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ABSTRACT
Temple University’s Leadership Academy (LA), instituted in 2006, is a six and a
half -month leadership development program for mid-to-senior-level administrators and
full-time faculty at Temple University. This mixed method study addresses the
program’s effectiveness from the perspective of 216 graduates who took part in the
academy during the first six years of its operation. Leadership development programs
work to enhance the affective, behavioral, and cognitive skills of program participants. At
present, few research studies provide in-depth evaluations of such programs.
To determine the effectiveness of the LA at Temple University (TU), a 28question electronic survey was distributed to the graduates of the program to gather data
on participant reactions, transfer of learning, and behavioral change. Collected
information also included responses from 15 interviews designed to augment the survey
data. Both quantitative and qualitative data were analyzed. Two different theoretical
models of program evaluation were used to determine program effectiveness:
Kirkpatrick’s (2006) Four Levels of Evaluation model and Grove’s (2002) EvaluLead
Framework for leadership program evaluation. Comparisons made and inferences drawn
from the data led to an assessment of overall program effectiveness and the determination
of whether key differences existed across several demographic categories: gender, age,
race, primary role, etc.
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CHAPTER 1: INTRODUCTION
Researchers historically have categorized leadership as key, necessary, and
critical to the navigation of the 21st-century organizational climate (Bensimon, 1989;
Bryman, 2007; Cantafalmo, 2010). When experts in the field make a statement like this,
organizational leaders hang on every word. They frantically write memos, create
directives, and develop programming that they hope will enhance the leadership skills of
their employees. They write books, copy and distribute articles, and select competencies
that describe the attributes, skills, and behaviors that leaders should exhibit. Ideally,
these behaviors influence individual actions that demonstrate personal effectiveness and
ultimately make organizations successful.
Each of the statements above uses the term leadership without providing a
definition. A simple Internet search using the word leadership will return information on
millions of books, articles, websites, consulting companies, and more. What is
leadership? How does it affect the people who apply its principles, and how does it affect
the organizations in which these people work?
A number of authors have described leadership as a set of attributes or traits that
suggest leaders are born, not made. Scottish writer, Thomas Carlyle, first wrote about the
“Great Man” theory in the 1840s. Carlyle identified a set of characteristics—charisma,
wisdom, and intelligence—that were inherent in individuals. These innate qualities made
them natural leaders and allowed them to influence history. Many years later, Carl Jung
(1971) wrote about genetically inborn temperaments that influenced how individuals
acted and how others perceived their actions. The mother and daughter team of Katherine
Cook Briggs and Isabel Briggs Myers (1995) furthered Jung’s work by developing a trait
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assessment called the Myers Briggs Type Inventory that determines respondents’ inherent
preferences for introversion or extroversion (where one receives his or her energy),
sensing or perceiving (how one makes sense of information received), thinking and
feeling (how one makes decisions), and judging and perceiving (how one orders one’s
world ). What the “Great Man” theory, temperaments, and trait theory all have in
common is the idea that genetics or natural proclivity, not environment, historical
context, or class determined one’s propensity to lead.
Early twentieth-century leadership theories focused on universal characteristics of
leaders attributed to one’s role in a hierarchy and the power associated with that role
(ASHE Higher Education Report, 2006). These theories were leader-centered and looked
at the individual and his or her leadership characteristics (ASHE Higher Education
Report, 2006). Stodgill’s (1974) “Handbook of Leadership,” a comprehensive review of
leadership literature from the early twentieth century to the 1970s, expands greatly on
theories about the characteristics that leaders possess. Many of the authors included in
Stodgill’s book did not rule out inherent traits as a contributor to one’s ability to lead;
however, they identified group process, environment, and context, along with other
variables as contributors to one’s leadership ability. In the chapters that follow, this study
explores each of these concepts along with other relational, transactional,
transformational, and situational theories about leadership.
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One overarching question consistent throughout the literature is whether
leadership qualities are inherent or learned and developed over time. This study used the
paradigm that leadership is a set of skills that one can learn and develop over time.
While this study did include previous works on the importance of inherent traits as a
contributor to one’s ability to lead, the “leader is made not born” paradigm was primary
in this investigation.
Purpose of the Study
The purpose of the present study was to determine the effectiveness of Temple
University’s (TU) Leadership Academy (LA), a six-and-a-half-month professional
development program for senior administrators and faculty. Temple University is a
pseudonym chosen to protect the confidentiality of both the university and its faculty
and staff. The study determined effectiveness based on the responses and opinions of
past participants. According to Kirkpatrick (2006), it would be logical for designers of
leadership development programs to consider evaluation prior to implementation, but
that often is not the case. Effective program evaluation methodology starts with a
baseline of information about the population, sample, or subjects and then tests,
interviews, or surveys the same population after a program or intervention. The designer
then compares the two data sets and relates them to the program’s objectives to
determine degree of retention, learning transfer, and change in behavior or attitude.
Unfortunately, no pre-testing or baseline data on LA participants was available for
comparison in this study. Because no baseline data was available, the researcher utilized
the perceptions of past program participants as a standard of value. Ultimately, these
views helped to determine whether the program achieved its goals and was an effective

vehicle for increasing leadership skills and knowledge.
Literature on leadership program evaluation reviewed for this study focused on
behavioral change (Kirkpatrick, 2006), increases in social capital (Valk & Constas,
2011), enhancement of creative problem solving skills (Sternberg, 2007), demonstration
of qualities associated with leadership behaviors (Catalfamo, 2010), and the
effectiveness of various leadership styles (Mujis, Harris, Lumby, Morrison, & Sood,
2006). Despite the range of topics mentioned above, none of the authors focused wholly
on participants’ perceptions of program effectiveness. This gap in the literature
influenced the selection of this research topic and informed both data collection choices
and the researcher’s choice of analytic methodology.
Qualitative methodology is an effective way to gather information about an
individual’s thoughts, opinions, and perceptions of an experience. Quantitative research,
on the other hand, attempts to make correlations or connections between variables and
relies on the premise of statistical significance to assign meaning. Each of these
methods alone has its advantages and limitations. Because of the advantages and
limitations of both data collection methods, the researcher chose to utilize a mixed
method approach to compare and contrast data from the two sources and add to the
validity of the study. As a result, the researcher employed both statistics drawn from
survey data and interviews of key individuals to form the basis of its data set. The
significance of inferences drawn from quantitative survey responses, as well as the
qualitative descriptions from program participants, helped to validate data and support
the assertions made about the Leadership Academy program and its effectiveness.
What is Leadership Academy?
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According to the Carnegie Foundation’s (2012) “Carnegie Classifications,”
Temple University (TU) is a public institution of higher learning with notable research
activity (www.carnegiefoundation.org, 2012). It is on an urban campus just outside of
the downtown area of a large U.S. city. TU employs approximately 3800 administrative
staff and approximately 1800 full-time faculty on its six statewide campuses (Walsh,
2011). In spring 2006, the Vice President for Human Resources (HR) at TU charged the
department’s Learning and Development (L&D) division with the task of assembling a
university-wide committee to develop a curriculum for a leadership development
program for upper-level administrators and faculty.
The two leaders of the L&D division, along with an eight-member committee of
diverse university leaders from both faculty and administrative ranks, created the
original TU Leadership Academy program. At the time of inception the program was an
eight-month leadership development initiative that met one day per month from October
to May and had a project component delivered in the fall of the following academic
year. Eligible applicants had to be full-time faculty members or university
administrators at the “T-27” level or above. The “T” level refers to the level in TU’s job
classification matrix, and the “27” designation refers to upper mid-level management.
Employees in a number of positions were eligible to apply, including, but not limited to
assistant deans, directors, and associate directors.
The original one-page document used to solicit the first cohort described the
goals of the program:
To provide a cohort of motivated institutional leaders (both faculty and staff)
with a concentrated educational and developmental experience created to refine
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one’s sense of self; increase leadership skills; expand awareness of the
University’s structure, culture, mission, vision, and operation; maximize
employee performance; and develop extended networks across the University.
(Amey-Taylor, 2006)
The advertisement for the first program stated that it was limited to 25 participants, and
Deans, Vice Presidents, and Unit Heads at the university were responsible for
nominating prospective LA candidates for the experience. Because there was such an
overwhelming response from qualified applicants, LA leaders expanded the first class to
34 individuals, and subsequent groups have averaged 35 participants per year. The first
program was so well received by the participants, their nominators, the planning
committee members, and senior leadership at TU that it the university reprised the LA
for a second year. At the time of this study, the LA was engaging its seventh cohort.
Statement of the Problem
Wang (2010), Kezar (2009), and Ellington (2009) supported the notion that the
current demand for effective leadership in higher education is high and that developing
leaders and leadership behaviors is a priority. “Nothing is needed more than leadership
in a society, business or higher education. It is not uncommon to emphasize that the rise
or fall of a nation depends on its leadership” (Wang, 2010, p. 3). Higher education is
suffering the consequences of a struggling United States (US) economy. Kezar (2009)
stated,
[College and University] campuses face a worldwide recession, decreasing state
funding, increasing competitive pressures, and demands to be more responsive to
a host of changes including diversity and technology. Clearly this is a time when
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leadership is sorely needed. These problems are so complex it is important that
we focus on training a new generation of leaders—not just focus on current
leaders— because these problems are not going away anytime soon. (p. 670)
Ellington (2009) explained the following:
The environment of higher education is changing, and doing so at unprecedented
speed and on a global scale. Historically it has been commonplace for a leader of
a university to come from the ranks of academia. However, there is a chasm
between being an academic and moving into a post-secondary leadership role.
The chasm is a traditional mindset, lack of experience in a business enterprise
environment, minimal preparation for such leadership, and lack of familiarity
with all the aspects involved in managing and leading a college or university (p.
2).
TU’s circumstances at the time of this research inquiry mirrored the comments
made by Wang (2010), Kezar (2009), and Ellington (2009). In the three fiscal years
leading up to this study, TU’s state appropriation had been reduced by almost 50%.
Because of both state and federal fiscal crises, and their impact on fiscal allocations to
the university, administrative reductions were necessary for TU to meet budget
challenges. These reductions required TU administrators to act and react
organizationally quite differently than they had in the past. In addition to these financial
challenges, at the time of data collection, TU had an acting president and interim
provost. There were five interim deans and a struggling health system that had a
peripheral, but critical, connection to the University’s bond rating (Wagner, 2011),
which negatively affected its Moody’s investor rating. In addition, organizational
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change efforts existed in many areas of the university and included reorganization of
administrative positions in schools and colleges, interim leadership in high-level
positions, and multiple capital improvement projects. Wang (2010) stated that
appropriate leadership and the ability to make the right decisions regarding
organizational change are necessary for universities to keep pace with their competitors.
“Good leadership causes the right kind of change needed in society or higher education.
Without the right kind of change, a country or university is bound to lag behind” (Wang,
2010, p. 3).
In the midst of these challenges, TU still had unprecedented levels of incoming
students in each of the five years leading up to the study (Walsh, 2012). During this
time, university leaders hired more tenured and tenure track faculty than many of its
local competitors (Englert, 2010). Each of these facts is in stark contrast to the fiscal
crisis TU was enduring. As a result, effective leadership behaviors and qualities were
necessary for TU’s continued success and future survival. Ellington (2009) stated the
following:
A narrow functional expertise in leading post-secondary institutions is passé;
what universities demand will be those who are familiar with ways of increasing
revenue, running competitive commercial-like organizations, and yet be a
traditional administrator in a university setting. They must understand what
universities are about and empathize with them, but they must also know how to
run a business within a university. (p. 1)
As the L&D committee developed the LA, senior leaders at TU were considering
the previous assertion quite seriously and understood that the need for its mid- and
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senior-level leaders to act and think entrepreneurially, communicate effectively across
levels and departments, understand TU’s organizational culture, know its budget models
and financial status, think strategically about new ideas and processes, and develop and
complete projects that were important for the university’s growth. While there had been
a resistance in higher education to accepting the “market” necessities of supply and
demand regarding student enrollment, finances, and numerous other issues, recent
financial realities required higher education institutions to develop administrators and
faculty who could effectively demonstrate the skills mentioned above. For these reasons,
TU’s Leadership Academy curriculum included all of the aforementioned topics.
As mentioned above, at the time of this study, TU’s Leadership Academy had
just completed its seventh year, and the program founders—the Associate VP of HR and
TU’s VP, CFO and Treasurer—were both interested in gathering additional data to
determine both the transfer of learning and overall program effectiveness. The learning
and development professionals responsible for program content and delivery have
modified program topics slightly over the last six years, but the original content areas for
the program have not changed.
Leadership Academy’s Current Method of Evaluation
Because organizational success in higher education depends on creative,
financially savvy, strategic, knowledgeable leaders from both the administrative and
faculty ranks, LA’s objectives were to increase participants’ knowledge in the areas
mentioned above. One overriding question that developers of the program (i.e., the
L&D staff that sponsors the program) continually consider is how to prove to
institutional leaders that the initiative has been a successful venture for the past six
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years. Currently, only participant reaction and anecdotal information attest to the
program’s ability to increase leadership learning for the participants. There is minimal
evidence of transfer of learning.
Based on personal conversations with senior vice presidents and deans at TU,
university leaders consider the program highly effective. However, there is no concrete
evidence that the behaviors of its participants have changed as a result of attending the
program. TU’s Leadership Academy does have a post-program evaluation form (See
Appendix) that uses a Likert scale rating of self-reported satisfaction with each program
module, an overall rating of each program day, and some open-ended questions about
learning level and topic satisfaction. While this self-reported information about each
day’s agenda provided important data that contributed to ongoing program design and
improvement, Academy leaders distributed the form at the end of a training day, and
participants sometimes completed the survey in a cursory manner. Additionally,
although the post-day evaluation form does include a question about level of knowledge
prior to the program day and level of knowledge as a result of taking part in the day’s
activities, it does not and cannot determine if behavioral or organizational change
occurred as a result of participation in the program.
Though program evaluation for the LA is still in its infancy, the L&D division
does track career advancement data for its current and past participants. Each time L&D
becomes aware of a hierarchical promotion or some form of performance recognition,
they add the achievement to the relevant individual’s record on a participant tracking
spreadsheet. While these data were important for monitoring the career progression of
Academy participants, the collected information does not answer the question about
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whether participation in the LA made a difference in or contributed to the promotion or
commendation. In addition, the L&D department depends on participants to self-report
this information, which could suggest that participants may fail to disclose some
information on promotion or recognition because they forgot or did not consider it
important enough to report.
In 2006, the LA’s first year of operation, the L&D committee conducted a
program evaluation in the form of telephone interviews. One of the committee members,
a visiting professor of history, interviewed seven randomly-selected participants three
times over the course of the program year for between 20 and 30 minutes. The purpose
of the interviews was to obtain additional qualitative information about participants’
experiences with the program. The interviews, which were voluntary and confidential,
took place after the third and sixth sessions, and at the conclusion of the program. To
insure confidentiality and anonymity, the interviewer assigned each respondent an
identification number. The interview protocol included the following questions:
1. How would you describe your current area of responsibility?
2. What benefits have you derived from the Leadership Academy program?
3. How did your attendance at the Leadership Academy influence the way in
which you see your job at Temple?
4. What was the most useful aspect of the Leadership Academy program?
5. What was the least useful aspect? Is there anything that you would change
about the Leadership Academy to improve the program?
6. How did your participation in the Leadership Academy affect your ability to
take a leadership role at Temple?

9

7. Is there anything else you would like to add?
The committee based the results of the assessment on interviews with eight LA
participants. The randomly selected group included administrators and faculty members
who hailed from a variety of TU departments and locations. Committee members
intended the feedback from the interviews to supplement the post-program evaluations
of the LA sessions.
Survey and interview participants reported that they liked the following: the 360degree evaluation, networking with their peers, the talk with TU’s president, the
acquisition of self-knowledge, and the two program facilitators. The respondents asked
for additional feedback on participant objectives, further formal and informal interaction
with speakers and panelists, more in-depth coverage (depth rather than breadth) on
program content, greater clarification about the relationship of the group project to
leadership, and added coverage of specific opportunities and problems facing TU.
Participants had negative comments regarding the content on how to handle e-mail and
PowerPoint and the unevenness of presenters, some of whom talked about their
positions but did not help LA participants understand how to be more effective in their
jobs. Respondents also suggested that LA leaders schedule activities or projects
between once-a-month program sessions to encourage interaction among participants,
plan Leadership Luncheons or other activities that keep LA participants in touch with
one another once the annual program is complete, recognize faculty-administration
differences, include differences in job responsibilities based on the academic year and
fiscal year, and align the group project to specific TU issues and goals (Diamond, 2007).
While the evaluation process mentioned above was useful and led to changes in
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program design, it did not address questions related to transfer of learning or behavioral
change. At the time of this study, there were 230 graduates of LA, a large enough group
to provide an acceptable population from which to draw a sample for a thorough
evaluation.
Kirkpatrick (2006) identified four levels involved in the evaluation of training
programs: reaction, transfer of learning, behavioral change, and organizational change
that resulted from behavioral change. Based on Kirkpatrick’s method of evaluation, the
LA has only conducted a level one assessment with participants. To address this dearth
of evaluative information on the LA, the present research study asked questions of past
academy participants that addressed reaction, as well as transfer of learning and
behavioral change.
Research Questions
This study took an in-depth look at the effectiveness of the TU’s LA by
employing a mixed method approach and using data drawn from survey responses and
interviews. Halpern and Hakel (2003) stated, “The underlying rationale for any kind of
formal instruction is the assumption that knowledge, skills and attitudes learned in this
setting will be recalled accurately and will be used in some other context at some time in
the future” (p. 38). Bain (2004) explained, “People learn best when they ask an
important question that they care about answering or adopt a goal that they want to
reach. If they don’t care, they will not try to reconcile, explain, modify or integrate new
knowledge with old” (p. 31). Both Halpern and Hakel’s (2003) and Bain’s (2004)
assertions about learning transfer and its antecedents supported this exploration into
whether knowledge transfer and attitudinal change were outcomes of the LA program.
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This study addressed participant perception and opinion about knowledge transfer and
attitudinal change and formed its assertions about “participant desire” to change from
the survey and interview data gathered. The researcher used the original LA learning
objectives as a guideline in the development of the survey questions. The research
questions that acted as a guide for this study included the following:
1. How did Leadership Academy graduates describe the impact of their
participation in the academy in terms of:
a. realization of program goals,
b. impact on their career progress,
c. development of leadership knowledge and efficacy, and
d. image as a prospective leader within TU.
Definitions
Ambiguity about the meaning of key terms can dilute the impact of the
information presented in a research study. To avoid equivocality and make this study as
understandable as possible, this section provides the definitions of terminology relevant
to this inquiry.
Training program. A training program is an educational experience of limited
duration on a specific knowledge area. Both classes in traditional educational contexts
(e.g., elementary school, secondary school, or post-secondary school) and training
programs utilize a curriculum. Both educational classes and training programs have
goals and objectives, and an expectation that participants will learn, retain, and use the
content provided. Training programs differ from traditional educational classes in that
they are often shorter in duration, and participants in training programs typically do not
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receive grades, as they do in traditional classes. In addition, because training programs
are shorter in duration, they are generally more active or experiential and contain less
supplemental reading.
Adult learning theory suggests that teachers typically deliver traditional classes
from a pedagogical perspective, which infers that the teacher knows while the students
do not. This approach often leads to one-way interaction, where the teacher is
responsible for the learning outcomes of the students (Knowles, Horton, & Swanson,
2011). Training programs, on the other hand, come from a more androgogical
perspective, which infers that participants come into the learning environment with a
vast knowledge set that the instructor must consider in the content design. In addition,
androgogy assumes that participants will be responsible for their learning goals and does
not put as much responsibility on the leader for participant learning outcomes. For the
purposes of this research project, the term training program will describe TU’s LA,
which took place in one-day modules over an eight-month timeframe. Participants did
not receive a grade for their work, and were responsible for their own learning goals.
Leadership intervention. Leadership development programs (interventions)
provide participants the opportunity to learn from theoretical presentations and lectures
from organizational leaders and acclaimed presenters, develop insight and selfawareness based on in-class self-assessment content, advance their understanding of
group dynamics, and apply learned content to current organizational challenges. The
hope and expectation are that participants in the intervention will use what they have
learned to make an impact on the organization that sponsors their involvement. When
participants use leadership theory and practice to create innovative solutions to
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institutional dilemmas, both the individual and the organization should benefit.
Evaluate. Evaluate is a verb that means to judge or determine the effectiveness,
significance, worth, or quality of an experiment, event, etc. The term can also refer to
the appraisal of a numerical value, such as a piece of real estate (Dictionary.com, 2012).
In the field of education, evaluate can also describe the process that an individual or
organization uses to determine the effectiveness of programs or initiatives, and can
include pre-testing, post-testing, participant reaction, observation, and post-program
assessments that measure knowledge, skills, attitudes, and beliefs.
Program sponsors, program designers, and organizational stakeholders are
interested in evaluation data because they validate the investment of time, effort, and
money spent to produce a program. Program evaluation answers questions like, “Was it
successful?” and if it was not, “What would have made it successful?” The data gathered
in the evaluation process reveal changes in participant knowledge, behavioral change,
and skill level that resulted from their attending the program. Program leaders can
administer the evaluation during or at different intervals after the program.
Participant. To take part in TU’s LA is a program, TU staff or faculty members
must receive a nomination. Supervisors can only nominate full-time faculty or
administrators at certain levels or higher. The dean, vice president, or budget unit head
must approve each nomination, and the completed application must include a letter of
recommendation. TU faculty members or administrators may nominate themselves, as
long as they submit the appropriate paperwork and recommendations. Once the
individual submits their applications, the assistant vice president and director of
Learning and Development, HR review the applications to determine whether to accept

14

the nominee. In general, as long as nominees meet the application criteria, they can
participate in the program. For the purposes of this research project, the term
participant refers to someone who has received acceptance into and completed LA
program 1-6.
Significance of the Study
A review of the literature revealed a consensus among authors that strong
leadership is necessary at all levels of an organization to address current challenges.
Institutions of higher learning are no different from their siblings in corporate or other
non-profit sectors (Ladyshewski & Flavell, 2012). Because of the complex structure of
higher education business units, such as schools, colleges, and administrative
departments, it is very difficult to make unilateral decisions about any project or
initiative. Making decisions and soliciting buy-in on programmatic or administrative
changes requires a sophisticated set of leadership skills, including diplomacy, influence,
and the ability to work collaboratively with cross-functional entities (McRoy & Gibbs,
2009). Unfortunately, many institutions of higher education expect their academic or
administrative leaders to develop leadership skills and competencies in real-time or onthe-job instead of providing a way to prepare them for the challenges they will face
(Southwell, Gannaway, Orrell, Chalmers, & Abraham, 2005). Justification for
providing a program like LA in any university seems to be valid, but this study sought to
answer the following question: Was the program effective from the perception of former
participants, and based on their feedback, was it worth the time and effort to produce it?
Leadership Program Benchmarking
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The researcher conducted a benchmarking process to determine which peer
institutions of higher education offered programming similar to or different from TU’s
LA and to identify the methods of evaluation that these institutions used to measure
program effectiveness. The investigator chose peer institutions that were similar in size
and Carnegie classification. All institutions were public, urban, research intensive, and
had a student population similar to that of TU. Thorough reviews of web materials
revealed useful benchmarking data. When and if peer institutions had similar
programming, the researcher made phone calls to obtain first-hand information on
evaluation procedures and methodologies. Because TU’s LA took place in an institution
of higher education, only higher education institutions were researched for
benchmarking. Corporate models of leadership programs have always had an influence
leadership programs in general and at some point, it could also be valuable to
benchmark TU’s LA against leadership development programs outside of higher
education, but this study focused solely on the higher education context.

The results of

the benchmarking process yielded three institutions that fit the desired demographic
parameters: the University of Washington, Florida State University, and the University
of North Texas. While all three institutions had professional development
programming, none had anything similar to TU’s LA. The focus of the programming
provided by each of the institutions was more similar to TU’s lower levels of
supervisory and management training than its LA.
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The University of Washington (UW; 2012) offered a program called “The
Strategic Leadership Program, Level 2” that was under development at the time of this
study. This program bore the closest resemblance to TU’s LA. The description of UW’s
Level 1 Strategic Leadership Program was similar to TU’s Supervisory Development
Program for frontline and new-to-TU supervisors. The UW website provided the
following description of the program:
Over a four-day period, the SLP curriculum teaches you how to be successful as
a supervisor at the University and provides you with a framework for achieving
exceptional performance from your staff. (University of Washington, 2012)
As the description indicates, the Strategic Leadership Program, Level 2 focuses on
supervisory skills, but does not specifically address leadership competencies. The
researcher did not gather any further information from UW because of the dissimilarity
between its programs and TU’s LA.
Florida State University (FSU) had a certificate program called “The Advanced
Level Leadership Program,” which offered a series of courses that faculty and staff
could take independently over an extended period for certificate attainment (Florida
State University, 2012). While the program demonstrated some similarities to TU’s LA,
its format and delivery method were too different to provide an accurate comparison. LA
uses a cohort model and delivers its content during once-a-month meetings throughout
an academic year. FSU does not use a cohort model, and there is no obligation to attend
its classes during any one academic year. In fact, it is possible to attend the classes over
several years to receive the certificate (Florida State University, 2012). FSU’s website
(2012) explained, “There is no completion deadline to receive a certificate.” Because of
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the differences in delivery between TU’s LA and FSU’s Advanced Level Leadership
Program, it would be difficult to compare the programs and their methods of evaluation.
The University of North Texas (UNT) had different content tracks in areas like
performance management, leadership and change management, and interpersonal
interactions, but once again, the university offered the programming piecemeal instead
of in a structured cohort (University of North Texas, 2012). In addition, UNT’s program
did not target a specific group of mid-to-upper-level leaders. As a result, it was not
possible to draw comparisons between the programs offered by UNT and TU.
None of the three institutions chosen for benchmarking had programming similar
enough to TU’s Leadership Academy to warrant a phone call to the respective school.
In addition, TU was the only institution that offered its programming in an academic
year cohort model. Moreover, while the other institutions did not exclude faculty from
attending the program, not one intentionally included faculty. This benchmarking
process revealed that the present study is significant because it will determine the
effectiveness of a uniquely structured and delivered program in an institution of higher
education. Not only will this inquiry add to the literature on leadership development
program evaluation and effectiveness, but it also will have particular importance for
institutions of higher education considering the value of a cohort delivery model that
includes participants from both administrative and faculty populations.
Delimitations and Limitations of the Study
This study took place at an urban, public, four-year research institution with a
student population of more than 39,000, and included a sample of former LA
participants drawn from a population of 230 program graduates. The study examined

18

one sample at one site. The sample used for interviews was a purposive sample.
My own biases as a researcher served as one limitation of the study, because I
have been working closely with the LA program and its participants for the last several
years. Because of my involvement, one might wonder if I am too close to the program
and its participants. To temper my bias, I took great pains to remain objective. I used
reflective listening techniques during the interview process to ensure that I interpreted
the information obtained during the interviews properly. I relied on the dissertation
committee’s help during the data analysis phase to make sure that I represented all
responses fairly.
A second limitation involved the sample size. This study explored the
experiences of one group of participants at one institution who attended one program,
LA, over a six-year period. The specificity of this sample could limit the external
generalizability of the data, but as Maxwell (2005) stated, “… external generalizability
is often not a crucial issue for a qualitative study. Indeed, the value of a qualitative study
may depend on its lack (original emphasis) of external generalizability in the sense of
being representative of a larger population…” (p. 115).
The qualitative data derived from this study may lack external generalizability,
but it accurately describes the experiences of the program participants who responded to
the survey, answered the open-ended questions, and took part in interviews. The data
derived from this study will help to inform the decisions of key leaders of the university.
Their backing stimulated my interest in this topic area.
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Theoretical Constructs
Because this study explored the effectiveness of a leadership intervention or
training program, the researcher examined established theories about program
effectiveness and used them as a benchmark of comparison for data collected and
analyzed in the present inquiry. Kirkpatrick’s (2006) model of evaluating training
programs and Grove’s (2002) EvaluLead Framework served as the theoretical constructs
for the present study. The researcher reviewed both quantitative and qualitative data
through the lens of the Kirkpatrick and Grove models. Both models have the common
denominator of judging programmatic content based on whether transfer of learning
occurred and the subsequent outcomes achieved based on the participant’s newfound
knowledge.
Kirkpatrick's classic model for evaluating training programs, which he first
proposed in 1959, has guided most of the training evaluation efforts over the past 50
years. Kirkpatrick identified four levels of measurement, and he offered various
techniques and instruments for conducting out these assessments:


Level 1. Reaction: How satisfied are participants with the training topics,
speakers, and logistics?



Level 2. Learning: What new knowledge and skills did participants gain, and
what changes in attitude may have occurred?



Level 3. Behavior: To what extent did the training cause participants to
change on-the-job behavior?



Level 4. Results: What changes occurred in the organization, such as
increased productivity or higher profits, because of the training?
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Kirkpatrick’s (1959) model pushed program designers beyond the “I liked it” or
“I didn’t like it” evaluation method. The framework encouraged program designers to
evaluate their programs by having participants consider questions like, Did I learn
anything? Did my attitude change? Am I able to change my behavior based on what I
learned? And finally, if the answer to all three of these questions is yes, how did it affect
the organization in which I work? What does Level 2 learning look like? Program
participants must be able to share ideas in a way that others can understand both
conceptually and tangibly. According to Von Krogh, Ichijo, and Nonaka (2000), the
deeper the learning, the more participants should be able to support assertions and apply
new knowledge to everyday responsibilities. Nonaka and Toyama's (2003) knowledge
creation schema, which correlate with Kirkpatrick’s evaluation steps in levels 2 and 3,
involves four levels:
1) socialization (identifying or generating knowledge that is understood and

making it expressible);
2) externalization (taking new information and converting it from an internal

process of understanding to one expressed to others);
3) combination (taking new knowledge and linking it with the knowledge of

others); and
4) internalization (incorporating new thoughts, ideas, concepts, and actions into

a new way of thinking of acting).
Succinctly put, knowledge generation involves making tacit knowing explicit (Polanyi,
1967).
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Grove (2002) developed another leadership intervention framework for the
transfer of learning called the EvaluLead Framework. Grove conducted a much more
detailed evaluation of whether participants acquired new knowledge and put it to use.
Grove described two ways of determining whether a participant learned or acted
differently as a result of participating in a leadership intervention: evidential (tangible,
measureable) and/or evocative (less tangible). In each of these two categories, he looked
at changes made based on new knowledge gained in a leadership intervention from the
individual perspective, the organizational perspective, and the societal/community
perspective. Grove broadened the range of contexts within which one could view the
transfer and application of learning. See Figure 1 for a complete picture of the
EvaluLead Framework.
Grove’s (2002) EvaluLead Framework provides a more detailed inspection of
newly-learned information and supports both Kirkpatrick’s (2006) and Nonaka and
Toyama’s (2003) assertions about knowledge transfer. Ultimately, the TU’s LA strives
to create a learning opportunity where everyone in the program develops newfound
knowledge or insight. The LA program encourages the transfer of knowledge among its
participants that is tacit, explainable, and outcome based. All three of these models allow
the evaluators to establish criteria for what program success looks like. Kirkpatrick’s
Four Levels and Grove’s EvaluLead Framework helped the researcher determine the
type of success the participant experienced and provided a lens through which to view
the participant experience.
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Figure 1. [EvaluLead Framework]
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CHAPTER 2: REVIEW OF THE LITERATURE
A review of the existing literature on leadership and leadership development
revealed key data on the operational definition of leadership, the demonstration of
leadership in different contexts, and the importance of leadership within various types of
organizations. The review included past and current studies that explored leadership in a
variety of organizational contexts, including the higher education setting.
The researcher began the literature review by conducting key word searches in
educational databases between October 2011 and January 2012. Key words used to
search Education Full Text with Retrospective Index via Ebscohost, Education Research
Complete, and Academic Search Premier included “leadership,” “leadership
development,” “leadership development in higher education,” and “leadership
development in colleges and universities.” While these searches produced extensive
research on the topic of leadership development in higher education that focused on the
student population and senior leaders in higher education, the queries revealed relatively
few studies on programs or development opportunities that served mid-level
administrators and faculty, the target population for the present inquiry.
What is Leadership?
What is leadership? Is it a philosophy or a skill set? Can people in organizational
contexts learn and develop leadership skills, or are they born with them? Military
leaders, rulers, presidents, teachers, philosophers, and citizens have pondered and
written about these questions for thousands of years. A simple Internet search for
“leadership quotations” will yield multiple sources spanning several thousands of years.
Leadership tenets and philosophies are not new. Writers and philosophers of the past
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described leadership qualities that authors like Avolio (2005, 2011), Bass (1960), Bennis
(1989), Burns (1978), Day, Zaccaro and Halpin (2004), Drucker (1948), Kouzes and
Posner (1987), Senge (1990), and Stodgill (1957, 1974) documented centuries later. The
writers of more recent history have refined and expanded upon those original ideas.
Hamil (2005) quotes Lao Tzu, a Chinese philosopher and one of the earliest
known writers on leadership, and the author of the “Tao de Ching” or “The Way,” wrote
the following in the fifth century B.C.:
With the greatest leader above them, people barely know one exists. The
second- best are praised and revered. The next merely respected. Then the
despised – When trust is unattainable, There is no sufficiency. Trust the
cautious sage whose words are carefully chosen. With all we accomplish, we can
say only that we did what comes naturally. (p. 25)
The Greek philosopher Plato wrote in the fourth century B.C., “Wise men talk because
they have something to say; fools, because they have to say something” (The Quotations
Page, n.d.). In the third century B.C, Aristotle proclaimed, “We are what we repeatedly
do. Excellence then, is not an act, but a habit” (The Quotations Page, n.d.). Publilius
Syrus, a Syrian born writer of maxims, stated, “Anyone can hold the helm when the sea
is calm” (The Quotations Page, n.d.). Eighteenth-century writer, artist, and physicist
Johann Wolfgang Von Goethe wrote, “What chance gathers she easily scatters. A great
person attracts great people and knows how to hold them together” (Inspirational
Quotes, n.d.).” Friedrich Nietzsche, a 19th-century German philosopher, posited, “To do
great things is difficult; but to command great things is more difficult” (Quotations
Book, n.d.). These quotations address a variety of concepts, including trust,
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authenticity, behavioral modeling, crisis management, and the ability to command, all of
which are present in the literature on leadership of the 20th and 21st centuries.
The 20th century brought large organizations to life that mechanized work
responsibilities and created layers of management that compelled organizations to
distribute leadership responsibility to different levels of workers (Morgan, 2006). The
expanding availability of electricity and increases in the size of markets for goods also
contributed to the growth in size of the average business in the early 1900s (VanGiezen
& Schwenk, 2001). Manufacturing, service, retail, education, healthcare, and many
other types of organizations expanded as the population of the United States grew, and
their staffs expanded with them. This unprecedented growth required different levels of
employees within organizations who could direct the work of others. The line staff
needed to possess a different skill set to ensure that they performed their duties
effectively to help the organization meet its goals. Mid-level leaders drove
organizational success by delegating responsibility, planning work, motivating
employees to complete tasks, and communicating organizational values.
As larger organizations with multiple levels of management became more
prevalent, the study of the qualities that contributed to effective leadership became of
interest to organizational theorists (Drucker, 2001). Organizational leaders sought to
identify the management skills that would encourage high productivity and task
accomplishment, and ultimately lead to financial success (Stodgill, 1974). Because
growth was occurring so quickly, organizational leaders had to determine how to
identify, train, and reproduce the leadership qualities of the individuals working in the
areas where expansion was occurring.
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By 1948, organizations were growing in size and scope, and multiple levels of
management existed in all types of organizations. Organizations separated senior
leaders from the line management responsible for and closest to the production level of
an organization. This dynamic spawned the need for philosophies, theories, and
practices that management could identify, develop, teach, and encourage among
employees at all organizational levels to influence organizational success (Burns, 1978;
Drucker 2001; Senge, 1990; Stodgill, 1974).
Theories of Leadership
Allport (1936) explained that we are what we do most often and that there can be
a positive or negative value assigned to these habitual behaviors. One hundred years
before Allport, Scottish writer, Thomas Carlyle (1840) first wrote about the “Great
Man” theory in the 1840s, in which he described a set of characteristics—charisma,
wisdom, and intelligence—that were inherent in natural leaders and allowed them to
influence history. Many years later, Carl Jung (1971) wrote about genetically inborn
temperaments that influenced individuals’ behaviors and other people’s perceptions of
those behaviors. The mother and daughter team of Katherine Cook Briggs and Isabel
Briggs Myers (1980) furthered Jung’s work by developing a trait assessment called the
Myers Briggs Type Inventory. The assessment determines one’s inherent preferences for
introversion or extroversion (where one receives energy), sensing or perceiving (how
one makes sense of information received), thinking and feeling (how one makes
decisions), and judging and perceiving (how one orders one’s world; Myers & Myers,
1980). The “Great Man,” temperaments, and trait theories all agree on the idea that
natural proclivity, not environment, historical context, or class determined one’s
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propensity to lead.
Trait theory. Trait theorists picked up where the “Great Man” theory left off.
They assume that specific leadership qualities are inherent and that people are willing to
follow individuals who have demonstrated a large percentage of these qualities. Trait
theorists focus on the individual and describe leadership from the perspective of traits
possessed by individuals. The theory builds on the assumption that certain qualities will
enable an employee or leader to carry out the work and achieve the goals of an
organization. These traits include physiological (appearance, height, and weight);
demographic (age, education and socioeconomic background); personality (selfconfidence, and aggressiveness); intellective (intelligence, decisiveness, judgment, and
knowledge); task-related (achievement drive, initiative, and persistence); and social
characteristics (sociability and cooperativeness) (Management Study Guide, 2011).
Trait theory also dictates that these characteristics are rarely discrete among
leaders analyzed from this perspective. On the contrary, leaders often possess multiple
traits. If an individual looks like a leader, is the appropriate age, and has the right
personality, social skills, and ability to get things done, trait theorists consider them a
leader.
In addition, a secondary set of qualities contributed to trait theory’s validity:
achievement drive (high level of effort, ambition, energy, and initiative); leadership
motivation (an intense desire to lead others to reach shared goals); honesty and integrity
(trustworthy, reliable, and open); self-confidence (belief in one’s self, ideas, and ability);
cognitive ability (capacity to exercise good judgment and utilize analytical and
conceptual skills); business acumen (knowledge of industry and other technical matters);
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emotional maturity (well adjusted and free of severe psychological disorders); and other
traits (charisma, creativity, and flexibility) (Management Study Guide, 2011).
Transactional theory. Transactional leadership moves beyond the discussion of
innate traits to consider the value of motivating an individual to accomplish tasks, goals,
projects, and organizational objectives by offering an exchange that benefits the leader
and the follower. The exchange could be economic, political, or psychological. A leader
could trade pay, power, or recognition for task accomplishment.
Transactional theorists focus on the management of an organization and its
ability to achieve task and goal accomplishment by establishing rules and procedures.
Transactional leadership deals with present day task accomplishment and does not create
or lead to a binding relationship between leader and follower (ASHE Higher Education
Report, 2006).
Transformational theory. According to Burns (1978), transformational theory
builds upon the simple exchange principle to explore the concept of interdependence.
From this perspective, managers work to ensure task accomplishment, but lead in a way
that is more inclusive and mutual. Transformational leaders are more vision or futurefocused and engage with followers by soliciting their input on accomplishing tasks. The
transformational leader encourages the growth and development of the follower, which
builds a sense of trust because the follower’s interests are of high importance to the
leader. Transactional leaders lead from a “What’s in it for us?” perspective, instead of a
“What’s in it for me?” approach. Transformational leaders leave legacies, not just a
series of tasks accomplished (ASHE Higher Education Report, 2006).
Contingency and situational theories. Scholars have described situational
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leadership theory in multiple contexts prior to its popularization in the early 1980s.
Hersey, Blanchard, and Johnson (2001) described situational theory not in terms of one
best leadership style or criteria, but the best style for the situation. The theory described
a process in which the leaders determine the level of competence and commitment of the
person they ask to complete a task or project and then adjust their leadership behavior
based on their diagnosis. Similar to the transformational leadership theory, situational
leadership theory describes leadership as a process of influence during which involved
parties consider mutual goals and expectations. Contingency theory has a situational
context, but differs in that it focuses more on situations that requires a specific set of
leadership skills at a specific point in time.
Additional theories. Another early typology of leadership styles came from the
research of Lewin, Lippitt, and White (1939), which identified three categories of
leadership: autocratic, democratic, and laissez faire. Autocratic leaders make unilateral
decisions without regard for others and create a high level of dependence on the leader
as the expert and decision maker. Democratic leaders place greater value on
collaboration, and include others in decision-making processes. This approach, in
theory, encourages two-way interaction with followers that motivates them to complete
tasks and achieve goals. A laissez faire leader also exhibits a follower-oriented style
characterized by a shared leadership approach. Different from the democratic leader that
simply includes others, the laissez faire leader goes further to empower followers to
have input into organizational decisions and processes. When observing a laissez faire
leader, one often cannot distinguish between the leader and the follower.
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Stodgill’s Handbook of Leadership
Early twentieth-century leadership theories focused on characteristics of leaders
that were universally applicable to those who led, depended upon one’s role in a
hierarchy and the power associated with that role, were leader-centered, and examined
the individual and his or her leadership characteristics (ASHE Higher Education Report,
2006). Stodgill’s (1974) “Handbook of Leadership” was one of the first comprehensive
reviews of the leadership literature from the early 20th century up to its publishing date.
The text expands greatly on topics of effective leadership and introduces the idea that
individuals can learn leadership qualities over time. According to Stodgill, these
leadership theorists did not discount the role that inherent traits played in one’s ability to
lead; they simply acknowledged that group process, environment, and context, along
with other variables, also contributed to one’s leadership ability.

Definitions of Leadership
Some of the most prolific writers on organizational leadership have defined
leadership in a variety of ways. Stodgill (1974), for example, created an extensive list of
definitions from the literature. His review documented definitions of leadership that cast
leaders in the role of focusing group processes to implement change, based leadership
ability on personality characteristics and behaviors (trait theory), and categorized
leadership as a way to induce compliance (transactional theory) and influence processes
(transformational theory) (Stodgill, 1974). He also included definitions that classified
leadership as a means of persuading others and achieving personal and organizational
goals (transformational theory) (Stodgill, 1974). Lastly, he provided descriptions that
identified leadership as an effect of interaction, a differentiated role, and an initiation of
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structure (transactional theory). The sections that follow will detail each of the above
definitions to operationalize the views of leadership included in Stodgill’s review.
Leadership as a focus of group processes. In this definition, leaders interact
dynamically with the group they are leading and take cues from group interactions. With
the input and information gathered from the group, the leader guides movement and
activities. The leader’s control is not explicit and is influential rather than dictatorial
(Mumford, 1906-07). Due to the dynamic nature of leader/follower interactions, the
wants and needs of the group directly influence the leader, who then makes leadership
decisions based on his knowledge of the group’s desires (Bernard, 1927). From this
perspective, the leader is in a central position and influences group behavior by acting as
a catalyst for change rather than a dictator. Leaders certainly have an influence on group
process, but they do not impose their will directly on a situation or circumstance
(Stodgill, 1974).
Leadership as a factor of personality traits. Stodgill (1974) found several
writers who described leaders as people with certain personality characteristics that
others interpreted as “leader-like.” Bowden (1926) described the term as strength of
personality. Bingham (1927) and Kilbourne (1935) defined leadership as the possession
of a number of desirable traits. Tead (1929) characterized the concept as a
conglomeration of qualities or attributes that enable someone to involve others in task
accomplishment. Stodgill went on to say, “The personality theorists tended to regard
leadership as a one-way influence effect” (p. 9). Each of these writers identified certain
combinations of qualities as indicators of leadership that individuals used to exert
influence or achieve goal attainment.
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Leadership as the art of inducing compliance. Some of the early twentiethcentury writers on leadership defined the concept in terms of gaining compliance from
people within organizations. One of the outcomes of the industrial revolution in the
United States was that small, local, or regional organizations grew as the country
developed. Small manufacturing, retail, or service-oriented organizations offered their
goods and services to a larger geographical area, and these organizations employed more
people as the demand for their goods and services expanded. Because these
organizations were dealing with increased numbers of workers, they saw people who
could get employees to produce outputs, follow rules, regulations, and manufacturing
standards as leaders.
Munson (1921) defined leadership as an individual’s ability to get others to
produce the most with the least resistance. Bundel (1930) described leadership as the art
of getting others to do what you want them to do. Bennis (1959) asserted, “Leadership
can be defined as the process by which an agent induces a subordinate to behave in a
desired manner” (p. 259). These scholars agree that leadership primarily involves
producing compliance among those being led, which correlates with the military or
machine-like models described in Morgan‘s (2006) book on organizational theory.
Leadership as the exercise of influence. Dictionary.com (2012) defined
influence as the capacity or power of persons or things to be a compelling force on or
produce effects on the actions, behavior, opinions, etc., of others. Stodgill (1974)
identified several writers who defined leadership as an individual’s ability to exert his
will on others. Tead (1935) described leadership as the act of influencing people to work
toward a mutually desirable goal. The key words in Tead’s definition are “mutually
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desirable.” The inference is that the leader helped the group in question identify a goal
that was mutually beneficial to all involved stakeholders. Stodgill described leadership
as “the process (act) of influencing activities of an organized group in its efforts toward
goal setting and goal achievement” (p. 10). Several other authors have provided similar
definitions and noted that leaders influence output, goal attainment, and behavioral
change. According to Bass (1960), when an individual attempts to modify the behavior
of others, he is attempting to lead. When the others actually modify their behavior, the
individual has successfully achieved a position of leadership (Bass, 1960). The concept
of influence as a leadership competency adds a two-way relationship to the literature.
This definition strays from the domination-subordination style of leadership and focuses
on allowing involved parties to make their own decision to follow based on the influence
of a leader.
Leadership as an act or behavior. A relatively small body of literature has
described leadership in terms of acts or behaviors (Stodgill, 1974). Hemphill (1949)
defined leadership as individual behavior that involved directing group activities. A
similar definition by Fiedler (1967) categorized leadership as the process of behaving or
acting in a way that coordinates and directs others to complete work or achieve
organizational goals. Such behaviors may include planning the work of others while
considering the social and interpersonal context within which they perform the work.
From this perspective, leaders are considerate and praise or criticize while showing
consideration for the feelings of the individuals they lead. Stodgill (1974) wrote that the
behavioral theorists like Hemphill and Fiedler were most interested in observable
behaviors that they could use to measure and assess for experimental purposes.
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Leadership as a form of persuasion. Early writers on the topic of leadership
sought to distinguish coercion from persuasion and determined that being able to
persuade others was a leadership competency. Schenk (1928) suggested that leadership
was the ability to control others using persuasion and inspiration instead of threats or
intimidation. Cleeton and Mason (1934) described leadership as the ability to influence
others to achieve results by appealing to emotions rather than through the exercise of
hierarchical power or authority. Koontz and O’Donnell (1955) perceived leadership as
the act of persuading others to work together toward a common goal or purpose. The
idea of persuasion as a leadership competency gained momentum in contexts in which
formal authority was not part of the leader-follower relationship, such as in political or
social movements (Stodgill, 1974).
Leadership as a power relation. Power entered the conversation in the mid1950s, when several authors defined leadership in the context of differing power
relationships. Stodgill (1974) described a power equation when writing about
interpersonal power, which he conceived, “as a resultant of the maximum force which A
can induce on B minus the maximum resisting force which B can mobilize in the
opposite direction” (p. 12). Stodgill (1974) explained, “Five bases of power are
postulated. These are referent power (liking), expert power, reward power, coercive
power and legitimate power” (p. 12). Stodgill’s equation is informative because it
described the leader’s desire to induce a particular behavior from person B (the follower)
and contended that that B has the ability to resist person A’s (the leader) force. One
could picture a conceptual tug of war, where A wins if he acts from of one of the five
power bases mentioned above.
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Bass (1960) defined leadership from a power relation perspective as person A’s
ambition to change the behavior of person B. When B’s behavioral change supports or
rewards A’s behavior, A’s effort to obtain the change falls under the definition of
leadership. Bass also described a more symbiotic interaction in which A wants
behavioral change in B, and there is incentive for A to induce B to change. Both
Stodgill’s (1974) and Bass’s definitions described leadership in a hierarchical context
and argue that hierarchical power, rather than influence, directs goal or task
achievement.
Leadership as an instrument of goal achievement. Because much of the
literature has viewed leadership in an organizational context, historically, definitions of
the term often have focused on goal achievement. Cowley (1928), for example,
described a leader as one who has an objective and directs the behavior of the group
toward that objective. Davis (1942) defined leadership as the singular force that
encourages, inspires, and motivates an organization’s people toward the accomplishment
of its objectives. Recent literature on leadership has continued the trend of focusing on
goal and objective achievement, and these works typically describe people who can
move others toward the achievement of organizational goals as leaders.
Leadership as an effect of interaction. Several scholars have conceptualized
leadership as the interplay between leader and followers. Mutuality was seen as critical
to what made a leader effective at moving a group/organization toward a common goal.
Similarly, Pigors (1935) described leadership as an interdependent activity that involves
mutual stimulation. Successful leadership combines individual needs and differences
and directs human energy toward the pursuit of a common goal. Merton (1969) regarded
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leadership as an interpersonal interaction in which others comply using their own free
will. These definitions highlight the interactive nature of leadership and the importance
of the relationship between leaders and the individuals they lead. This relationship helps
motivates workers to accomplish goals and achieve organizational objectives.
Leadership as a differentiated role. Differentiated roles exist in organizations
and other social structures that leaders inhabit. These roles endow the leader with status,
or the lack thereof, and designate the specific behaviors expected of the individuals to
take on each role. From this perspective, the leader who takes on a differentiated role
must elicit behavioral responses from followers. There is a reciprocal relationship
between role behaviors of leaders and expected responses from followers. Sherif and
Sherif (1956) used the reciprocal expectations between the leader and other members to
define the leadership role. According to Stodgill (1974), when viewing leadership from a
differentiated role perspective, the leader’s behaviors are more defined, observable, and
acceptable to the research community.
Additional definitions of leadership. Stodgill’s (1974) “Handbook of
Leadership” is a comprehensive resource, but a number of other authors have continued
to investigate and define the concept of leadership. For example, Kouzes and Posner’s
(2002) “The Leadership Challenge” has been one of the bestselling books on the topic of
leadership since the publication of its first edition in 1987. Kouzes and Posner
conducted extensive global research on the qualities leaders exhibited to “mobilize
others to want to do extraordinary things in organizations” (p. xvii). Their research
identified five leadership practices that were predictive of exemplary follower behavior
in organizations. While Kouzes and Posner’s research took place in a variety of

37

organizations and with disparate types of leaders, they discovered that many of these
leaders followed similar paths and exhibited similar behaviors. They identified five
practices, “common to personal-best leadership experiences” (Kouzes & Posner, 2002,
p. 13). The authors explained, “When getting extraordinary things done in organizations,
leaders engage in these Five Practices of Exemplary Leadership: Model the Way, Inspire
a Shared Vision, Challenge the Process, Enable Others to Act, and Encourage the Heart”
(Kouzes & Posner, 2002, p. 13).
Kouzes and Posner (2002) also developed a 360-degree feedback instrument,
“The Leadership Practices Inventory,” which identifies six observable behaviors for
each of the five practices. According to the authors, when one frequently exhibits the six
behaviors under each practice, workers are more likely to meet individual and
organizational goals, feel valued and cared about, take on challenging work, and align
their individual vision with that of the organizational (Kouzes & Posner, 2002). The
authors go on to say that these practices may be inherent or learned, and are available to
anyone in an organization at any hierarchical level (Kouzes & Posner, 2002).
Kouzes and Posner’s (2002) definition of leadership related to some of the
categories in Stodgill’s (1974) review of the literature; however, Kouzes and Posner
considered leadership to be a behaviorally-based predictor of goal achievement. Kouzes
and Posner also did not confine leadership qualities to a differentiated organizational
role, but defined it in terms of leader-follower interactions. The authors assumed that
when a leader exhibited the behaviors described in each of the five practices, the person
exhibiting those behaviors would influence others and encourage their compliance to
rules, regulations, policies, and procedures. Kouzes and Posner’s definition of leadership
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was a recent addition to the literature on leadership, yet it connected to earlier writers on
the topic.
Peter Senge’s (1990) seminal work, “The Fifth Discipline” explored strategies
for improving an organization’s efficiency and performance. Senge identified a method
of considering organizations from a systems perspective. From this view, events, acts,
and outcomes are not random events, but are inextricably linked to one another by
institutional practices, leader behaviors, environmental factors, and shared
organizational perceptions. Senge defined leadership in the context of a learning
organization that understands the dynamism of the environment within which it exists.
Senge explained the following:
The new view of leadership in learning organizations centers on subtler and more
important tasks. In learning organizations, leaders are designers, stewards and
teachers. They are responsible for building organizations [original emphasis]
where people continually expand their capabilities to understand complexity,
clarify vision and improved shared mental models – that is, they are responsible
for learning. (p. 340)
Senge’s categorization leadership could fall under the categories of “leadership as a
focus of group processes” or “leadership as an effect of interaction” in Stodgill’s (1974)
typology of leadership.
Over the past 25 years, the literature on leadership has not yielded many new
definitions of the term. However, organizations have become more complex, and issues
that require leadership behaviors now have to consider what Friedman (2005) called a
“flat” world that increased global interaction due to the expansion of the internet. This
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new “flat” environment has necessitated new expectations for leaders that combine the
qualities of transactional, transformational, and situational leaders. Leaders of today
cannot just read Avolio (2005, 2011), Bass (1985), Bennis (2003), Burns (1978), Day,
Zaccaro, and Halpin (2004), Drucker (2001), Kouzes and Posner (2002), Stodgill
(1974), and Senge (1990); they must also read, review, and exemplify the behaviors
described in Stodgill’s list of definitions to be an effective leader. Northouse (2007)
categorized leadership as a process whereby one person influences a group of
individuals to achieve a common goal. Even this definition harkened back to some of
Stodgill’s (1974) findings from his meta-review. When one combines Northouse’s
definition with Senge’s systems theory and Kouzes and Posner’s leadership practices,
the definition of leadership expands beyond the one-dimensional cataloging of
characteristics and takes into account the complex traits of the followers and the
demands of the context.
Avolio (2011) wrote one of the more recent books on leadership development,
which reviews different behaviors and their connection to an individual’s ability to lead
in organizations. Avolio stated, “My goal in writing the initial version of this book was
to help leaders begin to think about leadership as a system, one that has very broad range
and depth” (p. vii). He went on to say the following:
To think about leadership as a system, one needs to consider the inputs, which
for now we can say are the people, timing and resources; the process, which we
can describe as the system or context in which these people and resources
interact over time; and the outcomes which are levels of motivation and
performance we expect to achieve after optimizing the full potential of the
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leadership system. (p. vii & viii)
Avolio (2011) moved to a much broader and more holistic definition of
leadership that is inclusive of many, if not all, definitions of the past century. In
addition, one cannot accurately define leadership without viewing it in context. While
general definitions of leadership are necessary for understanding the behaviors, qualities,
attributes, and actions that demonstrate its existence, knowing and understanding the
organizational context is also essential.

What is Leadership Development?
If leadership qualities are necessary to address current organizational challenges,
leadership development is the act of increasing one’s capacity to exhibit these qualities.
Leadership development is a verb. Merely knowing what to do to become effective as a
leader will not change behavior, increase one’s ability to communicate effectively, or
facilitate collaborative problem solving. While one can measure leadership knowledge
by testing or recall, people assign value to leadership actions and judge those actions as
either positive or negative. Leadership development encourages new and different
actions that ideally will result in a positive value judgment by the people being led.
Burgoyne et al. (2009) described leadership development as a primary
organizational strategy intentionally practiced by the most successful organizations.
Burgoyne et. al. (2009) go on to explain that leadership development is more than
developing skills and producing results; it involves impacting the emotional, social, and
interactive components of high-performing, high-potential employees in a way that
exceeds the outcomes of training. DeGeest and Brown (2011) stated, “Leadership
development is conceptually distinct and defined as expanding the collective capacity of
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organizational members to engage effectively in leadership roles and processes” (p.
159). The hope is that leadership development interventions can train leaders to exhibit
leadership whether they have formal authority or not and prepare them to solve
unforeseen problems.
Leadership development activities are a vehicle for transferring valuable
information that will help aspiring leaders understand what they need to do to act more
leader-like, whether they have formal authority or not. Catalfamo (2010) described a
typology of leadership development activities when she stated, “Leadership
development activities are formal (e.g., pursuit of a Master of Education), non-formal
(e.g., workshops), and informal (e.g., on-the-job experience). These activities contribute
to the development of personal, interpersonal, and organizational capacity” (Catalfamo,
2010, p. 8).

Leadership in Higher Education
Leadership is a complex concept, and scholars have categorized leadership as
traits people possess (trait theory), oversight of task accomplishment (transactional
theory), the development of interdependent relationships that achieve organizational
objectives (transformational theory), and actions based on situations or circumstances
(contingent theory). When viewed through the lens of an organizational structure that
has dual control systems, the idea of leadership becomes even more complex. In a higher
education environment, for example, leadership in an academic department may vary
greatly from that in an administrative department or division. Moreover, faculty and
administration have to coexist in higher education, and both groups have a significant
influence on policy formation, governance, academic planning, and research at an
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institution. Mid- and high-level administrators must demonstrate strong leadership,
management, and team-building skills, while faculty members operate more
individually. For better or worse, faculty and administrators are interdependent, and to
share governance effectively and accomplish organizational goals, they must acquire a
high level of leadership skills.
“Leadership is not only a process, it is a value. In organizations such as higher
education, that is primarily values-driven, an understanding of leadership at all levels is
crucial for the effectiveness of the organization” (Fife, 1989, p. xv). Bensimon,
Neumann, and Birnbaum (1989) claimed that the study of leadership in colleges and
universities might be more difficult than in other sectors due to the dual control systems
of faculty and administration. Unique governance structures and conflicting priorities
between these two entities present challenges that are quite different from those
experienced by other professional organizations. It is beyond the scope of this review,
but a comparison of faculty responsibilities and administrative responsibilities could
provide insight into how individuals demonstrate leadership ability differently in various
disciplines.
How does higher education address the leadership development question?
Burgoyne et al. (2009) provided valuable insight into the state of leadership
development in higher education. According to the authors, “Most leadership
development in higher education at present are concentrated on individual leaders and
their individual development. There is room, therefore, in the sector for more alignment
of leadership development with strategic goals and with organizational change”
(Burgoyne et al., 2009, p. 2). Burgoyne et al. noted the importance of fostering the
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integral connection between leadership development activities and the strategic goals
and change efforts of an institution. The authors arrived at the following conclusion:
Leadership development, as a key organizational strategy, is overtly practiced by
the most successful private sector companies. Further, leadership development is
identified as more than competency and results. Leadership development
encompasses impacting the emotional, social, interactive qualities of rising stars,
exceeding the potential of training alone. (Burgoyne et al., 2009, p. 2)
Burgoyne and his colleagues described a game plan for addressing the leadership
development question in a higher education context and recommended a holistic
approach, regardless of whether the institution directs the initiative at faculty members
or administrative staff.
Conclusion
Traits, transactions, transformations, and situations all influence leaders’ actions
in different work contexts. This chapter provided a review of multiple definitions of
leadership; however, no singular definition exists that applies to all organizational
contexts and situations. Leadership and leadership development are complex concepts,
and their complexity grows exponentially when juxtaposed with the shared governance
systems of higher education. The unique organizational structure of institutions of
higher education provides a crucible for research on the topic of both leadership and
leadership development.
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CHAPTER 3: METHODOLOGY
One of the major questions considered for this research project was whether the
study would be qualitative, quantitative, or mixed method (a combination of quantitative
and qualitative data collection techniques). The researcher selected a mixed method
approach because gathering data from both quantitative and qualitative sources would
strengthen and validate the findings.
Quantitative Methods
Gall, Gall, and Borg (2005) stated the following:
Among the primary characteristics of quantitative research are an
epistemological belief in an objective reality, the analysis of reality into
measureable variables, the study of samples that represent a defined population
and a reliance on statistical methods to analyze data (p. 123).
Kirkpatrick (2006) described the pre- and post-test method as one of the best
ways to determine quantitatively whether a transfer of learning or Level 2 evaluation
occurred because of an intervention. In this scenario, the researcher tests participants for
knowledge of content prior to the program, and again at the end of the program; then
uses the statistical difference in participant scores to determine whether learning has
taken place. Unfortunately, MUA’s LA has never collected any pre-program data from
its participants that would allow for such a statistical comparison. Because of the dearth
of quantitative data from which one could draw this statistical inference, the researcher
developed a survey tool to obtain quantitative data from survey questions and qualitative
data from responses to open-ended questions.
The Leadership Academy program design called for the administration of a 360degree instrument, the Leadership Practices Inventory (LPI), to all individuals who took
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part in the LA during its first six years of operation. LPI data and responses could have
served as another valuable source of data, but LA program leaders promised participants
that these data would remain confidential, and it was too labor intensive and time
consuming to secure permission from past participants to gain access to these data. In
addition, program leaders administered the LPI instrument during the first half of the
program, and responses did not represent participants’ perceptions of the entirety of the
program content. To capture data about the entire program, the researcher needed a
different source of data.
Because most of the program graduates worked in various locations across the
TU campuses, and some had left the institution since participating in the program, the
researcher chose an online survey as the vehicle for gathering quantitative survey data.
The researcher based the survey statements on the original program objectives, and the
participants responded to the survey by choosing from among one of five Likert Scale
responses (see Appendix C).
Qualitative Methods
While quantitative methodology has its merits as a research method, it is not as
effective at gathering information or data about research questions that are nuanced,
complex, or focused on the lived reality of the members of the population chosen for the
sample. Gall, Gall, and Borg (2005) explained “… that qualitative research is based on
an interpretivist epistemology. In this view of knowledge, social reality is seen as a set
of meanings that are constructed by the individuals who participate in the reality” (p.
305). In the present case, past LA participants had a reality of program/post-program
experiences that informed their responses to questions about whether program objectives
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and content were congruent with their expectations and whether the program content had
an effect on their leadership abilities or career. The researcher asked the participants to
respond to survey questions from their own perspective. Qualitative methodology
helped the researcher document the nuanced and highly personal impressions of a
particular sample that provided additional answers to the research questions.
The qualitative portion of the study relied on a random sample drawn from
consenting survey respondents. Seventy-five survey respondents agreed to take part in
an interview and provided their names on the survey. Using the random sample
generator from SPSS, the researcher drew a random sample of fifteen respondents from
the seventy-five participants who agreed to an interview. The first sample did not
include any faculty members or non-Caucasian respondents. Because previously run
quantitative data indicated that race and primary role factored into a respondent’s view
of the program, the researcher drew a second sample that provided more diversity. The
second sample included non-Caucasians and faculty and better represented the LA
population. All interviews took place in person. The researcher had the interview data
transcribed and set about identifying key themes in the resulting information.
Because the qualitative research data represented the perspective of an individual
or a group of individuals in a given timeframe about a specific issue, quantitative
methods of data verification supported the accuracy of the findings. The researcher
triangulated the data by comparing and contrasting the quantitative data, the answers to
open ended questions and the interview responses. This process added to the accuracy of
the findings and contributed to assertions made in Chapter 5. Maxwell (2005) described
triangulation as the process of “collecting information from a diverse range of
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individuals and settings using a variety of methods…” (p. 112).
Rationale for a Mixed Methods Study
When time and money are not a factor, a mixed method approach can provide
both the statistical information and the story behind the statistics in a research study.
Both the quantitative and qualitative approaches provided valuable information about
the variables described, and the two approaches are often complimentary. Collecting
statistical information in addition to the coded data from the narratives provides an
opportunity for the researcher to identify similarities and differences between the
various sources of information.
Population and Sample
The population of 230 subjects utilized for this study included all six cohorts of
TU’s LA program from 2006 through 2012. The researcher used each year’s program
roster to determine how many people from each cohort still worked at TU. The
researcher used social media outlets like LinkedIn® to find current email addresses for
individuals who had left the university. Participants who left the university were of
particular interest to this study because some may have moved on to higher-level
positions at other institutions, and it was important to gather the information about
whether attending LA enhanced an individual’s ability to further career aspirations.
After careful review using several web searches and multiple communications via
LinkedIn®, the researcher compiled 216 valid email addresses for survey distribution to
individuals who eventually constituted the population for this study. Of those 216
graduates, 120 individuals responded to the survey, and served as the sample for both
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quantitative and qualitative data. The researcher singled out several demographic
variables from this population for exploration.
Gender. Gender is a lens through which individuals perceive their world, and
through which they are perceived by the world. Because of this dynamic, it was useful
to determine whether there was a difference between the survey and interview responses
of male and female participants.
Age. One of the criteria for selection into LA is pay grade level for
administrators and tenure status for faculty. Neither of these criteria is predictive of the
age of a participant, yet age can influence the way that participants interpret and
integrate the information presented in the program.
Race. Program leaders considered race, along with other dimensions of
diversity, during the process of selecting LA participants to ensure that each cohort
represented TU as an organization. Therefore, the researcher used race as one of the
variables explored during the present study.
Faculty. Tenured or tenure-track faculty can have any one of three titles:
assistant professor, associate professor, or professor. Faculty rank served as a key
variable during the review of quantitative and qualitative data.
Administration. The survey used in the initial data-gathering phase of this study
asked administrative respondents to share their title. Quantitative and qualitative data
sources used administration as a variable during the review of collected data.
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Quantitative Data Collection: Electronic Survey
The researcher distributed a 28-question survey (including 25 five-point Likert
scale items and three open ended questions) electronically to the 216 graduates of the
LA program for whom accurate email addresses were available (see Appendix B).
Tracking data on most, but not all, of these individuals were available. Internet searches
provided current email addresses for several participants no longer employed at TU.
The five-point Likert scale used for survey responses included five options:
“strongly disagree,” “disagree,” “neither agree nor disagree,” “agree,” or “strongly
agree.” The survey also included three open-ended questions designed to gather
narrative responses related to program and content value. As mentioned above, the
researcher collected survey data electronically using the Qualtrics© survey instrument
and requested demographic data directly from survey respondents. The survey asked for
each respondent’s name (Optional), age, race, gender, faculty or administrative
designation/ title, and LA program number. The final question of the survey asked if
participants were willing to take part in an interview. By responding “Yes” to this
question, the respondents consented to participate in an interview and give up their
anonymity.
Quantitative Data Analysis
The researcher chose several different quantitative data analysis methods for this
study. The survey questions used for this study fell into five different categories of
learning based on the original program objectives created in 2006 (see Appendix A).
The program objectives designated five areas in which participants could gain
knowledge, expertise, or skill that would add to their leadership effectiveness. These
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five categories included (a) knowing TU, (b) understanding self and others (emotional
intelligence), (c) communicating and building coalitions, (d) driving change, and (e)
leading people.
Coefficient alphas aided in measuring internal consistency and helped the
researcher to determine whether questions intended to measure a particular construct
were consistent. In addition, various statistical techniques (correlations, ANOVAs,
MANOVAs, Principal Component Analyses, and chi squares) aided in further analysis
of collected data.
Qualitative Data Analysis
The researcher collected qualitative data from two different sources: open-ended
survey questions and interviews.
Open-ended survey question data. The researcher summarized all open-ended
survey question data based on the comments made. During the analysis of this data,
distinct categories emerged based solely on the wording of individual comments. Two of
the open-ended questions produced similar responses among all participants; therefore,
the researcher collapsed them into one summary section.
Interview transcript data. “Rich” data can most effectively tell the whole
story—the physical environment; the feelings, reactions, and aspirations of the people
involved; and the description of the context within which the phenomena took place.
Interviews provided participants with the opportunity to tell the story of their experience
from their own perspective.
The researcher analyzed qualitative interview transcripts using the constant
comparative method of data analysis. This method, developed by Glaser and Strauss
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(1967), involves the constant comparison of data during the analysis process. It is an
ongoing process where the researcher analyzes each new piece of qualitative data in the
context of what has come before it. Merriam (1998) explained, “The researcher begins
with a particular incident from an interview, field note, or document and compares it
with another incident in the same set of data of in another set” (p. 159). The process of
constantly comparing interview data led to the refinement of categories later used to
determine themes and describe phenomena. The demographic categories of gender, age,
race, and function, along with commonalities among respondent and outlying data,
served as comparators.
Methods of Verification for Interview Transcript Data
Silverman (2000) stated that “in some qualitative research, small numbers of
texts and documents may be analyzed for a very different purpose. The aim is to
understand the participant’s categories and to see how they are used" (p. 826). Using
Silverman’s statement as a guide, the researcher developed a summary of participants’
responses to the open-ended survey questions. Categories of participant responses
emerged based on their responses and key words noted in their comments.
Triangulation
Maxwell (2005) described triangulation as the process of “…collecting
information from a diverse range of individuals and settings using a variety of methods”
(p. 112). The researcher used information from three sources—surveys, open-ended
questions, and participant interviews—to triangulate data and enhance its accuracy.
Ethical Issues
Confidentiality was critical to the integrity of the quantitative data collected. In
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general, survey respondents give candid feedback when they believe that the researcher
will not compromise their identity. To ensure confidentiality and avoid possible ethical
concerns, the researcher used TU’s unique numeric identifier for individuals (TUID)
when reviewing and comparing survey data from individual respondents. Because the
review included statistical data in aggregate form only, there was no need to link the
data to a person’s name. The survey introduction documented the confidentiality
procedures of the study.
A second ethical issue that arose in this study was my role as the researcher. My
role at TU is one that carries positional status because I work in the Human Resources
Department. Status carries real or perceived power, and it is possible that prospective
respondents felt that saying “no” to my request for their participation would affect their
job. I made every effort to help prospective respondents understand that I was
conducting this research project for educational purposes, that their participation was
voluntary, and that there was no threat of retribution if they chose not to participate.
Before each interview began, I stated, “I am taking off my human resources hat and
putting on my researcher hat. Any and all information, positive or negative, about the
program will only be used for the research process.” I also was sure to triangulate all
data; and when I continued to draw the same conclusions from multiple data sources, I
felt more confident in the accuracy of my assertions and conclusions.
The survey introduction and interview consent form addressed ethical issues and
allowed respondents to express consent by survey completion or signing the consent
form. All interviewees completed an informed consent form (see Appendix C) prior to
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taking part in the interview. In addition, the TU Institutional Review Board approved all
research procedures.
Summary
At the time that this study began, TU’s LA had just accepted its seventh cohort.
The academy has garnered a positive reputation, among senior- and mid-level leadership
at the university, as a signature or flagship program of the Learning and Development
division of the Human Resources Department. However, to date, there has been no
comprehensive research on the effectiveness of the program. While university-wide
acceptance and acknowledgement of the program would be enough of a rationale to
continue to produce it, the researcher thought it prudent to perform a comprehensive
research project that evaluated the program beyond Kirkpatrick’s first level of evaluation
and reaction.
When making assertions, anecdotal data do not have the same power as data
collected in this thorough investigation. Now, when TU considers whether this program
has earned continued support, it will be able to make that decision based on empirical
evidence. Moreover, a detailed list of factors that contributed to the program’s success
or lack thereof (based on participant feedback) would be available to institutional
leadership for making future decisions. Now, these leaders can make informed
decisions about the program, its contents, and its future.
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CHAPTER 4: RESULTS
This chapter provides descriptive statistics for the sample population and details
the results of the research conducted to answer the following research questions: The
chapter is divided into six sections: (a) a comparison of the sample population, (b) a
description of the demographic characteristics of survey respondents, (c) an analysis of
the internal consistency of the survey instrument, (d) an analysis and discussion of the
significance of the demographic variables, (e) the review and analysis of the open-ended
responses to the survey instrument, and (f) the an analysis of the data from the in-person
interviews.
Description of the Population and Sample
The population for this study consisted of the 231 graduates of the TU’s LA who
attended the program sometime between 2006 and 2012. The researcher gathered
information about the names, email addresses, race, gender, and primary roles of
individuals in this group from internal records. Because not everyone who attended the
program during the six-year period used for this study still worked for the university, the
researcher conducted a thorough search to gather up-to-date email and contact
information for the entire list of graduates. The search yielded 216 current and accurate
email addresses from among the original 231. The researcher used the social media tool
LinkedIn to search for missing email addresses. Email addresses were the most
important contact information to gather on the population because the researcher
distributed them via email.
On January 22, 2013, the researcher distributed the survey to the 216 graduates
for whom current email addresses were available, and then later sent three reminders
between January 19, 2013 and February 7, 2013. A final notice to complete the survey
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went out on Tuesday, February 12, 2013, and the survey closed on Wednesday,
February 13 at 4:00 P.M. The survey yielded 122 responses for a 56% response rate
based on the original distribution to a population of 216. One hundred and twenty of the
122 responses were viable because two of the respondents opened, scrolled through, but
did not complete or answer any of the survey questions. Factoring in the two incomplete
responses, the response rate falls to 55.5%. These 120 complete responses became the
sample.
The first survey question addressed the representative nature of the sample in
comparison with the larger LA participant population. Four primary categories aided in
determining this representation: race, gender, primary role, and LA number based on
year attended. The survey asked for additional demographic information, but upon
review of initial frequency data, it proved difficult to ascertain whether age was
representative of the population because of the variability of both the population and the
sample. The researcher compared the sample to the larger LA participant population in
terms of their primary professional roles and subsequently distilled the group into two
categories: faculty and administration. The survey also inquired about the highest
degree participants achieved, and this data became a part of the primary role distillation.
Data revealed that the largest percentage of doctorates came from among the faculty
members, and all of the master’s and bachelor’s degrees were from among the
administration staff. The researcher conducted the data analysis using chi-square tests of
independence and for each variable and compared the sample to the population. Tables
1 through 4 provide a visual representation of this demographic data.
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Table 1
Race Frequencies

Race

Total
population
(n=231)

%

Valid email
addresses
(n=216)

African American

Respondents
(n=119)

%

29

12.5

27

12.5

18

%
15.1

Caucasian

176

76.0

166

77.0

86

72.3

Asian/Pacific
Islander, Latino,
Native American &
Other

26

11.5

23

10.50

15

12.5

Note: Chi Square for Race = 1.186, p = .946

Table 2
Gender Frequencies
Valid
Total

email

Respondent

population

addresses

s

Gender

(n=231)

%

(n=216)

%

(n=120)

%

Male

98

42.5

90

42.0

52

43.3

Female

133

57.5

126

58.0

68

56.7

Note: Chi Square for Gender = .053, p = .826
Table 3
Primary Role Frequencies
Valid

Primary role

Total

email

population

addresses

Respondents

(n=231)

%

(n=216)

%

(n=120)

%

Faculty

66

29.0

56

26.0

26

21.7

Administration

165

71.0

160

74.0

94

78.3

Note: Chi Square for Primary Role =1.83, p = .17
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Table 4
Leadership Academy # Frequencies
Valid
Total

email

Leadership

population

addresses

Academy #

(n=231)

%

(n=216)

%

(n=119)

%

1

35

15.1

32

14.8

17

14.3

2

40

17.3

35

16.2

23

19.3

3

40

17.3

37

17.1

16

13.4

4

46

20

44

20.4

20

16.8

5

28

12.1

26

12.0

14

11.8

6

42

18.2

42

19.5

29

24.4

Respondents

Note: Chi Square for LA = 2.84, p = .724
Frequency and chi square data in the tables above illustrate that there is no
difference between the survey respondent sample and the overall population in the
categories of race and gender. A larger proportion of administrative employees than
faculty members completed the survey compared to the overall population. In addition,
there are some discrepancies among the different LA cohorts. Because none of the p
values are significant, it was determined that the sample was, in fact, representative of
the population in all of the above demographic categories.
Survey Construction and Analysis
The LA graduate survey used for this study included a series of questions
grouped into categories based on the original learning outcomes for the program (see
Appendices A and B). During an initial analysis, the researcher computed Cronbach’s
alpha coefficients on the five scales as originally defined. Table 5 displays the results of
this analysis.
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Table 5
Cronbach’s Alpha Scores for Survey Scales
# of Items in Scale

Cronbach’s Alpha

Knowing TU

4

.745

Understanding self and others

3

.745

Communicating and building

5

.764

Driving change

4

.774

Leading people

7

.838

Scales

coalitions

Kline (1999) provided the following standards for alpha:
1.

.9 or above

Excellent

2.

.7 to .9

Good

3.

.6 to .7

Acceptable

4.

.5 to .6

Poor

5.

Less than .5

Unacceptable

As shown in Table 5, all of the scales have more than an acceptable level of internal
consistency. During an additional analysis, the researcher computed Pearson’s
correlations among the five scales. Table 6 details these correlations.
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Table 6
Inter-correlations Among the Five Leadership Scales
Communicating
Knowing Understanding
and building
Scales
TU
self and others
coalitions
Knowing TU

-

Understanding
self and others
Communicating
and building
coalitions
Driving change

Driving
change

Leading
people
.591**

.576**

.543**

.606**

-

.428**

.503**

.591**

-

.613**

.502**

-

.708**

Leading people

-

**p = < .001
As Table 6 shows, all of the inter-correlations among the scales are statistically
significant. As such, one could conclude that they are primarily measuring one
construct. To demonstrate this further, the researcher conducted a principal components
analysis on the scales. This analysis produced only one factor with an eigenvalue greater
than 1. See Table 7 for eigenvalues and Table 8 for the component matrix.
Table 7
Eigenvalues from Factor Analysis of Leadership Scales
Initial eigenvalues

Extraction sums of squared loadings

% of

Cumulative

variance

%

Component

Total

1

3.265

65.301

65.301

2

.610

12.197

77.497

3

.470

9.401

86.898

4

.397

7.948

94.847

5

.258

5.153

100.000

Total
3.265

% of

Cumulative

variance

%

65.301

65.301

Note: Extraction Method--Principal Component Analysis
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Table 8
Factor Loadings from the Factor Analysis of the Leadership Scales
Component
Scales

1

Driving change

.855

Leading people

.845

Knowing TU

.821

Understanding self and others

.758

Communicating and building coalitions

.756

The factor loadings, which are similar to correlations, found that the five components
listed above are all part of one conglomerate construct, i.e. program effectiveness. The
results of the principal components analysis indicate that the people who completed the
survey did not distinguish between the component variables.
Descriptive Statistics for Survey Scales
The researcher determined that the survey scales were internally consistent, and
then computed the descriptive statistics of the survey scales to provide a summary of all
of the responses to the five survey scales. Table 9 displays these results.

61

Table 9
Descriptive Statistics for Survey Scales
Standard
Scales

N

Minimum

Maximum

Mean

deviation

118

2.00

5.00

3.91

.58

119

2.00

5.00

4.00

.63

120

2.20

5.00

3.95

.57

Driving change

120

2.00

5.00

3.83

.56

Leading people

119

2.71

5.00

4.05

.50

Knowing TU
Understanding
self and others
Communicating
and building
coalitions

Paired samples t-tests aided in comparing the means of the five scales. Table 10
provides the results of this analysis.
Table 10
Results of Paired Samples t-tests Among the Five Scales
Driving Knowing
Understanding
Communicating
change
TU
self
Driving change
(3.83)
Knowing TU
NS
(3.91)
Communicating
.011
NS
(3.95)
Understanding
Self
.004
NS
NS
(4.00)
Leading people
.000
.003
NS
NS
(4.05)

Leading
people

-

The differences in the means will be discussed in Chapter 5.

Significant Differences based on Demographic Categories
The researcher first determined that the five scales were internally consistent,
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and then ran statistical analyses to determine if there were any significant differences in
the responses based on demographic categories. The variables tested included age, race,
gender, primary role, and academic degree. The analysis of age used the Pearson
correlations, and all of the remaining analyses used a multiple analysis of variance
(MANOVA). Although the principle components analysis indicated that there was only
one component, the researcher decided to analyze the individual scores to provide more
detail. In addition, because this was a mixed-method study and subsequent qualitative
data analysis would focus on differences between independent variables, additional
statistical analysis were performed that might otherwise have seemed unnecessary based
on the single construct finding.

Table 11 details the results of these analyses.

Table 11
Results of additional analyses
Category
Age

Results
None of the Pearson correlations with age was significant.
The omnibus Wilks’ Lambda test for gender was non-significant. All of the

Gender
univariate analyses were also non-significant.
Because some of the categories of race were small, race was divided into
Caucasian and Non-Caucasian categories. The omnibus Wilks’ Lambda was
significant (p = .012) with a large effect size. (Note: For ANOVA-based statistics
in SPSS, the measure of effect size is partial eta squared. In general, effect sizes of
Race
.02 to .049 are considered small; .05 to .079 are considered medium; and .08 and
greater are considered large. In this case, the partial eta squared equaled .122).
While descriptively, the means for all five scales were lower for the non-Caucasian
participants, only two of the comparisons were statistically significant.
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Tables 12, 13, and 14 display the results of these comparisons.
Table 12
Multivariate Test for Race

Effect
Value
Wilks'
.878
lambda
** Significance = <.05

F

Hypothesis
df

Error df

Sig.

Partial
eta
squared

3.088b

5.000

111.000

.012**

.122

Table 13
Univariate Results from the MANOVA for Race

df

Mean
square

F

Sig.

Partial
eta
squared

1

3.728

12.087

.001**

.095

1

.786

1.937

.167

.017

1

2.529

7.956

.006**

.065

Driving change

1

1.109

3.592

.061

.030

Leading people

1

.388

1.532

.218

.013

Dependent
variable
Knowing TU

Source

Understanding
self and others
Communicating
and building
coalitions

Table 14
Significant Differences as a Function of Race

Scale
Knowing TU
Communicating
and building
coalitions

NonCaucasian
mean

Caucasian
mean

Sig

Partial eta
squared

3.55

4.02

.001

.095

3.76

4.03

.003

.065
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Primary Role. The omnibus Wilks’ Lambda test was statistically significant (p
= .048) with a large effect size (Partial eta squared = .095).

Table 15
Multivariate Test for Primary Role
Effect
Wilks'
lambda

Value

Hypothesis
df
Error df

F

.905

2.322b

5.000

111.000

Partial eta
squared

Sig.
.048

.095

** Significance = <.05
The means for the faculty participants were lower than the means for the administrators
on all five scales. Two of the comparisons were statistically significant and a third
(Leading People) approached significance (p = .080). Tables 16 and 17 present the data
for the two comparisons that were significant.
Table 16
Univariate Results from the MANOVA for Primary Role

Source
Primary
role

Error

Dependent
variable

df

Mean
square

F

Sig.

Partial eta
squared

Knowing TU

1

.522

1.552

.215

.013

Understanding
self and others

1

.122

.296

.588

.003

Communicating
and building
coalitions

1

1.833

5.659

.019

.047

Driving change

1

2.789

9.483

.003

.076

Leading people

1

.780

3.117

.080

.026

115

.336

Knowing TU
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Table 17
Significant Difference as a Function of Primary Role
Scale

Faculty

Administration

Significanc

Partial eta

mean

mean

e

squared

Communicating and
building coalitions

3.70

4.03

.010

.047

Driving change

3.55

3.92

.003

.076

Academic degree. Since there were only five participants with less than a
bachelor’s degree, the researcher eliminated these subjects from the analysis and divided
the remaining participants into those with a bachelor’s degree, those with a master’s
degree, and those with a doctorate. The Wilks’ Lambda test was significant with a large
effect (p = .031; partial eta squared = .097).

Table 18
Multivariate Test for Academic Degree

Effect
Value
F
Wilks'
.737
2.310
lambda
** Significance = <.05

Hypothesis
df

Error df

Sig.

Partial
eta
squared

15.000

295.781

.031

.097
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Table 19
Univariate Results from the MANOVA for Academic Degree

Source
Primary
role

Dependent variable
Knowing TU
Understanding self and
others
Communicating and
building coalitions
Driving change
Leading people

df

Mean
square

F

3

.226

.652

3

.340

.821

3

.686

3

.794

3

.318

Sig.

2.09
8
2.59
3
1.26
5

.58
3
.48
5
.10
5
.05
6
.29
0

Partial
eta
squared
.017
.022
.054
.065
.033

For all of the scales, the means for the participants with a doctorate were lower than the
means for the other two groups. Only one of the specific comparisons, however, was
significant. Table 20 displays these results.
Table 20
Significant Differences by Degree
Scale

Bachelors

Masters mean

mean
Communicating
and building
coalitions

3.88

Doctorate

Significance

mean

4.12

3.82

.037

One of the potentially confounding factors in these analyses is that the various
demographic variables are not independent of each other. To demonstrate this, the
researcher conducted chi-square tests of independence comparing primary role and
degree. Table 21 presents these results.
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Table 21
Cross-tabulations for Primary Role and Degree

Role
Count
Faculty
% within
Primary role
Count
Administration
% within
Primary role
Count
Total
% within
Primary role
Chi square =52.26, p=.000

Bachelors
0

Degree
Masters
0

Doctorate
25

Total
25

0.0%
24

0.0%
46

100.0%
18

100.0%
88

27.3%
24

52.3%
46

20.5%
43

100.0%
113

21.2%

40.7%

38.1%

100.0%

The chi-square test was highly significant (chi square = 52.26, p = .000). As shown in
Table 21, all of the faculty members had doctorates, while only 20.5% of the
administrators had earned this terminal degree. As such, one can make a reasonable
case that the analysis by degree is really the same as the analysis by primary role.
Essentially, these data indicate that faculty members had a less positive evaluation of LA
than did administrators.
The analyses presented above provide a snapshot of how different groups
responded to the Likert scale questions. A reasonable summary of the overall results is
that non-Caucasians and faculty members rated the LA less positively than Caucasians
and Administrators. Chapter 5 will include a discussion of the implications of these
results.
Overall Program Satisfaction
There were two questions asked at the end of the survey that addressed the
overall personal and professional value that the respondents derived from the program.
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The researcher derived frequency data from these two questions. Table 22 presents the
data on overall satisfaction ratings.
Table 22
Overall Satisfaction Ratings

Overall, the
Leadership Academy
was personally
valuable to me.
Overall, the
Leadership Academy
was professionally
valuable to me.

Strongly
disagree

Disagree

Neither

Agree

Strongly
Mean
agree

1

1

8

57

53

4.33

1

4

10

64

41

4.17

As Table 22 shows, most of the participants either agreed or strongly agreed with both
of the statements, indicating that they found the LA to be personally and professionally
satisfying. The mean for personal value was somewhat higher than the mean for
professional value. To determine if these two means differed from each other, the
researcher conducted a paired samples t-test. The result of this analysis was statistically
significant (t = 2.885, p = .003). The researcher conducted an additional series of
analyses using the demographic variables listed above; however, none of these analyses
were significant.
Summary of Open-Ended Survey Items
The electronic survey contained three open-ended items:
1. Please describe one or more learning experiences of the Leadership Academy
that had an impact on you.
2. Is there anything you would change about your Leadership Academy
experience?
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3. Is there anything you would change about the Leadership Academy content?
In “The Handbook of Qualitative Research,” Silverman (2000) stated that “in some
qualitative research, small numbers of texts and documents may be analyzed for a very
different purpose. The aim is to understand the participant’s categories and to see how
they are used" (p. 826). Using Silverman’s statement as a guide, a summary of the
comments made in response to the open-ended survey questions follows. Categories of
emerged based on participant responses and key words derived directly from their
comments. The quotations included below supported the categorizations.
Responses to Open-Ended Questions: Impact
Participations wrote 108 comments in response to the question regarding
impactful learning experiences. Using key words contained in the comments, nine
categories emerged. Because this question asked the respondents to identify one or
more experiences that they deemed impactful, some of the comments contained more
than one category of response. Using key words and phrases, the comments were
categorized. The categories that emerged related to the Myers Briggs Type Indicator
(MBTI) and the Leadership Practices Inventory (LPI) 360 degree assessment, the group
project, networking, connection with senior leaders, interpersonal group dynamics,
communication, program content and understanding of how the university worked.
See Table 23 below for a breakdown of response categories by primary role. Only 21%
of the survey respondents were faculty, so the lower number of faculty comments was
expected.
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Table 23
Responses to Open-Ended Questions (Pt. 1)
Please describe one or more learning experiences of the Leadership Academy that had an impact on you.
Primary
Role

Comment Category
NetMBTI/LPI

Project working

Sr.

Univ.

Leaders

Dynamics

Comm.

Content

Understanding

Admin.

22

15

32

14

14

7

7

10

Faculty

9

2

2

3

5

0

1

2

Total

31

17

34

17

19

7

8

12

Key: Comm. = Communication, Univ. = University, Admin. = Administrator

Self-Assessments. The largest number of comments regarding impact referred to
the opportunity to participate in the LPI, Myers Briggs Type Indicator Step II (MBTI),
the 360-degree instrument administered during the program, and the networking
opportunities provided during the program. Sixty-five of the 108 comments (60%) on
impact indicated that either the LPI/MBTI or networking opportunities was most
impactful. Some respondents who commented on the impact of the 360-degree
instrument also mentioned the effect of completing and interpreting the MBTI. Nine of
the 23 comments from faculty mentioned the LPI/MBTI process as impactful, while
only two faculty comments mentioned networking as impactful.
Some examples of comments made about the LPI/MBTI are below. Please note
the demographic information that follows the comment: CA= Caucasian, AA= African
American, LA=Latino/a, AP=Asian Pacific Islander, OT=Other, M=Male, F=Female,
FA=Faculty, AD=Administrator and the numbers 1-6 refer to the LA program number
attended.
The MBTI exercise helped better identify my leadership styles. But I think it was the
LPI, and the coaching session, that was even more valuable. The feedback from folks I
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work closest with, along with the conversation I had with [LPI coach], helped me see the
areas I need to further develop. [CA, M, AD, 4]

The administrator above refers to the MBTI and LPI and mentions the coaching session
in which the interpretation of both documents was discussed. The comment above
expands upon the notion that while simply completing the instruments was impactful,
the coaching session had a notable effect, as well. The respondent below appreciated the
process so much that she used both the MBTI and the LPI as developmental tools in
organizational contexts outside of TU:
I found the most value in the 360 evaluation process and review. I have since
implemented that same tool at other institutions where I am affiliated. I felt it provides
an important tool to look for areas of professional growth and for supervisors to use to
help guide and develop direct reports. [CA, F, AD, 4]

The comment below describes both the timing of the LPI and personal insights
garnered from the process. Emotional self-regulation refers to the emotional intelligence
model (Goleman, 1998) presented in the program and used as a rationale for
participating in the LPI and MBTI assessments. LA includes the self-reflective
components of both the LPI and MBTI to provide increase participants’ emotional
intelligence. The respondent below mentions self-regulation and attributes the increased
understanding of her emotions to the LPI process:
The 360[LPI] was immensely helpful for me at a critical time. I had not been seeking
feedback about performance, and realized the need to. For one, I was affirmed to hear
how colleagues like working with me. The confidence the process gave me enables me
to take stronger stances as a leader. And I have invited feedback, aware for the first time
that this is a leadership behavior I should enact. Another important awareness was about
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emotional self regulation. I tend toward being anxious and I am more aware of not
burdening my team with that. They don't need to hear that I have so much to do, that I'm
sometimes feeling in over my head with tasks. They need a model for steady, high
quality work, and faith that the ship is being steered, and we will all get there. Because
we always do. We are very high- functioning, and it doesn't take anxiety to get us going.
That’s my stuff. [CA, F, AD, 6]

Self-reflective learning. The comment below describes the impact of selfreflective learning on interactions with others. According to Katz (1974), organizational
administrators should have three key skills: technical, human, and conceptual. Katz
(1974) described human skills as the ability to get along with others, to collaborate
effectively on teams, and to communicate effectively with colleagues. The comment
below explains the respondent’s experience of being able to improve his “human” skills
due to the MBTI and LPI process:
The Kouzes/Posner Leadership Practices Inventory was important in my learning how I
work with others and recognizing how I can better influence changes as needed. The
Myers-Briggs was interesting and allowed me to be more comfortable with my
interactions with others. [CA, M, AD, 2]

Another way to look inward and build self-awareness (Goleman, 1998) is to
understand our own areas of strength and weakness. The three comments below describe
the perceptions of three individuals who commented that the MBTI and LPI process
provided information for each on his or her own strengths and weaknesses:
I was impacted by the 360 degree evaluation. It was interesting to see how others
viewed my strengths and weaknesses compared to my own view. [CA, M, AD, 3]
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I really learned a great deal from the 360 inventory. It was truly helpful to see how my
direct reports, colleagues, and supervisor viewed my leadership strengths and
weaknesses. [CA, F, FA, 6]
The personality traits test that described our strengths and weakness’ as well as gave us
an idea as to what type of leader we were and what tools we needed to improve our
skills. [LA, F, FA, 3]

The two general comments below reinforce the value the respondents assigned to
the MBTI and LPI processes. While the first comment describes a previous experience
with the MBTI instrument, each respondent used the words useful and valuable to
describe their experience with the MBTI and/or LPI:
The Myers Briggs personality indicator was extremely helpful for me. While I had
previously gone through the assessment, it was a great review and reminder for me.
[AA, M, AD, 3]
The descriptions of different leadership styles and the self- examination were most
valuable to me (“Leadership styles” refers to the LPI). [CA, M, FA, 5]

Networking. The Merriam-Webster (2013) online dictionary defined networking
as, “the exchange of information or services among individuals, groups, or institutions;
specifically, the cultivation of productive relationships for employment or business.
While the word networking did not always show up in the commentary, the comments
often referred to components of the above definition. In addition, networking does not
technically describe a learning experience (to which the question on impact refers), but
one of the original program objectives under the “Communicating and Building
Coalitions” heading was to build and sustain professional and institutional networks and
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relationships. The comments below reveal respondents’ perceptions about the impact of
the networking aspect of the program:
LA5 increased my connections with people across the university who work at different
levels and positions. It also increased my understanding about the budget and the history
of the organization. It provided a better framework for understanding the scope of [TU]
as a whole. [CA, F, AD, 5]
Build[ing] relationships with [TU] peers. [AA, M, AD, 1]
I particularly enjoyed interacting with all areas of the University. In my daily job role, I
don't get to talk with folks in various positions and that is informative and satisfying for
me. [CA, M, AD, 2]

TU had a unique challenge because its Health Sciences Center (HSC) campus
was a couple of miles from its main campus. TU’s School of Dentistry, Pharmacy, and
Medicine and the College of Health Professions and Social Work were all on its HSC
campus; and many of its faculty and staff anecdotally described the difficulty of feeling
connected to the main campus. The main campus is the largest of the university’s sites,
and is home to 27,000 students and all of the faculty and staff who support them. Main
campus is the hub of TU’s institutional activities. The comment below describes the
experience of an HSC participant and the impact of attending a program on main
campus with main campus colleagues:
It was an extremely good experience to be on main campus and interact with professors
and administrative staff from the main campus. My entire [TU] experience is the Health
Science Campus and it was a great experience to see the University setting. [CA, F, AD,
1]
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In the case above, LA provided the opportunity for this administrator to meet and
interact with colleagues from TU’s main campus. The comment below indicates that an
additional benefit of networking was gaining an increased understanding of how the
university worked and seeing the university as a whole instead of the silo in which this
administration member worked. Not only did he describe how he became less isolated,
but he also noted how networking improved his self-confidence and contributed to his
ability to access university-wide opportunities:
I think the key learning I experienced in LA2 was the deeper awareness of other
segments of the University and their role in the overall picture. Receiving this in context
with my role among other leaders has allowed me to function more freely and flexibly
around the University. As leader of an "Auxiliary unit" (non-credit, non-matriculated,
pre-college students, etc.) it has been easy to become isolated or, at least, forced into a
narrow path of communication within the University. The insights gained of myself and
my place, along with the collegiality developed with other leaders, has provided me
greater access to university opportunities, and a confidence to become engaged with
other areas of the University. [CA, M, AD, 2]

Are the relationships developed in LA sustainable or are do they fizzle after the
program ends? The comment below indicates that the relationships built through
networking at the LA lasted well beyond the program timeframe. In fact, this
administrator maintained these relationships well beyond the first LA program in 2006:
I had the opportunity to meet a diverse group of individuals from various administrative
and academic operations. After seven years, many of the networks I built are still here
and I use them or reach out to them on a regular basis. [CA, M, AD, 1]
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LA program content gave participants opportunities to connect with peers and
senior administrators of the university. In different years, the senior leadership included
members of the Board of Trustees, the provost, the CFO and treasurer, and other
members of the president’s cabinet, who are the officers of the university and current or
former deans. Senior leaders made presentations, participated on panels, and attended
post-program day social events. Participants were able to interact and ask questions of
the decision makers and leaders of the university. The comment below describes how
networking with senior leaders was as valuable as networking with colleagues:
Honestly, the advantage and opportunity LA2 gave me was meeting other higher level
senior administrators and networking with other people from other departments that I
didn't know. [CA, F, AD, 2]

In addition to the comments on networking, there were 17 additional comments
that mentioned interacting with senior leaders as the most impactful part of the program.
It is interesting to note that all three of these comments came from members of LA 5.
During LA 5, program leaders adjusted the design of the Senior Leader Panel portion of
LA, Day 1 to a round robin format where senior leaders moved from small group to
small group to have short conversations. The rationale for the design change was to give
participants more “face time” with senior leaders. In the comments below, the
participants described this activity as “enjoyable” and “enlightening”:
[I]Enjoyed meeting the University leaders and hearing them speak about the challenges
of running the institution. [CA, M, AD, 5]
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One session focused on round table discussions, in small groups, with various campus
administrators. This provided a rare opportunity to ask questions of individuals that we
rarely can access. The conversations were enlightening. [CA, F, AD, 5]

The final two comments underscore the importance of building coalitions. The
first response describes networking as the “most important result,” and the second again
supports the notion that networking contributed to the respondent’s perception of his
ability to navigate “the complex [TU] organization”:
The most important result of LA3 was to grow my [TU] network. Other than that, I can
honestly say I really did not "learn" anything new. [CA, F, AD, 3]
The greatest benefit to me was meeting many new people throughout Temple to become
better networked and to also better understand the complex [TU] organization. [CA, M,
FA, 6]

Group projects. Seventeen comments described the required group project as
the most impactful experience. The administrator below explained that the LA 6 project
in which he participated had a “lasting effect” on him:
The team project has had probably the most lasting effect, as I continue to be actively
engaged in efforts to make the arts more visible out on the campus. [CA, M, AD, 6]

All LA groups must have a university sponsor that supports their project ideas
and teams. The sponsor has a stake in project completion and outcome. Often, the
project sponsors are university leaders. In the comment below, one administrator
explained that she found the group project valuable from a networking perspective,
which led to an unanticipated opportunity:
As part of my Leadership Academy Activities, we were asked to work on a project and I
had the opportunity to have the Dean [of the College of Science and Technology] as our
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Group Project Mentor. By taking an active role and volunteering to serve as a
Communication Liaison between him and the rest of the group, I had the opportunity to
have numerous interactions with him, have my strengths known by him, and later in the
year was invited to serve on the International Task Force. This was a terrific outcome
for me, and I’m happy to be of help in opening relationships between [TU] and
Universities in Brazil. [CA, F, AD, 2]

The required group project provided an opportunity for LA participants to
address a current university challenge or opportunity. Past LA group projects have
ranged from feasibility studies to turnkey operations designed to provide value to the
university. Additionally, through the LA group projects, participants engaged in small
groups across schools, colleges, departments, campuses, and disciplines. In the
comments below, participants described aspects of both group processes and dynamics
and their perceived impact. The reference below to forming, storming, norming, and
performing refers to Tuckman’s (1965) developmental stages in small groups:
I loved our group project and working in my team on it. Definitely a great way to learn
more about myself, other people's style, and others' roles at [TU]. [CA, F, AD, 4]
Working as part of team to develop our final project was very helpful in learning to
manage different personalities and work styles within the group. Trying to organize the
people within the group was sometimes challenging and the principles of Forming,
Storming, Norming and Performing were recognized throughout the process. [CA, F,
AD, 2]
The group project provided the opportunity to collaborate with fellow leaders on a
common project. It was challenging to work with a group of leaders when multiple
group members wanted to lead. It was an interesting exercise that provided practice in

79

an area that many leaders find themselves at one point or another...working with other
leaders, with strong wills, on important projects, strategic planning, and policy
development. [CA, F, AD, 5]
The learning experience of working in a team with folks that process differently was
impactful. My group began with 7 to 8 members and ended with 3 during the
presentation. We completed the project, despite the huge amount of storming. Lessons
were learned with my direct interaction with the group and also by observing others in
the group. [AA, M, AD, 3]

Teambuilding. Several participants mentioned the experiential teambuilding
component of LA that program leaders discontinued after LA 6, in 2011-12. It is worth
mentioning because several of the respondents chose it as the most impactful component
of the program. Ultimately, participants either loved or hated the experiential
teambuilding component. The following open-ended question stimulated these
responses, “Please describe one or more learning experiences of the Leadership
Academy that had an impact on you.” All of the responses to this question were
positive, but as the example below shows, answers to subsequent open-ended questions
provided a less than positive or outright negative view of the experiential teambuilding
component:
I had a unique experience during the day in the student pavilion. In group dynamics like
that, where the physical aspect is novel and the group members are not familiar with
each other as team members, I usually take on a leadership role. However, this time,
there was another person who also rose to take leadership, and we had different ideas.
There was an opportunity to learn how to negotiate who would set the direction for the
team. [CA, M, AD, 6]
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The comment above describes how this participant felt able to “flex” his style and
understand that the group dynamic of the exercise did not require the type of behavior to
which he was accustomed. The next two comments also indicate that participants
learned from being outside of their comfort zones while participating in the experiential
teambuilding exercises:
I hated the idea of the physical team building exercises, the ropes course, and I surprised
myself when I did enjoy it. Taking that risk made me grow. [AP, M, AD, 5]
Team building exercises (in the gym) -- Sherpa - scary, but rewarding [AA, F, AD, 4]

The comment below details how this participant described practicing the use of
her emotional intelligence model (Goleman, 1998) due to her participation in the
experiential teambuilding exercises:
Other experiences that I learned from and were great practice in using emotional
intelligence were the exercises at the Student Pavilion and the team project. [CA, F, FA,
4]

The participant’s comment below encapsulates the impact of the program. She
describes how her approach to group dynamics changed because of her attendance and
how the LA experience contributed to her professional development:
The LA experience helped me see how a team of people working from different
perspectives/roles but toward a common goal get things done in a more effective way.
e.g. When planning for the start of a semester, I bring in people from different offices
around campus to meet and discuss from our different perspectives how we can work
together to make it an effective start. Another major thing for me was just a change in
mindset from leader being "knower of all things" to a leader being someone who can
listen to these various perspectives, not "knowing" the answer, synthesizing the
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information, and making decisions based on that. Although I have seen myself as a
"leader" for years-- there was a certain cache' to participating in the program- especially
in the first year, I thought, since many things were changing (new
president/provost/agenda). At the end of the year, I had three people from other
departments trying to get me to leave my college and work for them-- two of which
turned into actual job offers. Ultimately, I decided to stay in the same college and was
promoted just a few months later. [CA, F, AD, 1]

Responses to Open-Ended Questions: Change About Experience
Participants provided a total of 108 responses when asked about what they would
change about their LA experience. Twenty-six (24%) respondents selected the “no
changes” or “nothing” category and described an overall positive experience. Additional
comments regarding group dynamics and the team project garnered the largest number
of responses. Again, faculty members made fewer comments than administrators. Table
24 displays the results of this open-ended question. The table includes the following
content categories: nothing or no change, group dynamics, the group project the
respondent worked on during the program, Senior leadership, the length of the program
days, a desire for more career development opportunities, a desire for more postprogram interaction and learning, a particular area of content that the respondent
believes needs change and a desire for opportunity to have a mentor.
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Table 24
Responses to Open-Ended Questions (Pt. 2)
Is there anything you would change about your Leadership Academy experience?
Primary
role

Content category
No

Group

Group

change dynamics project

Senior

Length

Leadership

Career

Post-

Content

develop.

program

area

Mentor

Admin.

22

20

19

5

6

4

7

8

4

Faculty

4

2

1

0

1

0

2

3

0

Total

26

22

20

5

7

4

9

11

4

Key: Admin.=Administration, develop. = development
The largest number of responses (n=26) to the open-ended question about
changes in the LA experience fell into the “no changes” or “nothing” category.
Examples of these comments include the following:
I think this is a great program. Meeting senior administrators and building
networks with other participants is very valuable. [CA, M, AD, 2]
I would not change anything about the program. [AA, M, AD, 3]
No. I was pleased with the program upon completion, and on reflection, I feel
the same way today. [CA, M, AD, 6]
I've learned so much since LA2 that I don't know if that was natural or LA2 set
me on the proper course. I wouldn't change anything. I hope you continue to
bring senior management into the LA when they are available. It is great to hear
good things from the top. [CA, M, AD, 2]
It was a truly wonderful experience! I greatly enjoyed it and have recommended
that my faculty members attend. [CA, F, FA, 6]
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Many of the responses simply said, “No,” while others responses represented variations
of the themes shown in Table 24.
Group dynamics. Further review of the responses to the question regarding
recommended changes in the LA experience produced negative comments about specific
aspects of the program experience. Seventeen different comments described some aspect
of the group dynamics that respondents would have changed. Early on in the operation
of the LA, program leaders assigned teams on the first day of the program. Several
factors went into developing teams, including the faculty-to-administration ratio, race,
gender, department, and length of service at the university. In addition, program staff
solicited project ideas prior to LA, and participants chose from a pre-determined list of
approved projects that already had a university sponsor. During LA 5, program leaders
modified the design to let the participants choose their own project ideas and groups.
Both changes resulted from participant feedback on post-program feedback forms. As
the comments below indicate, the selection process affected some respondents’ ability to
interact with other team members:
Perhaps finding a better way to match the groups. I know this is challenging to begin
with, but I ended up with the majority of my group on a different campus. This made
meetings and group work even more challenging. [CA, M, AD, 4]
You have already changed the first 2, I believe: / 1. As much as I enjoyed being in a
team from day 1, I really didn't get to know the other LA4 participants on other teams. /
2. .I was totally uninterested in the project selected by my team. Given the time and
effort we all put into it, I would have felt better if the topic was something I cared about.
[CA, F, FA, 4]
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Frequency data provided earlier in the chapter shows that the largest percentage of
program participants were Caucasian. Only 12.5% of the population of LA participants
in this study was African-American. The following comment describes one African
American female’s challenges with her group’s dynamics from a cultural context:
I didn't bond particularly well with the group or with my team. Networking sessions
were a challenge…Not an especially diverse group (from a cultural standpoint). I felt
awkward and alienated. I guess my sense of a change might be to emphasize a mix of
participants from more diverse backgrounds -- I think maybe this is a goal that is already
incorporated - just didn't work out so well with my group. [AA, F, AD, 5]

Several respondents described how the lack of interactions among participants
outside of the project teams negatively affected group dynamics. Their responses
indicate a belief that the program designers/facilitators could have positively influenced
the group dynamics by providing participant interaction outside of project teams. In
addition, the final comment mentions over-participation from different departments as
one of the contributing factors to less-than-optimal group dynamics:
Because there were so many from my unit, I wish we had been assigned seats/tables to
get to know others more. I realize that I could control that as well and put myself with
others; but as we are creatures of habit, we all got used to our seat in the room by about
the second session and 'groups' formed. I really enjoyed getting to know others during
the project experience. [CA, F, AD, 6]
I would force members to move around each month so they had a chance to interact with
all members during the program. It seemed people developed their own groups early and
pretty much stayed together. I also would have assigned the project earlier and had the
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discussion about project development earlier. It would have made it easier for all of us.
[CA, M, AD, 6]
I did not like the way projects and their committees were selected. I felt the process
encouraged those who already knew one another to stay together and did not encourage
individuals to work with those whom they did not know. I think LA 6 had too many
people from just a few depts. [CA, F, AD, 6]
More opportunities to meet people who are in the same LA. We meet the first day with
introductions. Then we begin working with our group members. So, opportunities to get
to know others across the room are limited--people begin spending time with their group
members because it's comfortable. [CA, F, AD, 5]

The final comment below seems to typify previous responses regarding the issue
of group interaction. The respondent describes herself as “constrained” by only
interacting with project teams instead of the entire LA group:
Yes, I wanted to participate in the LA to meet and network with others across the
university. The structure of every meeting and task had us limited to our own group.
Rather than meeting dozens of others, I felt constrained by only interacting with my five
team members. Incidentally, they were great, but it didn't feel sufficient. [CA, F, AD, 4]

Group projects. Nineteen of the respondents mentioned the group project in
their responses to the “What would you change about the LA experience?” question.
Some participants described project implementation as something respondents would
change. The following administrator noted that funding for a graduate student to assist
with project details would have changed her experience of producing the team project
and completing it to her satisfaction:
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I wish our team had managed to implement the group project. [It would] be great if
university could provide resources for "winning" ideas. Maybe the presentation could be
a chance to win funding. If we had a grad student worker for 5 hours a week this fall, I
think the thing might have gotten done. [CA, F, AD, 6]

Members of project groups are often disparate by function, level, race, gender,
and campus. The following respondent described a less than satisfying experience with
the group project. The perception was that more “excitement” or “actualization” of the
group project would have changed his experience:
I believe there is a great benefit to the diversity of folks that participate. However, I
found it particularly difficult to find a group with a common-enough focus to make the
group project as beneficial as it might have otherwise been. I don't have a specific
recommendation, though it might be useful to examine this project more deeply if there
are others who felt that it can feel like a fair amount of work, but without an end result
that is particularly exciting. Another way to express this might be that I found a great
value in the self-exploration, the group discussions about the various topics, and what
was learned, but I think we struggled a bit when it came to actualizing those
understandings into an LA project or outcome. [CA, M, AD, 5]

The comment below describes another unmet expectation from the group project
process. The respondent below had hopes that the group project would be of value to
her, her group, and the university. She described a reflective process that identified both
the project topic and the time constraints of team members as challenges:
Developing a project for university’s use was not as helpful as I hoped, but perhaps the
issue was the project our team selected. All team members were busy, so scheduling
time together (across campuses) was a challenge; however, we did work well together.
[AA, F, AD, 4]
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Not all comments about the group projects were negative, however. As the comment
below indicates, the group project was of value to some respondents:
The group project and presentation was a true learning experience. Collaborating with
peers at this level is challenging and yet rewarding. More time away from our current
responsibilities might have helped. [A, F, AD, 6]

Post-program activities. Several respondents mentioned to a desire for more
post-program events and follow-up. Some of the participants suggested the creation of
an alumni network and follow-up programs geared specifically toward LA graduates:
I'd love to see LA alumni get together periodically. I would be happy to work with folks
on seeing if there's interest. We could try some different possibilities to see what might
be helpful. [CA, F, AD, 5]
I think the group program should meet twice/yr after the initial academy with ongoing
organized academy workshops. [CA, F, FA, 4]
I would have liked for us to be more engaged as a group or class throughout the year
after completion of the academy. I know that I retained many connections but it was
something I would have really appreciated if administration had a once a quarter
luncheon for all of us in each academy to gather for a lunch at the Diamond Club or
even a refresher/inspirational lecture where we could also have brought a perspective
participant for future. [LA, F, FA, 3]

Other comments suggested networking opportunities and continuous learning as a
reason to have post-program events or gatherings:
I would like to participate in additional training programs within another cohort of
university leaders both to enhance skills and grow my internal network. I would like to
see LA within a ladder of other training and networking opportunities. [A, F, AD, 6]
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One thing I would have liked is more opportunities to work with the Leadership
Academy to continue developing my skills. It ended with the Academy. [AP, M, AD, 5]
I would add follow up or refresher meetings. Organizational strategies and
environments are not static, these sessions could provide an open supportive
environment for discussing current trends, solutions etc. [AA, M, AD, 3]
I would try to give participants better opportunities to network after the end of the
experience. [OT, F, AD, 2]

Program content. A small number of respondents referred to program content
and offered suggestions on programmatic changes. The comments below provide
examples of these suggestions:
Perhaps different levels of LA available to the university…As someone who has gone
through the M.Ed. and has been exposed to many leadership books, speakers,
assessment tools, etc., I found some of the content of LA to be repetitive; but the things
that were repeated for me were nice to have reinforced! [CA, F, AD, 6]
I think it was a bit disjointed. I would prefer to see the leadership styles emphasized
more so that as we engage in the various instruments, that we are more able to reflect on
how to incorporate or leverage our personal strengths and proclivities within each of the
models. I think too many of the topics are addressed at the surface, which does not
allow for the growth and development that HR may wish for as a result of this program.
I was confident in my ability to communicate and persuade before the academy, and a
half day on communication strategies will not improve my abilities. Again, I would
encourage a stronger thematic tie from week to week that allows participants to dive
deeper into specific areas targeted for improvement or development. So, what do you
want participants to be able to do and show at the end of LA? Form alliances across the
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university? Deepen understanding of university functions? Create personal succession
plans? And then work backwards from there... [CA, F, AD, 4]
Although the panel presentations were terrific, I'd like to suggest that the leaders brought
to those sessions be presented with questions from the audience ahead of time, so they
have the opportunity to answer some of the things that the program participants may not
have the courage to ask during the session. I also believe that there were not much depth
in the budget related issues, which is such an empowering tool to provide to participants.
[CA, F, AD, 2]
Too many things focusing on [TU] itself…I would have preferred some of that, but
more of a focus on developing me as a general leader, rather than as a leader at TU
(original emphasis). [CA, M, FA, 5]

Other comments referred to the length of program days (too long) and a desire
for more time with and presentations from the university’s senior leadership. Additional
responses suggested that the academy adopt more of a career development focus and
include a mentoring component.
Responses to Open-Ended Questions: Change of Content
The final open-ended question on the survey asked the respondents if they could
recommend any changes to program content. The responses fell into nine categories: no
changes, academic rigor, interaction with senior leaders, program structure, politics,
leadership theories, MBTI/LPI, duration, and communication (see Table 25). By far, the
largest number of comments fell into the category of no changes (n=45) or were positive
overall comments regarding the program. There were fewer responses to this question
than the other two open-ended queries; and because there was some overlap in the
responses, one could posit that respondents believed the questions about change of

90

experience and change of content to be similar. Table 25 presents responses by category
to this question. See Table 7 for a breakdown of categories by primary role.
Table 25
Responses to Open-Ended Questions (Pt. 3)
Is there anything you would change about the Leadership Academy content?
Primary

Content Category

role

Role

Academic
Nothing
rigor

Interaction
w/sr.
TU
leaders structure Politics

Leadership

MBTI/

theories

LPI

Duration Comm.

Admin.

40

3

6

1

2

3

1

2

4

Faculty

5

0

0

1

1

0

1

0

0

Total

45

3

6

2

3

3

2

2

4

Key: Admin. = Administrators, Comm. = Communication
Note: There were categories that had only one response that are not included in the table below.

The comments below provide examples of participants’ responses to this question:
Overall, I was pretty satisfied with the content. [CA, M, AD, 4]
I feel that most of the content was pretty good and interesting, especially the MyersBriggs profile. I learned a lot from that. [AA, M, AD, 6]
No, I found the sessions on point. [CA, F, AD, 6]
No, I thought the variation was good and can't be everything for everybody. [AA,
M,AD, 3]
I would not change anything about the Leadership Academy content, as I find the
information even more useful and resourceful to me today. [AA, F, AD, 2]
I liked the scope of information covered in LA: different administrative roles and
positions, some about the history, some about the budget…No recommended changes…
[CA, F, AD, 5]

91

I think a few things have changed and evolved since the first go around. I think that first
round was great, so I can only imagine how good the experience is now. [CA, F, AD, 1]
Not really…I think it is fairly comprehensive. [AP, F, FA, 6]
These comments include at least one response from each of the LA cohorts. Most of the

responses from both faculty and administration, however, were simply, “No,” meaning
they had no recommendations for changes to the program.
Interaction with senior leaders. After the large amount of comments that fell
into the no or nothing categories, there was a steep drop off in the number of responses
about specific changes of content. For example, six respondents described a desire to
have more time and interaction with university senior leaders:
More interaction with senior leadership would be welcome. [AP, M, AD, 5]
More presentation/QA sessions with the executive teams. Scoring one with the president
would be great! [CA, M, AD, 5]
I believe it was engaging, diverse, and that it is structured across the year keeps it in play
long term. But I would seek to somehow link the alums in a more structured way once a
year or two, like a team meeting/class meeting/follow-up meeting, with a grease board
sign-up sheet for collaborative projects. Invite/ involve the deans, provost, [and] senior
leadership to engage these people. [CA, M, AD, 6]
Incorporate a session with the president and make it more interactive. [AP, F, AD, 6]
More opportunities to meet and interact substantively with university colleagues who
would have a direct impact on professional growth at [TU] would have been helpful.
[CA, M, AD, 1]

The last comment was the only one to touch upon professional growth and career
advancement.
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Academic rigor. The remaining comments came from a variety of perspectives.
Three respondents described academic rigor as an area in need of change:
Nothing major; however, I would recommend more reading and discussion. [AA, M,
AD 2]
Required reading something in student affairs or higher education- best practices. [CA,
M, AD, 6]
The experience required me to read several books, a bit more than I expected. While I
understand the need for prepping each participant, this should be appropriately balanced.
[CA, M, AD, 3 ]

Group project. One comment described a previously-mentioned challenge with
the group project regarding resources:
I'm not sure the project model works well. We had a great project and an active group,
but there were no resources to continue the project beyond LA. I think this happens in
several instances. [CA, F, AD, 4]

Organizational structure and finance. Two comments described a desire to
know more about the TU finances and the organizational structure of higher education:
For me, more about finance/ budgets/operations of institutions of higher learning. [CA,
F, FA, 6]
Perhaps even more content on the organizational structure of [TU]. [CA, M, AD, 6]

University politics. Closely related to organizational structure was a desire to
learn about how to navigate the political environment at TU:
Perhaps add a session to openly discuss how to navigate [TU] Politics tools to help
successfully navigate [TU] Politics or Institutional Politics? [CA, F, AD, 2]
More information on political traps presented by personalities occupying administrative
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positions. [CA, F, AD, 2]
Perhaps more exercises or role-playing to practice leadership. Also would be nice to
include something on how to be more politically savvy as one "moves up the ladder".
[CA, F, FA, 4]

Two comments noted the need for improvements in group interactions, a
sentiment that mirrored responses to the previous question about suggested changes in
the LA program:
More interaction w/ different people at each LA meeting. [CA, F, AD, 6]
More activities to encourage cross department/job type collaboration [TU] is still often
one area/school/department aligning within itself and not as open as could be with
working with other areas. These walls came down among the Team members, but I
think a greater emphasis on dissolving barriers within University could be helpful. I may
be viewing this as more of an "outsider" as I entered LA2, but it is such a desire to see
more reaching across (depts.,/faculty/administrators, etc.) [CA, M, AD, 2]

Leadership. Three responses requested more content on leadership theories,
skills, and traits:
More emphasis on leadership skills and traits. CA, M, AD, 1
Possibly add some academic rigueur on different types of Leadership...not just a
practitioner or organizational perspective but look into the theories of leadership and
team development...we all work in teams and groups - so what does the lit. say about
leadership attributes...that would have been helpful to know there is more than 1 way
plus emphasize that we can all be leaders even if the context is within our own office ,
team, group or families. [CA, F, AD, 1]
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Another respondent requested more practical, action-oriented, or “real-world” solutions
to leadership issues:
Perhaps including in the content some practical real world examples of leadership in
action or including as an option instead of a University project, some real case scenario
that would require appropriate tools from skilled leaders in "best way" to navigate
through a situation. I believe requiring each candidate to bring in a "case-study" that of
course would be confidential but could be dissecting by small groups with a broad lens
as to what strategies would best be implemented would give a better take home than just
a finished university project. [LA, F, FA, 3]

While the program designers felt that the portion of the academy that focused on
the LPI 360-degree instrument and the MBTI was significant, the two comments below
describe a desire for more time on these two topics:
I think the issues of self assessment about leadership and emotional intelligence should
be done earlier. We did that late in the process and I don't think I got as much out of that
as I could. [NA, F, FA, 2]
I wish we could have spent more time on self awareness with the 360 and the MBTI and
understanding how those tools could help us be more effective. More self-reflection
instead and/or tools and exercises to help us be better managers and leaders across the
organization - a session on giving and receiving feedback (including role playing) would
have been great. [CA, F, AD, 6]

Effective communication. In each of the LA years, there has been either a half
or full day on communicating effectively as a leader. Based on feedback from the three
participants below, and similar comments made on post-program-day evaluations,
program leaders decided not to retain the consultant used for the first four LA sessions:
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Some of [the] Communication (lecture) section was a waste of time. [CA, F, AD, 3]
Yes. The day that focused on media and PR felt like a complete waste. Not sure if you
want names of specific presenters that contributed little, if anything, so I'll keep it
generic. In addition, we had an entire missed session because of snow that should have
been rescheduled. Felt like we were short-changed. [CA, F, AD, 4]
I felt like the communications portion of the program was a bit weak -- it focused on
superficial aspects of communicating on camera as opposed to the substance of
developing and focusing on key messaging points. I would have liked more time for
informal interaction with my classmates. [CA, M, AD, 4]

Despite the change in presenter, the comment below indicates that the
communication portion of the program content was still an issue for at least one
respondent in LA 5:
I thought the communication module could have been improved. Otherwise, I thought
all content was beneficial. CA, F, AD, 5

Length of sessions. A small group of respondents referred to the length of
program days or the length of the entire program. Most participants simply stated, “Too
long.” The comment below represents one of the more descriptive responses:
It has been 2 years so my memory isn't as sharp about this experience as when I initially
finished but I think some days the agenda could be tightened up to 1/2 a day. Also, I
think the curriculum could be examined to look to remove some of the redundancies
among some of the leadership exercises...Of course as different theories of leadership
are discussed there is bound to be some contextual overlap but I do remember feeling
that some presentations had a redundant feel to them not necessarily with the same day
but with past days. [CA, M, AD, 5]
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Summary: Responses to Open-Ended Questions
Through their responses to the open-ended questions, survey participants shared
extensive information about the things that they liked and disliked about the LA
program. While the statistical data did not point to any particular program shortcomings,
the responses provided useful data on both the overall value of the program, and aspects
of the program that participants felt needed modification.
Analysis of Interview Data
The researcher conducted 15 interviews over a 12-week period during the
summer of 2013 to augment the responses to the open-ended questions and provide
deeper understanding of the LA participants’ experiences with the program. The
researcher used the SPSS random sample generator to draw 15 subjects from the 75
survey respondents who agreed to take part in an interview. The first sample set did not
include any faculty or non-Caucasian respondents. Because previously-run quantitative
data indicated that race and primary role factored into a respondent’s view of the
program, the researcher drew a second sample, which provided more diversity and was
more representative of the LA participant population.
Agreeing to be interviewed implied consent, but respondents also signed separate
consent forms. The researcher digitally recorded the interviews and had them
professionally transcribed. The transcription documents provided the content and
commentary on the experiences of the interviewees. The interview protocol included
four standard questions:
1. Where did this experience of the Leadership Academy fit in your life?
2. What was your professional career/life like before the Leadership Academy?
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3. What has your professional career/life been like since the Leadership
Academy?
4. Were there any changes in your professional/personal life as a result of
attending the Leadership Academy?
Some, but not all subjects also responded to three follow-up questions in different
combinations:
1. What was it that interested you in Leadership Academy?
2. Is there anything you would change about the experience?
3. What were the most impactful moments or aspects of the program?
Table 26 lists the demographic characteristics for the random sample chosen for
interviews. The sample chosen for interviews included 7 females, 8 males, 13
administrators, and 2 faculty members. Twelve of the respondents were Caucasian, and
the remaining subjects were Asian/Pacific Islander (n=1), Latino (n=1), and African
American (n=1). Interview respondent ranged in age from 36 to 69, and they
represented four of the six LA programs (i.e., 1, 3, 4, and 6).
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Table 26
Demographic Characteristics of Interview Respondents
Respondent
#

Gender

Race

Age

Professional
status

Leadership
Academy #

1

Female

Caucasian

48

Administration

1

2

Female

Asian/Pacific

55

Faculty

6

Islander
3

Male

Caucasian

69

Administration

1

4

Female

Caucasian

41

Administration

4

5

Male

African

54

Administration

3

American
6

Male

Caucasian

48

Administration

4

7

Male

Caucasian

39

Administration

4

8

Female

Caucasian

48

Administration

6

9

Female

Latino

62

Administration

6

10

Male

Caucasian

39

Administration

1

11

Female

Caucasian

47

Faculty

6

12

Male

Caucasian

55

Administration

6

13

Female

Caucasian

36

Administration

6

14

Male

Caucasian

55

Administration

3

15

Male

Caucasian

39

Administration

6

The researcher conducted an in-depth analysis of all interview responses, which
revealed several key themes. The constant comparative method of analysis (Glazer &
Strauss, 1967) aided in identifying these overarching themes, as reading and re-reading
responses revealed observable patterns in the data. As these themes emerged, the
researcher coded key phrases and narrative responses that directly or indirectly answered
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the interview questions to illustrate the patterns. In addition, a continuum within each of
themes emerged from the analysis of the responses. Table 27 illustrates the themes that
emerged from the data during the coding process.
The following sections provide a thematic analysis of each question and the
resulting continuum of themes. Overall, the interviewees had an overwhelmingly
positive perception of the overall program, which aligns with both the statistical survey
data and the responses to the open-ended questions.
Themes that emerged from responses to interview Question 1 involved length of
service at the university or in the work world, which influenced participants’ perceptions
of the LA experience. Patterns in the replies to interview Question 2 bore some
relation to subjects’ time in the workforce, but focused on how their colleagues and
superiors viewed them. Many interviewees mentioned aspects of the emotional
intelligence model (Goleman, 1998) in response to Question 3, and described
themselves as either more self-reflective. In addition, some respondents used their
enhanced ability to be self-reflective to build improved professional networks. Several
interviewees described an increase in self-confidence that resulted from feeling more
self-aware and aware of others. These responses correlate directly with the emotional
intelligence, self-awareness, and social awareness quadrants. The themes derived from
the responses to Question 4 include areas where the interviewees’ perceived specific
improvement.
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Table 27
Interview Question Themes
Respondent #
&
demographic
characteristics
1
CA, F, AD, 1
2
AP, F, F, 6
3
CA, M, AD, 1
4
CA, F, AD, 4
5
AA, M, AD, 3
6
CA, M, AD, 4
7
CA, M, AD, 4
8
CA, F, AD, 6
9
LA, F, AD, 6
10
CA, M, AD, 1
11
CA, F, FA, 6
12
CA, M, AD, 6
13
CA, F, AD, 6
14
CA, M, AD, 3
15
CA, M, AD, 6

Question # 1
category

Question # 2
category

Question # 3
category

Question # 4
category

New-to-TU

Rising star

Seasoned

Superstar

Seasoned

Veteran star

New-to-TU

Rising star

Seasoned

Veteran star

Mid-career

Rising star

New-to-TU

Rising star

Mid-career

Rising star

Mid-career

Superstar

New-to-TU

Rising star

Seasoned

Superstar

EIRcommunication
EIRNetworker
EIR Networker
EIRConfidence
EIRConfidence
EIRCommunication
EIRConfidence
EIRConfidence
EIR Confidence
EIRNetworker
EIRConfidence

Seasoned

Veteran star

EIR-Networker

Mid-career

Rising star

EIR-Networker

Seasoned

Rising star

New-to-TU

Rising star

EIRCommunication
EIRConfidence

More effective
supervisor
More effective
supervisor
Improved
networker
More effective
supervisor
More effective
supervisor
Improved
networker
More effective
supervisor
More effective
communicator
Improved
confidence
Improved
confidence
Improved
confidence
Improved
confidence
More effective
supervisor
More effective
communicator
Improved
networker

Thematic analysis: Question 1 - Where did the LA experience fit in your
life? Three categories of responses emerged from the data analysis for Question 1 that
connected to career path within TU and or overall career path: New-to-TU, Mid-Career
professionals and Seasoned professionals. Several respondents were new to TU when
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they participated in LA, though all were mid-career professionals. One such “new-toTU” respondent stated the following:
I attended Leadership Academy shortly after I came to Temple…I think in the first three
years. So, I would say…I’m just gonna situate this, in that the experience was really
early on for me, as a leader and a manager. And…um… and I think at a really great time
for me, personally and professionally…um…Because, you know, I tend to think that
when you come out of your doctoral studies, there’s a little piece of you that thinks you
know everything that you need to know at this point. And then, you know, there’s the
little piece that says, “As a long-life learner and doctoral student, you don’t know
anything about anything.” [CA, F, AD, 1]

A second “new-to-TU” respondent made the following statement:
Worked there [Budget and Finance] for a couple positions…I started off as an analyst,
then became a manager; and the manager position is when I entered into the Leadership
Academy. Um…So, the Leadership Academy was kinda right in the middle…early on, I
guess…in my [TU] career. Leadership Academy 1, the first one…the first class…So,
that was exciting. [CA, M, AD, 1]

A third “new-to-TU” subject responded as follows:
So, I guess I was in my second year when I…second year in this position, as an assistant
dean. The Leadership Academy couldn’t have come at a better time…um…because the
first year, I got to really listen, observe, understand the culture; and the second year was
where I can, you know, really kinda branch out. So, that Leadership
Academy…um…helped me in a multitude of different ways. Once…um…just to
understand the university’s culture a little bit more…who the movers and shakers are…
[CA, M, AD, 6]

Four respondents described a “mid-career” viewpoint at the time they entered the
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program. The researcher labeled mid-career responses as such based on participants’
longevity in the organization, age, and their own description of work experiences that
described an understanding of themselves and organizations. Mid-career category
responses reflected a more experienced perspective than those who were new to the
university. One 48-year-old “mid-career” participant shared the following response:
Been at Temple for three years, and…um…I fully expected to work my way up slowly,
but…um…but Leadership and Institutional Advancement saw the connection between,
you know, the…that I had…I had operated in very large complex institutions with many
stakeholder agendas to balance and was able to do that in conjunction with working with
families facilitating their plans. So, they saw that as directly applicable, and…um…and I
was offered the position…um…instead of…uh…directing a unit, directed a portfolio of
units. [CA, F, AD, 6 ]

A 36-year-old “mid-career” respondent stated the following:
So, I’ve been with the university for… um…11 years, actually…um…I’m actually
coming up on my 11-year anniversary next Tuesday. Leadership Academy came at a
point in time for me when I was…um…taking on the full-time…I had just taken on the
online MBA, and I was gearing up to take on the…I had just taken on the online, and I
was gearing up to take on the full-time…uh…MBA program. Um…And I…You know,
it was…it was a really nice nod from…from the Dean’s Office, and from the deans who
are in my office…um...to say, you know…um…”We think you’re…you’re ready for
this.” [CA, F, AD, 6]

A second 48-year-old “Mid-career” respondent shared the comment below:
But I’d been there (San Diego State University) long enough, and was in the position to
step into a directorship of a department. Um…But not…But having so many varied
experiences, there wasn’t that spot. So, moving here, to an associate director’s role, was
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a good fit. The expertise I gained from the “Apply Yourself” rollout was certainly
useful, and I was part of the Banner implementation team for admissions and recruiting.
Um…That brought me to, I guess, right about when… uh…Leadership Academy was.
[CA, M, AD, 4]

Each of the “mid-career” respondents above described additional responsibilities or
promotions that drove their desire to apply for and participate in LA.
A third category of “seasoned” respondents emerged. “Seasoned” subjects
responded from a perspective of extensive work experience, and described themselves in
a way that mentioned either length of time in the work world or a high level of
responsibility. One “seasoned” interviewee made the following statement:
Um…Um…My academic rank was professor…is professor…but it was that time, too.
I…I feel…It certainly wasn’t in the first half of my career. Uh…I’d like to think it was,
sort of, at the peak; but not in the way that, after a peak it has to come down. But it…it
was at…um…at a point…uh… where…uh…I had a lot of responsibility, and I had…I
carried more titles than I had ever before. [AP, F, F, 6]

A second “seasoned” respondent stated,
As you’re aware, I came to the university late in my career, after I had had probably 30
years or so experience in the world outside of academia. [CA, M, AD, 1]

Another “seasoned” participant shared the comment below:
And I have a couple of different hats, although they haven’t changed since Leadership
Academy. I’ve been here [at TU] for…gosh…about eight years, now. So, that really
was the research experience that I’ve had…actually for the past 15 years…is working
with people that…um…that I’ve hired...um…that are at a lower level than I am Yeah, so
that really was the total of my leadership skills. [CA, F, FA, 6]

While one could assume that length of time in the work world would automatically
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provide leadership experience, the responses from the “seasoned” respondents did not
support that assumption. All but one of the respondents described themselves has
having little or no formal leadership training, even though they had extensive work
experience
Thematic analysis: Question 2 - What was your professional career/life like
before the LA? Because prospective LA applicants must seek the signature and

recommendation of a senior leader in their school, college, or department, the second
question spoke to the respondents’ perspective on work and career prior to attending LA.
The commentary from the respondents described a hierarchy or “star” status. The term
star, in this case, refers to an individual who has distinguished herself through her work
performance. All LA participants have established themselves as stars of some kind in
their respective roles at the university.
LA’s mission is to build and sustain the university’s leadership capacity by
preparing high-potential organizational leaders for new or increasingly-complex
leadership roles. The criteria for acceptance into the program are exemplary
performance, demonstrated ability to take on increased responsibility, and the potential
to advance in the university. As a result, “star” status is a foregone conclusion among
the participants. Therefore, the responses to the second interview question revealed each
participants position on the “star” continuum. Four categories of “star” status emerged:
“new star,” “rising star,” “veteran star,” and “superstar.”
The “new stars” were relatively new to the university when they participated in
LA, and received recognition early on in their TU careers as high performing-high
potential employees. This early experience colored their perceptions of LA. One “rising
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star” described his experience below:
Sure…Um…Well, I’d been in admissions for…um…probably about 13 or 14 years
before I got to [TU]. So, I had the experience of working at two other institutions… So,
I was…um…was lucky that there was an opening at [TU] …actually at the suburban
campus…at the time. Um… the…uh…director out there, and I hit it off great. I was…I
was lucky enough to get the job, and I oversaw the admissions and marketing and PR
efforts at the suburban campus. [Attending LA] was more, for him [the director], an
opportunity for me to get integrated into the [TU] community, which…which clearly
was a good thing for…for me…and, in turn, I think, for…for the suburban campus. [CA,
M, AD, 3]

The two other “new stars” described their prior work experiences at other
organizations and explained that the advantage of these experiences helped them attain
their current positions at TU. All three of the “new stars” participated in LA within the
first three years of their employment at TU.
The second category that emerged was the “rising stars,” which described
individuals who had some longevity within the university and had received some
recognition from their supervisors and peers as high performers. The nomination for LA
served as a “pat on the back” to these “rising stars.” One such individual responded as
follows:
Um…I actually was an undergraduate student here at [TU]…um…and I was doing
my…my class work from both the main campus and the suburban campus. I ended
up…uh…getting a part-time position in the Student Life Office out at the suburban
campus prior to graduation. Uh…[I had] some timing work out where…uh…folks
vacated positions in that office. I did a graduate assistant position through that office. I
went back and got my master’s in ed admin here at TU, and then I got a full-time
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position in Student Life Office. I was there for about two years in that position; and
then, in…uh…fall of 2002, I came down to the Business School and started working as
an academic advisor in the Advising Center. I was there three years before I came over
to this [Honors Program] office. At that point, I was already thinking about long-term
career progression. So, I thought if I had some student affairs experience, it might be
good to get some academic affairs experience. [CA, M, AD, 4]

This “Rising Star” was homegrown and working his way up at the university. All of his
career moves were to higher-level positions prior to attending LA, hence the “rising star
label.” A second “rising star” offered the following statement:
And a lot of that changed over the course of my three-year tenure, before
Leadership Academy, in terms of we took over a lot…what used to be
centralized…what used to go to other departments became the…the purview of the
College of Ed itself. Um…Because now we have this infrastructure that I built, but was
really focused on learning about the college and what we needed. And then, sort of, just
beginning to, sort of, branch out and say, “Okay, we have these needs. How are we
gonna get them met?” The dean asked me to apply. So, that was [Laughter]…It was
basically, “I want you to go.” [Laughter] Okay. [CA, F, AD, 4]

The quote above describes a “rising star” receiving a recommendation from a dean for
LA. A third “rising star” responded with a synopsis of her career progression that led up
to her participation in LA:
So, I graduated with a bachelor’s in business in 2000. And after that, I went to…um…a
pizza shop, and I started to manage this pizza shop. I created my own business with the
owner of the pizza shop. Um…It was a catering company. Um…And I did that for a
couple of years, and then realized that I wanted to go back to school. Um…I was so
burdened with undergraduate loans that I knew I wasn’t going to be able to pay for it
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myself; so…um…I started working for a life insurance company …uh…that had tuition
reimbursement.
I found a program that I liked at TU, which was the master’s in education in adult and
organizational development. Um…And I thought, “Alright, I’ll go…I’ll see if I can find
something at TU.” Um…So, I interviewed here, and I ended up…um…interviewing for
two different positions. One was…um…a graduate admissions counselor for the
Business School, and the other position was…um… a financial aid counselor for the
university. And it just so happened that, believe it or not, the university worked
faster…gave me an offer, and I took that one. So…um…I started working for financial
aid. I had kept a positive connection with the Business School, even though I didn’t
take the role, or, kind of, continue through their interview process. Um…And an
admissions counselor position became open again at the Business School.
Um…And then, eventually…uh…became director of the [MBA] programs. And again,
it was one of those things whereas I had the executive MBA program first, and then they
added on the part-time MBA program. And then, “Okay, now you’re doing that. Ah!
Now, look at…Here’s the online MBA. And then finally….um…here’s the full-time
MBA.” [CA, F, AD, 6]

This response details one “rising star’s” career path as she ascended to a position as the
director of MBA programs in TU’s Business School. Her ascension and eventual
nomination to LA is a testament to her “rising star” status. The Business School has its
own competitive process for making decisions about which of its faculty or
administrators will receive a nomination for LA, which further supports her status as a
“rising star” at the university.
“Veteran stars” receive their label because of the length of their service at TU or
their tenure in the work world in general. These individuals had extensive work
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experience and brought this experienced perspective to the LA. One “veteran star”
described his length of service at TU:
I’ve been at TU…it’ll be 29 years…uh….next month. [When I submitted my LA
application], I was already the assistant director. So, I was second in command to [the
director]. I have [Clears throat], I guess, 20 different people who…uh… report to me in
some fashion. I have always worked in [Safety]. When I first started here, [my
department] didn’t exist. It was only [Safety], which ended up…uh…being combined in
the…sometime in the…I wanna say it was in…probably in the early 90s, I think, when it
got…uh…combined…when a department was created to encompass both, you know,
chemical, biological safety and radiation. So, I’ve…I’ve been in that department from
the time I got here. [AA, M, AD, 3]

His 29 years of service at TU, coupled with his nomination for LA, is evidence of this
respondent’s “veteran star” status. A second “veteran star” stated,
So, I had, you know, a good bit of experience, and experience in business roles.
I had financial roles…senior financial roles…before I got to cable television my first ten
years. So, you know, I didn’t come to Leadership Academy not having
experienced…experience in leadership roles. [CA, M, AD, 1]

This response describes extensive experience in a variety of different environments and
senior-level positions prior to attending LA. Another “veteran star” explained the
following:
I’m one of those non-traditional people who comes from a disadvantaged background.
Kind of made it through the ranks…uh…in spite of. So, I’m the first in the family to
finish high school…first in the family to go to college and graduate college. Went
to…um…Came back for my master’s degree after 20 years, and finished my master’s
degree…uh… in counseling psychology. I kinda gravitated towards students preparing
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for careers in the health professions at a community agency level for well over 20 years.
Then I came back to [TU]. I came back to [TU]…um...and I started working with the
medical school. I worked there for 14 years as…uh…an advisor/recruiter for the
school…for the medical school. [LA, F, AD, 6]

This member of TU’s administration had a professional career that was extensive and
varied prior to attending LA. Attaining her master’s degree after 20 years at TU was a
testament to her “veteran star” status.
A final “superstar” category emerged from the responses to the second interview
question. Two of the respondents, in particular, demonstrated a “superstar” status prior
to attending LA. Both individuals were faculty members who had multiple titles and job
responsibilities before they took part in LA. Both respondents also mentioned that the
lack of formalized leadership training was an incentive for attending the program. One
superstar described her position(s) at the time that she applied for LA:
I had already been here about 16 years, plus: vice chair of department, medical director
for lab, director of surgical pathology, and interim chair of the department. [AP, F, F, 6]

This respondent described having four different positions that carried a significant
amount of responsibility. These experiences support her placement in the “superstar”
category. The second “superstar” described her career path in the excerpt below:
Um…So, I guess I was always interested in academics. I kind of trained traditionally
through the School of Public Health. So, my mentors were all kind of doing what I’m
doing. So, they had the triad of teaching a little bit, having some service, and
conducting research. So, that’s kind of where I wanted to follow in their footsteps to do.
And when I was at [IVY U], it was really very research oriented…not much
infrastructure for salary support. When I came to Temple, it was a little nicer, ‘cause it
was a more secure position…um… that had, you know, a little bit of both—little of
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service and teaching, and then the research. So, when they brought me here, they wanted
me to develop an MS in epidemiology program, which I did. They had approval for the
program, but it wasn’t developed yet. So, I developed the classes; I recruited the
students. You know…um…And I’ve been running that MS EPI program since I came.
Also, in the past three years, I’ve also been the co-director of a master’s of science in
clinical research and translational medicine, which is a degree that’s offered through the
graduate school, but it’s jointly through the School of Medicine and our college, and
really to train clinicians on how to conduct population-based research. So I’m codirecting that with another physician in the School of Medicine. Um…And recently, we
restructured the department. So, an added kind of an…In the Department of Public
Health, we have about five different degrees…four master’s degrees and a Ph.D. So,
we’ve restructured the department, and…where we have a graduate director, which is
actually overseeing all the programs, and then I’m the director of the EPI division. [CA,
F, FA, 6]

Here we have a second example of a respondent with multiple roles that carried
significant responsibility. This respondent served as a teacher, managed multiple
research grants, and directed the MS EPI program. “Superstars” have the ability to
manage multiple priorities, titles, and responsibilities while maintaining a course load.
Although other respondents received recognition for their contributions prior to and
leading up to LA, the two faculty members noted above had larger responsibilities over
multiple areas and therefore fell into the “superstar” category.
Thematic analysis: Questions 3 and 4 – (3) What has your professional career/life
been like since the LA? (4) Were there any changes in your professional/personal life as a
result of attending the LA? The researcher designed these two questions to get a sense of

what had happened in the lives of the participants since they attended the LA and to see
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if the respondents connected their personal and professional paths post-LA to their
attendance in the program. The researcher combined the analysis of these two questions
because of their similarity; however, responses to each query led to markedly distinct
categories.
Question 3 inquired about the respondents’ professional life after their
participation in LA and led to the emergence of one overarching category: personal
growth. Two of the program days focused on the emotional intelligence (EI) model
(Goleman, 1998). One full day focused on the intra-personal growth and understanding
and self-awareness and self-regulation/management quadrants of the EI model. Program
designers developed this segment to help participants build increased self-awareness and
understanding of how their emotions affect their interactions with others. A second day
of content focused on interpersonal growth and focused on the social awareness and
relationship management quadrants of the EI model to help participants understand
others and build effective working relationships.
All of the responses to Question 3 refer in some way to the respondents’
increased ability to act in an emotionally intelligent way. All respondents fell into the EI
reflector category. EI reflectors are individuals who expressed an increased ability to
self-reflect in a way that enhanced their ability to know themselves and or others. While
all respondents expressed the ability to be self-reflective, this aptitude manifested in
different ways among the interview participants.
Three themes, and subsequent sub-categories, emerged from the responses:
individuals became more self-reflective and aware of their communication with others
(EI reflector [EIR]–communication), those who used their increased emotional
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intelligence to build effective relationships or network more effectively (EIRnetworking), and those whose felt more self confident (EIR-confidence).
EIR-communication. The researcher categorized EIR-communication responses
using statements that described an enhanced ability to communicate effectively with
others. One EIR-communication respondent described her life/career since LA:
Yep! Absolutely! I mean, I can tell you that…um…You know, I realized that it’s really
important to praise people…um…that part of the challenge after you…after you’ve been
a manager for a little while…is keeping good people, and keeping a team engaged and
motivated and feeling like they’re valued, and all that other stuff. And it’s easy…and I
think this is…was my tendency before Leadership Academy…just to think that people
know they’re good, and that they don’t need the basic pat on the back and the constant
praise. And so…um…And that was something that was a direct result of my 360 profile,
where people were saying…You know, I sort of heard people telling me, like, “You
don’t recognize us enough.” [CA, F, AD, 1]

This example demonstrates the increased self-awareness the respondent experienced
after participating in the 360-degree instrument process that was part of the EI day on
self-awareness and self-regulation/management. This respondent described gaining a
new understanding of how to treat others that resulted from her participation in a
component of LA. Her ability to communicate praise for a job well done came from her
increased self-awareness and improved awareness of others’ needs (social awareness).
A second EIR-communicator described his experience in the excerpt below:
And the academic compass and the 20/20 plan…Really nice to be told that, instead of
having to discover that on one’s own. Because, as an administrator, we don’t go to
faculty meetings or the faculty senate, or anything. We don’t get those kind of minutes,
or…They’re available, if we know where to look, or we have the time to search them
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out; but having that presented to us…um…was really nice. And I was able to take that
back to my staff, and share that. And they were…at a…at a staff meeting, and there
were 25 of us who were like, “Oh! That’s cool! That’s what they’re building. Oh! That’s
neat! Oh, they’re thinking about that!” All good stuff… [CA, M, AD, 4]

This respondent chose to share the information he learned in LA with his staff. His
awareness that his staff might not know about university-wide initiatives was an
incentive to be more socially aware. He empathized (a social awareness competency)
with his staff’s lack of awareness and chose to communicate with them about the
university’s 20/20 plan.
EIR-networking. Four of the EIRs increased their ability to network or develop
their knowledge of the university and earned a place in the EIR-networking category.
Increased understanding of the university and its operations contributes to increased
social awareness. The comments below seem to indicate an increased understanding of
a world outside of their own, which contributed to this increased awareness. One EIRnetworker provided the following response:
Hmm…Again, I think the most important thing is it opened my eyes to the different
parts

of the university and the different schools. And…um… uh…just listening to

people from various schools talk about stuff that they do…uh…it…I don’t know that it
influences me, but it was good…a good exercise to open one’s mind…to not be
so…um…sort of, almost like you’re wearing blinders. You only see [your own school];
you think that’s the whole world. And you are, sort of, happy not to have to interact with
anybody else. And you can go through life like that, and I might not be any the worse
for it. But I think, for me personally, I like knowing more. So, it’s good to know what
else there is, and…um…what are the other schools that there are and…just listening to
what…to people talk and, you know, what moves them, what…um…what work they do,
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what passions they have…even their projects. [AP, F, F, 6]

This respondent described an increased self-awareness about the university as a whole.
She realized her self-centeredness and adjusted her behavior. She understood the value
of obtaining a broader knowledge of the university and it operations. Another subject
explained the following:
As I’ve said, the relationships that were developed there…uh…were invaluable, because
probably a half to two-thirds of the people that I was in Leadership Academy with I
have some ongoing business or professional relationship with. And so, now, when you
go to do what you have to do in your…in your position, you’re calling somebody that
you know or somebody that you have a connection to. You know as well as I do that
everybody is looking to be connected in some way, and when you have some connection
to people, it’s…you can get over some hurdles. [CA, M, AD, 1]

This respondent believed that participating in LA helped him to develop effective
relationships with fellow LA participants. In his mind, LA gave him the skills to
overcome obstacles to getting things done. These skills are demonstrative of the
relationship management quadrant of the EI model.
A third interview respondent shared the following statement:
[Speaking about fellow LA participants]…[W]e formed a…you know, what I believe to
be a really good connection. Um…You know [LA colleague] has gotten me involved
with…um…some of his athletic stuff. Um…Has talked to me about encouraging
graduate education…um…for athletes. So, we’ve had lots of conversations about that.
I’ve hooked him up with people…um…here at the Business School…um…with the
Admissions Office to do information sessions for them. Um…So, that has been a very
fruitful connection. Um…And then, I…he knew people…um…in the Provost’s Office,
and helped me to get into teaching freshman seminar again. So, it was kind of a nice
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give and take, professionally…um…in that sense. [CA, F, AD, 6]

Again, this excerpt indicates that participating in LA provided an opportunity for the
respondent to network and develop improved relationships. Ultimately, this experience
resulted in new professional opportunities.
EIR-confidence. A third theme that arose from the responses to Question 3 was
EIR-confidence, which applied to individuals who developed more confidence because
of their attendance in LA. For some subjects, increased confidence enabled them to
speak up in situations where they had been silent before, and for others, it resulted in
increased self-assurance. One interviewee shared the following experience:
So, I have had a little bit of a come to Jesus point, where I just started pushing back, a
little bit, at administration. And when things would come up, you know, “You need to
do this.” I would say, “What am I giving up to add that to my plate?” “What are you
gonna let me not do in order to add this on?” Because all I kept getting was adding on,
and I was just working later and later and more and more weekends. [Laughter] And it
got insane. So, I’m much more likely to say that at the table. You know? “I’m happy to
take on this responsibility. That sounds great. What’s gonna go? And where’s it gonna
go to?”
I think so…Yeah…Just sort of a…a better understanding of my value to the institution
…um…was…yeah…And then, because of that, it also led to a salary increase, as well. I
felt I was being undervalued there, and had that discussion… [CA, F, AD, 4]

The interviewee above described an increased ability to speak up and be more protective
of her time when asked to take on additional tasks. She clearly stated in her final
comment that her ability to speak up led to an increase in both her salary and her
perceived value within her department. A second interviewee made the following
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statement:
So, I…Like I said, I came away from Leadership Academy…um…feeling very
professionally motivated… feeling like I took tangible items away that I still implement.
I think maybe the biggest piece out of all of that…was the whole notion of emotional
intelligence…that interpersonal…um…you know, in terms…especially in terms of
strategic thinking. I know I…I use that kind of thought process as we go day-to-day
here, in that, you know, who do I need to involve; and if I need to involve them, what’s
the motivating factor for them? Where’s the connection to try to tie them in, to make
sure that if this is the goal, we’re not doing it completely my way…that there’s enough
buy-in from this group to say, “Okay, we see the value here.”
You know, I had a…I think I had a quiet confidence that I knew I did my job well here
prior to that. Um…And then, I think from Leadership Academy, you know, one of the
things going in to that…to that experience that, you know, I had talked about with my
supervisor was, you know, I was more of a quiet, “We’ll do our job, and if you don’t
hear from us then everything is going okay. So, you don’t have to worry.” Um…And
then I would go, sometimes two weeks without touching base with my supervisor,
because it was just running normal. You know? So then it was… Again, post-Leadership
Academy it was, “Even if things are going okay, I need to check in a couple times a
week just with what’s on the periphery. Here’s some things we’re tossing around now,
just so that you’re aware of….So that nothing catches you off guard.” So again, it’s that
couple steps ahead kind of thinking. [CA, M, AD, 4]

This respondent described his ability to think and plan ahead and explained that
participating in LA gave him a newfound confidence to communicate more often with
his supervisor. A third respondent described her experience:
And the other thing is that…that really leaps out…is recognize…And I had had
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MBA…uh…a Myers-Briggs training before, but I think in this case, it really solidified
for me how people approach work differently and that it’s okay…that, you know, we’re
all trying to get to the same place, and everyone has a different path of getting there.
It helped me relax so much more into my career here at [TU] because everyone
is…is…is…um…I think operating at full capacity and really trying…striving for
perfection all the time. And I think I…especially in my first year or two year….was
fearful of not meeting expectations, or not being perfect, or anything that was…any…
any gap between me and perfection was the end of the world. [CA, F, AD, 6]

The interviewee responded self-reflectively and explained that attending LA helped her
to feel more relaxed in the work environment and more confident in her ability to do her
job. Similarly, another respondent provided the comment below, which epitomizes the
theme of EIR–confidence:
I feel more comfortable as a professional here at [TU] for having been surrounded by the
professionals that surrounded me in the Leadership Academy. The experiences…the
workshops were all just a different vision of Temple. It was very enlightening. And I
just feel more comfortable as an administrator for having gone through the Leadership
Academy. [LA, F, AD, 6]

Each of these responses to Question 3 indicate that the subjects developed an increased
emotionally intelligence in response to their participation in LA. Interviewees reported
several examples of the varied ways that they integrated the EI model into their behavior
and the impact that this integration had on their personal or professional lives.
Interview Question 4 was slightly different from the third question and asked the
interviewees to recount any changes to their professional or personal lives that resulted
from their LA attendance. This question attempted to get to the root cause of any
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modifications that occurred and determine whether the respondent believed that LA
prompted the change. The responses to Questions 3 and 4 were very similar, with one
notable exception. Several interviewees described their ability to supervise more
effectively as a result of attending LA. For example, one faculty interviewee stated the
following:
Uh…My career hasn’t changed at all. I think this is the same trajectory my career would
have had. But I think I consciously tried to be more patient…uh…in interactions with
people who I had to work with…um… but who I feel either or not doing what they
should be doing, or they’re doing it incorrectly, or they’re sort of stubborn in my view,
or…and yet, you know, I’m in a position where I’m in charge of the thing. So that, you
know, I know how it needs to be done. So…So, balancing that, I think when I was the
interim chair, I was very stressed. Because it was a lot of responsibility. And…um…I
think I wasn’t as…um…I was short. I was more…um…you know, like, “It has to be
done, and you haven’t done a good job.” I was, sort of, more blunt. Um…And…And I
realized that being blunt is not necessarily going to get you to the outcome that you want
anyway.
And I…I…that part, I’m glad about; because maybe…to a better person…it would have
occurred, you know, without the benefit of…uh… Leadership Academy, but…um…I
think it…it helped me…uh…realize that…um…even though I’m not the touchy feely
sort…and you don’t have to be touchy feely, but there’s still maybe another way of…
uh…conveying the fact that this was not done correctly, and this is how it has to be
done. So, I tried to…uh…consciously…uh…sort of subjugate my more subjective
emotions and be more objective in evaluating work or people or…in my interactions
when there is an issue. [AP, F, F, 6]
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A second respondent described how the 360-degree instrument provided feedback that
encouraged her to change her behavior as a supervisor:
Well, the two biggest things for me was…um…the insight that I got into how I construct
myself as a manager… um…and…in comparison to others in my role, which was very
helpful. Well, I mean, I can tell you, I scored [Laughter]…Um…I undervalue myself
very, very much. I scored very low on my [LPI 360 degree] self-evaluations all the way
across the board. Um…And that was interesting to me…to just think through that, and
why I rated myself lower on a lot of different categories that my colleagues,
my…um…managers, and my staff rated me very high across the board.
So, I realized that I have much higher self-motivation and self-goals [Laughter] than
even the institution puts upon me. Right? And through the LPI, I sort of stopped and
said, “Wait, I need to be more about thank yous…more about…” And I initiated things
like…um…we have a staff luncheon every semester, now. I take them all out to lunch.
And it’s just a “thank you” lunch. It’s just a “I know you’re working hard” lunch. It’s
just an acknowledgement. Right? And I have…um…I buy doughnuts, and I bring them
in, and, you know, just like little stuff. I give away freebie stuff that I get from, like,
conferences and, “Who wants a bag?” or whatever. I just try and remember my staff a
little bit more and say, “Thank you,” for what they’re doing. So…um…that really
modified my actions a little bit. [CA, F, AD, 4]

A third interviewee made the following statement:
And I feel like after coming through the Leadership Academy, that I’m now a person
who will think three steps ahead. And say, you know, if we do this, who’s it gonna
impact? And if it’s gonna impact them, how do we talk to them about what’s the
potential benefit or how do we minimize the damage? So…um…I…I can’t…you know,
and again, kinda when you review, I really can’t talk highly enough about my
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experience. Like I said, I always keep my certificate out. I’m very proud of that
experience, because I remember the project being work and frustrating at times; but I
really felt when we finished that that I accomplished something, and that I personally
took something away from Leadership Academy.
You know, but what can I take from this that I can show as tangible benefits, you know,
to the folks I report to. Uh…And certainly…And one of the things I piggyback off that
onto my PDPs was strategic thinking project to pieces. So, it was a nice transition,
coming from Leadership Academy to put strategic goals and planning on my PDP. So, I
didn’t drop off, and I continued to work on it…um…to make sure that, again, I was
taking what I picked up from Leadership Academy and then using it here.
So, I…I’ve really been mindful of that whole emotional intelligence part of giving
regular feedback…um…giving regular praise where it’s deserved. Um…Being mindful
about how I give professional…how and where I give professional criticism. You know,
who’s around when we have those conversations. Um…So it’s definitely affected my
supervisory…um…the supervisory side of my job function, and how I’m managing
people. [CA, M, AD, 4]

Another respondent provided the following comment:
Um…Because some…Because some of the 360 feedback was…was hard to
take…um…for me. Um…And…uh…but it was very eye opening, and it… it gave me
the opportunity to have some conversations with my…with my supervisor and with my
direct reports…um…and with my colleagues about my performance…about
perceptions…and being able to…to talk through with people, “Wow! I never understood
that I was perceived this way. This is where my…you know…this…First, let me
apologize for that perception. This is actually where I’m coming from.” And…And it
did open the door for a lot of conversations. [CA, F, AD, 6]
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Each of the interviewees noted that the self-reflective processes and activities in which
they participated in LA increased their ability to know and understand themselves and
others better. In most cases, the acquisition of that knowledge resulted in an improved
ability to relate to others, whether the relationship was vertical or horizontal.
Other observations. During the analysis of the interview data, the researcher
observed that the two faculty respondents were already self-assured “superstars” from
the perspective of their content knowledge, but both individuals described an increased
ability to act more emotionally intelligent with both colleagues and direct reports as a
result of attending LA. Because the interviews only included two faculty members, it is
difficult to make assertions based on that designation. Age did not seem to affect
participant responses, but career phase did have an impact. Mid-career and seasoned
graduates of LA were more likely to be “rising stars” or “superstars.” All interviewees
were reflective about their LA experience, regardless of their age or career phase. While
the LA experience was valuable to the interviewees, it did not lead to promotions.
The researcher designed Question 4 to probe for data on the topic of promotions;
however, none of the interviewees responded to the question with a story about a change
of position or title that resulted from their LA participation. The respondents all
described changes in their professional/personal lives since attending LA, but the
changes were affective and not hierarchical.
Finally, two overarching categories emerged from the themes that described
respondent perceptions of LA: personally valuable and professionally valuable. All of
the interviewees found the program to be one or the other, and some respondents found
it to be both.
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Summary of Data Analysis
This statistical and qualitative analysis produced some consistent outcomes.
Most survey respondents found the program personally and/or professionally valuable.
The researcher found the same results when analyzing the qualitative data. The data also
revealed that faculty members who responded to the survey and interviews had a slightly
lower perception of the program’s value than did their administrative counterparts.
While race and primary role played a statistically significant role in participants’
responses, the factors were not distinguishable among the qualitative data.
Finally, a thorough review of the qualitative data did not reveal any negative
responses. While there were responses that suggested program improvements or aspects
of the academy with which participants were not entirely pleased, none of the
participants offered a negative comment about the overall program in response to the
interview or open-ended survey question. This qualitative analysis mirrors the statistical
data drawn from the two survey questions regarding personal and professional value.
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CHAPTER 5: REVIEW OF FINDINGS, IMPLICATIONS AND SUMMARY

The first section of this chapter answers the four research questions that guided
this study. It answers them in a linear fashion and provides examples from the data to
support assertions. The second section describes the implications of the study’s findings
and compares it to the literature on leadership development and leadership development
programs. Responses to theory or contradictions are noted in the commentary. A third
section describes implications for practice in producing and evaluating leadership
development programs. A fourth section makes recommendations for future research.

Research Questions

The research questions that acted as a guide for this study were:
2. How did Leadership Academy graduates describe the impact of their
participation in the academy in terms of:
a. Realization of program goals?
b. Impact on their career progress?
c. Development of leadership knowledge and efficacy (usefulness -value)
d. Image as a prospective leader within TU

Findings

The learning outcomes for the Leadership Academy program at TU were divided
into five categories, Knowing Temple, Understanding Self and Others,
Communicating and Building Coalitions, Driving Change and Leading People. The
learning outcomes categories were used to devise survey statements and to
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categorize statistical data. The means for each of the categories of survey questions
were 3.83 for Driving Change, 3.91 for Knowing TU, 3.95 for Communicating and
Building Coalitions, 4.00 for Understanding Self and Others and 4.05 for Leading
People. The five point scale asked respondents to strongly disagree (numeric value
of 1), disagree (numeric value of 2), neither agree or disagree (numeric value of 3),
agree (numeric value of 4) or strongly disagree (numeric value of 5) to each of the
statements in a category. The means reflect aggregated survey responses that “agree”
with the question about realization of program goals. Standard deviations were
between .50 and .63 which demonstrates survey responses that were relatively close
to each other. With a small variance between survey responses and an aggregated
value close to or exceeding the “agree” line, the sample that responded to the survey
agrees that program goals/outcomes were realized.
The response rate for the survey was 55.5% of the survey population, which
calculates to a confidence interval or margin of error of 5.95. One can assert that
between 49.55% and 61.45% of the population of the 216 Leadership Academy
graduates would have “agreed” with the statement regarding realization of program
goals. In addition, the confidence interval calculation was determined using a 95%
confidence level, which means that we can be 95% sure that the survey respondents
within the confidence interval would have “agreed” that the program goals were
realized (Sample size calculator. (n.d.). Retrieved from
http://www.surveysystem.com/sscalc.htm).
The responses to the open ended questions support the assertion above as well.
The open ended comments referenced multiple components of the program content
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that were impactful. The Myers Briggs Type Indicator (MBTI) and the Leadership
Practices Inventory 360 degree evaluation (LPI), the group project, networking,
interaction with Sr. Leaders, group dynamics, communication, content, and
understanding of the university were all deemed impactful based on open ended
comments drawn from survey responses. All of the components mentioned above
were aspects of the program that were designed in to the program to produce an
outcome. Several of the components described as impactful were related directly to
one of the five outcome categories. The MBTI and LPI were related to
Understanding Self and Others, the group project and group dynamics were related
to communicating and building coalitions, interaction with senior leaders and
understanding the university were related to knowing TU.
The interview responses produced commentary that referenced the outcomes or
program goals. Increased emotional intelligence was referenced and the ability to
network with colleagues and university leaders outside the scope of normal
networks. Each of these correlates with one of the outcomes. Increased emotional
intelligence correlates with Understanding Self and Others and networking correlates
with Knowing TU.
By far, the outcome most often referenced was “Understanding Self and Others”
followed by Leading People. The Understanding Self and Others behavioral objectives
were to:
1. Demonstrate self awareness.
2. Manage my emotions.
3. Develop insight into areas in which I could grow as a leader.
and the Leading People behavioral objectives were:
1. Compare and contrast different leadership models
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2.
3.
4.
5.
6.
7.

Understand the value of coaching for myself and others.
Understand the value of mentoring for myself and others.
Act as role model.
Motivate others
Build effective teams.
Practice and apply career planning strategies.

All three behavioral objectives in the Understanding Self and Others category were
referenced in all phases of data collection. In the Leading People category, items
numbers 2, 3, 5, and 7 were mentioned in all phases of data collection.
Three out of the five learning outcome categories had means that were below 4.0
were Driving Change (overall mean 3.83), Knowing TU (overall mean 3.91),
Communicating and Building Coalitions (overall mean 3.95). Based on this survey data,
the respondents deemed these learning categories as less impactful. Driving Change
was the least impactful. The behavioral objectives for the Driving Change were:
1.
2.
3.
4.

Recognize opportunities for organizational change.
Express myself confidently while challenging the process.
Develop a shared vision that others could align with.
Apply change management principles

In addition to being the lowest rated learning objective, Driving Change was singled out
in intercorrelations as consistently rated lower by the respondents and not one of the
open ended comments or interview responses referred to any of the behavioral
objectives mentioned under this learning objective. This is worth noting because on a
five point scale a 3.83 overall mean reflects a number that is very close to the value for
the “agree” response on the survey. If respondents “agreed” with the four statements
that referenced the behavioral objectives for Driving Change, it does not reflect a lack of
impact or importance from the sample. A thorough content review of LA provided a
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possible explanation for this dynamic which was that very little of the content focused
on the four objectives. This dynamic will be addressed in the recommendations for
practice section of this chapter.
The two other learning objectives Knowing TU and Communicating and
Building Coalitions had overall means higher than Driving Change, but below 4.0. The
learning objectives for each are listed below:
Communicating and Building Coalitions
1.
2.
3.
4.
5.

Develop and practice effective oral communication.
Have confidence in presenting orally
Build professional networks
Build institutional networks.
Influence others.

Knowing TU
1.
2.
3.
4.

Seek and develop organizational knowledge
Demonstrate political savvy
Consider the University’s finances while making organizational decisions.
Act consistently with Temple’s mission.

Both of the learning objectives above had survey ratings that were also very close to the
“agree” value of 4.0. Building professional and institutional networks were mentioned
frequently in both open ended comments on the survey as well as interview responses.
Several mentions were made during interviews about increased confidence and self
assurance, but very few referred to practicing or building confidence in presenting
orally. Influencing others was not mentioned at all.
The Knowing TU learning outcome statements on the survey yielded a
significant number of open ended comments and interview responses that referred to
developing organizational knowledge and developing political savvy. Considering the
university’s finances was not specifically mentioned in any open ended comments or
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interview responses, but was mentioned through inference from those who singled out a
presentation led by the university’s CFO and Treasurer called, “Money Matters.” The
“Money Matters’ module is consistently rated as “highly valuable” by program
participants on post-program day paper evaluation sheets. Interestingly, even though the
post program evaluations are predominantly favorable toward this module, there was no
quantitative or qualitative analysis in this study that provided evidence that LA
graduates consider the university’s finances while making organizational decisions.
While we can be sure that many of the LA program graduates would certainly have to
make and have made organizational decisions considering the university’s finances,
there was no evidence that doing so was a result of participating in Leadership
Academy. Finally, there was no statistical or anecdotal support from survey respondents
or interviewees that referred to acting consistently with Temple’s mission. While again,
we can assume that people designated as university leaders would act consistently with
the university’s mission, there was no evidence to support that their ability to do so was
as a result of attending LA.
It is worth noting at this point that inter-correlations for all five of the learning
outcomes (see Table 4.7 in Chapter 4) were statistically significant. Ultimately, the
statistical analysis produced data that inferred a lack of distinction among the learning
objectives by the survey respondents. While the program designers’ intention was to
develop distinct learning outcomes, the statistical analysis of the survey data showed
otherwise. In addition, the open ended comments and interview response categories
were broad and consisted of general comments within which distinct phrases or
statements referred to a learning outcome or behavioral objective.
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The demographic categories of the survey respondents produced some statistical
findings worth mentioning related to the program goals (learning objectives). A series
of statistical analyses were run for the demographic categories. None of the Pearson
correlations for age were significant. The omnibus Wilks” Lambda and univariate
analysis for Gender were non-significant.
Race however, produced some relevant findings. Because some of the categories
of race were small, race was divided into Caucasian and Non-Caucasian categories.
The omnibus Wilks’ Lambda was significant (p=.012) with a large effect size. (Note:
For ANOVA-based statistics in SPSS, the measure of effect size is partial eta squared. In
general, effect sizes of .02 to .049 are considered small; .05 to .079 are considered
medium; and .08 and greater are considered large. In this case, the partial eta squared
equaled .122). The means for the five learning outcomes were lower for non-Caucasians
than Caucasians.
Primary Role was a second demographic category that produced statistical
analysis worthy of comment. Two categories, Administrator or Faculty were designated
under Primary Role. The omnibus Wilks’ Lambda test for Primary Role was
statistically significant (p = .048) with a large effect size (Partial eta squared = .095).
The means for the faculty participants were lower than the means for the administrators
on all five learning outcomes. Related to Primary Role was Academic Degree. There
were only five survey respondents with less than a bachelor’s degree (n=120) and were
eliminated from analysis because of their small number. The remaining participants
were divided into those with a bachelor’s degree, those with master’s degrees and those
with doctorates. The Wilks’ Lambda test was significant with a large effect (p = .004;
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partial eta squared = .097). For all of the scales, the means for the participants with a
doctorate were lower than the means for the other two groups. However, only one of the
learning outcome comparisons was significant (See Table 4.20).
One of the more confounding aspects of the statistical analyses was that
demographic variables were not independent of each other (See Table 4.21). The chi
square tests of independence for Primary Role and Academic Degree were highly
significant (chi square =52.26, p=.000). Because all of the faculty have doctorates and
only 20.5% of the administrators do, a reasonable assertion is that analysis by degree is
the same as analysis by primary role. Overall, the statistical analyses provide evidence
that the faculty had a less positive evaluation of the LA learning outcomes than the
administrators.
It was statistically evident that LA graduates from all demographic categories
had a positive experience in the program. This was demonstrated by the responses to the
two questions on the survey asking whether the program was personally or
professionally valuable (See Table 4.22). Ninety one percent of the survey respondents
or sample (n=120) either agreed or strongly agreed that LA was personally valuable and
87.5% either agreed or strongly agreed that the program was professionally valuable.
Moreover, while some of the statistical analyses provided a clear distinction between
Caucasians and non-Caucasians and faculty and administrators, the open ended
comments and interview responses did not. There was no distinction among the open
ended comments based on gender or race. The only demographic category that
produced some difference was primary role, but even this was hard to distinguish
without in-depth analyses. Some of the faculty responses to open ended questions were
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distinguishable by their recommendations to changes of content or commentary
regarding program length or effectiveness of the group project portion of the program.
However, many of these same respondents valued the networking opportunities or the
opportunities to connect with colleagues across the university, or highly valued the self
reflective components of the program. In addition, some administrators had similar
comments so often it was difficult to assign the value of a comment to a demographic
category.
One theme that did emerge from among faculty who responded to the open
ended comments was that sometimes in-program discussions focused on administrative
issues that did not pertain to faculty. This was not a consistent theme, but a theme
nonetheless. Some faculty also described a perspective that was unique to their primary
role and stated that if opportunities could be provided that acknowledged that
uniqueness that it would have enhanced their experience. Again, these comments
emerged from in-depth analysis and were not obvious from a prima facie review.
The interviews provided much the same story as the open ended comments did.
Again, there was an overwhelming feeling of overall program value. When interviewees
were asked what they would change about their experience they often could not come up
with an answer or sat and thought for a short time to answer the question. Again, Race
and Gender did not provide any additional commentary, but Primary Role was a factor.
Two random samples had to be drawn to produce a random sample that reflected the
diversity of the population and overall sample and supported the fact that there were few
faculty that agreed to be interviewed. There were only two faculty among the fifteen LA
graduates who were interviewed. Both were distinguishable because of similar
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comments made about program or discussion content that was not applicable to faculty.
Neither stated that the program was not valuable or that they wished they had not
attended. In fact, their comments clearly described that they both thought the program
was of value and they both stated that they learned about themselves and were grateful
for the opportunity to attend. Additionally, they described a desire for opportunities to
have faculty to faculty discussions about specific program content.
While neither of the faculty interviewed brought this up specifically, there is a
different relationship that faculty have with a department chair than administrators have
with a supervisor. In higher education administration (as well as other organizational
contexts) there is a true hierarchy where positional power exists between supervisor and
direct report. The faculty-department chair relationship is quite different. It is not a true
hierarchy. There are some cases where faculty in a department have as much or more
positional power as a department chair. Two examples of this are tenured full professors
who are somewhat outside of hierarchy in academic departments as well as faculty who
bring in large amounts of grant or research money. In addition, department chairs are
often chosen from among the faculty ranks and the duration of their appointments is
limited. Many department chairs are aware they will be returning to the faculty role and
therefore do not see themselves as the “supervisor” of the faculty in their department.
This is an example of an environment that is distinct to the faculty role and one that does
not apply to administrators. A faculty to faculty exploration of this organizational
dynamic might be the kind of topic that the two faculty interviewed were thinking of
when they expressed a desire for more faculty to faculty discussions.
Overall, I would assert that the graduates of the Leadership Academy described
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the Leadership Academy as realizing the program goals in four out of the five learning
outcome categories. Both overall program statistics and qualitative data support that
claim. Graduates learned more about TU, communicated, and built coalitions that are
active today. The largest amount of data supported a significant increase in graduates’
ability to understanding themselves and others and ultimately, all of the above led the
graduates to perceive themselves as more effective leaders as a result. The least amount
of realization was in the Driving Change outcome which will be helpful for future
program design modifications.
Impact on Career Progress. There were no data that supported that participation in the
Leadership Academy had an impact on a graduate’s career progress. The open ended
comments on learning experiences that had an impact did not produce any commentary
on the topic of career progress. While many of the comments described useful learning
experiences and interactions among university leaders and colleagues, not one described
an impact on career progress. Interview data was also devoid of examples of how the
program impacted career progress. In fact, one of the interview questions, “What has
your professional career/life been like since the Leadership Academy?” did not produce
a single response that referenced an impact on career progress.
Leadership Academy graduate tracking data that is kept informally by TU’s
Learning and Development division of Human Resources (which was not used in this
study) does document that many LA graduates have received promotions,
commendations or been recognized for exemplary work since attending the program. In
addition, some graduates have gone on to higher level positions in organizations outside
of TU. While all of these data is useful, this study did not document any correlation to
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participation in the program.
Development of leadership knowledge and efficacy (usefulness -value). The
Leadership Academy graduates who made up the sample for this study did acknowledge
that participating in the program impacted their leadership knowledge and value. This
was particularly evident in the overarching question that asked if attendance in the
program was professionally valuable (See Table 4.22). However, it is hard to make
specific assertions based on such a broad statement. The question is, “What did you
learn?” or “What was useful?” Both of these questions were answered in the open ended
comments and the interview responses. In order to answer the question of usefulness of
leadership knowledge, it is helpful to return to the literature and review one of the more
recent definitions of leadership. The work of all of the theorists below influenced the
development of the leadership Academy curriculum and goals. Avolio (2011) has been
describing a view of leadership as holistic. The new definition combines relationship
(Kouzes and Posner, 2002), with knowledge of organizational systems (Senge, 1990),
Emotional Intelligence (Goleman, 1998), and how to use all of these to influence goal
achievement (Northouse, 2007).
From the holistic leadership perspective, LA graduates described a significant
amount of development of leadership knowledge and efficacy. Kouzes and Posner
(2002) describe both credibility and the ability to form effective relationships as primary
to being perceived of as an organizational leader. The open ended comment responses
to the question on learning experiences that had an impact had its largest number of
comments about the Myers Briggs Type Inventory (MBTI Step II preference
assessment) and the Leadership Practices Inventory (LPI 360 degree instrument). The
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MBTI assessment is designed to increase self awareness and is used programmatically in
LA as the first step to understanding the Emotional Intelligence Model (Goleman, 1998).
The LPI is used programmatically to compare participant perception in five areas of
leadership practice to the perception of his or her manager, direct reports, colleagues and
others. The process of participating in a 360 degree assessment provides the opportunity
for LA participants to understand themselves (self perception) and others (manager,
colleague and other perception), while getting feedback on areas of strength and areas
for improvement. All four quadrants of the Emotional Intelligence Model are referenced
in participant newfound knowledge. LA participants become more self aware, learn
about what areas in which to self manage, develop a deeper understanding of the
“others” with whom they work and suggestions on how to use the aforementioned
information to form more effective relationships. From a holistic perspective –
participants singled out these two content pieces as of value and made multiple
comments in both open ended survey comments and interview responses that described
the MBTI and LPI as the most impactful part of the program. Both faculty and
administrators were equally effusive about the MBTI and LPI learning process.
Knowledge of organizational systems (Senge, 1990) was mentioned prominently
as an aspect of developing leadership knowledge and efficacy. Whether it was the group
project, networking with colleagues, or interacting with senior leaders, there were
multiple comments made in reference to increased understanding TU and how it
operates. All of the categories mentioned above were named as most impactful
Systems thinking requires a participant observer perspective. It requires that one be in
an event while simultaneously understanding the broad implications of that same event.
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The responses to the open ended question on impact produced responses where
graduates of LA referenced an increased ability to “get things done” at TU or “Now I
know the right person to contact for…” or “I never knew that about TU’s finances or
budgets.” The survey responses to the question on learning experience that had an
impact made multiple references to knowing or understanding the TU “system” better.
The interview responses yielded examples in which LA graduates felt more able
to influence both direct reports and colleagues. Interview question #4 asked, “Were
there any changes in your professional/personal life as a result of attending the
Leadership Academy?” Responses to this question produced responses in which every
single interviewee described his or her ability to be a more effective or improved
supervisor, networker or communicator as a result of attending LA.
The responses from sample of LA graduates that participated in this study
correlated with comments describing the Leadership Academy program as influencing
the development of leadership knowledge and efficacy. This research question
encouraged me to look beneath the surface of the statistical data for qualitative evidence
that described the efficacy of the program from a leadership knowledge perspective.
Study participants acknowledged an increased understanding of self and others, an
increased ability to see the organization from a systems perspective and an increased
ability to be more effective influencer by improving relationships within the scope of
their responsibility.
Image as a prospective leader within TU. Survey respondents and interviewees did not

address this research question in their quantitative or quantitative responses. While the
interview data did reveal that LA graduates felt more self-assured or a sense of enhanced
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self-confidence, respondents did not describe or use words referring to “image”
connected to leader. While assumptions could be made that LA graduates institutional
images were enhanced as a result of attending the program, there is no objective
verification arising from the data. More recently, there has been a move within TU to
request LA graduates’ assistance on university-wide committees which could be
perceived of enhancing participant’s image as a leader, but this action is rather recent
and does not provide conclusive evidence of improved image from either the graduate or
organizational perspective.

Implications for theory

Two theoretical models were mentioned early on in the study were deemed
useful to determining program effectiveness. They were Kirkpatrick’s Four Levels of
Evaluation (2006) and Grove’s EvaluLead Framework (2002). These two theoretical
models were chosen for different reasons. Kirkpatrick’s model is a widely used model
for training program evaluation. Leadership Academy is a training program as defined
in Chapter I. LA is of limited duration – one day per month over a seven month period
of time, there is an expectation that content will be learned and applied; it differs from a
traditional class in that it does not have a pre or post test before or after the program.
The participants are not graded and the program is taught from an androgogical and
constructivist perspective with an assumption that participants come into the program
with existing knowledge on the topic be delivered. In addition, participants are
responsible for their own learning goals and knowledge attainment. Participants are not
graded.
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In Kirkpatrick’s (2006) book entitled Evaluating Training Programs, he updates
his 1959 four-part framework for evaluating training programs. Because Kirkpatrick’s
framework is widely known, it seemed a natural fit for determining the results of this
study from an evaluation perspective. Each of the four levels are defined and evidence
from this study was used to determine whether the level of evaluation was met.
Level 1. – Reaction — How satisfied are participants with the training topics,
speakers, and logistics?

The overall statistical data clearly demonstrates a high level of positive participant
reaction. All of the learning outcome means were close to, equal to or higher than
numerical value for the “Agree” response on the Likert scale. The means for the
Overall, the Leadership Academy was personally valuable (4.33) and professionally
valuable (4.17) were above the “Agree” value. The lack of commentary on the open
ended comment on what you would change was notable in that many participants
responded “no” or “nothing.” The interview respondents responded similarly. The
three sources of data relating to participant reaction for this sample of 120
Leadership Academy graduates agree that participants had a positive reaction the
program. There was a minimal distinction in the interview data that distinguished
the faculty reaction from the administrator reaction, but overall both were very
positive. There was no distinction from among the other demographic categories.
Level 2. – Learning — What new knowledge and skills did participants gain, and
what changes in attitude may have occurred?
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This is a much harder question to answer statistically. The statistical analyses
looked at the five learning outcome constructs and while they were all rated highly with
small standard deviations (all below 1), it is hard to discern exactly what knowledge and
skills participants gained. In addition, the inter-correlations for all five learning
outcomes were significant which points toward a conclusion that the five learning
outcomes were measuring one construct. To support the findings from the intercorrelations, a principal component matrix was drawn which produced factor loadings
(which are similar to correlations) that the five components (learning outcomes)
constitute one construct, Driving Change. Essentially, the survey respondents did not
distinguish Driving Change from the other learning outcomes and if they responded
positively to the statements in one section of learning objectives; they were likely to
respond positively in other sections as well. The Cronbach’s Alpha scores demonstrated
this among the survey statements within a category and the inter-correlations
demonstrated this in a broader context among learning objective scales. One thought
about why this occurred is that the learning objectives and subsequent survey statements
were not categorically distinguishable to the respondents.

The qualitative data however were much more conclusive on the topic of what
knowledge and skills were gained as a result of attending the program. Changes in
attitude were reflected as well. Both survey and open ended comments documented
learning in the areas of institutional structure, history and finances. Some survey
respondents and interviewees described how participating in the group project gave
them insight into how to implement initiatives within the university. Many survey
respondents and interviewees described an increased awareness of self and others based
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on completing the MBTI and the LPI 360 Degree instrument. The description correlates
directly with the Emotional Intelligence (Goleman, 1998) model that was a prominent
part of the program design. Because so many of the open ended survey comments and
interview responses mirrored each other, it is likely that a large percentage of the sample
did in fact gain institutional knowledge and develop the skills ascribed to increased
emotional intelligence.

Interview responses documented attitudinal change in the area of perceived
personal effectiveness. Each of the 15 interviewees described some version of improved
confidence, ability to supervise or ability to communicate to direct reports, colleagues
and superiors. Increased confidence was most often mentioned among the interview
responses. The survey open ended questions did not produce any attitudinal change
responses. This was probably because the open ended questions that were asked on the
survey did not refer to attitudinal change.
Level 3. – Behavior — To what extent did the training cause participants to change onthe-job behavior.

Behavioral change is much more difficult to assess based on the data from this
study. The quantitative data and open ended survey data produced no evidence of
behavioral change. There were however, many references to the participants’
perception of behavioral change documented in the interview data. Several interview
respondents described how they changed their supervisory style and practices and their
ability to communicate effectively at all hierarchical levels. The difficult part of
documenting behavioral change is that most often it is viewed from the perspective of
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person who is exhibiting the change. Without confirmation from the person affected by
the behavioral change – it is difficult to assess the extent of any external impact of selfperceived behavioral change. Taking the respondents’ perception as, at least, their
reality, leads us to reasonably assume that behavioral change did occur among those
interviewed.
Level 4. – Results — What changes occurred in the organization, such as
increased productivity or higher profits, as a result of the training?

Organizational change and results was not measured or documented in any of the data in
this study. The reasons for and implications of not measuring or documenting this will
be discussed in the implications for practice and further research sections.

Viewing the respondent data, both quantitative and qualitative, through the
theoretical construct of Kirkpatrick’s Four Levels of Evaluation, a claim can be made
that the Leadership Academy achieved the first three levels in his evaluation taxonomy.

Level 1: The respondents reported appreciating and valuing the program.

Level 2: The respondents reported learning and knowledge gain from the program
content and activities.

Level 3: The respondents reported examples changing attitudes and behavior as a result
of participation in the Learning Academy.

Level 4: The respondents did not report organizational change occurring as a result of
their participation in the Learning Academy.
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A second theoretical model, Grove’s (2002) EvaluLead Framework (See Figure 1).
was used to interpret the findings of the study to determine effectiveness. Grove’s
framework was developed specifically to assess leadership development programs and
thus was a logical choice for analysis of the Leadership Academy. Similar to
Kirkpatrick’s model for evaluating training programs, the EvaluLead Framework looked
at several levels of change – individual, organizational and societal. The EvaluLead
framework was developed for use in the not-for-profit sector and was sponsored by the
W.K. Kellogg Foundation with support from the U.S. Agency for International
Development (USAID) in its scan of 55 leadership development programs in 2002
(Grove, Kibel, & Hass, 2005). The largest difference from Kirkpatrick’s model was a
more in-depth look at change as a result of program participation. Kirkpatrick’s model
looked at participant reaction, learning, behavioral change and organizational change.
Although Grove’s EvaluLead model does not specifically include the word reaction, this
could be assumed in his taxonomy under the individual level. The EvaluLead model
focused on the measurement of societal as well as individual and organizational change
in non-profits. Additionally the EvaluLead model, as distinct from Kirkpatrick’s Four
Levels, superimposed an “evidential approach” or tangible, and an “evocative approach”
less tangible, over the three levels of change, societal, organizational and individual.
Because TU’s Leadership Academy made no attempt or claim to change society, the
review of this study’s data will only assess LA’s effectiveness, from the organizational
and individual contexts. (See Figure 1 below)
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Figure 2: EvaluLead Framework
Grove’s EvaluLead model describes change that could result from participation
in a leadership development program. Practices, results and empowerment are included
as evidential approaches to determining individual effectiveness under the heading
“Job/Career Performance”. There were three different ways to conduct an inquiry to
determine whether evidence of change existed. Gathering facts, tracking markers and,
measuring indicators were all described as inquiry methods for determining change.
This study on TU’s Leadership Academy only addressed one of the three evidential
approaches of individual change as a result of attendance. The study gathered data from
survey results, open ended survey comments and interviews. This data clearly provided
evidence of a positive experience by the respondents. Consistent reports from both the
open ended survey comments and the interview data support the conclusion of an
increased perception of empowerment among the survey respondents and interviewees.
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The qualitative evidence included the perceptions of several LA graduates of changed or
adjusted practices and improved job performance. Using Grove’s EvaluLead model,
this study only met one of the criteria for providing evidence of change because it only
captured data only from the participant’s perspective. It did not track or measure
organizational markers or indicators. This will be discussed further in the opportunities
for future research section of this chapter.
In continuing with the evidential approaches side of the EvaluLead model, the
data from this study was reviewed to determine effectiveness from an Organizational
perspective. Under the evidential approaches, Grove (2002) listed partnerships, resource
allocations and strategies as organizational outputs that would provide evidence of
organizational change. While participation in LA documented the respondent’s
perspective that larger and more effective networks developed as a result of attending
LA, I cannot claim evidence from the organization’s perspective of increased networks
and partnerships. In addition, no data from this study provided evidence of adjusted or
changed resource allocations or organizational strategies occurring as a result of LA
attendance.
This evaluation of the LA program produced greater evidence of success when using
the “Evocative Approaches” side of the EvaluLead model. Grove (2002) listed three
ways to gather evocative information – collect opinions, capture stories and encourage
reflection, all included in this study. The EvaluLead model goes on to describe
“Personal Growth” as the individual evocative approach, and the three ways that
personal growth can be actualized by increasing self awareness, making commitments
and adjusting and or developing new values as a result of attending the program.

This
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study collected opinions via survey responses, captured stories and encouraged
reflection via open ended survey questions and interviews. At the individual level,
many of the LA participants described increased self awareness extensively in both open
ended survey comments and interview data. It is more difficult to assess the LA program
results from the perspective of the “commitments” and “values” under the personal
growth heading on the evocative approach side of the model in the individual context of
the EvaluLead model. While qualitative data did document some perception of changes
in values as a result of attending LA such as seeing colleagues or direct reports as more
important, these changes were described from an organizational perspective and did not
necessarily indicate change in deeper more personal values as a result of attending LA.
Perceptions of changes in commitment did not appear in the data from this study.
The “Organizational Values’ context on the “Evocative Approaches” side of the
EvaluLead model, listed three ways of producing organizational effectiveness results
based on attending a leadership development program – relationships, priorities, and
vision. The qualitative data from this study produced considerable data describing
perceptions of enhanced networks or relationships. Respondents consistently reported
perceptions of enhanced relationships with senior leaders, colleagues on different
campuses and with faculty and staff. No quantitative or qualitative evidence emerged
demonstrating changes in priority setting or vision.
Grove, Kibel & Haas (2005) distinguish between result types or types of change
that may be exhibited as a result of attending a leadership program. They describe a
typology of results, Episodic, Developmental or Transformative. Grove, Kibel & Haas
(2005) state, “episodic changes are of the cause-and-effect variety. An intervention is

146

made and predictable results follow. Examples include proposal written [individual],
conference held [organizational] and an ordinance enacted [societal] (p. 78).”
Developmental changes … “occur across time; include forward progress, stalls and
setbacks; and proceed at different paces and with varied rhythms for participating
individuals, groups and communities. Examples include a sustained change in individual
behavior, a new organizational strategy that is used to guide operations [organizational]
and the implementation of a new phased economic development plan [societal] (Grove,
Kibel & Haas, 2005, p. 79).” Transformative changes “represent fundamental shifts in
individual, organizational or community values and perspectives that seed the
emergence of fundamental shifts in behavior and performance. Examples of
transformative results include substantial shifts in viewpoint, vision, or paradigm shifts,
career shifts, new organizational directions and fundamental socio-political reforms
(Grove, Kibel & Haas, 2005, p. 79).”
Based on the Grove, Kibel & Haas (2005) typology, participants in the
Leadership Academy described both “episodic” and “developmental” changes. Survey
respondents and interviewees described changes using language like, “as a result of…
I…” when referring to the MBTI, the LPI 360, or attending the program as a whole.
This language supports the conclusion of cause-and-effect that is linear in sequence,
based on LA program content. Developmental changes, or changes over time, as a
result of reflection since attending LA, were described in open ended survey answers
and interview responses. Some examples of developmental changes described by the
respondents in this study are improved communication with a supervisor or colleagues,
delegation of increased responsibility, increased understanding of group process as a
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result of participating in the group project, and increased knowledge and status within
the university. Based on the definitions of the Grove, Kibel and Haas (2005) change
typology, this study did not uncover any transformational change from the respondent’s
perspective.
In ideal program design scenarios, program evaluation procedures and criteria
are clearly defined prior to program implementation. These ideal characteristics did not
apply in this study. The two models, Kirkpatrick’s Four Levels and Grove’s EvaluLead
Framework both recommend pre-program development of evaluation procedures and
process, but also acknowledge that this is infrequently occurs. Nevertheless, I believe
that this study, essentially a summative evaluation process of TU’s Leadership
Academy, was enhanced by analyzing the findings through the lens of both
Kirkpatrick’s Four Levels and Grove’s EvaluLead Framework. The models provided a
useful context through which to view the findings.

Relation to the Literature

The literature review for this study provided many definitions of Leadership.
Stodgill’s (1974) Handbook of Leadership: A survey of theory and research is widely
known as the seminal work about leadership definition. Stodgill’s meta-review of the
literature from the early twentieth century through publication in 1974, provides a
description of leadership from multiple perspectives. One singular observation from his
review is that almost every one of the definitions refers to a relationship with direct
reports, followers, etc. Moreover, it is not just that there is a relationship between
parties; rather it is the relationship “with” individuals that stands out as a consistent
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theme among the definitions. Whether the leader is influencing, behaving, persuading,
exerting power, directing goal achievement, interacting, or inhabiting a differentiated
role, the leader’s relationship with the individuals involved contributes to the leader’s
ability to lead.
Kouzes and Posner (2002) describe credibility and honesty as the two most
important characteristics of leaders. These two characteristics help to establish an
environment of trust between individuals that allow for one to lead and another to
follow. Kouzes and Posner’s definition of leadership is behaviorally based and the
leader’s “behaviors” can contribute positively or negatively to the leadership
environment. The relationship between leader and follower, colleague or supervisor is a
key component of the leadership process. Even Senge’s (1990) description of a learning
organization describes leaders as designer, stewards and teachers. Northouse (2007)
describes the ability to influence others through relationship, as important to goal
achievement. Avolio’s (2011) systems description would seem to move away from the
relationship premise until he mentions that “inputs” are people and he describes
outcomes in the context of individual motivation and performance. One aspect of
Hersey, Blanchard & Johnson’s (2001) Situational Leadership Theory describes
motivation as the combination of confidence and commitment that one demonstrates
toward a task or goal. Situational Leadership describes relationship with the leader as the
single most important driver of follower motivation.
Individuals in organizations are motivated by the need to achieve, to affiliate,
and or to exhibit personal or socialized power (McClelland, 1961) and people are
motivated by challenging work, recognition and responsibility and de-motivated by
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dissatisfiers such as, relationship with supervisor, company policies, working conditions,
etc. (Herzberg, et al, 1959). Human interaction is prominent in both of these theories of
motivation. McClelland (1961) mentions the need to affiliate with other people as a
motivator. Organizationally, this could mean direct reports, colleagues, supervisors, and
institutional leaders. Herzberg mentions recognition and responsibility as motivators and
a negative relationship with a supervisor as a de-motivator. Both of these theories
describe relationship as a key factor in motivating individuals in the workplace. The
common denominator in these definitions of leadership and theories of motivation is
human interaction or relationship.
The qualitative findings of this study point to relationship as a key component of
participant’s perceptions of the value of this program. Many of the open ended
comments and interview responses focused on increased Emotional Intelligence
(Goleman, 1998) and improved relationships as a result. Whether it was an improved
relationship with their superior, their colleagues, their direct reports, their colleagues in
the Leadership Academy, or senior leaders in the university, in each context
“relationship” was the focus. In addition, others spoke of an improved relationship with
the university and a better understanding of how things work at TU, which is also about
relationship, but in an organizational context. Not only can one improve a relationship
with other people, but one’s relationship with an organization can improve as well.
Moreover, improved relationships with people and or organizations increase employee
engagement (Gallup, 1993) or the ability to connect organizationally, produce at a high
level, and give discretionary effort even when it is not requested. As all of the data from
this study is from the perspective of the participant we have only half of the relationship
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story. Gathering data from the perspective of the others who interact with LA graduates
will be discussed in the future research section of this chapter. Finally, at the risk of
oversimplifying the essence of leadership, this study and its findings can distill its
essence down to one major result and that is that “leadership is relationship” and that in
this study the respondents overwhelmingly reported their perceptions of improved
relationships as a result of participating in LA.
This chapter would be remiss if it did not include a discussion of the findings of
this study and its connection to the leadership context, higher education. Bensimon,
Neuman & Birnbaum (1989) describe the higher education conundrum of dealing with
the dual control system that includes both faculty and administration. Bensimon,
Neuman & Birnbaum (1989) describe a situation, unique to higher education, in which
the faculty perception of the university often differs from an administrators’ perception
of the university. Not surprisingly, one of the findings of the statistical analysis was that
faculty members had lower means on all five learning outcome scales than did
administrators. Two of the five scales were statistically significant (See Table 16 & 17)
and a third approached statistical significance. The findings demonstrate a difference
between how faculty and administrators perceived the program. In addition, all of the
faculty have doctorates and only 20.5% (See Table 21) of the administrators had
doctorates. As such, earlier, a reasonable case was made that analysis by degree was the
same as analysis by primary role. The statistical findings relate to the dual control
system of higher education mentioned above and support a faculty perception distinct
from the administrator perception. Although the differences in means were relatively
small from a prima facie view, the statistical analysis provided a view worth considering
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later in the implications for practice section of the chapter. The qualitative data
produced evidence of the dual control system as well. Several faculty members
described a different perception of the program than administrators and made
suggestions regarding separate faculty-to-faculty activities or discussion groups. Some
also described a lack of interest in the administrative context in some of the in-program
discussions. The context in which the Leadership Academy exists is higher education
and the data from this study supports the notion of a complex dual control system that is
prevalent within higher education.

Implications for practice

Leadership Academy content is reviewed and has been revised annually to
respond to suggestions made on the post-program day evaluation forms. Some of the
more significant changes were deleting the day-long program on communication done
by an outside presenter that was poorly rated in the first four LA programs, adding a day
on strategic thinking, and integrating the project selection process into the day on
strategic thinking. All of the aforementioned program modifications were done as a
result of Kirkpatrick’s Level 1 Reaction level of evaluation. This study furthered the
evaluative process for LA and provided evidence on Level 2 Knowledge evaluation data
as well as Level 3 Behavioral Change evaluation data. In addition, the data from this
study was compared with the components of Grove’s (2002) EvaluLead model of
leadership development program evaluation. The statistical and qualitative analyses
along with the two models of program evaluation provide a basis for discussing
implications for practice.
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When learning and development professionals train in organizations they often
use a model that is known as the, “What,” “So what,” and “Now what” model of
training. It describes a process in which participants are given the content and the goals
of the training (What), why this content and goals matter to them (So what) and finally
ideas on the application of the new-found information (Now what). This learning model
is based on Kolb’s (1984) description of experiential learning that looks at a learning
experience from the view of the individual. In essence, the model describes a pathway
from knowledge attainment to a final outcome of making decisions and changes based
on knew knowledge. This section of the chapter will provide suggestions for content
review and proposed changes in practice as a result of what has been learned through the
research.
Statistical evidence emerging from this study shows that the survey respondents
did not view the five learning outcome constructs as distinct. If a respondent responded
positively to one of the items in a construct, he or she was likely to respond positively to
other items within the construct (See Table 5). Similar statistical findings surfaced for
the overall constructs themselves (See Table 6). One possible explanation for these
findings might have to do with a flawed survey statement design. A second possible
explanation could be that the participants did not discern differences among learning
outcomes during the program. An implication for practice might be to review both
survey statement construction and to modify statements for independence before
surveying additional Leadership Academy graduates.
A second implication for practice is to distribute a list of the learning outcomes
either pre-program or early in the first program day so that they are explicit to
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participants. This does not reflect current practice and it is possible that when LA
graduates responded to the survey that this was the first time they had seen the learning
outcomes in writing. Learning outcomes are part of the first program day PowerPoint
presentation, but are not fully described and are not referred to throughout additional
program days. Learning outcomes are inferred in program day content, but not
explicitly mentioned or described. Effective teaching requires greater emphasis,
reiteration, and ongoing assessment of learning outcomes.
A third implication for practice would be to review the learning outcomes to
make sure that they still apply to the current LA program. When this study began, the
seventh cohort was just beginning and at present, the eighth cohort is completing the
program. As mentioned previously, the current program includes many aspects that
earlier programs did not. It is time to revisit the learning outcomes based on the current
LA program.
The consistent theme arising from the data suggesting a fourth implication for
practice was the desire for more post-LA program activities so that LA graduates could
further their leadership learning. This goal could be accomplished most effectively with
the advice of a group of graduates. This group could provide advice to the program
designers on many levels including, reviewing program outcomes for future evaluations,
suggesting additional material for future programs, and renewing and sustaining LA
relationships.
A fifth implication for practice is the need to review the individual outcomes
under the Driving Change category. The statements under the Driving Change learning
outcome produced the lowest survey ratings. This particular learning outcome is tied to
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the least amount of program content. It would be worthwhile knowing if survey
respondent’s ratings on this learning outcome surfaced because of minimal content or
poor content. In addition, during the review of all of the learning outcomes, it would be
useful to determine if there is a need to add additional content on Driving Change to
give it more prominence and be more recognizable to future LA graduate survey
respondents. A significant amount of organizational change has taken place at TU and it
could be that LA does not provide enough pertinent information on an important topic.

A sixth implication for practice is to consider the dual control system dynamic
and to determine a way to incorporate opportunities for faculty-to-faculty connection.
Because a desire for more faculty-to-faculty interaction was mentioned in both open
ended comments and interview responses, it would be useful to explore the possibility of
adding activities and discussion opportunities that would give faculty members greater
opportunity to interact with each other. This is not a suggestion to separate faculty and
administration entirely because there were multiple comments from both open ended
survey questions and interview responses that described the value to having the two
groups attend the program together. In fact, there are no other officially sanctioned
programs at TU that include both faculty members and administrators. However, more
than a few faculty comments suggested that increased faculty-to-faculty interaction
would have enhanced the program for this group.
A seventh implication for practice would be to review both Kirkpatrick’s (2006)
program evaluation model and Grove’s (2002) EvaluLead Framework for ways to
enhance the evaluation process. This study did not record data on Kirkpatrick’s (2006)
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Level 4 Results category and it could be of value to figure out a way to track
organizational results data from among LA graduates. This will be discussed further in
future research possibilities. The bulk of the data from this study surfaced on the
“Evocative” side of Grove’s (2002) EvaluLead Framework (See Figure 1). A thorough
review of Grove’s (2002) model with an emphasis on searching for evidential
information of program value at the organizational level would support the long-term
future of the program.

Implications for Future Research

During the research process for this study, several ideas for future research were
identified. This study intentionally looked at program evaluation from the perspective
and the perceptions of the individual program graduates. The literature search on multiday, leadership development programs evaluated from the perception of program
participants done for this study produced no literature and no content for comparison. In
fact, leadership program evaluation literature from the context of higher education and
which included both faculty and administrators was non-existent. This study
simultaneously fills a gap in the literature and points to a need for future research.
One such opportunity emerged from the dearth of data on participant’s career
development. Informal self-reported data on the career changes among the graduates of
LA is kept on a spreadsheet. However, there has not been a concerted effort to review all
title changes and follow longitudinally the career progression of LA graduates. Future
research should include consistent collection and development of a longitudinal database
documenting the career progression of all of the graduates. Data points could include;
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retention at the institution, promotions, awards, and committee membership and
leadership. This longitudinal study should also include collection of the graduates’
longer-term perceptions of the impact of the LA to any future successes.
Another opportunity for future research would be to gain permission from a
sample of graduates to review their Leadership Practices Inventory (LPI) 360 degree
assessment data. With access to this data, a statistical analysis could compare the self
perceptions of LA graduates to the perceptions of their managers, direct reports and
colleagues. Currently, the agreement between LA graduates and the Learning &
Development (L & D) division of TU’s Human Resources Department (HR) is that all
LPI data is confidential. Confidentiality is not an insurmountable obstacle with the
proper consent from individuals willing to share their data and be part of a future study.
LPI data could be used in conjunction with career progression data to produce some
additional findings.
A third opportunity for future research would be to survey the supervisors or
department chairs of the LA graduates to see if he or she could identify improvements in
productivity, the ability to communicate effectively, the ability to act in a more
emotionally intelligent way, or the ability to think strategically. The statements on the
supervisor/department survey would mirror those on the LA graduate survey and ask the
superiors to respond to a statement about whether they observed post-program
improvement in performance and or affective behavior. In addition, this opportunity
could include some questions that would provide data on Kirkpatrick’s (2006) Level 4
Results category and address the Organizational section of the Evidence side of Grove’s
(2002) EvaluLead model.
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A fourth opportunity for future research could be to administer a pre-test based
on program content and learning outcomes. The pre-test would provide baseline data
allowing comparison of knowledge transfer and behavioral change on subsequent
assessments at the conclusion of the program and at future dates.

Conclusion
Temple University’s Leadership Academy program is a well respected and well
supported university-wide program for mid-level and upper level administrators and
faculty. At the time of the completion of this study it was just finishing is eighth year of
existence. The advertising for Leadership Academy 9 is being prepared and will be
distributed in late May, 2014. While LA has longevity and is valued at the most senior
levels of the university, it has never undergone a rigorous assessment. This three-year
study is the second attempt to seek evidence about how the program was perceived by
its graduates. The first attempt was during the first program year in 2006. Since that
time, limited data has been gathered regarding program effectiveness.
Participant perceptions provided the data from which to draw conclusions about
program success or lack thereof. The study assessed graduates perceptions of the value
of the program specifically related to the intended outcomes. A goal of the study was to
assess the widely held informal perspective of the University administrators and past
participants that the program was making a worthwhile contribution to TU’s leadership
cadre and climate. The study has produced some useful data based conclusions to
present to the University leadership.
From a broader perspective, this research adds to the very slim body of research
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on leadership development program evaluation in higher education. Leadership
programs within higher education are often confused with programs on becoming an
effective supervisor/manager. TU’s Leadership Academy does not exclude content on
becoming an effective manager/supervisor, but its learning outcomes are based on the
notion that leaders are, at least in part, made, not born, and that leadership development
encompasses a set of practices for improvement at all levels. The study’s conclusions
appear to support the contention that the Leadership Academy provides a useful
contribution to the vocational well being of the participants and by extrapolation to the
climate of the University. High quality research is one of the ways in which
organizations can draw evidence, learn about and make improvements to professional
development initiatives and programs. Ultimately I hope that this study will motivate
future research leading to greater insights and even more effective programs.
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APPENDIX A
Leadership Academy Learning Outcomes
Temple University’s Leadership Academy is a seven-month professional development
program designed for faculty and administrators recognized as rising leaders. The
Leadership Academy is designed to build the leadership capacity of the University by
preparing participants for new or increasingly complex leadership roles.

Through participation in the Leadership Academy, participants will build their
knowledge, skills, and leadership capabilities in the following topics:

1. Knowing Temple
Participants will learn how to:




Bolster their organizational knowledge and political savvy.
Maximize resources to sustain the financial health of the University.
Recognize and act upon opportunities consistent with Temple’s mission.

2. Understanding Self and Others
Participants will learn how to:




Demonstrate heightened interpersonal skills and emotional intelligence
through enhanced awareness of self and others, self-management and
relationship management.
Analyze and apply information gained through assessment instruments
(Myers-Briggs Type Indicator, StrengthFinders, Leadership Practices
Inventory and the Emotional Competence Inventory)
Strengthen and value diversity.

3. Communicating and Building Coalitions
Participants will learn how to:




Communicate orally and in writing to diverse audiences
Build and sustain professional and institutional networks and relationships.
Develop influence and negotiation skills

4. Driving Change
Participants will learn how to:



Identify and assess opportunities for change.
Challenge processes and act with courage and conviction.
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Create and realize a shared vision.
Apply change leadership practices.
Incorporate trends affecting higher education into their decision-making.

5. Leading People
Participants will learn how to:







Compare and contrast current leadership models and practices
Practice social and ethical leadership.
Use effective coaching and mentoring strategies.
Act as role models.
Motivate individuals and teams and build effective work groups.
Define, manage and resolve conflict.
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APPENDIX B
Leadership Academy 6
(Sample) Session Evaluation
Your honest and candid feedback is important in helping us evaluate and improve this
program.
Please rate the quality/value of each segment of today’s session. Please circle your
choices.
Thank you.
Program overview and introductions

Value

Leadership Theory and Practice in
Higher Education: Lessons Learned
Corrinne Caldwell, Ph. D. Chair,

Not

Somewhat

Valuable

Valuable

Not

Somewhat

Valuable

Valuable

Not

Somewhat

Valuable

Valuable

Not

Somewhat

Valuable

Valuable

Not

Somewhat

Valuable

Valuable

Valuable

Highly
Valuable

College of Education & Richard
Englert, Ph.D., Provost
Leadership Style: Blake and Mouton
Model Overview and Self-Assessment
Kouzes and Posner’s Leadership
Challenge and LPI 360 degree
assessment
LA Graduates’ Panel: Maximizing
Your Academy Experience
Overall Rating LA6 - Day 1:
Exploring Leadership

Valuable

Valuable

Valuable

Valuable

Highly
Valuable
Highly
Valuable
Highly
Valuable
Highly
Valuable
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1. Prior to today’s sessions, your knowledge/
skill level of topic(s)

Novice

1
2. As a result of today’s session, your knowledge/
skill level of topic(s)

Expert

2

Novice
1

3

4

Expert
2

3

4

3. What aspects of today’s session did you find most valuable/useful?

4. Additional Comments (Feel free to add comments on back)
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APPENDIX C
Leadership Academy Graduate Survey
Project name: Leadership Academy: An in-depth review of Temple University’s Senior
Leadership program
Survey:
In an effort to improve the Leadership Academy (LA) program and to assess its first six
years, I, Eric Brunner, am focusing my doctoral dissertation on your feedback about the
program. The purpose of the research project connected to my dissertation is to provide
feedback to the program designers on the success or lack thereof of LA as well as
document the impressions of participants of Leadership Academy 1 through 6. Your
participation in the survey and study is completely voluntary and there are no negative
consequences for non-participation. If you feel that you would like to ask questions about
the survey prior to completing it, please contact me directly at eric.brunner@temple.edu
or 215.926.2215. By completing the survey, you are not waiving any of the legal rights
that you otherwise would have as a participant in a research study.
The estimated duration of your study participation is the time it takes to complete the
survey unless you agree to be interviewed in person, which is one of the survey
questions. There are no foreseeable risks or discomforts involved with your participation.
The benefit you will obtain from the research is knowing that you have contributed to the
understanding of this topic and to future program modifications made as a result of your
open, honest and candid feedback.
This research project has been reviewed and approved by the Temple University
Institutional Review Board. Please contact them at (215) 707-3390 or e-mail them at:
irb@temple.edu for any of the following: questions, concerns, or complaints about the
research; questions about your rights; to obtain information; or to offer input.
Confidentiality: Efforts will be made to limit the disclosure of your personal information,
including research study records, to people who have a need to review this information.
However, the study team cannot promise complete secrecy. For example, although the
study team has put in safeguards to protect your information, there is always a potential
risk of loss of confidentiality. There are several organizations that may inspect and copy
your information to make sure that the study team is following the rules and regulations
regarding research and the protection of human subjects. These organizations include the
IRB, Temple University, its affiliates and agents, and the Office for Human Research
Protections.
In this study, the electronic survey tool will allow for the separation of statistical data
from the email addresses used to distribute the survey. All statistical analysis will be
conducted in aggregate form and will not compromise or divulge individual identities.
Finally, I am interested in your candid and honest feedback about the program and the
impact of the Academy on your career. Although the main focus of my project is
174

research I am confident that suggestions for program enhancement will emerge from the
findings and influence the shape of future Academies. Thank you in advance for your
participation.
Name (Optional)
Year of birth
Race
Gender
Answer the following demographic questions based on when you attended the Leadership
Academy
Faculty/Staff
Title: Assistant Professor, Associate Professor, Professor
LA Program #
Highest degree achieved Bachelor’s, Master’s, or Doctorate
Five Point Likert Scale Responses to the questions below:
Strongly agree, Agree, Neither agree or disagree, disagree, strongly disagree
The Leadership Academy Program increased my ability to:
Knowing Temple
5)
6)
7)
8)

Seek and develop organizational knowledge
Demonstrate political savvy
Consider the University’s finances while making organizational decisions.
Act consistently with Temple’s mission.

Understanding Self and Others
4. Demonstrate self awareness.
5. Manage my emotions.
6. Develop insight into areas in which I could grow as a leader.

Communicating and Building Coalitions
6.
7.
8.
9.
10.

Develop and practice effective oral communication.
Have confidence in presenting orally
Build professional networks
Build institutional networks.
Influence others.

Driving Change
5. Recognize opportunities for organizational change.
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6. Express myself confidently while challenging the process.
7. Develop a shared vision that others could align with.
8. Apply change management principles

Leading People
8.
9.
10.
11.
12.
13.
14.

Compare and contrast different leadership models
Understand the value of coaching for myself and others.
Understand the value of mentoring for myself and others.
Act as role model.
Motivate others
Build effective teams.
Practice and apply career planning strategies.

Overall, the Leadership Academy was personally valuable to me.
Over, the Leadership Academy was professionally valuable to me.
Strongly agree, Agree, Neither agree or disagree, disagree, strongly disagree

Open-Ended Questions
15. Please describe one or more learning experiences of the Leadership Academy that had an
impact on you.
16. Is there anything you would change about your Leadership Academy experience?
17. Is there anything you would change to the Leadership Academy content?

If asked, would you be willing to participate in an in-person interview to enhance the
study?
Yes ______

No _______

Please provide contact information below:

176

