop all ways of thinking about the human condition. The final
stages are integral in that they recognize, include, and make a place
for all perspectives, rather than asserting the rightness of the world-
centric notions. There may be a belief among those who perceive
the world through worldcentric lenses that a particular course of
action would be beneficial, but they continue to honor others’ per-
spectives. This last point is very important because it represents a
shift from integral theory’s first to its second tier of thinking. In the
first tier, some views seem right and others wrong, but the second
tier recognizes that there are reasons why people and systems see
things differently. The truly integral perspective advocates for the
purposeful role of all forms of consciousness as a way to advance the
evolution of individuals, groups, and systems.
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The last phase of the Perry model is much like the worldcen-
tric view (flex flow, whole view, and integral-holonic) of Wilber’s
integral theory. Both Perry and Wilber found few examples of the
highest stages of their models. Both models propose that there is a
time in individual development that embraces multiple possibili-
ties. In these moments there is recognition that circumstances and
evolution itself will likely result in integrated and synergistic belief
systems and ways of viewing the world. The difference between
Perry and Wilber is that Perry proposed his model as an individ-
ual developmental progression, whereas Wilber proposed integral
theory as a process that can be seen in both individual and societal
evolutions.

Sternberg (2007) reinforced the relevance of Perry’s and
Wilber’s ideas when he advocated for the importance of wisdom
in leadership. He even used specific terms such as contextualism
and relativism to describe important capacities of effective lead-
ership. His point was that the complexity and unpredictability of
life require a broad and adaptive view of the challenges faced in
leadership.

The Presence and the Social Change models propose ways of
thinking about leadership that bring to the surface individual and
group variables that are essential to deeper learning in leader-
ship. The Perry and Wilber models introduce the challenge of
how this deeper learning might be pursued. Much of the process
of going deeper is developmental, but the remainder of the pro-
cess includes experiences and other influences. It is fundamen-
tally important not to use models like these as a way to critique
anyone’s place in life. We are where we are. Commitment within
relativism (Perry) and second-tier thinking (Wilber) allow us to
see the value of all places in the process of developmental evo-
lution. The opportunity is to provide and explore more robust
experiences that raise better questions throughout all levels and
stages. Doing so will allow us to be successful in developing deeper
leadership in ourselves and others. The goal is not necessarily to
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reach the “highest” levels or stages but rather to develop deeper
leadership at whatever level or stage we find ourselves.

The preceding discussions of presence, social change leadership,
intellectual and ethical development, and the progression of human
consciousness provide a foundation for understanding leadership as
conviction in action. These models explore ideas and concepts that
are beyond the consciousness of many of us at present, yet they pro-
pose ways of seeing the world that ideally are provocative and attrac-
tive. The models represent deep work that starts in the individual, is
rooted in more critical and engaged opportunities to see the world in
a realistic light, and involves authentic relationships. These authentic
relationships are formed among people who bind together, although
it is not always easy to do so, to address concerns that are recog-
nized as common threats or conditions that need attention. This is
intense work, and intensity requires a different kind of commitment,
energy, and renewal. Two additional concepts that will help achieve
intensity and renew it in deeper leadership are flow and oscillation.

Focusing Energy to Achieve Optimal Performance

The second path to deeper leadership, flow, is a concept coined by
Mihaly Csikszentmihalyi (1993/2003). The idea of flow emerged
from the study of peak performance and how those who achieve
extraordinary levels of accomplishment are able to do so. Some
of the groups studied were highly skilled surgeons, Olympic ath-
letes, and great artists. Csikszentmihalyi’s research found that
human performance in almost any endeavor is at its highest when
the focus is on achieving one’s own best performance in the com-
pany of other high performers. In fact, seeking to be number one
undermines high performance in some cases. When winning is all
that counts, competition is less enjoyable and more stressful, and
it comes with physiological and psychological barriers that negate
what would otherwise be high performance potential.
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The flow experience is made possible when individuals com-
mit to pursue a dream and seek only to do the best they can do,
considering their capability and the likelihood of achieving the
dream. Exhibit 5.3 portrays the interaction of ability and perceived
challenge as we work toward a goal.

As you can see, the least motivating environment is one in
which both the challenge and skill expectations are low; this is
referred to as apathy. Following the chart to the right from the apa-
thy segment, increased skill or ability matched with continued low
challenge results in boredom or relaxation. High skill and moderate
challenge lead to a sense of control, a condition conducive to

maintaining a current level of functioning but not calling forth the

Exhibit 5.3: Flow

ANXIETY
(Stressed, Alert)

AROUSAL
(Alert, Focused)

FLOW
(Focused, Happy)

WORRY
(Stressed, Sad)

CONTROL
(Happy, Confident)

Challenges —— > High

BOREDOM
(Depressed,
Contented)

RELAXATION
(Confident,
Contented)

APATHY
(Sad, Depressed)

Low < Skills » High

Note: Adapted from “Figure 2: The Map of Everyday Experience,” in Good
Business, by Mihaly Csikszentmihalyi, 2003. New York: Penguin. Copyright ©
2003 by Mihaly Csikszentmihalyi. Used by permission of Viking Penguin, a divi-
sion of Penguin Group (USA) Inc.
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highest performance. Following the chart in the other direction,
when skill level is low and the challenge increases, conditions of
worry and anxiety are likely to occur. The optimal achievement
possibilities exist when the challenge of a particular task is high
and when skills are moderate (arousal), and especially when skill is
high. This last combination, high challenge and high skill, is the
“flow” segment that calls forth the highest intensity and optimal
performance. Csikszentmihalyi’s research indicates that the high-
est level of performance is achieved when the preparedness and
ability are high and when the challenge is a little beyond anything
we have ever achieved. In these circumstances, we push ourselves
past the level of performance that we think would typically be
possible.

What Csikszentmihalyi found among high performers who
experienced this combination of high ability and high challenge
is that they entered a state of flow. Flow is a heightened awareness
and focus that blocks out everything but the goal. Another phrase
sometimes used in athletic performance is being “in the zone.”
Long-distance runners, rowers, bikers, and athletes in other sports
requiring intense and sustained focus lose track of time, space, and
almost anything else around them. There is no time or attention
left to be distracted. The same phenomenon was found among sur-
geons who could be in a four- to five-hour surgery and feel as if
it were only fifteen minutes. Time passes effortlessly and without
notice. Space and location can also be erased by a kind of tunnel
vision that closes out peripheral sight. The level of concentration
in flow is exhilarating. The task commands every ounce of our
attention and energy, and it is this focus that allows us to maximize
performance.

When driven by a compelling conviction, leadership can
achieve a flow state where individuals and groups are able
to achieve goals far beyond expected performance levels. We work
harder, stay focused, don’t let obstacles distract us, and draw the
best out of all those around us. The conditions of flow include
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concentration, absorption, deep involvement, joy, and a sense of
accomplishment. When these conditions are present, the activity
becomes autotelic—worth doing for its own sake. Doing worthy
work is self-sustaining and can overcome many blocks. The focus
made possible in flow experiences draws us back to our original
intent, even when there are circumstances or other people who
stand in the way of accomplishing the goal.

The concept of flow also helps us understand how to turn com-
petitive striving into productive performance. Misplaced
competitive urges can undermine flow and peak performance by
idealizing excellence for the wrong reasons. If we seek achievement
only for its own sake, just to be recognized as the best, then our
performance frequently falls short. However, if we seek to achieve
simply for the joy of performance and for the pleasure of being
in the company of other great performers, then we typically come
closer to peak performance. The Latin derivation of competition is
a combination of con, “with,” and petire, “to search or seek.” If we
take this derivation literally, it means that competition requires
others to achieve our personal best. It’s not competition against
others but with others that counts.

Leadership based on seeking a flow experience means living
one’s convictions, not as an act of will or competition, but as a
compulsion to live at the edge of peak performance. We achieve
flow by allowing ourselves to care deeply about the goal, striving for
it with all our ability, maintaining focus, seeing that we are mak-
ing progress, and enjoying every minute as we contribute our best
effort. Flow provides a way for us to understand the power of focus
and use it to organize and channel our time, talent, and resources.

Using Periods of Inactivity to Reflect and Rejuvenate

The third path, oscillation, was most succinctly described by
Schwartz and Loehr (2001), although Parker Palmer (1990) has
addressed the concept more elaborately in numerous speeches, arti-
cles, and books. Oscillation involves regular vacillation between
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periods of action and reflection. This vacillation allows for intense
action and the reflective interlude during which we learn lessons
from the prior experience and gather new energy to pursue the
work with even more fervor at the next turn. If one is constantly
engaged in action at a highly intense level, exhaustion, blurring,
and inability to respond are likely to result. If one is minimally
engaged or disengaged, high performance is never possible. With
oscillation, highly intense and productive periods are possible,
punctuated by periods of withdrawal for reflection and refocus.

Whereas flow offers the potential to focus and organize one’s energy,
oscillation provides the opportunity to disorganize it. Without disor-
ganizing or disillusioning experiences, we can become so patterned
and resistant to contrary evidence that we make mistakes. Reflection
frequently results in our pondering questions that we’ve not considered
before, realizing dimensions or implications of a question we didn’t
see, or more profoundly, discovering that the motivations we thought
were pure and intended to help others were not that at all. Retreating
to consider these possibilities can seem as if it is taking us off track
but, in fact, taking the time for the reflective interlude helps to assure
that we stay on track and that we pursue our goals for the right rea-
sons. One of the easiest ways to see how this might be manifest is by
looking at people who appear deeply committed to a humanistic and
philanthropic project but manage to treat those working with them
in ways that deny them their worth, dignity, and respect. How can an
otherwise purposeful, caring individual demean those very individuals
attempting to achieve the same goal? It’s actually not very hard to fall
into this trap, especially if regular oscillation between reflecting and
acting are not a part of our routine discipline.

There are some interesting examples of forced withdrawal that
allowed transformational potential to build in ways that have
profoundly changed our world. It is fascinating to look at Martin
Luther King Jr.’s time of imprisonment that resulted in “Letter
from Birmingham Jail” (1964) or Nelson Mandela’s imprisonment
during apartheid that gave birth to the concept of reconciliation.

These two examples of political incarceration created some of the
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most powerful social change moments in history. Little did King or
Mandela’s captors realize that they might be contributing to more
powerful transformation potential by establishing the retreat neces-
sary for new ideas and compelling visions to emerge. There are other
examples of voluntary withdrawal, primarily seen among creative
geniuses such as the composer Gustav Mahler and others who poured
themselves into the creation of great music, art, and architecture. In
the case of Mahler a studio served as his retreat for hours and days on
end. If he was deeply engaged in a composition, he was emotionally
unavailable to his friends and family even during times when he was
not in the studio. Biographies of such artistic giants reflect repeated
incidents of dry, barren, artistic waste punctuated by other periods of
extremely high productivity and genius. It is almost as if the isolation
were self-imposed or mystically applied so that gifted artists could
bring such great insight to us in their work.

The other important aspect of oscillation is that none of us can
maintain high levels of performance indefinitely. Intense work,
focus, expenditure of physical and psychological energy—all of these
require renewal. The down periods of oscillation allow us to regroup,
rest, feed, and replenish the reservoirs that we have depleted through
hard and diligent work. In many ways, our bodies are physiologically
attuned to the need to replenish. Those who have work or leader-
ship responsibilities that demand high energy and intensity may find
that they collapse after challenging performance periods. The body
knows its limits and will begin to shut down the mind and the psy-
chic capability when the physical resources are exhausted.

Presence, Flow, and Oscillation—Paths to
Deeper Leadership

Before providing summative reflections on the deeper leadership
model that has been proposed in this chapter, it is important to note
that accessing purpose and voice for deeper leadership is a subjec-
tive and personal model. You may find the model useful, but if it

does not fit with your own experience, explore what does and then
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create strategies to work with colleagues and students in ways that
create meaning for you and them. An individual or campus model
must be unique and purposeful to the individuals involved and to the
campus culture. Above all, this chapter proposed that some way of
getting to ideas of deeper leadership was essential to the credibility of
our commitments and programs in the years to come.

Combining the paths that have been described above will estab-
lish a foundation for the kind of leadership that is based in deep
conviction. Presence allows for the discovery of something worth
doing, flow encourages one to remain constant to the vision, and
oscillation allows creativity and high performance.

Presence and cultivating it in ourselves and others is both
developmental and cyclical. It is developmental because nurtur-
ing a deeper sense of knowing in ourselves requires taking the
time to see the world more clearly, to sense the possibilities for
change, to establish a core of conviction that allows us to be fully
present in our living. Presence is also developmental in an organi-
zational sense, stimulating organizations to see, sense, and proclaim
new possibilities. Organizations are profoundly influenced by the
dynamics of the Presence model when convictions move on to
the stages of envisioning, enacting, and embodying that which
we believe. Presence is cyclical because neither individuals nor
organizations remain the same. We change as a result of beginning
to see new perspectives or from achieving our goals. When this
happens, presence becomes a tool to cycle back through phases of
seeing, sensing, presencing, envisioning, enacting, and embodying.
In some cases, the process of developing presence in ourselves and
others becomes more familiar, allowing us to be more effective in
this important work, or enabling us to recognize the journey and
thereby pursue it more comfortably.

Flow allows leadership to be focused, purposeful, and inten-
tional. When we pursue deep conviction, we expand individual
and organizational capacity, mobilize resources, and break barriers
in ways that we never imagined. Attention to recognizing and
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cultivating flow allows us to get into a deeper and more effective
flow state more often. Flow is built on a focus that is clear and com-
pelling, and we begin to organize our lives around it in ways that
are very powerful.

Oscillation provides alternating periods of focus and purpose
that disorganize and renew the work of leadership. The height-
ened state of flow directed at something of profound importance
cannot be sustained indefinitely. Moments of retreat, relaxation,
and renewal are necessary for us to make sure that our purposes are
intact and that we have the energy reserve to do the job to the best
of our ability.

Those of us inspirited by the call to make a difference in the
world have no choice but to take the journey of self-discovery.
We experience peak moments in leadership when we have antici-
pated but not yet realized a compelling vision of a possible future,
when we are pushed to the maximum as we seek to achieve it,
and when we are uncertain whether we will attain success. The
transformations that will result are similar in degree and kind to
those told in the fabled stories of such leaders as Abraham Lincoln,
Martin Luther King Jr., Mother Teresa, Nelson Mandela, and oth-
ers. These transformations are also recounted in the simple stories
of making a difference, beginning with the first steps, and the risks
that each of us take when we stand up for a cause greater than
ourselves. Start at a place where you can reasonably determine that
you will be effective—think big and bold for a better future, con-
stantly check your purposes and those of others on whom you rely,
regenerate ideas and resources to continue your progress, and cher-
ish the opportunity to be a constant student of leadership and your

own experience.
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Leadership Program Design and

Continuous Improvement

Designing a purposeful, comprehensive, and useful leadership
program for a college or university may seem like a daunting
task, especially if the purpose is to provide opportunities that stim-
ulate students to look at the more substantial questions of purpose
and meaning in their own lives. However, this task encompasses
challenges and possibilities similar to those encountered in many
other forms of systemic change.

Many change processes—career and lifestyle decision making,
relationship development, and talent development—can be compared
to water erosion. The trickle of water begins, cutting the initial
crevasse. As the crevasse deepens into a trench, it provides the oppor-
tunity for more water to flow through the same channel. Trenches
become ditches, which become streams, which combine to become
rivers. A study of leadership programs that have emerged and been
sustained throughout the nation shows that they had modest begin-
nings that deepened over time; this flow of purpose allowed those
coordinating or working in the program to achieve goals they never
thought possible. Those programs that have matured to a sustainable
level may now be in a position to cut new and even deeper channels.
The complacency that can follow hard work may result in the stagna-
tion of substantial work, and therefore even mature programs require
renewal. The insights provided here and the examples to follow in
Chapter Seven may open doors you never considered and may lead
you to unexpected paths that will eventually take you to places you
never imagined.
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This chapter proposes that the only way to fully develop the
leadership capacity in others is by deliberately crossing a number
of boundaries that were assumed to be inviolable. These boundar-
ies may include intellectual assumptions, conflicting research and
theoretical evidence, or organizational configurations. Some of the
original ideas published in Student Leadership Programs in Higher
Education (Roberts, 1981) will be recounted as a way of exploring
these boundaries. Summaries of the Standards for Student Leader-
ship Programs developed by the Council for the Advancement of
Standards (CAS, 1996) and other models will be proposed as frame-
works to design or refine boundary-crossing leadership learning
opportunities. I will introduce a process model for planning com-
prehensive leadership programs that take into account the new
knowledge bases and experiences that have emerged over the past
thirty years, and I will conclude with assessment methods that will
infuse continuous improvement into ongoing programs.

Frameworks for Student Leadership Programs

The Leadership Development Task Force of ACPA, the College
Student Educators International, first convened in the spring of
1976, following a meeting where student activities workers realized
that many campuses were beginning to do more to address leader-
ship issues. The task force worked over the next several years to
collect materials from a broad spectrum of campuses that had begun
these efforts. The task force then sorted and analyzed the materials
and, after numerous meetings and retreats, drafted a set of potential
recommendations to present to student affairs staff who wanted to
enhance their focus on leadership. The result of this analysis and
integration was the publication of Student Leadership Programs in
Higher Education (Roberts, 1981), which proposed that campuses
needed not only to compare notes on what they were doing in
leadership but also to seek to develop comprehensive programs that
could bring coherence and focus to the quest to enhance students’
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leadership capabilities. Although the recommendation that lead-
ership programs attend to multiple purposes (training, education,
and development) was adopted most widely, attention to multiple
strategies and populations was also advocated.

Multiple Purposes, Strategies, and Populations

As the early work in student affairs leadership programs emerged,
there were numerous initiatives that worked in their own contexts,
having been designed in response to specific needs. The problem
was that there wasn’t a way to think about what should or should
not be included from one campus to another. The resulting analyses
further indicated a broad framework of multiple purposes, strategies,

and populations, each of which was important in itself.

Multiple Purposes

The framework of training, education, and development was adapted
from the work of Leonard Nadler (1970) and proposed three catego-
ries that could serve as an umbrella for the types of experiences that
leadership program participants might need to have. Training activi-
ties included learning activities concretely focused to help the trainee
translate a newly acquired insight or skill to an immediate, real situa-
tion. Examples that might reflect a training intent are briefings about
college or university resources and processes or online modules that
teach students how to prepare budget proposals or submit legislation
recommending change. Education activities provide “generalizable
theories, principles and approaches” that are applicable now and
are relevant for future circumstances (p. 20). Examples of leadership
education might be briefings on parliamentary procedure, planning
and goal-setting processes, or leadership and group dynamic models.
Leadership development allows participants “to develop maturity and
accompanying insight within the individual” that has a cumulative
effect and is based on the cultivation of personal awareness over a lon-
ger period of time (p. 20). Examples of leadership development would
be intensive living groups, in-depth retreats, personal development
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courses or series, and programs that incorporate a coach or mentor
in guiding participants through these experiences. A detailed devel-
opmental model integrating the Perry scheme (Perry, 1998) with the
research available on leadership up to 1981 was provided as the last

chapter of Student Leadership Programs in Higher Education.

Multiple Strategies

Multiple strategies could include an ever-expanding array of ped-
agogical models, including courses, workshops, retreats, online
modules, leadership transcripts, institutes, internships, service-
learning, community-based research, and study abroad. In this way,
a comprehensive program should provide a number of access points
to understanding leadership and should accommodate different
student learning styles. One of the challenges in quantifying the
outcomes of comprehensive leadership programs is figuring out how
to document students’ involvement in the various opportunities
that are offered. Some campuses have begun to use certificate pro-
grams or digital portfolios to help students plan and reflect on their

cumulative learning, an idea we will explore later in this chapter.

Multiple Populations

Multiple populations of students need access to leadership learning
opportunities. Even in the early days of student affairs programs in
leadership, there was a clear recognition that the door needed to be
open for any and all students to participate. Numerous programs avail-
able on many campuses require applications, selection, or even elec-
tion. However, the recommendation from beginning to end is that
all students deserve access to leadership opportunities in one form or
another. Populations that may need focused attention include students
of color, women, international, gay, lesbian, bisexual, transgender,
and any other students who by virtue of systemic prejudice have not
had access and opportunity to exercise leadership from positions of
authority. There are other types of student groups and roles within
them that may require a different kind of focused attention, such
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as resident assistants, leaders of fraternal organizations, or students
engaged in social change initiatives. Addressing multiple populations
ensures that all students recognize their potential to explore and to
advance their leadership understanding and capacity.

Standards for Student Leadership Programs

CAS approved its Standards for Student Leadership Programs in
1996. These standards are only one of a broader set of standards
available to enhance the effectiveness of programs in residence
halls, student activities, counseling, and other areas in student
affairs. Based on the same model as these programs, the student
leadership program standard focuses on mission; program; leader-
ship; organization and management; human resources; financial
resources; facilities, technology, and equipment; legal responsi-
bilities, equal opportunity, access, and affirmative action; campus
and community relations; diversity; ethics; and assessment and
evaluation. The program description suggested in the CAS Stu-
dent Leadership Programs standard incorporated much of what was
recommended in Student Leadership Programs in Higher Education
(Roberts, 1981), most notably leadership training, education, and
development. Although some campuses have used the standard as
the template for self-study and accreditation, there is no accred-
iting body for leadership programs, nor is any anticipated in the
foreseeable future. The International Leadership Association (ILA)
initiated a study of its members’ preferences about guidelines in
2005; it is possible that ILA will attempt to create guidelines that
could complement those of CAS in the future. The CAS stan-
dards continue to evolve. Workbooks have been designed to assist
campuses in using the standards, and learning outcomes are now
available to help programs in setting goals, designing, and assess-
ing the effectiveness of programs. When drafting their learning
outcomes statements, designers must exercise great caution to avoid
incorporating positional leader assumptions, trait approaches, and
other biases that can undermine inclusive leadership.
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Leadership in the Making
Kathleen Zimmerman-Oster and John Burkhardt (1999) proposed

a number of conditions and strategies that would improve the like-
lihood of success in leadership programs. These recommendations
came out of a series of thirty-one grants the Kellogg Foundation
provided from 1990 to 1998 to establish leadership programs on
a variety of campuses across the nation. The hallmarks of these
programs included recommendations for the context, philoso-
phy, sustainability, and common practice in these programs. The
evaluation of the Kellogg Foundation-sponsored grant programs
confirmed the comprehensive model proposed in the CAS Student
Leadership Programs standard as well as raised additional points

related to academic elements and achieving sustainability.

Context

Successful programs are carefully positioned in the context of
their particular campus, meaning that there should be a direct and
explicit connection between the institutional mission and that of
the leadership program. In addition, the program should have broad
institutional support, including curricular elements and extracur-
ricular or cocurricular opportunities. The academic portion of the
program should transcend any individual department and should
ideally include both academic and student affairs staff. Finally,
strong leadership by a qualified student affairs professional or faculty

member is a key element that ensures credibility.

Philosophy

The Kellogg grant experience indicated that successful programs
have a common core intellectual framework. Included among the
core ideas is the belief that leadership can and should be developed
among young adults. Those leading the program should have
explicit theoretical frameworks, should know the literature, and
should examine their core values and assumptions in sponsoring
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the program. There should be a working definition of leadership,
though this does not have to be a quotable definition adopted from
others’ research and theories. Finally, there should be a compre-
hensive, coordinated approach that includes conventional learning
as well as experiential activities, allowing participants to acquire
skills while deepening their self-awareness and their leadership

knowledge.

Sustainability

One of the most important discoveries of the Kellogg projects was
the importance of working toward sustainability. The first variable
found to be most important in ensuring the future viability of lead-
ership programs was continuing involvement of a broad spectrum
of faculty and administration. Assessment and evaluation are also
essential to sustainability; learning outcomes, objectives, and ways
to measure progress must be included as strategies for continuous
improvement. The leadership program should have a vision and
ways to demonstrate that it contributes to the enhancement of the

institution.

Common Practices

The Kellogg grant institutions discovered a number of common
practices that enhanced the impact and sustainability of these
programs. These include self-assessment and reflection; skill
building; problem solving; intercultural issues; service-learning
and servant leadership; outdoor activities; student leadership of
programs; mentoring; community involvement; public policy;
targeted training and development; faculty incentives; student rec-
ognition; cocurricular transcripts and portfolio development; and
capstone experiences. Although this is a long list, a comprehensive
program will at least incorporate the ultimate purposes of the ini-
tiatives listed earlier. Four ultimate purposes that might be gleaned
from this list include self-awareness, testing theory in practice,

guidance and coaching, and documentation of outcomes.
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The Kellogg grants of the 1990s helped the participating
campuses learn many important lessons. The evaluation of the
programs confirmed many of the ideas proposed in Student Leader-
ship Programs in Higher Education and the CAS Student Leadership
Programs standards.

Thinking Integrally

Integral theory (Wilber, 2000) was introduced in Chapter Five to dem-
onstrate progressive stages of consciousness that are relevant to deeper
leadership. In addition, integral theory is relevant as a way of concep-
tualizing the needs of participants in leadership learning opportunities.
One of the core ideas of integral theory is the four-quadrant model.
This model is the result of crossing two axes: the interior-exterior and
the individual-collective. On the interior-exterior axis, the focus is on

Exhibit 6.1: Integral Theory

INTERIOR ExTERIOR
INDIVIDUAL Intentional Behavioral
[—inside the [t—outside of the
individual individual
(individual (physical world,
development, physics, chemistry,
psychology) geology)
Body to Mind to Gross to Subtle to
Spirit Causal
COLLECTIVE Cultural Social
We—inside [ts—outside the
the collective collective
(interpersonal, and (sociology,
relational) anthropology)
Egocentric (me) to Group (simple) to
Ethnocentric (us) to Nation (complex) to
Worldcentric (all of us) | Global

Note: From A Theory of Everything, by K. Wilber, 2000. Boston: Shambhala. Copy-
right 2000. Reprinted by arrangement with Shambhala Publications, Inc. Boston,
MA, www.shambhala.com.
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whether the consideration is inside or outside the participant. On the
individual-collective axis, the focus is on the participant or on the col-
lective, community level. Crossing the two axes proposes that there
are four areas on which to concentrate when exploring an integral
perspective: |, it, we, and its.

The “I” quadrant (Intentional) reflects the internal world of
our subjective experience. It includes the degree to which we have
developed an identity, and it embraces physical, intellectual, and
faith awareness. This progression is from body to mind to spirit.
Attention to this quadrant is like laying a cornerstone. If indi-
viduals have not explored their own interior spaces to determine
their values and purposes in life, progressing in leadership will be a
challenge.

The “it” quadrant (Behavioral) is the objective world outside of
ourselves, but it is still about how we individually relate to the world,
manifested in our behavior. This progression is from gross to subtle to
causal. These three levels reflect the degree of consciousness we have
of the world. The gross body state reflects simply being awake and
aware of physical surroundings. The subtle state involves dreaming
and imagining. The causal state is related to deep dreaming and the
profound awareness that can come from it. Using “it” to characterize
this quadrant reflects more of the object awareness that comes from
gross body consciousness; the other two move us beyond the physical
realm.

The “we” quadrant (Cultural) is subjective but related to
collective experiences with others. This collective is the culture in
which we live, whether that culture is a small group of close associ-
ates or family or whether it is a community of practice, such as a
learning or working group. This progression is from egocentric to
ethnocentric to worldcentric views. Egocentric views are focused on
individual welfare. Ethnocentric views are related to the affiliation
group. Worldcentric views move to a level of understanding the
interconnectedness of the many groups and systems in our world.

The “its” quadrant (Social) is outside the individual and
collective, extending to the social systems and the physical
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environment in which we live. The developmental progres-
sion includes increasingly expanding circles of association from
groups that allow us to survive all the way to environmental systems
that enhance life and allow for the advancement of the human
condition. This progression is from group to nation to global.

The combination of issues involved in integral theory’s
four-quadrant model allows those designing leadership learning
opportunities to broaden the conceptual framework of their focus,
thereby articulating the various levels of impact that might result.
There are examples where other models or programs have already
addressed the four quadrants. For example, the Social Change
Model of Leadership Development (Astin & Astin, 2000) clus-
ters the 7 C’s into a model moving from the individual to the
group to society at large. These three levels are consonant with
the “I,” “we,” and “its” quadrants of integral theory, and even the
“it” quadrant could be seen as the way behavior (it) is expressed
in groups and in actions focused on social change.

Integral theory and its four-quadrant strategy can be used as a
theoretical model to help students understand the interrelatedness
of individual, group, societal, and environmental implications of
their behavior. Such a perspective could be used as a lens to test
whether there are stakeholders whose perspectives are not being
considered in a leadership action. Or integral theory could be used
to analyze the degree of attention placed on individual, group, and
collective dynamics in a comprehensive leadership program.

The critical aspect of an integral perspective is that the four
quadrants impact each other, and the presumption is that progress
in any one quadrant is limited or enhanced by progress in the
others. In addition, each quadrant represents potentially greater
complexity through its three developmental stages or levels, such
as from body to mind to spirit. The degree of detail one needs to
understand the progression will influence the choice of a theoretical
model among the many theoretical models that have been proposed
by those who have researched elements of the four quadrants.
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In the “I” quadrant, Perry (1998), Kegan (1994), Gilligan (1982),
Fowler (1981), and others might be used as the theoretical frame-
work to allow for the identification of greater detail as individuals
move from one stage of complexity to another as one example.

The other proposal of integral theory is that there are broad
differences in the developmental complexity in the four quad-
rants. There are those around us who are relatively inexperi-
enced and undeveloped, and others who are highly complex and
advanced in their perspectives. Integral theory honors all the
levels of development and advocates that each is adequate and
appropriate for its own circumstance. When people recognize
and honor the variation, greater opportunity emerges to inter-
connect everyone’s experiences and perspectives, thus benefiting
all those involved.

Choosing a Framework

Multiple purposes, strategies, and populations. Self-designed and
directed leadership portfolios. Majors, minors, or certificates—
and others. All of these are possible pieces of a framework that might
make sense to students as well as guide those who design and deliver
the leadership learning initiatives on a particular campus. The critical
question is how to decide on the framework that will be most useful in
your setting. As might be expected, the answer to that is, “It depends.”
The key to designing and redesigning leadership programs is that it
has to be done in the context of the campus and in full consideration
of the major stakeholders whose involvement is essential to ensure
the initiative’s success. The next section provides steps and recom-
mendations for a process that would be sensitive to the institutional

context while exploring a breadth of program options.

Expanding Framework for Leadership Learning

The Kellogg Foundation study and recommendations completed
by Zimmerman-Oster and Burkhardt (1999) concluded that
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leadership programs must be broadly conceived and aligned with
the vision and goals of the institution in order to be most effec-
tive. This necessitates that they be purposefully related to the aca-
demic mission. The original Student Leadership Programs in Higher
Education (Roberts, 1981) comprehensive model was conceived
to be essentially extracurricular or cocurricular, or both. Extracur-
ricular activities refer to those exclusively provided outside of class
and not for credit. Cocurricular activities are those having a rela-
tionship to coursework, but not the coursework itself. Examples
of cocurricular activities are service-learning for which students
receive no grade, attending lectures or concerts that extend learn-
ing beyond the classroom, or independent work done for no credit.
Although the distinctions may seem slight, there is a real differ-
ence in how faculty generally perceive these terms. Student affairs
staffs have long been involved in extracurricular and cocurricular
events, and there are numerous examples in leadership where they
also teach, but their primary role is not in the classroom.

[t is interesting in itself that the Leadership Development Task
Force of the 1970s addressed little of what was happening through
classroom instruction. Perhaps this was because the idea of leadership
programs was so new that there wasn’t much available in the curricu-
lum. Or the mental models of learning that constrained the task force
may have kept them from recognizing initiatives that were already
under way through full-time faculty teaching in the curriculum.
Whatever the reason, the emerging and current realization among
many student affairs staff is that, although useful, extracurricular
and cocurricular programs cannot have their intended impact with-
out reaching more broadly across the campus to others in academic
affairs and beyond.

As I proposed in Chapter Two, perhaps it is time to declare new
language to reflect the joint roles played by faculty and student
affairs staff in studying and cultivating leadership. The models we
use and the processes we undertake must be different, broader, and

clearly more inclusive; advocacy for leadership learning seems like
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the kind of approach that will embrace contributions from all the
stakeholders. Leadership learning needs to draw from all relevant
theories and models, invite others to the table, and test and build
the program as it is progressively implemented. The following
processes and principles provide suggestions for how to do this;

they are adapted from an article first published in Building Leader-
ship Bridges (Roberts, 2003).

Planning Recommendations

The question of how to construct leadership experiences and
learning that acknowledges the changing world around us is
raised frequently on practically every listserv of which I'm a part
and in most conference programs on leadership. It is interesting
that in the digital world there are so many individuals eager to jump
in to answer the question when it is raised. The generative incli-
nation of colleagues who are engaged in these listserv exchanges
provide considerable useful advice. However, there are almost
always considerations that are not mentioned or that are left
unexamined.

Having helped design four leadership programs on different
campuses as well as having talked with many colleagues over the
years about the critical steps to take in designing or redesigning
leadership programs, I have found that there are several issues to
consider and a deliberate process to undertake that will enhance

success in the design or redesign and renewal process.

Issues to Consider Before You Begin

The following are ideas to consider before you begin the process of

designing initiatives to advance leadership learning:

e Change the purpose of leadership programs away from
leader development focused on individuals (Rost, 1991,
1993) to helping all students develop their skills and
capacities in leadership.
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e Make as many leadership development opportunities
available to all students as is possible. Where resource
implications restrain this intent, make a commit-
ment to begin with pilot efforts that will intentionally

expand over time.

e Critically examine every act, message, speaker, and
process to tease out the lessons the institution explicitly
and implicitly conveys about leadership. Foster a cam-
pus culture that reflects what you espouse about learning
and shared leadership. Shaping culture entails persistent
effort over an extended period and includes everything
from rituals and traditions to the way students, faculty,

and staff are included or excluded in decision making.

Background Preparation and Perspective

Once these ideas have been considered and preliminary deter-
minations made, planning should proceed in a sequence roughly

equivalent to the following preparatory steps:

1. Study your college or university mission statement to deter-
mine what it espouses about leadership, civic engagement,

service, and other related priorities.

2. Advocate for a broad cross-section of faculty and staff to share
in the responsibility of developing leadership capacity in
students.

3. Seek the input of institutional decision makers and change

agents—positional and nonpositional.

The Comprehensive Planning Process

Once the preparatory steps are completed, designing or revising
leadership learning opportunities should proceed with the following
progressive steps:
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. Convene a planning group composed of individuals who have
demonstrated an ability to think “outside the box” and who
appear willing to work together on the project. Foster a sense of
mutual exploration of what is in the institution’s best interest
and what the members of the group seek to accomplish.

. If your planning group is redesigning or renewing the campus
leadership learning model, take time to reflect on what

has been accomplished and the areas for greatest potential
improvement.

. Conduct a survey of the literature that the planning group
perceives as critical to a cutting-edge perspective on

leadership. Incorporate multiple disciplinary perspectives,
experiential methods, and new pedagogies that will ensure

innovation in your design or redesign.

. Agree to common language about how the planning group
defines “leading” and “leadership.” Differentiate these terms
and include the implications of each term on the perceptions
of potential participants.

. Gather information about the nature of the campus culture
and the attitudes and values of students. If longitudinal
information is available, determine trends that have been
sustained or are changing.

. Relate what you seek as change agents in learning to what
you know of leadership, the institutional mission, and the
nature of your students.

. Begin the design or redesign process for a comprehensive
leadership program that develops the capacity for leadership
in all students. Consider also the coincidental implications
for faculty and staff leadership learning.

. Consider the CAS Standards for Student Leadership
Programs as a broad template to help identify the core ideas,
organization, resources, and other variables that affect success.

145



146  DEEPER LEARNING IN LEADERSHIP

10.

11.

12.

13.

14.

15.

16.

Gather information through benchmarking or consultant
advice to enhance the quality and focus of the program design.

Keep your ideas provisional and flexible and seek community
input.

Solicit suggestions for revision of the provisional model while
inviting various constituents to become partners in develop-

ing leadership potential in students.

Conduct baseline assessment of students’ educational attain-

ment; gather and compile information that already exists.

Look at input from “partners” to see how a purposeful and
coherent comprehensive program can be constructed.

Create a staffing model that includes faculty, student affairs,
and other staff. Use unconventional clusters and relationship
networks to enhance the breadth of participants while also
identifying champions for leadership learning who will help
guide the continuing collaborative work.

Consider carefully the implications for potential campus
culture changes. Culture can serve as either a powerful con-
tradiction or reinforcement for the leadership learning you
seek to achieve.

Acquire the resources required to begin implementation. Do
not attempt to fully fund everything the planning group wishes
to do. Acquire enough resources to get started and then rigor-

ously evaluate and promote what is accomplished as you go.

Pilot and Progressive Initiatives

Once the model for leadership learning is determined, ambitious

yet modest aspiration is key. It will take time for broad leader-

ship learning to take hold, and new initiatives are best viewed

as pilot efforts that will be evaluated and redesigned for constant

improvement. In addition, these strategies will help continue to

build support for the emerging or refined program:
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e If your planning process is focused on renewal of an
existing program, determine the implications for
preexisting initiatives and make sure that staff from any
program already in place are invited to join in positive

enhancement.

e Build bridges by acting as catalysts and orchestrators—
invite all those who are stakeholders or anyone who
can contribute through whatever means to join in the
effort to deepen leadership. In spirit, give the program
away at every opportunity.

e Develop an identity for what you advocate and offer—
relate to others in ways that are inclusive and help
others see their aspirations in your initiative.

e Constantly reassess progress, redesign, and initiate
new aspects of the comprehensive program so that it

becomes more pervasive and inclusive.

e Celebrate your accomplishment in establishing a lead-
ership learning model that fosters connections and will
be constantly renewed and renewing for the campus

community.

The aforementioned issues, background preparation, and plan-
ning steps include attention to the assumptions behind our work,
in-depth analysis of the campus environment, and listening to the
many stakeholder groups that could benefit from and will want
to contribute to such an important initiative. It is important not to
neglect any of those whom you will want to serve as advocates. In
cases where the planning process is directed toward the redesign or
renewal of an existing program, constantly reinforce that the work
previously done was not incorrect or flawed in any way. Circum-
stances, times, and available resources change and any cutting-edge
program requires ongoing renewal in order to achieve its aims.
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Steady and Persistent

The metaphor that introduced this chapter can be used as a reminder
of how long and hard the work of planning and implementing leader-
ship programs can be. The gradual channeling necessary for a stream
to turn into a river can take a very long time. The metaphor also
conveys the importance of taking the welcoming course. It is not
unusual for programs to run into resistance. Like water, the most
effective program design strategy may be to direct the energy around
the target rather than right into it. Water has a mighty force once
smaller streams begin to coalesce into a larger body, such as a river. So
it is with leadership learning. Once there is momentum behind the
program, it takes on a life of its own and it is important to stand back
and let others get involved and earn credit for their contributions.
Assessment and using it to stimulate continuous improve-
ment is another force that can be used to constantly challenge and
channel the advancements of an individual leadership initiative or

a broader comprehensive program.

Assessment to Renew Leadership Learning

Although this chapter is titled “Leadership Program Design and Con-
tinuous Improvement,” I am including a section on assessment, because
assessment is integral to an ongoing commitment to improve effective-
ness. I will introduce leadership assessment with brief framing com-
ments. | will then describe the emerging work of the Multi-Institution
Study of Leadership Development (Komives & Dugan, 2006), and I
will introduce a rubric for assessment proposed by a team of leadership
educators in collaboration with the StudentVoice organization.

Challenges and Opportunities of Assessing Leadership
Learning in Students

Assessment of higher education outcomes has been becoming

more of a priority for a number of years. How state and federal
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mandates will unfold in the future is unclear. Regardless of the
external pressures to assess the impact of all educational opportu-
nity, most educators believe that assessment is key to understanding
student progress, which then contributes to refining and enhancing
programs.

As we seek to understand students’ progress in learning about
leadership, it is important to keep in mind the concerns that assess-
ment experts pose. For instance, Trudy Banta (2006) warns against
adopting standardized instruments that claim to measure achieve-
ment in learning. Such instruments, she says, may be particularly
ineffective in measuring value-added gains because they do not pro-
vide control for pre-existing differences among students (Banta &
Pike, 2007). Standardized measures also fail because of the tests’
generic questions, which may lead to inconclusive evidence or
may fall short in their ability to compare groups of students on
one campus and, especially, to compare student achievement across
different institutional settings.

Banta and Pike (2007) recommend that assessment in colle-
giate settings focus on measures of content mastery in academic
majors coupled with electronic portfolios and workforce readiness
measures. If such a strategy were to be undertaken in leadership
learning, leadership studies faculty would need to agree on the
content they believe is central to understanding the dynamics and
nuances of leading and leadership. Faculty and student affairs staff
would then need to determine the degree to which experiences
inside and outside of class would be reflected in the documentation
that students could submit in electronic portfolios. Both faculty
and staff would need to engage with employers of college gradu-
ates to determine the workplace insights, skills, and capacities
that would be desirable in employees, and then begin to measure
progress toward fostering such qualities among students. Banta
(2006) posits that the student portfolio is the most authentic
and comprehensive assessment of general student learning. To
fulfill the potential of portfolio learning and assessment, faculty
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and staff would need to create rubrics to assess learning outcomes
across a variety of experiences, technology enhancements would
be required to allow for sophisticated creation and compilation
of portfolios, and students would need to enter artifacts into their
portfolios throughout their undergraduate years. Finally, students,
faculty, and staff would have to be serious about completing and
assessing progress through portfolio review. These are challenging
conditions, but they may very well be more desirable than stand-
ing on the sidelines while standardized instruments are created to
assess the work of leadership learning in ways that will be inad-
equate for us all.

In addition to the broad concerns and implications of various
assessment methods, there are other specific issues related to mea-
suring leadership learning. One of the major challenges we face in
assessing the impact of leadership learning is that our assessments
are frequently only of the self-selected students who participate in
our courses and programs. The second challenge is that most of
these assessments are heavily tipped in the direction of measur-
ing satisfaction rather than progress toward learning goals, or they
collect self-reports of students’ progress. Although satisfaction and
self-reporting are helpful, they have limited usefulness in identify-
ing potential areas of improvement, especially when the focus is on
learning or developmental outcomes.

Hannum, Martineau, and Reinelt (2006) provide a comprehen-
sive overview and examples of evaluation in leadership programs
in for-profit, not-for-profit, community, and other settings. The
various chapters in this edited volume include numerous examples
from the work of the Center for Creative Leadership. With a focus
on evaluation that is fair and stimulates an ongoing commitment
to learning, there are many ideas that could be adapted for use
in higher education leadership learning. Two specific ideas that
hold great promise are looking more intentionally at return on
investment and evaluating the link between leadership develop-
ment and organizational performance. Delving into these areas
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could enhance the credibility of leadership programs immeasur-
ably. Although those in education are not accustomed to looking
at ideas such as return on investment, Phillips and Phillips (2006)
provide a conceptual framework that could allow evaluators to
compare the number of students involved, degree of impact, and
related costs of various kinds of programs. Analyses of this type
would be extremely helpful in situations where resources are limited
or when progressive implementation of new initiatives is the only
feasible way to proceed. LeMay and Ellis (2006) provide additional
important guidance on how leadership learning could be evalu-
ated in relation to the impact on the broader organization. Exam-
ples of improving organizational effectiveness might include the
level of understanding members have of the purpose and direction
of the organization, the degree to which organizational resources
are allocated in line with the organization’s strategic direction, or
that the organization is recognized for its commitment to continu-
ous learning, and members demonstrate a continued willingness to
innovate, even in the face of setbacks. Return on investment and
the impact of leadership learning on organizational effectiveness
are just two of many ideas that could be extrapolated, modified,
and applied in higher education to stimulate the constant improve-
ment of our work.

As leadership learning becomes a greater institutional focus,
outcomes in leadership learning should be documented among the
general student population, among students who take courses or
participate in programs of leadership learning, and among students
who are involved in a variety of leadership capacities ranging from
student government officers to the grassroots informal leadership of
social change groups.

There are many other issues that influence assessment of
leadership learning, but with these cautions as context, I turn to
two examples of leadership assessment that, if carefully launched,
could provide critical information about our successes and greater
opportunities.
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Multi-Institution Study of Leadership

Although the Multi-Institution Study of Leadership (Komives &
Dugan, 2006) was conceived as a limited assessment study, the
response to the targeted invitation to institutions resulted in an
overwhelming fifty-two participating institutions and over sixty
thousand respondents. The implications of this study are only
beginning to unfold, and it is very likely that studies spinning out
of the original measure and follow-up studies over the years will
begin to dominate much of the literature in leadership assessment.
The Multi-Institution Study of Leadership (MSL) was implemented
as a web-based survey and included a scale to measure the Social
Change Model of Leadership Development noted in Chapter
Three as well as other scales or questions related to cognitive
development, diversity appreciation, activism, leadership identity,
and leadership efficacy. Specifically related to the shortcomings of
many leadership assessments, the MSL was administered to random
samples of students and allowed for control of preprogram experi-
ences and comparison of students based on the kinds of experiences
they had in leadership learning.

The general findings of the MSL are of great interest, as are the
specific institutional analyses that each of the fifty-two participating
institutions are beginning to pursue. The MSL findings reflect that
college students are generally confident in their leadership abilities
and that these abilities progress from first-year to graduation in all
of the Social Change model capacities. The greatest growth as stu-
dents matured was in “consciousness of self” and the two areas of
least change were “controversy with civility” and “change.” “Com-
mitment” was the capacity students rated the highest overall.

Men and women differed in their measurements of confi-
dence in leadership, with men reporting higher confidence than
women. However, women reported higher levels than men on all
the Social Change model scales. Students who reported being
from marginalized groups reported the highest levels of comfort
with change. Students with far-right or conservative political
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orientations reported greater self-confidence in leadership than
those who reported being far left or liberal. Previous research
about the value of students’ collegiate experiences was con-
firmed in leadership learning; those who were involved with at
least one activity on campus reported higher leadership capacities
on all scales. This effect was more exaggerated when the depth
of involvement increased. Opportunity to partake in leadership
training or education was also related to increases in positive
reports on the Social Change model scales. Repeated short- and
medium-term experiences, coupled with the opportunity to engage
in leadership, resulted in the most pronounced changes. The final
MSL variable I will note here is that students who had experience
with faculty, student affairs staff, employer, community member,
or other student mentors reported greater leadership confidence,
and the more mentor-protégé experiences they had, the higher
the confidence.

As a way of demonstrating how particular campuses might
use the MSL data to understand their own environments, Miami
University analyzed students’ experiences with mentors to see if
students had less, the same, or greater access to this potentially
powerful aspect of undergraduate education. The data indicated
that Miami students reported slightly higher levels of access to
mentors across all groups except employers and community
members. Even though there are far fewer student affairs staff in
comparison to the total number of faculty, staff, students, and
community members available to serve as mentors, student affairs
staff were well represented among the number of initial mentor
contacts. Faculty and students served as the most frequent men-
tors at the middle levels of contact, and students served most
frequently at the highest levels of contact. Attempting to interpret
these data for enhancement, one might conclude that the greatest
potential gain in influencing students’ experiences in leadership
would be through designing faculty and peer-to-peer mentor rela-
tionships that are more purposeful and frequent. Whether these
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findings would be applicable in other settings would have to be
explored on a campus-by-campus basis. If the same pattern did
exist, it would be extremely helpful to know that faculty and stu-
dents needed to be leveraged more effectively in students’ mentor-
protégé experiences in order to deepen the impact of leadership
learning. This is only one small example that could be drawn from
the MSL study. There are many, many more possibilities.

In the MSL example, Banta and Pike’s cautions are at least par-
tially addressed. The study involved a random sample of students
so that the analysis of the data included studying the experiences
of all types of students and across all levels of campus engage-
ment. Although the MSL is a standardized instrument, it is not an
achievement measurement, the type about which Banta expressed
most concern. The MSL has coherence as an instrument because it
is based on a specific model and includes additional scales related
to other specific research questions. The MSL includes precon-
dition indicators that allow researchers to analyze the results
based on cultural or experiential differences, and it also allows for
comparison among various subgroups that exist on most campuses.
The qualitative assessment advocated by Banta is not possible with
a broad study such as the MSL. However, as the following descrip-
tion of the leadership program rubric indicates, the MSL could
easily be part of a broader array of assessment strategies that might
include portfolios, tracking, and other approaches.

A Multimeasure Rubric to Assess Leadership Learning

Curt Brungardt and Chris Crawford (1996) proposed a model of
leadership assessment that was adapted, used in conference pre-
sentations, and served as the stimulus in designing a leadership
assessment rubric with StudentVoice. This model advises that
progress in acquiring leadership insights, knowledge, and capacities
should include multiple types of information, including tracking of
participation, reactions of participants, knowledge and learning,

leadership self-awareness, corollary impact, and behavior. Each of
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these information sources provides a different angle on leadership
learning outcomes, and together they help us move beyond satis-

faction and self-report.

Tracking

When leadership learning becomes a pervasive part of a campus
environment, keeping track of who participates and to what degree
becomes a challenge. However, this information becomes very
powerful when linked to learning outcomes, corollary impacts, and
other categories. Campus information technology systems such as
SCTBanner now provide the possibility to link these previously
disconnected sources of information. One example is that students’
educational attainment (their grades and retention) could be cor-
related with the degree to which they participate in leadership
learning and experiences. In another example, patterns of student
participation could be analyzed to determine if different subpopula-

tions participate at the same or different levels.

Reactions

This is perhaps the easiest information to gather and includes sat-
isfaction, the degree to which students found the ideas helpful, and
suggestions on additional issues where students need help. These
data can lead to useful recommendations for program improvement

and identification of unmet leadership learning needs.

Knowledge and Learning

There are vast sources of knowledge about leadership from multiple
disciplines and perspectives. The recall, integration, and applica-
tion of this knowledge places helpful lenses in the hands and hearts
of students of leadership. Acquisition of knowledge related to spe-
cific theories, models, processes, and skills is precisely what Banta
and Pike (2007) recommended as the most defensible and rational
content-based assessment strategy.
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Leadership Self-Awareness

The presence, flow, and oscillation deeper leadership model
requires a greater depth of personal awareness than is typical of
many learning areas. Therefore, determining the degree to which
students have developed a deeper and more realistic awareness of
themselves is of central importance. Students should know more
about their personal strengths and vulnerabilities and about their
personality and how it is perceived by others. In addition, they
should have a way of understanding their relative proficiencies so
that they can judge their need for further learning.

Corollary Impact

This is information compiled about students, which includes data
about students’ impact on the institution or community, increased
opportunities for involvement and service, independent research
accomplishments, number of fellowships and awards students
receive, and other campus-based recognition.

Behavior

Behavior indicators might come from students’ self-reports. How-
ever, other measures of behavior might include advisers’ reports,
member and participant perceptions, or observations. To control
for self-selection effects, behavioral measures would likely be more
effective if they were taken before and after students’ participa-
tion in specific leadership learning experiences, or these could be
incorporated as a before and after measure in a four-year portfolio.
Important behaviors to include are congruence of thought and
action, taking responsibility, genuineness and mutuality of relation-
ships, and ethical decision making.

These six areas, and perhaps others deemed important by the
campus as it designs its assessment model, could be combined
with measures related to participants, all students, organiza-
tional effectiveness, and the campus or community environment.
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Exhibit 6.2: Assessment

ORGANIZA-
PARTICI- TION EFrec- | Campus/
PANTS ALL STUDENTS | TIVENESS COMMUNITY

TRACKING

REacTION

KNOWLEDGE
AND
LEARNING

LEADERSHIP
SELF-
AWARENESS

COROLLARY
IMPACT

BeHAVIOR

Combining these into a matrix like that shown in Exhibit 6.2
would allow planners to determine assessment collection methods
and areas to target for change, thus helping them focus on the out-
comes of leadership learning at multiple levels.

When considering how to collect the assessment information,
multiple strategies may be needed. When change over time among
students at large is assessed, a cohort model may be useful. The
cohort model could identify subgroups of students who would par-
ticipate in annual assessments to help determine what changes
occur over time. Pre- and postmeasures of the overall student
population or of specific program participants could provide a
more direct measure of change linked to involvement in leader-
ship learning. One-time cross-sectional studies could be employed
in other models, leading to a determination of how full partici-
pants in leadership learning differ from those who are marginally
or minimally engaged.

Use of the leadership assessment rubric can help institutions
avoid the critique offered by Banta and others. Specifically, the
very student portfolio that Banta (2006) advocates as the most
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authentic, comprehensive, and useful could become the repository
of the rubric evidence noted here: tracking, reactions, knowledge,
self-awareness, corollary impact, and behavior. These could all
be compiled into a comprehensive portfolio review that would be
both a learning tool and documentation of the powerful outcome

of these leadership learning experiences.

Assessing Leadership Learning Programs

In addition to assessing the leadership learning among partici-
pants and students at large, the program itself may benefit from
assessment. Every campus that is accredited undergoes a cycle
of ten-year self-study preparation for the visits of accreditation
committees. Leadership learning of a variety of types should be
included in these reviews. Assessment is an ideal opportunity to
gain visibility for the efforts of those coordinating these activities
and helps relate leadership learning to outcomes that are a priority
throughout the institution. Roberts and Ullom (1989) suggested
that the needs of a broad range of constituents should be assessed
as leadership learning is enhanced and that the important proof of
the outcome is whether or not these same stakeholders report posi-
tive gain after implementation of new initiatives. Because of the
marginalization that such groups frequently experience, it would
be particularly important to consider the needs of specific popula-
tions, including women; students of color; international students;
students with disabilities; and gay, lesbian, bisexual, and transgen-
der students.

A commitment to assessing leadership learning resulting from
coursework introduces additional special concerns. This is an area in
which initial conversations have just begun within the International
Leadership Association. If guidelines are established, they could be
used for leadership studies programs such as majors, minors, con-
centrations, and certificates. The initial reaction has been cautious,
primarily out of fear that prescriptive accreditation may follow the
creation of guidelines. However, many believe that the credibility of
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the curricular approaches to leadership are dependent on establish-
ing standards and greater rigor in all programs. Particularly because
of the potential creation of guidelines, leadership studies programs
will be incorporated into self-studies and accreditation reviews in
the future. As this occurs, leadership educators coming from faculty
and student affairs alike have the opportunity to demonstrate the
critical interplay and cooperation between curricular and cocurricu-
lar life that has been advocated in this book.

Enhancing Attention to Assessment

Few would argue that assessing the impact of leadership learning is
unimportant. Formulating assessment methods is best addressed dur-
ing the design and redesign of any comprehensive program. Internal
comparisons across levels of participation over time and use of mul-
tiple kinds of assessment data will serve leadership educators well.
The purpose of both the StudentVoice project and the MSL was to
offer methods that allow benchmark comparisons. Ideally, each of
our campuses will be able to compare with other institutions that
have related models, similar student populations, or purposes. These
benchmarking comparisons should not be done for competitive
reasons but with an eye toward sharing best practices to improve
everyone’s practice. In all of our assessment efforts we should be on
guard to control for student characteristics and experiences that can
potentially skew the findings of our assessments. Examples include
previous participation in churches, synagogues, mosques, and other
faith organizations, community organizations, sports, military, and
service groups. The bottom line is to design assessment that allows
leadership educators to continuously improve and advance the peda-

gogies, processes, and focus of our programs.

Critical Questions and Guidance in Assessment and
Evaluation

Hannum, Martineau, and Reinelt (2006, pp. 560-564) concluded

their extensive review of evaluation in leadership programs by posing
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five important questions that may warrant consideration as the focus
on leadership learning continues to evolve in higher education:

What is the best way to identify and match the “right” indi-
viduals, teams, and communities with the “right” leadership
development?

How are leadership development outcomes affected when lead-

ership is developed “at home” or “in place”?

What program components are most strongly related to which
program outcomes’

What are the stages or pathways for individual and collective
leadership development?

What are promising methods for evaluating collective leader-

ship development?

How does culture influence leadership development initiatives
and evaluations?

The fact that these questions were universally raised across
business, community, service, education, and many other arenas of
leadership provides considerable common ground that could allow
those of us in higher education to connect more purposefully and
powerfully with a broader range of stakeholders.

In addition to the questions just listed, Hannum et al. (2006,
p. 565) provide five recommendations for those designing, imple-

menting, and consuming leadership learning evaluations:

Involve stakeholders at all stages of the process in order to
appropriately consider multiple needs and perspectives.

Design the evaluation before the initiative is implemented.

Clarify outcomes to the extent possible with stakeholders,
recognizing that there may be different kinds and levels of

outcomes.
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Discuss the purpose of the evaluation and how information will
be used before beginning the evaluation.

Use multiple measures to gather information about complex

or vague outcomes from multiple perspectives.

When assessment and evaluation of leadership learning include
attention to these commitments, the quality of the assessment and
its usefulness and effectiveness in enhancing practice will result in

rapid and progressive improvement over time.

Resources and Final Notes

In addition to the models provided through the early research
on leadership programs and the subsequent testing completed
through the Kellogg Foundation—sponsored programs, there are
several other resources that can assist those who wish to create
or enhance their leadership programs. Although the Center for
Creative Leadership is focused more on business and professional
leadership than on student leadership development, it generates
and compiles numerous resources that can stimulate new thinking
in educational settings. There are professional associations such
as the International Leadership Association that draw together
those who study and practice leadership in a variety of settings.
The ACPA College Educators International and the National
Association of Student Personnel Administrators have subgroups
that regularly explore leadership questions; these groups fre-
quently bind together and with others to provide conferences or
draft publications that are helpful. The National Clearinghouse
for Leadership Programs is available through the University of
Maryland as an ongoing and critical repository for ideas and
models. One of the newest publications available to clearinghouse
members is the Handbook for Student Leadership Programs (Komi-
ves et al., 2006). Finally, of the private foundations committed to
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advancing leadership learning, the most active are the Kellogg
Foundation and the Kettering Foundation.

If we are to be successful in fulfilling the promise of leadership
studies and development, we need to find ways to more purpose-
fully connect the work of those who study, practice, and develop
leadership capacity in students. Advocating for a more inclusive
approach to leadership learning has the potential to draw many
more partners together in a common search for understanding as
we work to develop leadership potential in ourselves and others.
The connections and mutual support that we establish are very
powerful.

As more programs have become stable, it has become
increasingly important to renew and refresh the commitments
our institutions have made to leadership learning. In today’s com-
plex world, evolving leadership research, the implications of such
research, and innovations in our institutional environments serve
as healthy catalysts for change, and we should welcome these

opportunities.

Four essential commitments will enhance the prospect of creat-
ing a pervasive and shared commitment to leadership learning. The
first of these is to seek to create a campus culture that reflects and
reinvigorates the goal of leadership learning. No campus is a perfect
reflection of all the things that research has indicated characterize
healthy and thriving organizations; don’t let your own institutional
imperfections hold you back from aspiring to something better.
The second commitment that will enhance the impact of leader-
ship learning is to share it and to give it away. Leadership most
effectively draws others in when positioned as being inclusive,
transformative, and adaptive. Others can easily see their needs and
interests being served through leadership learning when defined
this way. The third commitment is to constantly challenge the
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mental models of learning and leadership in the campus environ-
ment. As we saw in Chapter One, higher education has evolved
in ways that may not serve our nation and the globe well in the
twenty-first century. As leadership learning advocates more effec-
tive mental models and organizational structures, it might become
one of the primary stimuli for organizational transformation at
those institutions that need it most. The last commitment is a
practical implication of the other three. Commitment to innova-
tive models of staffing will guarantee attention and focus as well
as shared responsibility for leadership learning among as many
stakeholders as possible. Those who champion leadership learning
should seek to think and act collaboratively, even when the institu-
tional context seems to reinforce responding to vested interests and
political agendas. Challenge your own way of thinking and broaden

the investment of all potential advocates and partners.
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Innovations to Deepen Leadership

he definition of leadership I proposed in Chapter Five was

simple: conviction in action. In addition, I proposed that
conviction had to be discovered within the context of human
experience and with the recognition that all of us are bound
together in common striving and fulfillment. In this chapter, I turn
to how this kind of conviction might be discovered and nurtured.
The discovery of worthy work can unfold through the steps of the
Presence model, which include seeing, sensing, presencing, envi-
sioning, enacting, and embodying. In addition, flow encourages one
to remain constant to the vision. Finally, oscillation allows one to
achieve creativity and high performance. This chapter will explore
how presence, flow, and oscillation can be used to formulate a com-
prehensive approach to leadership learning that includes faculty,
student affairs staff, and students in pursuing deeper leadership.

Presence, Flow, and Oscillation in
Collegiate Leadership

There are many wonderful and influential leadership learn-
ing initiatives throughout higher education. These cover the
gamut from speakers, conferences, workshops, retreats, residen-
tial programs, service-learning activities, resource centers, peer-
led programs, programs for special populations, internships, outdoor
experiential learning, institutes, single courses, academic concen-
trations, minors, majors, and more. This section will not attempt
to cover the full range of practice. Other sources of information
have been developed (such as the work of Komives et al., 2006) or
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are constantly being updated in electronic form (such as from the
National Clearinghouse for Leadership Programs) that will serve
you well in staying abreast of the field. My purpose in this section
will be to provide examples of programs that are unusual or that
have distinctive offerings within the deeper leadership framework
of presence, flow, and oscillation. The examples are out of my own
experience or drawn from other campuses; all are examples of lead-

ership learning previously or presently in use.

Presence

The Presence model includes six progressive stages: seeing, sens-
ing, presencing, envisioning, enacting, and embodying. Each
stage informs the stage that follows it so that there is a cumulative
effect. However, throughout life, one likely explores the stages in
the Presence model multiple times. As a simple example, my older
daughter, Devin, struggled to identify a career when she was in col-
lege. Devin returned for a holiday break in her sophomore year and
announced that she did not see any sense in returning to classes
the next semester because she did not know what to do with her
life. After the initial panic of a father whose offspring was expe-
riencing textbook career moratorium, we discussed that learning
is not always focused on a specific objective, but that much of it is
intended to cultivate broadly applicable knowledge, insights, and
skills that can be used in a variety of endeavors. The conclusion
was that Devin took a deep breath, returned to school, continued
her part-time job, and pursued the completion of her liberal educa-
tion requirements. Her part-time job in a local restaurant became
something that she deeply enjoyed, and she started thinking about
the catering and event management field. She eventually decided
that a marketing major followed by a culinary arts certificate would
set her up to own her own business someday. She allowed herself to
have patience with the career decision-making process, explored
options at a surface level, and then deepened her commitment as
the path became clearer to her. She followed the presence stages,
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but she moved through the stages at deeper and deeper levels as she
refined her commitment.

Moreover, the Presence model brings to our awareness issues
of much greater profundity than just career decisions. Presence is
about the eventual discovery of ultimate purposes for being—the
true calling of vocation. A conversation between Ken Wilber and
Otto Scharmer (2003) indicated that the stages of presence can be
observed in most intermediate stages of human development, espe-
cially those stages characteristic of most young adults’ lives. Wilber
related presence to his own notions of integral theory by proposing
that presence helps move people through deeper states of conscious-
ness at whatever stage they are in. Even more important, Wilber
proposed that repeated plunges into deeper states of consciousness
can speed developmental progress, much as some developmental
theories note that reflection facilitates growth by helping students
process their experiences. The proposal that the stages of presence
can be explored at varying developmental levels and that repeated
pursuit of them has the potential to accelerate development opens
up incredible opportunities in leadership learning.

The leadership learning possibilities that follow are clustered
within the six stages of presence, although many of the initiatives
could have potential influence in students’ experiences in different
or perhaps multiple stages of the model. Open mind, open heart,
and open will can also serve as other words to reflect the ever-
deepening work of leadership—deeper work that takes us to the gut
or core of leadership.

Downloading

The first stage in the Presence model is seeing, which is preceded
by the initial commitment to explore more critically (“download”)
one’s previous assumptions. To download is to discard previous
notions and preconceived ways of thinking that could restrict a
fuller exploration of the dynamics of any particular problem or
question.
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Considering the diversity of perspectives related to leader-
ship that students receive before coming to college, as well as
the persistence of public examples that leading is the purview of
privileged individuals in positions of power and authority, it is
of primary importance to encourage students to carefully exam-
ine their previous views of leadership. Critical examination could
occur by attending campus lectures, observing speakers at leader-
ship conferences, and participating in introductory courses in lead-
ership, and, at a deeper level, by traveling abroad.

Campus lectures are a readily available resource that can intro-
duce leadership questions. Who speaks and the message they
deliver is many times out of our realm of control. However, what
is always available to us is a critically reflective conversation about
how the speaker was introduced, what the speaker said, and the
images evoked by both. It does not really matter if the images are
consistent or inconsistent with the view of leadership that cam-
pus programs espouse; either way, there is opportunity to critically
reflect, compare, and contrast these perspectives. Considering the
expense of many speakers these days, it is not only logical but also
good educational practice to encourage students to gather together
in classrooms, residence halls, or leadership classes to tease out the
lessons of leadership from these events.

Many campuses schedule specific speakers as leadership
conference keynotes or as stand-alone lectures on leadership. In
these cases, those sponsoring the speaker can have greater influ-
ence in shaping the message to reinforce or to deliberately critique
leadership issues. One of the frustrations with contracted speakers
is that many of them have prepared speeches that they routinely
deliver. If not asked to do otherwise, they will proceed without
consideration for how their ideas reinforce or challenge ideas about
leadership that the institution in general or the sponsoring program
in particular seeks to communicate. To overcome this challenge,
Miami University created a speakers’ agreement that commu-

nicated a set of values that were important to the campus, such
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as intellectual rigor, respect for individual difference, and inclu-
sive leadership. When speakers receive their university contract
to speak, they are asked to respect the university’s commitment to
building a positive campus climate and advocating leadership as a
shared responsibility of all those in the community. If speakers have
contrasting ideas, it then becomes their responsibility to engage in
respectful discourse about the differences.

Introductory courses in leadership can drive critical examination
to a more substantial level. Consideration of how leadership has
been viewed over time by different authors, researchers, and theo-
rists is included in many courses and the texts that are used in
them. This kind of introduction helps explain why there are so
many different contemporary views of leadership—views that are
carried over from previous eras, even though the relevance of the
view may have limited support or rationality in the present day. An
example is the classic Great Man perspective that many students
either implicitly or explicitly endorse. The opportunity to conclude
that such an idea is irrational in contemporary times helps to
prepare students to explore new ideas. Another way to encour-
age students to examine previous notions is through experiential
activity. Taking course members through an outdoor challenge
or ropes course may open up issues that would otherwise only be
intellectualized in reading and discussion. For example, what hap-
pens when the facilitator suddenly silences a person who has been
the key communicator or problem solver in an outdoor challenge
experience! Typically, others begin to take more responsibility for
the functions this person performed or the one silenced begins to
explore other forms of less direct and obvious communication. This
kind of experience may teach both more quickly and deeply.

Travel can have a profound impact in helping students explore
previous notions of leadership and assumptions about the world
around them. Travel could be to a community near the campus,
in the region, across state lines, or international. The greater the
difference in culture that students encounter, the greater difference
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the experience is likely to make in challenging students’ previous
ideas. Travel abroad can be particularly meaningful as a way to
reduce the ongoing clutter of life and thereby expose students
to experiences they would never have had otherwise. Sharon Parks
(2000) indicates that “international travel can evoke deepened
recognition of connection and interdependence” by “awaken-
ing curiosity, evoking awe, deepening compassion, informing the
mind, and opening possibilities” (p. 185). This description conveys
what happens when students shift from previous perspectives that
may have allowed them to maintain comfortable isolation from
the broader world around them. International or other travel that
takes students out of familiar places forces them to question ideas
of self-sufficiency. In order to succeed in new and foreign environ-
ments, students have to learn to be comfortable with and to accept
help from others. For students who believe that leading is about
strong, forceful experts who make things happen on their own,
a brief interaction with a helpful stranger may trigger adopting a
completely new perspective.

Seeing

Once downloading has taken place, we begin to get outside our
own perspective, allowing us to see more accurately. Seeing more
accurately includes both broadening our view and seeing the reality
in greater detail. Assessment of students’ talents, interests, and
goals is one of the most useful ways to stimulate the process of
seeing the world in a different way. From the resulting increase in
self-awareness, students can see a clearer and more detailed picture
of leadership and its dynamics.

Assessments related to different theoretical models are regularly
integrated into conference presentations and classes. Recommen-
dations on which ones to use vary and are usually based on whether
or not the particular theory complements one’s preferred approach
to leadership. The Student Leadership Practices Inventory-self
(Kouzes & Posner, 2005) has been validated in a special version
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for college students. The Myers Briggs Type Indicator (Myers &
Briggs Foundation, 2006) is frequently used to increase the
understanding of different personality types. The DiSC (Inscape
Publishing, 2001) is used to explore characteristics of dominance,
influence, steadiness, and conscientiousness related to leadership.
The StrengthsQuest model (Gallup Organization, 2005) encour-
ages reliance on enhancing strengths as a strategy for personal and
leadership success. In addition to using assessment in specific con-
texts, creating a Leadership Assessment Center may help meet the
broader needs for leadership assessment in all areas of educational
practice. This could be done as a stand-alone service or it could
be created in a cooperative venture with a campus counseling
and testing center. Having leadership assessment available as an
on-call service provides the opportunity for individuals or groups,
outside of formal coursework or conferences, to benefit from ongo-
ing assessment. An example of when this might be helpful includes
when a faculty or staff member refers a student who by virtue of
strong personality attributes may be struggling to sustain relation-
ships. Or situations of conflict between students who are working
on a joint project may warrant referral of the group by their adviser.
Another example is in living groups in residence halls or fraternal
organizations. If such groups wish to become better acquainted and
authentic in their relationships, members might take independent
assessments and then compare their results in a group interpreta-
tion. Assessment is a way of holding up the mirror for students
so that they can see themselves more as others see them. Seeing
others’ perspectives and beginning to realize the different talents
and gifts that everyone brings to leadership can be a powerful
means of promoting leadership development. Instruments designed
to assist students with career decision making may have broader
applicability to other interests as well. As students seek to see the
possibilities for leadership, having the opportunity to assess their
degree of interest in certain fields in comparison to others may be

instructive.
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Another powerful way for students to begin to see the world
more clearly and accurately is through community service or
service-learning. Student participation in charity, philanthropy, and
community service have been a part of the college environment
for many decades. These forms of service have been couched in
terms of social obligation, a way to give back to one’s community.
Charity, philanthropy, and service are often conceived as a respon-
sibility of those who are privileged—to whom much is given, much
is required. Although these ideas and origins of service have merit,
service-learning assumes that students are more deeply engaged
in the service and that their views of the world change as a result
of the experience (Schroeder, Penner, Dovidio, & Piliavin, 1995).

Service-learning is a method to encourage students to look
more carefully at the world around them, helping them to see it
in greater detail and without preconceived notions. Some service-
learning takes place in academic courses or as a complement to
them. Regardless of whether credit is offered or not, an important
distinction of service-learning compared to other forms of ser-
vice is that learning from the experience is more intentional. For
example, the church group that my youngest daughter attended
while she was in high school took an alternative spring break trip
to New York City. The trip was filled with a variety of experiences,
one of which was the Midnight Run, an organization that sends
vans throughout the city at midnight to deliver clothing, food,
and other personal items to the homeless. Those participating in
the service were involved in preparing for the run and interacted
with those who were served through it. This particular experience
deepened when Darbi began a conversation with one of the men
she encountered during the night. She found that this man was
college educated, intelligent, resourceful, full of hope, and eager
for the next and more hopeful step in his life. This insight, con-
trasted with her previous notions, allowed her to see homeless-
ness in a totally different way—as something that can happen to
anyone and that can be solved through the provision of resources
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and opportunity. The experience of working with the Midnight
Run was complemented by discussions among the adult counsel-
ors and the students, which allowed them to reflect on what they
experienced so that they could download their previous ideas and
begin to see the world in a different light. The critical points to
reinforce as students embark in service-learning are that they must
do so with deep respect for those being served, and that they should
assume that both those being served and those who are serving are
mutually engaged with each other. These conditions set the stage
for students to interact meaningfully with diverse people and sub-
sequently see the world in a different way.

Travel can also be utilized to stimulate students’ clarity of
vision, much like the alternative spring break mentioned above.
Ecological trips may involve cleaning up degraded environmental
areas. Service trips may include students from many campuses join-
ing together in power-building periods for Habitat for Humanity.
These experiences involve students in ways that allow them to
see their world in more complex ways and teach them that there
are other young people throughout the world devoted to helping
address societal problems.

Orientation for new students in residence hall environments
can help students see new and attractive opportunities as they
begin collegiate life. Orientation can be conceived in ways that
reinforce the importance of students seeing themselves as respon-
sible for their own learning, as critically engaged in campus affairs,
and as capable of leadership. Messages of this type are essential to
students’ seeing themselves as capable of constructing their own
experience and taking charge of their own learning; such messages
have a profound impact on student motivation. In many collegiate
settings, certain students come to campus having had more privi-
leges in leadership in high school and therefore expecting to have
the same opportunity in college. These students can be encouraged
to consider the possibility that when talent and interest are high,
leadership is not about competition but is about joining together
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with others who have shared interests, all working to discover
the leadership potential within themselves. Residence hall staff
are some of the strongest influences in establishing the context
for leadership learning. These staff should be encouraged to see
themselves as part of the leadership learning staff of the campus.
By doing so, residence hall staff can establish expectations of high
involvement and shared leadership through the way they approach
issues of residence hall environment, governance, and responsibility
for behavior.

Independent research is another way to immerse students in
seeing their world more accurately. Because of the individualized
nature of these opportunities, students are able to identify areas
of interest that they wish to explore and the methods of discov-
ery that they prefer. When students have significant responsibility
for their learning and when they engage with curiosity and open-
ness, the potential depth of learning is enhanced considerably.
A number of leadership programs involve peers in the analyses and
design of programs. This kind of involvement not only allows stu-
dents to provide new or enriched opportunities for their peers but
also to see themselves as competent and capable, a mind-set that
enhances their own learning.

The Duke University Hart Leadership Program is a particularly
good example of the power of deep engagement that stimulates
a shift in the way students see the world. The Hart Leadership
Program curriculum embraces three commitments: immersion,
critical reflection, and “going public.” Immersion involves stu-
dents in directly engaging a real problem at the university or in the
surrounding community. Critical reflection involves the dimensions
of personal (fostering personal growth and awareness), interper-
sonal (including mentor relationships), and academic (increasing
knowledge of systems, patterns, and operating concepts) learning.
Such engagement captivates students and stimulates their criti-
cal thinking. Once they begin to see the world in greater depth
and detail, they share their new realizations with others by “going
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public” in open forum presentations. The magic of going public
is that, as they are challenged through dialogue with peers and
others, they examine even more deeply the questions they had
and the initial conclusions they have drawn. This kind of experi-
ence helps them see the potential to contribute to a greater com-
mon good, which is analogous to “sensing” the possibilities of real
change that [ describe next.

Sensing

Sensing is an evolutionary process, and responding to it functions
much like a magnet, drawing out our commitment and talent. Con-
clusions about what is to be done are very tentative at this point
because we are just beginning to see new possibilities for actions
we might take. It is important that this process of discovery about
the world and our role in improving it be approached with patience
and wonder, rather than urgency and insistence. The examples that
follow have the potential to open students to new possibilities for
a deeper kind of leadership. Student response at this level is likely
to vary; some will welcome the chance to broaden their worldview,
and others will be uncomfortable with the perceived pressure of
finding their place in the world.

One powerful opportunity for sensing is the LeaderShape Insti-
tute. Beginning in 1986 as a program targeting fraternity men,
LeaderShape has evolved into a program for students from a vari-
ety of backgrounds and experiences and is available at national
and campus-based sites throughout the country. The Leader-
Shape Institute is a six-day intensive leadership learning experi-
ence that takes place with a small group of a maximum of sixty
participants in an immersion retreat. Trained individuals known
as Lead Facilitators guide the Institute and work with a group
of Cluster Facilitators who in turn work intensely with students
throughout the six-day period. The curriculum at all LeaderShape
Institutes is the same and is revised based on rigorous evaluation
each year. One of the primary outcomes of the Institute is that
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students formulate a vision of a cause or project they care about
and will commit to pursue as part of their immediate collegiate and
eventual life experiences. This vision is, in essence, the result of
participants coming to sense the possibilities for their contribution
to the world. There are numerous examples of LeaderShape par-
ticipants who have continued to pursue their visions while modi-
fying and shaping their approach as their life experiences unfold.
The Institute’s commitment is to start a lifelong process that shapes
young adults’ lives around commitments to transformative vision
and integrity in their actions.

One of the challenges that some colleges face is helping stu-
dents break out of the environmental cocoon that becomes so
familiar and comfortable for them. Even on campuses in thriving
and diverse urban communities, the tendency to seek comfort-
able spaces may keep students from experiencing environments
that challenge them to see their role in the world differently.
Conferences that are away from campus and take students into
environments that are foreign to them can begin a process of
stimulating students to consider, or sense, other possibilities. One
particular conference, the National Black Student Leadership Con-
ference, is offered annually in Virginia. This professional-oriented
conference draws a large audience of students and advisers from
throughout the nation, and it provides a setting that is unusual
in most students’ lives. Students come expecting to be challenged
through the opportunity to see and meet educators, politicians, art-
ists, and activists who are changing the world through their actions.
The messages that students cannot help but derive from this expe-
rience are about potential, critical mass, and stewardship of one’s
own and others’ futures. This experience stimulates the consider-
ation of what contribution each and every one of the participants
can make to the betterment of those who have suffered discrimina-
tion. Another example of this kind of opportunity was the Inter-
Faith Dialogue retreat at Princeton University in the spring of
2005. This conference, offered to diverse teams of students who
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were committed to fostering interfaith dialogue on their campuses,
provided a dramatic picture of what campuses could be like if they
really were able to achieve respect among students from different
religious backgrounds.

In a classroom setting, advanced leadership courses can stimulate
the process of sensing possibilities for change through leadership.
Especially when these courses involve group projects focused on
change, community-based research, or other team activities, these
courses help students realize the influence they have in shaping a
world that is more fair, equitable, and caring. Returning to the exam-
ple of Duke’s Hart Leadership Program, the Enterprising Leadership
Incubator stems from the introductory course during which students
identified promising ideas that could be addressed in the future. The
Enterprising Leadership Incubator pushes the initial ideas deeper by
encouraging students to think big as they attempt to effect change
in organizations and community action. When resources inhibit the
change initiatives and learning that comes from it, seed money can
be made available to assist students with their initiatives.

Sensing new possibilities for oneself can also be bound to one of
the dilemmas of both new and mature programs: how to maintain
and renew momentum in campus programs. As new research and
models unfold, we become aware of innovative processes that can
foster leadership. In order to stay aware of these developments and
nurture the potential among a critical mass of leadership colleagues,
it is important to offer a mechanism to draw those who have the
ability to advance leadership learning into an ongoing conversa-
tion. One of the ways this could be done is through establishing
a group dedicated to mutual learning that pushes the boundaries
of leadership learning through shared responsibility for the pro-
cess. The Learning Partnerships Model (Baxter Magolda, 2004) is
a useful way of conceptualizing such a group. This model advo-
cates that all those involved be seen as both learners and teachers,
that knowledge is situated in their experiences, and that learning
is the mutual construction of meaning. The mutual construction
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of meaning is particularly powerful because it recognizes that as
students, faculty, and staff, we all help create meaning informed by
our diverse experiential, cultural, and environmental backgrounds.
With these assumptions, new and experienced staff, graduate
students, and undergraduate peer leaders could work together to
make sure that innovative ideas are regularly infused through the
leadership learning opportunities on the campus. A leadership
learning community could be a way to sense different possibilities
in the design of leadership programs while demonstrating that
processes are available that allow us to see and sense potential

opportunities that we might otherwise never consider.

Presencing

The phase from which this model draws its name, presencing,
reflects a moment, a period of time, or progressive experiences
when we begin to understand that we really have found worthy
work to which we are willing to dedicate ourselves. Finding this real
purpose is likely to begin with tentative and even timid pronounce-
ment of what matters to us. As we become more comfortable with
our convictions, we become more authentic in the declaration of
our beliefs. The process of discovering deeper purpose could be
likened to walking a tightrope—a process full of breathless and
uncertain moments at first. In the company of others who sup-
port us in these moments, we find our balance and thus grow more
confident and effective in expressing our own beliefs.

Having a mentor to accompany students on the journey of
presence is particularly important during this phase of the model.
Ideally, a mentor would be available throughout the young
adulthood period. However, when students begin to sense the
possibilities for their own lives, reach out to role models, and start
to proclaim their convictions, they require a mentor. The concept
of mentor-protégé relationships has been popularized in many
leadership and other types of programs. Some of these programs
represent no more than acquaintanceship or coaching. To have a
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real mentor-protégé relationship is very powerful. I encourage you
to reserve the use of these words for these important times.
Sharon Parks’s Big Questions, Worthy Dreams (2000) addresses
how young adults come to understand themselves and develop a
sense of faith. It relies heavily on notions of developing relation-
ships with mentors who are good company on the road of discovery.
Parks proposed that developing faith is closely aligned with the
process that William Perry (1998) described in his groundbreak-
ing book, Forms of Ethical and Intellectual Development in the College
Years: A Scheme. In her adaptation, Parks explains that young adults
pass through the following stages on the journey toward purpose:

1. Authority-bound, dualistic
2. Unqualified relativism

3. Probing commitment

4. Tested commitment

5. Convictional commitment

[ previously proposed in Chapter Five that there is a similarity
between the Presence model and Perry’s progressive phases of
intellectual and ethical development. With Parks’s language and
focus on conviction, it is even easier to see the relationship to the
unfolding experience of discovering conviction.

Parks indicates that young adults who are either authority-bound
and dualistic or view the world through the lens of unqualified
relativism are really not developmentally ready to address ques-
tions of conviction. Having an authority-bound perspective is a
natural part of development and reflects the experiences of earlier
childhood, where the security of knowing and the predictability of
authority are so important. Likewise, unqualified relativism reflects
a natural opening from a world previously viewed through dualistic
frames. Young adults who see the world with unqualified relativism
do not see the need or relevance of conviction in their own lives.
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[t is probing conviction that begins to provide real opportunities to
engage with mentors.

If we are lucky, protégés will seek us out as they begin to
look for deeper purposes for their lives. There is frequently an
acquaintanceship that precedes this deeper phase that has allowed
the protégé to see the potential for a more substantial relationship
with the mentor. As I have experienced the beginnings of probing
conviction with students, it has frequently come at moments of
confusion, frustration, or disillusionment. A former student whom
I advised and with whom I stayed in contact when she went to
law school worked very hard, graduated at the top of her class,
and joined a corporate law firm in a major city. At first she was
exhilarated by the work, the people, and the challenge. Eventually,
she began to see political dynamics, sexism, and lifestyle implica-
tions that made her increasingly uncomfortable. But she struggled
to comprehend how she could possibly give up a lifetime dream,
ignore all that work, and deal with the debt she had acquired
while moving toward a newly discovered dream. I had numerous
other opportunities to advise and encourage this talented young
woman, but the moment of truth—the time of the deepest search
for conviction in her life to this point—was when she stood at the
threshold of these questions. At this moment we deepened our pre-
vious relationship and moved into the mutual and searching world
of a mentor-protégé relationship.

Probing conviction, or the initial experience with presence, is
likely to be characterized by a tentative expression of purpose. This
delicate moment is the ideal time for mentors to help young adults
anchor the vision they have of themselves or, in Parks’s language,
to “beckon the self into being” (2000, p. 81). The initial explora-
tion of deeper commitments is a threshold experience that allows
young adults to explore their imagination for how the world could
be and then begin living into that possibility.

During periods of deep discovery, some young adults become

discouraged because of denigration they experience at the hands of
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those who dismiss the possibilities of transformative change. Find-
ing mentor relationships or being involved in a community that
serves a mentor function for its members is critical if the flame
is to be kept alive at these times. Whether it is an individual or
community attribute, to be mentored is to have one’s big questions
and aspirations welcomed. Three practices could be cultivated in
order to welcome these big questions (Parks, 2000, pp. 154-156):

Practice of the Hearth: Hearth places are where we are warmed
in both body and soul, are made comfortable, and tend to

linger.

Practice of the Table: The table is where we learn to share, to

wait, to accommodate, to be grateful.

Practice of the Commons: The commons helps us to stand
with each other through interrelatedness and belonging, even

when we may come from very different places.

[t seems that these practices could be useful for those who want
to make it clear that they are open to protégés. Creating hearth
could be accomplished by being less hurried and by becoming more
peaceful in our interactions. Creating table would result from curi-
osity about students, their lives, and what they seek to accomplish.
Creating commons as a mentor would mean supporting students
when they stand up for an ideal, even though it may contradict
our own views or those of the institution that employs us. Hearth,
table, and commons can be interpreted in so many different ways
when we look at our individual behaviors. The three practices
could also be applied to living groups, to organizations, and to joint
initiatives in which students are involved. Attention to hearth in
a living group would mean ensuring that there is a quiet communal
place where students can comfortably be with each other in reflec-
tion. Attention to table in a student organization might be as sim-
ple as encouraging respectful meeting processes that demonstrate
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a willingness to accommodate one another’s ideas. Attention to
commons in student initiatives would mean connecting students
who have conflicting, related, or cooperative interests. All of these
are relevant and should be taken seriously in order for students to
find individual mentors and communities to support them when
they are exploring probing conviction questions.

The most important point I hope to make is that if presence
and an authentic conviction around which to form our lives is to
be nurtured and sustained, the initial and tentative expression of
it must be welcomed either individually by a mentor or by a com-
munity that can offer a similar function. Being intentional and
concentrating in deeper ways could result in amazing revelations
for our students that spur them to greater accomplishments than
they or we could ever imagine. Indeed, this kind of potential was
captured by Donald Cutler (personal communication, December 7,
1991), the minister who delivered the eulogy for Esther Lloyd-
Jones, when he stated, “Through her accomplishments one sees
what a frequent mentor she was, and she bore the stuff of all great
mentors, that they are not competitive but rather luxuriate in the
accomplishments of their protégés.” This statement is so much a
part of the mentor-protégé dynamic. The mentor knows the poten-
tial in the protégé, so much so that she not only accepts but also
hopes that the protégé will eclipse the mentor’s own accomplish-
ments. This is good company for the road toward conviction in
one’s life.

Civic engagement opportunities could provide other interesting,
and perhaps related, opportunities to enhance the discernment of
presence in leadership learning. Many authors and speakers have
raised concern in recent literature about young adults’ commitment
to civic affairs (Ehrlich, 1999; Putman, 2000). Civic matters require
resolution through community. As a way of thinking about these
community concerns, one might adopt the idea of civitas captured
in the practice of the table, a place that requires sharing, waiting,
accommodation, and gratefulness (Parks, 2000). Through a campus
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leadership learning initiative focusing on civic engagement and
relying on these principles, processes like monetary and physical
space allocation would emphasize sharing and accommodation for
the greater good rather than competition and winner-take-all.
Celebrations and acknowledgment of students who have made
important leadership contributions to the campus might also look
different, both in terms of who is recognized and how the tributes
are offered and accepted.

The idea of presence epitomizes the first half of the definition
that I previously proposed as a foundation for deeper leadership:
conviction in action. The declaration of purpose is likely to be
tentative at first, but as confidence is gained, these provisional
convictions turn into deeper and longer-term commitments and
eventually a willingness to act. It is the willingness to act that

draws us into the next phase: envisioning.

Envisioning

Envisioning involves beginning the process of pulling ideas,
resources, and people together to achieve the intended outcome:
the vision. Being deeply centered and present in leadership makes
envisioning both easy and difficult. On one hand, leadership
informed by deep conviction is easy because it feels natural, is
highly motivating, and is ultimately the work we cannot help but
do. On the other hand, deeper leadership is difficult because it can
easily be misunderstood as too grandiose or too much of an impo-
sition on others. This tension between the proclamation of what
matters and helping students understand the critical importance of
listening to and incorporating the responses of others is likely to
require special attention.

The LeaderShape Institute, mentioned previously as a possible
initiative to help students sense their greater potential, actually has
its greatest impact after the six-day program has concluded. The
curriculum includes a focus on day seven and beyond as a way of

encouraging participants to remember the importance of what
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they have learned and putting the lessons into action. One of the
first implications of envisioning for LeaderShape participants is
that, once they have identified something to which they will ded-
icate themselves, they begin to realize that few goals truly worth
accomplishing can be tackled alone. The envisioning phase is where
leadership really begins to happen. Students’ perception of what it
takes to be successful in pursuing their dreams can either serve as
an attractor for others or push them away. Envisioning will attract
others when students invite input, listen carefully, and incorporate
both ideas and additional mutually beneficial aspirations into a plan.
However, if students insist on the rightness of their views and if they
force prescriptive ideas and strategies on others, they undermine
the collective process that allows others to envision with them.
Understanding this dynamic is difficult for some students, especially
if their personalities are strong and they are used to having leader-
ship privilege from previous experiences. Many students who have
had positional roles, such as president or chairperson, assume that
the authority they held and the way they used it to influence oth-
ers resulted in their success. But the systemic and lasting changes
these same students now seek cannot be achieved through the same
processes they used before. They have to explore other models in
order to become effective. One of the models I frequently use to
help students understand this dynamic is Ronald Heifetz’s adaptive
leadership (1994). As I explained in Chapter Four, adaptive leader-
ship is most appropriate when the solution to a question or prob-
lem is unclear or unknown. This is likely to be the state of affairs
for many of the big questions students wish to address once they
have explored the presence phase. Leadership in this circumstance
is a matter of holding the question up to others and engaging with
them as the group collectively explores the tensions surrounding the
question. Leaders do not have to have all the answers; rather, they
must engage others in the work of discerning possible strategies and
methods that have the potential to be effective. Understanding and
learning to lead in this way may be difficult for students who have
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just discovered something about which they care a great deal; sup-
port groups, consultations, and resource centers could prove help-
ful to students during this phase. Fortunately, students at this point
have such deep convictions in their purpose that there are seldom
problems with motivation. Students who have been awakened will
do practically anything in their power to progress when they care
enough about the goal.

Small group initiatives or seminars can be very beneficial to
students during the envisioning phase because they allow for an
intimacy unlikely in other formats. Two kinds of groups in which
[ have worked over the years have titles that convey their purpose:
Inspired Annoyance and Kindred Spirits. In the Inspired Annoy-
ance noncredit seminar that I have periodically conducted, the
purpose is to find students who have a depth of conviction about
something but have no support group to use as a sounding board
in pursuing it. The analogy of oysters creating pearls served as the
basis for this seminar group. By reflecting on the analogy, students
gain greater acceptance of the discomforts of big questions (the
grain of sand that enters an oyster), learn to respond affirmatively
to the annoyance (the outside coating of the grain), and thus cre-
ate outcomes of great value (the pearl). A particularly useful text
for the Inspired Annoyance seminar is Parker Palmer’s The Active
Life (1990). I have typically used each of the successive chapters
of Palmer’s book as a way of proposing the importance of balanc-
ing contemplative and active practice in leadership. The Kindred
Spirits retreat was sponsored jointly with the Campus Ministry
Center for several years. Its purpose was similar to that of Inspired
Annoyance in that it was targeted for students who had made ini-
tial commitments to deep leadership work but who could benefit
from having kindred to share their journey. Kindred Spirits was a
weekend reflective retreat, but sometimes involved both prepara-
tory and follow-up sessions.

Helping students envision action based on their convic-
tion can also be advanced in students’ experience through the
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community-based research method (Stoecker, 2004), in which
faculty or staff guide students in completing academic projects in
teams. The Hart Program’s Enterprising Leadership Incubator is a
good example of this. Through community-based research, course
instructors and students identify community concerns and then
students participate in research that deepens their understanding
of the problem. Eventually, students collaborate with community
members to formulate plans for and take action toward addressing
the problem. This is truly envisioning in its fullest sense—engaging
a question that has no clear answer with research and analyses that
draws multiple stakeholders together in its resolution.

Residential groups that have self-governance as a significant
part of their purpose are also ideal environments through which
to explore the dynamics of envisioning. Many college students
today have never really participated in a community that lives by
democratic practices and that takes responsibility for the quality
of life in the community. Fraternal organizations have this as
part of their historic tradition, but most have lost sight of this
notion in their contemporary form. Residence halls were at least
partially created to provide students with the opportunity to take
responsibility for their own affairs as a way of teaching democratic
living. Unfortunately, concerns over liability and attention to
consumer service have undermined the self-governance goal. In
both fraternal organizations and living groups, a commitment to
envisioning and then living as a real democratic community could
be revived as very helpful leadership learning opportunities. Such
opportunities would help students acquire both leadership capacity
as well as an understanding of what healthy and engaged commu-
nities entail.

Carnegie Mellon University offers an ongoing annual event
called the Syzygy Conference. The word syzygy is like synergy, but
stronger. Syzygy reflects a yoking together of those with common
ideas. The Syzygy Conference draws students together around
common commitments to personal values, visioning, collaboration,
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and networking. The theme for Syzygy 2006, “Align for Action,”
encouraged sharing ideas and collaborating to create positive
change. A conference conceived in this spirit could not help but
aid students as they envision how to put their convictions into

action.

Enacting

Enacting takes what we envision, breaks it down into initial steps,
and includes acting in the instant to test the effectiveness of our
strategies. These initial steps become prototypes for subsequent and
more substantial action directed toward fulfilling the vision. Leader-
ship learning that provides opportunities for students to enact their
commitments results in greater institutional capacity that addresses
questions and concerns important to the community while at the
same time enhancing learning itself. As students begin to act, they
become a volunteer force for the campus and community, address-
ing needs and drawing other students into greater participation.
Almost all broad campus models that support leadership learning
have some limitation in resources. By involving peers, the available
human resources expand to respond to the emerging needs.
Students who will benefit most at the enacting level are those
who are on a journey, or have shifted, to a new level in their
leadership identity. As previously described in Chapter Four,
Komives and her colleagues (2005) discovered that students even-
tually move to a “leadership differentiated” phase that enables them
to embrace others, involve them, share with them, and value the
contributions of all those who are dedicated to advancing a com-
mon vision for change. Students who have these beliefs are infec-
tious in their advocacy for others to engage in leadership. In fact,
one of the primary leadership objectives for these students is to
make more students aware of the pleasure and fulfillment that is
possible by learning about and participating in leadership learning.
For students who have ideas that they wish to pursue, three
resources that are likely to be most important are training and
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information resources, monetary resources, and a place to pursue
the work with others. Students who have discovered the power
of conviction in their own lives will many times find their own
paths to these resources, but it is essential to ensure that training,
financial assistance, and physical space are available and that
students of all backgrounds, experiences, and perspectives know of
their availability.

Regarding training needs, students may or may not have had
experiences through which they learned basic skills such as organiz-
ing and facilitating meetings, budgetary processes, event-planning
strategies, and campus administrative and bureaucratic structures.
Although this kind of training may routinely be available through
conferences, brochures, and handouts, there may also be a need to
provide a responsive leadership training initiative that encourages
students to assess their needs and request assistance on topics of
interest at suitable times and places. With the technology avail-
able on most campuses, such a responsive system could be placed
online with staff or paraprofessionals working with organizations to
fulfill their requests. The greatest advantage of such a system is that
students will have intrinsic motivation to learn what they need to
learn, a condition that is likely to significantly enhance compre-
hension and retention.

Regarding monetary resources, most campuses have student
government funding allocations that can be tapped. However, the
broad and innovative nature of the initiatives that some students
wish to pursue, especially if they are stimulated by the deeper lead-
ership journey [ advocate here, may require access to other sources.
An incubator approach that supports innovation and change could
be taken with this kind of funding. This would be most effective
when there are no existing structures and processes to support their
initiatives. Once students have completed a plan, they could come
to a student or faculty-student committee to request support for
their work. In my travels I have found that this model is already in
places as far-flung as the United States, Canada, and France. The
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interesting thing is that the process is sometimes not recognized as
a primary means of stimulating leadership capacity. It would be so
easy in the cases where the funding mechanism already exists to
add the twist, “And what did you learn about leadership as a result
of your experience?”

Relating to and complementing the provision of monetary
resources, it is important to provide physical space, or a crossroads,
for students who seek to make a difference and are striving to test
their ideas as they enact them through leadership. There may be a
particular need to focus on students who have social activism goals
when it comes to this space. Groups that advocate social change
are sometimes found only at the fringes of the campus. In these
cases, it is important, and relatively easy, to provide a meeting,
gathering, and basic office space that allows them the same privi-
lege of resources that more conventional groups receive (Meyers,
2006). The location of a social activism center is a delicate issue
and needs careful consideration. On one hand, these groups may
prefer to have private space separate from other groups. On the
other hand, to place them somewhere else may inadvertently send
a marginalizing message.

When considering the idea of providing a gathering place
for social activism groups, one way of stirring up the context for
leadership learning would be to find a location that provides a
designated space or office for collaborative leadership. The com-
mon space between social activism and other student clubs and
organizations could help students discover that they actually have
more in common than they thought and that the leadership learn-
ing each is pursuing is mutually informing and reinforcing.

When thinking about students who are eager to enact their
commitments, some interesting surprises can occur. 1 had a par-
ticularly wonderful encounter with a first-year student who was
entertaining the prospect of leaving the university. He expressed
his intent to a friend who suggested that he might want to speak
with me before he left. The student made an appointment, showed
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up in my office, and proceeded to express a litany of dissatisfac-
tions with fellow students and the lack of active learning on the
campus. | spoke with the student only a couple of times at first,
but I encouraged him to enact his own commitments by listening
carefully to others, getting involved in some initial leadership pro-
grams, and checking back with me. The result was that he learned
more about himself, became more effective, and realized that there
were plenty of opportunities for active learning. Most important,
he discovered that students were the most appropriate source for
much of this learning. He became an advocate for others to be
involved and proceeded to build new strategies and methods that
invited students to explore their own convictions in leadership and
put them into action. This student single-handedly became one of
the most effective leadership program “staff” that we ever had. He
not only stayed at the university but also became involved in ways
that transformed his experience and that of others.

Enacting involves taking one’s awareness of a need, one that is
informed by critical experiences and analysis, sharing it with oth-
ers in ways that invite them to shape it for their own purposes, and
beginning the initial steps to bring about change. This progression

leads eventually to embodying the change that we seek to create.

Embodying

The final phase of the Presence model is the result of all the deeper
leadership work that faculty, staff, students, and community mem-
bers alike pursue. Embodying our dreams, whoever and wherever
we are, is important because there are those who have not done
the inner and deep work of leadership who sometimes pose as if
they have. I do not mean this judgmentally or critically. Where
we are is where we are, and I have no doubt that there are many
individuals who believe they have pursued the inner work. The
unfortunate part of that is that their behavior shows otherwise.
Arrogance, imposition of will, demeaning others, dishonesty, and
other attributes are all clues that the deeper learning of leadership
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has not yet been part of their experience. Trusting our own intu-
ition about this is important. Our intuition about others’ depth
of commitment should always be explored while maintaining a
generous and nonjudgmental stance. The important part is that
we also need opportunities in leadership learning that help more
of us embody deeper leadership, and we need ways to celebrate it
in each other.

One of the most available and probably underutilized sources
of embodied leadership are faculty advisers to student clubs, orga-
nizations, and honoraries. Most campuses require that student
organizations have faculty or staff advisers, but many also allow the
signature on the form to be the end of the involvement. Giving
advisers mental models on how to enhance students’ learning about
leadership could pay off in so many different ways. The Learning Part-
nerships Model (Baxter Magolda, 2004) is one useful framework for
fostering professional development among faculty and staff advisers.
[t is relatively easy to reach an agreement that student learning could
be enhanced—and our pleasure in working with them increased—if
students had internal belief systems, an established internal identity,
and a conviction that learning takes place through mutual relation-
ships. However, this is not the way most of our students come to
us; Baxter Magolda found that, indeed, this view of learning is fre-
quently not achieved until some time after the collegiate experience.
Baxter Magolda and her coauthors do outline ways of moving toward
this ideal. For example, the programs that implement the Learning
Partnerships model have been influential in supporting students in
the movement toward more complex and responsible constructions
of their learning. Contrasted with workshops on legal responsibilities
and policy briefings, this kind of approach in adviser development
would help faculty and staff understand the power of cocurricular
involvement and the importance of encouraging students along their
journey toward deeper leadership potential.

Recognition of students, faculty, staff, and alumni who make

unusual and transformative contributions to the campus and

191



192

DEEPER LEARNING IN LEADERSHIP

community is another important dimension to embodying deeper
leadership. Recognition can sometimes deteriorate into popular-
ity votes that only reward visibility. By contrast, recognition of
leadership contributions should be as authentic and deeply felt
as possible. Some campuses offer a series of meetings where, in
addition to recognition, faculty, staff, and students reflect on their
educational journey. Such a series would help to focus on the jour-
ney of those who embody deeper leadership rather than focusing
primarily on their achievements.

Another mostly unrecognized opportunity to facilitate embod-
ied leadership is to help students achieve their dreams by applying
to graduate or professional school and especially through applica-
tions for fellowships and awards that honor their work. The shock
on students’ faces when they are encouraged to apply for a Truman
Scholarship, a Marshall, a Rhodes, or others is priceless. The
delight and humility that simultaneously appear on their faces is
sure proof that they are deserving of this kind of recognition. The
process, and the occasions when students achieve these awards, are
profoundly fulfilling when those receiving the awards have walked
the path of deeper leadership.

Finally, selecting speakers who exemplify deeper leadership
provides a powerful way for institutions to embody desired leader-
ship qualities. When institutions carefully select campus speakers
for their character and their service, they symbolically convey what
they value in leadership learning.

These examples demonstrate different ways in which educators
can use the unfolding phases of the Presence model as a purpose-
ful framework for comprehensive leadership learning. There could
be many more examples, depending on the culture, resources, and
desires of any given campus. The most important commitment of
these programs and initiatives is that they provide opportunities for
students to explore the personal journey toward deeper leadership.
When looking at presence as a programmatic framework, there is
one other phase that might be important.
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Renewing

Perhaps there should be one more “ing” to round out the Presence
model. This term was already implied in the conversation between
Ken Wilber and Otto Scharmer (2003). It is “renewing.” Learning
and adopting the stages of presence in our lives create a way of
renewing us throughout life’s experience. As we explore ever deeper
awareness of the role we are called to play, and as we revisit the
cycle of presence, we are renewed and reborn in our potential.
This also takes place at the organizational and programmatic level
through assessment and intentional efforts for continuous improve-
ment. We now turn to flow and oscillation, the other dimensions of
the deeper leadership model.

Flow

[ have proposed that deeper leadership has to begin with students—
with their concerns, their interests, and their convictions. Once
students know what they want and they understand the frame-
work for progressing toward their visions, they will be more open
to learning and willing to acquire the tools that will allow them to
be effective. These are the very same conditions that make flow
possible.

As noted in Chapter Five, flow is a condition where individu-
als and groups are able to achieve goals far beyond their typical and
expected performance levels. Flow involves a level of attention and
focus that provides the conditions necessary to achieve peak per-
formance, not as a matter of competition with someone else but
simply for the joy of doing one’s best in the company of other great
performers.

To demonstrate the principles of flow, I deliberately chose one
of the most complex organizations present on most college cam-
puses: the student government. The organizational structure may
vary from campus to campus, but almost all colleges have a stu-
dent government. This is the organization most often profiled or
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criticized in the student or local newspaper, and therefore is likely
to be the organization that most visibly reinforces or contradicts
the purposes of leadership learning.

Presence, flow, and oscillation start with the identification of
work worth doing. Therein lies the problem. Student government
on most college campuses is an ongoing organization assumed to
exist from year to year. The organization does not have to renew
itself, other than by electing new representatives, and unless
something happens to stir student advocacy or activism, it usually
remains an inert entity. Sometimes an incident occurs on campus.
Fees are raised or a favorite professor is denied tenure. These can be
enough to spark intense interest among student government leader-
ship, but only for the short term. If student government is to have
the opportunity to strive for real accomplishment, it needs to
have a view of itself for the long term. One possibility for establish-
ing student government that is consistently productive, contributes
much to the campus, and is sustainable involves encouraging the
positional student leaders to adopt the ultimate purpose of dem-
onstrating how democracy can work and how it serves its citizen
constituents. This is a broad goal and one not easy to achieve. In
fact, with the scrutiny of student media and the inevitable conflicts
of interest that arise, student government is probably one of the
most challenging student leadership roles available on the campus,
clearly qualifying for the conditions identified in Csikszentmihaly’s
research (1993)—highly challenging goals that are just a little
beyond our capability and hard, but not impossible, to reach.

If a campus student government could begin to understand itself
as the teaching laboratory for democracy, conditions could begin to
improve. Then the other five variables of the flow model could be
used to guide the organization and its members.

Concentration

The collegiate years are full of excitement, adjustments, and dis-
covery. Especially because these disorienting qualities are part
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of all students’ experiences, it is important to encourage student
government to concentrate on focused and accomplishable goals
that captivate them. This is an organizational role-modeling
opportunity, demonstrating to other organizations and to students
at large that to be effective, any individual or entity has to set
priorities and stick with them. Students need to be able to concen-
trate their attention and to feel that they are competent and can
excel when they do.

Absorption

There are few things that absorb us more than the ideas or
objects we create. One of the great advantages of student gov-
ernment is that it is free to establish new and different priorities
every year. It also has the opportunity to establish new commit-
tees, task forces, and clubs, or organizations. These are all poten-
tial opportunities to involve the immediate officers and members
of student government as well as the many other students who
will then have the chance to participate. Students can also expe-
rience absorption when a great challenge is placed before them.
Giving students real responsibility to help draft responses to
campus problems can provide absorption opportunities, and also
just may unearth a solution that faculty or staff would not have

considered.

Deep Involvement

Cooperative or collaborative experiences frequently require
deeper involvement than we anticipate, but they also provide
the potential for deeper fulfillment as goals are reached through
enhancing relationships and organization connections. Stu-
dent government can be the broker for important campuswide
or interorganizational efforts. As these efforts take hold, those
involved deepen their investment and involvement as well
as discover the excitement of really making tangible progress
toward a goal.
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Joy

Student government leaders frequently need a lot of help when it
comes to preserving the joy and humor in their work. Opportuni-
ties to get together socially, to have surprise acknowledgments, and
to receive appreciative notes from faculty and administration can

all contribute to a deeper sense of joy through their leadership.

Sense of Accomplishment

Attempting to achieve feats that appear impossible is practically
the definition of student government. There are many challenges
and opportunities, and one of the key responsibilities of the adviser
is to help the participants remember what they are accomplishing
and to remind them of the long and arduous work contributed by
students who came before them.

Helping student government to be more effective is a powerful
means to demonstrate how well democracy and civic engagements
can function. Instead of using the “in’trick’acies” of Roberts Rules
of Order to win through tactics rather than reason, meetings could
be redesigned to encourage those who have been marginalized or
alienated to get involved. Student government is real because it
addresses substantive issues on campus while at the same time dem-
onstrating the efficacy of civic engagement. The advisory role in
such a student government would then become one of fostering
more authentic leadership, engaging students in the process of real
governance, and challenging them to push themselves to the kind
of learning that achieves the higher performance made possible by
striving for flow.

On a more individual level, the flow conditions of concentra-
tion, absorption, deep involvement, joy, and accomplishment can
be used to help students understand the dynamics of their academic
and cocurricular work. These are conditions that students could
create for themselves if they were aware of how powerful these flow

conditions are in supporting peak performance. One student with
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whom [ worked several years ago initially frustrated me because she
was so selective in her involvements. I thought of her talent and
how much she had to offer. Accordingly, she was consistently at
the top of my list when I was asked by others on campus for student
nominees to committees, task forces, and special projects. I came to
realize later that she was not rejecting or avoiding involvement but
was simply concentrating her immense talent and energy toward
a purpose that had become her identity. She was absorbed in her
aspirations and was highly successful in her final accomplishments.
I suspect that if I were to talk to her today and share the con-
cept of flow and the conditions of concentration, absorption, deep
involvement, joy, and accomplishment, she would be able to tell
me exactly how she shaped her intellectual and campus involve-
ment so that she could be a peak performer in the areas she most
prized. This template for high performance could become the grist
for conversation between protégés and their mentors. It could also
be used as a way to help students plan and pursue their curricular
and cocurricular involvement while in college.

One of the most important ways flow experiences can be rein-
forced among students is by identifying someone or some group
as the “go-to” person for those who have innovative and differ-
ent ideas. Whether this is a formal role or is a dispersed commit-
ment made among many faculty and staff makes little difference.
The point is that students who discover conviction in their lives
need a go-to person who can help them find ways to pursue their
passions. Study abroad, cultural understanding, scientific discovery,
social change, artistic expression, and many other endeavors are
sometimes difficult to launch but, if supported, can turn into peak

performance that is amazing.

Oscillation

Helping students achieve variability in their experiences would add
significantly to their self-discovery process and would make greater

creativity and innovation possible. I am not referring here to the
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typical rhythm of undergraduate life involving intense study and
preparation punctuated with periods of social activity and then
complete exhaustion. Oscillation is the movement back and forth
between acting and reflecting as a discipline, allowing us interludes to
create new and innovative ideas that we can then test in practice.

There are a variety of ways to infuse oscillation into students’
lives. Examples include journaling, music, pleasure reading, writing,
service, or exercise. Incorporating one or more of these disciplines
can provide a renewing breath on a daily basis. In my own experi-
ence, | have committed to an exercise period of about an hour
every day. When I am at home, I usually complete this on a sta-
tionary bicycle while reading. When I am away, [ walk and either
listen to music or simply let my mind wander to absorb the envi-
ronment around me. In both of these cases, the renewing interlude
is both physical and intellectual, energizing my day and stimulating
creative exploration of possibilities I never considered.

There are a number of campuses that have created new kinds
of reflective or spiritual spaces on their campuses. These are dif-
ferent from the chapels that have been on many campuses for a
number of years; these are spaces for faith exploration, question-
ing, privacy, and renewal. Wellesley College in Massachusetts
established an Office of Religious and Spiritual Life in 1993 and
has become a model for private institutions in providing special
opportunities for spiritual journey. Pennsylvania State Univer-
sity more recently established the Frank and Sylvia Pasquerilla
Spiritual Center, the largest spiritual life center at any public uni-
versity in the United States. Penn State’s president, Dr. Graham
Spanier, lauded the opening of the Center as a visual confirma-
tion of Penn State’s “tradition of supporting those students who
are searching for an inner light” and who have “an increasing
desire to find meaning and purpose” (Spanier, 2006). This state-
ment affirms so clearly the importance of using spiritual, interfaith
programs and facilities as necessary and purposeful oscillations in
students’ experiences.
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Students can also benefit from oscillation over the course of
months or the entire academic year. Retreats or service weekends
can serve as renewing interludes. As I came to discover from observ-
ing students studying abroad, being in another country, away from
familiar settings and supports, can be a wonderful stimulus to recon-
sider former ways of thinking. Independent research or a senior the-
sis may also provide oscillation back and forth between intense and
purposeful work and periods of waiting for review and feedback. The
oscillation of independent creative work and the guidance of a fac-
ulty sponsor can help a student gain new perspective and insight.
Rather than seeing feedback as critique, might it be more produc-
tively viewed as the interlude that stimulates deeper thinking?

Such programs as the Inspired Annoyance seminar, which I
mentioned earlier when discussing the envisioning phase of pres-
encing, could also be very helpful to students as a part of their
oscillation between activity and reflection. The cycle of the
seminar, which included reading, discussion, and reflection on a
weekly basis, allowed students to actively explore and personally
contemplate the nagging questions we all have. This cycle took on
an oscillation of its own as students began to realize the importance
of the three elements of reading, discussion, and reflection.

Independent reading for credit or for personal enrichment can
provide opportunities for individual students who seek or could be
encouraged to look at oscillating experiences in their undergradu-
ate lives. Over time, | have had the good fortune to work with
numerous students who were interested in pursuing dialogue about
purpose in their lives. | have welcomed the opportunity to work
with these students in mutual reading programs. The format that I
have generally followed is to dedicate ourselves to reading articles
or a book together while maintaining discussions every other week
or so. The preparation for the discussions and our meetings added
intensity for both of us, and the interlude between the meetings
provided opportunity to quietly reflect on what we were reading
and learning. These experiences deepened our relationships while
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providing the opportunity to learn through oscillating acutely
productive and reflective periods.

Another possibility for oscillation over a longer period of time
is the compilation of a student portfolio, one of the primary meth-
ods I previously recommended as a powerful assessment strategy.
Student involvement or leadership portfolios have been around
for a long time, previously in hard copy and now more often in
digital format. The purpose of portfolios is sometimes conveyed
as a way to document involvement and leadership for prospective
employers. However, the more influential and developmental
implication is that creation and revision of student portfolios can
serve as a way to stimulate oscillation back and forth between
students’ activities and their reflections on what they are learning.
Especially when complemented with mentor-protégé pairings, a
portfolio can become a road map for the student’s college years,
reflecting the depth of experience but accentuating the learn-
ing outcomes that are so very important. A portfolio could also
include a personal leadership philosophy that students write and
rewrite as their views change. Finally, a portfolio might be used
to encourage students to identify experiences that will contrib-
ute to leadership learning, thus serving as a catalyst to be more
purposeful. Once the experience takes place, students could be
encouraged to analyze the degree to which the experience met
their expectations and helped them learn what they wanted to
learn.

Another experience related to leadership learning that may be
best experienced as an oscillating theme throughout the undergrad-
uate years is diversity education. Many campuses are finding that
diversity education faces more and more resistance as a focused part
of undergraduate education. Although the courses are useful, the
students who usually take them need them the least. When campus
events with a diversity theme are scheduled, the auditorium is pre-
dictably filled with the program’s advocates. The sad reality is that
diversity education has become routine, and students’ responses
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are disappointing. Might diversity education be more attractive,
and therefore more effective, if it is infused into events with other
foci rather than targeted in special events and speakers? Cultural
proficiency would then become an “oscillating” theme through a
number of experiences, turning them into opportunities to fos-
ter a climate of cultural proficiency among all leadership program
participants (Lindsay, Robins, & Terrel, 2003).

Creating a Campus Culture That Affirms Presence,
Flow, and Oscillation

[ have come to believe that the most influential leadership learning
is the product of a campus culture that values and unabashedly lauds
the importance of such learning and that communicates to faculty,
staff, students, and alumni that there is a framework that can help
them understand it. Presence, flow, and oscillation are concepts
that could be used to frame the holistic experiences students will
encounter both inside and outside of the classroom. Ideally, these
experiences will be seamless and fluid, allowing students to pursue
learning when it is appropriate and when their motivation is high-
est. It is important that the framework be intentional and visible to
students, allowing them to know when they are participating in one
or another of the sponsored or funded programs. At every oppor-
tunity, the campus culture and the important place of leadership
learning would be affirmed. If such a campus culture is established
and courses and experiences made available, the hope is that stu-

dents will participate in increasing numbers and to greater depth.

Frameworks, Frameworks ...

As I indicated in Chapter Six, there are other important struc-
tural frameworks to consider when designing leadership programs
that advocate creating opportunities to address multiple purposes,
strategies, and populations (Roberts, 1981). This and other frame-
works are important to consider when addressing the full array
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of leadership learning opportunity. However, I propose for your
consideration the possibility that tapping into students’ lived
experience may be one of the best ways to design and articulate
what is available to them. A framework that students see as reflect-
ing their experience and that provides a road map for the leader-
ship journey is likely the most effective way to attract students and
guide them through a loose, but helpful, succession of experiences.
Presence, flow, and oscillation are one-word hooks that may be
attractive. Seeing, sensing, presencing, envisioning, enacting, and
embodying may make more sense to others. Whatever the frame-
work, the language, or the hooks, each educator needs to find a way
of articulating to students what the program is about, what oppor-
tunities are available within it, and how they can get involved.
Ideally, the framework that is used will portray a purposeful and
attractive journey that students will be able to recognize as enhanc-

ing their collegiate experience.
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Challenges and Opportunities in
Deepening Leadership

have used the metaphor of a journey several times in the

preceding chapters. This is fitting as a way to think of explor-
ing learning and leadership. It is also fitting as a way of portraying
what it is like to seek a deeper understanding of leadership and
how to develop this critical capacity in ourselves and others. These
concluding pages are reflections on the pathway toward, new real-
izations about, and ultimate destination of leadership in a changing
world.

[ will begin by reflecting on the roles we play as students, faculty,
and staff. [ will then acknowledge the inevitable—that nothing of
any magnitude unfolds as we would expect. Given that we have
relatively little control, what can we do? In the changing and chal-
lenging journey of leadership, what are the strategies that keep us

on course in pursuit of our goals?

Our Role in the Journey of Deeper Leadership

Students, faculty, and staff share the responsibility for creating
the best possible learning and leadership environments. Much
of the research and model building that has occurred during the
twentieth century substantiates that educationally powerful envi-
ronments arise from collaborative efforts. Chapter One charted the
emergence of faculty and staff roles as higher education became
more complex and appealed to broader populations. The modifica-
tion of these roles and the changing face of higher education in
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large measure resulted from students’ demands for relevance and
greater participation. Thus the three groups—students, faculty, and
staff—became inextricably linked as the purposes, organization,

and focus of higher education changed.

Students

When in the presence of students who have been involved in sub-
stantial leadership learning, or in other cases when students may
seek change in the ways their colleges function, I've begun to pose
the question of whether they see themselves as collectors or con-
tributors. I explain that collectors seek only to accept the lessons
and resources others provide and thus assume a passive and unpro-
ductive role in the educational process, whereas contributors seek to
be teachers as well as learners and thus contribute their own talents
and insights in order to effect change. On both logical and expe-
riential grounds, students immediately recognize that, of course, if
they want richer and more fulfilling learning and leadership, they
have to be involved in shaping and sustaining this commitment.

Leadership Reconsidered: Engaging Higher Education in Social
Change (Astin & Astin, 2000) proposed a set of constraining and
empowering beliefs that shaped student, faculty, and student affairs
staff involvement in leadership. This report emerged from the
Social Change Model of Leadership Development that I explained
in Chapter Three. In relation to students, the constraining beliefs
portrayed a bleak picture of undergraduate life. Personal beliefs
about not having time, not feeling welcome to participate, and
lacking the status of formal leadership to legitimize their role were
the kinds of mindsets that held students back. Given some stu-
dents’ doubts about their ability to lead, a key dilemma arises: How
can students help achieve the change they seek if they are unwill-
ing to get involved?

Some students are very willing to engage more deeply in
learning and leadership. In the following reflection, one student

with whom I’ve worked expressed beliefs about more inclusive
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opportunities for leadership and a willingness to take greater
responsibility for his own learning:

Leadership is service. There is no difference between
the two. Leadership has nothing to do with title, awards,
accomplishment, position; and everything to do with
being willing to help other people. It doesn’t matter if
you’re serving food to the homeless or speaking to the
Board of Trustees—if you are seeking to serve your com-
munity and improve it through your actions then you

are a leader no matter what position you may hold.

This sentiment reflects the shift from constraining to empow-
ering beliefs that is so important as students begin to adopt more
substantial roles in their learning. In some ways, this kind of shift is
likely the result of growing maturity, but it is also the result of expe-
riences and interactions that communicate to students the value
and importance of taking responsibility for their own learning.

The beliefs and behaviors that draw students into fuller partici-
pation are those more characteristic of adult role models. Growing
recognition that they can handle multiple and complex responsi-
bilities, that they are citizens and have civic obligations, and that
they are influential are the core assumptions that communicate the
importance of full engagement. Another student colleague who is
deeply motivated by influencing global change made comments
consistent with these beliefs:

The process of both external and internal surveying
caused me to embark on a lifelong mission of what
could be described as servant leadership. I have found
that leadership is most effective if both the leaders and
constituents are seen and treated as equals. Furthermore,
that all actions undertaken are for the mutual benefit of
all in the community.
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Beliefs have great power as inhibitors or activators of involvement
but, ultimately, students will make their own choices. The strategy that
is likely to have the most positive impact as an invitation to involve-
ment and leadership is one that helps students gain better information
about how systems function and how they can most effectively express
their voices. Any effort to involve students has to begin with respect
and appreciation for the circumstances they encounter. Although
there are many critical conditions that we could advocate related
to student involvement, one of the most important is to welcome
students from all types of experiences and backgrounds. Previous
advocacy for women, students of color, and now gay, lesbian, bisexual,
and transgender students must be maintained. In addition, if we are to
move deeper in leadership learning, students from diverse socioeco-
nomic circumstances, international backgrounds, and students who
demonstrate high intellectual intelligence as well as emotional, inter-
personal, aesthetic, physical, and spiritual intelligences will need to be
included. Ultimately, educators can draw on the Leadership Identity
Development research of Komives et al. (2005) to understand how
to help all students along their journeys toward finding the leader-
ship potential within themselves. In John’s words, “The most lasting
lesson from my college years was the importance of instilling a sense
of ownership in those you are leading with.” Having been a leader of
fraternal organizations as an undergraduate and now involved in this
type of work in his career, John realized that “the heroic projections of
leadership often showcase a tough leader thrusting his/her vision on
the followers. I learned that vision is best created, and best achieved,
when it is developed and shared by all of those involved in the leader-
ship process.” John’s view of leadership as a generative and integrated
phenomenon resulted in new insights for him and invited others to
join in both leadership learning and practice.

Students can make their own place in leadership learning. Faculty
and staff also have the power to create circumstances and conditions
that help facilitate students’ involvement and validate their place as
equals in the journey toward effecting true and enduring change.
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Faculty

As I indicated in Chapter One, the role of faculty in the academy
has changed over time. They served as teachers, mentors, advisers,
disciplinarians, and coaches in many educational settings of the
eighteenth and nineteenth centuries. Although this role is differ-
ent today, the sheer longevity of faculty in the academy results in
their fulfilling a pivotal position in most colleges and universities.
The shift that we presently see under way in faculty participation is
from being the sage on the stage to engaging with other learners in
a mutual and catalytic way. When learning shifts to engaging with
others, positional and expert power is transformed into the power
of orchestration that draws contributions out, connects and relates,
and provokes deeper considerations. This pedagogy is more aligned
with many of the changes we also observe in leadership.

The teaching and learning pedagogies of the past came with
baggage, the heaviest being the elitism and privilege of presumed
intellectual expertise. The most debilitating impact of old peda-
gogies is that they keep others at a distance and thus undermine
collaborative and participatory learning. Many of the newest
models of engaged learning that I included in Chapter One break
down conventional views of who holds knowledge both inside and
external to the campus community. Privilege can also relate to the
actual content of knowledge—the disciplines, applied and profes-
sional programs, or emerging transdisciplinary and interdisciplinary
relationships we are beginning to see. The competition of disci-
plines for preeminence has one of its most deleterious effects on
leadership studies because leadership as an area of study is young
and is so dependent on multiple perspectives. Another form of
privilege is longevity—who came to the learning community first
and maintains the most consistent role over time? Acknowledging
that students were central from the beginning, faculty were the
first to have a role in guiding learning within the academy, but
does that mean they should claim ultimate authority? Students are
only in the community for a short time, whereas faculty and staff

207



208  DeePER LEARNING IN LEADERSHIP

are there continuously. Who has the greatest stake, based on what
criteria, and how should these vested interests influence decision
making? These ideas are packed with implications and fraught with
controversy. However, if these issues cannot be explored in honest
dialogue, the learning community will continue to be weighted
down with burdensome and contentious questions about itself.
Unwillingness to address such questions will perpetuate the unrec-
ognized inertia that may be the undoing of the very thing we prize
most—the life of learning and the discovery of knowledge.

[t seems that letting go of old and heavy bags would be easy, but
the familiarity of carrying them has become a habit that remains
difficult to change. Still, we stand to gain substantial benefits by
carrying a lighter load. The most obvious is that we are freer and
more flexible in what we can do. Leadership Reconsidered posed
important empowering beliefs about more effective ways to share
the load of promoting learning and development. How freeing it
would be to know that the responsibility for enhancing learning in
the academy is a mutual goal for faculty, students, and staff alike.
How empowering it would be for faculty to know that they helped
to develop leadership potential in students—potential that can
result in more in-depth understanding of disciplinary knowledge
and greater progress toward career aspirations for their students.
By acting on the privilege that faculty maintain, they could begin
the process of change immediately. Faculty are in the most influen-
tial position to advocate for change and they potentially have the
most to gain by doing so. Broadening, sharing, and inviting others
to join together only enhances the impact faculty can have in the
academy.

One of the most positive and historic aspects of faculty cul-
ture is the importance of and seriousness accorded to peer review.
Faculty acquired an appreciation for critique of their intellectual
and creative property as a way to both recognize the quality of their
colleagues’ contributions and to increase its quality. This idea is
time-honored and preceded the contemporary notion of 360-degree
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feedback that has taken hold in various for-profit and not-for-profit
settings. Peer review, a process that invites colleagues to review and
evaluate a faculty member’s work, has been one of the factors that
has maintained innovation for decades, if not centuries. One inter-
esting and potentially powerful application of this concept could be
undertaken in the evaluation of academic and other administra-
tors. If administrative evaluations were constructed with the same
commitment to enhancing effectiveness that faculty have used in
their tenure and promotion processes, and if leadership was one of
the qualities given attention, our colleges and universities might
achieve advances never imagined. In many cases, academic and
other administrative evaluations have been implicitly based on the
heroic model, resulting in challenges to ego and competence that
make consideration of change difficult. By contrast, 360-degree
collegial review could be constructed to contribute to personal and
professional development, resulting in much more able leadership
and role modeling in organizations that contribute to the lives of
others.

Student Affairs

Chapters One and Two chronicled the emergence of student affairs
staff in the academy. These colleagues have now been present in
higher education in the United States for more than a century.
Other nations around the world have begun to consider creating
such roles as well. The problem is that student affairs staff have taken
on a separate and unequal role in many, if not most, places. One of
the primary purposes I undertook writing Deeper Learning in Leader-
ship was to challenge this separation, isolation, and marginalization.
If deeper leadership is to unfold through, and as a result of, higher
education, our intellectual and organizational models will have to be
examined and radically altered so that all educators see themselves
serving as leaders and key contributors to the learning process.
Leadership Reconsidered (Astin & Astin, 2000) proposed that

some student affairs staff see themselves as second-class citizens
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whose ideas are underappreciated. In some cases, parents, students,
and faculty unintentionally reinforce this belief as they look
to student affairs staff to provide high-quality services but not
necessarily play a role in promoting learning goals. Student affairs
staff themselves likely contribute to the stereotype by remaining
hesitant to engage as intellectual partners, research and publish
their work, and assume active roles. In essence, such constrain-
ing beliefs may have created and perpetuated a dynamic not ter-
ribly dissimilar to Moss-Kanter’s description of losing streaks
(2004). When losing streaks take hold, negativity creeps into
an organization’s consciousness and creates dysfunction that is
clearly pathological. She said, “Of all the pathologies that accu-
mulate in a losing streak, one of the most damaging to individu-
als, and eventually to the place they work and live, is passivity
and learned helplessness” (p. 256). This description characterizes
the atmosphere that can develop among student affairs staff whose
work is ignored or marginalized. Even if these colleagues are com-
petent and contribute positively to the campus, they may come to
believe that their work does not matter—the hallmark of a losing
streak—if an institution neglects to recognize and celebrate their
accomplishments.

Student affairs staff have the potential to make great con-
tributions to the academy by acting on the belief that learning
and development should be viewed holistically, and by seeing
themselves as full partners in shaping communities that include
and add to the learning of students from all backgrounds.

Mutual Work

How can students, faculty, student affairs staff, and others draw
together to pursue deeper learning in leadership? As I proposed, I
do not see many other ways than to begin to take more seriously
the difficulty of the work before us in enhancing learning and lead-
ership. To be effective, all stakeholders in the process need to help
check the compass, visualize and map out the journey, and amass
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the necessary resources to begin the work. An example of how this
could occur may help make this point.

One campus | have observed up close is the institution my
younger daughter chose to attend as an undergraduate: Carnegie
Mellon University. As a parent of a prospective student, I heard the
messages but never imagined the power of what Carnegie Mellon
sought to do by tackling learning and leadership both more broadly
and deeply. Carnegie Mellon University is a medium-size, private
institution with intense academic programs in science and technol-
ogy, the arts, business, and humanities. Its enrollment is highly selec-
tive, with an extraordinarily diverse student population including
international and many U.S. cultural groups. Because of its academic
intensity, Carnegie Mellon focused primarily on classroom-based
learning for most of the twentieth century. What it discovered was
that the disciplinary isolation and the bifurcation of intellectual and
social learning that had been part of its campus climate had begun
to undermine the very qualities of engaged learning it aspired to
achieve. This realization sparked a renaissance period during which
the institution refocused on undergraduate learning. It has become a
campus that maintains academic intensity, relies heavily on fostering
interdisciplinary work, balances in-class and out-of-class learning,
and focuses deliberately on the value-added outcomes it achieves for
students, faculty, staff, and the broader community. Carnegie Mellon
has created a niche that is unique in higher education—selective,
engaged, boundary-breaking, and innovative. It is a twenty-first-
century university that has accomplished enormous change while
creating even greater promise. It could not have achieved so much
without tackling many of the constraining beliefs with which many
institutions struggle. Further, although substantive change is never
easy or complete, Carnegie Mellon incorporated into its identity
many of the empowering beliefs that Leadership Reconsidered encour-
aged students, faculty, and student affairs to adopt. By taking the
risk to go outside conventional views, the institution and all its
constituents benefit and thrive.
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One of the characteristics that has distinguished Carnegie
Mellon for many years has been its commitment to involving stu-
dents in undergraduate research. With a campus of approximately
five thousand undergraduates, the Meeting of the Minds (2006)
spring research symposium involved more than four hundred pre-
sentations. Moreover, in an age where shrinking global borders
have caused other campuses to require students to take foreign
languages as part of their undergraduate curriculum, 47 percent
of Carnegie Mellon students voluntarily complete the study of a
foreign language. Marshall S. Smith, former undersecretary of the
U.S. Department of Education, wrote, “Carnegie Mellon is a jewel
among the world’s universities. It radiates powerful teaching, inter-
disciplinary research, public service, and a persistent curiosity about
all things” (20006).

When my daughter Darbi was invited to offer comments at a
graduating senior reception (personal communication, May 18,
2006), she captured the core of the benefits she and her classmates
experienced:

The little “bubble” we like to call campus has allowed
us to come into conflict with issues, seek understanding
about them, and act without the fear of screwing up.
And if we did take a wrong step, our peers and mentors
have been there to help us pick up the pieces, move
forward, and learn from our mistakes. The past four
years have in a sense been “practice” for what we will
experience in our lives after college as engaged citizens.
That has been invaluable because we’ve now built up
a proverbial “encyclopedia of failures and successes”
which we can now access in future times of crises. The
most crucial part of the step we’ll take from college to
the real world is to bring that encyclopedia with us, to
make sense of it while we're here, and to carry it proudly
hereafter. Only by using the knowledge we’ve gained
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as leaders at Carnegie Mellon can we justify our efforts
and our hard work towards making this campus a better
place. And by carrying that knowledge with us we are
much more likely to prove that we can make a differ-

ence in our lives after college as well.

Carnegie Mellon University is an institution that chose to
explore new models while preserving historic strengths. It has
begun to infuse leadership throughout the university by asking
pointed and poignant questions and by engaging students, faculty,
and student affairs staff in deep intellectual discourse. This example
is likely only one that could demonstrate the importance of joining
together in mutual work to enhance learning and leadership in our
colleges and universities.

Who’s in Charge?

One of the struggles institutions face in advocating for deeper lead-
ership learning relates to who will take responsibility or initiative
for making changes. The relationships on all campuses are complex
and idiosyncratic. Having served at five campuses during my profes-
sional journey and consulted on many more, I have realized that
there is no prescriptive model, type and number of faculty or staff,
nor organizational placement that will ensure success. Fostering
effective and deeper leadership learning is highly subjective and
dependent on resources. However, I have observed two patterns
that I would caution against because they slow down or counter-
act positive movement. One is establishing a leadership studies
or program director for the campus. Although a coordinating or
orchestrating function is desirable, too often a director or chair
can be misunderstood as releasing others from their responsibility
and interest in leadership learning. The second caution is that, if
deeper leadership is the goal, junior and inexperienced staff cannot
be charged with the sole responsibility to make it happen. Entry-
level staff have wonderful energy, fresh eyes and cutting-edge
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training, and an openness to change and innovation that are criti-
cal resources in the process of working toward deeper learning in
leadership. Their lack of experience, frustration in the face of com-
plex organization dynamics, and their lack of face-value credibility
with students, faculty, and staff alike limit their ability to garner
support and overcome obstacles necessary to achieve optimal gains.
Institutions that are serious about deeper leadership must find ways
to launch their efforts with credible resources and then work to
develop partnerships and acquire more resources to pursue the
ever-broadening potential of leadership learning.

Deeper leadership cannot be achieved unless there is a
commitment to studying and understanding leadership, which I

will address in the following section.

Understanding and Applying Leadership Models

Chapter Three summarized some of the most widely used leader-
ship theories and models. Chapter Four introduced research about
preparation and effectiveness for work as a framework for some of
the emerging leadership models that I have found most helpful.
These two chapters did not presume to cover all the theories and
models that readers will eventually find useful. What I hope the
chapters did accomplish was to communicate that there are plenty
of interesting leadership ideas and that they have great potential
in application.

Understanding leadership has to be one of the primary goals of
those who wish to deepen leadership learning, but it is an immense
challenge when there is so much work to be accomplished. Staying
abreast of new models and ideas may be most effectively accom-
plished by engaging in leadership learning communities that pursue
mutual and constant exploration of the theories as they are pre-
sented and published. Equally important, leadership educators
need to critically analyze and attempt to adapt these new ideas in
practice.
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Whereas Chapter Four proposed the integration of several
leadership models around preparation for employment, Chap-
ter Five proposed another integration around presence, flow,
and oscillation. The ideas of presence, flow, and oscillation have
heuristic meaning for me. These words, and the philosophical
notions and ideas that emerged from them, have practical sig-
nificance for individuals and organizations. They are not just
words or lofty aspirations. Achieving presence in life is a con-
stant and deepening spiral of awareness. Those who have chosen
this journey stand out for their authenticity and trustworthiness.
Presence and the focus it makes available to us set the stage for
enhanced performance that is captured in the word flow—con-
tinuous movement toward a goal with unrelenting curiosity and
persistence. Punctuating intense work and attention with times
of renewal sustains high performance that is life-giving to oneself
and the organization one serves. Chapter Seven described a vari-
ety of programmatic possibilities that could be organized within
the ideas of presence, flow, and oscillation. This model may have
stimulated new insights or integration of other ideas readers
have found helpful. The primary point was to demonstrate that
this is the purpose of leadership research and theory—to stimulate
our deeper analysis and application of these ideas. The challenge
is in staying abreast of the many ideas that could have relevance
to the work of leadership learning. The opportunity is that it
guarantees a lifetime of interesting reading and translation.

As educators consider leadership models and the approaches to
change that I offered in Chapter Six, they must keep in mind that
they are pursuing adaptive change (Heifetz, 1994). Adaptive change
is not easy. It requires careful and courageous leadership that takes
on the issues as well as the processes and experiences we encounter
each and every day. Change requires instilling the confidence to take
risks and to work toward creating the realities that we hope are pos-
sible (Moss-Kanter, 2004). Most of us recognize that the processes
we use to create curricular and cocurricular leadership learning are
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critical and that our relationships are essential to success; however,
the fact is that many well-intended and skilled individuals have
attempted to build bridges in our academic communities with little
success. By coupling connective and inclusive strategies with the
excitement of new initiatives in leadership, we may well be able to
build bridges with stronger materials and more broad-based support,
which will help pave the way toward sustained institutional collabo-
ration.

Nevertheless, sometimes our most well-conceived and best
efforts do not go as we anticipate. When the mystery was more
than I could decipher, I have found that political and organization
dynamics were often a powerful dimension contributing to the sur-
prises. The only choice [ had in these situations was to engage with
other colleagues and to trust their commitment and purposes. We
will be out of control in many of the planning processes we pursue.
To pretend or fool ourselves about the quality of our own ability
and rightness is self-defeating. Humility is the concept that comes
quickly to mind. Humility that envelopes us in every interaction
is likely to be appealing to the many stakeholders who would oth-
erwise delight in challenging our intellectual, legitimate, or other

authority.

Persistence and Renewal

Persistence and renewal sustained me for thirty years of work in
leadership learning and ultimately added to the length and depth
of my commitment. My primary way of understanding persistence
is to know the impact of presence in my own life. I persist because
[ am so deeply committed to the goal of understanding leadership
and convincing others of the importance of their understanding
it as well. I care so deeply about the goal that [ will do practi-
cally anything to keep others involved. This takes on the form of
modifying and incorporating others’ ideas throughout the design

and delivery of the leadership learning initiatives. This experience
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is much like students’ journeys. As one former student who was
a political science, Spanish, and botany major and now works in

youth media, Chad Boettcher (personal communication, May 2,
2006), indicated,

College was about finding myself, my passion, my life.
And the biggest challenge for anyone searching for those
three mega concepts—is to understand, accept and love
what they find. In this is the quest for leadership. For
true leaders of all kinds are those who discover who they

are, where they are, when they are—and thrive.

Persistence and the success that goes with it envelop all those
who are willing to link their pathways together. The pathways need
not be identical. The important point is that all those involved can
pursue their paths as they see fit and eventually arrive at the end
with a shared sense of accomplishment.

I understand renewal to come from the intensity of purposeful
work coupled with the breathers that are so necessary to reenergize
me. Flow and oscillation are other words I used to describe this
process of renewal. The challenge is adopting these as a way of life,
much like a rhythmic pattern that shapes a piece of music gather-
ing tempo and momentum. Our leadership learning rhythm may
include diversions of self-criticism and critical analyses resulting
from assessment and continuous improvement. Movement back
and forth between acting and reflecting, implementing and assess-
ing, and advancing and regrouping are characteristic of healthy
learning organizations and communities.

Ultimately, renewing and sustaining deeper leadership might
be captured by observing the three principles Richard Boyatzis
and Annie McKee (2006) propose: mindfulness, hope, and com-
passion. These three wonderfully simple words convey a constant
yearning for understanding that is informed by critical thinking, a
commitment to optimism and possibility, and a connection to our
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fellow travelers along life’s pathway. With these principles to frame
the process, and deeper leadership as the goal, we can transform
ourselves and thereby our institutions. We can become the cata-
lysts and our institutions can become the environments in which
learning and leadership thrive.
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