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ABSTRACT

Training is considered one of the most popular and

principal methods to effect change (Bennis, 1973) . This

study was intended to focus on three variables related

to training as a method to affect change at the knowledge,

attitude and behavioral levels. Specifically, the re-

search addresses the concept of change as it relates to

knowledge, individual leadership behavior as perceived

by the leader and by others and leadership adaptability

or effectiveness as perceived by the leader and by

others as a result of newly acquired knowledge.

The research, based on specific hypotheses, involved

the collection of data on three different occasions. At

Occasion 1, self-report data was obtained from each of

the participants of the study. This data comprised

vi



biographical information, self-perception of leadership

style and ideal leadership behavior. In Occasion II and

III, self-report data was again collected from each

individual. In addition, each individual provided data

on four or five other participants, members of a group

formed for the purpose of gaining greater knowledge. At

Occasion III, data was obtained from each participant on

their self-perceived change in leadership knowledge,

behavior and effectiveness.

The sample employed in the study consisted of one

hundred and four graduate students registered into two

courses, during the Spring Semester 1976, at the

University of Massachusetts, Amherst, Massachusetts.

The study was conducted by setting up five general

hypotheses, with each hypothesis sub-divided into

specific hypotheses. The first group of hypotheses

related to a general hypothesis addressing the question

of increase in knowledge as a result of theoretical

input. The result of the data indicated that the knowl-

edge level of people enrolled in leadership training

increased significantly after a course and that, although

knowledge retention diminished over time, the loss in

theoretical knowledge was not statistically significant.

A second general hypothesis concerned the effects

of theoretical input upon behavior. A first specific

Vll



hypothesis predicted that the self-perception of partic-

ipant's leadership behavior would become more congruent

with the "Situational Leadership Theory", after exposure

to the theory. The data relating to this hypothesis

indicated statistically significant results supporting

this first hypothesis. A second specific hypothesis

predicting that the self-perception of participants'

leadership behavior would become less congruent with the

"Situational Leadership Theory" some time after instruc-

tion, was also supported.

The third general hypothesis predicted that the

similarity between the self-perception of a leader's

behavior and the perception of that behavior by others,

the greater the effectiveness of the leader. The results

of the study, although indicating a relationship between

the effectiveness scores and the degree of congruency

between self-perception and other's perception, were not

statistically significant and therefore, failed to

support this general hypothesis.

The concept of the effects of feedback on one s

self-perception of his/her leadership behavior was

addressed in a fourth general hypothesis.

Two specific hypotheses addressed this general

hypothesis and neither one supported it.
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Finally, the last group of hypotheses attempted to

correlate two background variables with individual change.

The results of the study which attempted to establish a

relationship between individual change and high task

leadership behavior, indicated a partial, non statis-

tically significant relationship between these two

variables. The results of the study indicated however,

that the more supervisory years of work experience a

person has had, the more his/her leadership behavior is

likely to change following theoretical input. The

relationship between two variables was statistically

significant

.

Several suggestions can be made concerning further

research to complement the results of this study. Sim-

ilar studies can be repeated with different populations.

Other studies, using a similar design could be carried

out using a different subject matter. To obtain further

data on the design of the course, and the teaching

methods, an experimental model could be developed using

a comparative design. A further area of research to

increase the validity and reliability of the results of

this study could involve an experimental design with

random selection of the participants. Finally, a time

series design is suggested in order to study the

longitudinal and lasting effects of the training.

ix



The results of the study helped to reinforce the use

of training as a method designed to change individual

behavior. More specifically, it showed that leadership

skills can be taught and applied effectively. This

research also brings some information concerning the

design used in the two courses. Finally, this study

focused some light on two key factors which influence

a change in behavior as a result of increased knowledge

through training.

x
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CHAPTER I

INTRODUCTION

The major focus of the study was to study the relation-

ships between leadership knowledge, leadership behavior and

leadership effectiveness, or more specifically the effects

of a change in leadership knowledge on the leadership

behavior and effectiveness of an individual.

Change has been described by Lewin (1972) as a modifi-

cation of the state of equilibrium or quasi-equilibrium within

an individual. Further work (House, 1967; Hersey and

Blanchard, 1972) has shown that change can occur within

three different frameworks: knowledge, attitude and

behavior. Hersey and Blanchard (1972) further state that

it is progressively more difficult and lengthy to effect

change at the attitudinal and behavioral dimensions than it

is to do so at the theoretical level. Furthermore, a change

in knowledge does not necessarily produce a change in attitude

and or behavior.

Among the many challenges organizations and institu-

tions have to face today, the problem of dealing with new

demands and new technologies is certainly a prime concern

of organizational life. Very often, organizations have to

implement change within their structure, their personnel,

their methods of operation in order to continue to be func-

tional and productive within their environment.
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Many methods have been elaborated to help organiza-

tions and institutions better deal with change. Management

by Objectives (Drucker, 1964), Process Consultation (Schein,

1967), and Organizational Development are only some of these

methods which institutions and organizations can use to

facilitate change within their structure. These methods as

well as others used by organizations are all designed to

ultimately produce a change in the behavior of the indivi-

duals involved in the change process. Often, some form of

training is chosen to produce this change in behavior.

"Training interventions are based on the assumption that

organizations are improved when their members are trained

to perform their work proficiently" (Burke and Hornstein,

1972, p. xvii) . Belasco and Trice (1969) refer to this

situation as a veneration of education as a means of

producing change.

This emphasis on training is particularly true in the

area of leadership training. The name itself, leadership

training, infers that one is trained then to be a leader

later. Through simulations, theoretical input and sometimes

practice, the individuals involved are most often expected

to function more effectively in a leadership role.

The theoretical input in the field of change and

organizational theories, the assumptions previously stated

that a change in knowledge produces a change in behavior

and a particular concern related to leadership, form the

basis for this study.
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Statement of the Problem

Much work has been done to clarify the notion of leader-

ship. For many years, the most common approach to the study

of leadership concentrated on leadership traits per se

,

suggesting that there were certain characteristics that were

essential for effective leadership. Jennings (1961) con-

cludes that "Fifty years of study have failed to produce

one personality trait or set of qualities that can be used

to discriminate leaders and non-leaders."

Most theoreticians and practitioners today (Hersey and

Blanchard, 1972; Koontz and O'Donnel, 1968; Terry, 1960)

describe leadership as a dynamic process resulting from the

interaction of the leader, the followers and other situational

variables. This approach has strongly influenced the develop-

ment of leadership training by which individuals are taught

to adapt their behavior according to the followers and the

specific situation in which they are involved.

The study undertaken here addresses the problem of

leadership training and its effects. It focuses on the

problem of change as it occurs at the theoretical and

behavioral levels. Change will be studied in relation to

two courses dealing with leadership theories and their

application, leadership diagnosis, leadership behavior and

leadership effectiveness.
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Purposes of the Study

The purposes of this study were to research the effects

of specific theoretical knowledge upon corresponding indi-

vidual behavior. The research was specifically designed to

measure the leadership knowledge, leadership behavior and

leadership effectiveness of graduate students as it related

to Hersey and Blanchard "Situational Leadership Theory"

(1976) . The graduate students were from a variety of edu-

cational backgrounds and were participating in two courses

designed to teach diagnostic and implementation skills to

determine ideal situational leadership behavior. Specific-

ally, the investigation attempted the following:

1) To measure change in knowledge as a result of

leadership training.

2) To correlate this knowledge with leadership behav-

ior and effectiveness.

3) To study the relationships of these changes to back-

ground variables such as supervisory experience and work

responsibilities

.

4) To study the effects of feedback on individual self-

perception

.

Hypotheses

In accordance with the purposes of the study ,
five

general hypotheses were stated along with specific hypotheses,



5

corresponding to each general hypothesis. They are as

follows

:

Hypothesis A: The specific theoretical knowledge level

of individuals enrolled in a leadership training program in-

creases as a direct result of theoretical input. This

general hypothesis is further specified as follows:

1. Participants' knowledge of the "Situational Leader-

ship Theory" will increase following exposure to

an Organizational Behavior course.

2. The level of knowledge retention of participants

engaged in a training program will diminish after

some period of time when those participants are not

exposed to theoretical knowledge directly reinforc-

ing the previously acquired knowledge.

3. The participants' knowledge level of the "Situa-

tional Leadership Theory" prior to instruction will

be positively related to the participants' subjec-

tive perception of this knowledge.

Hypothesis B: The greater one understands and inter-

nalizes theoretical concepts dealing with behavior, the

greater one's perception of his/her behavior will change in

the direction of the conceptualization.

This general hypothesis is further specified as follows:

The perception of participants' own leadership

behavior will change after instruction and will

1 .
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become more congruent with the participants'

knowledge of the "Situational Leadership Theory"

after instruction.

2. The perception of subjects' own leadership behav-

ior will change to become less congruent with the

"Situational Leadership Theory" when measured some

period of time after instruction.

Hypothesis C: The greater the similarity between the

self-perception of the leader's behavior and the perception

of that behavior by others, the greater the effectiveness

of the leader.

This general hypothesis is further specified as follows:

1. The congruency between leadership style score

measured by self and others some period of time

after instruction, will be positively related to

the effectiveness ratings given by the members of

the group to whom the leader belongs, at the same

period.

Hypothesis D: The greater one understands one's behav-

ior through the feedback of others, the more one s self-

perception becomes congruent with the perception of one s

behavior by others.

This general hypothesis is further specified as follows:

1. One's self-perception of his/her leadership style

gathered sometime after instruction, will be more
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congruent with others’ perception measured immedi-

ately after instruction than one's self-perception,

taken immediately after instruction will be with

others' perception measured at this same time.

2. The difference between participants' perception of

their leadership behavior and others
'
perception

will be larger immediately after instruction than

the difference will be some time after instruction.

Hypothesis E: The greater the degree of behavior change

as a result of theoretical input dealing with behavior, the

more authoritarian the individual is, and the more supervi-

sory experience the person has had.

This general hypothesis is further specified as follows:

1. The individual degree of behavior change as a

result of theoretical input will be positively

related to the self-perceived high task leader-

ship style of the leader.

2. The individual degree of behavior change as a

result of theoretical input will be positively

related to the number of supervisory years of

work experience an individual has had prior to

the beginning of the course.
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Definition of Terms

In this study, a variety of terms were used that de-

serve clarification. Below are listed the most important

terms and their definitions.

Diagnostic Skills: the ability to use one's knowledge
effectively and readily in investigating or analyzing
the cause or nature of a situation or problem (Webster's
Dictionary, 1964) .

Graduate Students: individuals enrolled part-time or full-
time at a University and registered into a graduate
level course.

Leadership Adaptability or Effectiveness: the ability of
the leader to adapt his/her leadership style to meet
the needs of the followers and the situation (Hersey
and Blanchard, 1972)

.

Leadership Style: the way in which other individuals per-
ceive a leader's behavior (Hersey and Blanchard, 1972).

Leadership Effectiveness and Adaptability Description -

LEAD-SELF: an instrument which provides the leader
with scores on Task Behavior and Relationship Behavior,
the range of leadership styles available to a specific

leader and a score of effectiveness, or adaptability.

Leader Effectiveness and Adaptability Description - LEAD SELF

(Actual) : refers to the use of the LEAD SELF instru-

ment as a measure of leader self-perception of his/her

behavior in specific situations as described by the

LEAD SELF instrument.

Leader Effectiveness and Adaptability Description - LEAD SELF

(Ideal) : refers to the use of the LEAD SELF instrument

as a measure of the leader perception of the behavior

of a highly effective leader in each of the situations

described by the LEAD SELF instrument.

Leader Effectiveness and Adaptability Description - L
^
AD

,

OTHER: an instrument that provides scores of a leader s

behavior, as perceived by others. The instrument

provides scores of range of leadership styles, dominan

leadership style and adaptability or effectiveness.
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Relationship Behavior: "the extent to which a leader en-
gages in two-way communication by providing socio-
emotional support, 'psychological strokes,' and facil-
itating behaviors" (Gates, Hersey and Blanchard, 1976,
p. 349).

Situational Leadership Theory: "it is based upon an inter-
play among (1) the amount of direction (task behavior)
a leader gives, (2) the amount of socioemotional support
(relationship behavior) a leader provides, and (3) the
'maturity' level that followers exhibit on a specific
task" (Gates, Hersey and Blanchard, 1976, p. 349).

Task Behavior: "the extent to which a leader engages in
one-way communication by explaining what each sub-
ordinate is to do as well as when, where, and how
tasks are to be accomplished" (Gates, Hersey and
Blanchard, 1976, p. 349).

Training: the systematically organized and presented formal
instruction which occurs off the job, in some conference
room, lecture hall, or seminar room. It is equated
therefore with what many others have called "formal
instruction" or "classroom instruction" (Belisco and
Trice, 1969, p. 12).

Delimitations of the Study

The nature and design of the study bring the following

delimitations. Further discussion of the delimitations

will be presented in Chapter V.

The nature of the sample population makes it difficult

to generalize the findings of the study to the general

population. Graduate students present special characteris-

tics which are not found in all groups.

The design of the study also presents a delimitation.

The same instruments will be completed by the participants

in three different occasions. Testing and repetition of

the testing instruments will account for some of the learnin
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(Belisco and Trice, 1969) . The differentiation made between

actual leadership behavior and ideal leadership behavior

may bring some confusion on the part of the sample popula-

tion.

Finally, the Leader Effectiveness and Adaptability

instrument—SELF and OTHER--although administered to over

10,000 people, had not been systematically tested for valid-

ity and reliability at the time of the study.

Organization of the Remainder
of the Dissertation

A total of five chapters will make up this disserta-

tion. The rationale for the study, the purposes, the hy-

potheses and the projected delimitations of the study have

already been discussed in this Chapter. A selective review

of the literature as it relates to the concept of change,

learning theories and the concept of perception is presented

in Chapter II. Chapter III provides a detailed description

of the research design, methodology and procedures used in

the study. The results of the study in a statistical and

narrative form are presented in Chapter IV. Finally, the

results of the study in relation to the implications, de-

limitations and suggestions for further research appears

in Chapter V.
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CHAPTER II

SELECTIVE REVIEW OF THE LITERATURE

Introduction

This chapter is designed to present a selective review

of the literature pertaining to the problem being studied.

The literature review will be presented in three sections

and will deal with the concepts of change, learning theories

and perception.

Change

The purpose of this section is to present an overview

of the major elements involved in the change process. In

order to achieve this goal, this section will specifically

focus on the nature of change, the change process itself,

the methods used to implement change, the relationship

between training and the change process and finally, the

group as a medium for change.

The Nature of Change

Lippitt (1973) defined change as "any planned or un-

planned alteration of the status quo in an organism, sit-

uation or process" (p. 54). In defining change this way,

Lippitt recognizes that change is a phenomenon which happens

consciously or unconsciously. Planned change, as distin-

guished from unplanned change is seen by Lippitt (1973) ao
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"an intended, designed or purposive attempt to influence

directly the status quo of itself, another organism or sit-

uation" (p. 54). Similarly, Chin and Benne (1969) defined

planned change as "attempts to bring about change which are

conscious, deliberate and intended at least on the part of

one or more agents related to the change attempt" (p. 33) .

This latter definition implies that an outside stimulus is

necessary to implement planned change.

Dobb (1972) specifies that there are three different

kinds of changes: the antecedent, the consequent and the

concomitant change. The antecedent change refers to the

precipitating circumstances underlying or compelling people

to produce or accept change. The consequent change is

described as what happens to people as a consequence of

adopting changes and the concomitant change happens when

one group of people change as a result of changes which

have taken place in another group.

Changes, whether planned or unplanned can happen at

four different levels: knowledge, attitudinal, behavioral

and group organizational performance level. (Hersey and

Blanchard, 1972; House 1967). Hersey and Blanchard specify

that time and difficulty are elements which relate to one’s

ability to affect these different changes. It is easier

and less lengthy to effect a change at the knowledge level

than it is at the attitudinal level and similarly it is



13

easier to produce change at the attitudinal level than it

is at the behavioral level. it is even more difficult to

induce change when dealing with group or organizational

performance

.

Finally, change can take place according to two cycles:

the participative and the coerced cycle. A participative

change cycle is implemented when new knowledge is made

available to the individual and the group. In this situa-

tion, it is hoped that the group will accept the data and

will develop a positive attitude and commitment in the di-

rection of the desired change. The commitment element is

essential to this cycle as it will insure that the new

knowledge is translated into behavior. The coerced change

cycle, contrary to the participative cycle, is imposed on

an individual or a group. Occasionally, people will develop

commitment to the imposed change and it will then begin to

approximate a participative change cycle. The participative

and the coerced change cycles will be achieved through

different means. The participative cycle requires, from

the originator of the change, personal power. The coerced

cycle, however, will only be successful when it is insti-

gated by people with position power. In this context,

coerced change is usually associated with rewards and

punishments (Hersey and Blanchard, 1972) .
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The Change Process

When reviewing the literature on the subject of change,

Kurt Lewin appears as the "father" of the change process

model. Other theoreticians (Lippitt, Watson and Westley,

1972; Schlein, 1969; Zalesnik, 1972) have used his model

and have expanded on it.

For Lewin (1972) , the study of the condition of change

begins with an analysis of the condition for "no change".

In this situation, the organism is in a state of equilib-

rium. This level of quasi-equilibrium can be modified in

two ways, by adding forces in the desired direction or by

diminishing opposing forces. In both cases, the equilib-

rium will move to the same new level and a change will take

place. The secondary effect will, however, be quite dif-

ferent. In the first case, the process of moving to the

new level will be accompanied by a state of high tension.

In the second case, a state of relatively low tension is

likely to follow. In many ways, these two methods of re-

establishing the equilibrium parallel the participative

and the coerced change cycle described earlier. They also

present some of the same elements. This process model of

looking at change, provided the basis for the development

of "Forced Field Analysis", a method of problem-solving.

Phases of the change process . Three major phases

are necessary for a change to take place: unfreezing,
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moving or change and freezing (Lewin, 1972; Schein, 1969)

.

"Unfreezing is a graceless term that implies that a period

of unlearning must take place before learning can be ini-

tiated. It is an umbrella term which encompasses a complex

process initiated to create a desire to learn" (Schein and

Bennis, 1975, p. 43). For any change to occur, the defenses

which tend to be aroused in the person experiencing the

change must be made less operative, circumvented, or used

directly as change levels. The second phase, called

changing or moving, refers to the stage which follows the

period during which the equilibrium has been upset. During

this period, the individual will seek information relevant

to his/her dilemma in order to re-establish a comfortable

equilibrium for himself or herself. He/she will then seek

out, process, and utilize the information for the purpose

of achieveing new perceptions, attitudes and behavior.

The third stage of the change process consists in the inte

gration of new responses into the ongoing personality of

the individual involved in the change process. This "re-

freezing" is the process which insures a permanent or

"stable" change in the individual (Schein 1969).

Lippitt, Watson and Westly (1972) have expanded these

three phases of the change process on the basis of the

inter-personal relationship which they claim has to be

established between the person undergoing change and the



16

change agent. Therefore, they have developed the follow-

ing five phases: development of a need for change, estab-

lishment of a change relationship, working toward the

change, generalization and stabilization and achievement

of a terminal relationship.

Mechanisms of Change

Mechanisms of unfreezing . Three mechanisms relate to

the phase of unfreezing: the lack of confirmation or dis-

confirmation , the induction of guilt-anxiety and the cre-

ation of psychological safety by reduction of threat or

removal of barriers. The author will briefly review each

of these mechanisms.

The lack of confirmation or disconf irmation is based

on the premise that the change target's significant behav-

ior, beliefs, and attitudes are supported by his/her self-

image which is greatly influenced by his/her environment.

The process of unfreezing or the motivation to change can

be initiated therefore by a failure of confirmation or

actual disconfirmation by his/her environment. In dis-

confirmation, the change target is confronted with infor-

mation which fails to reinforce his/her self-image. This

can be achieved a) by informing the individual that his/her

self-image is out of line with what others and the situa-

tion will allow him/her, or be able to sustain, b) by

informing him/her that his/her definition of the situation
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is out of line with reality as defined by others in that

situation and c) by informing him/her that his/her image

of the others is out of line with their own self-image or

that of each other. Lack of information on the other hand

occurs when relevant information is lacking.

The induction of guilt-anxiety refers to the process

by which an individual is motivated to change in order to

reduce or avoid guilt-feelings. Following a lack of con-

firmation or disconfirmation , the individual experiences

guilt for reasons such as his/her inability to respond to

others expectations or perceptions.

The creation of psychological safety by reduction of

threat or removal of barriers is another mechanism which

can create a motivation to change. This will occur in a

situation where an individual has a desire to change but

is prevented from doing so because of fear of the conse-

quences of his/her new behavior, attitudes or knowledge

(Schein and Bennis, 1965; Schein, 1969).

Mechanism of changing . Cognitive redefinition is the

mechanism which relates to the development of new responses

based on new information, or to the process of changing.

The process involved in the changing phase consists of the

actual assimilation of new information which will allow

the individual to develop new constructs, that is beliefs,

assumptions and evaluation held by a person about some
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object in his/her social world (Kelley, 1955) . In order to

assimilate new information, the individual has to develop

alternate assumptions and beliefs through the process of

cognitive redefinition of the situation. This process in-

volves new definitions of terms, the broadening of percep-

tions and the development of new standards of evaluation

and judgment. Cognitive redefinition can be accomplished

through identification or through scanning. Identifica-

tion involves a high degree of emotional interpersonal

relationship and refers to the process by which the queues

for change come from one person whom the subject has

chosen as a model. When information about change come

from multiple sources it is called scanning. Scanning

implies attention to the content of the message regardless

of the person and identification implies attention to the

person regardless of the content (Schlein, 1969)

.

Mechanisms of refreezing . Refreezing or the process

of stabilizing and integrating the changes will be accom-

plished by a) the integration of the new responses into

the personality of the individual and b) by the integration

of these same new responses into significant ongoing rela-

tionships through reconfirmation (Schein, 1969; Schein and

Bennis, 1965) .

Conditions Influencing Change

Change does not happen in a vacuum. Whether individual,
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group, or organizational change is under consideration,

certain variables or factors influence the change process.

Change depends on forces internal to the individual; forces

external to the individual; forces within the situation

where the change is to take place and finally it is influ-

enced by forces internal to the relationship between the

change agent and the change target (House, 1967; Lippitt,

1973) . Among the forces internal to the individual, one

recognizes the level of needs one is trying to satisfy

(Maslow, 1954) , the beliefs and values which one supports

(Allport, 1943; Dobb, 1972; McClelland, 1969), the indi-

vidual's sense of identity, his/her motivation to self-

examination and finally the individual intellectual and

emotional readiness for change (Zalesnik, 1972)

.

The forces external to the individual concern those

factors which will affect the individual willingness and

ability to change through his/her environment. Argyris

(1957) has demonstrated, for example, the importance of

the need for congruence between individual and organiza-

tional goals in order to achieve planned change within an

organization. The theory of motivation developed by

Herzberg (1957) also explains how the work situation can

motivate or hinder individual and organizational change.

Among the forces in the situation, Lippitt (1973)

recognizes the communication patterns and networks; the
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norms of behavior of the individuals and the organizations;

the rewards and punishments, the satisfaction and dis-

satisfaction with the status quo, and finally the fear of

failures. Much attention has also been given to the envi-

ronment climate to which the changed individual belongs.

Research (Buchanan, 1957; Form and Form, 1953; House,

1960; Sofer, 1955) has shown that a participant involved

in a training program will change in the direction of the

training, only when those people in his/her environment

from whom he/she derives his/her behavioral expectations

support the change (Belisco and Trice, 1969, p. 123).

The forces in the relationship which influence the

change process are first explained by Beckhard (1969)

when dealing with the change agent as a consultant.

These forces relate to the use of the consultant's power

through his/her role and/or knowledge, his/her ability to

diagnose the situation and his/her limitations and finally

the ability of the helper to see the process as helpful.

Zelesnik (1972, p. 46) deals with the relationship be-

tween the change agent and the change target from a very

different point of view. Following his theory, a change

in response to others involves an emotional response to

who the other person is, and what he/she is doing to the

individual interpersonally . The emotional response can

take the form of counterdependence, rebelliousness,
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hostility, comfortable dependency, affection, wanting to

be close and friendly and finally wanting to please.

Zaleznik warns about conformity since it represents no

change on the part of the individual.

Change and Training

Many methods or processes have been developed to pro-

duce change in individuals, groups and organizations.

Training is considered one of the most popular and prin-

cipal methods attempting to effect change (Bennis, 1973)

and, as such, has been the focus of much discussion and

research. We will attempt in this section to focus on

some of these key elements, namely training as a means of

affecting change, the problems encountered in measuring

change, the ceremonial aspects of training and finally the

individual characteristics of people who change following

training programs.

Training, a method for affecting change . Training as

a method of change is based on two assumptions: 1) that

the primary challenge of training involves "not only the

task of having individuals, groups and organizations

assimilate new information, but to bring about a change

in the behavior of the systems through their utilization

of the information" (Lippitt, 1973, p. 101) and, 2) that

organizations are improved when their members are trained

to perform their work proficiently (Burke and Hornstein,
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1972). Bennis and Lippitt (Lippitt, 1973) claim that

these assumptions can only be true if the change program

involves experimentation, risk, insecurity, challenge,

fear and courage.

The results of training program evaluation are very

confusing. Generally, however, the literature tends to

show that the degree of success depends on the kind of

training. Training programs designed to improve skills

and motor activity frequently demonstrate positive effect

(Crawford, 1962; Wolfe, 1951). There is also some evidence

that leadership training (Shartle, 1956) and laboratory

education (Bunker and Knowles, 1967; Dunnette, 1969;

Schein and Bennis, 1965) result in some behavior and atti-

tudinal change. Although most studies suggest that train-

ing may lead to individual change, there is little evi-

dence to show that it has any impact on organizational

change (Burke and Hornstein, 1972, pp. xvii-xviii)

.

Several factors or elements appear to influence the posi-

tive potential of training programs as a force for change.

House (1967) suggests that the amount and the nature of a

change following a management development effort is re-

lated to three sets of variables, namely, the initial

state of the learner, the amount of development efforts

engaged in by the learner, and the organizational environ-

He further suggests that a change in
ment of the learner.
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the learner job performance is a function of the change

in learner skills multiplied by changes in learner's

attitudes in interaction with the social influence in

the environment (pp. 108-110)

.

Time is also a factor which influences training re-

sults. Petersen (1972, pp. 28-42) and Fleishman (1955,

pp. 29-54) found that the average behavior style of group

members changes significantly during training and that

the effects of training tend to diminish when measured at

a later date. These studies indicate the differences

which can be obtained when evaluating training results.

Kirkpatrick ( 1956 , p. 55) suggests a distinction between

immediate, intermediate and ultimate objectives of train-

ing experiences in order to account for the time factor.

A final element which influences training results is

that of the measurement itself. In a very extensive study,

Belisco and Trice (1969, p. 119) showed that 1) changes

associated with training are small 2) that testing alone

is associated with sharp changes and 3) that the combina-

tion of testing and training, or the interaction effect,

is more effective than training alone.

It does therefore appear that the question of eval-

uation of training program as a means to effect change is

a very complex phenomenon indeed. Generally, the emotional

state of the learner, the environmental conditions, the
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time at which the measure of change takes place and fi-

nally the measurement itself to determine the value of

training are all factors which contribute to the complexity

of determining the value of training. These elements can

raise serious questions concerning statements which favor

or condemn training as a method of affecting change.

Ceremonial aspects of training . Most research direc-

ted toward the evaluation of training programs have focused

on specific outcomes related to set objectives. Generally,

therefore, training has been said to be successful when

it has satisfied the specific objectives. Belisco and

Trice (1969) have found that there is another kind of

training results very seldom included in the evaluation

of training efforts. They refer to these results as "cer-

emonial aspects of training". These ceremonial aspects of

training can be further defined as "unanticipated results

which had failed to be included in the yardsticks of the

objective study" (p. Ill) . They can include such elements

as, increased morale among employees, changes in identi-

fication with the organization, and changes in self-

concept. Belisco and Trice suggest that the combinations

of both talent (ceremonial) and manifest (intended)

functions of training operating simultaneously and "even

though the increment of change coming from each alone are

small, together can provide a sizable impact" (p. 119) .
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Individual characteristics of people who change fol -

lowing training programs . It is not unusual to find indi-

viduals who change more than others when one studies the

individual change which has taken place following training.

As pointed out by Belisco and Trice (1969, p. 121), "the

identification of the factor or syndrome of factors which

distinguishes the 'change' from the 'non-change' is of

more than casual importance since it can provide insight

into the processes of individual and organizational change

associated with training and therefore help improve the

success of training." Research indicates that: Informa-

tion + Personal Predispositions + Social Situation =

Change. The main focus in this equation is personal pre-

dispositions. In line with previous research, Belisco and

Trice (1969, p. 126) have found that high- self-esteem , high

intelligence , high authoritarianism , high tolerance for

ambiguity , younger age, many previous experiences and

female sex were factors which distinguished those indi-

viduals most likely to change after training. (The under

lined characteristics show the clearest relationship with

an improvement after training). Jwaideh (1973) found

that similar characteristics accounted for the individual

differences between early adopters and late adopters of

educational innovations. In addition, she found a relation

ship between the individual's values and needs and his/her
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akility to change. Educational innovations which run

counter to some important individual values will tend to

be rejected. Similarly, an educational innovation which

does not work toward need satisfaction, will not be accept-

ed by the individual. If, however, the innovation or

change is directly relevant and effective in fulfilling

important and salient needs, it will tend to be more read-

ily accepted.

The Group as a Medium for Change

Theoreticians (Lippitt, 1973; Bennis, Benne and Chin,

1969) have concerned themselves with individual, group

and organizational change. Although individual change

occupies a large place in our society, most planned change

efforts, especially those related to training are carried

out in the context of a group. The group or the members

of a group can help or hinder a process of change. In

many instances, the group is a major source of emotional

support for the individual as well as a major source of

pressure to conform socially (Zeleznik, 1972, p. 45)

.

When change efforts are taking place, these can be sup-

ported or blocked by the attitudes or actions of the

members of the group. Cartwright (1972, p. 78) suggests

that it is possible to make constructive use of these

pressures by the following methods: a) the group is

used as a medium of change, b) the group itself becomes
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the target for change and. finally, c) the group itself

organizes its efforts and becomes agent of change. For

the purpose of this study, the author will focus on the

group as a medium of change.

Several elements must be considered when one attempts

to use the group as a medium of change. The first element

relates to the feelings members have toward the group and

its members. The chances of re-education seem to be in-

creased whenever a strong we-feeling exists between those

who act as change agent and those affected by the change.

The second element concerns the attractiveness of the

group. The more attractive a group is to its members,

the greater the influence the group can exert on its mem-

bers. The third element deals with the nature of the

change sought and the basis of attraction of a member to

the group. The greater the congruency between these two

elements, the greater the influence of the group on its

members. The fourth element or factor relates to the

status of the member or individual seeking the change.

The greater the prestige of a group member in the eyes of

the other group member , the greater the influence he/she

can exert. Finally, the fifth consideration concerns the

norms held by the members of a group. Any change which

attempts to deviate or encounter group norms will be met

with much resistance by the members of the group concerned

with the change.
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Learning

In the previous section, the author selectively re-

viewed the literature concerned with change. This study,

however, has a specific focus in looking at change; it is

dealing with change as a result of learning. For this

purpose, the present section will address itself to the

phenomenon of learning and more specifically, it will con-

sider what is learning, the general conditions which re-

sult in effective learning, cognition and the learning

process, adult learning, some learning models and finally,

training and learning theories

.

What is Learning ?

Much work and research has been carried out on the

subject of learning. The author's attempt in this section

is to present the general trends and concepts which can

help the reader understand the study undertaken.

Two general schools of thought exist around the con-

cept of learning. A first group sees learning as a process

by which behavior is changed, shaped and controlled (Knowles,

1973, p. 8) . A second group tend to see learning as an

experimental phenomena which originates from the learner.

Among the theoreticians who see learning as a process

capable of shaping and controlling behavior, many feel

that behavioral changes result from experience. 'There

is a remarkable agreement upon the definition of learning
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as being reflected in a change in behavior as a result of

experiences" (Haggard, 1963, pp. 19-27). Berelson and

Steinen (1964) , Borger and Seaborne (1971) and Cronbach

(1963) are theoreticians who subscribe to this school.

Berelson et al (1964, p. 41) go a step further in explain-

ing their thinking. For this group, learning is defined

as "change in behavior that result from previous behavior

in similar situations. Mostly, but by no means always,

behavior also becomes demonstrably more effective and more

adaptive after the exercise than it was before. Other

theoreticians believe that learning results in changes

created through the interaction of a person with his/her

environment. Burton (1963, pp. 7-19) further feels that

this interaction fills an individual's need which makes

him/her more capable of dealing with his/her environment.

From a similar point of view, Crow and Crow (1963, pp. 1-3)

mentioned that the acquisition of habits, knowledge and

attitudes made through learning helps the individual make

both personal and social adjustments.

The theoreticians mentioned above are among some of

those who see learning as a process capable of influencing

behavior. Some members of this group (Gagne, 1965;

Hilgard and Bower, 1966) take further care to distinguish

between planned learning and natural growth (Knowles,

1973, p. 7): "Learning is a change in human disposition
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or capability, which can be retained and not simply as-

cribable to the process of growth" (Gagne, 1965, p. 5).

Argyris, Kolb, Maslow and Rogers are among the theore-

ticians who belong to the humanistic school of thought.

Rogers (1969) describes experimental learning as having

the quality of personal involvement, as being self-initiated,

persuasive, self-evaluated and finally as being an integral

part of the learner's experience (p. 5). From another

point of view, Maslow sees the goal of learning to be self-

actualization or "the full use of talents, capacities,

potentialities, etc." (Maslow, 1970, p. 150). Two sets

of forces act upon the individual attempting to reach this

goal." One set clings to safety and defensiveness out of

fear, tending to regress backward, hanging on to the past...

The other set of forces impels him forward toward whole-

ness of the self and uniqueness of self, toward full

functioning of all his capacities... (Maslow, 1972, p. 44).

Argyris' approach to learning, although different, is also

representative of the humanistic school. He considers

learning as a hypothetico-deductive process in which hy-

potheses, especially those related to behavior, are formed,

tested and modified. Therefore, behavioral learning in-

volves the experience-based modification of some elements

of the theoretical framework or theory-in-use which governs

the action of an individual (Argyris, 1974, pp. 4-19). He
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states that learning occurs as a result of dilem—

mas experienced by the individual. The dilemmas consist

of conflicts within a person, conflicts brought about by

incongruity, inconsistency, effectiveness, values and

testability (pp. 30-34)

.

Finally Kolb (1971) without specifically defining

learning, characterizes learning as being a continuous

process involving relearning.

As one notices by the definitions presented, learn-

ing does not happen automatically. Certain factors will

help and facilitate learning within an individual. The

review of the conditions which facilitate or hinders

learning will be the focus of the next section.

Factors Influencing Learning

Two classes of variables influence the learning pro-

cess: a) those variables within the learner and b) those

variables in the learning situation. These two categories

are interrelated and some balance must be achieved for a

change to take place (Gagne, 1972).

Variables within the learner . The internal forces

which influence the learning process are related to the

learner's motivation. This factor appears to be at the

essence of one's ability to learn. "The acquisition of

knowledge is a fairly straightforward process provided

the individual wants the new knowledge. It can be made
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available to him in several ways. However, if he doesn't

want the knowledge, or if he doesn't know he needs it, we

will have considerable difficulty getting him to learn it"

(McGregor, 1960, p. 208). The forces facilitating learn-

ing within and individual appear to stem from the individ-

ual drive toward self-identity and self-realization

(Fromm, 1947; Clark, 1962). Several elements can help

motivate an individual to learn. Argyris (1974) , Rogers

(1969) and This and Lippitt (1971) relate an individual's

motivation to the learner's active participation and self-

satisfaction in the learning process. In addition, Rogers

(1969) mentions that learning will be facilitated when

the learner perceives threat to the self as being low,

when learning is self-initiated and when self-evaluation

is an integral part of the process. Several other fac-

tors can help motivate an individual. Those will be

reviewed in the following sections dealing with forces

external to the learner.

Variables in the learning situation . Forces at the

cultural level and forces at the institutional level are

two elements which can influence learning according to

Clark (1962) . These forces relate to the values held by

a society and its institutions. Clark claims that the

upper middle class values of many societies encourage an

individual to learn, and specifically, to acquire specific
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skills in order to reach the "top".

Several other theoreticians (Argyris, 1974; Roethlis-

berger , 1962; Rogers, 1969) feel that the teacher plays

a significant role in creating an effective learning cli-

mate. Rogers (1969) refers to the teacher as a facilita-

tor who must possess realness, be praising, accepting and

trusting and also show empathic understanding (p. 106-109)

.

Rothlisberger (1969) also stresses the important function

of the teacher if learning is to take place. He mentions

that this function can only be performed by the teacher

who has some "awareness of himself and some skills in

dealing with this dimension in his relationships to others"

(p. 4) . Argyris (1974) finally, also gives some attention

to the role of the teacher whom he calls an instructor.

This instructor can and will encourage spontaneity and

integrate feelings and ideas. The teacher, described by

Argyris, has also more faith in the learners than they

may have themselves and he/she is able to recognize the

limits of the learners learning methodologies.

Lookings at the learning situation itself, other ele

ments seem to contribute to effective learning. In line

with Lewin's change theories, Shaw (1957) claims that some

kind of transitional experience is needed. Two factors

contribute to the transitional experience a) an atmo-

sphere in which stereotypical modes are "suspendable
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and b) some kind of up-ending experience which he defines

as an unusual or inspired act of behavior on the part of

some one else toward the one having the experience.

Finally, This & Lippitt (1971) consider other factors which

influence learning. These are the material used for se-

quential learning, the learning methods used and the re-

inforcement provided for correct behavior.

The author recognizes that the ideas presented pre-

viously as stated by different theoreticians represent

different schools of thought. This approach appeared

useful as no pure model of teaching exists and therefore

it offers opportunity to benefit from considering differ-

ent points of view and thinking.

Cognition and the Learning Process

One of the basic element of learning consist of knowl-

edge or new information. Gagne and Briggs (1974) claim

that knowledge can be organized into broad categories:

intellectual skills, cognitive strategies, verbal infor-

mation, motor skills and attitudes (p. 51). For the pur-

pose of this research, the author will only review cogni-

tive strategies as they are most applicable to the study

undertaken. "A cognitive strategy is an internally

organized skill that selects and guides the internal

processes involved in defining and solving novel problems

...It is a skill by which the learner manages his own
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thinking behavior" (Gagne and Briggs, 1974, p. 48). In

order for the learner to develop cognitive strategies,

he/she needs to have a variety of problem solutions from

which he can choose and draw from. Piutner, Ryan, West

et al (1963) also classify knowledge into different cate-

gories. For this group, knowledge comprehends perception,

conception, associative learning and appreciation. These

categories parallel very closely, the general classifica-

tion presented earlier by Briggs and Gagne. The concept

of associative learning, for example, is very similar to

the concept of cognitive strategies discussed previously.

Kolb (1971) is also concerned with stages relating to

learning. His ideas are, however, different from those

expressed by Gagne and Briggs and Piutner, Ryan, West and

al. While these latter theoreticians perceive several

levels within the learning process itself, Kolb (1971)

envisions a cognitive growth which relates to the learn-

er's learning ability. He sees the process of cognitive

growth moving from concrete to abstract and from active

to reflective. This process occurs in successive stages

incorporating what has gone before into a new higher

level of cognitive functioning. As such, Kolb perceives

the intellectual maturation to parallel the developmental

level and stages of the learning cycle (pp. 5-6). Based

on Piaget's work in interpreting four stages of cognitive
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development in the child, Kolb has developed a comprehen-

picture of the stages of the adult learning process.

To the sensory motor stage of Piaget (Flavell, 1963, p.

107) Kolb presents the concrete-active period where the

individual immerses himself/herself in an immediate expe-

rience and becomes involved in an active way". He lets it

happen to him. Parallelling the representational stage

developed by Piaget, (Bruner, 1966, p. 13) Kolb describes

the second stage of the learning process as being reflec-

tive-observation. During this period, the individual

focuses on the experience he/she has lived and search for

its meaning. In a third phase, Kolb describes the abstract

inductive reasoning period to parallel Piaget's stage

(Flavell, 1963, p. 203) of concrete operation. The ab-

stract inductive reasoning phase is characterized by

analysis and assimilation of the factual information into

a theory or a conceptualization of the experience. Finally,

the representational logic learning phase developed by

Piaget (Flavell, 1963, p. 211) is transposed into Kolb's

model and becomes the hypothetical deductive learning

stage. During this period, the implications of the con-

cept are generated and posed in the form of experimental

tests. This stage concludes with the individual, moving

back into the first stage, this time with a specific hy-

pothesis to be tested.
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Kolb pursues his theory even further and assumes
j

that different individuals will develop specific learn-

ing styles which will allow them to achieve certain

learning tasks better than others. This ability is a

function of "our hereditary equipment, our particular

developmental history and the demands of our current en-

vironment. Some of us, therefore, become divergers, con-

vergers, assimilators and accomodators (Kolb, 1971, p. 10).

Kolb's concept and ideas are presented in Figure I.

Divergers are concrete and reflective in their learn-

ing style and they learn ikonically. They tend to be in-

terested in people, emotional and highly imaginative.

Convergers are abstract and active in their learning style

and they learn primarily through hypothetical-deductive

reasoning. They are usually somewhat rigid, authoritar-

ian and conformist, and tend to have narrow technical

interests. Assimilators are reflective and abstract and

they learn inductively. When conflict arises between

facts and theory, the assimilators tend to discard the

facts. They also tend to choose "non-practical " theoret-

ical discipline for their career. Finally, the accommo-

dators are concrete and active and they learn enactively.

They tend to emphasize objectives and practical reality

over theory, and to choose fields of work that are con-

crete, immediate and practical (1971, pp. 9-15).
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Concrete
Experience

Abstract
Conceptualization

Figure 1: Kolb Individual Learning Style Model
Reproduced From Kolb (1971)



39

Adult Learning

Most of the work done in the field of learning has

been based on learning theories and concepts as they apply

to children. More and more, however, children are not the

only ones involved in the learning process. Many adults

are now becoming formal adult learners. This phenomenon

has contributed to a new field in the area of learning,

the field of adult education. Even then, "most scholars

in the field of adult education itself have been involved

in this area through their efforts to adapt theories about

child learning to the differences in degree among adults."

Knowles (1973, p. 34). Kempfer, 1955; Brunner, 1959 and

Verner and Booth (1964) are examples of theoreticians who

have attempted to apply children learning theories to

adult learning. In the late 1960, however, a new concept

has evolved, that of andragogy. Andragogy is not a new

word but the theory and technology it is coming to iden-

tify are new. Knowles (1972) adds, "I am not talking

about a clear-cut differentiation between children and

adults as learners. Rather, I am differentiating between

the assumptions about learners that have traditionally

been made by those who practice pedagogy in contrast to

the assumptions made in andragogy" (p. 39)

.

Using the

evidence from research (Brunner, 1961; Erickson, 1950,

1959, 1964; Getzels and Jackson, 1962; Bower and Hollister,

1967; Iscoe and Stevenson, 1960; White, 1959) Knowles
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assumptions rest on the speculation "that as an individ-

ual matures, his need and capacity to be self-directing,

to utilize his experience in learning to identify his own

readiness to learn, to organize his learning around life

problems, increases steadily from infancy to pre-adoles-

cence, and then increases rapidly during adolescence" (p.

43) . It is possible to speculate further that this move-

ment from dependency to independency reaches its peak in

adulthood.

The field of andragogy, although a recent concept,

is based on the work of previous theoreticians and re-

searchers. In 1951, Rogers conceptualized student-center-

ed teaching to parallel client-centered therapy. While

doing so, Rogers was concerned with the study and develop-

ment of fully functioning persons. Similarly, Maslow

takes a holistic approach which holds that the whole is

more than the sum of the parts (Goble, 1971, p. 22).

"Growth takes place when the next step forward is subject-

ively more delightful, more joyous, more intrinsically

satisfying, than the previous gratification with which we

have become familiar and even bored. . .The new experience

validates itself rather than by any outside criterion

(Maslow, 1972, p. 43)

.

The field of adult education itself also helped the

development of andragogy. Houle's work (1961) to discover
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why adults engage in learning also shed some light on how

they learn. Tough's (1971) research showed that pleasure

and self-esteem are critical elements which motivate

adults to learn.

This previous work all contributed to show that adults

should be highly involved in the learning process if

learning is to lead to fully functioning persons or self-

actualizing persons.

Knowles (1973) further elaborated on four assumptions

underlying andragogy. These assumptions are different from

those of pedagogy. They are:

1. Changes in self-concept. This assumption is
that as a person grows and matures, his/her self-
concept changes from total dependency to in-
creased independence.

2. The role of experience. This assumption deals
with the consideration that experience is very
much part of an adult personality and that
because of this factor, the adult learner can
be a very rich source of learning for other
learners

.

3. Readiness to learn. This assumption is that as

an individual matures, his/her readiness to learn

is highly related to the performance of his

evolving social roles. This concept parallels

that of the developmental tasks of children.

4 . Orientation to learning . This assumption is that

the adult approach to learning is problem-centered.

The adult motivation to learn is directly related

to the tasks and responsibilities he/she is

involved with. (Knowles, 1973, pp. 45-49).

From these assumptions, Knowles concludes that adul us

should be involved in planning and directing their own
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learning and that special emphasis should be placed on

experimental techniques which tap the experience of the

learners and involve them in analyzing their experience.

Knowles adds that the timing of learning experiences

should coincide with the learner's developmental tasks

and finally that learning should be organized around in-

dividuals' problems and concerns (Knowles, 1971, 1973).

Learning Models

This section will focus on different learning models

which affect change. Lippitt (1973) suggests that differ-

ent models effect change in different ways in the field

of education and training. This section will be divided

into two major parts: a) the more traditional models

and b) the humanistic models of learning.

Traditional Models of Learning

Behaviorist school . The basic assumption of this

school is that learning results from the rewards and

punishments which follow a response to a stimulus. The

Behaviorist School has elaborated the S-R theories to a

large extent. Although Thorndike, Guthrie and Hill were

very much involved in the development of this school,

Skinner, however, is the theoretician most closely iden-

tified with this school. Skinner relies heavily upon

what is called operant conditioning and respondent
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conditioning. He makes a distinction between these two

terms by claiming that "respondent conditioning is that

behavior caused by a known stimulus and that operant con-

ditioning is that behavior for which we cannot see or

identify a stimulus though one may, and probably does

exist" (This and Lippitt, 1971, p. 86).

Gestalt school . The theoreticians involved with this

school maintain that learning is cognitive and involves

the whole person. Kurt Lewin, Wolfgang, Tolman and

Wertheimer are typical theorists of this school of thought.

Central to Gestalt, is the "Law of Pragnanz" which indi-

cates the direction of events. According to this law,

the psychological organization of the individual tend to

always move in one direction, the direction of the "good"

Gestalt. The "good Gestalt" is defined in this context

as a state of equilibrium, simplicity and stability.

According to Gestalt, the learning process follows the

diagram shown in Figure 2. This school further claims

that a curriculum design where there is progression from

simple task to more complex tasks will facilitate the

return to an equilibrium state.

Freudian school. Following Freud, the theoreticians

belonging to this school are concerned with the three ego

states, and their effect on behavior. Knowles (1973)

claims that Freud's concepts of anxiety, repression,
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Equilibrium

The individual moves
to equilibrium

The learning is

'presented to the
individual

The individual organ- 4.

izes new material in

an effort to integrate
and systemize it

'L

The individual
moves away from
equilibr ium

The individual attempts

to move back

Figure 2: The Movement Toward the Equilibrium

in the Gestalt Learning Process Re-

produced from This and Lippitt, 1972
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fixation, regression, aggression, defense mechanism,

projection, are elements which can block or motivate

learning and have had an important influence on the gen-

eral development of learning theories.

Functionalist school . The members of this school

view learning as a very complex phenomenon which cannot

be explained by the previously described school. John

Dewey is one of the leaders of this group.

Mathematical school . For these learning theorists,

learning theories must be explained in mathematical form.

It appears that they have no theory of their own but are

expressing the findings of other researchers in mathemat-

ical terms (Lippitt, 1973, pp. 109-114).

Humanistic Models of Learning

Among the many learning models developed by humanist

theoreticians, the author has selected three models of

learning. These models have been chosen on the basis of

their relevancy to the study undertaken.

Kolb's learning model . Kolb's model of learning is

an experimental learning model which was developed by

this author following his search for a learning model

that would apply to university teaching. This learning

model is developed primarily out of the experience of

sensitivity training practitioners, Miles (1969), and

Schein and Bennis (1965) shown in Figure 3.
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Concrete

cations of con-
cepts in new
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Observation
and

Reflections

Figure 3: Kolb Experiential Learning Process.
Reproduced from Kolb (1971).
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There are two primary dimensions to this learning

process: the abstract/concrete element and the active/

reflective one. In order for learning to take place, it

is necessary for the learner to be able to resolve the

"dynamic tension between the polar opposites" (Kolb, 1971,

P. 3) .

The concrete/abstract dimension . The first dimension

represents the concrete experience of events at one end

and the abstract conceptualization at the other. Similar

to most cognitive theorists (Flavell, 1963; Bruner, 1961,

1966; Harvey Hunt and Schroeder, 1961) Kolb feels that

the concrete/abstract concept is one of the primary di-

mension from which cognitive growth occurs.

Goldstein and Schearer (1941) suggest that the fol-

lowing abilities are associated with greater abstractive-

ness:

1. To detach our ego from the outer world or from
inner experience.

2. To account for acts to oneself, to verbalize
the account.

3. To shift reflectively from one aspect of the

situation to another.

4. To grasp the essential of a given whole: to

break up a given into parts, to isolate and to

synthetize them.

5. To plan ahead ideationally , to assume an attitude

toward the more possible and to think or perform

symbolically (Kolb 1971, p. 4).
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Concreteness
, on the other hand, represents the im~

mersion in and domination by one's immediate experience"

(Kolb, 1971, p. 4)

.

The active/reflective dimension . "This element is

the second major dimension of cognitive growth. As growth

occurs cognition becomes more reflective and internalized,

based more on the manipulation of images and symbols than

overt actions" (Kolb, 1971, p. 4). Similar to abstract-

ness/concreteness, active experimentation and internalized

reflection, are in opposition to one another.

Kolb, similarly to Rogers (1951) , also defines the

teacher as a facilitator who will help the learner success-

fully achieve learning through a process which is basical-

ly self-directed. Kolb further states, that the role of

the teacher is very critical in all phases of the exper-

imental model but in particular, in the active/reflective

dimension. There, the teacher must "somehow respond to

pragmatic demands for relevance and the application of

knowledge while encouraging the reflective examination of

experience that is necessary to refine old theories and

to build new ones " (p. 5)

.

Knowles' andragogical model of human resource devel -

opment (HRD) . Knowles model of learning for adults has

been developed in opposite to elements usually involved

in traditional pedagogical education. The major concep-
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tual difference is that the andragogical model is a pro-

cess model, in contract to the content models employed by

most traditional educators. The difference is this: in

traditional education the teacher decides in advance what

has to be taught, the methodology best suited to transmit

the knowledge or information and the design which will

allow him/her to accomplish the set goal.

The andragogical teacher on the other hand, develops

a set of procedures which will facilitate the learner's

involvement. This set of procedures involves the follow-

ing elements: (1) establishing a climate conducive to

learning; (2) creating a mechanism for mutual planning;

(3) diagnosing the needs for learning; (4) formulating

program objectives (which is content) that will satisfy

these needs; (5) designing a pattern of learning exper-

iences; (6) conducting these learning experiences with

suitable techniques and materials; and (7) evaluating the

learning outcomes and rediagnosing learning needs (p. 102).

A comparison of the process and content models is pres-

ented in Table I. The content model is referred to as the

pedagogical model and the process model as the andragogical

model

.

Argyris and Schon behavioral model for learning .

Argyris and Schon (1974) also present their model in com-

parison with a traditional model which they find tend to
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engender "low self-esteem, low trust, low openness and

little public testing and learning" (p. 83)

.

For the

purpose of this research, only "Model II, Theory-in-use"

(^r9Yr i s and Schon, 1974, p. 87) , will be considered here.

In the interest of time and length, this model will only

be presented graphically (Table II)

.

Argyris and Schon feel that this model of behavior

learning encourages growth, the challenge of one's theory-

in-use, authenticity, autonomy, openness to possible change

in behavior, high self-awareness and acceptance and finally

greater mental health (p. 91-98)

.

Training and Learning Theories

The last part of the section on learning relates to

the integration of learning theories into the design of

training programs. More specifically, it addresses the

problem of chosing a learning theory or learning theories

best suited for a particular training program.

Malcolm Knowles (1973) claims that one of the most

important factors to consider is the organizational man-

agement philosophy one is dealing with when planning a

training program. He further states that organismic

models of learning will be very inappropriate to an orga-

nization behaving according to Theory X assumptions but

very adaptable to an organization behaving according to
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Theory Y assumptions (McGregor, I960, pp. 33-34 and 47-48).

Using Rogers' (1972, pp. 272-279) assumptions about cur-

rent education and those underlying experimental learning

,

Knowles draws a parallel with McGregor Theory X and Theory

Y Assumptions about human nature. This parallel compar-

ison is presented in Table III.

Lippitt's (1973) point of view concerning training

and learning theories is based on the goals of the train-

ing activities and programs. Lippitt suggests the follow-

ing model to clarify the relationship between learning

goal and the transfer of learning (p. 114)

:

Present state of the organization

+ present state of trainees

+ recognized need for change

Learning goal(s) = ——
Appropriate learning theory

+ appropriate training design

+ supportive climate for changed

trainee behavior

This model by Lippitt is more inclusive than that of

Knowles although not presenting specific solutions to the

question raised as to which learning theory should be

used. Lippitt presents several situational variables

which should be considered if desired outcomes or goals

are to be accomplished.
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Table III

A Canparisan of the Assumptions About Human Nature and Behavior Under-lying Theory X and Theory Y Management Philosophy

Theory X Assumptions
about Human Nature

(McGregor)

Assumptions Implicit in
Current Education

(Rogers)

The average human being inherently
dislikes wcrk and will avoid it
if he can.

Because of this characteristically
human dislike of work, most people
must be coerced, controlled,
threatened in the interest of
organizational objectives.

The average human being prefers
to be directed, wishes to avoid
responsibility, has relatively
little ambition, wants security
above all.

The student cannot be trusted to
pursue his own learning.

Presentation equals learning.

The aim of education is to
accumulate brick upon brick of
factual knowledge.

The truth is known.

Creative citizens develop from
passive learners.

Evaluation is education and
education is evaluation.

Theory Y Assumptions Assumptions Relevant to Signif-
about Human Nature icant Experiential Learning

The expenditure of physical and
mental effort is as natural as
play or rest.

External control and the threat of

punishment are not the only means
for bringing about effort toward
organizational obj ectives . Man
will exercise self-direction and

self-control in the service objec-

tives to which he is committed.

Committment to objectives is a

function of the rewards associated

with their achievement.

The average human being learns

under proper conditions, not

only to accept but to seek

responsibility

.

Human beings have a natural
potentiality for learning.

Significant learning takes place
when the subject matter is per-

ceived by the student as relevant

to his own purposes.

Much significant learning is

acquired through doing.

Learning is facilitated by

student's responsible parti-

cipation in the learning process.

Self-initiated learning involving

the whole person—feelings as

well as intellect—is the most

pervasive and lasting.
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TABLE III Continued

Theory Y Assumptions
about Human Nature

Assumptions Relevant to
Significant Experiential

Learning

A high capacity for imagination,
ingenuity, and creativity in
solving organizational problems
is widely, not narrowly distri-
buted in the population.

Creativity in learning is best
facilitated when self-criticism
and self-evaluation are primary,
and evaluation by others is of
secondary importance.

Under the conditions of modern in-
dustrial life, the intellectual
potential of the average human
being is only partially utilized.

The most socially useful thing
to learning in the modem world
is the process of learning, a
continuing openness to experience,
an incorporation into oneself of
the process of change.
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Perception

Much of one's behavior is influenced by one's self

perception and others' perception of one's behavior.

Cantril (1957) describes perception as a "transaction be-

tween the perceiver and the perceived, a process of nego-

tiation in which the perceptual end product is a result

both of influences within the perceiver and of character-

istics of the perceived" (p. 119-126) . In this section,

the author will look briefly at the perceptual field, self-

perception and other perception.

The Perceptual Field

An individual's perceptions are influenced by his/her

needs, values, interests and cultural background (Bruner,

1958, pp. 85-94). Krech, Crestchf ield , Egerton and Ballachey

(1962) claim that the construction of a "cognitive world"

by the individual will influence his/her social behavior.

This image or "map" of the world built by the individual

is a function of "one's physical and social environments,

physiological structure, wants and goals, and past expe-

riences" (pp. 16-17) .

Similarly, Rogers (1951) mentions that most of the

individuals' experiences constitute the ground of the per-

ceptual field. The individual reacts to what he/she ex-

periences according to his/her perception. This perceptual
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field is "reality" for the individual (p. 484) . The in-

dividual does not react to some absolute reality but to

his/her perception of this reality. It is this percep-

tion which for the individual is reality. Reality is,

therefore, for the individual, his/her perceptions. Behav-

ior is then postulated as a reaction not to reality, but

to the perception of reality (pp. 484-492)

.

Self-Perception

Daryl Bern (1970) shed some light on the general con-

cept of self-perception when he was attempting to provide

a theoretical framework for the process of belief and

attitude change. Bern's major hypothesis states that "in

identifying his own internal states, an individual partly

relies on the same external cues that others use when

they infer his internal states" (p. 50)

.

The identifi-

cation of many internal states by an individual is only

possible because outside observers have inferred those

states from observable external cues. The individual has

then learned, from the outside observer, to label the

internal situation which he/she assumed was accompanying

those cues. Bern further mentions that the individual's

behavior is the most important clue to the identification

of a person's feelings, beliefs and attitudes. "When we

want to know how a person feels, we look to see how he

acts" (p. 57). According to Bern, this same overt behavic
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will allow the individual to interpret his own internal

states . A change in one's behavior will also indicate a

change in one's feelings, attitudes and beliefs (Bern, 1970).

On another level, Rogers (1951) states that the percep-

tions of the self which are admissible to awareness form

the self-concept or self-structure of the individual. In

this context, self-perception is composed of "such elements

as the perceptions of one's characteristics and abilities;

the perceptions and concepts of the self in relation to

others and to the environment; the value qualities which

are perceived as associated with experiences and objects;

and goals and ideals which are perceived as having posi-

tive and negative balance" (p. 136).

Finally, one self-awareness is related to this indi-

vidual's ability to accurately perceive other persons in

his/her environment. Zalkind and Costello (1962) identify

four conclusions which they believe are suggested by re-

search in the field of perception. Three of the four con-

clusions link together the concepts of self-perception

and other perception. The four conclusions are:

1. Knowing oneself makes it easier to see others

accurately.

2. One's own characteristics affect the character-

istics he is likely to see in others.

The person who accepts himself is more likely

be able to see favorable aspects of other people.3 .
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4. Accuracy is perceiving others is not a single
skill (p. 227)

.

Other's Perception

Different elements are related to the ability of one

individual to accurately perceive another individual.

Rogers (1961) claims that the best vantage point for un-

derstanding another person's behavior is through the in-

dividual himself/herself . Since the perceptual field or

repertoire of experiences is a "private world" (p. 484)

unique to each person, communication of one's feelings to

another becomes a key element if one individual is to

accurately perceive another individual.

Bern (1970) , on the other hand, feels that behavior

and motives are essential considerations when dealing

with perception of other people. Finally, Burke and

Bennis (1961) found that in group, members tend to orga-

nize their perceptions of others around three major behav-

ioral dimensions:

1. It includes elements of friendliness, acceptance

and positive evaluation.

2. It combines dominance and leadership with strength.

3. It relates to the extent of the members '
^partic-

ipation and activity in the group (pp. 165-182)

.

These theoreticians also found that the way people

see themselves and the way in which they are seen by others

become very similar over time.
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The group seems to play an important part in the

process of interpersonal perception. Zalkind and Costello

(1962) report that recent research points to the conclu-

sion that the whole process of interpersonal perception is,

at least in part, a function of the group context in which

the perception occurs. For example, as a result of his

research, Bieri (1953) suggests that when people interact

in a friendly atmosphere, they tend to see others as sim-

ilar to themselves. Further, when members of a group see

themselves as congenial members, their perception of the

goal-oriented behavior of other members is more accurate

(pp. 61-66) .

Perceptions play an important role in organizational

life. "Accurate self-perception increases the likelihood

of accurate interpersonal perception, and realistic percep-

tions of others are key elements in our ability to commu-

nicate, engage in joint problem-solving and otherwise work

with others. If our behavior is perceived by others dif-

ferently from the way we intend, the probability of work-

ing effectively with them is going to be diminished. The

greater the discrepancy between self-perception and per-

ception of us by others, the greater the probability of

inaccurate communication and misunderstanding" (Finch,

Litterer and Jones, 1976, p. 167). Litterer (1973) further

claims that since organizations strive to bring about



62

integrated behavior" (p. 109) , any lack of congruency be-

tween self-perception and other perception will require

the development of additional administrative mechanisms

to bring about integration of effort in spite of the dif-

ference in perception.

Harry Ingham and Joseph Luft (1969) have developed a

model which allows the conceptualization of the relation-

ship between self-perception and other perception. This

model of framework is called the "Johari Window" and is

presented in Figure 4.

The first quadrant represents aspects of the self

which are known to both the individual concerned and other

people. It is the open area where perceptions are simi-

lar for both the perceived and the perceiver. The second

quadrant or blind area represents these aspects of the

self which are unknown to the individual concerned but

known to others. The third quadrant, or private area

represent those elements of the self which are known to

the individual concerned but are hidden from other people.

Finally, the fourth quadrant represents those character-

istics of the individual which are unknown to both

himself/herself and others.

This model is based on the assumption that valid in-

formation is necessary before we can change our behavior

and make it more effective in our relationships with



63

I

Area of
free activity
(public self)

II

Blind area

III IV

Avoided Unknown
or hidden area
area (private area)

Figure 4: The Johari Window. Reproduced from
Luft, 1969.
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others" (Finch, Litterer and Jones, 1976, p. 216). The

goal of decreasing the blind area to increase the area of

quadrant I is accomplished through feedback. "The purpose

of feedback is to provide constructive information to help

another person become aware of how his behavior affects

you and how you perceive his action" (Johnson, 1972, p.

15) . Having received information through feedback, the

individual will decide whether or not the information

warrants a change in his/her behavior. Feedback therefore

can help an individual gain greater congruency between him/

her self-perception and the perceptions of others.

Several interesting findings have been found follow-

ing research dealing with feedback. For the purpose of

this research, three will be reported here: 1) Kolb and

Schwitzebel (1970) found that there is a positive rela-

tionship between the total amount of feedback received

from fellow group members and goal achievements. The

relationship proved to be strongest in the last half of

a change project. This finding was interpreted to mean

that both the quality and quantity of feedback are impor-

tant considerations. 2) While studying the effects of

feedback on changes in individual behavior, Lippitt (1959)

found that thirteen individuals out of a group of fourteen

persons who received feedback, changed in the direction

the group wanted them to change while only eight out of
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fourteen who received no feedback showed change. 3) Ayers

(1964) designed a study to focus on the effects of knowl-

edge of results on management training. An experimental

group and a control group were used for the study and the

Leader Opinion Questionnaire (LOQ) was the instrument chosen

to measure the change. The LOQ was administered at a

various stage in the training program. Only the experi-

mental group members were allowed to score their own ques-

tionnaires and to refer to the scoring key to see what

their leadership profile looked like. It was found that

the number of changes over the course of the training were

considerably greater for the experimental group than for

the control group, which participated but did not receive

any information concerning changes in their leadership

profile

.

This chapter has included a selective review of the

literature dealing with change, learning theories and

concepts, and perception. The selection of these three

concepts has first been done following the author s belief

that behavior change following theoretical inputs is the

result of the interplay between learning theories and

concepts, and knowledge of self. Schematically, the rela-

tionship can be presented as shown in Figure 5.

Furthermore, the selection of the particular elements

dealing with the concepts of change, learning and percep-
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Figure 5: Relationships Between Learning Theories,
Knowledge of Self and Change.
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tion was motivated by the hypotheses to be tested. The

author wanted to provide a general framework and background

in order to better understand the results of the study.

Among the many elements covered in this chapter the author

now wants to focus on those which are particularly relevant

to the study.

In considering change, the author feels that the con-

cept of planned change effort, and of the change process

itself are key elements in understanding hypotheses B(l)

and E(l) and (2). Also, the review of the literature deal-

ing with drawing as a method of affecting change and the

discussion of the influence of the time element on train-

ing results provide the framework related to hypotheses

A ( 1 ) and (2) , B(2)

.

The section on learning attempted to provide some

general information on cognition and intellectual knowl-

edge. Special attention was given to Adult Learning as

all of the learning which was considered here, was direct-

ed to adults. Knowles (1973) presents a strong case to

show that the adult learning modes are different than that

of the child. Hypothesis A(l) and (2) deals with theoret-

ical knowledge and theoretical change. The author felt

that understanding what is cognitive learning and the

general conditions which result in effective learning were

particularly helpful in studying change in theoretical
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knowledge. Finally, the training method which influences

learning in this study also provides information related

to hypotheses A ( 1 ) and A (2).

The third and last concept to be studied in this chap-

ter, was that of perception. The author feels that the

section on self-perception and in particular one of the

conclusions reached by Zalkind and Costello (1962) is

especially useful in understanding hypothesis C. The

section dealing with other's perception and feedback pro-

vides information dealing with hypotheses D.

The author will conclude this section by a review of

the hypotheses to be tested in this study.

Hypotheses

Hypothesis A : The specific theoretical knowledge

level of individuals enrolled in a leadership training

program increases as a direct result of theoretical

input. This general nypothesis is further specified as

follows

:

1. Participants' knowledge of the "Situational

Leadership Theory" will increase following

exposure to an Organizational Behavior course.

2. The level of knowledge retention of participants

engaged in a training program will diminish

after some period of time when those participants

are not exposed to theoretical knowledge
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directly reinforcing the previously acquired

knowledge

.

3. The participants' knowledge level of the "Sit-

uational Leadership Theory" prior to instruction

will be positively related to the participants'

subjective perception of this knowledge.

Hypothesis B : The greater one understands and inter-

nalizes theoretical concepts dealing with behavior, the

greater one's perception of his/her behavior will change

in the direction of the conceptualization. This general

hypothesis is further specified as follows:

1. The perception of participants' own leadership

behavior will change after instruction and will

become more congruent with the participants'

knowledge of the "Situational Leadership Theory"
i

after instruction.

2. The perception of subjects' own leadership

behavior will change to become less congruent

with the "Situational Leadership Theory" when

measured some period of time after instruction.

Hypothesis C : The greater the similarity between

the self-perception of the leader's behavior and the per-

ception of that behavior by others, the greater the

effectiveness of the leader. This general hypothesis

is further specified as follows:
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1. The congruency between leadership style score

measured by self and others some period of time

after instruction, will be positively related

to the effectiveness ratings given by the members

of the group to whom the leader belongs, at the

same period.

Hypothesis D : The greater one understands one's be-

havior through the feedback of others, the more one's

self-perception becomes congruent with the perception of

one's behavior by others. This general hypothesis is

further specified as follows:

1. One's self-perception of his/her leadership style

gathered sometime after instruction, will be

more congruent with others' perception measured

immediately after instruction than one's self-

perception, taken immediately after instruction,

will be with others' perception measured at

this same time.

2. The difference between participants' perception

of their leadership behavior and others' per-

ception will be larger immediately after instruc-

tion than the difference will be some time after

instruction

.

Hypothesis E : The greater the degree of behavior

change as a result of theoretical input dealing with be-
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havior, the more authoritarian the individual is, and the

more supervisory experience the person has had. This

general hypothesis is further specified as follows:

1* The individual degree of behavior change as a

result of theoretical input will be positively

related to the self-perceived high task leader-

ship style of the leader.

2. The individual degree of behavior change as a

result of theoretical input will be positively

related to the number of supervisory years of

work experience an individual has had prior to

the beginning of the course.



CHAPTER III

METHODOLOGY

Introduction

This chapter presents a detailed description of the

research methodology used in the study. Specifically,

this chapter will provide a description of the study, the

sample population, the instructional treatment, the instru-

mentation used in the study, the design selected and the

method of data collection.

Description of the Study

The study was designed to be exploratory in nature

and to test certain assumptions related to leadership

knowledge, leadership behavior as perceived by self and

others and leadership effectiveness. These assumptions

resulted in specific hypotheses to be tested which can be

found in Chapter I.

The design of the study involved the collection of

data on three different occasions, Occasion I, Occasion

II and Occasion III. At Occasion I, self-report data was

obtained from each of the participants of the study. This

data comprised biographical information, self-perception

of leadership style and ideal leadership behavior. In
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Occasion II and III self-report data was again collected

from each individual. This data included participants'

self-perception of their leadership style and ideal leader-

ship behavior. In addition, each individual provided data

on four or five other participants, the number of partici-

pants corresponding to the size of the group the individual

participated in, for the purpose of gaining greater knowl-

edge. This data provided scores for leadership style and

leadership effectiveness for each individual as perceived

by their peers. In addition, at Occasion III, data was

obtained from each participant on their self-perceived

change in leadership knowledge, behavior and effectiveness.

Description of the Sample

The sample employed in the study consisted of 104

graduate students registered into two courses at the Uni-

versity of Massachusetts, Amherst, Massachusetts. The two

courses were given in the Spring Semester, 1976, and were

entitled "Organizational Behavior" and "The Management of

Change: a Case Study Approach". The students registered

in these two courses came mainly from the School of Educa-

tion and the School of Business. A few students came from

other backgrounds, namely, nursing, humanities, sciences

and veterinary sciences.
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A detailed description of the sample population will

be presented in Chapter IV, when the author reports the

results of the study, including a discussion of the LEAD

Biographical Information Questionnaire.

Instructional Treatment

As mentioned earlier, each participant in the study

was registered in the "Organizaional Behavior " and the

"Management of Change: A Case Study Approach " courses.

The " Organizational Behavior " was organized to operate

for three five hour classes (4:00 - 6:30, 7:30 - 10:00

pjp.,) over a six week period and was followed by an inten-

sive laboratory experience which took place over a week-

end, from Friday 7:00 p.m. to Sunday afternoon 4:00 p.m.

The Organization Behavior course had the following

goals

:

1. To help students begin to apply behavioral
science theories in analyzing situations in

which they are involved.

2. To increase students' theoretical knowledge in

the areas of motivation, behavior and leadership.

3. To increase understanding of how problem solving

operates

.

4. To increase student knowledge of their own per-

sonal style in groups.

Lectures dealing with motivation, leadership theories,

leadership behavior and effectiveness occupy the three

five hour class sessions were designed to provide the
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participants with sound diagnostic skills in the area of

leadership and motivation. During the extensive labora-

tory experience, the graduate students were divided into

groups of 5 to 7 members each. The major task of each

group during this weekend was to analyze, discuss and make

decisions around role playing situations, simulations,

written cases and cases presented through audio visual aid

methods. Periodically during the weekend, the group

members process their work and the interaction of the

members of the group.

The management of change: a case study approach is

also designed to operate for four five hour classes fol-

lowed by an intensive laboratory experience which takes

place over a weekend.

The management of change: a case study approach has

the following goals:

1. To increase students' theoretical knowledge in

the areas of Organizational Development (O.D.)

and Change.

2. To help students to begin to apply O.D. and

Change theories in analyzing situations.

3. To increase students' understanding of the

various O.D. technologies and strategies and

to use these in situations where appropriate.

The management of change: a case study approach

focuses on implementation of change strategies. After a

review of the various change theories, the participants

involved in the course spend some time studying the
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implication of these theoretical concepts for analyzing

the results of case studies. Other parts of the course

focus on Organizational Development theories and technol-

ogies .

During the four classes preceding the weekend, the

graduate students are therefore exposed to basic change

theories, case studies and discussion of various technol-

ogies used to implement change. The laboratory experi-

ence, which takes the form of a workshop, simulates an

Organizational Development intervention. To accomplish

their tasks, the participants are divided into small

groups of 5 to 7 members each. Similar to the format of

the Organizational Behavior weekend, several periods are

alloted to process the work of each group and the inter-

action of its members.

The graduate students participating in the study were

assigned to the same group for the two courses in which

they were registered. Thus, participants assigned to a

small group in the first course remained with the same

group for the second course.

Instrumentation

Six different instruments were used to obtain the data

for the study. The purpose of the instruments were:

a) to obtain biographical information from the

participants or sample population,
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b) to assess the knowledge level of the student
population,

c) to assess the participants' self-perception of
their leadership style,

d) to assess the leadership style of each student
as perceived by the members of his/her group,

e) to obtain a subjective measure of change,

f) to obtain a measure of effectiveness as measured
by self and others.

Instruments used to obtain biographical information

from the sample population . One instrument developed by

the investigator was used for this purpose. The purpose

of the instrument was to gather information from the

participants prior to the beginning of the first course in

Organizational Behavior . This instrument was previously

administered to three different groups and was modified

each time. The goals of this instrument were two-fold;

one, to provide basic information about the participants,

and two, to help the interpretation of the results of the

study. (See Appendix A for a copy of the Biographical

Information Questionnaire.)

Instruments used to assess the knowledge level of the

participants . Hersey and Blanchard's LEAD SELF Inventory

( 1973 ) was given to each subject in the study sample.

The instrument, originally composed of twelve short para-

graphs describing a work situation, was modified to include

Each of these situations presents a
twenty situations.
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choice of four alternative actions. The task of the re-

spondents was to read each work situation and to select

one of the alternative actions based on their knowledge of

what the ideal leader should do in this particular situa-

tion; that is according to how they thought a highly effec-

tive leader would behave in each of the situations pre-

sented. We will refer to this instrument as the LEAD SELF

(Ideal) throughout this study. The Leader Effectiveness

and Adaptability Description - LEAD - Instrument measures

the range of leadership styles available to leaders as

well as their adaptability and effectiveness. Using Task

Behavior and Relationship Behavior components, Hersey and

Blanchard (1973) ,
present a theory of leadership based on

the maturity level of the followers. Their instrument is

based on the "Situational Leadership Theory" and it stresses

the relationship between Task Behavior, Relationship Be-

havior and the Maturity of the followers. Hersey and

Blanchard describe the effective leader as one who uses

the appropriate style of leadership in a given situation,

a leader is ineffective when his/her style is inappro-

priate to a given situation (p. 83)

.

Maturing level is

defined in the "Situational Leadership Theory" by

achievement-motivation, the willingness and ability to

take responsibility, and task relevant education and

experience of an individual or a group. Beginning with
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structured task behavior, which is appropriate for work-

ing with immature people, the "Situational Leadership

Theory suggests that the leader behavior should move

through high task-low relationship behavior to high task-

high relationship behavior and high relationship-low task

behavior to low task-low relationship behavior if one's

followers progress from immaturity to above average

maturity (pp. 134-135) .

Instruments used to assess the self-perception of the

participants' leadership style . Again, Hersey and

Blanchard LEAD SELF (1973) Inventory was used to measure

the participants' perception of their leadership style.

The task of the respondents was to read each work situa-

tion, assuming they were the actual leader within that

situation and that they had to solve the situation pre-

sented. They were to select one of the four alternative

actions given, which they felt best corresponded to what

they would actually have done in the described situation.

We will refer to this instrument as the LEAD SELF (Actual)

throughout this study. (See Appendix B for a copy of the

LEAD SELF instrument)

.

Instruments used to assess the participants leader-

ship style as seen by others . Each group member involved

in the study filled out a LEAD OTHER-SHORT FORM instru-

ment on each of the other members of their small group.



80

The LEAD OTHER instrument was developed by Hersey and

Blanchard (1973) . The instrument measures the leadership

style and adaptability and effectiveness of an individual

as seen by another individual. The LEAD OTHER is made up

of twelve situations each having four different alterna-

tive actions.

In completing the LEAD OTHER, the task of each respon-

dent is to read each situation described and to select one

of the four alternative actions presented. The choice

corresponds to the assessment by one individual of another

person's leadership behavior.

The LEAD OTHER-SHORT FORM also measures the leader-

ship style and leadership effectiveness of an individual

as perceived by another individual. The LEAD OTHER-SHORT

FORM (Appendix C) summarizes the data otherwise obtained

by the LEAD OTHER (Appendix D)

.

Instrument used to assess a subjective measure of

change . This instrument, entitled "Course Follow-up Ques-

tionnaire" was designed by the investigator in order to

obtain a subjective measure of change. The instrument

addresses the feelings and impressions of the participants

concerning their knowledge of leadership theories, leader-

ship styles, and leadership effectiveness prior to the

beginning of the Organizational Behavior course and follow

ing the Management of Change: A Case Study Approach

course. In addition, the instrument was designed to
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obtain data on the climate of each respondent's small

discussion group, and on the degree of influence of these

courses on the participant's program of study and career

plan

.

The "Course Follow-up Questionnaire" is composed of a

few open-ended questions and several closed questions. It

was administered to each of the graduate students partici-

pating in the study. (See Appendix E for a copy of the

"Course Follow-Up Questionnaire.").

Instrument used to obtain a subjective measure of

effectiveness . The LERF or Leadership Effectiveness

Rating Form was developed by the investigator to measure

the leadership effectiveness as perceived by self and

others. Four situations requiring four different leader-

ship styles are presented to each respondent. The first

task of each respondent is to name those individuals

(including self) who within his/her group, are capable of

behaving according to the required leadership style. The

second task of each respondent is to assess, on a scale

of -4 to +4, the effectiveness of each individual whose

name has been listed.

The Leadership Effectiveness Rating Form was pretested

with two colleagues of the investigator and three Univer-

sity Faculty members. It was evaluated in terms of clar-

ity of direction, and clarity of scale. Some minor
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changes were made prior to the administration of the in-

strument with the sample population. (See Appendix F for

a copy of the Leadership Effectiveness Rating Form)

Data Collection

The data were collected during the first five months

of 1976. Following a discussion and meetings in the Fall

of 1975, it was agreed with Professor K. Blanchard, that

the data for the study would be obtained from the gradu-

ate students registered in the courses he would be teach-

ing during the Spring Semester. In addition, the data

would be collected as an integral part of three courses.

The design of the study required that data be obtain-

ed on three occasions; Occasion I, Occasion II and Occa-

sion III. The author will discuss below each Occasion and

the instruments used.

Occasion I . At the first session, prior to the begin-

ning of the Organizational Behavior class, the one hundred

and four graduate students registered for this course

completed the Biographical Information Questionnaire.

On the following class, the same graduate students com-

pleted the LEAD SELF (Actual) and the LEAD SELF (Ideal) .

Occasion II . Testing for Occasion II took place at

the end of the first laboratory on March 6, 1976. Eighty-

nine of the one hundred and four graduate students com-

pleted testing at Occasion II. The other fifteen remain-
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ing girsduats students did not attend ths weekend labora—

tory. Th0 instrum0ntation for Occasion II ware the LEAD

SELF (Actual) , tha LEAD SELF (Ideal) and the LEAD OTHER-

SHORT FORM. Each participant in the study completed

their own LEAD SELF (Actual and Ideal) . In addition,

each participant completed a LEAD OTHER-SHORT FORM for

each member of his/her group.

Occasion III . At the conclusion of the second labo-

ratory, May 2, 1976, a third-testing session was carried

out. The instrumentation used for Occasion III was the

LEAD SELF (Actual and Ideal) , the Post Course Follow-up

Questionnaire and the Leadership Effectiveness Rating

Form.



CHAPTER IV

RESULTS AND DISCUSSION

Introduction

This chapter presents the results of the study un-

dertaken. The chapter is organized around the hypothe-

ses stated in Chapter I.

Preceding the discussion of the research hypothe-

ses, there is a short section describing the people who

initially enrolled in the course. Similarly, following

the analysis of the research hypotheses, there is a short

section reporting the participants' self-perception of

their leadership knowledge and effectiveness before and

after the courses. Although these two analyses will

present separate data for the group from the School of

Education and the group from the School of Business, the

analysis of the research hypotheses will deal with both

groups combined. This decision was reached after carry-

ing out some initial computer runs, separating the

School of Business and the School of Education, and

discovering that the results were essentially the same

for both groups.

Description of the Participants in the Study

The description of the graduate students originally

registered in the Organizational Behavior courses is
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based on the LEAD Biographical Information Questionnaire

completed before the beginning of the courses. This in-

strument allowed the investigator to obtain a more care-

ful description of the participants enrolled in these

classes. In Table 4, the results are presented.

The results indicated that seventy-eight students

were enrolled in the course offered by the School of Edu-

cation and twenty-six with the School of Business. Of

this number, 48.1% were male and 44.2% were female. Ap-

proximately 7% did not answer the question.

The ages of the participants varied between eighteen

and fifty-one. About 9% were less than twenty years old.

About 58% were between twenty-one and thirty years of age,

representing therefore the largest concentration. The

remaining 33% of the participants were over thirty years

of age.

Although many racial groups were represented in the

classes, 79% were white or Caucasian. Another 21% was

composed of 7% Black, 4% oriental and 6% were from other

racial groups. The other participants did not answer

this question.

All those enrolled in the courses were either full-

time or part-time students. About 68% were full time

while 20.2% were part-time. Of the other 11.6%, 2.9-6

were auditing and 8.7% did not answer this question.
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TABLE 4

Results from the

LEAD Biographical Information Questionnaire

LEAD-BIO. QUESTION Education Business Combined

(N-7 8

)

(N-26) (N-104

)

*Q3: Sex

Male
Female
Omit

43.6%
48.7
7.7

61.5%
30.8
7.7

48.1%
44.2
7.7

Q4 : Race

Caucasion 73.1% 84.6% 79 %

Black 9.0 — 7

Oriental 3.8 3.8 4

Native American 2.6 2

Spanish 2.6 2

Other 1.3 3.8 2

Omit 7.7 7.7 8

Q5 : Work Status

Full-time Student 20.5% 53.8% 28.8%
Part-time Student 1.3 — 1.0

Part-time Student/
part-time working 3.8 3.8 3.8

Part-time Student/
full-time working 17.9 7.7 15.4

Full-time Student/
part-time working 19.2 23.1 20.4

Full-time Student/
full-time working 24.4 3.8 19 .

2

Other 3.8 — 2 .

9

Omit 9.0 7.7 8 .

7
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TABLE 4 (Cont.)

LEAD--BIO. Question Education Business Combined

Q6

:

Number of Univer-
sity Credits

Less than 3 2.6% 1.9%
3 to 6 17.9 15.4 17.3
9 to 12 30.8 38.5 32.7
13 to 18 35.9 38.5 36.5
Over 18 3.8 — 2.9
Not taking any 1.3 — 1.0
Omit 7.7 7.7 7.7

Q7 : Degree expected

Master '

s

23.1% 76.9% 36.5%
Master/Doctorate 7.7 3.8 6.7
Doctorate 39.7 — 29.8
C.A.G. S. 15.4 — 14.4
None 2.6 11. 5 1.9
Omit 11.5 7.7 10.6

Q8 : Major field of study

Humanities 5.1% 3.8% 4.8%

Science 1.3 7.7 2.9

Business 2.6 73.1 20.2

Education 69.2 3.8 52.9

Social Science 9.0 3. 8 7.7

Prof. Schools 5.1 — 3.8

Omit 7.7 7.7 7.7

Q9 : Years of supervisory
experience

None
One or 2

3 to 5

6 to 10
More than 10
Omit

12.8% 46.2% 21.2%

24.4 11.5 21.2

34.6 19.2 30.8

9.0 11.5 9.6

11.5 3.8 9.6

7.7 7.7 7.7
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TABLE 4 (Cont.)

LEAD-BIO. QUESTION Education Business Combined

Q10 : Present Position
(50% working)

Educational Admin. 11.5% 8.7%
Teacher 10.3 — 7.7
Community Project
Administrator 6.4 — 4.8

Student-related
Services 6.4 3.8 5.8

Manager in Business 2.6 7.7 3.8
Worker -- 3.8 1.0
Intern
Involved with train-

1.3 “ — 1.0

ing 7.7 — 5.8
Admin

. /Supervisor
of people serving
program 3.8 — 2.9

Omit 50.0 84.6 58.7

Qll: Nature of work

Top-management/
administrator 3.8% — 2.9%

Mid-management/
administrator 7.7 7.7 7.7

Supervisory mgt.
administrator 23.1 3.8 18.3

Specialist 11.5 3.8 9.6

Other 3.8 — 2.9

Omit 50.0 84.6 58.7

Q12 : Number of individual
supervised

One or 2 9.0%
3 to 5 9.0

6 to 10 7.7

11 to 20 5.1

More than 20 12.8

Omit 56.4

— 6.7%— 6.7

3.8 6.7

7.7 5.8

3.8 10.6
84.6
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TABLE 4 (Cont .

)

LEAD-BIO. QUESTION Education Business Combined

Q13: Self-feeling of
success

Not successful
Somewhat successful 7.7 5.8
Successful 26.9 7.7 22.1
Very successful 6.4 7.7 6. 7
Unsure 3.8 — 2.9
Omit 55.1 84.6 62.5

Q14: Other perception -

success

Not successful _ _

Somewhat successful 6.4 — 4.8
Successful 24.4 11.5 21.2
Very successful 7.7 3.8 6.7
Unsure 5.1 — 3. 8

Omit 56.4 84.6 63.5

Q15

:

Satisfaction

Not at all 5.1% 3.8% 4.8%
Somewhat satisfied 19.2 7.7 16.3
Satisfied 15.4 — 11.5
Very satisfied 9.0 3.8 7.7

Omit 51.3 84.6 59.6

Q16: Career Plans

Promotion 1.3% — 1.0%

Unsure
Continue present

15.4 7.7 13.5

position and
personal growth 16.7 — 12.5

Change agent/
5.8consultation 7.7 —

Teaching 9.0 7.7 8.7

Educational Admin. 20.5 3.8 16.3

Mental Health 7.7 3.8 6 .

7

Management career 1. 3 57.7 15.4

Counselling or
program planning

Omit

7.7
12.8 19.2

5.8
14.4
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TABLE 4 (Cont.)

LEAD-BIO. QUESTION Education Business Combined

Q17: Dominant Leader-
ship Style

A: High-task/Low
relationship

Most frequent (1) 6.4% — 4.8%
(2) 5.1 11.5 6.7

(3) 56.9 38.5 29.8
Least frequent (4) 46.2 34.6 43. 3

Omit 15.4 15.4 15.4

B: High-task/High
relationship

Most frequent (1) 41.0% 57.7% 45.2%

(2) 28.2 23.1 26.9

(3) 15.4 3.8 12.5

Least frequent (4) 1.3 — 1.0

Omit 14.1 15.4 14.4

C: High relationship/
Low task

Most frequent (1) 14.1% 19.2% 15.4%

(2) 43.6 23.1 38.5

(3) 10.3 26.9 14.4

Least frequent ( 4

)

17.9 15.4 17 .

3

Omit 14.1 15.4 14 .

4

D: Low task/Low
relationship

Most frequent (1) 26.9
(2) 6.4

(3) 32.1

Least frequent (4) 19.2

Omit 15.4

7.7% 22.1%
30.8 12.5
15.4 27.9

30.8 22.1
15.4 15.4

Q21 : Reasons for enrol-
ling in the course

Reason A:

1. Recommended course 26.9%

2. Required course
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TABLE 4 (Cont.)

LEAD-BIO. QUESTION Education Business Combined

Q21

:

3. Gain theoretical
knowledge of orga-
nizational concepts
as it relates to
human resources 15.4% 19.2% 16.3%

4. Need to develop
skills 1.3 1.0

5. K.H. Blanchard's
reputation 2 .

6

3.8 2.9
6. Gain insight into

group behavior 6.4 7.7 6.7
7. Interest into

subject matter 9.0 11.5 9.6
8. For own profes-

sional growth 1.3 _ — 1.0
9. For future job-

relevant and useful
toward career goal 5.1 3.8

10. Major field of study 1.3 3.8 1.9

11. Gain greater aware-
ness of one's beha-
vior in relation
with others 6.4 11.5 7.7

12. Understand organi-
zational theories as
it relates to un-
going work 10.3 7.7

13. Omit 14.1 11.5 13.5

Reason B:

1. Recommended course 10.3% 3.8% 8.7%

2. Required course 2.6 15.4 5 .

8

3. Gain theoretical
knowledge of orga-
nizational concepts
as it relates to
human resources 6.4 11.5 7.7

4. Need to develop
skills 3.8 7.7 4.8

5. K.H. Blanchard's
reputation 5.1 -- 3.85
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TABLE 4 (Cont .

)

LEAD-BIO. QUESTION Education Business Combined

Q21

:

6. Gain insight into
group behavior 2.6% 3.8% 13.5%

7. Interest into
subject matter 16.7 3.8 13.5

8. For own profes-
sional growth 2.6 3.8 2.9

9. For future job-
relevant and useful
toward career goal

2.6 3.8 2.9

10. Major field of study
11. Gain greater aware-

3.8 2.9

ness of one's beha-
vior in relation
to others 7.7 3.8 6.7

12. Understand organi-
zational theories as
it relates to un-
going work 1.3 1.0

13. Omit 34.6 42.3 3 6.5

Reason C:

1. Recommended course 1.3% — 1.0%

2. Required course
3. Gain theoretical

5.1 3.8

knowledge of orga-
nizational concepts
as it relates to
human resources 1.3 1.0

4. Need to develop
3.8skills 2.6 2 . 9

5. K.H. Blanchard's
reputation 2.6 1 . 9

6. Gain insight into
3.8 O Q

group behavior 2 . 6 2.9

7. Interest into
1 Q

subject matter 2 . 6 -L • -7

8. For own profes-
sional growth 2.6 3.8 2.9

9. For future job-
relevant and useful
toward career goal 3.9 1.0
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TABLE 4 (Cont.)

LEAD-BIO. QUESTION Education Business Combined

Q21

:

10. Major field of study
11. Gain greater aware-

ness of one's beha-
vior in relation
with others 2 .

6

3.8 2.9
12. Understand organi-

zational theories as
it relates to un-
going work 3.8 2.9

13. Omit 75.6 80.8 76.9

*For further details on the wording of the questions see the
LEAD Biographical Information Questionnaire, Appendix A.
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The number of University credits registered for by

the participants during the term varied from less than 3

to over 18, with the mean being between 9 and 12 credits.

The participants enrolled in the classes were work-

ing at different degree levels. 36.5% were working toward

a Master's, 6% toward a Master/Doctorate program com-

bined, 29.8% toward a Doctorate, and 14.4% toward the

C.A.G.S. diploma.

Although the courses were offered by the School of

Business and the School of Education, the students origi-

nally enrolled in the classes were from a variety of

backgrounds. The breakdown is as follows: 4.8% from

the Humanities, 2.9% from Sciences, 20.2% from Business,

52.9% from Education, 7.7% from the Social Sciences and

3.8% from professional schools. 7.7% did not answer

this question.

The number of years of supervisory experience varied

from none to more than 10, with the mean being between

one and two

.

About 41% of the students held jobs at the time they

took the course. 50% of those were registered with the

School of Education while 15.4% were registered with the

School of Business. The data dealing with this group s

specific occupation, the level of their position, the

number of individuals supervised by them, their feelings
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of success and their degree of satisfaction with their

position can be found in questions 11, 12, 13, 14 and 15

of Table 4

.

The career plans of the students enrolled in the

courses were varied. While 12.5% wanted to continue in

their present position and at the same time increase

their degree of effectiveness, 1% wanted to be promoted

to a new position within their organization. 13.5% were

unsure as to what they wanted and 14.4% did not answer

this question. The remaining 58.7% aspired to teaching,

educational administration, mental health related profes-

sions, management careers and counselling or program plan-

ning .

When in a leadership situation, 4.8% of the students

saw their dominant leadership style as being high task,

low relationship behavior, 45.2% as being high task, high

relationship behavior, 15.4% as being high relationship,

low task behavior and finally 22.1% as being low task, low

relationship behavior.

Several reasons motivated graduate students to reg-

ister into the Organizational Behavior courses. Although

12.5% registered because it was a required course, the

remaining 87.5% enrolled with varied motives; 29.9% reg-

istered in order to gain theoretical knowledge of organi-

zational concepts as it relates to human resources, and
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15.4% enrolled because of their interest into the subject

matter

.

Hypothesis A(l)

The first hypothesis predicted that the participants'

knowledge of the "Situational Leadership Theory" would

increase following exposure to the Organizational Behavior

course as measured by the difference in scores on the LEAD

SELF (Ideal) Occasion I and Occasion II.

This hypothesis was tested by computing a t-test of

the significance between the mean scores of ideal effec-

tiveness at Occasion I and the mean scores of ideal effec-

tiveness at Occasion II.

The effectiveness or style adaptability for a leader

can be determined on the LEAD instrument from a pre-

determined weighing of each alternative action choice and

then by calculating the total score as indicated on a

scoring table provided with the instrument (see Appendix B

for a copy of the scoring table) . For this study, the

weighing was modified from +2 to —2 (the weighing suggested

by Hersey and Blanchard, 1973) to range from 0 to +3. This

slight transformation of the data was done for convenience

and had no effect on the results. The leader behavior

with the highest probability of success of the alternatives

offered was always weighed a +3. The behavior with the

lowest probability was always weighed at 0. The second
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best alternative was weighed a +2 and the third a +1.

The results of the analysis are presented in Table 5.

The results indicate that the mean difference scores of

ideal effectiveness at Occasion I and ideal effectiveness

at Occasion II are significantly different at the .001

level. Therefore, Hypothesis A(l) is supported.

Hypothesis A (2)

The second hypothesis indicated that the level of

knowledge retention of participants engaged in a training

program diminished after time when one is not exposed to

theoretical knowledge directly reinforcing the previously

acquired knowledge as measured by the LEAD SELF (Ideal)

at Occasion II and Occasion III.

This hypothesis was tested by computing a t-test of

the significance between the mean scores of ideal effec-

tiveness at Occasion II and the mean scores of ideal

effectiveness at Occasion III.

The results are presented in Table 6. The results

indicate that, although the differences between the mean

scores of ideal effectiveness at Occasion II and Occasion

III are in the direction predicted, the difference between

the mean scores is not statistically significant.

Hypothesis A(3)

This hypothesis predicted that the participants'

knowledge level of the "Situational Leadership Theory" at
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TABLE 5

IDEAL EFFECTIVENESS SCORES AT

OCCASION I AND OCCASION II

{HYPOTHESIS A ( 1 )

}

Occasion I Occasion II degrees
Sample Size t Value of

X sd x sd freedom

81 38.14 5.29 48.05 6.01 +12.32* 80

*p < . 001
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TABLE 6

IDEAL EFFECTIVENESS SCORES AT

OCCASION II AND OCCASION III

{HYPOTHESIS A (2)

}
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Occasion I, LEAD SELF (Actual) would relate positively

to the participants' subjective perception of this knowl-

edge as measured on the Course Follow-up Questionnaire.

The Pearson product moment correlation coefficient

was computed to measure the extent of the relationship

between the knowledge level of the participants as mea-

sured by the LEAD SELF (Actual) and the Course Follow-up

Questionnaire. The hypothesis would be supported if there

was a negative correlation since scores on question 8

went from 1 to 5, 1 being extremely effective, 2 very

effective, 3 effective, 4 somewhat effective and 5 inef-

fective .

The results indicate that there is a negative cor-

relation (r = -.27) between Ideal Effectiveness Score at

Occasion I and the subjective measure of effectiveness

on the Course Follow-up Questionnaire. This correlation

is significant at the .05 level. Therefore, hypothesis

A (3) is supported, although the correlation is somewhat

lower than might have been expected. In part, this is

likely due to the unreliability of the two measures being

correlated

.

Hypothesis B(l)

Hypothesis B(l) predicted that the perception of

participants' own leadership behavior as measured by

LEAD SELF (Actual) would change from Occasion 1 to
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Occasion II to become more congruent with the "Situation-

al Leadership Theory" as measured by LEAD SELF (Ideal)

.

This hypothesis was tested by obtaining mean scores

for Ideal Effectiveness at Occasion I and Occasion II,

and mean scores for Actual Effectiveness also at Occasion

I and Occasion II.

A mean difference score was then computed between

the mean score of Ideal and Actual Effectiveness at Occa-

sion I. Similarly, a mean difference score was also ob-

tained, establishing the difference between the mean

scores of Ideal and Actual Effectiveness at Occasion II.

Finally, a t-test was computed to determine the signifi-

cance between the mean difference scores at Occasion I

and Occasion II.

The results are presented in Table 7 . The results

indicate that the mean difference scores between Ideal

and Actual Effectiveness at Occasion I and Ideal and

Actual Effectiveness at Occasion II are large enough to

be significant at the .01 level. Hypothesis B(l) is thus

supported.

Hypothesis B(2)

This hypothesis states that the perception of sub-

jects' own leadership behavior, as measured by the LEAD

SELF (Actual), Occasion II and Occasion III, will change

to become less congruent with the "Situational Leadership
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TABLE 7

DIFFERENCES BETWEEN IDEAL AND ACTUAL

EFFECTIVENESS SCORES AT OCCASION I

AND OCCASION II {HYPOTHESIS B(l)}

Occasion I Occasion II degrees
Sample Size t Value of

X sd X sd freedom

27 •

1
—11 4.15 1.67 3.26 + 2.82* 26

*p < . 01
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Theory" as measured by LEAD SELF (Ideal), Occasion II and

Occasion III.

This hypothesis was tested by first computing mean

difference scores for Ideal Effectiveness scores and

Actual Effectiveness scores at Occasion II. Mean differ-

ence scores were also computed for Ideal Effectiveness

scores and Actual Effectiveness scores at Occasion III.

A t-test of significance was then computed between the

two mean difference scores of effectiveness at Occasion II

and Occasion III.

The results are presented in Table 8. The results

indicate that a definite change takes place between the

participants' perception of their behavior and their

knowledge of the "Situational Leadership Theory". It

further indicates that this change is in the direction

predicted, that is, the participants' behavior becomes

less congruent with the "Situational Leadership Theory"

at Occasion III than it was at Occasion II. Finally, the

change is large enough to be significant at the .01 level

of significance. This hypothesis is therefore supported.

Hypothesis C(l)

This hypothesis predicted that the congruency be-

tween leadership style scores on the LEAD SELF (Actual)

at Occasion III and the LERF would be positively related

to the effectiveness ratings by the members of the group
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TABLE 8

DIFFERENCE BETWEEN IDEAL AND ACTUAL

EFFECTIVENESS SCORES AT

OCCASION II AND OCCASION III

{HYPOTHESIS B (2)

}

*p < . 01
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to whom the leader belongs, as indicated by the LERF ef-

fectiveness score.

In order to test this hypothesis, the investigator

ranked ordered the leadership style scores on the LEAD

SELF (Actual) instrument and the LERF instrument. The

ranking ranged from 1 to 4 , 1 being given to the highest

style score and 4 being given to the lowest score. When

two style scores were identical, a mean rank score was

given

.

A congruency score was obtained for each leadership

dimension (high task, low relationship; high task, high

relationship; low task, high relationship; and low task,

low relationship) by calculating the discrepancy between

the scores of each quadrant on the LEAD SELF (Actual)

and the LERF. A total discrepancy score was obtained by

adding together the discrepancy score of each quadrant.

A general or total effectiveness score was obtained

by averaging the effectiveness ratings given by each

group participants to a fellow group member.

A Pearson moment correlation coefficient was com-

puted to measure the relationship between the discrepancy

score and the effectiveness score. A negative correla-

tion will support the hypothesis, as the lower the dis-

crepancy score, the greater the congruency value.
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The results indicate that there is a relationship be-

tween the effectiveness scores and the congruency scores.

This correlation (r “ -.26) is, however, not large enough

to be statistically significant. Therefore, Hypothesis

C (1) is rejected.

Hypothesis D(l)

Hypothesis D(l) predicted that after receiving feed-

back, one's self-perception would be more congruent with

the feedback received than would one's self-perception

be prior to receiving feedback.

In order to test this hypothesis, the investigator

ranked ordered the leadership style scores obtained on

the LEAD SELF (Actual) at Occasion II and Occasion III

and also the leadership style scores obtained on the

LEAD OTHER at Occasion I.

The congruency scores were arrived by calculating

discrepancy scores between the LEAD OTHER and the LEAD

SELF (Actual) , Occasion II and between the LEAD OTHER and

LEAD SELF (Actual) , Occasion III. Mean discrepancy

scores were then computed. A t-test of significance was

finally computed to establish the degree of the signifi-

cance of the differences between the mean scores of

congruency

.

A large mean congruency score between the LEAD OTHER

and the LEAD SELF (Actual) Occasion I would indicate that
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feedback influences one's self-perception to move in the

direction of the feedback received.

The results are presented in Table 9 . The results

indicate a statistical significant difference between the

mean scores at .01 level. This difference is in the wrong

direction, showing a greater congruency between the LEAD

OTHER and the LEAD SELF (Actual) at Occasion II than be-

tween the LEAD OTHER and the LEAD SELF (Actual) at Occa-

sion III. Hypothesis D(l) is thus rejected.

Hypothesis D(2)

This hypothesis states that the difference between

participants' perception of their leadership behavior

and others' perception will be larger at Occasion II that

it will be at Occasion III as measured by the LEAD SELF

(Actual) and the LEAD OTHER, Occasion II and the LEAD

SELF (Actual) and the LERF, Occasion III.

In order to test this hypothesis, the leadership

style scores on the LERF were ranked ordered by the same

method which was used to rank ordered the LEAD SELF (Actual)

at Occasion II and Occasion III and the LEAD OTHER. Dif-

ference mean scores were calculated for the LEAD OTHER

and the LEAD SELF (Actual), Occasion II. Similarly,

mean difference scores were computed for the LERF and the

LEAD SELF (Actual), Occasion III. A t-test of signifi-

cance was computed to establish the statistical degree of
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TABLE 9

DIFFERENCES BETWEEN CONGRUENCY SCORES

FOR LEAD OTHER AND LEAD SELF (ACTUAL) AT

OCCASION III AND CONGRUENCY SCORES FOR

LEAD OTHER AND LEAD SELF (ACTUAL)

AT OCCASION II (HYPOTHESIS D(l)}

Sample Size
Occasion II

x sd

=i
Occasion III

x sd
t Value

degrees

of

freedom

27 3.30 2.00 4.19 1.73 -3.52* 26

*p < . 01
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difference between the mean scores.

The results appear in Table 10. The results indi-

cate that there is a significant difference (p <.05) be-

tween the congruency scores for the LEAD OTHER and the

LEAD SELF (Actual) at Occasion II and the congruency

scores for the LEAD SELF (Actual) and the LERF at Occa-

sion III. This difference is, however, in the wrong

direction. The scores between self-perception and other

perception at Occasion II are more congruent than the

scores at Occasion III. Consequently, Hypothesis D(2)

is rejected.

Hypothesis E(l)

Hypothesis E(l) predicted that the degree of indivi-

dual behavior change as measured by the difference be-

tween LEAD SELF (Actual) at Occasion I and Occasion III

would be positively related to self—perceived high task

leadership style scores on the Biographical Information

Questionnaire.

Pearson moment correlation coefficients were com-

puted to determine the relationship between the amount

of behavior change and the task dimension of the Situ-

ational Leadership Theory". A behavior change score was

obtained by calculating the mean effectiveness difference

between the LEAD SELF (Actual) at Occasion I and Occa-

correlation would indicate a rela-
sion III. A positive
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TABLE 10

DIFFERENCES BETWEEN CONGRUENCY SCORES FOR

LEAD OTHER AND LEAD SELF (ACTUAL) AT OCCASION II

AND CONGRUENCY SCORES FOR

LERF AND LEAD LERF (ACTUAL) AT OCCASION III:

{HYPOTHESIS D (2)

}

*p <.05
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tionship between the change score and the high task dimen-

sion of leadership behavior.

The results indicate a relationship between the behav-

ior change score and the high task, high relationship

leadership behavior dimension. However, the correlation

r = .12 is, not statistically significant. Hypothesis

E(l) is consequently rejected.

Hypothesis E(2)

Hypothesis E(2) predicted that the degree of behav-

ior change as indicated by the difference between LEAD

SELF (Actual), Occasion I and Occasion III, would be

positively related to the number of supervisory years of

work experience, as measured by the LEAD Biographical

Information Questionnaire.

Pearson moment correlation coefficients were com-

puted to test the relationship between the number of

supervisory years of work experience a person has had and

the degree of behavior change. A positive correlation

would indicate a relationship between the dependent vari-

able, the number of supervisory years of work experience

and the independent variable, the degree of behavior

change

.

The results indicate a positive relationship (r

.19) between the two variables. The correlation is strong

enough to be signficant at .05 level. Hypothesis E(2) is

therefore supported.
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Course Follow-up Questionnaire

Following the completion of the Management of Change :

A Case Study Approach course, the participants who had at-

tended both courses were asked to complete the Course

Follow-up Questionnaire. The purpose of this instrument

was to obtain the participants' subjective feelings of

change in regard to their knowledge of leadership theories,

their knowledge of their own leadership style, and their

leadership effectiveness prior to and after the courses.

In addition, the instrument was designed to gather data

on the climate of their small group during the laboratory

experience and also on their perception of the ways in

which the total experience would influence their program

of study and their work or career plans.

The results of the Course Follow-up Questionnaire are

summarized in Table 11.

A total of forty-nine graduate students completed

the Course Follow-up Questionnaire. 93.9% had attended

more than 75% of the classes held at the Campus of the Un-

iversity of Massachusetts and the weekend laboratory ex-

periences. During the last weekend, organized around the

course Management of Change: A Case Study Approach ,
100%

had participated, at least, at four of the five sessions

held during that weekend.

The graduate students who completed the Course Follow-

up Questionnaire felt that their knowledge of leadership
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TABLE 11

SUMMARY OF THE RESULTS OF THE

COURSE FOLLOW-UP QUESTIONNAIRE

Education Business Combined
(N = 33) (N= 16) (N= 49

)

*Q2: Degree of partici-
pation in the two
courses

.

Attended all classes 72.7% 87.5% 77.6%
and both weekends

Attended 75% of the
classes and both
weekends 21.2 6.3 16.3

Attended 50% of the
classes and both
weekends 3.0 2.0

Attended less than
50% of the classes
and both weekends „

Attended both weekends
but none of the
classes

..

Other 3.0 6.3 4.1

Q3 : Number of sessions
attended during the
weekend

One
Two
Three
Four 9 .

1

Five 90.9
6 . 3 % 8 . 2 %

93.8 91.8

Q4: Courses taken

Management of Change
Management of Change

and Organizational
Behavior 100 % 100 %
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TABLE 11 (Cont.)

Course Follow-Up
Question

Education Business Combined

Q5 : Knowledge of leader-
ship theories

Poor
Fair 6.1% — 4.1%
Good 51.5 25.0 42.9
Very good 30.3 18.8 26.5
Excellent 12.1 56.3 26.5

Q6

:

Knowledge of one '

s

leadership style

Poor
Fair — 6.3% 2.0%
Good 30.3 6.3 22.4
Very Good 57.6 37.5 51.0
Excellent 12.1 50.0 24.5

Q7

:

Influence of theore-
tical content of
one's leadership
style

To a minimal extent 3.0% — 2 . 0%

To a moderate extent 45.5 18.8 36.7
To a considerable

extent 36.4 31.3 34.7

To a great extent 12.1 43.8 22.4

To a very great
extent u> • o 6.3 4.1

Q8 : Rating of leadership
effectiveness prior
to the courses

Extremely effective — — ““ “

Very effective 9.1% 18.8% 12.2%

Effective 54.5 50.0 b 3 .

1

Somewhat effective 36.4 31.3 34 .7

Ineffective



115

TABLE 11 (Cont.)

Course Follow-Up
Question Education Business Combined

Q9 : Rating of leadership
effectiveness after
the courses

Extremely effective
Very effective 45.5%
Effective 45.5
Somewhat effective 9.1
Ineffective

6.3% 2.0%
75.0 55.1
18.8 36.7

6.1

Q10 : One's effectiveness
in small group

Extremely effective 15.2%
Very effective 42.4
Effective 12.1
Somewhat effective 27.3

Ineffective 3.0

6.3% 12.2%
50.0 44.9
25.0 16.3
18.8 24.5

2.0

Qll : Support provided by
one's small group

Extremely supportive
Very supportive
Supportive
Somewhat supportive
Not supportive

39.4%
21.2
15.2
18.2
6.1

25.0% 34.7%
43.8 28.6
18.8 16.3

12.5 16.3
4.1

Q12 : Effect of courses

A: Program of Study

1. Choice of future
courses

2 . Development of new
interest to be pur-

sued
3. Greater awareness of

importance of group
process

25.9%

3.7

11.1

25.0%

12.5

6.3

26.5%

7.0

9.3
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TABLE 11 (Cont.)

Course Follow-Up
Question Education Business Combined

Q12

:

4. Gave focus for dis-
sertation project
and resources for it

5. Will use a method
3.7% 6.3% 4.7%

of decision-making
6. Will look for more

group experiences to
apply concepts

3.7 6.3 4.7

learned
7. Will strengthen the

social science aspect

7.4 4.7

of my program
8. Will relate theory to

ongoing special pro-

3.7 6.3 4.7

j ect 3.7 — 2.3

9. Answer does not apply
10. Will influence the

major focus of my

11.1 6.3 9.3

program
11. Little or no influ-

14.8 6. 3 11.6

ence 3.7 6.3 7.0

12. Do not know 7.4 6.3 7 .0

B: On work

1. By becoming a more
effective leader 17.9%

2. Will increase chance
of success

3. By bringing critical
attention to the
effects of interper-
sonal relationships
in organizational
career 3.6

4 . By being more aware
of the need for diag-
nosis and evaluation
of work environment 3 .

6

5. By knowing that there
is no best leader-
ship style 3.6

23.1% 19.5%

7.7 3.4

15.4 7.3

7.7 4.9

2.4
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TABLE 11 (Cont.)

Course Follow-Up
Question Education Business Combined

Q12 :

6. By being aware of the
effects of being a
change agent from
within 16.7% 5.0%

7. General positive
effect 7.1% 16.7 10.0

8. Has opened up new
career possibility 7.1 33.3 15.0

9. Will bring new pro-
spective on present
work 7.1 5.0

10. Will be more aware
of the importance of
a balance between
task and relation-
ship behavior 7.1 5.0

11. Will be more aware
of my role in a
group 21.4 15.0

12. Gave me a system to
understand organiza-
tional behavior 7.1 16.7 10.0

13. More confidence in
my work — -- --

14. Brought changes in

a management train-
ing program .. __ —

15. Has changed my parti-
cipation in staff
meeting 7.1 — 5.0
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theories, after the theoretical input, ranged from fair

to excellent, with 42.9% evaluating it as being "good".

They also felt that their knowledge of their own leader-

ship style ranged from fair to excellent, with 51% indica-

ting that it was "very good".

The theoretical content of the course served to have

a varied effect on the leadership style of the participants

in the study. When asked about the extent of the influence

of the theoretical content on their leadership style during

the laboratory experience, the answers ranged from a min-

imal extent to a very great extent, with 71.4% evaluating

the theoretical content as having had a moderate or con-

siderable extent.

In rating their leadership effectiveness prior to the

course, all felt that their effectiveness ranged from

"somewhat effective", 34.7% to "very effective", 12.2%.

The majority, or 53.1% rated their effectiveness as being

"effective". None felt that they were "extremely effec-

tive" or ineffective. The participants in the study

rated their effectiveness after the course somewhat dif-

ferently. The results ranged from "very effective" to

"somewhat effective". 2.0% felt they were "extremely ef-

fective", 55.1% that they were "very effective", 36.7%

that they were "effective" and 6.1% that they were "some-

what effective". None of the students felt they were
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"ineffective". One's effectiveness in his/her group

during the weekend ranged from "ineffective" to "extreme-

ly effective", with 44.9% feeling they were "very effec-

tive" and 24.5% feeling they were "somewhat effective".

The graduate students also evaluated the climate of

their small group. The results ranged from "extremely

supportive" to "not supportive" and are distributed as

follows: "extremely supportive" 34.7%; "very supportive"

28.6%; "supportive" 16.3%; "somewhat supportive" 16.3%;

and "not supportive" 4.1%.

Most students, or 90.7%, felt that the experience

they had participated in would influence their program of

study. The three major areas of influence were the major

focus of one's program with 11.6%, the choice of future

courses with 26.5% and the awareness of the importance of

group process in the program activities with 9.3%. Stu-

dents also felt that the experience would influence their

work or career goals. 19.5% of the participants felt that

this experience would have a general positive effect on

their career; 19.5% also felt that they would become better

leaders as a result of this experience and 12.2% felt

that it had opened up new career possibilities.



CHAPTER V

CONCLUSIONS AND SUGGESTIONS
FOR FURTHER RESEARCH

Introduction

This chapter presents an overview and conclusions of

the study. Specifically, this chapter provides a summary

of the study, interpretations of the findings, delimita-

tions and significance of the study and finally, some

suggestions for further research.

Summary

The major focus of the study was to research the ef-

fects of specific theoretical knowledge upon correspond-

ing behavior. More specifically, the study attempted to

measure change in knowledge as a result of leadership

training; to study the relationship between increase in

knowledge and leadership behavior and effectiveness; to

correlate individual behavior change and effectiveness;

to correlate individual behavior change with an individual

self-perceived leadership style and supervisory experi-

ence; and finally, to study the effects of feedback on

individual self-perception

.

In order to accomplish the goals of the study, a

field study, hypothesis testing (Kerlinger, 1973) was

undertaken.
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The sample employed in the study consisted of one

hundred and four graduate students registered at the Uni-

versity of Massachusetts. Two separate sub-groups made

up the total sample production: twenty-six students reg-

istered in an Organizational Behavior course offered by

the School of Business and seventy-eight registered in an

Organizational Behavior course offered by the School of

Education.

The major instrument used in the study was Hersey

and Blanchard's Leader Effectiveness and Adaptability Des-

cription. This instrument measures the range of flexibil-

ity, adaptability and effectiveness of a leader. The

Leader Effectiveness and Adaptability Description Instru-

ment provided scores of self-report of self-perceived

leadership style and effectiveness. Each participant in

the study was asked to complete the Leader Effectiveness

and Adaptability Description Instrument, in relation to

their knowledge of the theory (LEAD - Ideal) and of their

actual leadership behavior (LEAD — Actual) . The Leader

Effectiveness and Adaptability Description Instrument was

completed on three different occasions during the course

of the study. These were referred to as Occasion I,

Occasion II and Occasion III.

In order to obtain data on the leadership style and

effectiveness of each participant in the study, a Leader
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Effectiveness and Adaptability Description - Other (short

form) and a Leadership Effectiveness Rating Form was com-

pleted by a group of peers of each student.

In addition, each graduate student completed a LEAD

Biographical Information Questionnaire and a Course Follow-

up Questionnaire. These two instruments provided data on

the nature and background of the participants in the study

and on their self-perception of their leadership knowledge,

style, range and adaptability.

The data obtained from the Leader Effectiveness and

Adaptability Description Instrument was subjected to a t-

test in order to indicate the significance of the results

gathered from the data collected at Occasions I, II and III.

Pearson product moment correlations were computed to

establish the similarity between the leadership style

scores as perceived by self and others. Pearson correla-

tions were also computed between the Leadership Effective-

ness Rating Form and the Course Follow-up Questionnaire

and finally between the degree of change as measured by

the LEAD SELF instrument and the biographical information

provided by the participants.

The field study was explored by the setting of five

general hypotheses. Each general hypothesis was sub-

divided into specific hypotheses. The results of the

study follow the analysis of each of the specific hypo-

thesis .
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The first group of hypotheses related to the first

general hypothesis addressing the question of increase in

knowledge as a result of theoretical input.

Hypothesis A(l) predicted that the participants'

knowledge of the "Situational Leadership Theory" would

increase following exposure to the Organizational Behavior

course. This Hypothesis, which was tested by a t-test of

significance between the effectiveness score on the LEAD

SELF (Ideal) before and after the course, was statistically

significant and indicated that knowledge level of people

enrolled in a leadership training course increases after

the course.

Since time affects retention of knowledge, hypothesis

A (2) predicted that the level of knowledge retention of

the participants involved in the study, would decrease

after a period of time, when they are not exposed to

theoretical knowledge directly related to the training

program. A t-test of significance between LEAD (Ideal)

effectiveness score taken immediately after the course

and the LEAD (Ideal) effectiveness score gathered six

weeks after the course, indicated that the results were

in the direction predicted, but were not statistically

significant. Apparently students retained what they

learned in the course, which was substantial as revealed

by the mean post- test score.
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Hypothesis A (3) predicted that the participants'

knowledge level of the "Situational Leadership Theory"

would correlate with the participants' self-perception of

this knowledge. In order to establish the relationship

between the knowledge level as measured by the LEAD instru-

ment and the self-perceived knowledge of the participants,

a Pearson moment correlation coefficient was computed.

The results indicated that there was a definite correlation

and that the correlation was statistically significant at

the .05 level.

The second set of hypotheses related to hypothesis B

and it dealt with the effects of theoretical input upon

behavior

.

Hypothesis B ( 1 )
predicted that the self-perception

of participants' leadership behavior would become more

congruent with the "Situational Leadership Theory after

exposure to this theory. Using the LEAD SELF (Ideal) and

LEAD SELF (Actual) instruments, a t-test of significance
t

was computed between the mean difference score obtained

by calculating the difference between the score on those

two instruments at Occasion I and Occasion II. The t

test of significance indicated a difference large enough

to be statistically significant at the .01 level. Hypo-

thesis B ( 1 ) was therefore supported.
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Hypothesis B(2), which predicted that the self-per-

ception of participants' leadership behavior would become

less congruent with the "Situational Leadership Theory"

some time after instruction, was also supported. Similar

to hypothesis B(l)

,

mean difference scores were computed

for Occasion II and Occasion III. A t—test of signifi-

cance was then calculated between the mean score.

The third general hypothesis predicted that the

greater the similarity between the self-perception of a

leader's behavior and the perception of that behavior by

others, the greater the effectiveness of the leader. One

specific hypothesis addressed this general hypothesis and

it stated that the degree of congruency between the leader-

ship style scores on the LEAD SELF (Actual) instrument

and the LERF would positively relate to the effectiveness

ratings given to a specific leader by the members of his/

her group. After determining leadership style scores on

the LEAD SELF (Actual) and the LERF, a discrepancy score

was obtained by calculating the difference between the

two scores. This discrepancy score was then related to

the effectiveness score by Pearson moment correlation co-

efficient in order to obtain the degree of correlation.

Although the correlation was not statistically significant,

the results indicated a relationship between the effec-

tiveness scores and the congruency scores. Hypothesis

C ( 1 ) failed to be supported.
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The concept of the effects of feedback was addressed

in hypothesis D, which stated that, as a result of feed-

back, an individual's self-perception of his/her leader-

ship behavior will become more congruent with others' per-

ception of this individual's leadership behavior.

Two specific hypotheses dealt with this general hypo-

thesis. Hypothesis D(l) predicted that one's self-percep-

tion at Occasion III would be closer to others' perception

at Occasion II than one's self-perception would be at

Occasion II. Congruency scores were obtained between the

LEAD SELF (Actual) Occasion II and the LEAD OTHER, Occa-

sion II and the LEAD SELF (Actual) , Occasion III and the

LEAD OTHER, Occasion II. The results showed a statisti-

cally significant difference between the mean score; the

difference being, however, in the wrong direction. This

indicated that others' perceptions were closer to self-

perception at Occasion II than they were at Occasion III.

Hypothesis D(2) stated that the difference between
f

participants' self-perception of their leadership behavior

and other's perception would be greater at Occasion II

than at Occasion III. This hypothesis, tested by computing

a t-test of significance between the mean difference

score, indicated that scores between self-perception and

others' perception at Occasion II were more congruent than

the scores at Occasion III. Therefore, although the re-
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suits indicated a significant difference between the

congruency score, this hypothesis was rejected.

Finally, the last group of hypotheses attempted to

correlate certain background variables with individual be-

havior change.

Pearson moment correlation coefficient was computed

to establish the relationship between individual change

and high task leadership behavior score. The same method

of correlation was used to correlate individual change and

the number of years of supervisory work experience.

The results indicated only a partial relationship be-

tween the high task leadership score and individual change.

This relationship was with the high task, high relationship

leadership behavior dimension. This relationship was,

however, too small to be statistically significant.

In regard to the relationship between individual

change and the number of years of supervisory experience a

person has had, the correlation was statistically signif-

icant indicating that the more supervisory years of work

experience a person has had, the more his/her leadership

behavior is likely to change following theoretical input.

Interpretation of the Findings

This section provides an interpretation of the find-

ings of the study based on the results of the research

undertaken. The interpretations made are organized around
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five major areas from which the hypotheses had been elab-

orated. The major areas are: change in knowledge follow-

ing theoretical input, change in behavior as it relates to

change in knowledge, the relationship between self-percep-

tion, other perception and effectiveness, the effects of

feedback, and finally, the relationship between background

variables and individual behavior change.

One of the first implications relating to the results

of the study concerns the fact that people's leadership

knowledge increases significantly following theoretical

input dealing with the "Situational Leadership Theory".

In the study, the knowledge level of the "Situational

Leadership Theory" increased significantly following a

relatively short training program. It is possible to

assume, therefore, that short training programs dealing

with "Situational Leadership Theory" would increase an

individual's knowledge of this concept of leadership behav-

ior . ,

A second hypothesis dealing with knowledge related to

knowledge retention. The non-statistically significant

results allow one to believe that knowledge retention can

be kept at a reasonable level when one is exposed to theo-

retical material which supports the concepts learned. Al-

though the participants in the study were learning general

change strategies during the Management of Change:—A Ca
_
s£
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Study Approach
, one might suspect that many of these con-

cepts related to the "Situational Leadership Theory" and

helped the participants retain the knowledge acquired.

This is one interpretation which can be forwarded to ex-

plain why knowledge level decreased but not to the extent

anticipated, according to the literature dealing with knowl-

edge retention.

The results of the third hypothesis measuring par-

ticipants’ self-perception of their leadership knowledge

and correlating it with the LEAD SELF (Ideal) score, pro-

vides some evidence, although minor, that the LEAD instru-

ment is a valid instrument.

The next series of interpretation of the findings

relates to self-perceived leadership behavior change as a

result of theoretical input dealing with leadership behav-

ior. A first implication which can be inferred from the

results of the findings is that people's self-perception

of their behavior will change in the direction of the the-
«

oretical concepts learned when they are exposed to theo-

retical input dealing with behavioral components. This can

be interpreted to mean that the participants involved in

the study have integrated the theoretical concepts pres-

ented .

Since knowledge level was measured by the LEAD SELF

(Ideal) and self-perception of one’s behavior was measured
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by the LEAD SELF (Actual) , the results obtained illustrate

that the participants in the study tend to discriminate

between "real" and "ideal" behavior.

The last hypothesis focusing on the participants'

self-perception of their leadership behavior following

theoretical input shows that the participants' self-

perception of their leadership behavior moves away from

the theoretical concepts learned when it is measured some

time after the end of a training session. Much research

in the literature has focused on the need to have a cli-

mate which will support the behavior learned in order for

this behavior to continue after the training program. One

can assume that the same applies, if one is to continue

to perceive his/her leadership behavior to be congruent

with the theoretical concepts learned. Another interpre-

tation can stem from the fact that when one's leadership

behavior is assessed several weeks after a training pro-

gram, many factors can have diverted one's perception of

his/her leadership behavior away from the original theo-

retical input learned.

The third set of hypotheses predicted that one's ef-

fectiveness was related to the degree of congruency be-

tween self-perception of one's leadership behavior and

other's perception of this behavior. Although the re-

sults indicated some relationship between these two
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variables, the correlation was not significant. A possible

interpretation can be centered around the concept of ef-

fectiveness. Hersey and Blanchard (1972) define effec-

tiveness as the ability of the leader to adapt his/her

leadership style to meet the needs of the followers and

the situation. Webster's Dictionary (1974) defines "ef-

fective as the ability to produce a decided, decisive or

desired effect". This illustrated variation around the

concept of effectiveness might have brought some confusion

and different interpretations when evaluating the leader-

ship effectiveness of the participants. This factor could

have produced different ratings on the part of the partic-

ipants, leading therefore to somewhat misleading results.

The instrument itself, the Leader Effectiveness Rating

Form, might be responsible for the results obtained, al-

though recent results by Hambleton, Eignor and Blanchard

(1976) suggest that the instrument has substantial reli-

ability and validity.

The fourth series of results related to the effects

of feedback on the participants' perception of their

leadership style . The hypotheses predicted that one s

self—perception of his/her leadership behavior would move

in the direction of the feedback received when taken after

the feedback had been received. Although significant, the

results were in the wrong direction. One possible explana-
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tion relates to the mean score obtained on the LEAD SELF

(Actual) Occasion II and Occasion III, the LEAD OTHER

Occasion II and the LERF , Occasion III. When one compares

the difference between the highest and the lowest mean

score on each quadrant of each instrument one finds that

the LEAD SELF, Occasion II has a high score of 3.61 and a

low score of 1.49; the LEAD SELF, Occasion III has a high

score of 3.44 and a low score of 1.85; the LEAD OTHER has

a high score of 3.20 and a low score of 1.75; and finally,

the LERF has a high score of 2.88 and a low score of 2.16.

Two observations result from the examination of these

scores. It first appears that other participants attribute

a much wider style range capability to the individual they

evaluate than the participant does himself /herself in his/

her self-perception of his/her leadership behavior. This

appears to be accurate for both the LEAD OTHER and the

LERF although the LERF instrument seems to be affected

the most by this phenomena. A possible explanation could

relate to the "halo" effect. Those who have participated

in intense workshops or intensive laboratory experiences

are aware of uhe "good" feelings one experiences at the

end of such an experience. As a result, most of the par-

ticipants tend to see the members of his/her group in a

very positive light. It is possible to assume that this

happened in the weekend experiences with which we are
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concerned here. When filling out the LEAD OTHER and the

LERF instruments, most participant observers saw the

person they had to evaluate as a very flexible leader,

capable of assuming many leadership styles according to

the situation in which they were involved. This could be

particularly true of the ratings given on the LERF instru-

ment. This instrument was completed two to three weeks

after the experience for many participants and it is pos-

sible that time could have compounded the "halo effect".

A second observation relates to the LERF instrument

itself. The small difference of .72 between the high and

the low quadrant score could be attributed to some misin-

terpretation of the instructions. Although the goal of

the investigator in designing the instrument was to obtain

results which were discriminatory, it is possible that

some confusion existed as to the role of the individuals

who had to complete the instrument and as a consequence

the LERF did not discriminate those who had a high style

range from those who had little flexibility in their

leadership style.

Finally, the last series of hypotheses correlated two

background variables, high task leadership style and num-

ber of years of supervisory work experience to individual

change

.

The assumption made in relating high task leadership
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style to individual change was that people with a high

task dominant leadership style would be more authoritar-

ian. The literature (Belisco and Trice, 1969) shows that

authoritarian individuals tend to change more than other

individuals following training programs.

The subjective measure which was used, through the

LEAD Biographical Information, to correlate behavior

change and dominant high task leadership score might not

have been very representative of the "actual" dominant

leadership style of the participants. A more accurate

measure might have been the LEAD SELF (Actual) Occasion I.

The number of years of work experience correlated

with individual behavior change showed a statistically

significant correlation indicating that the more supervi-

sory years of experience a person has, the greater the

possibility of changing his/her behavior through train-

ing. This correlation confirms the results in the study

carried out by Belisco and Trice (1969)

.

Delimitations

This section presents some of the factors which limit

the meaning of the results of the investigation. This

section expands on some of the delimitations presented

in Chapter I and in addition, includes elements which

were found to limit the findings of the study while the

research was conducted.
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ihe use of the same standardized instrument may be

a basic limitation of the study. Throughout the study,

the participants were asked to complete the same instru-

ment in three different occasions. Belisco and Trice

(1969) have focused on the learning which takes place from

repeated testing with the same instrument. In addition,

the adapted LEAD instrument used for the study involved

a minimum of twenty situations each offering four pos-

sible action strategies. Also, the instrument had to be

completed in terms of Actual and Ideal Behavior. Thus,

the filling out of the instrument required a fair amount

of time from the participants. This factor may have af-

fected the concentration of the participants and there-

fore the results of the study.

The number of participants lost in the course of the

study represents a trial limitation. Because of this

factor, hypotheses C and D were tested with only twenty-

seven participants. In addition, it is possible to

believe that these participants presented characteristics

that were different from the other participants.

Significance of the Study

This study was intended to focus on three variables.

Namely knowledge as a result of theoretical input; indi-

vidual leadership behavior as perceived by the leader

and by others. Finally, leadership adaptability or
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effectiveness as perceived by the leader and by others as

a result of new acquired knowledge.

As stated previously, training is one of the methods

often used to effect change at the knowledge, attitude and

behavioral levels. The results of the study suggest a

statistically significant increase in the participants'

knowledge level of the "Situational Leadership Theory"

after a relatively short training program. These results

allow the investigator to believe that the increase in

the ability of the leader to effectively diagnose a

leadership situation, will influence this leader's lead-

ership style and therefore make him/her more effective.

The positive correlation between the knowledge level

of the participants and their behavior help reinforce

the use of training as a method designed to help indi-

viduals interact more effectively with their environment.

More specifically, it shows that leadership skills can

be taught and applied effectively. The results of the

study of the relationship which may exist between theo-

retical input and behavior change is of special importance

to the behavioral practitioner and the educator, as much

of their work is intended to produce change in behavior

through educational means

.

The results of this study also bring some information

concerning the design used in the two courses. The follow'
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ing elements appear to deserve special attention: a)

the participants' knowledge level increases significantly

following the Organizational Behavior course and the re-

tention level, although diminishing after the end of the

first course, remains higher than predicted throughout

the second course; b) the participants' self-perception

of their leadership behavior moves in the direction of

the theory at the end of the first course and away from

the theory by the end of the second course; c) partici-

pants' self-perception of their leadership behavior is

closer to other's perception of this behavior before

receiving feedback than after receiving feedback.

Finally, it is hoped that this study helps focus some

light on two of the key factors which influence a change

in behavior as a result of increased knowledge through

training.

Such an identification is of more than casual impor-

tance to both the practitioner and the academician.

For the practitioner, identifying those individuals

who change more readily as a result of a training

experience is one way of improving the success of

training experience. For the academician, examin-

ing the personality, demographic and social profiles

of the changers can provide insight and organizational

change associated with training (Belisco and Trice,

1969, p. 121)

.

Suggestions for Further Research

Several suggestions can be made concerning further in

vestigations to compliment the results of this investigation.
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Similar studies can be repeated with populations

drawn from the professional sector. Given that students

represent a special group of individuals, the repetition

of the study with groups of different backgrounds would

enable wider generalizations of the findings.

Other studies, using a similar design, can be carried

out using a different content as subject matter. This

would allow for verification if the results, particularly

those pertaining to the increase in knowledge level, can

be generalized to other areas of learning.

In order to obtain further data on the design of the

course and the teaching methods, a comparative design can

be used. This experimental design, suggested by Weiss

(1972), would involve three different groups. Each group

would participate in a course dealing with the "Situation-

al Leadership Theory". Each course would, however, be

designed differently. One course could be offered using
'

l

a similar design to the present Organizational Behavior

course. Another course could use only lectures and case

studies. Finally, a third group could be organized around

a highly participative design, taking full advantage of

the experience and background of the participants. Such

a comparitive design would highlight which strategies and

which conditions have better effect on different kinds of

In addition, it would allow the investigatorstudents

.
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to gather some data on the teaching design which seems to

better satisfy the goals of the training program.

An experimental design, using pre-test, post-test con-

trol group design with random selection of the participants

(Belisco and Trice, 1969) would increase the validity and

reliability of the findings of the study carried out.

This design would allow for the establishment of a base

line related to the knowledge level of the participants.

Campbell and Stanley (1963) and Weiss (1972) claim that

this design controls for internal validity, that is the

control of history, maturation, testing, instrumentation,

selection and mortality.

Another area suggested for further research involves

a time series design to study the longitudinal and lasting

effects of the training as well as the continued applica-

tion of the "Situational Leadership Theory" to real life

and on the job situations.
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APPENDIX A

BIOGRAPHICAL INFORMATION QUESTIONNAIRE

This questionnaire has been designed to provide back-

ground information on participants in two courses, Orga -

nizational Behavior in Schools and/or Management of Change .

The information you give in this questionnaire will be

combined with data collected from other instruments that

will be administered to you later in the semester, to

provide a better understanding of the overall strengths

and weaknesses of the courses. This basic assessment data

will provide a basis for more effectively handling indi-

vidual needs in the course and restructuring and organizing

course content for the future.

Although we will ask you to add your name to the

questionnaire, the sole purpose of this information is to

make it easier for us to connect your answers to the

various instruments that will be given to you during the

semester

.

Please go ahead now and complete the questionnaire as

carefully as possible. It should take no more than 10

minutes. Thank you in advance for your co-operation.
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1 . Name

:

Last Name First Name Middle Initial

2. What is your sex? (Circle one)

(1) Male (2) Female

3. What is your present age? (In years)

:

4. What is your race or ethnic background? (Circle one)

(1) Caucasian/White

(2) Black/Negro/Afro-American

(3) Oriental/Asian

(4) Native American/Indian

(5) Hispanic/Chicano/Puerto Rican/Spanish Surnamed

(6) Other (please specify: )

What is your present student./work status? (Circle one)

(1) Full-time student

(2) Part-time student

(3) Part-time studying/Part-time working

(4) Part-time studying/Full-time working

(5) Full-time studying/Part-time working

(6) Full-time studying/Full-time working

(7) Other (Please indicate: )

How many University credits are you taking this

semester (Circle one)

(1) Less than three

(2) Three to eight

(3) Nine to twelve

(4) Thirteen to eighteen

(5) Over eighteen

(6) I am not taking any credits
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7. What degree (s) do you expect to obtain following fol-
lowing completion of your present studies? (Circle one)

(1) Masters

(2) Masters/Doctorate

(3) Doctorate

(4) C.A.G.S.

(5) None

8. What is your major academic field of study? (Circle one)

(1) Humanities

(2) Science

(3) Business

(4) Education

(5) Social Sciences

(6) Engineering

(7) Professional School (Law, Medicine, Dentistry,

Social Work, etc.)

9. How many

the work

( 1 )

( 2 )

(3)

(4)

(5)

years of experience have you in supervising

of others? (Circle one)

None

One or two

Three to five

Six to ten

More than ten

Questions 10 to 15 should only be completed by individuals

who are presently working in a position where they have at

least some supervisory responsibilities.
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What is your present position? (Please specify your
job title, and describe the type of work you do:)

From the job descriptions below, please indicate the

description which best corresponds to the nature of

your work? (Circle one)

(1) Top Management/Administration : you are

responsible for making decisions which could

effect the entire organization. Ex. Super-

intendent of Schools, Corporation President

etc

.

>(2) Middle Management/Administration : you are

responsible for a number of sections or

departments within your organization. You

supervise the heads of these sections. You

can make decisions on your own while you

make other decisions in conjunction with

your peers and your superiors. Ex. Principal,

District Manager, etc.

( 3 )
Supervisory Management/Administration : you

are responsible for one unit or group of

people within your organization. You super-

vise the work of these people. The decisions

you make mainly relate to the work done by

your subordinates. Ex. Teacher, department

chairperson, etc.

( 4 )
Specialist : you have a special assignment

in an area requiring additional skills and
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training . Your responsibilities involve

advising and consulting, not directing the

behaviors of others.

(5) Other (Please specify:
)

12.

How many individuals do you supervise? (Circle one)

(1) One or two

(2) Three to five

(3) Six to ten

(4) Eleven to twenty

(5) More than twenty (Please specify the

number: )

13.

Overall, how successful do you feel you are in your

, present position? (Circle one)

(1) Not successful at all

(2) Somewhat successful

(3) Successful

(4) Very successful

(5) Unsure

(6) No opinion

14.

Overall, how successful do you feel your peers think

you are in your present position? (Circle one)

(1) Not successful at all

(2) Somewhat successful

(3) Successful

(4) Very successful

(5) Unsure

(6) No opinion
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15.

How satisfied are you with your present position?

(Circle one)

(1) Not satisfied at all

(2) Somewhat satisfied

(3) Satisfied

(4) Very satisfied
16.

Please describe your future career plans?

17.

Listed below are four different styles of leadership

that individuals often use in conducting their super-

visory responsibilities. Please read the four styles

of leadership and then rank them in the order that

you are likely to use them in your present work (or

would use if you were working in a supervisory

position). (1: most frequent, 4: least frequent)

( ) A. Stress the need to accomplish work

goals by giving directions on what has

to be done, how it is to be done, and

when it is to be done.

( ) B. Direct efforts to accomplish work goals

while being friendly and supportive.

( ) C. Develop friendly interaction with sub-

ordinates while allowing them to direct

and define their job responsibilities.

Trust subordinates to accomplish their

work effectively by delegating respon-

sibilities to them and intentionally not

interfering in their efforts.

( ) D.
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18. Please indicate below the reasons for enrolling in

the course? (Indicate in point form, ie . 1.2.3.)
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APPENDIX B

LEADER EFFECTIVENESS AND
ADAPTABILITY DESCRIPTION INSTRUMENT

LEAD-SELF INSTRUMENT

The purpose of the LEAD-SELF INSTRUMENT is to provide

information concerning your style of leadership in a variety

of situations. The instrument consists of twenty situations

and for each situation there are presented four possible

actions that a leader might initiate. There are two sec-

tions to this instrument. Please complete the first part

thoroughly before engaging in the second part.

In the first part of the questionnaire your task is

to select an action for each of the twenty situations

assuming that you are the leader involved in the situations.

Read the situations and the corresponding possible actions

and indicate which of the actions you would select if you

were a leader confronted with the situations. Be honest

and indicate what you think you would do, not what you

think you ought to do. Read each situation carefully,

look at the four possible actions, and select the action

which you think comes closest to what you would actually

_

do in that situation. For each situation, indicate your

answer by circling the letter corresponding to the action

you have selected beside the corresponding question number
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on the LEAD-SELF (ACTUAL) section of the answer sheet.

Circle only one choice for each situation.

Now go ahead and put your name on the answer sheet and

complete the LEAD-SELF (ACTUAL) section of the LEAD-SELF

INSTRUMENT. The only purpose for having you sign your

name is so we can connect your answers on this instrument

to data collected at other times during this semester.'*'

This version of the LEAD SELF has been adapted from

the original LEAD SELF ,
developed by Paul Hersey and

Kenneth H. Blanchard. Permission for its adaptatio

was obtained from the above authors.
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1. The new department which you are now heading has not
produced the results expected. In the last week, many
have called in sick. You feel that they are quickly
losing interest in their new jobs. Your superiors
are expecting results from this department soon.

a. Incorporate their recommendations but stress
expected results.

b. Allow the group members to work it out themselves.

c. Take steps to produce results expected and super-
vise closely.

d. Participate in the discussion of the problem with
the department but do not intervene directly.

2. Because of budget restrictions imposed on your depart-
ment, additional demands have been put on your staff.

You have noticed their performance to be dropping.
They seem uncaring in their approach and you have had

to remind them of their responsibilities.

a. Involve the group in discussing the problem, and

then you take necessary steps to correct the

situation.

b. Take steps to direct your group to fulfill addi-

tional demands.

c. Allow group members to find their own solution to

their dropping performance.

d. Encourage the group to find a solution to this

problem and be supportive of their efforts.

3 . our superior has appointed you to head a task force

hat is far overdue in making requested recommendations

or change. The group is not clear on its goals,

ttendance at sessions has been poor. Their meeting

ave turned into social gatherings. Potentially they

ave the talent necessary to help.

a. Let the group work out its problems.

b. Incorporate group recommendations, but see that

objectives are met.
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c. Redefine goals and supervise carefully.

d. Allow group involvement in setting goals; be sup-
portive of their efforts.

4

.

It has come to your attention that some of your sub-
ordinates have been taking extended lunch hours. Ex-
tended lunch hours have been a constant problem in
your department. As a result some other employees
have had to carry an extra load. The latecomers are
aware of this situation.

a. Avoid confrontation by not applying pressure; leave
the situation alone.

b. Act -quickly and firmly to correct the situation.

c. Discussion situation with latecomers and then you
initiate necessary action.

* t

d. Participate with the group in developing a solution
but do not push your involvement.

5. In the past, you've had a great deal of trouble with
the group you supervised. They have had a lackadasical
approach, and only your constant prodding has brought
about task completion. However, you recently have
noticed a change. The group's performance is increasing,

and you've had to remind them of task completion less

and less. Some group members have approached you

with suggestions for increasing performance.

a. Continue to direct and closely supervise their

efforts

.

b. Incorporate group recommendations, but see that

tasks are completed.

c. Involve the group in a discussion involving

procedures and be supportive of their contributions.

d. Let the group take responsibility for task comple-

tion; do not intervene any longer.
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6. In the past, you have allowed subordinates the right
to decide on what conferences they want to attend,
and they have had their expenses paid for them. Budget
restrictions suggest that the past procedure is no
longer feasible, and some sort of new approach involving
conference attendance is in line. Your subordinates
are aware of the problem of finances. In the past,
in crisis situations, they have been a great deal of
help. The group has an excellent record of accomplish-
ment, and they work together extremely well.

a. You decide on the new approach to conference atten-
dance and carefully watch for adherence to your
decision.

b. Involve the group in a discussion of the problem,
but make the final decision yourself.

c. Allow the group to formulate the new approach by
itself

.

d. Allow group involvement in the formulation of the

new approach, making sure to reinforce positive
contributions

.

7 . Your group has a fine record and are serious about its

responsibilities. Although you have left the group

members alone, they have surpassed their section ob-

jective and they have worked well together. Recently

an accident occured in their section and you have

heard some reports of their negligence.

a. Discuss the situation with the group and allow them

to take corrective action.

b. Give the group some time to first work out the

problem itself.

c. Talk with subordinates and then you initiate nec-

essary action.

d. Take steps to direct and correct the situation.
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8.

You have been selected to serve as chairperson of a
committee. After two meetings, you can see that the
committee members are serious about their responsibil-
ities and are achieving results, but lack of direction
often takes them off the task.

a. Closely direct the group.

b. Let the group work out its own direction.

c. Get the group involved in a discussion of the task,
but direct efforts toward accomplishing objectives.

d. Do what you can to make the group feel important
and involved.

9.

You and your superior have recently decided that a new
innovation has to be installed in your area if long-
term gains are to be maximized. In the past, when
innovations have been installed in your area, your
group has been eager to use them, but have lacked the
expertise to do so.

a. Closely direct the group in the use of the inno-
vation .

b. Involve the group in a discussion of the innova-
tion, but make sure you direct its implementation.

c. Get the group involved in a discussion and encour-

age their contributions.

d. Allow the group to implement the innovation without

your involvement.

10.

As director of the department, you have hired an ex-

tremely competent person to solve a problem within

your department. Because of her competence you have

purposely not intervened. You now find that she is

having difficulty in solving the problem.

a. Work closely with her and together engage in

finding the solution of the problem.

b. Take steps to direct her efforts so that expected

results are obtained.
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c. Participate in a discussion of this problem with
her; be supportive, but do not direct her efforts.

d. Give her some more time to try to resolve the
problem without your intervening.

11. Your subordinates are very competent and are able to
work well on their own. You have generally left them
alone and delegated key responsibilities to individual
members. Their performance has been outstanding.

a. Provide continual support and encouragement for
group members, but little direction.

b. Direct and closely supervise the activities of
your> subordinates.

c. Continue to leave the group alone.

d. Work closely with your subordinates as a team,
providing direction and support when needed.

12. You have been forced to miss, due to illness in the

family, the first two meetings of a committee that

you have been asked to chair. You have found, upon

attending the third meeting, that the committee is

functioning well and staged goals are being accom-

plished. You are unsure about how you fit into the

group and what your role should be.

a. Let the group continue to work as it has during

the first two meetings.

b. Assume the leadership of the committee and begin

to direct its activities.

c. Do what you can to make the committee feel impor-

tant and involved, supporting their past efforts.

d. Support the efforts of the committee, but general-

ly direct their activities.
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13.

Two of your subordinates have been unable to come up
with an equitable solution for a problem concerning
them both. They have been willing to try to resolve
the problem, but seem unable to do so.

a. Let the members continue to try to work out the
problem themselves.

b. Resolve the problem yourself and then closely
supervise the two subordinates.

c. Get involved in a discussion of the problem with
the two subordinates, making sure you are highly
supportive

.

d. Incorporate any suggestions the two may have, but
make sure the problem is resolved.

14.

You have been approached to help a group start a new
committee. The members of this committee are known
for their high performance in their jobs. They have
defined the goals for this committee and are now
asking for your help as problems have arisen.

a. Redefine goals and set methods to achieve them.

b. Attend the meetings but take no definite action.

c. Work with group and together engage in problem-

solving.

d. Participate with the group in the discussion of

the problems but allow members to implement the

solutions

.

15.

You were very happy with the results of the las group

meeting. In recent meetings, you have tried not to

be directive, but have encouraged group members to

lead. At the last meeting, virtually no encouragement

on your part was necessary; the discussion was group

led almost throughout, with excellent and productive

results. You now want to make a decision on how to

approach this week’s meeting.

a

.

Allow the group to conduct the meeting with you

as a silent partner

.
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b. You direct the meeting and delegate responsibilities.

c. Allow group discussion, but take the dominant role.

d. Allow group discussion, and encourage the efforts
of members.

16. Your group is being pressured to make a policy change.
In the past you have explained the situation to group
members and have let them develop their own solution.
Without your help they have been able to generate ef-
fective solutions, and they have worked well together.
This time, however, they do not seem to be interested.
You are wondering what to do.

a

.

Give the group some more time to work on the
by itself before intervening.

change

b. Discuss the policy change with the group and
age members in their efforts to implement it.

encour-

c

.

Work with the group and together implement the

change

.

d. You determine change procedures and see that

are implemented.
they

17. Until recently you have supervised your group closely.

Lately you changed the procedure and now see the per-

formance level of the group to be increasing. You

have made sure group members understand their respon-

sibility and expected level of performance.

a. Emphasize the importance of deadlines and tasks.

b. Take no definite action.

c. Engage in friendly interaction, but continue to

make sure that all members are aware of their

responsibilities

.

d. Do what you can to make the group feel important

and involved.
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18. The chairperson of the department you supervise, usu-
ally dependable for producing his budget on time, has
missed the deadline for this year. Your friendly
conversation and expression of concern for his perfor-
mance has not resulted in any constructive change in
his behavior. Matters are approaching a crisis.

a. Redefine the task and deadlines and supervise closely.

b. Wait for your chairperson to act on his own.

c. Offer your assistance and emphasize deadlines.

d. Discuss the problem with him and support his efforts.

19. In the p^st you used to work closely with your sub-
ordinates. Productivity was high and people got along
well together. Recognizing their abilities, you felt
they could work alone so you redirected your energies
to new areas. Now the group is having difficulties.

a. Redefine goals and see that objectives are met.

b. Participate in a discussion of the situation with

the group but direct its efforts to solve the

problem.

c. Discuss the difficulties with the group and support

their solutions and actions.

d. Allow the group more time to work out its difficul-

ties alone.

20 . Group performance and interpersonal relations _ are good.

You feel somewhat unsure about your lack of direction

and involvement with the group.

a. Continue to leave the group alone.

b. Discuss the situation with the group and then you

initiate necessary changes.

c. Take steps to direct subordinates toward working

in a well-defined manner.

d. Be supportive in discussing the situation with the

group but don't be too directive.
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LEAD-SELF (IDEAL)

Your second task is to complete the questionnaire as

you think the "ideal" leader would behave when confronted

by the twenty situations in this questionnaire. In order

to do this, go back over the twenty situations, and this

time select actions that you think would be selected by

the "ideal" leader. That is, what would a highly effec-

tive leader do when presented with each situation. Re-

member, read each situation carefully, then read the pos-

sible actions, and finally, select the action that you

think best describe the behavior of the "ideal" leader.

In other words, if you were a highly effective leader,

what would your behavior be in each situation. Please

mark your answer in the LEAD-SELF (IDEAL) section of the

answer sheet. Now go ahead and complete the LEAD-SELF

INSTRUMENT.
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Effective Stylei

The tri-dimensional
1973 by Paul Hersey
by permission.

leader effectiveness model. Copyright

and Kenneth H. Blanchard. Reprinted
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LEAD INSTRUMENT - ANSWER SHEET

NAME:
Last First Middle

DATE

:

Day Month Year

LEAD-SELF (ACTUAL) LEAD-SELF (IDEAL)

1 . A B C D 1 . A B C D

2. A B C D 2. A B C D

3. •A B C D 3. A B C D

4. A B C D 4. A B C D

5. A B C D 5. A B C D

6. A B C D 6. A B C D

7. A B C D 7. A B C D

8. A B C D 8. A B C D

9. A B C D 9. A B C D

•o
1
—1 A B C D 10. A B C D

11. A B C D 11. A B C D

12. A B C D 12. A B C D

13. A B C D 13. A B C D

14. A B C D 14 . A B C D

15. A B c D 15. A B C D

16. A B c D 16 . A B c D

17. A B c D 17. A B c D

18. A B c D 18. A B c D

19. A B c D 19. A B c D

20. A B c D 20. A B c D
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LEAD-SELF - SCORING SHEET
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APPENDIX C

LEAD OTHER - SHORT FORM

Style and Style Range

Distribute the 20 style choices among the four styles for
each group member. Remember the style in which you place
the most choices is your perception of that group member's
dominate or basic style; any style in which you place two
or more choices (other than the dominate style) is what
you think is a supporting style for that group member.

GROUP MEMBERS

Leader
Behavior

SI HT/LR

S2 HT/HR

S3 HR/LT

S4 LR/LT

Adaptability or Effectiveness

indicate on a scale of -40 to +40 your perception of how

effective each group member was in adapting his/her s y

appropriately to the needs of the group.

Effectiveness

Leader adaptability and style i^entory
eDrinted

S
by

**

Paul Hersey and Kenneth H. Blanchar . P

permission

.
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APPENDIX D

LEAD OTHER

Leader adaptability and style inventory,

by Paul Hersey and Kenneth H. Blanchard,

permission.

Copyright 1973
Reprinted by
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/

Assume is involved in

(name of leader)

each of the following twelve situations. Each situation has four alternative actions

this leader might initiate. READ each item carefully. THINK about what this

person would do in each circumstance. Then CIRCLE the letter of the alternative

action choice which you think would most closely describe the behavior of this

leader in the situation presented. Circle only one choice.

Published by

CENTER FOR LEADERSHIP STUDIES

Ohio University

Athens, Ohio 45701

(c) Copyright 1973 Paul Hersey and Kenneth H. Blanchard
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SITUATION

Subordinates are not responding lately to this

leader’s friendly conversation and obvious con-

cern for their welfare. Their performance is in a

tailspin.

ALTERNATIVE ACTIONS
This leader would . .

.

A. emphasize the use of uniform procedures and the
necessity for task accomplishment.

B. be available for discussion but would not push.

C. talk with subordinates and then set goals.

D. intentionally not intervene.

SITUATION

The observable performance of this leader’s group
is increasing. The leader has been making sure

that all members were aware of their roles and
standards.

ALTERNATIVE ACTIONS
This leader would . .

.

A. engage in friendly interaction, but continue to

make sure that all members are aware of their

roles and standards.

B. take no definite action.

C. do what could be done to make the group feel

important and involved.

D. emphasize the importance of deadlines and tasks.

SITUATION

This leader’s group is unable to solve a problem.

The leader has normally left the group alone.

Group performance and interpersonal relations

have been good.

ALTERNATIVE ACTIONS
This leader would . .

.

A. involve the group and together engage in prob-

lem-solving.

B. let the group work it out.

C. act quickly and firmly to correct and redirect.

D. encourage group to work on problem and be

available for discussion.

SITUATION

This leader is considering a major change. The

leader’s subordinates have a fine record of accom-

plishment. They respect the need for change.

ALTERNATIVE ACTIONS

This leader would . .

.

A. allow group involvement in developing the change,

but would not push.

B. announce changes and then implement with close

supervision.

C. allow group to formulate its own direction.

D. incorporate group recommendations but direct

the change.

SITUATION

The performance of this leader’s group has been

dropping during the last few months. Members

have been unconcerned with meeting objectives.

Redefining roles has helped in the past. They have

continually needed reminding to have their tasks

done on time.

ALTERNATIVE ACTIONS

This leader would . .

.

A allow group to formulate its own direction.

incorporate group recommendations, but see that

objectives are met.

redefine goals and supervise carefully,

allow group involvement in setting goals, Dut

would not push.

B

D

SITUATION

This leader stepped into an efficiently run situa-

tion. The previous administrator ran a tight ship.

The leader wants to maintain a productive situa-

tion, but would like to begin humanizing the

environment.

ALTERNATIVE ACTIONS

This leader would ...

A. do what could be done to make group feel impor-

tant and involved.

B. emphasize the importance of deadlines and tasks.

C intentionally not intervene.

D. get group involved in decision-making, but see

that objectives are met.
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SITUATION ALTERNATIVE ACTIONS
This leader is considering making major changes This leader would
in organizational structure. Members of the gToup A. define the change and supervise carefullymm have made suggestions about needed change. The r, . ,

supervise caretuUy.

/ group has demonstrated flexibility in dav-to-day
“ l

^
e gr°up s a PProval

.

»n the change and allow

operations.
* members to organize its implementation.

C. be willing to make changes as recommended, but 1

maintain control of implementation.
D. avoid confrontation; leave things alone.

SITUATION ALTERNATIVE ACTIONS

Group performance and interpersonal relations . ,

y would,

are good. This leader feels somewhat unsure
A ' leave the group alone,

ft about the lack of direction given to the group. discuss the situation with the group and then
O initiate necessary changes.

C. take steps to direct subordinates toward working 1

in a well-defined manner.

D. be careful of hurting boss-subordinate relations 1

by being too directive.

SITUATION ALTERNATIVE ACTIONS
This leader has been appointed by a superior to This leader would . .

.

head a task force that is far overdue in making A. let the group work it out.

ft requested recommendations for change. The group B. incorporate group recommendations, but see that 1

y is not clear on its goals. Attendance at sessions objectives are met

£
redefine goals and supervise carefully.

necessary to help
D - all°w 6rou P involvement m setting goals, but

y '

would not push.

SITUATION ALTERNATIVE ACTIONS

Subordinates, usually able to take responsibility, 'Phis leader would ...

are not responding to the leader’s recent redefin- A. allow group involvement in redefining standards, 1

]ft ing of standards. but would not push.

IU B. redefine standards and supervise carefully.

C. avoid confrontation by not applying pressure.

D. incorporate group recommendations, but see that 1

new standards are met.

SITUATION
ALTERNATIVE ACTIONS 1

This leader would . .

.

This leader has been promoted to a new position. ^ take steps to direct subordinates toward working 1

The previous manager was uninvolved in the
in a well-defined manner.

11 £;MaSd B. invcve s^rd,ne.es in decision™^ and rein-

‘
, forced good contibutions.

tions are good.
,

6
, ... , .,

C. discuss past performance with group and then

examine the need for new practices.

D. continue to leave the group alone.

SITUATION ALTERNATIVE ACTIONS

Recent information indicates some internal dif- This leader would ..

.

.... , ovam :_.

Acuities among subordinates. The group has a A. try out solution with subordinates and examine

_ a remarkable record of accomplishment. Members the need for new practices.

12 have effectively maintained long range goals. They b. allow group members to work it out themselves,

have worked in harmony for the past year. All are c act qu i ckly and firmly to correct and redirect,

well qualified for the task. D be available for discussion, but be careful of

hurting boss-subordinate relations.
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APPENDIX E

COURSE FOLLOW-UP QUESTIONNAIRE

This questionnaire has been designed to obtain infor-

mation on the two courses you have now completed (Organi-

zational Behavior and Management of Change) . The data

will provide a basis for more effectively handling indi-

vidual needs and possibly improving course content in

the future

.

Although we are asking you to put your name on the

questionnaire so that we can connect your answers on this

instrument to your answers on other instruments adminis-

tered to you during this semester, you can be sure that

all information will remain confidential. Please go

ahead now and complete the questionnaire as carefully as

you can.

j NcimG *

Last name First name Middle initial

2. The Organizational Behavior course and the Management

of Change course were made up of work in class on the

U. Mass, campus and two weekends off campus. Please

circle the number which best corresponds to your

attendance during these courses.

(1) Attending all classes and both weekends

(2) Attended 75% of the classes and both weekends

(3) Attended 50% of the classes and both weekends

(4) Attended less than 50% of the classes and both

weekends
(5) Attended both weekends but none of the classes

(6) Other, please specify
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3. During this weekend, how many sessions have you
attended? Sessions were held on Friday night, Sat.
A.M. , Sat. P.M., Sun. A.M.

, Sun. P.M. , (Circle one)

(1) One
(2) Two
(3) Three
(4) Four
(5) Five

4. Of the courses listed below, please indicate those
you have taken? (Circle one)

(1) Management of Change only
(2) Management of Change and the Organizational

Behavior Course

If you have registered for the Management of Change
course only, please stop and do not complete the question-
naire further. Please turn it in to the instructor. If

you have registered for both courses, the Management of

Change and the Organizational Behavior courses, please

complete the remainder of this questionnaire and when

completed, turn it in to the instructor.

5. How would you rate your knowledge of leadership theories

now that you have taken both courses? (Circle one)

(1) Poor
(2) Fair
(3) Good
(4) Very good
(5) Excellent

How would you rate your
ship style now that you
(Circle one)

knowledge of your own leader-

have taken both courses?

(1) Poor
(2) Fair
(3) Good
(4) Very good

(5) Excellent

6 .
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7.

To what extent did you find that the theoretical con-
tent of the courses influenced your leadership style
this weekend? (Circle one)

(1) To a minimal extent
(2) To a moderate extent
(3) To a considerable extent
(4) To a great extent
(5) To a very great extent

8.

How would you have rated your leadership effectiveness
prior to taking the two courses? (Circle one)

(1) Extremely effective
(2) Very effective
(3) Effective
(4) Somewhat effective
(5) Ineffective

9.

How would you rate your leadership effectiveness now

that these courses are over? (Circle one)

(1) Extremely effective
(2) Very effective
(3) Effective
( 4 ) Somewhat effective
(5) Ineffective

10.

How effective do you feel you were in your small group

during this weekend? (Circle one)

(1) Extremely effective

(2) Very effective
(3) Effective
(4) Somewhat effective

(5) Ineffective

11 . How supportive did you

group to be during this
find the climate of your small

weekend? (Circle one)

(1) Extremely supportive

(2) Very supportive

(3) Supportive
(4) Somewhat supportive

(5) Not supportive



Overall, how do you feel this experience will influence
the following areas? (Indicate in point form)

a) Your program of study?

b) Your work or career planning?
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APPENDIX F

LEADER EFFECTIVENESS RATING FORM

The purpose of this questionnaire is to help you con-

sider leadership effectiveness within your group. On

this instrument ,
you will be presented with four different

situations requiring four different leadership behaviors.

The appropriate leadership style required by each situa-

tion is indicated at the end of each example presented.

Your task in this questionnaire is to read each sit-

uation presented. Then in COLUMN I, using the space
* .

provided, write the names of the member or members of

your group who you feel would use the required leader-

ship style when presented with the described situation

(as this style is within their leadership range) . In

addition, if you feel that this leadership style is

within your own leadership range and that you can use the

leadership style required by the situation presented,

include your name in COLUMN I. Finally, if you feel

that none of the members of your group or yourself can

use the required leadership style, leave that part of

COLUMN 1 blank.

once you have completed COLUMN I, go on to COLUMN II

and using the scale provided, rate the effectiveness of

each group member named in COLUMN I, in his/her ability
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to effectively use the leadership style required by each

situation. When responding to COLUMN II, use the left

hand side of the scale when you think that the person

whose name appears in COLUMN I would be ineffective in

using the required style. Circle -4 if you feel that he/

she would be totally ineffective and circle -1 if you feel

that he/she would be somewhat ineffective. Circle -2 and

-3 to represent intermediate degree of effectiveness. Use

the right hand of the scale when you think that the person

whose name appears in COLUMN I would be effective in using

the required style. Circle +4 if you feel that he/she

would be extremely effective, and +1 if you feel that he/

she would be effective. Circle +2 and +3 to represent

intermediate degree of effectiveness.

EXAMPLE:

SITUATION ’ COLUMN I COLUMN II

Your subordinates,
usually able to
take responsibility,
are not responding
to your recent re-
defining of standards.
(This required a

HT/HR Style)

.

John Doe -4 -3 -2 -1 © +2 +3 +4

Suzanne Jones -4 -3 -2 © +1 +2 +3 +4

Ken Smith -4 -3 -2 -1 +1 +2 ©+4

-4 -3 -3 -1 +1 +2 +3 +4

connec^you/answer s
“““

_

?ou
e
Ln

n
be

r
™sur:d

a
Sariu

r
fnf^rtLn

U
will remain confidential

Please go ahead now and complete the instrument

carefully as possible.
Thank you.
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